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Ogrencilerin basarisini etkileyen en &nemli etkenlerden bir tanesi dgretmen niteligidir.
Nitelikli 6gretmen secebilmenin 6n kosulu da giivenilir, gecerli ve adil bir 6lgme ve
degerlenme sisteminin olmasidir. Cogu {lkelerde Onemli kararlarin alinmasinda
standartlastirilmis smavlar kullanilmaktadir. Bu sinavlardan etkilenenlerin diisiincelerine
basvurmak sinavlarin sonugsal gegerliligini belirlemek agisindan son derece dnemlidir. Bu
caligmanin amaci, mevcut atama modelinin gegerliligini sorgulayip gerekli bilgi, beceri ve
tutumlara sahip Ingilizce dgretmeni secip bu nitelikleri tastmayan adaylar1 eleyecek bir
atama modeli 6nermektir. Karma arastirma desenine sahip bu ¢alismanin nitel boyutunu 78
paydas olusturmakta. Bu katilimcilar arasinda 6gretmen aday: (31), Ingilizce 6gretmeni
(25), 6gretmen yetistiriciler (9), egitim uzmani (8) ve kanun koyucular (5) bulunmaktadir.
Tiirkiye’de egitim fakiiltesi disinda mezun olanlar formasyon almak suretiyle 6gretmen
olabildigi i¢in, hem Ogretmen adaylari hem de hizmet i¢i &gretmen Ornekleminde
formasyonla atanmis katilimcilara yer verilmistir. Nitel verilerin elde edilmesinde yari
yapilandirilmis goriisme, odak grup ve dokiiman inceleme yontemi kullanilmistir. Nicel
veriler i¢in 271 Ingilizce 6gretmeninden faydalanilmistir. Nicel verilerin elde edilmesinde

vii



arastirmaci  tarafindan  gelistirilen giivenilir ve gecerligi kamitlanmis Ingilizce
Ogretmenlerinin Atamaya Yonelik Tutum Olgegi kullamlmistir. Nicel veri analizinde
SPSS kullanilmistir. Kolmogorov-Smirnov normallik testine gére dagilimin normal oldugu
goriilmiistiir. 1ki gruptan olusan degiskenler icin t-test; ii¢ ve daha fazla degiskenden
olusanlar i¢in ise ANOVA kullanilmistir. Nitel veri i¢in icerik analizi kullanilmistir. Kod
ve kategorilerin olusumu Oncelikle arastirmacilar tarafindan manuel yapilmis; daha sonra
veri kaybmi &nlemek igin ise NVivo 12 programi kullanilmistir. Nicel veriler ingilizce
ogretmenlerinin atama modeline yonelik olumsuz tutum takindiklarin1 gostermistir. Nitel
veriler nicel verileri dogrulamakta ve mevcut atama modelinin 6lgmek istedigi yapiy1
temsil etmedigini ve puanlama agisindan da dil ve edebiyat mezunlarinin lehine oldugu,
dolayisiyla adil ve gecerli sayillamadigini géstermektedir. Bu baglamda, 6gretmen adayinin
bilgi, beceri ve tutumlarini da degerlendirebilecek yeni bir atama modeli gelistirilmigtir. Bu
modelin nitelikli 6gretmen se¢imine ve dolayisiyla iilkenin egitimine pozitif katki
saglayacagi diiginiilmektedir.

Anahtar Kelimeler: Sonugsal Gegerlik, Ogretmen Atamasi, Ogretmen Degerlendirmesi,
Tiirkiye’de Ingilizce, Tutum Olgegi, Ket Vurma Etkisi, Onemli Smavlar

Sayfa Adedi: 226
Danigsman: Prof. Dr. Abdulvahit CAKIR
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ABSTRACT

The quality of a teacher is determinative of student achievement, and the precondition for
choosing a qualified teacher is only possible if there is a reliable, valid and fair teacher
assessment and evaluation (TAE) model. Most countries use standardized exams for high-
stakes decisions. Stakeholders’ perception of testing is informative in terms of
consequential validity of exams. In addition to examining the validity of the current TAE
model, the purpose of this study is to develop an English language teacher assessment and
evaluation model that can distinguish effective student teachers (who have required
knowledge, skills, and attitudes) from ineffective ones. In this mixed-method research, the
qualitative part consists of student teachers (n=31), in-service English language teachers
(n=25), teacher trainers (n=9), education experts (n=8), and policymakers (n=5). The
sample of student teachers and in-service teachers involve both graduates of ELT and other
departments (such as English Language and Literature, American Culture and Literature,
Department of Translation and Interpreting or Department of English Linguistics
graduating from the Faculties of Science and Letters) since they have right to become
English language teachers via pedagogic formation certificate. Semi-structured and focus
group interview techniques were used for quantitative data. Regarding quantitative data,
271 in-service English language teachers were given the English Teachers’ Attitudes
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towards Recruitment System (ETARS), a valid and reliable scale developed by the
researcher. Statistical Package for Social Sciences (SPSS) was used for quantitative data.
According to the Kolmogorov-Smirnov normality test, the distribution was found to be
normal. T-test (Independent Samples Test) was used for the demographic variables
consisting of two categories, while one-way ANOVA tests were applied for the
demographic variables consisting of 3 and more categories. Content analysis is used for
qualitative data. The formation of codes and categories was made primarily by the
researcher; then the NVivo 12 program was used to prevent data loss. The quantitative data
showed that English teachers had a negative attitude towards the current TAE model.
Qualitative findings confirmed quantitative data and indicated that the current TAE model
is invalid and unfair as it has both construct underrepresented and construct-irrelevant
variance (favoring graduates of English Language and Literature in terms of scoring). In
this context, a new TAE model, which can evaluate student teachers’ knowledge, skills,
and attitudes, has been developed. This model is considered to be helpful in selecting
qualified teachers and, therefore, increasing the quality of the education of the country.

Keywords: Consequential Validity, Teacher Assessment, Teacher Recruitment, Teacher
Evaluation, English in Turkey, Attitude Scale, Washback Effect, High-Stakes Tests
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CHAPTER |

INTRODUCTION

In this chapter, background to the study, statement of the problem, purpose of the study,
research questions, significance of the study, assumptions, limitations of the study, and

definitions of the key terms are explained.

1.1 Background to the Study

It is the goal of every country to offer a high-quality education to its students. In order to
meet this goal, it is necessary to recruit people who are eager and able to serve as teachers.
As there is a positive relationship between the issue of teacher recruitment and the issue of
teacher quality (Rivkin, Hanushek & Kain, 2005), even those nations whose students have
high scores on international exams seem to be interested in the issue of teacher quality.
Selecting and recruiting teachers is not just about ensuring an adequate number of teachers,
but about having them in the teaching profession who are as accomplished as possible
(Allen, 2005 p.10). The process of the quality teachers has become one of the most
important agendas for nations (Beauchamp, Clarke, Hulme & Murray, 2013; European
Commission, 2013b; Ingersoll, 2007, p.1; OECD, 2013c). It may be due to the fact that,
among all school resources, the most important determinant of student achievement is
quality teachers (Berry, Daughtery & Weider, 2009; Chetty, Friedman & Rockoff, 2014;
Darling-Hammond, 2010b; Ingle et al. 2011; Koedel, Mihaly & Rockoff, 2015; Rivkin,
Hanushek & Kain, 2005; Stronge, 2010). In this concept, there is a strong relationship
between the effectiveness of any educational system and its teacher assessment and

evaluation model (Johnstone, 2004; OECD, 2005). Any disorder, failure, or malfunction
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that may occur in assessment and evaluation will affect the functionality of an entire
system that prevents the occurrence of effective teaching and learning environments
desired (OECD, 2009).

Research provides clear and compelling evidence that a well-trained teacher is the most
important factor in terms of influencing student learning (Chetty et al., 2014; Creemers &
Kyriakides 2008; Darling-Hammond, 2010b; Goldhaber and Anthony 2007; Hanushek
2010; Ingle, Rutledge & Bishop, 2011; Liu & Zhao 2013; OECD/UNESCO, 2016; Stronge
2007, 2010). Therefore, enhancing the quality of teachers is of importance since poorly
trained teachers do the most harm to the students (Mitchell & Barth, 1999). As Clement
(2009) indicates, bad recruitment decision not only may decrease student achievement but
also it may cause poor morale among colleagues. Likely, teachers are considered to be
responsible for student outcomes (National Council on Teacher Quality, 2013). According
to Pillsbury (2005), recruiting an effective teacher is thought to be the most important
decision by many administrators who possess ultimate chance to influence both
instructional practices and student learning via teacher selection process (Mertz, 2010).
The mentioned studies reveal that the policymakers should pay special care to teacher

assessment and evaluation for better quality education and greater student achievement.

The quality of an education system can be increased only if teachers are trained with the
necessary knowledge, skills and attitudes. In other words, the key to students’ success is a
well-trained and an effective teacher. So, what makes a teacher effective? It has been a
subject of importance for many educational scholars. An effective teacher is defined by
Schussler, Stooksberry and Bercaw (2010) as a person who “employs both successful
teaching, which realizes intended outcomes, and good teaching, which is morally
worthwhile” (p. 351). According to Pettis (1997), a professionally competent teacher, at
first, needs to be principled, knowledgeable and skillful. Secondly, the effective teacher’s
professional needs and interests must change over time and continue to emerge during
throughout the teaching process. Finally, the professional development of the competent
teacher needs to be ongoing and personal. In Cripps Clark and Walsh’s (2002)
classification, it is claimed that an effective English language teacher must have discipline
knowledge, pedagogical knowledge, knowledge of context, and personal knowledge. For
Brown (2001), in addition to a teacher’s language proficiency and personality, language-

teaching skills are a must for successful teaching. Kilickaya and Krajka (2013) are in line



with Stronge (2007) who asserts that verbal ability, content knowledge, affective aspect of
human behavior and knowledge of teaching and learning are the most common ones
among the most significant prerequisites to create effective learning and teaching and
achieve student success (p. 94). Some consider personal teacher dispositions, such as
caring, as a vital factor in teacher effectiveness (e.g., Averill, 2012; Noddings, 2013).
Whether the student teachers acquire these qualities requires teacher assessment. So, how
should teachers be assessed? In their study, Leshem and Bar-Hama (2008) focused on three
options: by observable behavior and measurable components, taking into account the
practicum, or by their formal knowledge. Another question they ask is about whether the
teachers should be assessed via traditional forms such as standardized and close-ended
tests or alternative ones (e.g. portfolios, observation lessons, self-assessments, peer
assessment, etc.). After deciding which forms of assessment need to be applied and which
areas of teachers’ knowledge and/or performance need to be assessed, the next step is to
determine whether teachers should be assessed only when they are recruited, or, on the
contrary, they are to be evaluated at regular intervals throughout their teaching profession
(Kilickaya & Krajka, 2013).

Consequently, identifying and choosing appropriate student teachers has been a continuing
challenge for nearly one century (Staiger & Kane, 2015). That is, assessing and evaluating
effective teachers and providing every child with a high-quality education should be one of
the most important issues for all nations, because making the best selection and recruitment
choices is paramount to better teaching and greater student success. This purpose cannot be
achieved without qualified teachers, because an effective teacher reduces students’ anxiety
(Chen & Lin, 2009; Ghasemi & Hashemi, 2011; Celik, Arikan & Caner, 2013), treats
students with warmth and kindness and provides an environment in which there is a
positive student-teacher interaction (Telli, den Brok & Cakiroglu, 2008). In this context,
designing an effective TAE model is vital and finding practices that can overwhelm
barriers to appropriate recruitment of qualified teachers is subject of educational study (Liu
& Johnson, 2006; Donaldson, 2013).

1.2 Statement of the Problem

In Turkey, English is a compulsory subject to be taught at primary school starting from

second grade although it is neither an official nor a second language. In contrast to ESL
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setting, as English is common only in education, government, and private business in
Turkey (Dogancay-Aktuna, 1998), the success of English language education is not at the
desired level. This problem has forced the Ministry of National Education (MoNE) to
initiate various reforms, specifically in 1997, 2006 and 2012 (see Kirkgoz, 2005, 2007 for
more details). For example, with the introduction of Teaching English to Young Learners
(TEYL) in 1997, the purpose was to develop students’ communicative competence, raise
their awareness of the nature of English as a foreign language (EFL), and developing their
language - culture relation. Moreover, many attempts were applied in 2006 and 2012 in
order to raise the quality of English teaching. However, despite these reforms, being fluent
in English, especially being able to communicate in English, is still a questionable issue in
Turkey, and this situation has put English language teachers into target, because "what
teachers know and can do is the most important influence on what students learn”
(National Commission on Teaching & America's Future, 1996, p. 10). So, having qualified
teachers is crucial for helping students to enhance their success. For this reason, assessing
and evaluating effective and well-qualified teachers are the greatest challenges that today’s

educational leaders face (Stronge & Hindman, 2006 p. vii).

Research displays that the quality of teachers mirrors the quality of teacher assessment and
evaluation model (Jacob, 2016; Stronge & Hindman, 2006 p. 17). Therefore, one of the
fundamental assumptions of this study is that an effective recruitment model results in
choosing more effective teachers. The assessment tools used and the way assessment
process actualized all determine the quality that an English teacher has. Turkey often
changes and/or adopts the teacher assessment and evaluation models in order to recruit
effective teachers. However, the use of only one method of assessment (multiple-choice
questions) in teacher assessment and evaluation has led to a much more test-driven study
habit. In other words, student teachers’ listening, writing and speaking skills, and their
teaching ability are not assessed. Currently, the selection and recruitment of teachers for
both public and private schools is done according to the criteria determined by the MoNE.
However, while private schools are autonomous in deciding how to assess student teachers
with the aim of finding the best person for their schools, those who want to work in public
schools are recruited via centralized assessment system. First, those who want to be
teachers at public schools need to take the examination called KPSS (Kamu Personeli
Secme Sinavi, in English: Public Personnel Selection Examination). Through KPSS,

student teachers are subjected to multiple-choice exams including general culture, general
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skill, and educational sciences. Second, for becoming an English language teacher, student
teachers are asked to take another test prepared in English, namely OABT (Ogretmenlik
Alan Bilgisi Testi, in English: Teaching Field Knowledge Test). In addition, a new
component has been introduced very recently. Each candidate is interviewed and the
interview score is determinant in deciding whether the candidate will be assigned. The
interview is conducted in Turkish and it is applied to assess the student teachers’
communication ability. However, the Ministry seems to terminate the Interview process

later this year.

OABT is a high-stakes test which is taken by thousands of student teachers every year. For
example, 11.535 English language student teachers took this examination in 2017 (OSYM,
2017). Selecting the best student teachers among them requires a well-fitted selecting
system which can distinguish those who fit the job from those who do not. Accordingly,
the introduction of OABT aims to assess and evaluate those who have required knowledge
and skills in their field. However, the exam format obstructs teaching skills to be assessed.
That is to say, what student teachers know is assessed through paper-pencil exams (in
multiple-choice format) in the general culture, general skills, educational sciences, and
field knowledge. Nonetheless, whether they can translate what they know into teaching is
not assessed. In contrast to Turkey, when countries achieved high success in PISA 2006,
2009, 2015 (such as Finland, Japan, South Korea, and New Zealand) are examined in terms
of the policy of teacher training, selection and recruitment, it is seen that various
assessment tools (e.g. written exams and performance exams) are used. Because the
authorities in these countries are aware of the fact that hiring a qualified teacher positively
affects student outcomes (Cruickshank & Haefele, 2001; Rivkin et al., 2005; Stronge,
Ward, Tucker & Hindman 2007).

Klassen, Durksen, Kim, Patterson, Rowett, Warwick, Warwick and Wolpert (2017, p. 97)
stated that

In any jurisdiction, selection is necessary for three reasons: a) to make decisions about
‘selecting in” when the number of applicants outweighs the number of available places, b) to
make decisions about ‘selecting out’ in order to identify those candidates who may be
unsuitable, and c) to provide a profile of candidates’ strengths and weaknesses for future
development. At the foundation of selection research is the belief that individuals vary in
personal attributes and experiences, and that these individual differences are related to future
behaviors in training and professional contexts.



Unfortunately, in Turkey, the current teacher assessment and evaluation (TAE) model
basically depends on the first criterion. From that point of view, developing a new fair and

valid TAE model was seen as de rigueur.

1.3 Purpose of the Study

It is widely accepted that high-stakes tests have consequences at the both micro level of
language teaching and learning inside the classroom and macro level of education and
society as a whole. Literature shows that tests are used for many purposes, such as
selection, employment, promotion, immigration, citizenship, monitoring the performance
of students and schools, “implementing educational policies, reforming educational
systems, and deciding on the distribution of funding” (Cheng, 2005; Eades, 2005;
McNamara, 2012 as cited in Pan & Roever, 2016, p. 1). Due to the importance of tests in
all these domains, investigating the consequences of test use has been considered as vital
steps in validating a test (Bachman, 2005; Hitchcock, Onwuegbuzie & Khoshaim, 2015;
Kane, 2006; Messick, 1989). However, studies on test washback and test impact have
focused primarily on issues conducted within classroom settings and they have devoted
little attention to macro level (social) consequences (e.g. Cheng, 2005; Green, 2007
Saville & Papp, 2009; Shohamy et al., 1996; Shohamy et al., 2009; Wall, 2005 as cited in
Pan & Roever, 2016).

Research indicates that the process of teacher assessment and evaluation is paramount and
all countries aim to recruit effective teachers (Kyriacou, 2009; Moore, 2004; Tsui, 2003).
If this process is not managed well and correctly, it can cause serious damages. That is,
recruiting more teachers will not solve the quality education and teacher crisis if the
rationale behind the selecting and recruiting process is not considered as finding the best
person who best fits the needs of the students, schools, and finally quality education. From
this point of view, the author of this study insists that there is a need to adapt policies to
facilitate the process of assessing and evaluating quality teachers with the required
knowledge, skills and attitudes. Therefore, this study aims to develop a TAE model for
EFL contexts in which the assignment process is done centrally, criticizing 'one-size-fits

all’ assessment.



While there is a consensus on the fact that teacher quality is a problem in Turkey, there is
little concurrence and much disagreement about what the sources and reasons behind it.
Various competencies that an effective English language teacher needs to have are listed
by researcher (e.g., discipline knowledge, pedagogical knowledge, language proficiency,
interpersonal communication ability, and personality, love for the target language (TL),
language-teaching skills, motivation and enthusiasm etc.) (e.g., Brown, 2001; Casey &
Childs, 2007; Cripps Clark & Walsh, 2002). The MoNE has revised competencies for
teachers. Whether these domains are kept in mind during teacher assessment is another
goal of the current study. The researcher has also argued the characteristics that an English
language teacher should have in order to be effective or qualified by searching local (for
example, MEB, YOK) and global competencies (such as CAEP, CEFR, EPOSTL,
Education Council, TESOL).

In a nutshell, the primary purpose of this dissertation is to suggest a more reliable, valid
and fair TAE model for English language teachers and it has the following sub-purposes;

1- to examine the perceptions and attitudes of education stakeholders (e.g. student
teachers, in-service English language teachers, teacher trainers, education experts,
and policymakers) about the current TAE model in Turkey regarding consequential
validity,

2- to develop an attitude scale for English language teachers so as to reach a wide
population with the aim of generalizing the results, and

3- to reveal the impact of the current TAE model on student teachers, in-service

English teachers and education.

1.4 Research Questions

Research questions of the study are as follows:
1. Which competencies should a qualified English language teacher have?

2. What are the perceptions of stakeholders of English language teacher
assessment and evaluation (ELTAE)?
2.a. What are the student teachers’ perceptions of ELTAE?
2.b. What are the in-service EFL teachers’ perceptions of ELTAE?

2.c. What are the teacher trainers’ perceptions of ELTAE?
7



2.d. What are the education experts’ perceptions of ELTAE?

2.e. What are the policymakers’ perceptions of ELTAE?

3. What are the attitudes of in-service EFL teachers towards ELTAE?

4. What might an appropriate EFL teacher assessment and evaluation be?

1.5 Significance of the Study

With the globalization and the widespread use of English in the world, Turkey has updated
its language education policy to develop the quality of education such as 1997, 2006 and
2012 reforms (see Kirkgdz, 2005, 2007 for more details). Although the goal for adopting
reforms is to make students become more familiar with English, and to improve
communicative language abilities of language learners, studies conducted on
second/foreign language learning depict that the desired level of proficiency in English is
not achieved by Turkish learners (Karahan, 2007), and that foreign language learners,
particularly Turkish learners, are unwilling to participate orally (Jackson, 2002). These
limitations let public question the quality of teachers and education, because there is a
positive correlation between teacher quality and learning outcomes of students (Araujo,
Carneiro, Cruz-Aguayo & Schady, 2016; Canales & Maldonado, 2018). In addition,
although many factors play a role in shaping the quality of education, experts arrive at a
consensus that the quality of any educational system depends on the efficiency of teachers
(Eurydice, 2012 p. 9; Ingersoll & Merrill, 2010). In this concept, not only will the
conclusions drawn from the study be meaningful for the teacher assessment and evaluation
policy of Turkey, but also it will contribute to the quality of education, as there is a strong
relationship between the effectiveness of an education system and its teacher selection and
recruitment techniques (Johnstone, 2004; OECD, 2005).

To overcome the aforementioned problems, stakeholders in education have sought “the
most effective strategies for educating and training the nation’s teachers” (Allen, 2003 p.
3). In a similar manner, researchers have started to focus on qualities that contribute to
making effective English teachers, investigating views of foreign language teachers and/or
students in Turkey (Celik, Arikan & Caner, 2013), in lIsrael (Brosh, 1996), in Korea
(Barnes & Lock, 2010; Park & Lee, 2006), in Thailand (Wichadee, 2010), in Taiwan

(Chen & Lin, 2009). However, whether student teachers acquire these qualities requires
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teacher assessment (Kilickaya & Krajka, 2013). Thereby, this study has several
contributions to the literature as it intends to bridge the gap between theory and practice of
teacher selection and recruitment in EFL setting, applying the voices of stakeholders
including student teachers, in-service English teachers, teacher trainers, education experts,

and policymakers.

There are studies conducted to reveal the opinions of school administrators regarding vital
factors in assessing teacher recruitment and/or which factors principals think most
important in teacher selection (Ballou, 1996; Boyd, Lankford, Loeb, Ronfeldt & Wyckoff,
2005; Cain-Caston, 1999; Donaldson, 2013; Liu, Liu, Stronge & Xu, 2016; Mertz, 2010;
Ralph, Kesten, Lang & Smith, 1998). However, in those studies, school principals have
autonomy in selecting and recruiting teachers which is totally different from Turkey.
Additionally, these studies usually gave voice to only one party (e.g., school principals, or
teachers etc.) while other stakeholders were not taken into consideration. Though, all
stakeholders should be given an opportunity to participate actively in the process of testing,
from construction to assessment systems (Shohamy, 1996). The current study is significant
in giving voices to stakeholders during the process of developing a teacher assessment

model.

In Turkey, there are studies comparing Turkey’s teacher training programs to other
countries such as Japan, South Korea, Finland, and New Zealand (Mete, 2013); Austria
(Canbulat & Canbulat, 2015); Japan (Aldemir & Er, 2012); Denmark and Sweden (Solak,
2016). Literature is also rich with studies dealing with teachers’ and student teachers’
perceptions towards KPSS (Atav & Sonmez, 2013; Cimen & Yilmaz, 2011; Erdem &
Soylu, 2013; Gokege, 2013). Yet, no information was given about how the process of
English language teacher recruitment was actualized. Although Kilickaya and Krajka
(2013) provided a good review of how English language teachers were selected and
recruited in Turkey and Poland, they did not inform the readers about the impact of the
TAE model on participants and no information was available about the recent
developments of the KPSS such as OABT and Interview, because none of them was a
component at the time when they conducted the study. More importantly, to the best
knowledge of the researcher, no study has been conducted to offer a teacher recruitment

model for English language teachers in a centralized EFL context.



Literature shows that despite the fact that many studies are available concerning teacher
training, selection, and recruitment, "[c]Jompared with other areas of educational research,
studies of hiring practices are few...(and) advice is scarce” (Jensen, 1989, pp. 229-230). It
seems that there is a need for studies explaining the required English language teacher
competencies, whether these competencies are assessed while assign and evaluating
teachers in Turkey. While doing this, a comparison among various countries was provided
in order to gain an understanding of how different nations manage their teacher supply.
This consideration seems to be very important, not only for the future employability of
English teachers in EFL contexts where the recruitment takes place centrally but for the
welfare of the learners. However, it is common that policies are often imposed on the users
“for political and social reasons, without attention being paid to the needs and wishes of
those affected by the policy and those expected to carry it out” (Shohamy, 2006: 143), so
the voices of education stakeholders will be carefully considered. In this sense, this study
aims to offer a teacher assessment and evaluation model which would yield useful insights
into assessing foreign languages teachers in EFL context, by examining the perceptions
and attitudes that different stakeholder groups (e.g. student teachers, in-service teachers,
teacher trainers, education experts, and policymakers) have about the process since their
perceptions can be value in understanding consequential and social validity of the
standardized testing movement (Hitchcock et al., 2015).

1.6 Assumptions

The current research includes both verbal and written consents of participants via semi-
structured interviews, focus group interviews and an attitude scale. Therefore, all
participants are expected to understand the questions of the interviews and the items of the
attitude scale appropriately and it is assumed that the participants responded to questions
and items objectively and honestly. In addition, the study assumed that the interpretation of
the data would accurately reflect the view points of the respondents.

1.7 Limitations of the Study

This study has some limitations. One of the limitations of this study is the qualitative

sample, particularly student teachers because it consists of student teachers from three
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universities, namely Ankara University, Gazi University, and Hacettepe University, which
are located in Ankara province. Thus, their reflections may not represent the whole student
teachers in Turkey. In addition, this study is limited to accessible in-service English
language teachers, teacher trainers, education experts, and policymakers. Thus, their
statements may not represent those of stakeholders in Turkey. Another limitation is the
quantitative sample of the study. It is limited to the attitudes of 271 in-service English

language teachers.

1.8 Definitions of the Key Terms

Effective/Quality Teacher: According to some researchers (for example, Stronge &
Hindman, 2006), attributes of teachers can be listed as verbal ability, content knowledge,
education coursework, teacher certification, and teaching experience. However, literature
shows that little consensus is available “on how to define a qualified teacher” (Ingersoll,
2001, p. 42). Therefore, in this research an effective/qualified EFL teacher is that who has
required knowledge (e.g. literacy, numeracy, OABT, curriculum etc.), skills (ability to
perform a lesson, technology literacy, a good language proficiency, assessment literacy,
classroom management, communication etc.), and attitudes (attitude about teaching, self-
efficacy, motivational disposition etc.).

Equitable/Fair: Literature provides various definitions for the description of fairness in
testing, as there is no a sole universally adopted definition of it in the literature (American
Educational Research Association, American Psychological Association, & National
Council on Measurement in Education, 2014, p. 49). However, its definition in the current
study is in compliance with ETS Standards for Quality and Fairness which defines the
definition of fairness as “the extent to which the inferences made on the basis of test scores

are valid for different groups of test takers.” (Educational Testing Service, 2014, p. 19).

Out-of-field teachers refer to those who teach subjects for which they have not attained
specialized knowledge during their undergraduate or graduate school period (Ingersoll,
2007). In the present study, it was used for in-service English teachers who were not

graduates of ELT programs.

Teacher Assessment and Evaluation/Teacher Selection and Recruitment: The process of

choosing high-quality teachers from among the assembled applicants and assigning them
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to the schools. According to Klassen et al. (2017, p. 97), there are three necessary reasons
for selection in any jurisdiction, and one of them is for making “decisions about ‘selecting
in> when the number of applicants outweighs the number of available places”, so in the
present study teacher assessment and evaluation and teacher selection and recruitment are

interchangeable.

Teacher Qualities: Attributes teachers possess that enable them to effectively impact
student achievement. These include characteristics that teachers bring with them to the job,
performance on a daily basis, and their ability to build relationships and make connections
with students (Kennedy, 2008).

12



CHAPTER I

REVIEW OF THE LITERATURE

Conceptual frameworks enable researchers to conceptualize and conduct research studies,
by adding consistency, clarity, relevance, and rationale to a literature review and helping
“organize the researcher’s thinking about the research problem, current practices,
contextual features of the environment, participant characteristics, theoretical foundations,
empirical findings, and appropriate methods for addressing the problem.” (Antonenko,
2015, p. 67). A well-organized conceptual framework resembles a ‘‘spotlight” (Maxwell,
2013, p. 49) in elucidating the current knowledge on the problem of interest, helping notice
the appropriate ways for problem solution, and identifying the connections between related
ideas and approaches that may otherwise be overlooked. In addition, a good conceptual
framework can be considered as a “‘map’’ (Miles & Huberman, p. 20), because it conspires
the conceptual landscape of the problem and delineates probable avenues to explore it. In a
nutshell, a conceptual framework supports the goal, an is a crucial tool for organizing the
study, as it provides not only a theory-based but a data-driven argument for the

significance of the issue.

2.1 Teacher Assessment and Evaluation

The process related to assessment and evaluation is highly emphasized in many
international academic studies and reports (Al-Issa, Al-Bulushi & Al-Zadjali, 2017; Brutti
& Sanchez, 2017; Darling-Hammond & Rothman, 2011; Guha, Hyler & Darling-
Hammond, 2017; Herrmann, 2018). According to those reports, a selective system is of
importance for selecting and recruiting qualified people to the education system as there is
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a significant relationship between recruiting practices and teacher effectiveness (Rice,
2008). Stronge and Hindman (2006, p. 1) indicated, “if we want to maximize the impact of
the hiring process, we need to actively look for, identify, and hire teacher applicants who
exhibit what research indicates to be the qualities of effective teachers”. On the contrary, a
poor hiring decision can result in decreasing quality of education for years to come
(Clement, 2005; Mason & Schroeder, 2010). It is known that not all students are taught by
an effective teacher, so hiring better teachers is a must for educational leaders (Rose,
English & Finney, 2010) in order to ensure that all students have access to high-quality
teaching. Similar emphasis is also placed in the Teacher Strategy Paper published by the
MoNE in 2017, whose primary goal is to ensure that every student in public school is
being educated by quality teachers (MEB, 2017a).

The idea that teachers have impact on student academic achievement makes many nations
revise and renew the way they evaluate their teachers with the aim of improving their
education. Although many variables can be listed as promoters of student success in
schools, the most significant factor seems to be teacher quality (Harris & McCaffrey,
2010), which affects students’ both short- and long-run life outcomes (Chetty, Friedman &
Rockoff, 2014; Jackson, 2014). In other words, having qualified teachers in every
classroom has become a desire for parents, educators, and policymakers. To do this,
developing a valid, fair and reliable teacher assessment and evaluation process should be
the very first step that committed by any government in order to enhance the quality of

education in their country (Thaman, 2007).

There is no single answer of what and how to evaluate. Yet, there is a growing consensus
that every student teacher’s pedagogical knowledge, subject-area knowledge, and
professional teaching ability need to be evaluated before becoming a teacher (National
Education Association, 2010) via the combination of multiple measures as no single
measure is by itself capable of evaluating the efficacy of teachers (Cantrell & Kane, 2013).
That is to say, if the goal of teacher evaluation is to select and recruit English language
student teachers, what they know and whether they can translate their knowledge into
practice should be assessed in order to ensure that the right person is chosen for teaching
English. Additionally, a great deal of attention should be paid to the assessment process
because “the choice of evaluation tool would likely influence the qualities and activities of

teachers” (Harris, Ingle & Rutledge, 2014).
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The available international literature on the context of assessment of teacher recruitment is
totally different from that of Turkey. The latter offers no autonomy to schools or districts
due to its highly centralized structure while, in the former, schools or district are mostly
autonomous to hire their teachers, to develop their own teacher evaluation policies so that
they could eliminate ineffective teachers (Adnot, Dee, Katz & Wyckoff, 2017). Thus,
studies on teacher hiring in international setting focus largely on either what kind of
features principals look for, or which processes applied while selecting and hiring a
teacher. Researchers (e.g. Rutledge, Harris, Thompson and Ingle, 2008) identify portfolios,
videos of instruction, and demonstration lessons as promising tools to ascertain a student
teacher’s teaching ability. However, in Turkey, the centralized recruitment process is
carried out by the MoNE and student teachers who wish to work in public schools (from
primary to upper secondary school) need to pass a norm-referenced paper-pencil
examination organized by OSYM (Olgme, Se¢me ve Yerlestirme Merkezi, in English:
Assessment, Selection and Placement Center). Although standardized test scores may
provide a general idea of what student teachers know and are able to do, these tests are not
great measures of student teachers’ achievement since they do not provide detailed insight

into how they can teach in practice (Darling-Hammond, 2014; Toch & Rothman, 2008).

Even if researchers have not reached a consensus on what ‘quality’ is and the best way to
measure it (Cohen, 2010; Kennedy, 2010), teacher evaluation should assess teaching
quality and it should cover multifaceted evidence of teacher practice (Darling-Hammond,
2014). Moreover, a fair and an accurate evaluation system requires “gathering multiple
sources of evidence about teacher practice”, considering the characteristics and practices
that a qualified teacher should have (Danielson, 1996, 2007; Peterson, 2000 as cited in
Isoré, 2009 p.20). Consequential validity takes into account the perspective of multiple
stakeholders (in this study; student teachers, in-service English language teachers, teacher
trainers ELT departments, education experts, and policymakers) to question the logic of a
high-stakes educational intervention (in this case, KPSS) (Cook & Lineberry 2016).
Shohamy (2001b) acknowledges that critical testing attempts to explain misuses of the
tests so as to decrease their harmful effects and it also aids critical tactics to examine
consequences and impacts of the test uses, and help individuals have voices in test
development process. Qi (2005) believes that stakeholders pay attention to the results of
high-stakes tests. The influence of test results on teaching and learning is generally defined

as washback (Bailey, 1996: 259), so “[e]xam boards need to monitor the test’s effects on
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language materials and on classroom activity and to seek information on, and the views of,
a full range of stakeholders” (Weir, 2005 p. 213). From this point of view, it is useful to
mention consequential validity, critical language testing, high-stakes testing, and washback

under this title.

2.1.1 Consequential Validity

Examining how education stakeholders perceive education policy and the use of testing to
develop educational outcomes for all students is about test validity, because any
knowledge of reality (e.g. test validity, fairness and impact) does not remain independently
of how people experience it (Cohen, Manion & Morrison 2011 as cited in Kumar, Roberts,
Bartle & Eley, 2018). Researchers have not reached a settlement whether consequential
validity needs to be considered as a part of validity. According to Popham (1997), the
consequences of testing are vital and both test developers and test users should investigate
it, but it should not be thought part of validity. However, Cizek, Rosenbert and Koons
(2008) argued that consequential validity may be the most disputable area of test validity.
In consequential validity, we are interested in a test’s impact on individuals, institutions

and society, and in the use made of test results (Weir, 2005 p.1).

Messick (1989) asserts a unified theory for construct validity and consequential validity
issues. In much broader terms, construct under-representation and construct-irrelevant
variances are two major threats to validity (Mesick, 1995). The first one includes error
which is based on measurement of the specific test construct, while the latter includes
disconnected factors that influence test performance (Cheng, 2014). In other words,
construct under-representation happens when it is not possible for test takers to display
their performance in a given examination due to the failure of the test in capturing and
presenting vital aspects of the construct that it is aimed to measure, while construct-
irrelevant variances involves factors that are irrelevant to the construct being measured and
occurs due to the effects of irrelevant factors on scores. For example, construct under-
representation could occur when a test designed for university admission is used for job
certification purposes (Cheng, 2014). Test taker’s psychology, personality characteristics,
background knowledge, general intellectual or cognitive ability, knowledge of subject area,
and test-taking strategies all can be potential sources as construct-irrelevant variances
(Bachman, 1995; Cheng, 2014; Davies, 2010).
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Bachman (2005) monitors that “the extensive research on validity and validation has
tended to ignore test use, on the one hand, while discussions of test use and consequences
have tended to ignore validity, on the other.” (p. 7). The use of new validity theory (e.g.,
classroom assessment, and dynamic assessment) in instructional assessment contexts has
established grounds for the inclusion of consequences and uses within validation studies
(Kane, 2006). Specifically, construct under-representation and construct-irrelevant
variance have been recognized to contribute towards test validation (Haladyna & Downing,
2004). Thus it is crucial to establish the link between test validity and consequences of test
use by applying perspectives of multiple stakeholders within language assessment so as to
advocate the use of test scores in pedagogical practices (Cheng, 2014). Fox and Cheng
(2007, p. 9) voice that an analysis of “how test-takers interpret test constructs and the
interaction between these interpretations, test design, and accounts of classroom practice”
should take place in validation evidence from test takers. Cheng (2014) warns that the
same claim should administer to research on other testing stakeholders.

Today, the effects and consequences of educational testing draw considerable interest by
educational stakeholders, including student teachers, in-service teachers and policymakers
in many societies. Likewise, the consequential aspect of validity in teacher selection and
recruitment now seems here to stay, so policymakers and test developers must take into
account the intended and unintended interpretations and uses of test scores. Researchers
can examine consequences of testing in various policy contexts to support their efforts. As
Cheng (2014) states we need empirical research that looking for evidence from multiple
stakeholder perspectives on what specific constructs are under-represented and on what the
sources of construct-irrelevant variances are. Consequential validity has been the center of
interest in studies conducted in both educational sciences and other areas. For example,
Brewer, Knoeppel and Lindle (2015) conducted a study with more 5,400 stakeholders,
including parents, business and industry persons, community leaders, and educators in the
state of South Carolina, with the aim of exploring stakeholders’ perceptions of the variety
of tests used in classrooms and schools. According to results, the majority see the
assessments impractical in the teaching and learning process. In Australia, using
consequential validity as a theoretical lens, Kumar et al. (2018) used an online survey to
examine views and experiences of 447 medical school students and applicants towards the
Graduate Medical Schools Admission Test (GAMSAT), and the consequences of testing.

Results indicated that there was a moderate agreement regarding the GAMSAT as a fair
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selection method. Using GAMSAT as a selection tool had some unintended consequences,
such as obstacles related to test affordability and language. Alavi and Masjedlou (2017)
examined the validity of IELTS Academic Writing Task One (IAWTO) by comparing it
with IELTS Academic Writing Task Two (IAWTT). The results of 53 participants'
responses showed the insufficiency of IAWTO input, giving the construct
underrepresented. Ryan (2018) conducted a mixed methods study to reveal the positive and
negative consequences of 245 EXAVER candidates as a result of preparing for and taking
a language test, based on their responds through a web-based questionnaire survey and a
series of semi-structured interviews. Language test candidates were found to possess
positive and negative opinions about tests, and a strong desire to share them with test

developers.

2.1.2 Critical Language Testing

Reliability and validity refers to the main criteria for well-established tests in the
traditional psychometric view. However, with the introduction of Messick’s consequential
validity, instead of traditional testing, critical theories of validity have been valued. That is,
test makers have started to pay attention to the uses and consequences of tests that affect
the society and education. According Shohamy (2017 p.443), the uses of tests as
disciplinary tools evoked strong feelings in test takers. She adds that that testing policy,
their impact, consequences and intentions have started to be questioned is the essence of

Critical language testing (CLT).

CLT refers to the investigation of uses and consequences of tests in education and society
(Shohamy 2001a). The importance of tests as a powerful tool in education and society has
led to CLT emerge. This realization may cause unintended consequences that need to be
investigated and assessed. The power of high-stakes tests causes test takers and educational
systems to alter their instructional behaviors (Shohamy, 2017). She also underlines that the
existing research on CLT tries to explain how the misuses of high-stakes tests and their
impact moves beyond learning and teaching. Shohamy (2001a) presents various examples
to show that what kind of issues that CLT can address (for greater elaboration, see
Shohamy, 2001b):

 CLT investigates the intentions of tests
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 CLT declares that the tester has incomplete knowledge

* CLT does not assume the uses of ‘the test’ as the sole instrument for assessing

knowledge; instead, the use of multiple procedures is welcomed

 CLT deals with questions about testers, test-takers, their agendas, contexts, testing
methods, decisions reached based on the tests, their impacts, and many other

questions.

From this point of view, CLT takes into account the impact of tests on stakeholders and the
importance of cooperation among them, which is also one of the aims of the current study.
CLT assumes tests as unneutral instruments, but devices of power and control, used by
authorities undemocratically and unethically to form individuals’ lives. Noam (1996)
warns that the use of tests can be constructive or destructive, noting that “[h]Jow we assess
can support careers and make people successful, but it can also destroy people’s careers,
place unfair burden on individual’s self-perception and unnecessary hurdles in the path of
their achievement” (p. 9). According to Shohamy (2001a), testees should be provided right

to question the test itself as their views might be informative to test developers.

Safari (2016) used Sampad Entrance Exam (SEE) and Nation-wide University Entrance
Exam (NUEE) to examine the status of language testing in Iran. Semi-structured
interviews were used to gather in-depth data from 32 stakeholders consisting of teachers,
administrators, test-takers and parents. All participants agreed on democratic multiple
assessment sources of the construct to outweigh adverse consequences of the high-stakes
tests. Shih (2008) interviewed with students and their families to investigate test takers'
opinions of the General English Proficiency Test (GEPT). The findings displayed that all
families and approximately sixty percent of the students confirmed this policy. In addition,
students suggested that the Language Training and Testing Center (LTTC) change the way
listening comprehension questions were administered, adopt more authentic speaking test,
reduce registration fees, choose well-known places for test centers, strive for making

certificates internationally recognized, and administer the GEPT more frequently.

2.1.3 Washback

The effect of language testing on teaching and learning is known as ‘backwash’ (Hughes,

1989) or ‘washback’ (Alderson, 2004). It is also used as “test impact” by Bachman and
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Palmer (1996). In addition, Wall (1997) states that “test impact refers to any of the effects
that a test may have on individuals, policies, or practices within the classroom, the school,
the educational system, and society as a whole” (p. 11). It can be negative (harmful) or
positive (beneficial). While previous one refers to a narrow definition of language ability,
the latter results in ‘good’ teaching practice. Hughes (1989) presents backwash as the most
important issue for teachers. Until the early 1990s, it was believed that there was a relation
between washback and “the quality of the design of examinations” (Tsagari, 2011 p. 431).
However, current research has shown that this relationship is not always linear. Both
national (Sevimli, 2007) and international (Wall & Horak, 2011) research has revealed that
washback is a multi-layered and complex phenomenon, which can vary in ‘form’ and
‘intensity’ (Cheng, 2005).

Washback becomes a well-known concept due to the misuses of tests. The literature on
washback abounds in Turkey (Akpmar & Cakildere, 2013; Cakir, 2017; Hatipoglu, 2016;
Kiligkaya, 2016; Kiilekgi, 2016; Ozmen, 2011a, 2011b; Saym & Aslan, 2016; Yildirim,
2010). When the aforementioned studies are examined, it is seen that the mostly focused
on attitudes and perceptions of students towards exams (for more detail, please see Toksoz
& Kilickaya, 2017). For example, Ozmen (2011b) conducted a mix-method design study
with 164 student-teachers so as to analyze washback effect of "The Selection Examination
for Professional Posts in Public Organizations™ (SEPPPO) in Turkey. The results of is
study revealed that SEPPPO exerted negative and harmful effects on student-teachers,
educational faculties and families. Akpinar and Cakildere (2013) focusesd on the washback
effects of two high-stakes in Turkey, Public Personnel Language Examination (KPDS) and
Inter-University Foreign Language Examination (UDS), with the purpose of investigating
the impact of these tests on academicians’ receptive and productive language skills. They
asked 103 academic personnel to complete a 26-item questionnaire. A significant
difference was found to be between reading and writing; reading and listening, but no
significant difference was observed to be between reading and speaking.

2.1.4 High-Stakes Tests

The high-stakes tests are those whose results are applied to make significant decisions
which affect students, teachers, administrators, communities, schools and districts

(Madaus, 1988 as cited in Hatipoglu, 2016). They are steadily increasing around the globe
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since they are used for the students’ selection and placement (Choi, 2008; Hatipoglu,
2013). Their results are accepted as the sole criteria while deciding whether candidates can
enter the desired programs (Yildirim, 2010). Therefore, literature proves the vital impact of
high-stakes tests on not only teaching paradigms, but also on educational systems in
several countries (Lambourdi, 2014; Shohamy 2001), leading to the “narrowing” of the
curriculum (Cheng 2005), to shift teaching methods (Spratt 2005), course objectives
(Cheng, Watanabe & Curtis, 2004), and individual learning styles (Shih 2009).

Menken (2017, pp. 386-7) critiques that policymakers and test developers rarely take into
account the language policy byproduct of standardized tests although high-stakes testing
has major implications for language education. High-stakes testing has both supporters
(e.g. Haycock & Jerald, 2002; Scheurich & Skrla, 2001) and opponents (Dounay, 2000;
(Meier, 2002; Wagner, 2003). Supporters believe that it forces the educational
establishment to balance the gap between different student groups, while opponents assert
that high-stakes tests decrease motivation, increase student anxiety, narrow the curriculum,
cause teach to test. Polesel, Rice and Dulfer (2014) carried out a study with 8000 educators
in order to study the impact of NAPLAN on Australian schools and students. The
NAPLAN (National Assessment Program — Literacy and Numeracy) is a national testing
scheme, in which all Australian students in Years 3, 5, 7 and 9 should participate. The
findings confirmed the results of studies in different countries on the capacity of high-
stakes regimes to deform instructional practices, narrow the curriculum and students’
educational experiences. Considering the relationship between classroom instruction and
the impact of high-stakes tests, high-stakes tests may lead to teachers be prejudice against
such exams because they may result in the exclusion of poor students (Au 2007; Moon,
Brighton, Jarvis & Hall, 2007). In Turkey, Dikilitas and Mede (2018) investigated English
language teachers’ involvement in High-Stakes language testing. Although they were
observed to have affirmative perceptions of their involvement in High-Stakes language
tests, their perceptual stance was low because they were not asked to contribute to process

due to top-down assessment policy.

2.2 Teacher Selection and Recruitment in Turkey

Radical and comprehensive measures to train primary school teachers were needed when

the primary education became free of charge and compulsory in state schools with the Law
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on Unification of Education, published in 1924. In line with John Dewey (1924) and
Alfred Kiihne’s (1925) suggestions, “Kdy Muallim Mektepleri” (Village Teaching
Schools) were established in 1926 in Denizli and Kayseri. They were transformed into
“Koy Enstitiileri (Village Institutes)” in 1940. With the Law no. 6234 published in 1954,
the Village Institute was terminated with the unification of teacher training institutions
under the name of “llkdgretmen Okulu”. With the National Education Basic Law
numbered 1739 issued in 1973, teachers were asked to have a higher education degree and
the ilkogretmen okullar1 which met criteria determined by the government were turned into
Educational Institutions in 1974. With the Higher Education Law No. 2547 issued in 1981,
all higher education institutions were gathered under the roof of the YOK (Council of
Higher Education) and academies and educational institutes were reconstructed as
universities and faculties of education, respectively. Until 1982, the MoNE was responsible
for training teachers. After that time, universities took over responsibility of teacher
education. Since 1989-1990 academic year, the duration of education of all higher
education institutions that educate teachers has been increased to at least undergraduate
level. The teacher training programs have been revised many times according to national

and international developments and these changes are continuing today.

Before the 1950s, high school grade point averages were used for the admission to the
universities. In 1950s, universities began to conduct their own essay-type examinations.
However, both the issue of subjectivity while rating essay-type questions and the increase
in the number of high school graduates made authorities to centralize the entrance
examination. Thus, almost all higher education institutions have started to take into
account the results of the examinations organized by OSYM since 1974 (see
http://www.osym.gov.tr/TR,8530/tarihsel-gelisme.html). Currently, those who want to
enter an ELT program must take two examinations: Basic Competences Test and Foreign
Language Test. They are all based on multiple-choice questions. When calculating
language scores, the effect of Foreign Language Test will be 40% while the effect of Basic
Proficiency Test will be 40% (YOK, 2018).

In the post-republic period, many institutions were established and various regulations
were made in order to train student teachers for primary and secondary education. Till
1950s, teachers who were assigned to villages were the graduates of Village Institutes. In

1959, Tevfik Ileri, the Minister of National Education, announced a new model, “essah
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ogretmen”. All these attempts were inadequate to meet the need of teachers. That’s why,
different sources were applied in order to close that gap such as Reserve Officer Teachers
(1960), Substitute Teacher (1961), Peace Volunteers (1962, US experts), Teaching
Formation (1970), Teacher Training by Letters (1974), Intensive Teacher Training
Program (1975), Those who did their military service as teachers (1987), and appointing
all university graduates as teachers in mass without any conditions (1996) (Akyiiz, 2001, p.

352; Cilgin, 2009 p. 28; Oztiirk, 2005 pp.195-199; YOK, 1998).

The MoNE was responsible for teacher selection, education and recruitment until 1982.
Within the framework of the National Education Basic Law numbered 1739 in 1974,
primary school teachers were being educated in two-year training institutes, which were
renamed as educational colleges in 1982. Likely, secondary school teachers were being
educated in educational institutes and higher teacher schools. After that time, universities
became responsible for teacher education, so educational colleges and faculties of
education started to train primary and secondary school teachers, respectively. In the 1989-
1990 academic year, the duration of two-year education colleges was increased to four
years and these colleges were transformed into faculties of education in 1992-1993
academic year. Those changes which caused a serious teacher shortage were due to the
lack of an effective coordination and appropriate planning activities between the MoNE
and the universities (Aydin & Baskan, 2005, p.192).

In 1985, for the first time, student teachers took a central examination in order to be an
English teacher (see Cilgin, 2009 for more details). However, in 1992, due to the teacher
shortage, the examination requirement for teachers was removed again. In 1996, almost
about 50 thousand persons became a teacher without having pedagogical formation and
without taking an examination. Yet, in 2001, teacher candidates started to be re-examined
under the name of KMS (Kurumlar I¢in Merkezi Eleme Siavi) which was renamed as
KPSS in 2002. The Public Personnel Selection Examination (KPSS) which determines
whether the student teachers deserve the appointment is sine qua non for student teachers
to work in public schools and conducted in four phases. Through KPSS, student teachers
are subject to multiple-choice exams in the general culture, general skills (120 questions)
and educational sciences (80 questions). The first phase consists of general culture and
general skills. In the second phase, their knowledge of educational sciences is assessed. In

order to be an English language teacher, student teacher should have the third phase,
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OABT (50 questions) which has two main parts: Field Knowledge Test including language
proficiency, linguistics, and literature (40 questions) and Field Training Test consists of
methods and approaches, and teaching language skills (10 questions). The questions of the
first and second phases are in Turkish, while those of third one are in English. Also a new
development is the introduction of interview which is conducted in Turkish with the aim of
assessing candidates’ eloquence. However, why the communication skill of English

teachers is assessed in Turkish is a vital question that requires a satisfactory answer.

2.3 Teacher Selection and Recruitment in Purposively Selected Countries

This part includes information about teacher assessment and evaluation of three countries.
Before deciding on the sample, PISA 2015 results were examined. PISA divides countries
into three categories: those in which students have high results, those in which students are
at the average, and those in which students have low results (see Appendix A). The
countries were chosen accordingly so that they could represent all results. In addition, three
criteria were considered while selecting these contexts for making a more reasonable
comparison between them and Turkey. The first criterion is the nature of the English. That
is, English should be a foreign language instead of second language in the selected
countries. The second one is that the languages of the selected countries should not belong
to the family of English language. Finally, the third criterion is that there should be a

balance between the population of the selected country and that of Turkey.

2.3.1 Teacher Selection and Recruitment in South Korea

Teaching is a permanent and highly respected job in South Korea (NCEE, 2013; OECD,
2016). Once recruited, teachers are automatically tenured till they are retired (Kang &
Hong, 2008). When there is teacher vacancy as a result of teachers’ temporary leave for
child birth or rest, school principals employ contract teachers who cannot become regular
teachers without passing the employment examination. Primary and lower secondary levels
(from age 6 to age 14) are compulsory. Central and local authorities share the governance
of the education system. The Ministry of Education is responsible for the whole process of

education from primary to higher education. Also, municipal and provincial offices are
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responsible for primary and secondary education, while councils for university and
university college education are responsible for higher education (OECD, 2016).

The national entrance exam for tertiary education is the College Scholastic Ability Test. In
2008, the University Entrance Liberalization Policy was introduced, so universities could
determine their own admissions criteria, such as students' senior high school records, their
College Scholastic Ability Test (CSAT) grades, practical skills tests, essay-type
examinations and oral interviews (Kang & Hong, 2008; Kim, et al., 2010; OECD, 2016).
Toward the end of their teacher training program, students are asked to teach full-time for
four to six weeks and they are supervised and evaluated not only by university advisor but

also by classroom teacher and principal (Wang, Coleman, Coley & Phelps, 2003).

Primary school teachers are trained at universities of education, but secondary school
teachers are educated at the following institutions: teacher’s college, teacher training
program of college of education, or school of education (Kim, et al., 2010). Graduates of
these institutions can obtain the initial teacher’s certificate, which is a must for those who
want to be an English teacher in national and public schools. After obtaining teacher’s
certificate, they need to pass the National Teacher Employment Test (NTET) which is
mainly composed of a paper-and-pencil test covering pedagogical and subject matter
knowledge. While the administration of NTET is carried out by the councils of school
districts, the Korea Institute for Curriculum and Evaluation (KICE) assigns specialists
(mostly university professors who has more than 3 years’ teaching experience) to develop
the test (Kwon & Ju, 2012). Those who receive positions are preservice teachers with the
top TET scores. However, private schools themselves determine their teacher recruitment
methods and procedures. In addition to the Ministry of Education, the 16 metropolitan and
provincial offices of education are responsible for the recruiting of national and public
school teachers (Ingersoll, 2007; Kim & Han, 2002). Although the procedure of recruiting
teachers is the same for both elementary and secondary schools, student teachers of these

school levels take the examination separately.

The NTET assesses student teachers’ knowledge, skills, and dispositions via three phases.
The phases measure applicants’ mathematics knowledge, pedagogical knowledge, and
mathematics-specific pedagogical knowledge. While the first one consists of multiple-
choice and short-answer formats, candidates are asked to write an essay in the second

phase. The final exam is composed of teaching performance and interview. Unlike Turkey,
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regional authorities employ teachers, so their scores are applicable in province they apply
and the recruitment process has high standards since they were well assessed before

admitted to a teacher training program (Kang & Hong, 2008).

The Korean history of teacher training and recruitment is not different from that of Turkey.
In the case of an undersupply, out of-field teachers who did not undergo the regular
processes of preparation, certification, and selection were recruited. Kim et al. (2010)
provide detailed information how the process of teacher training and recruitment has been
shaped since 1950s in their work. Temporary teacher training centers were established in
order to meet the teacher shortage in 1950s. Transforming teacher’s high schools into two-
year universities of education and establishing graduate schools of education were
important developments of the 1960s. The first one aimed to raise the quality of primary
school teachers, whereas absorbing the demands of secondary school teachers was the
reason behind the establishment of graduate schools. The 1970s may be claimed to be the
birth of national and private teacher’s colleges. In the 1980s, the duration of universities of
education was raised to 4 years. However, the outstanding decision was to reduce the
number of teacher training programs due to the problem of teacher surplus that the country
first experienced. In addition, master teacher system was introduced with the aim of
ensuring more professional teacher education practices. Until 1990, elementary school
certificate was automatically given to graduates of universities of education and those who
completed courses offered at temporary teacher education facilities and they were recruited
as new teachers without an examination. Likely, regarding secondary school teachers,
graduates of national colleges of education did not have to take an examination in order to
be recruited. In the 1990s, the teacher recruitment examination system was renewed so that
all student teachers had to sit for the exam based on open competition so as to be assigned
to a national/public or a private institution. However, as mentioned above, private schools

have started to determine their own teacher recruitment methods and procedures.

2.3.2 Teacher Selection and Recruitment in Spain

With a new law called the Organic Law for the Improvement of Educational Quality (Ley
Organica para la Mejora de la Calidad Educativa, LOMCE, 2013), Spain has aimed to
develop the quality of education. Among its major precautions “are greater autonomy for

schools, new preventive diagnostic testing in primary education, more vocational pathways
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starting in the final years of lower secondary education, and exit exams in lower and upper
secondary education” (OECD, 2014, p. 4). Although the issue of abolishing the Prueba de
Acceso a la Universidad (PAU), University Entrance Test, and giving autonomy to
universities for designing their own selection tests is a matter of debate, in order to enter
university, students must take the nationally conducted PAU, which consists of a
compulsory general stage and a specific voluntary phase, and which is the same for all
candidates, irrespective of the courses they want to take (Pérez-Granados, 2018; Ramirez

Carpefio & Mekochi, 2015).

Primary and lower secondary education are compulsory and free, and begins at the age six
and ends at the age sixteen; however, upper secondary school is not compulsory (Ramirez
Carpenio & Mekochi, 2015). According to the LOMCE 2/2006 of May 3rd, teachers of
primary education should have a teaching degree that enables them to teach all subjects,
but subjects such as music, physical education and foreign language need to be taught by
specialized teachers. Teachers must complete at least a bachelor’s degree (a master's
degree for secondary school teachers) (OECD, 2014 p. 4). Despite its efforts to promote
education improvement, one of the biggest problems in Spanish education system is the
selection and training of teachers (Pérez-Granados, 2018). Private and co-funded schools
determine their teacher recruitment procedure. The only necessity for a student teacher in
order to be a teacher in private school is to possess teacher training certification. On the
other hand, for becoming a teacher in public schools, teachers must go through a
nationwide competitive examination, which has two phases. There is a practical exam in
the first part which intends to evaluate student teachers’ specific knowledge of teaching,
learning and techniques whereas the second part measures pedagogical knowledge of the
student teacher by asking them to “present a teaching program based on the first exam”
and to “do an oral presentation of a teaching unit” (Ramirez Carpefio & Mekochi, 2015 p.
117). They have also a practicum period that monitors their aptitude in teaching. Once the
student teachers pass the exam, they can determine the place they want to work in

according to their marks. Teachers have the status of career civil servant in Spain.

2.3.3 Teacher Selection and Recruitment in Thailand

Basic education is made free of charge and covers pre-primary education, primary (Six

years), lower secondary (three years) and upper secondary (three years) education. Pre-
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primary education is not compulsory, but has become free of charge since 2009.
Compulsory education covers primary (grades P1-6) and lower secondary levels, starting at
age 6 to age 14) with 12 years of free basic education guaranteed by the constitution
(Ingersoll, 2007). The Ministry of Education governs all education levels from pre-primary
to higher education and it is the most important education provider, but ten other public
bodies oversee their own institutions (OECD/UNESCO, 2016).

Thailand introduced many changes through 1999 National Education Act (NEA), such as
decentralization of administrative structures, establishment of equity and learner centered
learning, to improve the quality of the education system. All teacher training programs
require an entrance examination. Prior to 2005, a four-year baccalaureate-degree program
was enough for teaching jobs. Since then, obtaining a teaching license which requires
completion of a five-year bachelor’s degree in teacher education has become a must for all
teachers signifying professional training (Teacher and Educational Personnel Act, 2003
cited in Ingersoll, 2007). Other graduates have to complete a one-year post-baccalaureate

diploma in teacher training for a teaching license.

Being extensively considered unappealing and cumbersome, Thailand’s recruitment
process seems similar to Turkey’s in a lot of ways, such as no correlation between the
number of teacher job positions and general shortage of teachers, mostly determined by
government policy and budget, so the needs of schools are not taken into account
(Mattavarat, Viseshsiri & Siribanpitak, 2017). The lack of qualified teachers and teacher
training programs is often considered to be the reason behind the inadequate education in
Thailand, (OECD, 2013b). However, the country’s two open universities, in which “any
person wishing to enroll can apply without having to take an entrance examination”
(Tongliemnak, 2010) may cause an oversupply of low qualified teachers. Although
Thailand has a general oversupply of teachers, there is evidence of teacher shortages in key
subjects such as foreign languages (OECD/UNESCO, 2016), which make it possible to
witness P.E teachers who teach English in the public elementary schools (Dhanasobhon,
2006). This may explain why many teachers are unqualified and thus often have limited

skills (Khamkhien, 2010) and why out-of-field teacher is common in Thai context.

Teacher recruitment in Thailand is determined on a national basis, controlled by the Office
of the Teacher Civil Service and Educational Personnel Commission (OTEPC) and

implemented by staff in each Educational Service Area (ESA). The allocation of new
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teachers is based on the results of a competitive employment exam. The student teacher
who has the highest result on that exam gets the first choice of the positions available.
After making their choice teachers must also pass a selection test, which resembles to the
employment exam (OBEC, 2015).

2.4 Teacher Quality

There has been an increasing interest in policies that promote teacher quality in recent
years (Adnot, Dee, Katz & Wyckoff, 2017; Beauchamp, Clarke, Hulme & Murray, 2013;
European Commission, 2013b; Mourshed, Chijioke & Barber, 2010; OECD, 2013c),
because educational researchers agree that teacher quality may be the most significant
factor which contributes to student success (Hanushek & Rivkin, 2006; Harris &
McCaffrey, 2010; Staiger & Rockoff, 2010). One of the greatest challenges that today’s
educational leaders face is to select and recruit highly effective teachers because “[i]f we
want students to succeed to their maximum potential, having a quality teacher working
with every student is paramount” (Stronge & Hindman, 2006 p.1). Blomeke, Olsen and
Suhl (2016) investigated the relationship between teacher quality and student achievement
applying multi-level structural equation modeling to grade four student and teacher data
from TIMSS 2011. The sample of their study included 205,515 students from 47 countries
nested in 10,059 classrooms. Findings confirmed the existence of a significant relationship

between teacher quality and student achievement.

It is now seen as de rigueur that an effective teacher can influence student achievement.
The question is how to define teacher quality or what kind of characteristics qualified
teachers have. No Child Left Behind has defined qualified teachers as those who are
certified in the area in which he or she is teaching. According to some researchers, they are
fully certified and have proven subject area competence (Beyer & Johnson, 2005; Mosely
2006 as cited in Kersten, 2008). Although there is still discrepancy within the educational
community about the desired qualities (Ingle et al., 2011; Papa & Baxter 2008; Roellke &
King Rice, 2008), research shows “that many kinds of teacher knowledge and experiences
may contribute to teacher effects, including teachers’ general academic and verbal ability;
subject matter knowledge; knowledge about teaching and learning; teaching experience;
and the set of qualifications measured by teacher certification” (Darling-Hammond & Wei,

2012, p. 614). There are, however, both convergences and divergences in these qualities,
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making effective English teachers vary across different countries. For instance, Brosh
(1996) examined views of foreign language teachers and students in Israel to reveal desired
qualities of foreign language teachers and according to the perceptions of the participants,
good knowledge of the TL, taking into account students’ interest and motivation and
availability to students were found to be desirable characteristics. In Taiwan, the
perceptions of 198 students were investigated via a 50-item questionnaire by Chen and Lin
(2009). They concluded that a qualified EFL teacher should have a good instructional
competence, personality, and teacher student relationship. In Korea, Barnes and Lock
(2010) conducted a study on that issue by applying perceptions of 105 first-year university
students. Students were asked to write the features of effective EFL teachers in their native
language. Korean students’ perceptions were categorized as rapport, lesson delivery,
fairness, knowledge and credibility, and organization and preparation. In Thailand, 400
university students participated Wichadee’s (2010) study and completed a questionnaire in
order to express their perceptions about the characteristics of effective English teachers.
English proficiency, pedagogical knowledge, organization and communication skills, and
socio-affective skills were most-favored characteristics stated by the students. In Turkish
context, a survey was conducted by Celik, Arikan, and Caner (2013) to 998 undergraduate
students with the purpose of finding out Turkish students’ perceived qualities of a
successful EFL teacher. The results showed that the most-desired characteristics that the
students identified are pedagogy-specific knowledge, personality traits, professional skills
and classroom behaviors. In Iran, Ramazani (2014) looked for 384 university students’
beliefs about the characteristics of qualified EFL teachers by using a self-report
questionnaire. The results provide a detailed profile of students’ beliefs with respect to
teachers’ pedagogical knowledge and their socio affective skills. More recently, in
Vietnam, Nghia (2015) conducted a mixed-method study with 339 students with the aim of
determining the most-desired qualities of English teachers in commercial English language
centers that students perceived to develop their learning. The researcher used interviews
and surveys to collect qualitative and quantitative data. Although twelve qualities were
reported to influence their learning, Students valued English competence, teaching

methods and socio-affective skills as the most important ones.

In conclusion, in EFL context, students can only interact with their English teachers in
order to enhance their language skills; thus, providing opportunity for students being

taught by an effective foreign language teacher is paramount. Although there are different
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views for what qualities an effective EFL teacher should have, there seems to be a
consensus on the underlying principles of qualified EFL teachers, such as having required

1- knowledge (e.g. literacy, numeracy, subject knowledge, knowledge of curriculum
etc.)

2- skills (ability to perform a lesson, to use technology appropriatelly, to speak TL
fluently, assessment literacy, classroom management, communication etc.)

3- attitudes (attitude about teaching, self-efficacy, motivational disposition etc.)

2.5 Teacher Competencies

Educational policies worldwide were influenced by two trends, namely the appearance of
the global economy and the expansion of the Internet during the last quarter of the 20th
century, whose outcomes emanated both on macro and micro level. Considering the
macro-level, nations found themselves in a changing and competitive environment which
forced them to adopt neo-liberal economic policies and to revise their educational systems
(Giiven, 2008). For the micro-level, thanks to technological development, the world has
become a global village so people’s communication, working, and learning habits have
also changed. In parallel with these progresses, national and international agendas have
started to focus on teacher education and teacher competencies with the aim of designing
professional standards, strengthening teacher education and certification requirements, and
transforming roles for teachers (Darling-Hammond, 2010a) since it is pointed out in
various reports (e.g., OECD 2005; 2009) and research (e.g., Aaronson, Barrow & Sander,
2007; Chamberlain, 2013; Goldhaber, Grout & Huntington-Klein, 2014; Koedel, 2008;
Goldhaber & Hansen, 2013; Jackson, 2012; Morgan & Hodge, 2014; Hanushek & Rivkin,
2010; Mentis Tas, 2004; Rowan, Correnti & Miller, 2002; Sanders, Wright & Horn, 1997)
that quality and effectiveness of teacher are crucial for enhancing teaching; raising
workforce quality and status, hence sustaining growth; improving student achievement;

affecting long-term student outcomes.

The main step in raising the quality of teachers is to determine the required teacher
competencies. Competencies are defined as “knowledge, skills, attitudes, values,
motivations and beliefs people need in order to be successful in a job.” (Gupta, 2011 p.
24). Similarly, teacher competency is a concept used for knowledge, skills and attitudes

necessary for the teaching profession (Van Der Schaaf, Stokking & Verloop, 2003).
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Teacher competencies are expressed in different concepts such as teacher quality and
standards in literature. Although there are differences in meaning among these concepts,
they are often used interchangeably and it implies whether the teacher is qualified or not.
Considering the evaluation process, standards are a must (Smith, 2005) and they provide
foundation for teacher evaluation (Heneman I, Milanowski, Kimball, and Odden, 2006).
Thus, standards could be seen as a tool of teacher evaluation; that is, they could be
employed as criteria for judging and evaluating teachers (Bailey, 2006; Daresh, 2001 p.
281; Quirke, 2007, p. 2).

According to the Association of Teachers of English to Speakers of Other Languages
(TESOL) (2010), five domains are vital for preparing English teachers: language, culture,
instruction, assessment, and professionalism. Furthermore, there are a total of eleven
standards within the five domains (please see Figure 1). Language and culture are

considered as foundational knowledge domain in which teachers must be competent.
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Figure 1. TESOL Standards. Taken from TESOL P-12 Teacher Education Program
Standards (TESOL, 2010, p. 19)

The first one requires that English language teachers need to be proficient in the TL
(Freeman & Freeman 2004) and theories about L1 and L2 acquisition (Gass & Selinker,
2008; Lightbown & Spada, 2006; VanPatten & Williams, 2007), while the latter deals with

the characteristics of L2, stating the importance of English language teachers’ awareness of
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the construction of cultural identity, the occurrence of intercultural communication and
acculturation processes, and whether cultural related educational practices debilitate or
facilitate success in L2 acquisition (Cook, 2001; Diaz-Rico, 2008; Doughty & Long,
2003). Teaching competency is applied in the instruction and assessment domains. The
previous one is about educational competencies. In other words, not only do English
language teachers need to know how to select and implement the most effective types of
curricula (Nation & Macalister, 2010; Richards, 2007) but they should be able to use
appropriate instructional materials for the needs of their learners (McGrath, 2006). The
assessment domain addresses teacher’s assessment and evaluation literacy. Thus, the four
outer domains form the content and skill areas of TESOL. How they intersect in each
teacher's performance represents teacher's professionalism which requires the ability to
keep up-to-date. Each of the domains is further divided into standards. There are a total of
11 standards and the standards themselves are divided into performance indicators. These
indicators are to help one identify evidence of teacher's performance.

Four domains from which standards should be created were identified by the national
teacher education accreditation agency in the United States, Council for the Accreditation
of Educator Preparation (CAEP, formerly NCATE). These are Content Knowledge,
Pedagogical Knowledge, Learning Environments, and Professional Knowledge. CAEP’s
“Content Knowledge” could include TESOL’s Language and Culture domains while
Instruction and Assessment would fit under ‘“Pedagogical Knowledge,” with
Professionalism included in “Professional Knowledge.” “Learning Environments” might

include standards from any of the five TESOL domains (Kuhlman & Knezevle, 2013).

Considering the Common European Framework of Reference for Languages: Learning,
Teaching, Assessment (CEFR) (Council of Europe, 2011), it does not include standards per
se. However, the way standards organize the Framework of Reference is essentially carried
out by domains which include Structure, Knowledge and Understanding, Strategies and
Skills, and Values. The Structure domain is about how a teacher preparation program is
organized. The Knowledge and Understanding domain is similar to TESOL’s Language
and Culture domains, and CAEP’s Content Knowledge whereas the Strategies and Skills
domain is similar to TESOL’s Instruction domain, and CAEP’s Pedagogical Knowledge.
Finally, it might be asserted that the Values domain included in TESOL’s Professionalism

domain.
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Ministers of Education met in the Education Council (European Union 2007, 2008, 2009)
with the intent of enhancing the whole teacher education process. In other saying, they put
some issues on the agenda such as selection and recruitment of teachers, providing new
teachers with initial teacher education of the highest quality, supporting beginning teachers
systematically, and the relevance and quality of career-long opportunities for professional
development. Even though it is not a complete list of the competencies that teachers
require, Ministers have concurred that, as a minimum, teachers should have the subject(s)
knowledge they teach, the required pedagogical skills to teach them, including teaching to
heterogeneous classes, using ICT effectively. Additionally, according to Ministers,
teachers need to have certain key professional values and attitudes such as engagement in
research and innovation, autonomous learning, reflective practice, collaboration with
colleagues and parents, and an involvement in the development of the whole school

(European Commission, 2013a).

As mentioned above, the way domains and standards are labelled might vary from one
country to another, but the rationale behind them is congruent. Competencies that teachers
need to possess are constantly being discussed in Turkey as well as in the whole world.
Turkish Ministry of National Education initiated a project to restructure education in 1999
and defined general and field-specific teacher competencies. In 2006, the national teacher
standards were revised. As a result of this modification, field-specific teacher competency
was prepared and put into effect with the Authority Approvals dated 04/06/2008 and
25/07/2008 (MEB, 2017b). However, the innovations in our education system and the new
developments in the field of education created a need of updating generic teacher
competencies once more. During the updating process, a large number of stakeholders (e.g.
academicians, teachers, YOK, OSYM, Vocational Qualification Institution, Board of
Education, and other units of the MoNE) were consulted and the education and teaching
related basic policy texts of international organizations (such as the Council of Europe,
World Bank, ILO, OECD, UNESCO and UNICEF) and the competence documents of
many different countries (e.g., USA, Australia Finland, France, Hong Kong) were
examined. General qualifications and knowledge of field education have been added to the
generic teacher competencies, rather than specifying a separate field-specific teacher
competence so that a single, integral text has been created to cover the competencies of
each teacher in his/her field (MEB, 2017b). Consequently, the new generic teacher

competencies consist of three interdependent and complementary fields (namely,
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professional knowledge, professional skills, attitudes and values) together with 11 sub-
competencies (please see Figure 2).
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Figure 2. General Competencies for Teaching Profession. Taken from MEB (2017b).
Directorate General for Teacher Training and Development. General Competencies for
Teaching Profession (p. 14).

Defining teacher competencies is a vital issue, because they can be utilized in many areas,
such as practicum, teacher employment, continuing professional development, and many
other areas (please see Figure 3.). This dissertation accepts teacher competencies as a part
of theoretical framework and benefits from it when defining the characteristics of effective
teachers that should be considered during the teacher evaluation/recruitment process.
Moreover, the present research considers teacher competencies under three categories,
which is similar to the classification of the MoNE. That is, an effective/quality EFL teacher
(a) should have the required knowledge of subject, curriculum, technology and assessment
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literacy (knowledge-related competencies), (b) needs to perform lesson well, use
technology appropriately, use assessment tools according to learners’ needs, and speak
English fluently (skill-related competencies), and (c) has positive attitude about teaching,
loves his/her students, and is motivated to develop himself/herself (attitude-related

competencies).
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Figure 3.Areas of Using the Teacher Competencies. Taken from MEB (2017b).
Directorate General for Teacher Training and Development. General Competencies for
Teaching Profession (p. 15).

2.6 English as a Foreign Language in Turkey

The influence of EFL is dominant in all aspects of life, from economics and politics to
education in Turkey. Being in Kachru’s (1992) expanding circle, Turkey’s sole official
language is Turkish. Indeed, Turkish people learn English for instrumental reasons of
education (Sebiiktekin, 1981). As Dogancay-Aktuna (1998) states, Turks learn and teach
English for the aim of establishing and maintaining international communication links and
this communication mostly occurs with non-native English-using groups, as is the case

with many EFL contexts.
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Considering the development of foreign language education in Turkey, Kirkgdz (2007)
presents three phases: 1) historical recognition of English and its spread in the country, 2)
the 1997 reforms, and 3) changes introduced in ELT in 2005, with the aim of adapting it to
EU standards. Despite the fact that the introduction of English in Turkey is said to be on
the Tanzimat Period, which is known as the sign of Westernization in education (Kirkgoz,
2005), the period in which these effects were felt in the real sense seems to have started in
the 1950s as a result of the impact of increasing American economic and military power
(Demircan, 1988; Dogangay-Aktuna, 1998). More precisely, Dogangay-Aktuna (1998)
asserts that two phases are crucial regarding the spread of English in Turkey: 1950s and
1980s.

Once the Republic of Turkey was established, modernization and Westernization
movements made Turkey much closer to the Europe and especially to the French language.
However, in the first phase (1950s), as pointed out by Dogangay-Aktuna (1998), English
started to compete with French, and it became more preferable in various domains such as
diplomacy, education system, arts and literature due to improving trade relations and
technological developments. Anatolian school (Maarif Koleji) was the first state-funded
English-medium secondary school and opened in 1955 for providing secondary education.
Having a four-year period of education, such kind of school differed from other education
institutes in providing mainly English education in the first year. In order to be educated at
those schools, students required to pass a centralized test. Likely, the instruction for
teaching mathematics and science was English in these schools. However, in 1992, English
was not given as the language of instruction due to lack of competent teachers in terms of
teaching content courses in English. The popularity of Anatolian schools spread country-
wide so that the number of these schools raised day by day: In 1955, five schools were in
operation; 12 in 1974 (Kirkgoz, 2005); 22 by the 1987-1988 school year (Demircan, 1988);
415 by 2004-2005 school year (Kirkgoz, 2007). Considering higher education, in 1956,
Middle East Technical University, which is based on the American model, is the first
established one among the English-medium universities. In 1981, English-Medium
Education in the universities became a national-wide issue so that, in 1990, private
universities could establish EME thanks to the Higher Education Law, which contributed
to the expansion of the country's provision of English-medium higher education (Kirkgoz,
2005). According to Akunal (1992), it is career or academic purposes that guide students'

attitudes toward EME.
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Following the second phase (1980s), Turkey has tried to open its economy to global
competition and to obtain advanced technologies. In this sense, the relationship with the
international community in general and with the United States in particular has become
more important, and the priority position of English in foreign language education has also
been strengthened. In other saying, these developments have caused Turkey to be
influenced by the globalization forces via English (Friedman, 1994; Robins, 1996). Due to
growing popularity of English, English-medium schools increased in the number. For
example, while the number of English-medium secondary schools were 193 (103 private,
90 state-owned) by 1987-1988 school year, the number raised to 1065 (650 private
secondary schools; 415 Anatolian high schools) by the 2004—2005 school year (MEB,
2006 as cited in Kirkgdz, 2007). In addition to these schools, the MoNE put a new law into
force which paving the way for opening ‘Super English Language High Schools’. They
were similar with Anatolian high schools in offering one-year English language education.
However, entering these schools is possible for those students whose score is at least 4.0
out of 5.0.

Taking into consideration the Higher Education level, in response to the increasing demand
for the medium of English language at tertiary level, Bilkent, the first private university,
was established in 1983, in Ankara with the Higher Education Law which let private
universities offer English-medium education. In universities providing English-medium
instruction, there is a one-year intensive English education for those students who do not
reach the threshold level. In Turkish medium universities, English language is a
compulsory subject, and taught generally during first-year. The aim is to keep their general
English knowledge alive so that they could follow and understand subject specific English
publications. Currently, there are 129 state universities, 72 non-profit foundation
universities, 5 Independent Post-Secondary Vocational Schools in Turkey (YOK, 2018a).
The language of instruction is English at some universities such as Middle Eastern
Technical University, Bogazi¢i University, and Bilkent University. Furthermore,
universities offering certain programs in English or bilingual programs are available.
Entrance to these types of programs requires a one-year prep class for those who have
insufficient foreign language proficiency. Most non-profit foundation universities are also
English-medium. However, according to YOK, the English-medium universities ought to
perform at least three major requirements: having sufficient teachers being able to teach in

English, establishing a foreign language center so that it could offer English for Academic
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Purposes (EAP) courses for each department, and the required course materials and other
resources. There are also some universities which are partly English-medium with 30% to
40% of the subject courses taught in English (OSYM, 2001 as cited in Kirkgdz, 2005).

Prior to 1997, the time for students to learn English started at secondary school, in grade 6.
In parallel with the many countries in Europe (Finland, France, Italy etc.) and Asia (China,
India etc.), English became a compulsory school subject at the primary level with the 1997
reform in Turkey, and the duration of primary education was raised from 5 to 8 years so
that students could start to learn English in grades 4 and 5, and the concept of the
communicative approach into ELT (Kirkgéz 2005). Contrary to the traditional teacher-
centered view, learning has become student-centered. Students are indicated to take an
active role while the role of teachers is specified as facilitator. The introduction of TEYL

let young learners learn English in grades 4 and 5

It was aimed to raise their foreign language awareness, promote a constructive attitude
towards English, increase their interest and motivation, providing games so that young
learners enjoy lessons while learning English, provide them with contextualized and
meaningful learning activities, and help them develop suitable strategies (Kocaoluk 6
Kocaoluk, 2001) while enhancing the pupils’ basic communicative skills are objectives for
grades 6 to 8. In order to meet the need of TEYL teachers, relevant courses were integrated
to the undergraduate level and ELT Departments started to educate new teachers in order

to make student teachers be familiar with TEYLs

Nowadays, the only compulsory language to be taught at all levels of education is English.
As part of the new reform in education, the 4+4+4 model was accepted in 2012. In this
model English language learning starts at the age 7, Grade 2 as of the 2013-2014
Academic Year and children are taught in English for 2 hours per week since Grade 2,
increased to 4 hours each week in their last four years of school. The curriculum of some
schools includes German and French as elective subjects. In addition to being a
compulsory school subject, English is "also a ‘must’ for entry and advancement in
competitive jobs in urban Turkey" (Dogangay-Aktuna, 1998 p.33). According to some
Turkish scholars (Alptekin & Tatar, 2011; Kirkgoz, 2009), Turkey’s resolution of English
as a compulsory foreign language in its education policies indicates Turkey’s eagerness for
complying with standards of the European Union (EU) and for being a member of

European union in the future.
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2.6.1 Foreign Language Policy in Turkey

Global demands have raised a tendency, for Turkey in particular and for many countries in
general, to make necessary adjustments in their FL teaching policies (Ford, 2014 as cited in
Giirsoy, Korkmaz & Damar, 2017). Since this education policy reforms usually occur as
the introduction of English into the primary curriculum around the world (Garton, 2014;
Nguyen, 2011), various countries have officially started to reduce the age of
second/foreign language teaching and/or learning to 7 years old or below (Baldauf, Kaplan,
Kamwangamulu & Byrant, 2011; Enever & Moon, 2009; Enever, 2011; Eurydice, 2012;
Mourdo & Lourengo, 2015).

Tanzimat Period is recognized as the date when English was introduced to the Turkish
educational system (Kirkgdz, 2007) and since then English language teaching has been
influenced by political and socioeconomic factors which forced English language teaching
be exposed to many changes. Following World War IlI, English has become popular in
Turkey due to its attempts towards modernization so as to compete internationally. As a
result of these factors, together with globalization, English language policy has entered into
various stages of change at all levels of Turkish education. In 1983, for the purpose of
regulating foreign language teaching policy, the Foreign Language Teaching and Learning
Act [Yabanci Dil Egitim ve Ogretim Kanunu] was introduced to the Turkish education
system. Within the context of this Act, the MoNE has started to be responsible for the
administration of the English language curriculum at public and private schools in Turkey.
Following the foundation of the Republic of Turkey, the foreign language reforms could be
examined under three phases, namely the Ministry of Education Development Project
(1994-1997), 2006 Education reforms, and 2012 Education reforms (Kirkgéz, 2016).

During the 1994-1997 periods, the MoNE and the YOK initiated the Ministry of Education
Development Project which was financed by the World Bank (YOK, 1998) with the aim of
redesigning the teacher-training departments and enhancing the quality of teacher training.
Correspondingly, 'Eight-Year Uninterrupted Compulsory Primary Education Law'
numbered 4306, on August 16, 1997 was enacted at the Turkish Grand National Assembly
and entered into force after published in the Official Gazette dated 18 August 1997 and
numbered 23084 (MEB, 1997). In this sense, in line with the policy change in 1997,
English has been started to be taught as a compulsory school subject at the primary level,
and duration of primary education was raised from 5 to 8 years (Giirsoy, Korkmaz &
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Damar, 2013; Kirkgdz, 2007). Rearranging weekly classroom hours for English, the
MoNE has determined two classroom hours for 4th and 5th Grades while four classroom
hours for 6th to 8th Grades. One of the innovations of the 1997 education reform is to
place the idea of ‘communicative approach’ into curriculum due to the introduction of
English to the 4th Grade. Within the scope of this innovation, the teacher’s role has been
recognized as facilitator and students become more active in the learning process. Thanks
to the In-service English Language Teacher Training and Development Unit (INSET),
public primary and secondary English language teachers have been supported with
seminars and in-service training workshops in order to make them be familiar with
curriculum innovations. Likely, the collaboration between the MoNE and the English
language Teachers’ Association in Turkey (INGED), the British Council (BC), and the
United States Information Agency (USIA) aims to help facilitate the implementation

process of the curriculum reform (Kirkgoz, 2009).

Compared to the previous one, 2006 education reforms seem to have more comprehensive
regulations such as multiple intelligence art and craft activities, and content and language
integrated learning. Meanwhile, authentic assessments such as portfolio were offered to be
applied in addition to traditional ‘paper and pencil’ tests (MEB, 2006). Considering the
primary school, steps were taken to overcome deficiencies in the existing system of 1997
educational reforms and the revised English Curriculum for Primary Schools prepared for
4th to 8th Grades has been in operation since 2006 (MEB, 2006). Moreover, the course
books for 4th and 5th Grades were updated in line with the revised foreign language
education curriculum. At the higher education level, there seems to be an attempt to train
well-qualified teachers in accordance with the needs of the country. In order to perform
this goal, it is aimed to enhance student teachers’ critical thinking, problem solving, and
lifelong learning skills as well as raising the number of general culture courses, offering
opportunities for selective courses, and introducing new courses into the curriculum
(Kirkgoz, 2016).

For the upper secondary school (formerly known as high school), the curriculum of
Anatolian high schools was dramatically affected by the foreign language education policy
in 2002. The MoNE decided that Turkish would be the sole language of instruction
(previously mathematics and science were taught in English) in Anatolian high schools for

two reasons: lack of qualified teachers teaching mathematics and science in English, and
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the claim that the centralized university entrance examination provided disadvantage to
graduates of those schools since it was conducted in Turkish (Dogangay-Aktuna &
Kiziltepe 2005). Additionally, for achieving language teaching standardization in all types
of schools, the one-year intensive English preparation class in Anatolian, private and Super
English Language High Schools was abolished. Currently, upper secondary schools offer
ten courses of English per week for the first year whereas four hours for the rest years.

The 2012 education reform has raised the duration of compulsory education from 8 to 12
year as it is formulated as 4+4+4. The first 4 is used for primary education while the
second one is called lower secondary education, and finally, upper secondary education is
the last one (OECD, 2013a). One of the innovations that the 2012 education reform
provides for foreign language education curriculum is the starting ages for foreign
language education. In other words, the age for learning English in public schools is
lowered to 6 years old (the 2nd grade) (MEB, 2013). For Grades 2 and 3, the importance of
speaking and listening is underlined while other skills (reading and writing) begin to be

implemented later since students at these ages are not ready for reading and writing.

The new program is based on the underlying principles of CEFR (Council of Europe,
2001), initiated by the European Council, expressing the objectives set in the teaching of
foreign languages. Besides, issues such as appropriate tasks for students, learner autonomy,
self-assessment, and communicative competence are included in the program (Kirkgdz,
2016). It is aimed to start teaching English at 2nd Grade from Al (breakthrough) to B1

(threshold) at the end of upper secondary school.

2.6.2 English Language Teacher Education in Turkey

The importance of teacher education is indicated as a powerful predictor of teacher quality
and student achievement (see, for example, Darling-Hammond & Youngs, 2002;
Goldhaber & Brewer, 2000; Hanushek, 2012; Laczko-Kerr & Berliner, 2002; Rivkin,
Hanushek & Kain, 2005). It is teacher education programs that should prepare student
teachers to their future roles (Allen, 2009), and that carry responsibility of educating future
teachers who will shape the future of the country (Keg¢ik & Aydin, 2011) since it is “the
first entry point to the teacher professional career” (Musset, 2010, p.16). In this sense,

various models of teacher education have been applied since 1923, the establishment of the
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Republic of Turkey. The history of teacher education of Turkey dates back to 1924 with
the ‘Law of Unification of Instruction’ (Cakiroglu & Cakiroglu, 2003). However, the two
major changes occurred nearly a half century later: The Basic Law of National Education
in 1973, shaping the general framework of the Turkish national education system, and the
reorganization of teacher education through the YOK in 1981, which had been controlled
by the MoNE till then (Yavuz & Topkaya, 2013).

Historically, after the establishment of the Republic of Turkey, the first foreign language
department is the French language department established in Gazi Institute, 1941, followed
by English language department in 1944, and finally, in 1947, German language
department was opened (Demirel, 1991). A three-year training program was determined in
the 1967-1968 Academic Year but the duration was increased to 4 years in the 1978-1979
Academic Year. Then, Gazi Institute was renamed as Gazi High Teacher School whose
foundation led to the establishment of Gazi University and the Faculty of Education in
1982 (Akyiiz, 2009). For the first time, the title of foreign language teaching departments
was used with the foundation of Gazi and Capa Institutes (Giines, 2009). Although the
foreign language teaching departments increased in number in 1960s, the establishment of
four-year foreign language programs occurred only after 1970; however, this increase was
about their quantity not quality and did not contribute to training qualified student teachers
(Demircan, 2001).

Establishing standardization in certifying teachers of all subject areas, the Higher
Education Reform enabled the Faculties of Education to carry out the pre-service teacher
education in universities. Yet, as seen in the reports of the YOK (YOK, 1998; 2004), it is
impossible to fulfil the demands for qualified teachers because of some gaps in the
Faculties of Education after 1982. According to Salli-Copur (2008), one of these
shortcomings is the fact that the academic background of their teaching staff determined
the structure of the departments, focusing on the theoretical aspects of the subject areas and
ignoring training competent teachers in their fields. This results from the decision of YOK
for transferring instructors of the Faculties of Letters, Arts and/or Science to the Faculties
of Education because both subject matter knowledge and pedagogic knowledge and its
application are of vital importance in the pre-service teacher education while the

theoretical aspects of the subject areas are overemphasized in others.
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The introduction of the YOK in 1981 has constituted a top-down oligarchic system of
higher education (Mahalingappa & Polat, 2013) creating a ‘unified” model of higher
education and making universities to be responsible for the whole academies and teacher
training institutions (Giiven, 2008). Therefore, this kind of higher education system has
been implementing a high level of control over all elements related to teacher education. In
a nut shell, the YOK has started to control all staff, logistics, and transactions of Turkish
universities since 1981. From then on, the curricula of teacher education have faced some
levels of change. However, as alleged by Yavuz and Topkaya (2013), rapid changes
appeared in initial teacher education in the 1990s. To make teacher education more
effective, the duration of the primary teacher education was increased from two to four
years in 1991. Following this reform, the period of compulsory education was extended
from five to eight years in 1997, and students began to learn English language at 4th
Grade. This change called for a revamp of English language teacher education (ELTE)
programs for graduating more qualified English language teachers. Yet, the other side of
the coin shows that ‘aims’ of the YOK and ‘changes’ proposed by the YOK are not always
in harmony. For instance, the revision of the ELTE programs created a gap in teacher
education programs in terms of qualified field-specific instructors. Instead of employing
people who can do the job, the YOK (2007) transferred instructors of the Faculties of
Science and Letters (Giiven, 2008) to Faculties of Education, causing the Turkish higher
education system to experience a long-run counterproductive tradition which did not take
into account the needs of the program while selecting courses but the expertise of the
instructors, and as a consequence of this tradition, courses were taught by unqualified
faculty members (Mahalingappa & Polat, 2013).

After the 1997 Education reform when the duration for the compulsory education was
determined to be eight years, in response to a growing teacher demand (YOK, 1998), YOK
collaborated with MoNE to reshape the English language teacher education programs with
the aim of equipping student teachers with the basic teacher competencies (Yildirim & Ok,
2002). Thereupon, with the financial support of the World Bank, YOK initiated the Pre-
service Teacher Education Project so as to enhance the quality of future teachers via
developing the curriculum of the pre-service teacher education programs (YOK, 1999).
With this new project, in addition to redefining teacher competencies and redesigning

teacher qualification courses, 11 compulsory courses, which were crucial for certifying
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graduates as language teachers, were included in the new foreign language teacher

education program (Salli-Copur, 2008, pp. 3-4).

The new reform put emphasis on instructors’ professional development, and it put the
training of faculty members in the US and Europe on the agenda, focusing on revising
teaching techniques and methodologies (YOK, 2000). However, Turks do not change their
attitudes and behaviors rapidly (Sands & Stevens, 2004). In response to changing demands
of education in Turkey, the current curricular framework has gone under some reforms in
order to improve the quality of teacher preparation programs (Kirkgoz, 2007). Based on
these reforms, in addition to redesigning foundation courses, new lessons were introduced,
namely classroom management, instructional planning, and computer and instructional
technology (Buyukkantarcioglu 2004; Cakiroglu & Cakiroglu, 2003; YOK, 2007; Simsek
& Yildirim, 2001). Furthermore, the previously ignored courses such as subject-based

teaching experiences and methodology started to gain more importance.

Very recently YOK has revised the teaching undergraduate program will come into effect
introduced in 2018-2019 academic year (see Figure 4.). The title, description, weekly hours
and credits of the courses have changed. Courses are collected under three categories,
namely vocational knowledge, field education and general culture. Especially in teaching
programs related to basic education, emphasis has been given to field education and
teaching instead of transferring only field knowledge. Programs related to this field have
been structured around basic skills, attitudes, value and orientation. The new program has

four new important features:

e The course "Morals and ethics in education” has become compulsory,
e Foreign language lessons have been associated to everyday life,
e Courses related to field teaching have gone up to fourfold, and

e Total course credits have reduced. (please see YOK, 2018b for more details)
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Figure 4.English Language Teaching Undergraduate Program. Adapted from YOK

(2018D, p. 2).
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Becoming an English language teacher in Turkey requires studying in ELTE programs
which take four years (in addition to four years, the program can be extended one year for
intensive English preparatory). However, students graduating from other faculties (e.g., the
Faculties of Science and Letters) and various departments (such as English Language and
Literature, American Culture and Literature, Department of Translation and Interpreting or
Department of English Linguistics) have an opportunity to become English teachers via
pedagogic formation certificate. Generally, assessing courses consists of mid-term and
final exam which are mostly in open-ended format. There are both compulsory and elective
courses in ELTE programs in which the selected course books are commonly prepared in
Britain or the U.S.A. In the first year of this new program, it is aimed to enhance student
teachers’ specific language competencies and to help them become competent in English.
The second year offers various courses which are professionally oriented so as to equip
them with not only pedagogical (teacher education) and general knowledge but also with
linguistic competence (field knowledge). In the third year, as it is clear in Figure 4, the
student teaches are asked to be aware of the basic concepts about classroom management;
physical, social and psychological dimensions of the class; class rules and discipline;
teaching English to young learners; testing and evaluation in education; Turkish education
system and school management; literature and language teaching; and the importance of
measurement and evaluation in education. Finally, in last year, the student teachers are
provided with observation (Teaching Practice I) and experience (Teaching Practice IlI) of
actual teaching practice. In addition to observation and experience, student teachers take
some cources such as special education and inclusion, community service practices,

prepare exams in ELT, prepare course content in ELT, and translation.

Having different categorization, the competencies of Turkey’s current ELTE programs
resemble those of TESOL. Unlike TESOL’s five-domain categorization, the YOK (2010)
provides three domains: (1) Language Teaching Subjects; (2) General Culture; and (3)
Pedagogical Formation. According to Celik (2011), the YOK needs to give due importance
to the professionalism and culture domains of TESOL, which are underrated in the YOK
standards. Besides, this program depends on CEFR and on the European Portfolio for
Student Teachers of Languages (EPOSTL). Although ELTE programs have flexibility in
curriculum design, they are obliged to pursue these basic requirements. In other saying,
even if the YOK give universities authorization to decide the course books that will be

used, how courses will be selected, and how the examinations will be administered to
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English student teachers, all ELTE programs must follow the basic requirements
determined by the YOK.
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CHAPTER IlI

METHODOLOGY

Benefiting from both quantitative and qualitative methods of research, this study is
exploratory sequential mixed methods design and aims at suggesting a teacher assessment
and evaluation (TAE) model for EFL contexts, in which teacher recruitment is centralized
and based heavily on multiple choice paper-pencil exam, with the aim of making the
teacher evaluation process more reliable, fair and valid, by applying the perceptions of
education stakeholders through qualitative and quantitative data collection tools. To this
respect, this chapter begins by providing an overview of the methodology utilized to
conduct this study. First, the sequential exploratory mixed methods research design is
described in Part 3.1, the 'Research Design'. Next Part 3.2 'Universe and Samples’
illustrates the selection process of the samples. This is followed by Part 3.3 'Data
Collection Techniques', which presents various stages of the research such as pilot studies,
the instruments developed and used as data collection tools and finally the procedure
followed in this research study. The chapter concludes with ‘Data Analysis', Part 3.4,

which presents how quantitative and qualitative data were analyzed.

3.1 Research Design

The purpose of this study is to develop a fair, reliable and valid teacher assessment and
evaluation model for EFL contexts, in which recruitment is centralized for English
language teachers and based heavily on multiple choice paper-pencil exam, so the model
can contribute to the Ministry of National Education in recruiting effective or qualified

English teachers. In this sense, firstly, documents and literature were applied. then, the
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perceptions of education stakeholders were applied via semi-structured interviews and
focus groups interviews. Although a new model was developed by the help of content
analysis, in order to generalize the findings, an attitude scale was developed by the
researcher since the literature did not provide any attitude scales or surveys regarding
English teachers’ attitudes towards teacher evaluation or recruitment model in EFL
contexts, in which the teacher recruitment is actualized centrally. Using such instruments is
of importance, because they are disseminated to large numbers of participants “to ascertain
whether qualitative research findings held over large groups of respondents.” (Hitchcock &
Nastasi, 2011; Hitchcock et al., 2005, 2006; Nastasi, Hitchcock, Burkholder, Sarkar, &
Varjas, 2007 as cited in Hitchcock, et al, 2015 p.5). To this end, benefiting from strengths
of both quantitative and qualitative methods of research, this study is exploratory

sequential mixed methods design (Creswell, 2012; Creswell & Plano Clark, 2011).

A number of advantages of mixed methods, also called “the third methodology or research
(along with qualitative and quantitative research)” (Johnson, Onwuegbuzie & Turner,
2007, p.129), has been underlined in literature. For example, Johnson et al (2007) articulate
that combination of qualitative and quantitative methods provides a better understanding of
the research phenomenon than either of each alone. Some researchers (for example,
Johnson & Onwuegbuzie, 2004) advocate that the aim of combining quantitative and
qualitative methods is to benefit from the strengths of each tradition of research. In
addition, five rationales are listed by Johnson et al. (2004) for the necessity of conducting

mixed methods research:

triangulation of data,
complementarity of data,
initiation arising out of the need for more clarification,

development; and

o > w0 e

expansion of research by using multiple strands.

According to Tashakkori and Teddlie (2003), mixed methods can respond to research
questions that other methodologies cannot answer. Another advantage of mixed methods is
triangulation which “entails the use of multiple, independent methods of obtaining data in a
single investigation in order to arrive at the same research findings” (Mackey & Gass,
2005 p. 181). In this research, the data were collected through a variety of means in an

integration of some qualitative and quantitative methods. The aforementioned explanations
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make it clear that mixed methods research provides opportunities to researchers to make
stronger inferences via the combination of both qualitative and quantitative methods. That
is, the burden on the shoulders of researcher may get lighter when approaching research

question using strengths of mixed methods research approach.

Greene, Caracelli, and Graham (1989) presented triangulation, complementarity,
development, initiation, and expansion as the rationale for conducting mixed methods
research. Later, Bryman (2006) expressed that there might be various reasons for using
mixed methods and listed sixteen reasons, including triangulation, offsetting weakness,
completeness, process, answering different research questions, explanation, unexpected
results, instrument development, sampling, credibility, context, illustration, utility,
confirming and discovering, diversity of views, and enhancement. Collins, Onwuegbuzie,
and Sutton (2006) reported four rationales in order to utilize mixed methods, namely
participant enrichment, instrument fidelity, treatment integrity, and significance
enhancement. Participant enrichment underlines the importance of the rationale of
optimizing the sample. To achieve it, the researcher mix both qualitative and quantitative
data. Increasing the number of participants is one way to optimize a sample. Instrument
fidelity referred to “steps taken by the researcher to maximize the appropriateness and/or
utility of the instruments used in the study” and “the investigator could assess the validity
of information (i.e. qualitative or quantitative) yielded by the instrument(s) as a means of
putting the findings in a more appropriate context.” (Collins, et al, 2006, p.76). Treatment
integrity refers to the degree to which intervention is implemented as intended. Finally,
significance enhancement represents the researcher’s mixing quantitative and qualitative

techniques in order to enhance interpretations of data.

Researchers have identified six most commonly used mixed method research designs: (a)
the convergent parallel design, (b) the explanatory sequential design, (c) the exploratory
sequential design, (d) the embedded design, (e) the transformative design, and (f) the
multiphase design (Creswell, 2012 pp.540-7). The six mixed methods designs are
categorized based on four criteria: (a) what priority and weight the researcher give to the
quantitative and qualitative data collection, (b) the sequence of collecting quantitative and
qualitative data, (c) how to analyze the data, and (d) where in the study the researcher mix
the data (Creswell, 2012, p.540). In an exploratory sequential design, firstly, the qualitative
data is collected and analyzed, and categories are used for developing a possible
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quantitative tool to further explain the research problem (Creswell & Plano Clark, 2011;
Onwuegbuzie, Bustamante & Nelson, 2010; Teddlie & Tashakkori, 2009). Researcher
applies an exploratory sequential mixed methods design aims to collect quantitative data
for the explanation of relationship occurred in qualitative data and develop an instrument
(Creswell, 2012, p.543)

3.1.1 Qualitative Research Design

Qualitative research methodologies are utilized to scrutinize why or how a phenomenon
occurs, obtain rich information, develop a theory, whereas quantitative methodologies are
used for causality and generalizability of effect (Fetters, Curry & Creswell, 2013). Mixed
methods is a research methodology that benefits from the strengths of both qualitative and
quantitative research by combining them within a single study in the full process of
research, including philosophical assumptions, research design, data collection methods,
data analysis methods and the interpretations of results (Creswell, 2009, p. 3; Creswell &
Plano Clark, 2011; Johnson & Onwuegbuzie, 2004; Leech & Onwuegbuzie, 2009;
Tashakkori & Teddlie, 2003, 2010; Teddlie & Tashakkori, 2009).

The qualitative design used in this thesis is based on grounded theory which originates in
the work of Glaser and Strauss (1967). It is called grounded theory because the occurring
theory is grounded in empirical data and derived from inductive analysis (Strauss &
Corbin, 1990). Thus, it is not “the formulation of some discovered aspect of a preexisting
reality ‘out there’” (Striibing, 2002, p. 321). In the broadest sense, grounded theory is the
generation of theories from data and simply the discovery of emerging patterns in data
(Walsh, Holton, Bailyn, Fernandez, Levina and Glaser, 2015). The advocates of this theory
are of the opinion that an approach dealing with the concerns of the participants of the
research is more successful in illustrating the world and priorities of participants, when
compared those start with the prejudice towards the world and its meaning (De Burca &
McLoughlin, 1996).

Apart from statistical analysis, applying public perception is kind of validation because
understanding public perceptions becomes important when adopting a lens of
consequential validity (Hitchcock, et al, 2015 p.5). Applying their perceptions to learning

how they give the meaning to their realities may provide invaluable understanding. In
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addition to this, this process might display how people differ on the same subject (for
example, some members of a population might endorse recruitment model while others no)
or a person’s both negative and positives views of the same subject (a person might
support OABT but find it inadequate). With this in mind, most qualitative studies contain
the use of some combination of multiple data collection tools, including interviews, focus
groups, observations, and archival analyses. It is beyond the scope of this article to report
other choices. Rather, in addition to documents, this dissertation took into account the
likely advantages of conducting a series of semi-structured interviews and focus groups
with different stakeholders, including student teachers, in-service teachers, teacher trainers,
and policy makers, about the process of teacher recruitment.

3.1.2 Quantitative Research Design

The quantitative methods have several strengths and it based on experiments and surveys
to gather measurable data for statistical processes (Creswell, 2003). One of the major
advantages is that quantitative methods enable researchers to generalize the results to
larger populations. As for this research, applying merely a quantitative design may give us
some idea about whether the results can be generalized to wider population. Quantitative
research methodology involves both experimental design which is run in a laboratory
setting (Brown & Lord, 1999) and non-experimental design methods, such as survey/scale,
and other related methods that are used to gather numerical data. Scales can be used for a
variety of useful information. In the current study, the scale was administered to a sample
of English language teacher in Turkey for revealing their attitudes. In order to learn the
way that English language teachers make sense of the way they are assigned, the
researcher developed an attitude scale of recruitment model, because the use of such

instruments is vital for understanding public perceptions (Hitchcock, et al, 2015).

3.2 Participants

The universe of the study consists of education stakeholders, including English language
student teachers, in-service English language teachers, teacher trainers who work in ELT
departments, education experts, and policymakers in Turkey from various institutions such

as YOK, OSYM, MoNE, and universities. The qualitative sample consists of 78
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educational stakeholders, whereas the quantitative sample includes 271 in-service English
language teachers.

3.2.1 Universe and Sampling in the Qualitative Phase

The universe of the qualitative phase of the study involves English language student
teachers, in-service English teachers, teacher trainers, education experts and policymakers
in Turkey. Particularly, the participants in the individual interviews were purposefully
selected as a part purposive sampling, which “is a practical and efficient tool when used
properly, and can be just as effective as, and even more efficient than, random sampling”
(Tongco, 2007, p. 155). The student teachers participated in the study were the last year
students. They were either students in ELT Department or those who were studying in
other departments of Faculty of Science and Letters (e.g. English Language and Literature,
American Culture and Literature, Department of Translation and Interpreting, Department
of English Linguistics) and those who were in need of a pedagogic formation certificate for
becoming an English teacher at public schools. The sample was taken from three
universities in Turkey, namely Gazi University, Hacettepe University and Ankara
University (see Table 1). Two imperative criteria were considered while choosing those
who were studying at other departments: a) those who started pedagogic formation
training, b) those who would start pedagogic formation training as soon as the school
finished.

Like student teachers, the sample of in-service English language teachers included both
those who graduated from ELT departments and the graduates of other departments, such
as English Language and Literature, American Culture and Literature, Department of
Translation and Interpreting, and Department of English Linguistics. They were graduates
of different universities (see Table 2). Two criteria were considered while choosing the
sample of English language teachers who would participate the qualitative part of the
study: They were a) those who were working in public schools (the teachers of private
schools were not chosen since private schools determine their own assessment criteria),

and b) those who had OABT and/or interview experience.

For the sample of teacher trainer, the most salient criterion was their experience. Thus, at

least, having at least a ten-year experience as a teacher trainer was the main criterion while
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selecting them. The interviewed teacher trainers were either associate professor or full
professor from different universities (see Table 3.

The sample of education experts involved members from different institutions. The sample
included education experts from YOK, OSYM, MoNE, and universities. They were those
who participated workshops on OABT, and contributed to the content and process of it
(see Table 4).

Finally, five policymakers were interviewed. They were executive persons and closely

involved in the education policy of the country (see Table 5).

3.2.1.1 Demographic Features of Student Teachers

This part includes information about some demographic features (gender, affiliation and
department) of student teachers. Below is the table providing information of the student
teachers who participated in this study from various universities. The universities in the
tables were listed according to participant size. When the table blow is examined, it is seen
that student teachers (male 11, female 20) were from three universities, namely Ankara,
Gazi and Hacettepe. According to the table, student teachers of ELT department were all
from Gazi University. Ten student teachers came from Ankara University. They were
studying either at American culture (N=3) and literature, English language and literature
(N=3) or department of English linguistics (N=4). Participants from Hacettepe Univerity
(N=6) were students at department of translation and interpreting (N=4) and English

language and literature (N=2).

55



Table 1.

Features of Student Teachers

Interviewee Gender Department University
STO1 Male ELT Gazi
STO02 Male ELT Gazi
STO3 Female ELT Gazi
ST04 Female ELT Gazi
ST05 Female ELT Gazi
STO6 Male ELT Gazi
STO7 Female ELT Gazi
STO8 Male ELT Gazi
ST09 Female ELT Gazi
ST10 Female ELT Gazi
ST11 Female ELT Gazi
ST12 Female ELT Gazi
ST13 Male ELT Gazi
ST14 Female ELT Gazi
ST15 Female ELT Gazi
ST16 Male American Culture and Literature Ankara
ST17 Female American Culture and Literature Ankara
ST18 Female American Culture and Literature Ankara
ST19 Female English Language and Literature Ankara
ST20 Male English Language and Literature Ankara
ST21 Female English Language and Literature Ankara
ST22 Male English Linguistics Ankara
ST23 Male English Linguistics Ankara
ST24 Female English Linguistics Ankara
ST25 Female English Linguistics Ankara
ST26 Female Department of Translation and Interpreting Hacettepe
ST27 Female Department of Translation and Interpreting Hacettepe
ST28 Male Department of Translation and Interpreting Hacettepe
ST29 Male Department of Translation and Interpreting Hacettepe
ST30 Male English Language and Literature Hacettepe
ST31 Male English Language and Literature Hacettepe
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3.2.1.2 Demographic Features of In-Service Teachers

In this part, in-service teachers’ demographic features (gender, department and graduation)
are presented. The table provides information of the in-service teachers who participated in

this study. The table was organized according to interview date.

Table 2.

Features of In-Service Teachers

Interviewee Gender Department Graduation
TO1 Male English Linguistics Ankara
T02 Female ELT Necmettin Erbakan
TO3 Female American Culture and Literature Ankara
T04 Male ELT Canakkale
TO5 Male ELT Necmettin Erbakan
T06 Female ELT Necmettin Erbakan
TO7 Female ELT Bogazigi
TO8 Female English Language and Literature Silleyman Demirel
TO9 Male English Linguistics Ankara
T10 Male American Culture and Literature Ankara
T11 Male ELT Necmettin Erbakan
T12 Female ELT Gazi
T13 Female English Language and Literature Siileyman Demirel
T14 Female ELT Erciyes
T15 Female American Culture and Literature Hacettepe
T16 Female ELT Hacettepe
T17 Female ELT Marmara
T18 Male English Language and Literature Atatiirk
T19 Male English Language and Literature Karabiik
T20 Female ELT Gazi
T21 Male ELT Russia
T22 Female ELT Pamukkale
T23 Male ELT Akdeniz
T24 Female English Language and Literature Atatiirk
T25 Female English Language and Literature Hacettepe
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As table 2 presents, 25 in-service teachers (male 10, female 15) joined the qualitative part.
While 14 of them graduated from English language teaching department, 11 of them came
from other departments, and had joined a pedagogic formation course to get teaching
certification. They represent various universities, such as Ankara, Akdeniz, Atatiirk,
Bogazi¢i, Canakkale, Erciyes, Gazi, Hacettepe, Karabiik, Marmara, Necmettin Erbakan,
Pamukkale and Siileyman Demirel, and one participant graduated from a university in

Russia.

3.2.1.3 Demographic Features of Teacher Trainers

Demographic features of teacher trainers (gender, title and affiliation) are presented in this
part. The initial letters of the universities were taken into account while organizing the
table.

Table 3.

Features of teacher trainers

Interviewee Gender Title Affiliation
TTO1 Female Professor Cukurova
TTO02 Male Associate Professor Cukurova
TTO03 Male Professor Gazi
TT04 Female Associate Professor Gazi
TTO05 Female Associate Professor Gazi
TTO6 Female Associate Professor Hacettepe
TTO7 Female Associate Professor Hacettepe
TTO8 Male Professor METU
TTO9 Female Professor Sakarya

As it is seen in table, the sample consists of three males and six females. While four of
them are full professors, five participants are associate professors. They work in Cukurova,

Gazi, Hacettepe, METU and Sakarya universites.
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3.2.1.4 Demographic Features of Education Experts

Below is the table providing demographic features (gender, title and affiliation) of
education experts who participated in this study from various institutions. The institutions

in the tables are listed according to their initial letters.

Table 4.

Features of Education Experts

Interviewee Gender Title Affiliation
EEO1 Male General Director MEB
EE02 Male General Director MEB
EEOQ3 Female Professor University
EEQ4 Male Associate Professor University
EEQ5 Male Professor University
EEO06 Male Professor YOK
EEOQ7 Male Professor YOK
EEO08 Male Professor YOK

Table 4 shows that seven males and one female are in the sample of education experts.
Two experts are general director in the Ministry of National Education. Three experts work
at universities as full professors, while three experts represent the Council of Higher

Education.

3.2.1.5 Demographic Features of Policymakers

This part introduces gender, title and affiliation of policymakers. The initial letters of the

institutions were considered while organizing the table.
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Table 5.

Features of Policymakers

Interviewee Gender Title Affiliation
PMO01 Male General Director MEB
PM02 Male General Director MEB
PMO03 Male General Director MEB
PMO04 Male Professor YOK
PMO05 Male Professor YOK

Each member of this sample is selected carefully and purposively. Each policy maker is
authorized and he has voice in the education policy of the country. The sample consists of
three general directors in the Ministry of National Education and two professors working

as members of the Council of Higher Education.

3.2.2 Universe and Sampling in the Quantitative Phase

In the quantitative phase, 271 English language teachers participated in the study. As the
participants were selected according to their convenience, English teachers working in
public schools (from primary to upper secondary school) in Ankara were asked to join the
study. However, since this scale was in an online format and sent to participants via e-
mails, we asked each participant whether s/he could forward the mail to one or more of
her/his friends to ensure the adequate number. That is to say, the quantitative part included
both convenience sampling which is used for “choosing settings, groups, and/or
individuals that are conveniently available and willing to participate in the study” and
snowball sampling in which “participants are asked to recruit individuals to join the study”
(Onwuegbuzie & Collins, 2007, p. 286). The researcher took into account two criteria
while choosing the sample of in-service English language teachers who would participate
the quantitative part of the study: They were those a) who were working in public schools,
and b) who had OABT experience.
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3.2.2.1 Demographic Features of Participants in the Quantitative Phase

This part involves English language teachers’ some demographic variables, such as gender,
grade taught, graduated department, reason for choosing department, desired profession.

The percentages and frequencies of these variables are presented in this section.

Table 6.
Frequency and Percentage Distribution According to Gender

Gender N %

Male 83 30.6
Female 188 69.4
Total 271 99.6

According to Table 6, the quantitative sample consists of 271 participants. They are 188
females (69,4) and 83 males (30,6).

Table 7.

Frequency and Percentage Distribution According to Grade Taught

Grades N %
Primary 53 19.6
Lower secondary 124 45.7
Upper secondary 94 34.7

Total 271 100

As it is clear in Table 7., it was aimed to investigate the relationship between grade taught
and English teachers’ attitude towards the current recruitment model. Grade taught was
divided into three categories. It is clear that 53 (19.6%) teachers teach English to primary
school, 124 (45.7%) teachers teach English to lower secondary school, and 94 (34.7%)

teachers teach English to upper secondary school.
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Table 8.

Frequency and Percentage Distribution According to Graduated Department

Graduated department N %
ELT 218 80.4
Formation 53 19.6

Total 271 100

In this table, the relationship between graduated department and English teachers’ attitude
towards the current recruitment model is examined. Those who graduated from ELT
programs are 218 (80.4) while those who had formation are 53 (19.6).

Table 9.

Frequency and Percentage Distribution According to Reason for Department Choice

Reason for department choice N %
Like 172 63.5
Guidance 43 15.9
English teacher 32 11.8
Other 24 8.9

Total 271 100

The reason why teachers chose the graduated department was examined and categorized.
172 (63.5) teacher chose the graduated department because they like it. Those who were
guided are 43 (15.9) whereas 32 teachers (11.8) chose the graduated department because of

their English teacher. Those who indicated other reasons are 24 (8.9).
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Table 10.

Frequency and Percentage Distribution According to Desired Profession

Desired profession N %
Teacher 146 53.9
Academician 73 26.9
Other 52 19.2

Total 271 100

Table 10 shows the profession that English language teachers desired to be. The majority
(146 teachers with 53.9 percentage) stated that being a teacher was desired profession.
Those who wanted to be academicians were 73 (26.9). There are also some teachers (52
with 19.2 percentage) who considered other professions as desired one. As it might be

clearly noticed in Table 10, most of the participants see teaching as a desired profession.

3.3 Data Collection Techniques

The researcher administered several data collection techniques to collect data in order to
examine the phenomenon in question. Therefore, various data collection tools were

employed to answer research questions.

3.3.1 Qualitative Data Collection Techniques

The qualitative data consisted of semi-structured interviews, focus groups and documents.
The rationale of using more than one data collection tools and techniques is to increase the

trustworthiness of the qualitative data (Graneheim & Lundman, 2004).

3.3.1.1 Semi-structured interview as a Data Collection Tool

Interviews is generally preferred to gather deeper exploration from experts dealing with
complex topics because time and focus are spent with a single participant (Hitchcock, et al,

2015). As parallel with the aim of the study, interview can be structured, unstructured or
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semi-structured. In the current study, semi-structured interviews were used. Being a more
flexible and common version of interviews (Holloway & Wheeler, 2010), a semi-
structured interview “allows depth to be achieved by providing the opportunity on the part
of the interviewer to probe and expand the interviewee's responses” (Rubin & Rubin, 2005
p. 88). The researcher formed a semi-structured interview forms consisting of two parts. In
the first part of the form, there were questions about participants' demographic information
(gender, institution and region they work, professional experience, university and
department where they graduated, weekly course load... etc.). In the second part, there are
questions and sub-questions that aim to reveal their perceptions about the components of
the current recruitment model in general and the Teaching Field Knowledge Test,
specifically (e.g., its usefulness, its functionality, whether it should be revised... etc.). The
interviews were conducted in Turkish in order to raise the quality and quantity of the data
(Mackay and Gass, 2005 p. 174). Before data collection, the interview protocol was
reviewed for accuracy by a group of PhD candidates and piloted. All interviews, except
two (discussed in 3.3.1.1.2 Interview with the In-Service Teachers) were recorded. The
telephone interview approach was chosen for participants due to some reason (explained in
3.3.1.1.1 Interview with the Student Teachers).

3.3.1.1.1 Interview with the Student Teachers

Thirty-one student teachers were interviewed in the study. The researcher was familiar
with the student teachers in ELT department of Gazi University, because he was also a
research assistant at the same university. So, the interviews with those participants took
place mostly in the researcher’s office. However, the interview process with other
participants followed two phases. In the first phase, the researcher made contact with them
to introduce himself and give a brief information about the aim and content of the study.
The goal of this step is to make interviewees be familiar with the research environment for
ensuring credibility (Richards, 2003). The telephone interview approach was applied for
six of them due to their working conditions. The duration of interviews was between 19 to
35 minutes. These interviews were audiotaped and transcribed. The main questions of

semi-structured interviews with the student teachers are available in the Appendix B.
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3.3.1.1.2 Interview with the In-Service Teachers

The interview process of the in-service teachers did not differ from that of student teachers.
The telephone interview approach was not used as all teachers agreed face-to-face
interview. Though two teachers expressed discomfort in the case of being recorded and
rejected audio recording accordingly. The researcher took notes when those two
participants responded to the questions. The duration of interviews was between 23 to 45
minutes. The main questions of semi-structured interviews with the in-service teachers are

available in the Appendix C.

3.3.1.1.3 Interview with the Teacher Trainers

The sample of teacher trainers was selected from different universities (e.g. Cukurova,
Gazi, Hacettepe, METU, and Sakarya) purposively. They were role models for student
teachers, so their opinions were necessary. The reason behind choosing different
universities was the assumption that different institution culture would add variety to data.
The duration of interviews was between 25 to 40 minutes. The main questions of semi-

structured interviews with the teacher trainers are available in the Appendix D.

3.3.1.1.4 Interview with the Education Experts

In May, 2017, there was a workshop on OABT which was performed by the collaboration
of OSYM, YOK, MEB and Universities in Ilgaz, Kastamonu, Turkey. The researcher was
invited to that organization as a field expert of OABT. All participants in the workshop
were field experts. The researcher seized the opportunity, and interviewed with some of
them. The duration of interviews was between 20 to 40 minutes. The main questions of

semi-structured interviews with the education experts are available in the Appendix E.

3.3.1.1.5 Interview with the Policymakers

In democratic countries, there seems to be a positive correlation between the quality of
policy advice and the quality of the information available to those most involved in the
policy process (Howlett & Newman, 2010 as cited in Head, Ferguson, Cherney and

Boreham, 2014). From this point of view, the perspective of policy makers was assumed to
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provide valuable data about the rationale behind the current recruitment model. Interviews
took place in the office of the relevant policy maker. The duration of interviews was
between 30 to 43 minutes. The main questions of semi-structured interviews with the

education experts are available in the Appendix F.

3.3.1.2 Focus Group as a Data Collection Tool

Focus groups were conducted with groups of approximately six to twelve people at a time.
Although they are considered to be more efficient than interviews, fewer questions can be
asked when compared to interviews. The need for focus groups was because of the fact that
the researcher aimed to generate lively discussions among participants so as to understand
perceptions of different stakeholder towards the assessment process of recruitment policy
and observe whether stakeholders arrived at a consensus on a controversial topic over time
(see Onwuegbuzie, Dickinson, Leech, and Zoran, 2010 for focus group practices and
frameworks for assessing group consensus). Denzin and Lincoln (2011) noted that focus-
group interviews made it possible to examine discussions of the participants all together.
Therefore, the researcher conducted two focus groups; one with student teachers, the other
with teachers. The focus group with student teachers included 12 participants (Six
graduates of ELT and six graduates of other departments). The in-service teacher focus
group consisted of five ELT and four of non-ELT graduates. Focus groups were selected
with the assumption that they might particularly help us understand the perceptions of ELT
and non-ELT graduates of TAE model, how they addressed a conflicting issue and whether
a change occurred in their perceptions. Interviewees were from different places, so a well-
known cafe located in Kizilay was determined the rendezvous. Plenty of time was spent to
introduce participants to each other and create a warm atmosphere because the majority did

know each other. Therefore, the average duration of focus groups took 3 hours.

3.3.1.3 Document Review as a Data Collection Tool

Documents help researchers reach the information easily, and may be seen as sources that
need to be taken into consideration in qualitative research because

document reading can also be part of an observational study or an interview based project.
Documents can provide background information prior to designing the research project, for
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example prior to conducting interviews. They may corroborate observational and interview
data, or they may refute them, in which case the researcher is ‘armed’ with evidence that can
be used to clarify, or perhaps, to challenge what is being told, a role that the observational
data may also play. (Yanow, 2007, p. 411)

According to Atkinson and Coffey (1997), they are ‘social facts’, which are generated,
shared, and utilized in socially organized ways (p. 47). Documents can take a variety of
forms, including advertisements, minutes of meetings, manuals, diaries and journals,
organizational or institutional reports, survey data, and various public records, which can
provide valuable information and insights (Bowen, 2009). Therefore, the government’s
development plans and the national education councils were examined in order to see the
education policy of Turkey from 1923 to today. In addition, for determining a framework
of teacher competencies that an effective English language teacher should have in Turkey,
both local competencies (for example, MEB, YOK) and global competencies (for example,

CAEP, CEFR, EPOSTL, Education Council, TESOL) were reviewed.

3.3.2 Quantitative Data Collection Techniques

3.3.2.1 ETARS as Quantitative Data Collection Techniques

The quantitative part consisted of an attitude scale developed by the researcher: English
Teachers’ Attitudes towards Recruitment System (ETARS) (Appendix G & H). Literature
lacks an attitude scale for teacher recruitment system in a centralized context. Thus, the
development of ETARS is thought to be crucial. It aims to examine English teachers’
attitude towards their recruitment to public school. It is a Likert-type scale with two parts.
First part includes demographic questions (such as gender, grades s/he teaches, graduated
department, reason for choosing the job, and desired profession). Second part consists of
three components/dimensions/factors together with 23 items. The first dimension (D1),
positive attitude towards teacher assessment and evaluation (TAE), is about the positive
attitude of English language teachers towards the selectiveness and fairness of the teacher
selection and recruitment model, while third one (D3) (negative attitude towards TAE)
displays their negative attitudes of the aforementioned issues. The second factor (D2)
(being interested in TAE) aims to reveal whether English language teachers are curious
about the way they are assessed and evaluated while being assigned to public schools.
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3.4 Reliability and Validity

Reliability and validity are the two most important criteria in scientific research. Although
the concept of validity and reliability is widely used in a quantitative research, it is
uncommon in qualitative research (Mackey and Gass, 2005). Instead, there exist some
other criteria in qualitative research (please see Table 11). This study will use both
quantitative and qualitative data collection tools. This is because quantitative research
focuses on to what extent a phenomenon exists. However, qualitative research is more

concerned with the meaning and interpretation of those events.

Table 11.

Criteria for Judging Research Quality from Quantitative and Qualitative Perspective

Traditional Criteria for Judging Alternative Criteria for Judging

Quantitative Research Qualitative Research
Validity-Reliability Trustworthiness
Internal Validity Credibility

External Validity/ Generalizability Transferability/ Applicability

Reliability Dependability

Objectivity Confirmability

Adapted from Daymon & Holloway (2003, p. 101), Guba (1981, p. 80) and Trochim &
Donelly (2007, pp. 162-3)

As it is clear in Table 11, the advocates of qualitative paradigm prefer the term
trustworthiness instead of ‘validity and reliability’. In addition, they utilize the qualitative
terms transferability/applicability, dependability, and confirmability in place of ‘external

validity/ generalizability’, ‘reliability’, and ‘objectivity’, respectively.

3.4.1 Reliability and Validity in Qualitative Research Design

As mentioned above, the proponents of this paradigm use trustworthiness instead of
reliability and validity which includes credibility, transferability, confirmability and
dependability. The term credibility refers that “the results of qualitative research are
credible or believable from the perspective of the participant in the research.” (Trochim &
Donelly, 2007 p. 162). The role of researcher in qualitative research (both data collector
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and analyst) might increase the likelihood of researcher bias (Miles & Huberman, 1994). In
other words, the personal beliefs and interests of qualitative researchers might prevent the
voice of participants (Mason, 2002). One way to reduce that kind of researcher bias is
member checking which is used to validate trustworthiness of qualitative results (Doyle,
2007; Guba, 1980), because the participants play active role regarding the credibility of a
study (Kumar, 2011). In order to ensure credible results in this study, the researcher used
both member checking (after the preliminary categories of interviews occurred, results
were presented to the majority to check whether results represent their views) and
triangulation (Patton, 2014) (through the combination of scale, semi-structured interviews,

focus groups and document reviews).

Transferability, concerning the aspect of applicability (Lincoln & Guba, 1985) is another
important issue in qualitative research. For ensuring transferability, it is the responsibility
of a researcher to inform readers about participants and the research process via a ‘thick
description’ in order to enable the readers to determine whether findings can be
transferable to their own setting (Korstjens & Moser, 2018 p.122). Accordingly, the whole
process of this study was introduced thoroughly so that readers could be aware of all

details.

According to Lincoln and Guba (1985) dependability involves the aspect of consistency
while confirmability is about the aspect of neutrality. The first one refers to the
researcher’s responsibility to make the analysis process be in accordance with the accepted
standards for a particular design, whereas the second requires securing the inter-
subjectivity of the data (Lincoln & Guba, 1985 as cited in Korstjens & Moser, 2018). The
comment should not be based on the researcher’s viewpoints. Instead, it should be
grounded in the data. The focus is on the comment process embedded in the data analysis
process. According Korstjens and Moser (2018), an ‘audit trail' is the strategy that is
required to ensure dependability and confirmability. Therefore, an audit trail which
requires a transparent description of the research steps was applied to secure both
dependability and confirmability in this study. In this sense, the researcher enables readers
to have an idea about decisions taken during the research process, sampling, how findings

emerged and how data were managed.
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3.4.2 Reliability and Validity in Quantitative Research Design

Reliability and validity are sine qua none of scientific research. According to Nunan
(1992), reliability is about “the consistency of the results obtained from a piece of
research” while validity can be defined as “...the extent to which a piece of research
actually investigates what the researcher purports to investigate.” (Nunan, 1992, p. 14) or
“...the best available approximation to the truth of a given proposition, inference, or

conclusion.” (Trochim and Donelly, 2007, p. 20).

In quantitative study, instruments such as surveys/scales and questionnaires are usually
utilized as data collection tool (Leedy & Ormrod, 2010) because of some advantages such
as ease of administration, time and cost efficient, clarity of directions, scoring simplicity,
accessibility to larger population, reliability, and validity (Gay, Mills & Airasian, 2011,
Fraenkel, Wallen & Hyun, 2011).

The instrument utilized in this study was developed by the researcher. After being applied
to the participants, the 32-item scale was analyzed and factor load values of some items (1,
2, 7,12, 16, 25, 26, 28, and 31) were observed to be smaller than 0.45, which is the lower
limit. These items were removed from the scale and the factor analysis was repeated.In
order to obtain better results from the factor analysis, the promax technique was applied to
the scale items as a rotation method and it was decided to classify the scale under three
factors. As can be seen from Table 12, the KMO value was found to be .880 and the
appropriateness of the sample size was confirmed by KMO and Barlett statistic (KMO =
.880; x2 = 3154.059, p 0.000). The KMO value relates to the suitability of the sample. A
value higher than .60 indicates that it is suitable for factor analysis (Tabachnick & Fidell,
2013). In addition to the KMO value, the high Barlett test scores indicate the feasibility of
factor analysis and the high correlations between items (Seker & Gengdogan, 2006 as cited
in Giinlig, 2009). When the Table 12 is examined, the total variance of the three
components of the scale is found to be 56.610, and it is also noted that the first component,
the second component and the third component explained 29.909 %; 20.180%; 6.520 % of

the scale, respectively.
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Table 12.

Findings of KMO Barlett Test Values and Factor Analysis

~Kaiser-Meyer-Olkin (kMO) 880
Bartlett's Test of Sphericity Kay-Kare (4?) 3154.059
Sd 253
p .000

Total Variance Explained Rotation Sums of

Initial Eigenvalues Extraction Sums of Squared Loadings Squared Loadings

—— Va(rij)\;ce Camlatve 0 Tom Vzigi/oa)nce Cumulative (%)  Total

1 6879  29.909 29.909 6879  29.909 29.909 6.530

4641 20180 50.089 4641  20.180 50.089 4.680

g 1500 6.520 56.610 1.500 6.520 56.610 3571
— 1099 4778 61.388
— 921 4.006 65.394
—— 829 3.606 69.000
e 787 3.424 72.424
—— 695 3.022 75.446
g 647 2.814 78.260
e 629 2736 80.996
T 548 2383 83.379
—— 519 2954 85.634
g 167 2.029 87.663
ST 308 1.729 89.392
358 1.556 90.948
T 335 1.455 92.402
T 312 1.359 93.761
T 304 1320 95.081
......... 55 972 1.183 96.264
......... 5T 53 1.098 97.362
......... 55 934 1.016 98.378
......... 55 017 043 99.321
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Table 13. presents the load values of three components.

Table 13.

Rotated Factor Load Values

Component
Item 1 2 3
m21 .858
m6 .790
m7 .788
m10 a7
m12 176
m15 143
m9 143
m4 730
m18 127
m2 .593
m19 .801
m22 .796
m16 791
m8 Jq47
mll 136
m23 126
m13 .705
m20 .646
m5 814
ml14 .666
m3 623
ml7 .584
ml 513

When the Table 13 is examined, it seen that the load value of the first component is
between .593 and .858; the load value of the second component is between .646 and .801;
the load value of the third component is between .513 and .814
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The Table 14 displays the scale of English teachers’ attitudes towards recruitment model.

Table 14.

The Scale of English Teachers’ attitudes Towards Recruitment Systems

Positive Attitude towards TAE

2- | think that the current TAE model selects student teachers with sufficient field
knowledge

4- | think that the current TAE model selects student teachers who love teaching
profession

6- | think that the current TAE model selects highly motivated student teachers

7- 1 think that the current TAE selects student teachers who can communicate with
stakeholders (e.g. students, colleagues, parents)

9- | believe that the selection criteria of the current TAE model are fair

10- I believe that the current TAE model can select student teachers who can teach
English at every level (e.g. primary school, lower secondary school, upper secondary
school)

12- | think that the current TAE model selects student teachers who can constantly
improve themselves

15- | think that the current TAE model selects student teachers with required
technological knowledge

18- | think that the current TAE model selects student teachers with required
professional knowledge

21- | think that the current TAE model selects English student teachers according to
the needs of the students

8- | follow the recent developments in Turkey related to the current TAE model

E 11- 1 follow the recent developments in the world related to the current TAE model
2 13- I am interested in discussions related to the current TAE model
< g 16- | read written sources (e.g. books, magazines, news) about the current TAE model
EF 19- | follow electronic sources (e.g. blogs, forums) about the current TAE model
> 20- | discuss with colleagues to increase my knowledge of the current TAE model
g 22- Everything about the current TAE model attracts my attention

23- | try to get information about the current TAE model in my spare time

1- | believe that the current TAE model selects also the student teachers who cannot
o o < teach
2§ 3-Ibelieve that the current TAE model needs to be changed
%-E 'CEU 5- | become happy if the current TAE model is removed
Z < = 14- 1 become happy if the current TAE model is changed

2 17- I think that the current TAE model is unfair

According to Table 14, the Scale of English Teachers’ attitudes Towards Recruitment

Systems consists of three components. The first component is positive attitude towards

TAE which includes 10 items. The second factor is being interested in TAE which involves

8 items, and the final component is negative attitude towards TAE which has 5 items.

Before naming the componets, the researcher asked four experts to label the componets.

One of them was full professor and teaching a PhD scale development course. The second
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expert was associate profesore in measurement and evaluation department. The last two
were PhD candidates in in measurement and evaluation department. All of them reached a
consensus on the name of components. The first component was labeled as Positive
Attitude towards TAE and it contained items 2, 4, 6, 7, 9, 10, 12, 15, 18, 21. The second
component was Being Interested in TAE and it contained items 8, 11, 13, 16, 19, 20, 22,
23. The third component was labeled as Negative Attitude towards TAE and it contained

items 1, 3, 5, 14, 17. Table 14 shows the distribution of the items of all the components.

The internal consistency of the scale instrument was assessed through Cronbach’s alpha,
which is usually preferred by researchers for measuring internal consistency in Likert-type
scales (Huck, 2012, p. 74). Regarding Cronbach’s alpha coefficient which is presented
between 0.00 and +1.00, if the coefficient is close to +1.00, it means that it has high
internal reliability (Huck, 2012, p. 72). The reliability coefficients of the study are

illustrated below (please see Table 15).

Table 15 displays Cronbach’s alpha (o) reliability coefficients of components. First
component consists of 10 items and its reliability is .918. Its item load value is between
.593 and .858. Second component has 8 items, with .883 reliability coefficient. Item load
value of second component is between .646 and .801. Finally, third component includes 5
items and its reliability coefficient is .703. Item load value of third component is between

513 and .814. Cronbach alpha (a) internal consistency coefficient for the scale is .758.

Table 15.

Information on the Structure of the Scale

N. of It Name of the Item load value
Dimension Items ems component “

1 10 m2, m4, m,6, m7, m9,  Positive attitude 918 between .593
m10, m12, m15, m18, 21  towards TAE ' and .858

) g m8, m11, m13, m16,  Being interested 883 between .646
m19, m20, m22, m23, in TAE ' and .801

Negative attitude between .513
3 5 m1, m3, m5, m14, m17 towards TAE .703 and 814
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As it is clearly seen in Table 15, the reliability coefficients of dimensions are between .703
and .918. Therefore, the scale is considered to be reliable since .70 and preferably higher is
an acceptable value for reliability (Biiyiikoztiirk, 2011; Fraenkel et al., 2011, p. 157).

Table 16 presents Descriptive statistics of the item total score of the scale.

Table 16.

Descriptive Statistics of the Item Total Score

Mean Std. Deviation Minimum Maximum
Total score 69.121 10.306 42 99

As it is seen, the mean was found as 69.121 (=69.121). The lowest total score in the sample
is 42 and the highest total score is 99.

3.5 Data Analysis

The current study involves both quantitative and qualitative data sources. Content analysis
was utilized for qualitative data. Both manual coding and Nvivo were used in qualitative
data analysis while the statistical analysis software called Statistical Package for Social
Sciences (SPSS) was used for quantitative data.

3.5.1 Analysis of the Qualitative Data

Before deciding on the use of a software package (NVivo) for the full study, the qualitative
data were initially manually analyzed as piloting process (Welsh, 2002) so that the
researcher could observe, control and manage the data. This process was not for any data
manipulation. Instead, it was conducted for the intention of enabling the researcher to take
precautions for data loss. It is not computer but the researcher who analyze qualitative data,
computer just design data (Merriam, 1998 p.167).

Mackey and Gass (2012) underline the importance of a systematic data coding process for
discovering, developing and forming well-grounded interpretations. While analyzing the

data gathered from the semi-structured interviews and focus-group interviews, Dornyei’s
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(2007) following stages were considered; a) transcribing, (b) pre-coding/coding, (c)
growing ideas, and (d) interpreting the data and drawing conclusions (p. 246). Content
analysis was used, which means that all categories were determined while analyzing the
transcripts. First, all data obtained from the semi-structured interviews and focus-group
interviews were transcribed, since the transcription is the first step of analyzing and
deducing themes (Rubin & Rubin, 2012). While transcribing the data, the researcher
omitted some words (e.g. hmm, uh, huh etc.) by adopting ‘edited transcription’ (Hansen,
2003 p. 136) in order to ease the analysis process. Second, the researcher read the data for
getting a general idea and for checking pre-coding. Then, the data were examined and
categorized. Finally, the same transcriptions were sent to an independent researcher in the
field of Measurement and Evaluation and the researcher was requested for labeling the
transcriptions. Miles and Huberman’s (1994) formula was applied for interrater reliability
which was found as 96%. The interrater reliability was found to be satisfactory since it
exceeded the threshold value (90%) determined by Miles and Huberman (1994).

As mentioned above, after the preliminary manual coding, NVivo 12 was chosen for the
full research, agreeing with Welsh's (2002) opinion that a combination of old (manual) and
new (computer) methods gives rise to best results. NVivo enables a user to import any
documents directly from a pdf, word or voice source and code them easily on screen (data
are "coded" at "nodes™ in NVivo). Also, as the program makes strips visible on screen, the
researcher can see all codes and categories or themes at a glance. Consequently, it is
generally accepted that, if used appropriately, such programs are effective in developing
data analysis process (Bringer, Johnston & Brackenridge, 2004; Johnston, 2006).
According to Richards (2002), researchers should not let software package manage their

data but instead, consider the software as a helper for their project.

3.5.2 Analysis of the Quantitative Data

Data obtained from the English Teachers’ Attitudes towards Recruitment System (ETARS)

were analyzed via the statistical analysis software called Statistical Package for Social

Sciences (SPSS). Descriptive statistics are presented including measures of frequency,

central tendency, and variability. The researcher has made use of these measures to

determine types of statistical analyses that have been applicable for the data (Mackey &

Gass, 2005). The statistical technique can be in the form of either 'parametric’ or 'non-
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parametric' tests according to the distribution of the data. The normality distribution of the
relationships between demographic variables and dimensions D1, D2, D3 together with the
item total score of ETARS was analyzed. The 'Z test', in which the statistical significance
of the skewness index is tested, is one of the tests that can be used for this purpose. The
fact that the p value calculated in the test result is less than o = .05 proves that the scores

come from the normal distribution (Field, 2009; Howitt & Cramer, 2011).

Kolmogorov-Smirnov normality tests were applied, and the data was noted to show normal
distribution. According to Tabachnick (2013), a ratio for skewness and kurtosis values
between -1.5 +1.5 is the indicator of normal distribution in a data set. T-test (Independent
Samples Test) and ANOVA tests were applied for the demographic variables two and three
or more categories respectively. For this reason, t-test was used when the population means
of only two groups was to be compared; however, ANOVA was preferred when means of

3 and more groups are to be compared.

3.6 Procedure

At the hearth of this study was the idea that education leaders must pay attention to teacher
selection and recruitment model because an effective teacher evaluation model contributes
not only teachers but also school and education improvement (Darling-Hammond, 2010b;
Liu & Johnson, 2006; Stiggins & Duke, 1988). In order to select and recruit the most
suitable student teacher from graduates, the MoNE has aimed to develop a selection
system, based on multi-evaluation resources such as undergraduate success, portfolio,
evaluation of practicum (teaching practices), interviews etc. (Teacher Strategy Paper 2017-
2023). However, developing a new model cannot be considered without taking into
account consequential and social validity of testing. Learning how education stakeholders
perceive testing can be helpful not only “in identifying aspects of a testing procedure that
trouble public stakeholders, the process also may vyield insights into the psychometric
notions of consequential and social validity.” (Hitchcock et al., 2015 p.2). To gain a richer
understanding of how education stakeholders perceive the current teacher evaluation
system and how they view an appropriate model for selecting and recruiting EFL teachers
in parallel with education needs of the country, a sequential exploratory mixed methods
research design was conducted to gather data. That is, the research begins with qualitative

phase and is followed by quantitative one.
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Phase one of this study included qualitative data from interviews of stakeholder who
participated in the present study and expressed their feelings and perceptions of evaluation.
First, researcher spent 8 months for examining the literature in order to probe the teacher
evaluation of different countries. In the same breath, the national education councils and
development plans of Turkey were investigated so as to draw a picture of Turkey’s
recruitment policy from the establishment of the republic to this day. Interview questions
were prepared for different stakeholders. Then, these questions together with interview
process were piloted to adjust the interview guide (Harding, 2013), which enables
researchers to delve into the participants’ views and experiences, and generate rich data
(Ryan & Cronin, 2009; Smith, Flowers & Larkin, 2009). Next, the interviews were
conducted with student teachers, in-service teachers, teacher trainers, education experts
and policymakers for the main study. Except experts and policymakers, all stakeholders
were those who are related to English language teaching. Interviews were held in June,
October and November 2017. The researcher had a talk with each participant either face-

to-face or on the phone before the interview was conducted for three purposes:

(1) to inform the interviewee about the scope of the study,
(2) to benefit from interviewee’s free time appropriately,

(3) to create a sincere atmosphere.

The majority was interviewed face-to-face; however, some participants had lack of time, so
they were reached by telephone. Both on a one-to-one and focus group interviews were
conducted. All interviews (except two) were audio recorded and then transcribed by
researcher. The data were analyzed via content analysis. Although researcher analyzed data
manually at the beginning of the study, he used NVivo 12 for the rest of qualitative data.

In the second phase of the study, it was aimed to reach more participants for generalization
issues. Due to the absence of a scale for gauging EFL teachers’ attitudes towards the way
they are recruited to public schools in a centralized system, researcher developed an
attitude scale for EFL context in which teachers are assigned centrally via standardized
high-stakes tests. For scale development, researcher joined a PhD scale development
course for one term. The instructor was a full professor who developed a few scales.
During the course, researcher created an item pool that consists of 81 items. In accordance
with the instructor’s suggestions, some items were omitted from the pool and 68 items
were used for piloting and administered to 319 English language teachers.
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ETARS was administered to EFL teachers through an online service. Participation in the
scale was voluntary. To ensure that only teachers who took OABT completed the scale, the
demographic information part was carefully prepared, asking the date they were assigned
to public school. OABT was introduced in 2013, so if a participant indicated any date
before 2013, their responses were eliminated and not considered during SPSS analysis. The
analysis of piloting provided three components, consisting of 32 items for the main study.
The new 32-item scale was administered to 271 English language teachers and reanalyzed.
At the end, 9 items were excluded from the scale. Finally, ETARS involved 23 Likert-type
scale response items, examining teachers’ attitudes about the way they are recruited. The

quantitative results were used for the last question which was for generalizing the findings.

3.7 Piloting Process

It is vital that data collection tools and procedures need to be piloted to identify possible
problems that may arise before actual work is undertaken and to take the necessary
precautions to address them (Dornyei, 2007; Tashakkori & Teddlie, 2003). Piloting as
"dress rehearsal” (Nunan & Bailey, 2009, p. 145) is an important way of determining the
applicability and usefulness of data collection methods and making necessary changes on
these methods before they are implemented with participants (Mackey & Gass, 2005, p.
43). From this point of view, both the scale and the semi-structured interview processes
were piloted. In this way, it was aimed to prevent problems that may arise due to the lack

of understanding of the questions or the problems that may occur due to voice recordings.

3.7.1 Piloting Interviews

Interviews are usually administered when in-depth information is required. They help
researchers discern the phenomenon from the interviewee’s account (Merriam, 2016).
Interview questions are central to the interviewing process, and piloting interviews is vital
so as to observe whether questions work. For example, during her pilot study, Castillo-
Montoya (2016) observed that interview questions and protocols could be enhanced
because it enables researchers to realize and identify the flaws and make necessary
modifications to the main study (Kvale, 2007). It includes all necessary precautions related

to interviewing protocols, from checking the suitability of questions to other issues (for
79



example, practicality of audio recorder, appropriateness of the place in which they are
interviewed). So, the interview was piloted with six participants (three student teachers and
three in-service teachers). Their responses were recorded by an audio recorder. Each
interviewee was asked to share his/her feelings about the question and the process. They
were also asked to express whether they got bored or whether they felt under pressure for
any reason. Their feelings and perceptions were informative in redesigning the process. All
audio recordings were transcribed to begin the coding and extracting phases. Then, codes
were gathered under categories. As a result of the piloting, one question was reformed as it

had ambiguity problem and three new interview questions were added.

3.7.2 Piloting Scale

Having found no scales related to EFL teachers’ attitude towards the way they are
evaluated, the researcher developed with the help of an expert in the field of scale
development. Any particular survey/scale requires piloting after being drafted. Researcher
outlines steps in which these instruments can be assessed. Some of these steps are as
followings (Willis, 2005 and Fowler, 2009 as cited in Hitchcock, 2015 p. 9);

(a) whether items seem adequate to assess the intended topic; (b) whether any words/items
are problematic in that they are confusing, offensive, or evince some level of ignorance that
will undermine trust; (c) whether the order of items appears to be problematic in any way; (d)
whether directions are clear and accurate and timing estimates are accurate; (e) whether any
technological applications (e.g. web-based surveys) are apparent; (f) whether the visual
layout is easy to follow and properly sub-divides items into logical sections; and (g) whether
response options match up well with items; and so on.

An 81-item pool was created; however, due to the suggestion of the instructor (an expert in
the field of scale development), so the number of items decreased to 68 for piloting. Before
the piloting process, the 68-item form was sent ten in-service English language teachers
who work in various school levels. They were requested to read the items carefully and
respond on each item. All items were checked according to their reflections, and the
necessary changes were done. Then, the piloting was conducted with 319 English language
teachers. A three-component scale, consisting of 32 items occurred after analysis. The new
32-item scale was administered to 271 English language teachers and reanalyzed. At the
end, 9 items were excluded from the scale. Finally, ETARS involved 23 Likert-type scale
response items, examining teachers’ attitudes about the way they are recruited.
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CHAPTER IV

FINDINGS AND DISCUSSION

This study aimed at suggesting a more valid, reliable and fair teacher assessment and
evaluation (TAE) model for EFL contexts where the recruitment of English language
teachers to public schools is centralized, by using a sequential exploratory mixed methods
research design. The perceptions of stakeholders may reveal problems related to aspects of
a testing procedure that trouble them (Hitchcock, et al., 2015) and act an important part of
the evidence base that is essential to evaluate the validity argument (Messick, 1989, 1995)
for the evaluation model. Thus, this dissertation approached the subject of stakeholders’
perceptions of teacher assessment and evaluation as validity evidence for recruitment
model. Semi-structure interviews and focus group techniques were conducted with student
teachers, in-service English language teachers, teacher trainers who work in ELT
programs, education experts, and policymakers in order to display how they perceive the
current recruitment model. An attitude scale was developed by the researcher by the help
of these perceptions and literature, and this scale was utilized to gather quantitative data
from in-service English teachers by revealing their attitudes towards the current
recruitment model. Accordingly, this part includes both quantitative and qualitative
findings together with their discussions. To make the study more user friendly, the

qualitative and quantitative findings will be presented under separate titles.

4.1 Qualitative Findings

The results are introduced with reference to the research questions of the study. The data
were analyzed through content analysis. Both manual coding and NVivo 12 were utilized.
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4.1.1 Findings Related to the Competencies That a Qualified EFL Teacher
Should Have

For the first qualitative research question, ‘Which competencies should a qualified English
language teacher have?’, it was aimed to display the competencies that were emphasized
by education stakeholders (student teachers, in-service English language teachers, teacher
trainers, education experts, and policymakers). The researchers decided to present the
opinions of all stakeholders under one title after analyzing the data carefully, because
almost all of them mentioned the similar competencies that an English language teacher
need to have in order to teach English effectively. During the coding process, it became
clear that all perceptions were either about knowledge, skills, or attitudes. Therefore, three
categories (knowledge-related competencies, skill-related competencies, attitude-related
competencies) were determined for the whole perceptions related to competencies of
qualified teachers (please see Table 17). In other words, although stakeholders listed a lot
of competencies for English teachers, the competencies were noted to be related to either

knowledge, or skills, or attitudes of student teachers.
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Table 17.

Competencies That a Qualified EFL Teacher Should Have

Categories Codes f
Has knowledge of subject matter 70
Has knowledge of underlying theories of teaching 62
(Has a repertoire of teaching techniques and approaches)
Knowledge—rglated Has knowledge of learners’ development (cognitive, linguistic, 58
competencies
social, emotional, and physical)
Has knowledge of curriculum 33
Has knowledge of legislation 18
Speaks English well 78
Transfers his knowledge into practice 71
Conducts enjoyable lessons 70
Uses technological tools 66
Skill-related : -
; Prepares and uses appropriate assessment and evaluation tools 65
competencies
Understands native and/or non-native conversation 59
Manages students and learning environment 55
Prepares, uses, and evaluates materials 53
Demonstrates a coherent writing 25
Loves his/her job 71
Considers learners’ needs 65
Demonstrates a fair attitude towards their students 55
Treats students as individuals 54
Being open to professional development 52
Being aware of the latest ELT developments (as a researcher) 44
Attltude-relgted Has warmth and tolerance 40
competencies
Has a good sense of humour 39
Establishes an effective interaction, communication and cooperation with 38
stakeholders
Being democratic and humanist 33
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4.1.1.1 Knowledge-related competencies

Data obtained from both focus group and semi-structured interviews showed that almost all
of the participants underlined the importance of subject knowledge. That is, stakeholders
stated that not only must an effective teacher, for example, analyze topics related to his/her
subject but also she/he could compare and contrast different teaching techniques and
methods for teaching her/his subject area. Some representative quotes are:

A qualified teacher must possess the required knowledge of the subject s/he teaches. How

can | say? A classroom environment is similar to a film stage. The actor must know the script

well no matter how good s/he is.... Of course, in addition to subject knowledge, s/he should
know how to teach it... (T6)

While demonstrating micro-teaching activities, our lecturers constantly suggest us to be
prepared in the subject that we would teach. We recognize the importance of these warnings
and suggestions during practicum. Students get bored easily in the lesson of a teacher who
does not possess the required subject knowledge or the knowledge of conveying information
to learners. (ST8)

Content knowledge and pedagogical content knowledge are a must for a qualified teacher.
Teachers cannot teach their subjects if they do not have such knowledge. (PM1)

The majority of the participants stated that English language teachers should know the
underlying theories of teacher education and second language acquisition. Likely,
according to them, an English language teacher is expected to have a rich repertoire of
techniques and methods in order to attract students’ attention. They believe that if a teacher
does not have such knowledge, s/he cannot teach an enjoyable lesson. As a result of this
knowledge, teacher considers learners’ development (cognitive, linguistic, social,
emotional, and physical) while preparing, presenting, and evaluating tasks and lessons.

Here are some representative quotes:

We suggest our student teachers to spend more time on techniques, approaches, and
principles in language teaching. Such knowledge helps them conduct lessons in accordance
with learners’ needs and levels so that their learners do like English lessons. (TT3)

A good knowledge of second language learning theories helps teachers create appropriate
tasks for students, taking into account their age, development, psychology, other important
issues. They know that students are culturally and linguistically diverse in their classrooms,
so they develop materials, assessments tools, and instructional teaching strategies
accordingly. (EE1)

When | case myself, considering my English teacher at the upper secondary school, I can say
that if a teacher does not know the underlying principles of language teaching and learning, it
is imperative for him/her to follow a one-size-fits-all lessons, ignoring his/her learners’
needs. (ST1)
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I graduated from a well-known university. During my first year experience at a lower
secondary school, even my undergraduate knowledge about the principles and approaches of

language teaching and learning helped me keep in mind my learners’ needs while teaching
them. (T5)

Some participants underlined the importance of curriculum and legislation knowledge.

Here are some representative quotes:

An effective teacher is expected to have a good knowledge of curriculum, because their use
of curriculum knowledge probably influences their teaching. (PM5)

| pay attention to curriculum. | prepare my lesson plans based on that knowledge. (T14)

4.1.1.2 Skill-related Competencies

When the data were analyzed, it was observed that all educational stakeholders of this
study were not satisfied with the language proficiency of our English teachers. The most
underlined component is the speaking ability. The fact that all participants mentioned
speaking ability demonstrates that one of the most important competencies that an English
language teacher must have is being good at speaking English. Some of the comments
were:

An effective language teacher must be good at language proficiency. I mean... well...

speaking, writing, reading, listening, and grammar are important components that English

teachers need to have. However, especially, a good pronunciation and a fluent speaking are

sine qua none of English language teachers. The teacher cannot improve his/her learners’

speaking and listening skills unless s/he possesses a fluent and accurate speaking ability.
(PM4)

English teachers should master the target language and have fluent and accurate speaking
ability. Do you know how we benefit from a good speaking in the class? When | speak
Turkish in the classroom, they do not take a positive attitude towards English language.
Instead, when | speak English with my students, they start to join the lesson, and become
aware of the importance of learning a new language, which contributes to conducting an
efficient and fun lesson. (T7)

Without speaking, it does not make sense to use the language, so speaking skill is of
importance. Then comes other skills such as listening, reading, and writing. (ST28)

Some participants criticized the teacher assessment model, since it did not gauge the

productive skills. They indicated that because language proficiency of teacher is not
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assessed, it is not at the desired level, and even ELTE programs do not pay attention to that

issue:

In my opinion, if you do not assess something, you cannot develop it. For example, the
MoNE ask us perseveringly to enhance students’ four skills. However, we are given limited
course hours and students English is assessed via multiple choice questions. The only
indication of the students’ success is the number of correct answers they did in examination.
Thus, we focus on improving their question solving strategies. (T1)

A teacher may get high scores from a language proficiency test which was conducted in a
multiple-chose format, but s/he may not be able to speak well, and have a listening and
writing ability. For this reason, student teachers must be subject to four skill-based exams for
language proficiency. In other words, it is not possible to assess someone by measuring
his/her knowledge of grammar, vocabulary, and reading through paper-pencil exams. (TT6)

Student teachers usually do not consider four skills during undergraduate period, because
they spend all time and effort for components which are asked in high-stakes examinations.
According to my experience, teachers who ignored those skills use, especially, productive
skills very limited. (EES)

Most of the participants asserted that competent English language teachers create a nice
environment in which students enjoy lesson. They stated that competent English language
teachers take into account students’ needs and development (cognitive, linguistic, social,
emotional, and physical) while preparing, using, evaluating materials. Not only are they
very good at teaching language to students but also they manage students and learning

environment;

Having a good level of knowledge-related competencies does not guarantee quality teaching.
Teachers need required skills for transferring what they know to their students. They carry
about how to teach, so they take into account students’ cognitive, linguistic, social,
emotional, and physical needs while preparing materials, activities, and assessment tools.
(TT4)

For me, a good English language teacher is someone who can teach. He gives instructions,
prepares activities, and chooses assessment types and tools in accordance with students’
needs, uses various techniques. (ST13)

First, a qualified English teacher should use target language and enjoy teaching it. Then, she
or he can create a good learning environment in which students join the lesson and are
willing to spend time. (T20)

More than half of the participants referred to the importance of technology literacy. They
stated that English language cannot be taught without using technological tools, so they
should be technologically competent. The term technology literacy does not mean only
using and managing technological tools; instead, refers to the ability of utilizing these tools
for accessing, constituting, combining, evaluating, interpreting and communicating
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information. That is, they apply these tools not only for their professional development but
for letting students experience a productive and enjoyable lesson:

Now, there are smartboards in almost all classrooms. | believe that my technology literacy is
very good. | am taking online courses from universities in foreign countries. I am following
the forums in order to learn what's happening in ELTE programs in the world. In this case,
you can conduct lessons from different perspectives thanks to these different sources. On
other side of the coin, there are classes taught by teachers who use only course books. Can
you imagine the difference between students of these two different classrooms? I've been
using a smartboard for a year. | can see the difference between my last and this year teaching.
Kids have started to like this lesson... (T2)

With the development of technology, the new generation and its interests are changing very
rapidly. We witnessed a lot of different things during practicum. For example, | heard that
students were talking about a new video on YouTube. The following week, | showed them
the video they had mentioned. As they were interested in that video, they all started to pay
attention to the lesson. It was really an enjoyable lesson. (ST18)

4.1.1.3 Attitude-related competencies

Almost all of the participants stated that the most prominent competency that an English
language teacher should have is that she or he has to love his profession. It is interesting
that those who chose the teaching job due to other reasons (e.g. pragmatic) also expressed
that love of profession is an indispensable inducement. That is, no matter why people
choose teaching as a profession, when they start to teach English, they must have a strong

loving for their job.

We are three English language teachers in this school. Like me, Aysun Hoca (pseudonym)
loves her profession. She is so happy and really conducts very enjoyable lessons; thus,
students like English. However, Aykut Hoca (pseudonym) complains about being here and
made a confession that he would leave the business at first opportunity and settle abroad.
This unrest is reflected even in his gestures and facial expressions. Unfortunately, students
get bored and are not happy in his lessons. (T9)

...Teachers should love their profession. Otherwise, neither do students, parents nor
administration want to see an ill-humoured teacher. Such a teacher himself or herself does
not want to go to school anyway. S/he should love his/her job, has a smiling face, and must
be open to different views. (T19)

Most of the participants asserted that a competent teacher should consider needs of the
learners, demonstrate a fair attitude towards them, and respect them as individuals. Here
are some extracts:
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It is very important that an English language teacher be patient, has emphatic thinking, and
considers learners’ needs. S/he knows that they are children and so they have different views
of life. That’s why, s/he designs learning environment accordingly. Also, a teacher should
not be impatient; instead, should care about the thoughts of others. (EE8)

An English teacher should love and value his/her students, should not be prejudiced against
them, and should take into account their all needs. (ST7)

An English teacher should know that each student is unique, so the instruction process should
be designed accordingly. S/he must see each of them as a jewel. (TT5)

A large number of the participants acknowledged that a competent English language
teacher should be open to both personal and professional development so that s/he can
aware of the latest issues regarding ELT. Thinking so, they affirmed that an English
language teacher must keep himself/herself up-to-date. In other saying, an English
language teacher is also a researcher who searches new ELT developments. Some
examples are as followings:

A teacher should be eager to learn new things because s/he is also a researcher. She or he

should not be contented with her/his previous knowledge. The more a person reads and

investigates, the more his/her attitudes and perspectives towards students change. This idea
lets you be aware of the learners’ needs, believe that each student is unique. (EE7)

| think that the most important feature that a teacher should have is developing
himself/herself. That is, after graduating from the department, s/he should not consider that
s/he is competent and that there is no need for looking for what is happening in the field.
Instead, the teacher should have a continuous search for learning new developments in the
field so that s/he can add more things to students, because children differ from each other,
they were born with very different features, and affected by its surroundings very differently,
so we need to know how we should address them. (T3)

Some participants listed having warmth, tolerance, empathy, sense of humour, establishing
effective interaction, communication and cooperation with stakeholders, and being
democratic and humanist as competencies that an English language teacher should have.
They drew attention to the personality trait so as to underline its importance for being an

effective English language teacher. Some examples are below:

English language teachers are those who should respect people that have different views and
prototypes. They must be democratic and humanist. It is certainly important that teachers do
not let their ideologies enter the classroom. (T8)

In addition to language proficiency, the personality is of importance. The teacher should have
warmth and tolerance, and demonstrate a sensitive understanding of empathy. The teacher
should consider how the students think and feel about learning so that learning process
becomes enjoyable and productive. (PM2)
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Character, temperament, conscience, and psychology are very important in teaching. If the
teacher cannot act as a child while teaching to children, s/he cannot do or continue the
teaching profession. S/he should embrace a democratic classroom. This teacher establishes
an effective communication with stakeholders and interacts democratically. (EE2)

Students do not want a serious and surly teacher. Instead, if they face a teacher who has sense
of humour, take a positive attitude toward school, teacher, coursework and each other. |
believe that since humour increases students’ motivation, it enriches not only the learning
environment but also students’ learning opportunities. (ST25)

4.1.2 Findings Related to the Perceptions of Stakeholders of ELTAE

By asking ‘What are the perceptions of educational stakeholders of English language
teacher assessment and evaluation (ELTAE)?’, it was aimed to examine the perceptions of
educational stakeholders towards the assessment of English language teachers. Another
goal of this research question was to reveal the impact of the TAE on education and
stakeholders. In other words, stakeholders both informed the readers about how they
perceived teacher assessment model in Turkey, and they mentioned how this model
affected student teachers, in-service teachers, and education. The data displayed that while
student teachers postpone some skills until they PASS the examination, in-service teachers
think that it is too late (PAST) to compensate these skills appropriately. According to other
stakeholders (teacher trainers, education experts, policymakers), the current TAE prevents
teachers to be CEO of their profession. The acronyms (PASS, PAST, CEO) are presented
in the following sub-questions. In order to visualize the whole picture and in order to make
it possible for the readers to understand how these categories affect each other, the
researcher presented perceptions of all participant in a single figure in the part 5.1 The
Need for IDEA (please see Figure 5).

4.1.2.1 Findings Related to Student Teachers’ Perceptions of ELTAE

The first sub-question of this research question was ‘What are the perceptions of student
teachers of ELTAE?’. Student teachers voiced the challenges they faced due to the TAE
model in Turkey. After reading the qualitative data carefully, four categories were found,
namely “priority of system requirements”, “anxiety”, “skill delay”, and “shortcomings”. As
can be seen in Table 18, the acronym PASS emerged from the initial letters of those four

categories.
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Table 18.

The Impact of the TAE on Student Teachers

Categories Codes f
OABT 31
P“Of'ty of system Literacy & numeracy 25
requirements
Educational sciences 8
Stress 31
Fear of not finishing all subjects 28
Anxiety
Social pressure 15
Family pressure 9
Speaking 31
Technology use 30
Skill delay
Productive skills 25
Listening & writing 15
Good pronunciation 31
Technology literacy 30
Shortcomings Teaching practice 25
Assessment literacy 20
Material development skill 19

4.1.2.1.1 Priority of System Requirements

In general, student teachers were observed not being happy with Turkey’s TAE model.
They complained about the inadequacy of the model as it did not include and gauge all
required competencies. According to the student teachers, they start to pay attention to
components that are assessed, because thousands of student teachers apply KPSS every

year and the government employs teachers among those who have the highest scores. To
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be successful in the assessment and evaluation process, student teachers both join private
courses and spend their time for studying only subjects that are assessed in the KPSS, such
as OABT, general culture, general ability, and educational sciences. Some representative

examples were as followings:

In fact, Student teachers’ literacy and numeracy knowledge, their speaking ability... I mean
all competencies should be assessed. And it should not be only knowledge-based, but
whether they can use this information in the real classroom environment must also be taken
into account. The TAE model, unconsciously, leaves us no choice but the memorization of
information. (ST3)

As you know, there are many subjects in KPSS such as Turkish, math, history, educational
sciences, content knowledge, subject knowledge... and many other issues. They are mostly
knowledge-based and require good memorization ability. Therefore, we need to spend lots of
time to memorize these subjects. (ST15)

We have many friends who cannot really teach, because the current TAE model does not
distinguish those who can act teaching profession very well from those who cannot. Very
recently, interview has been introduced, but it does not serve the intended purposes, because
no rubrics or criteria are used for evaluation. So, student teachers attach importance to their
appearance. For example, the interviewee wears a beautiful dress, gussies up, or wears his tie
during the interviewee time so as to make a good impression. (ST10)

I do not believe in the fairness of KPSS as it does not gauge all competencies. As a result, to
be honest, | do not allocate time to topics that are not on the exam. | can handle them later; |
mean when I become an English teacher. At the moment, it is time to study topics of OABT,
general culture, general ability, and educational sciences. (ST30)

4.1.2.1.2 Anxiety

Student teachers complained about the stress and fear that aroused due to the nature of the
current TAE model. They accused KPSS of having an abundance of topics that needed to
be memorized and ignoring skill and attitude-related competencies. Naturally, lots of
topics cause stress due to fear of not finishing all topics. Here are some representative

examples:

Each examination may cause stress. However, the case of KPSS is totally different. It only
takes into account student teachers’ memorization, which means that we need to memorize
hundreds of techniques, methods, approaches, theories, and their underlying principles.
Comprehending them requires a great deal of effort and time. | do not know whether we will
cover all of them or not. This uncertainty really frightens me. (ST2)

I am a good student at the department. Yet, | have enrolled on a course for KPSS, because
there are a lot of issues to be studied. | have started to see horrible dreams. | am not sure
about finishing the whole required documents. Thus, | am really afraid of KPSS and this fear
brings stress. (ST9)
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Some of the student teachers also stated that, in addition to stress, both family and social
pressure contributed to the occurrence of anxiety. According to them, their families and
surroundings expect to pass examinations as soon as they graduate from the university.

Here are some comments of the student teachers:

Once you graduated from university, your family consider as if you were an English
language teacher. This expectation is causing a serious feeling of anxiety. (ST4)

If you are not recruited to a public school even in the first year of graduation, your friends,
relatives, and neighbors start to see you as an incompetent person. For this reason, even the
thought of not being assigned scares me. (ST11)

KPSS equals anxiety. Even if my parents do not tell me directly that they anticipate me to
pass KPSS so as to be recruited to the public schools, | can see these expectations when |
look into their eyes. (ST21)

According to some student teachers, TAE model ignores many features that need to be
considered while assessing and evaluating student teachers, such as their university
entrance score, their success at the university (e.g. grade-point average, practicum), and so
many other important features. To clarify the issue, here is a representative example

suggested by a student teacher:

Examination conditions are not fair and equal. For example, for studying in this university, |
got 434 points (T8) while my got into a university with 370 points... or for instance, my
grade average is 3.85 out of 4 whereas there also students whose grade average is 2.00 out of
4. However, TAE model does not take into account these scores while evaluating student
teachers. Instead, the only determinant criterion is the score they receive in KPSS. This
unfairness and inequality is the source of the anxiety. (ST5)

4.1.2.1.3 Skill Delay

As mentioned before, student teachers stated that since they were not asked to demonstrate
their teaching ability and language proficiency, they allocated their time to topics that were
on the exam so as to response to the system requirements, which caused student teachers to
feel under pressure. Hence, to overcome anxiety, they started to ignore skills that were not
on the KPSS. The most ignored one is the speaking skill which was emphasized by all
participants. In this respect, a few examples were:

Although we know that speaking is a must for an English language teacher and pronunciation

is an important component of speaking skill, we delay speaking skill due to the urgency of
OABT, general culture, general ability, and educational sciences. (ST11)
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I really care about pronunciation and speaking but | have to admit that | do not pay enough
attention to them. Nevertheless, | spend most time to other issues that we are asked to do in
KPSS (e.g. teaching knowledge, content knowledge, general culture, general ability, and
educational sciences), because | need to comprehend these components in order to be
successful in the examination. (ST6)

All of the student teachers (except one of them) underlined the importance of technology.
According to them, an English language teacher must be capable of technology literacy.
However, they warned that as TAE model forced them mingle with the components of

KPSS, they decided not to spend time with technology related things:

I do believe that an English language classroom should be equipped with technological tools.
Likely, an English language teacher must be technologically literate. Technology literacy
includes not only the knowledge of turning on/off the computer, or using web tools, but also
it refers to the ability of utilizing these tools for accessing, constituting, combining,
evaluating, interpreting and communicating information. Thus, technology skill requires
more interests and time. However, there is lack of time, so we feel obliged to focus on the
topics we are asked to do. In this case, like many other skills, issues related to technology are
postponed to another time. (ST12)

Technology is constantly evolving and changing. Something that is very popular today may
be outdated tomorrow. Thereof, the teachers should be interested in the new developments in
order to be aware of them. And this interest requires more time and effort, but we do not have
so much time and our technology literacy is not assessed. So, we give priority to the topics
on the exam. (ST14)

Some student teachers asserted that they had to put the writing and listening skills aside
due to TAE model:

All four skills of an English language teacher should be assessed before they are employed.
For example, he or she can be asked to write a coherent letter or something else. If our TAE
model asked teachers to demonstrate a writing performance, all English language teachers
would write coherent and cohesive essays. (ST24)

When | did listening activities during practicum, | realized that | was having trouble with
some listening parts. We do not have an intensive English speaking and listening program,
unfortunately. In addition, these skills are not assessed. So, we delay these skills till we pass
the KPSS. (ST16)

4.1.2.1.4 Shortcomings

As mentioned before, student teachers stated that since they were not asked to demonstrate
their teaching ability and language proficiency, they allocated their time to topics that were

on the exam, which resulted in delaying some skills. Consequently, they graduated from
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university with lack of some skills. One of these skills is the lack of a good pronunciation
that causes non-fluent and inaccurate speaking ability. All student teachers blamed the
TAE model for the occurrence of the bad pronunciation and inaccurate speaking ability. A

few of their statements are below:

The biggest disadvantage of this university is the fact that it does not have an English-
medium education system and Turkish is mainly used in many lessons. Actually, only a few
lecturers use English intensively, so we are not very fluent in speaking English. But as we do
not have enough free time due to topics of KPSS, we do not pay the required importance to
the speaking skill. We find postponing speaking skill more reasonable, thinking that we can
deal with it after being recruited a public school. (ST17)

Now I am busy with some other issues... if our speaking, writing, or listening were assessed,
we would take into account those skills... but after I become an English language teacher, |
will spend a lot of time to enhance my, especially, productive skills. (ST27)

Almost all of them agreed that, in addition to speaking skill, technology literacy skills were

also ignored:

Technology and technologically literate teachers are sine qua none of English language
classrooms. However, the lack of time for preparing KPSS related topics make us disregard
technological developments. (ST19)

I am not technologically competent, and perhaps | will graduate from university with that
shortcoming, because | feel obliged to focus only on the topics that are on exam. (ST29)

Some student teachers stated that they lack teaching practice, assessment literacy, and
knowledge of material development skill because of the TAE model. Some representative

anNSWers were:

We are not asked to demonstrate our teaching ability, so we allocate our time to the
requirements of the examination (KPSS). We are observed once or twice during the
practicum. | have heard that some universities did not supervise their senior students.
However, in this process, senior students should be observed many times and assessed
regarding their teaching ability, classroom management, material preparation and
development, interaction with pupils, preparing lesson plan... etc. Since those competencies
are taken into consideration, we finish the department with shortcomings. (ST22)

I wish the TAE assessed and evaluated our assessment literacy. Because if it did, both we and
the lecturers would spare time to develop our assessment knowledge. Like me, a lot of
friends do not know how to assess young learners. Likely, we are not competent enough to
assess and evaluate the speaking skill analytically. (ST20)
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4.1.2.2 Findings Related to In-Service Teachers’ Perceptions of ELTAE

The second sub-question of this research question was ‘What are the perceptions of in-
service teachers of ELTAE?’. When analyzing the data gathered from the in-Service
English language teachers who were requested to describe the impact of the TAE model, it
was observed that their explanations were in parallel with the shortcomings that student
teachers mentioned due to TAE model in Turkey. Four categories emerged from codes,

29 €¢ 2% ¢¢

namely “practice”, “assessment”, “speaking”, and “technology literacy”. As can be seen in

Table 19, the acronym PAST emerged from the initial letters of those four categories.

Table 19.

The Impact of the TAE on In-Service Teachers

Categories Codes f
Learners’ needs 25
Learners’ grade 25
Practice
Classroom management 19
Effective use of time 15
Assessing learners 25
Assessment
Assessing skills 25
Intelligibility 25
Speaking Fluent speaking 23
Accurate pronunciation 23
Using technological tools 23
Using technological programs 22

Technology literacy

Combining technological, pedagogical and content knowledge 18

Using web tools 17
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4.1.2.2.1 Practice

In-service teachers were invited to recount the impact of the TAE model in Turkey. Like
student teachers, they found the TAE model inadequate as it did not include and gauge all
required competencies. They were found to dwell on shortcomings underlined by student
teachers. The first one was about the teaching problems they encountered in the real

classrooms. Some representative examples were as followings:

I was recruited to a primary school as soon as | graduated from the university. The first year
was very difficult, and I told myself: “Yes Aylin (pseudonym), welcome to the real world!”.
In fact, | had a successful practicum experience, but | did my practicum at a high school. |
had never taught to young learners, who are totally different from adults. Young learners and
adults differ in many respects (for example, their cognitive, social, emotional, and physical
needs and development. Even though we had Teaching English to Young Learners lesson,
we had difficulty in teaching to young learners in the real classes. | had to spend a few
months to read articles and books in order to master their needs and development (cognitive,
social, emotional, and physical). (T4)

During the practicum, you see how the real classroom environments differ from the “virtual
world” which was created in micro teaching activities. You witness the troubles that are
faced in real life. Our mentor did not give us any feedbacks. To be honest, she did not even
join lessons for two months. That’s why, we were not informed about how to overcome
problems when facing troubles. These are due to the limitations of the TAE model, because if
the practicum had been considered when recruiting English language teachers, all institutions
and stakeholders would have paid attention to our teaching abilities. (ST10)

While performing micro teaching tasks, our lecturers were instructing us carefully. In
addition to feedbacks, they also guided us about how to behave in order to create a real-life-
like classroom. In my turn, for example, the lecture said: “One of you will cry... You two, do
not join the lesson... etc.”. Because of the fact that we were trying to help our friends during
micro teaching activities in order to prevent them getting bad scores, every stage seems to
work well. However, in reality, we had both time related problems and problems regarding
classroom management. (T25)

4.1.2.2.2 Assessment

In-service teachers declared how they were faced with assessment problems due to the
nature of the TAE model. According to them, the assessment related questions in KPSS
gauge candidates’ knowledge of certain terms (e.g. validity, reliability, mod, median, and
formulized questions). Some of them stated that the scope of the testing, assessment and
evaluation related lessons should be extended so that teachers could be able to assess not
only young learners and adults, but also they could gauge learners’ skills such as speaking,

writing, listening, reading, grammar... etc. In-service teachers stated that the reason behind
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the in-service teachers’ being lack of assessment literacy was due to the TAE model since

it does not consider such issues. Here are some representative examples:

Theoretically, we learned lots of things about how to assess both young learners and adults.
But that information does not work well unless you use it for real interlocutors. In my
opinion, it resembles a driving test. You may get the highest score, but it does not guarantee
that you are a good driver. (T21)

I was recruited to a pilot school in which there was an intensive English program. Fifth grade
students were taught English for 15 hours a week, and teachers focused on each skill (for
example, speaking, writing, listening, reading, grammar) separately. During the first year of
my teaching experience, | realized that | was assessing both students and their skills
holistically. Last year, I join an ELT conference where | noticed my assessment shortcoming.
(T11)

4.1.2.2.3 Speaking/Pronunciation

As mentioned before, in-service teachers were not happy with the TAE model since they
were not asked to demonstrate their speaking ability and language proficiency. According
to them, speaking is a topic that needs to be focused on, especially during undergraduate
period. As it was discussed in 4.1.2.2 Findings Related to Student Teachers’ Perceptions of
ELTAE, speaking ability was delayed by student teachers due to the ignorance of the TAE
model, and speaking skill was believed to be developed later. However, in-service teachers
indicated that speaking skill must be dealt with during undergraduate education.
Otherwise, it becomes too late to overcome that trouble. In this respect, a few examples
were:

I strongly believe that our language proficiency should be assessed via examinations such as

TOEFL and IELTs. | do believe that there is a positive correlation between the level of our

language proficiency and the TAE model. | have problems with my proficiency, especially

with pronunciation. And, to me, after graduating from the department, it is not easy to
overcome it. We should have managed it during undergraduate period. (T15)

I have friends who had terrible pronunciation. These friends are English language teachers. |
really feel sorry for the students in their classes. This situation is a proof of the insufficiency
of the TAE model in selecting and recruiting teachers. (ST16)

| have read somewhere that if you do not test a skill, the related skill will be ignored by
teachers and lecturers. Consequently, expecting that skill be developed is nor reasonable. The
TAE model and the situation we are in are a good example of that saying. Our skills are not
assessed when being recruited to public schools. That’s why, neither did us nor lectures pay
attention to those skills, specifically speaking ability. The result, as you know, is not
pleasant. (T12)
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4.1.2.2.4 Technology literacy

In-service teachers stated that they graduated from university with limited knowledge of
technology. In-service teachers blamed the TAE model for this limitation. Most of them
agreed that technology literacy skills were ignored, so they are not technologically
competent. The perceptions of some in-service teachers support the idea that if the
examination board starts to give more place and importance to the candidates’ ability of
technology use, English language teaching programs will revise their curriculum by adding
new technological courses so that not only will teachers be aware of the new technological
development (e.g. hardware, software, web tools etc.) but also they will be able to use

technology for teaching English. A few of their statements are below:
We were not exposed to the technology when we were students at the university. The only
technology related lessons were Computer | and Computer Il in which we learned how to use
Microsoft word program. | think that there should be lessons that would enhance student

teachers’ technology literacy. 1 graduated from the wuniversity with technological
shortcomings, because of focusing only on the topics that were on examinations. (T17)

The undergraduate lesson might contribute to our knowledge about the technology but we are
not able to use it effectively. We need to be supported to gain experience using the
technology so as to be able to accomplish technological tasks. (T13)

Basically we might learn what this technology could do, (which is about the declarative
knowledge). However, the TAE model should ask us to answer how we use this technology,
(which is a form of procedural knowledge). If we become able to answer the second
question, our technology literacy will improve. (T23)

In this era, each student deserves a technologically literate English language teacher. There
should be a continuing support via both undergraduate lessons and INSET programs. In
addition, the technology literacy must be measured to reinforce its importance. (T18)

4.1.2.3 Findings Related to Teacher Trainers’ Perceptions of ELTAE

The third sub-question of this research question was ‘What are the perceptions of teacher
trainers of ELTAE?’. The data gathered from the teacher trainers were transcribed
carefully in order to display their perceptions towards the TAE model in Turkey. The
perceptions of teacher trainers play an important role, because the future teachers are
educated, prepared and graduated by teacher trainers. According to them, the current TAE
model does not gauge a student teacher’s strengths and weaknesses through multiple
choice questions. Instead, it chooses the student teachers who are good at memorizing

knowledge. The biggest problem, as they stated, is that it does not provide any information
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about whether the candidate is able to teach or not. That is, it is inadequate and fails to
differentiate among student teachers. Teacher trainers had the following opinions:

A teacher’s literacy and numeracy are important, and they are assessed in KPSS. There
seems to be a connection between OABT and the courses that they study at the
undergraduate level, so OABT can be welcomed. Nevertheless, these components are not
informative in revealing what a teacher can do in classroom. Do you know what it means? It
means that the current TAE model in Turkey does not distinguish those who can teach well
regarding learners’ needs from those who are far away from the teaching profession. If it is a
teacher evaluation exam, it should take into account the teacher’s teaching performance,
language proficiency based on four skills, classroom management... etc. I mean a student
teacher’s performance must be observed in order to see whether s/he can interact with
students, whether s/he can teach, whether s/he can speak target language fluently, whether
s/he is competent in required subjects or not... etc. (TT1)

Turkey is experiencing an oversupply of English language teachers, so there should be some
kind of examinations. However, the problem is related to the structure of the TAE model. It
gauges knowledge of student teachers through paper-pencil examinations. Any graduates of
ELT programs (or English language and literature, American Culture and Literature,
Department of Translation and Interpreting, Department of English Linguistics as long as
they have pedagogical formation) can pass the examination, if they are good at memorizing
information. We need a system which will eliminate unqualified student teachers whereas
choose the right person for the teaching profession. (TT9)

Some teacher trainers underlined the importance of teachers’ personal and professional
development. According to them, the TAE model of a country must evoke the necessity of
looking for new ELT developments to the student teachers. They stated that if student
teachers gain positive attitude towards openness to personal and professional development,
they will always follow new developments even after being an English language teacher.
And they warned that if not, they may act teaching profession based on their prior

knowledge:

The current system dictates unconsciously that a student teacher must spare his/her time for
studying knowledge-based information due to the format of the TAE model. That’s why,
student teachers do not gain the habit of developing themselves. As a result, when they
become teachers, they try to conduct lessons based on their undergraduate knowledge. But,
we know that teachers, especially English language teachers, must be technologically literate
to make lessons both productive and enjoyable. For having required technological knowledge
and for being aware of the new developments in language teaching, an English language
teacher needs to be open to personal and professional development. (TT2)

As stated by some teacher trainers, although competencies that an effective English
language teacher should have may differ from country to country, the underlying principles

are common in all contexts, such as having good language proficiency, being
99



technologically literate, having required knowledge and skills of effective teaching...etc.
They suggested that the TAE model should be designed or revised accordingly. They
added that assessing and evaluating student teachers in our country is used for the purpose
of eliminating candidates via multiple choice questions. So, those who do not deserve
teaching job may be recruited to public schools because of indistinguishability of the TAE

model:

On the one hand, we suggest our student teachers to enhance their language proficient, follow
recent ELT developments, improve their assessment and technology literacy, pay attention to
teaching practices, know how to prepare and use materials appropriately, and be informed
about curriculum and legislation, but on the other hand, nearly none of these competencies
are kept in mind while recruiting teachers to public schools. We urgently need a teacher
assessment system that can differentiate among student teachers. In order to do so, multiple
sources should be applied:

1- student teachers’ scores of micro teaching activities,
2- their scores of material evaluation course,
3- their practicum scores,

4- their language proficiency scores based on four skills. (TT8)

4.1.2.4 Findings Related to Education Experts’ Perceptions of ELTAE

The fourth sub-question of this research question was ‘What are the perceptions of
education experts of ELTAE?’. The fourth sub-question aimed to unveil the education
experts’ perceptions of ELTAE as well as benefit from their suggestions. These education
experts were chosen purposefully for three reasons: (a) they contributed to the last national
education councils, (b) they were those who played active role in determining the content,
duration, and format of OABT, (c) they have been invited to almost all teacher and
teaching related workshops organized by the MoNE, OSYM, and YOK since the last
decade. So, their perceptions of Turkey’s current TAE model are of importance. According
to them, the rationale behind the current TAE model is due to the practicability (or
manageability) issues. They declared that, notwithstanding the issue of practicability, the
current evaluation model should be revised immediately or new components should be
added with the aim of developing a new TAE model that can determine whether the
student teachers are able to teach and whether they are the right persons for the teaching

profession or not. Education experts had the following opinions:

Both in the national education councils and in development plans, all stakeholders emphasize
the importance of teacher effectiveness since an effective teacher motivates and engages his
or her students in learning, and uses techniques which best fit his/her students’ learning
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needs. From this point of view, having effective teachers in all classrooms becomes a hot
issue in these councils and development plans. We know that without a good teacher
assessment and evaluation model, it is not possible to bring students and effective English
language teachers together in a classroom. So, a great attention should be paid to the way
how a language teacher is selected and recruited to the public schools. The current TAE
model in Turkey does not distinguish effective student teachers from ineffective ones,
because it does not consider the student teachers’ teaching performance and especially their
language proficiency based on four skills. There are English language teachers who cannot
speak target language fluently. Likely, there are English language teachers who just do the
job for economic concerns. The TAE model should ensure that the right person is selected. It
may not be as practical as the current one, and it may also require more time, effort and
money; however, it worth developing and conducting such assessment and evaluation model
for a quality education. (EE3)

In all educational conferences, the importance of 21% century skills is emphasized. As it is
known, we are in a digital society, and in order to contribute to students’ success in this
rapidly changing environment, we should provide them with 21% century skills, such as
technology literacy, leadership, productivity, communication. However, the current TAE
model does not allow us to assess these skills. This model should be revised as soon as
possible so that it could take into consideration the student teachers’ communication ability,
classroom management, leadership, technology literacy, curriculum literacy...(EES)

In our context, the TAE model may require some kinds of examinations for the purpose of
evaluating student teachers, but it should not only consist of paper-and-pencil tests. Instead,
the content of the exam should be more practice oriented in terms of quality and scope.
Because it is not possible to assess all competencies that an English language teacher should
have via paper-and-pencil tests. From this aspect, the current TAE model has deficiencies.
(EE5)

Like teacher trainers, education experts stated that the underlying principles of
competencies that an effective English language teacher should have are common and they
can be listed as having required assessment knowledge, having a good language
proficiency, being technologically literate, having required knowledge and skills of
effective teaching. They added that although the TAE model is being implemented due to

the conditions of the country, it needs to be revised as soon as possible:

The aim of the current TAE model is to find some solutions for the existing complaints and
reactions. There are a lot of candidates, and you just allege the results for the rationale behind
the elimination. That is, this model does not help you choose student teachers who have
required assessment and technology literacy; who know how to prepare and use materials
appropriately; who always look for new ELT developments; who have the required
information, ability and attitude regarding teaching English; who have the required
information of curriculum and legislation. From this point of view, the current TAE model
should be revised as soon as possible so that it could take into account the aforementioned
competencies. (EE8)

101



4.1.2.5 Findings Related to Policymakers’ Perceptions of ELTAE

The last sub-question of this research question was ‘What are the perceptions of
policymakers about ELTAE?’ In order to display the perceptions of policymakers towards
the TAE model in Turkey, the data were transcribed carefully. Their perceptions are of
importance, because the final decisions are shaped by them. Like other stakeholders, they
believe that it is not possible to assess and evaluate student teachers via current TAE model
as it does not distinguish effective teachers from ineffective English language teachers
through multiple choice questions. Instead, it is applied, as they stated, to eliminate the
student teachers without providing any information about whether the candidate is good at
teaching or not. Policymakers voiced the following opinions:

Such examinations have two drawbacks. Firstly, there is no threshold level for passing the
examination. For example, OABT has fifty questions. If there is teacher shortage, even those
who have only five correct answers may be considered to be successful. However, in the case
of oversupply, even those who have more than forty-five correct answers may not pass the
exam. This shows that the current TAE model is not utilized to choose effective teachers.
Ten thousand student teachers want to be assigned to public schools while you need one
hundred teachers. In this sense, from the perspective of the surveyor, the difficulty level of
the questions becomes important, because as you know, it's compulsory to publish the asked
questions as a result of court orders. So, what happens then? Once you ask a question in
KPSS or OABT, you cannot ask it again. The struggle to find new questions may cause
irrelevant and difficult questions. As ministry, we expect teachers knowing subject
knowledge and some basic issues, but irrelevant information and questions with poor quality
are asked instead of basic and qualified ones due to aforementioned reasons. Second
drawback is the indiscriminate side of these exams. For example, let’s assume that a student
teacher has answered the whole question correctly; does it mean that s/he is a good teacher?
Absolutely not, because knowing all correct answers shows the student teacher’s analytic
intelligence, not teaching ability. And it does not always mean that s/he will be a very good
teacher. In order to display the teaching ability, we need other sources, such as interview, a
sample lesson, and so on. (PM5)

Some policymakers underlined the importance of speaking, writing and speaking skills and
stated that these skills were sine qua none of an effective English language teacher. They
warned that some English language teachers had difficulty with basic skills, especially
speaking, and that the TAE model should be revised as soon as possible so that it could

display the English language proficiency of student teachers:

As you know, some foreign institutions (e.g. British Council) do research on the state of
English in schools in Turkey, specifically in public schools. According to some of these
reports, some English language teachers who works in public schools do not feel themselves
adequate in English. That is, the TAE model does not select student teachers who have
required language proficiency. Can you, please, convince me that those teachers who lack of

102



speaking skill can make our children speak English well? So, the current TAE model should
be revised immediately in order to ensure that English language student teachers are good at
speaking and writing English, and they can understand native and nonnative English
conversation. (PM3)

Policymakers indicated that the current TAE model had some limitations and they added
that it was aimed to remedy this deficiency with the introduction of OABT and interview,
but there is still a need for adding new components to the TAE model so that it can
distinguish those who are good at teaching English, interacting with stakeholders from

those who are not. Here are some representative opinions:

As you know, in order to be a teacher, a student teacher should have required field
knowledge in addition to basic knowledge of education. Motivating from that fact, OABT
has been introduced. However, it also has limitations because it is prepared in multiple
choice questions, which is considered to be more economical and practical. But OABT is
insufficient to decide whether a person can teach English well. Let me share an experience
with you. This petition belongs to a person who studied at Turcology department in
Macedonia. He asks for accreditation so as to work in his country (Turkey). Please look at
that petition! He can be gauged via that petition. In my opinion, assessing him in such way is
more valid than using tests. (PM2)

Those who graduated from a teaching department consider themselves as a teacher. But this
is not the case. Graduating from those programs displays that you acquire objectives in that
field. It does not warrant that you can perform that job. In many countries, particularly in
Europe, a number of processes were run during teacher selection. We have a misconception:
Anyone finished a teaching program should be recruited as a teacher. Everybody receives a
pedagogic formation certificate and asks government to assign them to the public schools.
We should change such kind of opinions. We should distinguish between one’s academic
knowledge and his/her ability. Therefore, there should be some different selection
mechanisms, such as knowledge-based examinations (as in current model), interviews, and
performance-based examinations. (PM1)

4.1.3 Findings Related to the Appropriate ELTAE

‘What might an appropriate EFL teacher assessment and evaluation be?’ is the fourth and
last research question. The aim of this question was to examine the perceptions of
educational stakeholders about how student teachers should be assessed and evaluated in
order to be English language teachers in public schools. Education stakeholders’
perceptions of education policy and their opinions on the appropriate English language
teacher assessment and evaluation model may contribute to the test validity. That is,
education stakeholders’ perceptions and opinions of ELTAE were used to develop a valid
and fair TAE model. Since stakeholders seemed to reach a consensus regarding the
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appropriate teacher recruitment model, we decided not to present the opinions of all
stakeholders according to their status (e.g. student teacher, in-service English teacher,
teacher trainer, education expert, and policymaker). Instead, we categorized the data
according to the features that an appropriate TAE model should have. The data suggested
an IDEA to the authority about how to develop a fair, valid and reliable evaluation process
for recruiting English language teachers to the public schools. The acronym IDEA
emerged from the initial letters of four features that a good TAE model should have;

namely, inclusive, distinguishable, equitable/fair, accurate.

4.1.3.1 Inclusive

The term inclusive refers to the features that should be involved in an appropriate TAE
model. It informs the authority about the competencies that need to be assessed for a good
evaluation. According to education stakeholders, not only must an appropriate TAE model
include issues related to student teachers’ knowledge and skills of teaching profession, but
also their attitudes towards it. They provided good example of using different sources for
assessing and evaluating student teachers so as to select the right person for the teaching

profession. Here are some representative statements:

An appropriate TAE model must assess all teaching related issues. It should gauge not only
student teachers’ knowledge of general culture and general ability, but also their speaking
skill. The current components are only knowledge-oriented. The interview is conducted for
the sake of formality. Likely, those who do interviews are not experts. The practicum is not
an informative process, and it does not give any idea about whether | will be a good teacher
or not. Therefore, student teachers should be asked to demonstrate a sample lesson before
being recruited to public schools. (ST5)

The current system pays attention only to student teachers’ memorizing ability. Thus, we
face teachers who cannot speak English or who have terrible pronunciation. In my opinion,
an appropriate TAE model must ask student teachers to prove their language proficiency via
TOEFL or IELTs equivalent exams. Because since the current TAE model does not take into
account the student teachers’ language proficiency level, neither English language teaching
programs nor student teachers do not pay attention to it. (T8)

Some of the participants criticized the current model for being lack of providing
information about practice. They claimed that since the current model does not
include the required components for evaluating student teachers, its decisions of

‘pass or failure’ does not guarantee an individual’s good or bad teaching.
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The current model consists of questions about student teachers’ literacy, numeracy, field
knowledge, language proficiency, and many other topics. All questions are in multiple choice
formats. Imagine that a student teacher has answered the whole questions correctly; does it
mean that he will be a good teacher? Absolutely not, because it presents nothing about
whether the student teacher can transfer his/her knowledge into practice. | mean we do not
know whether he will be able to teach English to students appropriately. That’s why, we need
to benefit from other resources such as observing the student teacher while teaching. (PM2)

You know, a teacher is also considered to be a researcher. So, a researcher teacher should
have good technology literacy so that s’he could search new developments in the field. In
addition, we also value 21st century skills as English language teachers need them in order to
respond to the needs of their students. Among these skills are technology literacy, leadership,
productivity, collaboration and communication, and creativity. In order to assess all of these
characteristics, we should redesign the assessment and evaluation system. For example,
student teachers’ undergraduate experience and practicum may be kept in mind while
evaluating them. (EES)

Some of them suggested that the use of practicum and micro-teaching process could
be used as informative data for student teachers’ teaching abilities and their
personality traits:
The evaluation model must be revised to give information about the student teachers’ skills
of and attitudes towards teaching. In this sense, practicum process can be very informative.
Likely, universities can collaborate with the ministry by using the information observed
during that process. They may also use student teachers’ marks of micro-teaching lessons. As
ministry, we have revised the practicum system by adding a form, which will be filled out by

both mentor and supervisor. That form will be saved electronically and it will be utilized
during interview phase. (PM1)

4.1.3.2 Distinguishable

According to participants, an appropriate TAE model must distinguish effective teachers
from ineffective teachers. They emphasized that the current model is inadequate in
displaying the skills and attitudes that an effective English language teacher must have,
because it consists of multiple choice questions which gauge only student teachers’
knowledge while ignoring their teaching skills and their attitudes. They insisted that an
appropriate TAE model must choose only those who were born for teaching profession. In
order to achieve this goal, not only knowledge but also skills and attitudes of student

teachers must be considered while assessing and evaluating them.

| have a lot of friends who will not be able to teach English. However, during interview
process, they pay attention to their wearing in order to give good impression and
unfortunately such kinds of behaviors sometimes work. As a result, they may be recruited.
Yet, normally, | do not want them to be given any chance of teaching English to children, but
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they may be chosen for their nice appearance... I mean, as you know the interview is
determinant in deciding whether the student teacher fails or passes, so the appearance may
cause halo effect. During my practicum experience, | faced some English language teachers
who could not speak English. They were recruited because of their good scores of the KPSS.
(ST3)

The examinations should be revised so that they could distinguish those who are good at
writing, listening, and speaking from those who can do teaching profession well. If a person
is good at English language and culture, | think that s/he can teach it easily. Personality,
conscience, and psychology are important terms for teaching. A teacher should know how to
behave according to students’ age and level, if not, then, s/he cannot teach English
appropriately. If the practicum process is well evaluated, the whole aforementioned features
can be taken into consideration. (T11)

Some voiced that the current TAE model should be revised as soon as possible so that it
can measure student teachers’ skills and attitudes. That is, it is not possible to distinguish
effective student teachers from others unless their skills and attitudes are taken into

account:

Knowing what to teach and how to teach it is sine qua non of an effective English language
teacher. In addition to them, personality, psychology, loving teaching job, conscience,
assessment literacy, communication and collaboration, and technology literacy are a must. If
we want our children to be taught by language teachers who own these features, we must
assess those characteristics. Because once we ask student teachers to demonstrate the
aforementioned aspects, they will attach importance to the asked aspects. Let me give you a
specific example, after the introduction of OABT, the final year students rejoin the linguistics
courses with freshmen. They gain a chance to reconsider the first year subjects from the last
year viewpoint. In the case they cannot study, they may prefer to come and listen to lessons if
the weekly course schedules are also available. This situation constitutes a good model for
freshmen. They realize that, even after graduation, they will need the information they
learned in the courses they are taking. (TT3)

4.1.3.3 Equitable/Fair

As stated by education stakeholders, since teacher assessment and evaluation plays a
crucial role in education, whether the assessment and evaluation practices reflect and
promote fairness should be remained on the agenda of educational policy. The term
equitable/fair refers to a test’s unbiased decisions. Considering test fairness, bias may refer
to two vital threats to validity, namely “construct under-representation or construct-
irrelevant components of test scores that differentially affect the performance of different
groups of test takers” (American Educational Research Association et al. 1999 as cited in
Weir, 2005, p. 210). In other saying, in order to evaluate student teachers fairly, firstly, the

test should represent the construct; then, precautions must be taken to prevent certain
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groups of test takers (e.g., English language and literature student teachers) from being
more affected by a construct-irrelevant source of variance than other groups and to avoid
unintended constructs (construct-irrelevant sources), because they may cause incorrect
inferences about those who take tests and, therefore, decrease validity. Here are some

representative statements:

I sometimes have difficulty in understanding the present assessment and evaluation system. |
was so glad when OABT was introduced, because for the first time there was an attempt to
choose student teachers who are good in the field. However, it does not serve that purpose in
reality. As you know, literature related questions require more specific knowledge, so
answering them correctly plays a huge role in getting high scores. Thus, unfortunatelly,
graduates of English language and literature have the edge on us. They spend four or five
years particularly on literature and, therefore, know almost all literature related specific
details. (ST11)

When the data were analyzed, it was noted that student teachers or in-service teachers of
English language and literature programs feel themselves more comfortable and relaxed in
terms of OABT. According to their statements, they are aware of the fact that the most
specific and memory-based questions are those related to literature, and those who are not
graduates of literature departments have difficulty in answering them correctly. This
provides advantages to student teachers or graduates of English language and literature

departments:

To be honest, thanks to OABT, I really feel secure for some reasons. Firstly, as you know,
OABT consists of four components: language proficiency, linguistics, methodology, and
literature. During undergraduate education, we become familiar with all these components
except methodology, but we studied subjects related to methodology via pedagogical
formation training. We are studying English language and literature, so we are successful in
doing questions both related to literature and those related to language proficiency since we
are always asked to read and write essays during the four-year education. Last but not least,
we have the whip hand owing to literature questions. (ST19)

One teacher trainer accused some ELT programs of ignoring productive skills and
producing graduates who cannot speak English due to the nature of the current

recruitment model:

One of my MA student studied self-efficacy and beliefs of the senior students of departments
of ELT and English Language and Literature departments and examined whether they feel
themselves competent. The results were surprising. In language proficiency, the senior
students of English Language and Literature department were found to feel more confident.
Considering the senior students of ELT department, there was a lack of confidence in the
language proficiency, but they felt competent in method and field knowledge. By the same
token, the senior students of English Language and Literature department were noted to be
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more successful than those of ELT departments. This calls for an urgent revision for the
current model, because the ELT departments ignore four skills due to the nature of the
current TAE. From that point of view, the current TAE model cannot be considered to be
fair. (TT2)

4.1.3.4 Accurate

When the data were analyzed, it was observed that education experts complained about the
scoring method of the current TAE model. Accurate has two sides. On the one hand, they
suggested an accurate scoring, underlining the importance of using the right assessment
tool for the related competency. For example, they warned that paper-pencil examinations
in multiple-choice format do not guarantee that the right person will be selected for
teaching profession. That is, they complained about the structure and content of the current
evaluation model since it did not include skill and attitude based scores. Here is a

representative response:

I have some classmates who cannot interact with others. Few of them have psychological
problems. They have achieved to get accepted into Gazi ELT department, and perhaps they
will pass KPSS and become teachers of our children due to the format of current evaluation
system. No attention is paid to a student teacher’s personality, attitude, or whether s/he is
good at teaching English. Those who spend time memorizing information that is asked in
KPSS become successful in this evaluation system. However, teaching requires, at least, two
or more parties. In the simplest term, a person needs students in order to teach something. So
is he or she really good at teaching, collaboration and cooperation, classroom management,
planning a lesson, and using the right assessment and technological tools? In my opinion, the
current TAE model resembles the lottery. We do not know who will hit the bullseye! But it
should not be like that. New components should be added and their sores should be used
when recruiting someone so that those who like teaching be selected. (ST8)

On the other hand, they complained about the lack of using multiple assessment and
evaluation sources. In other words, various methods of assessment should be used to gauge
student teachers’ knowledge, skills and attitudes. As they stated, relying on only multiple
choice paper-pencil examinations to provide information about student teachers’ teaching
ability will not reflect the reality, because the current TAE model only measure ‘what’
student teachers know about certain topics while ignoring the ‘how’ and ‘why’ questions.
Student teachers were also observed to be pessimist about interview. They criticized it for
being lack of field experts and scoring rubric and, therefore, it diminishes the reliability

and validity of the TAE model. A representative statement is as following:
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You cannot create conditions in which each student is taught by a qualified language teacher
unless you take into account the score of student teachers’ skills and attitudes when
evaluating them. The condition of our education represents a good example for that situation.
The current system does not regard whether a person is motivated to teach English to
students and whether that person is equipped with the required skills. Therefore, it is
common to encounter English language teachers who cannot speak and/or teach English. |
mean, since the scores are not accurate and do not represent the student teacher’s skills and
attitudes, it does not mean that those who are recruited love teaching profession, and vice
versa. (EED)

4.2 Quantitative Findings

The third research question was ‘What are the attitudes of in-service EFL teachers towards
ELTAE?’ about the quantitative part of the study and it was aimed to investigate the
attitude of in-service teachers towards the current TAE model.

4.2.1 Findings Related to In-Service EFL Teachers’ Attitudes towards ELTAE

This part examined the findings related to relationships between demographic variables of
quantitative phase and English Teachers’ Attitudes towards Recruitment System (ETARS)
together with its dimensions. In addition, in this quantitavie part, the significant levels of
the scale and its dimensions were examined in terms of some demographic variables such
as gender, graduated department, grade taught, reason for choosing department, and
desired profession. ETARS has three dimensions/factors, namely, positive attitude towards
TAE (D1), being interested in TAE (D2), and negative attitude towards TAE (D3). The
statistical technique used in the data analysis can be in the form of either 'parametric' or
'non-parametric’ tests according to the distribution of the data. The normality distribution
of the relationships between demographic variables and dimensions D1, D2, D3 together
with the item total score of ETARS was analyzed. The 'Z test', in which the statistical
significance of the skewness index is tested, is one of the tests that can be used for this
purpose. The fact that the p value calculated in the test result is less than a = .05 proves

that the scores come from the normal distribution (Field, 2009; Howitt & Cramer, 2011).
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Table 20.

Test of Normality

Kolmogorov-Smirnov

Statistic df Sig.

Total .062 257 .018
D1 105 257 .000
D2 .069 257 .005
D3 140 257 .000

As can be seen in the Table 20, parametric tests were used to determine the relationship
between demographic variables and dimensions D1, D2, D3 together with item total scores
on the basis of the normal distribution of the sample. For this reason, t-test (Independent
Samples Test) was used for the demographic variables consisting of two categories, while

one-way ANOVA tests were applied for the demographic variables consisting of 3 and

more categories. The sample of this study shows a normal distribution (p>.05).

Table 21.

Scores Related to the Effect of Gender Variable on ETARS

Gender N Mean Std. Deviation t df p.

male 82 68.9634 10.47094 -182 268 .856
ol fomale 188 602128 1028458

male 79 21.1392 8.61980 981 260 .327
bl female 183 20.0492 8.08898

male 82 27.8780 7.13605 -915 268 .361
b2 female 188 28.6755 6.33267

male 79 20.1013 4.20194 -550 262 .583
- female 185 20.4054 4.07977
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Regarding Table 21, t-Test was administered to find whether there was a significant
difference between gender variable and dimensions D1, D2, D3 together with item total
score of ETARS. According to results of the Table 21, no significant difference was found
to be between gender variable and the item total score of ETARS p=.856 (p>.05), D1 sub-
dimension p=.327 (p>.05), D2 sub-dimension p=.361 (p>.05), D3 sub-dimension p= .583
(p>.05). This situation shows that, in Turkey, EFL teachers’ attitudes towards the current

recruitment system did not differ according to gender variable.

Table 22.
Scores Related to the Effect of Graduated Department Variable on ETARS

Dimensions  Group N Mean Std. Deviation t Sd Sig.

ELT 218  68.9174 10.13333
Total -.661 269 .509
others 53 69.9623 11.05226

ELT 214  20.3879 8.04821

D1 .063 261 .950
others 49  20.3061 9.09946
ELT 218  28.3670 6.58466

D2 -.310 269 757
others 53  28.6792 6.57727
ELT 212 20.2547 4.26172

D3 -.433 263 .665
others 53 20.5283 3.42841

As presented in Table 22, t-Test was utilized to investigate whether there was significant
difference between graduated department variable and dimensions D1, D2, D3 together
with item total score of ETARS. These results show that there was no significant
difference between graduated department variable and the item total score of ETARS
p=.509 (p>.05), D1 sub-dimension p=.950 (p>.05), D2 sub-dimension p=.757 (>.05), D3
sub-dimension p=.665 (p>.05). According to these findings, EFL teachers’ attitudes
towards the way they are recruited did not differ according to graduated department

variable in Turkey.
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Table 23.

Scores related to the Effect of Grade Taught Variable on ETARS

Sum of

Dimensions  Grou N Mean Std. Mean F Si
P Deviation Squares Square g
. 53 70.377 9.66601  Between 162.002 2 81.001
primary Groups
124 69.266 11.31594 ithi 28518.979 268 106.414
Total  lower Within 761 468
secondary Groups
upper 94 68.223 9.22264 Total 28680.982 270
secondary
. 50 20.020 7.66516  Between 110.370 2 55.185
primary Groups
D1 lower 120 21.066 8.51764 Within 17661.113 260 67.927
secondary Groups 812 445
upper 93  19.6667 8.17517 Total 17771.483 262
secondary
. 53 29.377 5.82510  Between 65.748 2 32.874
primary Groups
D2 lower 124  28.0484 6.84421 Within 11596.599 268 43.271
.760  .469
secondary Groups
upper 94  28.3936 6.61575 Total 11662.347 270
secondary
. 52  21.1154 3.07841 Between 43.429 2 21.714
primary Groups
D3 lower 119  20.1849 4.36272 Within 4403.198 262 16.806
1.292 276
secondary Groups
upper 94  20.0213 4.24259 Total 4446.626 264
secondary

Considering Table 23, one-way analysis of variance (ANOVA) was applied for the

relationship between grade taught variable and dimensions D1, D2, D3 together with item

total score of ETARS. According to the results of one-way analysis of variance (ANOVA),

no significant difference was noted to be between grade taught variable and the item total
score of ETARS p=.468 (F= .761 p>.05), D1 sub-dimension p=.445 (F= .812; p>.05), D2
sub-dimension p=.469 (F=.760 p>.05), D3 sub-dimension p=.276 (F=1.292; p>.05). When
Table 23 was investigated, Turkish EFL teachers’ attitudes towards the current TAE did

not differ according to grade taught variable
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Table 24.

Scores related to the Effect of Reason for Choosing Department Variable on ETARS

N

Mean

Std.

Sum of

Mean

Dimension Group Deviation Squares Square Sig.

love 172 69.9651 10.27169  Between Groups 374.566 3 124855 1.178 319
guided 43 67.5349 9.09303  Within Groups 28306.415 267 106.017

Total  English teacher 32 68.4688  12.49254 Total 28680.982 270
other 24 66.7917 9.21709
love 164 20.3963 9.02391  Between Groups 3.708 3 1.236 .018 .997
guided 43 20.1628 6.91420  Within Groups 17767.775 259 68.601

D1 English teacher 32 20.5938 6.74350 Total 17771.483 262
other 24 20.2917 6.84283
love 172 29.0814 6.57697  Between Groups 256.793 3 85598 2.004 114
guided 43 26.8372 5.28218  Within Groups 11405.554 267 42.717

D2 English teacher 32 28.3750 8.01511 Total 11662.347 270
other 24 26.6667 6.06248
love 169 20.3787 4.24948  Between Groups 27.244 3 9.081 .536 .658
guided 42 20.7619 3.63459  Within Groups 4419.382 261 16.932

D3 Englishteacher ~ 30  19.6667  4.60385 Total 4446.626 264
other 24 19.8333 3.15769

Table 24 shows that one-way analysis of variance (ANOVA) was applied for the

relationship between reason for choosing department variable and dimensions D1, D2, D3

together with item total score of ETARS. According to the results of one-way analysis of

variance (ANOVA), no significant difference was noted to be between grade taught
variable and the item total score of ETARS p=.319 (F= 1.178 p>.05), D1 sub-dimension
p=.997 (F= .018; p>.05), D2 sub-dimension p=.114 (F=2.004 p>.05), D3 sub-dimension
p=.658 (F=.536; p>.05). This situation shows that, in Turkey, EFL teachers’ attitudes

towards the way they are recruited do not differ according to reason for choosing

department variable
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Table 25.

Scores related to the Effect of Desired Profession Variable on ETARS

Dimension  Grou N Mean Std. Sum of Mean = Si
P Deviation Squares Square g
146  69.8356 10.38037 Between 356.411 2 178.206
teacher
Groups
Total
- 73  69.3425 10.87712 Within 28324.570 268 105.689 1.686 .187
academician
Groups
other 52  66.8077 9.05547 Total 28680.982 270
teacher 144 20.7431 8,67014 Between 45.567 2 22.784
Groups
D1 academician 71  20.0282 8.41083 Within 17725.916 260 68.177 .334 .716
Groups
other 48 19.7708 6.56308 Total 17771.483 262
teacher 146 29.0411 6.55783 Between 208.085 2 104.042
D2 Groups
academician 73 28.4247  6.55091 Within 11454.262 268 42.740 2.434 .090
Groups
other 52 26.7115 6.46055 Total 11662.347 270
teacher 144 20.0417 4.51086 Between 35.648 2 17.824
D3 Groups
academician 69 20.9130 3.70905 Within 4410.978 262 16.836 1.059 .348
Groups
other 52 20.2500 3.33064 Total 4446.626 264

According to Table 25, one-way analysis of variance (ANOVA) was applied for the

relationship between desired profession variable and dimensions D1, D2, D3 together with

item total score of ETARS. According to the results of one-way analysis of variance

(ANOVA), no significant difference was noted to be between grade taught variable and the
item total score of ETARS p=.187 (F= 1.686 p>.05), D1 sub-dimension p=.716 (F= .334;
p>.05), D2 sub-dimension p=.090 (F=2.434 p>.05), D3 sub-dimension p=.348 (F=1.059;

p>.05). According to these findings, whether or not in-service English language teachers

perform the job they desired does not affect their attitudes towards the current TAE.
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4.3 Discussion of the Findings

In this section, the discussion of the findings is provided with respect to research questions.
Unlike the the finding section, the research question will be discussed according to the

order they were asked to the participants.

4.3.1 Discussion on Competencies That a Qualified EFL Teacher Should Have

After examining the qualitative data gathered from education stakeholders, three categories
occurred as a result of the perceptions of participants about the competencies that qualified
teacher must have, namely knowledge-based competencies, skill-based competencies, and
attitude-based competencies. Thus, it can be concluded that education stakeholders think
that a language teacher should have the required competencies related to knowledge, skills,
and attitudes. These findings are consistent with "General Competencies for Teaching
Profession” that was published by the Ministry in 2017. In the previous years, in addition
to the generic teacher competencies, the Ministry collaborated with various stakeholders in
order to determine field/subject specific competencies for teaching Profession. However,
the Ministry has terminated that tradition and created a single and comprehensive text, by
adding subject matter knowledge and pedagogical content knowledge to the general
competencies. Therefore, competencies have been updated and categorize under three
domains; namely “professional knowledge"”, "professional skills”, and ™attitudes and
values"”, including 11 competencies and 65 indicators (for more details, please see MEB,
2017b). Likely, Mohamed, Valcke and De Wever (2017) analyzed existing frameworks of
eleven countries and stated that competencies were generally clustered across three main
domains; “(1) knowledge: what teachers need to know, (2) skills: what teachers are able to
do and (3) attitudes or behaviours: how teachers would put their knowledge and skills in

practice.” (p. 155).

4.3.1.1 Knowledge-related Competencies

Regarding knowledge-related competencies, according to education stakeholders, an
effective language teacher should have knowledge of subject matter, pedagogical content
knowledge, a repertoire of teaching techniques and approaches, knowledge of underlying

theories of teaching, knowledge of learners’ development (cognitive, linguistic, social,
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emotional, and physical), knowledge of curriculum, and knowledge of legislation. From
this point of view, considering teaching foreign language, it can be said that having the
required knowledge of some issues is a must and is prerequisite for teaching. This confirms
the study of Richards, Conway, Roskvist and Harvey (2013) who examined “the link
between foreign language teachers’ subject knowledge and their language teaching
classroom practice” (p. 235). According to them, teachers’ subject knowledge is sine qua
non of an effective teacher, because what s/he knows has a direct impact on the classroom
environment (Richards et al., 2013, p. 233). That is, a teacher with the required subject
matter knowledge can present that knowledge so eloquently that it becomes easy for
students grasp the subject (McNamara, 1991).

The participants of the current study considered pedagogical content knowledge as one of
the competencies that an effective teacher should have. Considering language teacher
competencies, Richards (2011) mentioned pedagogical content knowledge which presents
a basis for language teaching. According to him, pedagogical content knowledge “could
include course work in areas such as curriculum planning, assessment, reflective teaching,
classroom management, teaching children, teaching the four skills, and so on.” and those
who have that knowledge “should consequentially be able to make better and more
appropriate decisions about teaching and learning and to arrive at more appropriate

solutions to problems than a teacher without such knowledge.” (Richards, 2011 pp. 3-4).

According to education stakeholders who participated in this dissertation, English language
teachers must have a good knowledge of underlying theories of teaching and a repertoire of
teaching techniques and approaches in order to perform effective lessons. Larsen-Freeman
and Anderson (2013) pay attention to the knowledge of method as it contributes to
teachers’ repertoire of teaching techniques and, in order to underline the importance of that
repertoire, they cited Arends (2004) as “effective teachers who are more experienced and
expert have a large, diverse repertoire of best practices..., which presumably helps them
deal more effectively with the unique qualities and idiosyncrasies of their students.”

(Larsen-Freeman & Anderson, 2013 p. xii).

Finding of this dissertation showed that knowledge of legislation and curriculum is of
paramount importance in order to be an effective teacher. Participants stated that teachers
should be aware of the education law which gives information about teachers’ professional

role, and they explained that curriculum knowledge helps teachers how to achieve
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educational objectives. According to them, there is a correlation between teachers’ practice
and their knowledge of legislation and curriculum. In addition, Pillay (2014) examined this
link in order to reveal whether teachers’ knowledge of legislation and education law has a
significant influence on teachers’ practice. The findings of the dissertation displayed that
teachers’ knowledge of legislation and education law constitutes confidence and self-
assurance and power (p. 145). According to Shulman curriculum knowledge can be
described “as the ‘tools of the trade’ of teachers.” (as cited in Brant, 2006). So, it can be
concluded that curriculum knowledge refers to teachers’ knowledge of what and how to

teach and, therefore, it is needed to achieve educational standards.

4.3.1.2 Skill-related Competencies

Participants of this study listed the skill-related competencies as followings: Speaking
English well; being good at teaching; conducting enjoyable lessons; using technological
tools; preparing and using appropriate assessment and evaluation tools; understanding
native and/or non-native conversation; managing students and learning environment;
preparing, using, and evaluating materials; and demonstrating a coherent writing. Although
language proficiency involves a lot of components (such as listening, grammar etc.), the
most underlined one was speaking. Thus, it can be concluded that the speaking skill is one
of the most important features that an effective English language teacher should have. The
importance of oral proficiency was examined by some researchers (for example, Akcan,
Aydin, Karaman, Seferoglu, Korkmazgil, Ozbilgin & Selvi, 2017; Chambless, 2012; Faez
& Karas, 2017; Freeman, 2017; Richards, 2017a, 2017b; Richards, et al., 2013; Tsang,
2017; Van Canh & Renandya, 2017).

In their study, Richards et al. (2013) noted that teachers who do not have a desired TL
proficiency level “will only be able to provide beginner-level students with a limited
introduction to the foreign language” (p. 244). Regarding the viewpoint of Richards et al.
(2013), a student can be proficient in speaking unless s/he is instructed by a teacher who is
proficient speaker. The correlation between having a good speaking level and using it was
also mentioned by some participants of this study (for example, STS8: ...if you are not good
at speaking TL, you cannot use it in your classes., and PM4: ... especially, a good
pronunciation and a fluent speaking are sine qua none of English language teachers. The

teacher cannot improve his/her learners’ speaking and listening skills unless s/he
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possesses a fluent and accurate speaking ability.). According to them, since the speaking
ability of student teachers is not assessed, they do not pay attention to it. As a result, they
become language teachers who lack of speaking and, therefore, their students do not
receive enough input. The aforementioned excerpts remind the 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 as cited in Taner, 2017, p. 168). Likely, Chambless
(2012) states that language proficiency is sine qua non of English language teachers and
warns that English teachers should speak TL well if they want to teach it. She further
points out that those with low level of language proficiency would fail to create an input-
reach environment for their students. According to Akcan et al. (2017), teachers’ language
proficiency is among the fundamental qualifications that must be considered when

recruiting teachers in higher education settings.

As reported by the education stakeholders, the second most emphasized skill-related
competency is being good at teaching. In other saying, a teacher’s having a good
knowledge of underlying theories of teaching and learning does not guarantee that she or
he will perform well in classroom or demonstrate enjoyable lessons. Especially, for novice
teachers, the initial challenge is to acquire the required basic classroom skills for
presenting and navigating their lessons. From this point of view, Richards (2011) voiced
that teaching is an act of performance, and teachers require “techniques and routines,
including routines and procedures for such things as opening the lesson, introducing and
explaining tasks, setting up learning arrangements, checking students’ understanding,
guiding student practice, making transitions from one task to another, and ending the
lesson.” (p. 4). Seferoglu (2006) conducted a study with 176 senior year students at the
Middle East Technical University in Ankara, Turkey in order to investigate teacher
students' reflections on the methodology and practice components of a pre-service English
teacher training program in Turkey. Her study showed that the student teachers complained
about the lack of close relationship between the course materials and practical application
in real classrooms, and that they should be provided more opportunities for micro-teaching
and practice teaching. It seems that knowledge itself is not enough until it turns into

practice.

It was noted that the participants focused on the technology literacy. According to them, it

contributes our instruction, so makes a better teaching and learning environment. As
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Davies (2011) stated “[t]echnology literate people know what the technology is capable of,
they are able to use the technology proficiently, and they make intelligent decisions about
which technology to use and when to use it” (p. 47). According to U.S. Department of
Education (2001), there are some benefits of integrating instructional technology into the
teaching and learning environments, such as “(1) that learning is enhanced through the use
of technology and (2) that students need to develop technology skills in order to be
productive members of society” (as cited in Davies, 2011 p. 46). But not all education
practitioners and school administrators value technology. For example, Bauer and Kenton
(2005) do not care about integrating technology into classroom practices as much as theory
suggests it should. They conducted a qualitative study with 30 “tech-savvy” teachers who
were proficient with technology and who used computer technology in their instruction.
However, those teachers were observed not to integrate technology on a consistent basis as
both a teaching and learning tool due to two reasons; (1) their students lacked enough time
at computers, (2) teachers required extra planning time for technology lessons. They also
listed some other problems such as outdated hardware, lack of appropriate software,
technical difficulties, and student skill levels. Their results displayed that schools fail to

true technology integration.

4.3.1.3 Attitude-related Competencies

The last category consisted of competencies related to student teachers’ attitudes.
Regarding attitude-related competencies, the education stakeholders claimed that an

effective English language teacher is a person who

¢ loves his/her job,

e considers learners’ needs,

e demonstrates a fair attitude towards their students,

e treats students as individuals,

e is open to professional development,

e isaware of the latest ELT developments (as a researcher),
e has warmth and tolerance,

e has a good sense of humour,
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e establishes an effective interaction, communication and cooperation with
stakeholders,

e is democratic and humanist.

Thus, it can be concluded that a person needs to know the answer of ‘why’ in order to
become an effective teacher in addition to being aware of ‘what and how to teach’. That is,
knowing something or being able to perform it is not enough for a person to be an effective
English language teacher; instead, it requires positive attitudes towards teaching
profession. These views are parallel with the findings of Baggeci, Yildirim, Kara and
Keskinpalta (2015) who introduced the existence of a positive correlation between positive
attitudes and an effective teacher. Like findings of Sakurai (2012) and Taner (2017), the
results of this study indicated that among the qualities of teachers with positive attitudes
are having required subject and field knowledge, being able to successfully transfer their
knowledge into practice, and being open to professional development. Taner (2017) stated
that 10% of her participant “talked about attitudes, and especially towards profession with
the code loves teaching” (p. 172, emphasize in original). However, when the frequency of
similar code (labelled as Loves his/her job in our study) was examined, the ratio was above
94 %. That may be because of the fact that they value only those who love teaching

profession.

When the data obtained from education stakeholders who participated the present study
examined, it was noted that they considered some codes such as considers learners’ needs,
demonstrates a fair attitude towards their students, and treats students as individuals as
competency areas. These results draw parallel lines with Yal¢mn Incik and Akay (2015)
who conducted a study to examine the opinion of student teachers (enrolled at the faculty
of education and pedagogical formation program) on teaching profession competence. In
their study, student teachers found teaching competencies inadequate and suggested some
new competencies such as tolerance, developing empathy, love of students, establishing a
good communication with students. Establishing positive human relations with
stakeholders and having reasonable attitudes for students remain on the agenda of
international competence framework proposals (e.g., Panti¢ & Wubbels, 2010) which also
shared some other features frequently emphasized by the education stakeholders of the

current study.
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Another important code determined by participants is being aware of the latest ELT
developments (as a researcher). Thus, it can be reported that stakeholders pay attention to
teacher research and consider an effective language teacher as a researcher, and they also
recommend teachers to look for new developments in the field of English language
teaching. This ratifies the study conducted by Yesilginar and Cakir (2018) who examine
the views and practices of English language teachers on teacher research. Respondents
considered English language teachers as researchers and they believed that teacher research
was sine qua non of their professional development. Besides, this view can be discussed
from the perspective of Openness to Experience one of the “Big Five” personality
dimensions, which is also a category (labelled as Openness to personal and professional
development) of the current study. The Big Five personality traits examines personality in
five dimensions (Extraversion, Emotional Stability, Agreeableness, Conscientiousness, and
Openness to Experience). ‘Openness to Experience’ is described as the extent to which a
person’s actively looks for and welcomes different experiences (Pervin, 2002) and may
promote the use of effective learning strategies which, in turn, influences academic success
(Educational Testing Service, 2012). People who are open to experiences define
themselves as independent and original, and they are generally creative, liberal, have a
wide area of interest, and like change (McCrae & Costa, 1987).

In terms of personal characteristics, participants listed many features, such as being patient,
tolerant, honest, leader, democratic and humanist, and having warmth and a good sense of
humour. The link between humour and teaching, learning, classroom environment, or
students’ subject matter was examined by some researchers (Beard & Wilson, 2013 p. 216;
Berk, 2002 p. 10; Gurtler, 2002; Henry, 2000; Levine, 2006; Lovorn, 2008, 2009;
Paterson, 2006; Posnick-Goodwin, 2009; Shiyab, 2008; Walker, 2008). The findings of

these studies can be summarized as followings; using humour as a teaching tool may

e corroborate students’ attention,

e improve their motivation,

e lead enhancements in their learning,

e create a more relaxed and comfortable classroom environment,
e help students bear positive attitudes toward learning process,

e encourage both academic and behavioral success,

e contribute to higher order thinking,
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e contribute to subject knowledge, and

e increase creativity.

4.3.2 Discussion on the Perceptions of Stakeholders of ELTAE

The content analysis of the qualitative data of this research question, which examined how
education stakeholders perceived the way student teachers are assessed and evaluated in
order to be recruited a public school, revealed that none of the participants were happy
with the current TAE model in Turkey. By asking this research question, it is also aimed at
displaying the impact of the current TAE model through the perceptions of education
stakeholders. Thus, it can be concluded that the fairness, selectiveness, inclusiveness and
validity of the current TAE model are investigated by the help of stakeholders’
perceptions. As the qualitative data show that the current TAE model is not appropriate for
selecting and recruiting student teachers. Although all of the stakeholders arrived at a
consensus on inappropriateness of the current model, the reason behind its impropriety
differs from person to person. In this sense, how they perceive TAE and how TAE model
influences the stakeholders will be discussed separately in parallel with sub-questions of
the related research question (for example, perceptions of student teachers, perceptions of

policymakers etc.).

4.3.2.1 Perceptions of Student Teachers

The content analysis of student teachers’ perceptions of ELTAE revealed dissatisfaction of
student teachers with the current TAE model in Turkey. They found the current
recruitment model inadequate and criticized it for not including and gauging all required
competencies. Consequently, this situation does not have a good impact on their life due to
the nature of examinations or components used in KPSS as assessment and evaluation
tools. Student teachers stated that they feel obliged to pay attention to only competencies
that are assessed in KPSS in order to get higher scores since it is a high-stakes test. This
means that student teachers join private courses and spend their free or afterschool time for
studying only subjects that are assessed in the KPSS, such as OABT, general culture,

general ability, and educational sciences and, therefore, ignore vital competencies and
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delay important skills such as speaking, technology use and assessment literacy. We
labelled the codes related to this situation as priority of system requirements, because
although curriculum asks student teachers master many characteristics, they start to take
into account only the features that KPSS includes due to its high-stakes nature. That is,
they feel obliged to restrain the curriculum so as to have enough time for studying issues
that the current TAE asks. This confirms findings of studies in other countries where high-
stakes regimes were found to have influence on constraining the curriculum and narrowing
students’ educational experiences. For example, Polesel, Rice and Dulfer (2014) conducted
a study to investigate the impact of NAPLAN (National Assessment Program — Literacy
and Numeracy) on Australian schools and students. The NAPLAN is a national testing
scheme, in which all Australian students in Years 3, 5, 7 and 9 should participate. The
findings showed that high-stakes examinations can deform instructional practices, narrow
the curriculum and students’ educational experiences. In Greece, Tsagari (2011) carried
out a study to explain the link between the intended impact of the FCE (First Certificate in
English) exam administered by Cambridge ESOL, teachers’ perceptions of the exam and
their classroom practices. The Greek State officially recognizes the FCE certificate as a
language qualification for the recruitment and promotion of employees who work not only
in the public and private sectors but also in various educational fields (Tsagari, 2011, p.
433). The results of the study showed that although high-stakes tests are powerful in
changing educational context, they might not be the sole agents for that change. In
addition, she presents teachers, textbooks, parents and educational institutions as factors

that have equal role in the occurrence of washback.

The emerging categories regarding the ELTAE-related perceptions of student teachers
(priority of system requirements, anxiety, skill delay, and shortcomings) were interrelated.
The student teachers of this study stated that being forced to focus on the priority of system
requirements causes the occurrence of anxiety. In order to overcome the anxiety or lessen
its influence, as they stated, they tried to postpone some skills with the aim of allocating all
of their time to only issues of the current evaluation model. Although delaying skills seems
to provide advantage because of saving time, student teachers regret of ignoring skills,
because the ignorance of skills results in graduates who have some vital shortcomings. The
literature supports these findings and informs us that if something is tested, then testees
start to attach importance to it; if not, they may ignore it. Regarding critical language

testing (CLT), being parallel with the perceptions of student teachers of the current study,
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Shohamy (2017) states that the power of high-stakes tests causes both test takers and
educational systems to alter their instructional behaviors. In this dissertation, student
teachers mostly underlined the importance of the speaking skill which was also a delayed
competence. This was confirmed by Tsagari (2011) whose participants used traditional
methods while ignoring communicative methodologies as they found them incompatible
with the principles underlying the exam. In her study, students asked their teachers provide
them with ‘repeated items’ and if their teachers do not prepare them according to subjects

come in the exam, they would get upset.

4.3.2.2 Perceptions of In-Service Teachers

As mentioned above, while visualizing the impact of TAE model, student teachers
expressed that TAE model might cause them to graduate with some shortcomings.
Therefore, during the interview with in-service English language teachers, the main focus
was to reveal whether they confirm those shortcomings, and if yes, learn what they are.
The interview data showed that in-service teachers recognized remonstrance of student
teachers. According to their statements, the delayed competencies are practice, assessment,
speaking, and technology literacy. It may be due to the memory-based nature of TAE
model. That is, all components of the current teacher recruitment or evaluation model
(KPSS) are designed to gauge only student teachers’ memorization ability while excluding

skill or attitude-based competencies.

In addition to the findings of this dissertation, previous research shows that there is a
relationship between the type of washback (e.g. positive, negative) and the nature of the
exam. In other words, for example, if the impact of a paper-pencil exam on individuals’
speaking skill is examined, most likely negative washback will occur. For instance, Allen
(2016) examined the consequential validity of IELTS, specifically targeting on washback
upon learners’ test preparation strategies. According to findings, “[t]he [ELTS Test created
positive washback on learners’ language ability and test preparation strategies, specifically
regarding productive skills, which learners in the study context had neglected in their
previous language study.” (p.1). It may be due to the fact that IELTS Test includes also
productive skills. However, when Ozmen (2011) examined the washback effects of a high-
stakes test (Inter-university Foreign Language Examination) on candidate academics in

Turkey, he found that that exam had harmful and negative washback effects. He attributed
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these results to the content and style of the high-stakes test which consists of a multiple-
choice test. One of his participants complained about the nature of the exam and stated “...
| used to speak English better, but now I completely forgot how to do it because ILE [Inter-
university Foreign Language Examination] gets me to study grammar, grammar and
grammar." (p. 221). So, it can be concluded that if the individuals are evaluated through
knowledge-based paper pencil examinations, they may neglect skill and attitude-based
issues. As occurred in Tsagari (2011), teachers explained that “exam influenced students’
attitudes towards teaching, that they were negative towards communicative activities and
materials or activities that did not relate to the exam because students believed that such
activities did not relate to the requirements of the exam.” (436). In addition, Mahmoudi
(2015) investigate the washback effect of a vital high-stakes test in Iran, the Iranian
National University Entrance Exam (INUEE). According to findings, students were
interested in language areas that the INUEE tests. The INUEE includes two essentials
areas, namely vocabulary and grammar, so students allocated their time to memorize lists
of isolated vocabulary items and formulaic grammar rule. The aforementioned studies
justify the reason behind both why the student teachers delayed some skills and why in-
service teachers have some shortcomings such as practice, assessment, speaking, and

technology literacy.

4.3.2.3 Perceptions of Teacher Trainers

According to the perceptions of teacher trainers, the current TAE model fails to measure
student teachers’ strengths and weaknesses through multiple choice questions. Instead,
they believed that it usually selects the student teachers who are good at memorizing
knowledge. The biggest problem of the current model, as they stated, is its inability in
providing information about student teacher’s teaching ability. That is, it can be claimed
that teacher trainers perceive the assessment and evaluation model inadequate in terms of
differentiating among student teachers. Thus, it is fair to announce that teacher trainers find
the current evaluation model inadequate as it does not represent the performance and

attitude-related evaluation methods.

The results of the present study seem to be parallel with that of Tovar (2011) who asked
foreign-language teachers and supervisors to determine the strategies and processes that

inform teachers’ professional development. In her dissertation, the participants were found
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to consider classroom observation and students’ performance reviews as the most popular
evaluation strategies. This shows that the best evaluation strategies are those which provide
information about the individual’s performance, as stated by a teacher trainer of this study:
“...I mean a student teacher’s performance must be observed in order to see whether s/he
can interact with students, whether s/he can teach, whether s/he can speak target language
fluently, whether s/he is competent in required subjects or not... etc. (TT1)”. Beside,
according to literature, investigating teacher performance and competency is important for
changing and improving educational practice (Medley, Coker & Soar, 1984). In order to
understand school leaders and teachers’ attitudes and experiences, Stiell, Willis, Culliney
and Coldwell (2018) conducted a study on international teacher recruitment, using two
data gathering strands. The first one was telephone interviews with 44 head teachers,
principals, Human Resources (HR) representatives, and other school leaders in secondary
schools across England whereas the second one was a survey of international teachers,
applied to 13,436 teachers who trained in another country and obtained Qualified Teacher
Status (QTS). It was observed that school leaders who had recruited internationally within
the last three years either took into account “teachers holding QTS” or “factors such as
teachers having good subject knowledge, their potential ability to facilitate student
learning, being enthusiastic about their subject, and enjoying working with children.”
(Stiell et al., 2018, p. 10). Motivated from the aforementioned reasons, some teacher
trainers suggested that the TAE model should be designed or revised accordingly, because

it cannot eliminate student teachers who are unworthy of teaching job.

As mentioned in previous parts, a competent English language teacher should be open to
both personal and professional development for being aware of the latest ELT
developments. This means that keeping himself/herself up-to-date is a must for an effective
English teacher, and that a successful TAE model of a country must contribute to the
student teachers’ research engagement. As stated by TT2, the current TAE model affects
student teachers in a negative way because of its memory-based nature. It causes student
teachers to ignore the habit of developing themselves. This gives rise to a tendency of
using traditional techniques and method even when they become teachers. TT2 added that
“... we know that teachers, especially English language teachers, must be technologically
literate to make lessons both productive and enjoyable. For having required technological
knowledge and for being aware of the new developments in language teaching, an English

language teacher needs to be open to personal and professional development”. Thus, it can
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be concluded that there is a need for an effective TAE model since the current TAE model
does not contribute to student teacher’ personal and professional development. This finding
supports some studies which did not find the current practices as the indicator of an
effective teacher selection (Ballou, 1996; DeArmond, Gross & Goldhaber, 2008; Engel &
Finch, 2015; Kersten, 2008; Papa & Baxter, 2008; Rockoff, 2004; Trimble, 2001).

4.3.2.4 Perception of Education Experts

Education experts complained about the lack of language proficiency of student teachers,
specifically in speaking. They stated that being proficient in speaking English is sine qua
non of an effective English language teacher. They added that although the interview has
been introduced to assess student teachers’ communication skill, it does not reach its goal
because the interview process takes place in Turkish. Besides, they indicated that the lack
of good rubrics and field experts in interview would thwart the success rate of selecting
student teachers with required communication skills. Thus, based on the study findings, it
can be said that integrating an oral examination is a must in order to train student teachers
with fluent speaking. In this context, this study shares similar finding with Garcia Laborda,
Litzler, Gonzalez Such, Bakieva and Otero de Juan (2012) who found Spanish PAU
(University Entrance Examination) insufficient in describing their language use as it is
based on written aspects of the language. They studied on the OPENPAU Project with the
aim of enhancing student teachers’ speaking skill. They believed that the inclusion of oral
tasks could have a positive influence on Spanish student teachers’ overall educational and
professional expectations. According to them, the OPENPAU project would help student
teachers improve their communicative skills successfully. They concluded that the new
PAU would promote achievement of a higher grade of language knowledge both in
speaking and written tasks. One criticism may be about the cost of an oral examination.
However, recruiting an effective English language teacher is clearly worth the investment
(Pillsbury, 2005). This explanation substantiates the statement of one participant (EE3) of
the current study who uttered that “an oral examination may require more time, effort and
money; however, it worth developing and conducting such assessment and evaluation

model for a quality education.”
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Some education experts drew attention to the literature-related questions in OABT and
voiced how those questions militated in favor of graduates of English language and
literature. They warned that those questions require very specific knowledge of literature
and that they could be easily answered by graduates of English language and literature
whereas ELT graduates found it too specific to answer. Thus, it can be concluded that the
current TAE model displays unintended consequences, which diminishes fairness and
validity of the current evaluation model. Henning (1987) argued that the misused of tests
or misinterpretation of score meaning are the most apparent threats to validity, which is
called as construct-irrelevant variance (Messick, 1989). He expressed the construct-
irrelevant variances as variables unrelated to the construct being measured, which occurs
when factors irrelevant to the construct influence the test scores. According to Bachman
(1990), the test taker’s personality, background knowledge, test-taking strategies, as well
as general intellectual or cognitive ability may be construct-irrelevant and, therefore, effort
should to be made to minimize their influences. Thus, it can be interpreted that the current
model is not construct relevant, and shows a tendency of favoring graduates of English
language and literature programs because of the background knowledge of those student

teachers.

4.3.2.5 Perception of Policymakers

The data analysis on the perceptions of policymakers showed that selecting effective
English language student teachers via the current TAE model is not possible. They asserted
that unless the results of attitude and, particularly, skill-based assessment are considered
while evaluating student teachers, the TAE model will fail to distinguish qualified English
language teachers from ineffective ones. In other words, the current TAE model may cause
the existence of unskilled English language teachers. Thus, it can be inferred from these
explanations that authorities should immediately identify what is targeted by testing at
higher stakes, because the answer of this question

would strongly determine what gets taught and learnt at lower stakes, with degrees of quality
and intensity though. As long as their results are used for important decision making, high-
stakes tests such as university entrance exams are widely perceived to have immense
importance for the people and institutions involved, in the sense that they induce a rather
equal curriculum through a renewed focus on what is measured. In practical term, high-
stakes tests, powerful as they are, have the potential to shape curricular teaching and
learning. (Kiany, Shayestefar, Samar & Akbari, 2013 p. 326)
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From this point of view, establishing a fair, valid and inclusive evaluation system may be
helpful not only for the process of selecting the right person for the teaching profession but
also for redesigning curricular objectives and controlling education outcomes. It may also
contribute to the quality of education by selecting teachers who have required skills and
language proficiency. Although some countries, such as England and the United States, use
open entry policies, they exerted pressure through subject matter and performance tests
during certification or tenure stage after graduation (Ingvarson & Rowley, 2017). The basic
finding in the Wang, Coleman, Coley and Phelps (2003) report exhibits that high-
performing countries on TIMSS utilize high-stakes filters across all stages in the pipeline.

Policymakers in the current dissertation complained about the limitations of the current
TAE model and pointed out a need for adding new components for distinguishing those
who are good at teaching and speaking English, interacting and communicating with
stakeholders from those who are not. Thus, it can be concluded that since an effective
English language teacher needs to have required teaching competencies, subject matter
knowledge and language proficiency, the current TAE model should be rearranged
accordingly. That is to say, using more assessment tools and techniques will most likely
result in having qualified teachers. This supports the case in Chinese Taipei where
individuals experience severe set of assessments before gaining a tenured teaching position
(Hsieh, Ling, Chao & Wang, 2013). They must both pass the Ministry of Education’s
Teacher Qualification Assessment and undergo two stages: “(a) written tests designed to
assess education professional knowledge or subject matter knowledge and (b) a
demonstration of their teaching competency and a personal interview, both of which are
evaluated by a panel of teachers and a principal.” (as cited in Ingvarson & Rowley, 2017,
p. 4). This indicates that the current recruitment system does not contribute to the selection
and recruitment of effective teachers, and that new assessment tools should be introduced
immediately so that it could take into account the representative scores of student teachers’
performance, personality traits, and attitudes as well as their knowledge of specific

subjects.
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4.3.3 Discussion on the Attitudes of In-Service EFL Teachers towards ELTAE

This part consists of the quantitative side of the study and data collected by an attitude
scale developed by the researcher since literature does not provide any attitude instruments
on teacher assessment and evaluation system in EFL contexts where the recruitment of
teachers is actualized through centralized system. The findings of this research question
showed that in-service English language teachers do not have positive attitudes towards the
way they are assessed and evaluated (regardless of demographic variables such as gender,
graduated department, grade taught, reason for choosing department, and desired
profession) in order to be recruited to public schools. This shows that in-service English
language teachers considered the current TAE model inadequate, unfair and invalid, and
that they favored some other additional tests that could determine their skills and attitudes

in order to reach the most appropriate candidates for the profession.

A similar result was found in the study carried out by Karaca (2011). He examined the
attitudes of 258 student teachers (studying in different departments in 2009) towards KPSS
via a 75-item questionnaire developed by the researcher. The research findings displayed
that student teachers generally had negative attitudes towards KPSS and they all reached
consensus on an urgent need of an alternative examinations. In this sense, they believed
that KPSS failed to gauge the quality of teachers. In their qualitative study which consisted
of 180 student teachers of Department of Secondary Science and Mathematics Education,
Uyulgan and Akkuzu (2015) investigated their views of teacher selection and recruitment.
The content analysis revealed that they had negative opinions regarding OABT, and that
the exam caused them feel anxious and inadequate. In addition, they added that it is not fair
to recruit teachers based on only the scores of knowledge-based exams.

Sezgin and Duran (2011) conducted a study to determine student teachers’ perceptions
about KPSS, whether this exam affected their lives, and whether it influenced student
teachers’ perceptions about teaching profession and the content of undergraduate courses.
The content analysis reported that participants found KPSS as an inappropriate
examination in terms of selecting qualified teachers. In addition, they stated that KPSS
negatively affected their communication with surroundings, social relations, and joining to
artistic, cultural and sporting activities. Their participants offered oral and written
examinations instead of KPSS. Yilmaz and Yasar (2016) studied with 87 student teachers
to determine their perceptions about KPSS. While there was no significant difference
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between gender and their perceptions, a significant difference was found to be among
departments where they were studying.

The aforementioned results suggest a call for performance based scores. It is clear in
literature that schools which are interested in quality education and teachers generally pay
attention to performance indicators. For example, Jacob, Rockoff, Taylor, Lindy and Rosen
(2016) listed four stages of evaluation, as they changed somewhat from year to year, that
are considered by Washington DC Public Schools while recruiting teachers: general
essays, subject-specific assessments, an interview, and a teaching audition. They examined
the relationship between applicants’ characteristics, hiring outcomes and teacher
performance. Findings showed that both background characteristics and a demonstration
lesson are informative about teacher effectiveness, and that “there exists considerable

scope for improving teacher quality through the selection process” (p. 37).

4.3.4 Discussion on the Appropriate ELTAE

The qualitative data related to the last research question revealed that the education experts
generally valued a teacher assessment and evaluation (TAE) model which gauges not only
student teachers’ knowledge but also their skills and attitudes. When the emerging codes
were scrutinized, four categories were observed to outline the characteristics of an
appropriate TAE model, namely inclusive, distinguishable, equitable/fair, and accurate. As
can be noticed from the initial letters of the categories, the data suggested an IDEA to the
authorities about the characteristics that an appropriate TAE model need to have while
recruiting English language teachers to the public schools. To enlighten each of these
categories, they are discussed here under separate headings.

4.3.4.1 Inclusive

Education stakeholders stated that in order to recruit the right person for the teaching

profession, one of the basic feature is that the evaluation process should include

competencies related to student teachers’ knowledge, skills, and attitudes that an effective

language teacher should have. So, it is useful to identify what makes a teacher effective. It

has been a subject of importance for many educational scholars. While Pettis (1997)
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believes that a professionally competent teacher, at first, needs to be principled,
knowledgeable, skillful and open to develop, Walsh (2002) see discipline knowledge,
pedagogical knowledge, knowledge of context, and personal knowledge as a must for an
effective English language teacher. Some indicated that an effective language teacher
should have good language proficiency, personality and language-teaching skills (Brown,
2001). Other considered personal teacher dispositions, such as caring, as a vital factor in
teacher effectiveness (e.g., Averill, 2012; Noddings, 2013). From these examples, it is
clear that an appropriate TAE model should include the whole aforementioned
characteristics. That is, an appropriate TAE model must be informative about all teaching
related issues, so different sources need to be applied to assess and evaluate student
teachers with the aim of selecting affective English language teachers while eliminating
ineffective ones. As one of them (PM2) emphasized, ““...imagine that a student teacher has
answered the whole questions correctly. Does it mean that he will be a good teacher?
Absolutely not, because it presents nothing about whether the student teacher can transfer

his/her knowledge into practice...”

This statement explains the reason why an appropriate TAE model must be inclusive and it
shares common features in line with literature. According to Harris and Sass (2014), the
link between teacher skills and productivity can be the best way of teacher performance.
That’s why, a lot of countries usually apply interview including sample lesson. For
example, in Japan, private schools decide their recruitment criteria as in Turkey. But each
Prefectural Board of Education is empowered to recruit their teachers for public schools
through a recruitment test which generally includes both a paper test and an interview
including a teaching demonstration (Ramirez Carpeno & Mekochi, 2015). In Spain, in
order to be a public school teacher, a nationwide competitive examination, which has two
phases, is required. Student teachers have a practical exam in the first part, but the second
part measures their pedagogical knowledge by asking them to “present a teaching program
based on the first exam” and to “do an oral presentation of a teaching unit” (ibid., p. 117).
In addition, in Korea (see Kang & Hong, 2008 for more details), student teachers require
passing the National Teacher Employment Test (NTET) which assesses their knowledge,
skills, and dispositions via three phases and the last one consists of teaching performance
and interview. In USA, Education Testing Service (2005) has also considered the
importance of teacher’s performance while establishing the Praxis Series of certification

tests for beginning teachers. It includes three series which consists of (a) literacy and
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numeracy; (b) subject-content tests; (c) Classroom Performance Assessments, and the last
one gauges a teacher's in-class ability as a practicing teacher (Coniam & Falvey, 2007).
Thus, it can be concluded that countries having good educational outcomes pay great
attention to their recruitment model since ensuring that each classroom has a quality
teacher starts with the use of efficient teacher evaluation model (Rivkin et al., 2005).
According to Danielson (2007), classroom practices based teacher-quality measures “are
more closely linked to professional standards and therefore assess teachers from
expectations that are known and shared by the teaching community” (as cited in Santelices,

Valencia, Gonzalez & Taut, 2017).

In Turkey, entering an English language teaching program requires successful scores of a
centralized nationwide examination based on multiple-choice questions. There are no exit
exams. Anyone graduated from these programs can be in line for the teaching job in public
schools, and graduates of English Language and Literature, American Culture and
Literature, Department of Translation and Interpreting, and Department of English
Linguistics deserve to be teacher in public school as long as they have pedagogic formation
certificate. The education stakeholders criticized the way pedagogic formation certificates
are provided, and suggested authorities to make regulations for taking into account the
teaching experience of student teachers (performance score of micro-teaching of of school
experience and practicum). The perceptions of education stakeholders of this dissertation
confirm Leshem and Bar-Hama (2008) who focused on how teachers should be assessed
and provided three options as an answer: (1) by observable behavior and measurable

components, (2) taking into account the practicum, or (3) by their formal knowledge.

In a review of prior research on teacher personality, personality was noted to be both the
main predictor of teacher success (Polk, 2006) and student achievement (Zhang, 2007).
One of the in-service teachers (T11) voiced that “...personality, conscience, and
psychology are important terms for teaching...”. In parallel with T11, recent labor
economics related studies have underlined the importance of personality traits in in
determining worker productivity (Borghans, ter Weel, & Weinberg, 2008b; Cunha,
Heckman, Lochner & Masterov, 2006; Heckman, Stixrud & Urzua, 2006 as cited in Harris
& Sass, 2014). In education, personality traits that effective teachers have can be labelled
as caring, avid, motivated, fair, respectful, reflective, and humorous (Black & Howard-

Jones, 2000; Delaney, 1954; National Association of Secondary School Principals
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[NASSP], 1997; Peart & Campbell, 1999 as cited in Stronge and Hindman, 2006).
Although measuring personality traits objectively is not easy (Borghans, Duckworth,
Heckman & ter Weel, 2008), these traits may be noticed via direct observation (Harris &
Sass, 2014). Thus, it can be suggested that there is a need to consider the student teachers’
score of practicum and some courses (e.g., micro-teaching, material development and

evaluation) when evaluating them.

4.3.4.2 Distinguishable

The term distinguishable here refers to the capacity of a TAE model to distinguish
effective teachers and ineffective teachers. The methods for measuring teacher quality and
the way to implement teacher performance assessment differ from context to context. For
this reason, it is recommended for a nation to outline the characteristics that an effective
language teacher must have so that it could develop related approaches for selecting
effective teachers while eliminating ineffective ones. In other words, the Ministry needs to
define the ideal student teacher that is aligned to the country/education’s vision, need,
culture, and performance expectations, because it is important to identify and recruit
student teachers who display the qualities of effective teachers in order to maximize the
impact of the assessment and evaluation process (Stronge & Hindman, 2006). Although
there is not a unique definition of a qualified or effective teacher (Ingersoll, 2001, p. 42), as
it is mentioned somewhere in this dissertation, an effective English language teacher needs
to be good at competencies related to knowledge, skills, and attitudes. So, the current TAE

model should be revised accordingly.

In Good to Great (2001), which provides many assumptions for how to achieve greatness,
Jim Collins states that “when in doubt, don't hire—keep looking” (p. 54). However, the
question to be considered, as Stronge and Hindman (2006) asked, is how we distinguish
effective applicants from less or ineffective ones. Moreover, how do we ensure that we
select a good teacher? They indicated that what is pursued “in teacher selection is
predictive validity—that is, the ability to use the information available about candidates to
make hiring decisions that result in capable and committed teachers” (p. 19 emphasize in
original). On this basis, they introduced Teacher Quality Index (TQI) for teacher selection,

which consists of research-based and field-tested interview protocol. They voiced that the
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TQI interview protocol concentrates on gathering information from qualified applicants on
their abilities, skills, and experiences in an initial screening interview and, later, in a more

in-depth building level interview (ibid., p. 5).

Research focusses on four information sources that are referenced by principles in order to
distinguish candidates with desired teaching qualities from others: “(a) past experience, (b)
job interview, (c) professional references, and (d) resume” (Grove, 2008; Harris, Rutledge,
Ingle & Thompson, 2010; Kersten, 2008 as cited in Ellis, Skidmore & Combs, 2017, p.
453). In the OECD, Musset (2010, p. 46) identifies the requirements for getting teaching
certifications and entering the professional field:

To improve teacher quality, policy makers can also allow both the rise of teacher certification
requirements and the accreditation for teacher education programmes. In half of the OECD
countries, having followed a teacher education programme is not enough to obtain a teaching
certification. In France, Germany, Greece, Italy, Japan, Korea and Spain, aspiring teachers
have to pass a competitive exam to be certified and enter the profession. The examination can
be used to obtain a teaching license but also to obtain tenure in a public school. In other
countries, they also have to complete a period of probation before getting their certification;
in Spain and Italy this period is of one year.

Considering how to measure teaching quality, literature lists three main lines of research:

(a) the study of observable teacher characteristics that may impact student performance
(Hanushek and Rivkin 2006), often referred to as inputs (Goe et al. 2008);

(b) the analysis of teaching quality, defined as professional practices based on professional
standards and usually measured through class observation guidelines, focusing on process
(Danielson 2007; Darling-Hammond 2012; Papay 2012); and

(c) estimates of value added based on student performance on standardized tests (Millman
1997), also known as outputs and more traditionally associated to the concept of teacher
effectiveness. (as cited in Santelices et al., 2017, p. 114 emphasize in original)

Very recent literature has exhibited a different approach to the discussion on how to
measure teaching quality, putting emphasize on the amalgamation of different sources of
information on teacher performance as well as it overall application in teacher performance
evaluation (Cantrell & Kane, 2013; Darling-Hammond, 2012; Goe, Bell & Little, 2008).
From this perspective, the aforementioned three research strands represent subcomponents
of a single measure, instead of referring to different measures of teaching quality. Thus,
teacher assessment and evaluation process should involve “observable teacher
characteristics, professional practices, and the impact on student performance” (Santelices

et al., 2017, p. 114) in order to distinguish effective teachers from in effective ones. Also,
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Tucker and Stronge (2005) underlined the importance of observation, indicating classroom

observations as the primary instruments utilized for evaluating teachers.

4.3.4.3 Equitable/Fair

Education stakeholders lay emphasis on crucial role of teacher assessment and evaluation
in education, and stated that authorities should always keep in mind whether the
assessment and evaluation practices reflect and promote fairness. Kunnan (2005, p. 235)
presents two main principles with a set of sub-principles for test fairness; (1) The Principle
of Justice (treating every person with equal respect), (2) The Principle of Beneficence (not
being harmful or detrimental to society). Fairness in testing has various definitions, so a
universally adopted definition is not available in the literature (American Educational
Research Association, American Psychological Association & National Council on
Measurement in Education, 2014, p. 49). However, its definition in the current study is in
compliance with ETS Standards for Quality and Fairness which defines the definition of
fairness as “the extent to which the inferences made on the basis of test scores are valid for
different groups of test takers.” (Educational Testing Service, 2014, p. 19). According to
Messick (1989), construct under-representation and construct-irrelevant variance are two
major threats to validity and they need to be examined in order to improve the test quality
and thus promote positive washback. The former occurs when construct has some missing
points, whereas the latter happens when components that are irrelevant to the construct of
focus influence test score variance. These two factors both diminish test validity and affect
the fairness of the test if groups are affected differentially. Thus, to establish a fair
evaluation requires preventing those two factors and, specifically, preventing certain
groups of test takers being more affected by a construct-irrelevant source of variance than
other groups and to avoid unintended constructs (construct-irrelevant sources), because
they may cause incorrect inferences about those who take tests and, therefore, decrease
validity. This information confirms ST19:

... We are studying English language and literature, so we are successful in doing questions
both related to literature and those related to language proficiency since we are always
asked to read and write essays during the four-year education. Last but not least, we have the
whip hand owing to literature questions.
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It shows that the current TAE model militates in favor of student teachers of English
language and literature due to their background, rendering construct-irrelevant variance. In
their study, Construct-irrelevant factors influencing young English as a foreign language
(EFL) learners’ perceptions of test task difficulty, Cho and So (2014) examined the
interaction of primary students learning English with test materials and their response to
English language test questions. They found that the complexity of language used in test
questions may influence the way they demonstrate their skills on the constructs targeted in
the test questions, and that perception of test difficulty may be affected by memory load

and ambiguity in task descriptions.

Another finding of the study was that the components of the current TAE model (e.g.,
OABT, Interview) do not represent the construct in terms of language proficiency.
Participants stated that OABT tries to measure language proficiency of student teachers
through twenty-five questions in multiple choice formats. However, in order to ensure
language proficiency, they are required to demonstrate their speaking skills as well as other
skills. They added that although interview has been introduced to measure their
communication skill, it does not serve its purpose as it measures English language teachers
in Turkish, causing the construct under-represented. This is also mentioned by Chen, Li
and Chason (2018), who stated the possible occurrence of construct under-representation
when the goals of assessment are deficiently considered. According to them, low level
items of cognitive function require only rote memorization in order to recall isolated facts,
but they may not reflect the knowledge to represent the performance for real-world

situations.

Alavi and Masjedlou (2017) conducted a study on the validity of IELTS Academic Writing
Task One (IAWTO). They found IAWTO input to be decayed and inadequate, showing the
construct underrepresented, i.e., reducing and narrowing the construct. They explained the

reason behind the construct under-represented as followings:

To tease apart what is at stake here, taking account of the reality that IAWTO limits the test
takers to just factual content of the input diagram and does not allow any speculated
explanations- and personal beliefs of the test takers- outside the given data (IELTS
Handbook, 2007) sounds to us to construct under-represent. The case in attention runs
diametrically counter to Harsch and Rupp’s (2011) stance, holding the view that for
measuring the full writing abilities of the test takers, the writing task must be open rather
than limited. (Alavi & Masjedlou, 2017, p. 1098)

137



From these explanations, it can be concluded that validity is sine qua non of a high-stakes
test. Therefore, a well prepared test should be far away from treats to validity, namely
construct-irrelevant variance and construct under-representation, in order to prevent it from

having unintended, negative, or no consequence (Green, 1998).

4.3.4.4 Accurate

The category accurate has two sides. The first one refers to accurate scoring (using the
right assessment tool for the related competency). They criticized the inappropriateness of
the current TAE model as it only depends on paper-pencil examination, because answering
even all questions in the current model does not guarantee the selection of effective
teachers. Each scoring should represent the related construct appropriately. That is, to what
extent does a student teacher’s score on OABT represent the “real or appropriate” measure
of his/her English ability since multiple-choice questions may not be give information
about individual’s classroom performance? The second side occurs naturally as a result of
the first side, and it is about the requirement of using multiple assessment and evaluation
sources so that it could provide information about the student teachers’ knowledge, skills
and attitudes since relying on only multiple choice paper-pencil examinations does not
visualize the student teachers’ teaching ability. This was also emphasized by James
Popham, Berliner, Kingston, Fuhrman, Ladd, Charbonneau and Chatterji (2014) who
stated that scored obtained from standardized tests are inappropriate for evaluating teacher
quality. According to Parsi and Darling-Hammond (2015, p. 5), current tests are not

supportive, because

[T]hey do not reflect and embody the skills students need, they cannot inform instruction that
aims to fulfill these purposes. Additionally, multiple-choice tests do not offer any
information about students’ thinking or reasoning, their misconceptions, or ability to express
their ideas. Thus they provide little information to help teachers shape instruction. Last but
not least, since these assessments are primarily summative, they cannot inform continuous
instructional improvement, a goal facilitated by a rich array of assessments within a

comprehensive state assessment system.

These explanations prove how some policymakers (for example, PM4) were right in
warning that “Unless the system terminates the measurement of teaching quality through
questions in multiple-choice format, it becomes impossible to equip each classroom with
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an effective language teacher.” This may be the reason why school districts in some
countries (such as, Australia, Hong Kong, and Singapore) have started to extend the use of
performance assessments (Darling-Hammond & Wentworth, 2010). Mostly, the
amalgamation of standardized tests and classroom-embedded performance assessments
occurs in international context; for example, in Queensland and Australia, students in
grades 3, 5, 7, and 9 are measured by national tests of numeracy and literacy occur while

performance tasks are tested in other grades (Parsi & Darling-Hammond, 2015).

One of the educational experts in this study (EE6) expressed his dissatisfaction of the
current model by uttering as fallowing: “Without taking into account the score of student
teachers’ skills and attitudes when evaluating them, it seems impossible to enhance
education and encounter each student with a qualified language teacher.” This is, actually,
a call for change or at least a revision for the current TAE model. Correspondingly,
Kiligkaya and Krajka (2013) examined the selection and recruitment process in Turkey and
Poland. They compared teacher recruitment process in Turkey to that in Poland. They
concluded that (ibid., p. 100-1)

[W]lhen what KPSS covers and what teacher candidates are expected to perform are
concerned, especially language teachers in Turkey seem to have at disadvantage in that the
exam does not differentiate those who have high levels of proficiency in English from those
who do not. In other words, candidates’ knowledge of English is in no way taken into
account. As regards the recruitment process, as indicated earlier, a language teacher
candidate’s overall score on KPSS is what counts in the recruitment process in Turkey....

It is natural that an exam is conducted when there are more applicants than vacancies in any
profession. However, these exams should test what teacher candidates are expected to
perform in class. In other words, we cannot talk about the reliability or validity of these tests
such as KPSS in Turkey, which do not test candidates’ subject knowledge.

Very recently, interview has been introduced as a new component to the current TAE
model, with the aim of measuring student teachers’ communication skills. However, the
qualitative data analysis displayed that interview has negative and unintended
consequences due to accuracy concerns. Education stakeholders focused on two vital
issues that the interview process does not have, which, in turns, decreases validity. The
first one is that those who give scores to student teachers in the interview process are not
experts. The second issue is the absence of a detailed, valid and fair scoring rubric.
Similarly, Strong and Hindman (2006) asserted that the goal for those who involved in the
recruitment process should be selecting a highly effective teacher for every student in the
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school. According to them, use of a scoring rubric is of importance for ensuring that the
same criteria are used to evaluate responses. In addition, as cited in Stronge and Hindman
(2006, p. 25), using rubrics “is likely to reduce errors in the interview process (Pulakos,
Schmitt, Whitney & Smith, 1996). Rating scales may reduce bias and enhance
interviewers’ consistency of judgments about candidates’ responses (Campion, Palmer &
Campion, 1997).” Thus, these data suggest that the authorities should either terminate
interview or redesign the process in which experts and well developed rubrics are common.
It seems that the second option will be useful since interviews have been found to be “vital
to establishing an organizational match between the candidates’ knowledge, skills, and
abilities and the culture and needs of the school system (Eder & Harris, 1999)” (ibid., p.
28).

Some researchers (e.g., Sautelle, Bowles, Hattie & Arifin, 2015) presented various sources
that could be used as indicators of their performance and that might be considered during
the evaluation process. According to them, “if selecting a candidate for a particular job,
selectors predict a candidate’s job performance (criterion) based on their previous
experience and university scores (cues), as such cues are probabilistically related to their
performance, the desired criteria.” (ibid., p. 57). In a nutshell, literature displays evidence
that using multiple scores results in the recruitment of more highly qualified teachers
(Balter & Duncombe, 2008).
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CHAPTERV

A SUGGESTED MODEL

The IDEA is developed to serve as a guide for the recruitment of English language
teachers in Turkey and in EFL contexts where there is a centralized teacher recruitment
system. It aims to bring a fair, reliable and valid teacher assessment and evaluation (TAE)
model for English language teachers. The IDEA intends to take into account the
knowledge, skills, and attitudes of student teachers through multiple sources of information

with the aim of equipping each classroom with an effective language teacher.

5.1 The Need for IDEA

As discussed in previous chapters, teacher assessment and evaluation of a nation is
determinative of the quality of its teachers and education. Considering the status of English
in public schools in Turkey, education stakeholders were requested to reflect on the link
between the way English language teachers are evaluated and their personal and teaching
quality. The perceptions of education stakeholders and the attitudes of English language
teachers displayed the impact of the current TAE model on student teachers, in-service
teachers and education. That is to say, the quantitative and qualitative data showed how the
current TAE affects and shapes the current situation of English language teachers. First,
due to structure of the current TAE, student teachers were noted to feel obliged to deal
with the neglected competencies only after all examinations related to current model
PASS; that is, they delay some skills until becoming teachers. Thus, according to them,
they graduate with some shortcomings due to the skill-delay process as they have to study

for an exam based on memorization.
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Second, the in-service English language teachers were interviewed in order to learn (1)
whether the shortcomings that student teachers mentioned came true, and (2) their
perceptions of the current recruitment model. They stated that both time and opportunities
stayed at PAST in order to compensate these shortcomings. According to their statements,
all these competencies should have been covered in undergraduate period, because once
student teachers let these competencies get out of control, it seems to be too difficult to

manage them after graduation.

Finally, other stakeholders (teacher trainers, education experts, and policymakers)
contributed to the views of student teachers and in-service teachers in claiming that the
current TAE model prevents teachers from becoming the CEO of their profession. They
voiced that it fails to distinguish effective teachers from in effective ones. Their
dissatisfaction and distrust of the current TAE model has doubled, especially, with the
introduction of interview. Unless these deficiencies with TAE model are overcome, it
seems to be impossible to equip each classroom with a qualified/effective teacher, which,
in turns, relieves the education of the country. From that point of view, developing a valid
and fair TAE model becomes a must. PASS, PAST, and CEO acronyms emerged from the
initial letters of related features (please see Figure 5).

5.2 Referenced Sources for IDEA

Various sources have been applied while developing the IDEA. Some of them are as

followings:

1
2
3
4

perceptions of education stakeholders

documents

literature

teacher selection and recruitment of different countries

a- countries that perform well in PISA in reading
b- countries that are on average in PISA in reading

c- countries that are below average in PISA in reading
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5.3 General Aims

The IDEA is in line with the philosophy of the consequential validity and teacher quality in
that it aims at developing a construct represented and relevant TAE model for selecting and
recruiting language teachers with required knowledge, skills and attitudes. It also takes into
account stakeholders’ perceptions, because in the case of “adopting a lens of consequential
validity, it becomes important to understand public perceptions of these issues” (Hitchcock
et al.,, p. 5). In addition, it aims to create a collaboration and cooperation between the
MoNE and universities, by inviting both parties into evaluation process. In this sense,
individual’s teaching ability and personality traits are also assessed and these scores are
considered for evaluation process. By sharing responsibility, it is targeted not only to ease
the workload of the ministry but to contribute to the selection of language teachers who are

good at speaking and teaching English well.

5.4 Characteristic of the IDEA

According the data, the suggested TAE model should include four features so that it can
eliminate in effective student teachers. These attributes are as followings (please see
Figure 6 for more details):

5.4.1 Inclusive

The IDEA includes competencies that qualified English language teachers must have. Not
only does it have competencies related to knowledge, but also it involves both skills and
attitude-related competencies. It aims to provide good examples of using various sources
and approaches for assessing and evaluating student teachers so that it can select the right
person for the teaching profession. It involves scores which represent student teacher’s
ability of preparing material, demonstrating teaching ability, and speaking fluently. In
addition, it measures their subject knowledge as well as the knowledge of curriculum and

legislation.
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Figure 6. The suggested TAE model: IDEA
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5.4.2 Distinguishable

The main limitation of the current TAE model is its insufficiency in selecting student
teachers who are good speakers of target language, who are good practitioners, and who
are highly motivated to teach foreign language to students. In this sense, the IDEA has
been designed to distinguish effective English language teachers from ineffective ones. By
using the aforementioned sources and approaches when assessing student teachers, it aims
to distinguish knowledgeable, skilled and motivated student teachers from ill-informed,

unskilled and unmotivated individuals respectively.

5.4.3 Equitable/Fair

In order to ensure fairness, the principle of being free from bias has been kept in mind
while developing the suggested model. That is, the IDEA has been designed in a way that
it can represent its constructs to be measured and hinder construct-irrelevant variance so
that it could treat every person with equal respect in order to ensure equity and fairness in
testing. In other saying, a great importance has been attached to the development process
of IDEA for not being affected from the test taker’s personality, background knowledge,
test-taking strategies, as well as general intellectual or cognitive ability, because they may
cause incorrect inferences about those who take tests and, therefore, decrease validity

5.4.4 Accurate

As discussed in previous chapters, the current assessment and evaluation model requires
memorizing lots of topics and subjects and asks student teachers respond multiple choice
tests. Moreover, the lack of rubrics for evaluating the scores of student teachers in
interview process causes a dissatisfaction and anxiety among student teachers. Thus, the
model aims to reassure that the evaluation is done appropriately, by using the right
assessment tools with the related competencies. It also uses various sources of evaluation

for ensuring accurate scoring.
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5.5 Objectives

The IDEA has some objectives related to student teachers’ knowledge, skills and attitudes.
In other words, it aims to select and recruit English language teachers who have the

following competencies.

5.5.1 Knowledge-Related Objectives

The English language teachers will have a required knowledge of

1- literacy

2- numeracy

3- subject/content

4- curriculum

5- legislation

6- monitoring, assessment and evaluation
7- technology

8- child development

9- underlying theories of language teaching and learning

5.5.2 Skill-Related Objectives

The English language teachers will be able to

1- perform an efficient lesson

2- integrate and use technology appropriately

3- use the right assessment tools for their students
4- speak English fluently

5- write a coherent piece of paper

6- create learning environments

7- interact with students

8- manage the teaching and learning process

9- create a good relationship with stakeholders
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5.5.3 Attitude-Related Objectives

The English language teachers will be able to

1- care needs of students

2- value every student as a human being and individual
3- have positive attitudes towards students

4- open to personal and professional knowledge

5- cooperate with stakeholders

6- love their students and profession

5.6 Methodology

This part includes information about (a) what characteristics of a student teacher should be
measured while recruiting him or her to the public school, and (b) what kind of ways may
be followed while assessing these features. Figure 7 visualizes the knowledge-, skill-, and
attitude-related competencies and provides the possible ways to for assessing and
evaluating them during the assessment and evaluations process, with the aim of choosing

the best student teacher.

5.6.1 General Considerations

Teacher assessment and evaluation is a multidimensional process with a variety of factors
to take into consideration. The characteristics of the IDEA display that taking into account
the student teachers’ teaching ability, their attitudes, and their personality traits is sine qua
none of recruiting or assigning an effective English language teacher. Hence, two kinds of
guestion come to the fore; (1) what to assess and (2) how to assess (see Figure 7). The first
one is about the features (related to knowledge, skills and attitudes) that an effective
English language teacher should have, while the second question is about the sources or
ways that may be applied for the assessment and evaluation process. To summarize it, the
suggested model utilizes various sources of information for the assessment and evaluation
of English language teachers to suit the knowledge, skills and personality traits of qualified

teacher. The IDEA also emphasizes the productive skills of language teaching, particularly
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speaking, indicating that an effective English language teacher needs to be fluent in the TL.
Besides, it advocates the use of multiple scores which cohere with the related construct.

Thus, it can be concluded that the IDEA aims to provide each student with a qualified

(e.g_literacy, numeracy, OABT,
curriculum etc_)

What (ability to perform a lesson, technology
literacy, assessment literacy, classroom
management, communication etc.)

(attitude about teaching, self-efficacy,
motivational disposition etc.)

language teacher.

(mentor & adviser)

(e.g. material evaluation, micro
teaching

Figure 7. Competencies Need to be Assessed and Possible Ways of Assessment

5.6.2 Recommendations for What to Assess and How to Assess

Competencies that a qualified teacher should have may differ from country to country.
Therefore, the characteristics mentioned here are determined by the researchers, depending
on the perceptions of education stakeholders, literature and document analysis, in
accordance with the need of the country.
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5.6.2.1 Recommendations for Knowledge

According to the Ministry, literacy and numeracy are two important features that each
teacher must own. In addition to them, the IDEA suggests that a qualified English language
teacher must have a deep knowledge of subject/content, has required knowledge of
curriculum, legislation, child development, testing, and underlying theories of language
teaching and learning. As those issues contain a mass of knowledge, for the practicality
concerns, the suggested model recommends the use of paper-pencils exams for knowledge-

related issues.

5.6.2.2 Recommendations for Skills

The most problematic area of the current TAE is its being lack of performance-based
scores. Although many subjects may be considered under this title regarding a student
teacher’s performance, basically issues seem to be of importance, namely verbal ability,
teaching ability, and personality. The model proposes TOEFL or IELTS equivalent exam
that will be conducted by OSYM for student teacher’s speaking ability. To make it
practical, the time for the exam should be flexible. That is, student teachers should be given
opportunity to apply TOEFL or IELTS equivalent exam anytime they want (from enrolling
the program to graduation).

The IDEA suggests the use of multiple sources of scores for the identification of student
teacher’s teaching ability due to the subjectivity concerns in performance-based evaluation.
That is, it advocates the use of the scores of practicum and some lessons (e.g., micro-
teaching of school experience, material development and evaluation) instead of applying a
one-time observation-based exam (for example, a sample lesson). Regarding practicum,
both mentors and advisors’ evaluation scores should be considered during evaluation

process. Three problems may arouse;

1. scores of private universities (some economical concerns may interfere the
process),

2. consistency of scores (for example, does the score 80 in A university refer to the
same score in B university?),
3. pedagogic formation.
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For the first and second options, there may be two solutions; the Ministry should either
introduce an exit exam or take into account student teachers’ entry scores when evaluating
them. Pedagogic formation is an enigmatic issue in Turkey. It is beyond the scope of the
current study to discuss whether pedagogic formation system for outfield graduates is good
or not. However, the IDEA insists that outfield graduates should spend at least one
semester with senior ELT students if the pedagogic formation programs continue.
Experiencing some courses (e.g., micro-teaching of of school experience, material
development and evaluation) and practicum process with senior ELT students will

contribute to pedagogical knowledge of outfield graduates.

5.6.2.3 Recommendations for Attitudes

The attitudes of student teachers towards teaching, their motivation, and their personality
traits determine whether they will be good teachers. Thus, it can be concluded that, an
effective teacher is expected to love his/her profession, care the needs of learners, respect
each student as an individual, and have a sense of humour. Although it is not easy to
measure personality traits objectively, a direct observation may be informative. That is, in
micro-teaching lessons and practicum process, whether the individual is prone to teaching
profession can be evaluated. This case is also the fifth action (Enabling students to switch
to other programs from teacher training programs) which is stated in Teacher Strategy
Paper (MEB, 2017a).

5.7 Conclusion

Currently, teacher assessment and evaluation depends on knowledge-based paper-pencil
exams. Some vital components (teaching ability, verbal ability etc.) are ignored due to its
multiple-choice nature. Very recently, interview has been introduced with the aim of
selecting candidates with good communication skills. However, it does not serve its
purpose because it is not possible for interviewees to encounter field experts during the
interview process and it also lacks a good rubric for scoring. The individuals who want to
be English language teachers mainly study lots of subjects related to numeracy, literacy,
OABT in multiple-choice format. In addition, their communication skills are assessed in

interview through few questions in Turkish.
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As the findings of the previous chapter indicate, the current TAE model does not guarantee
the selection and recruitment of qualified English language teachers. At the same time, the
current model fails to capture the student teacher’s ability of teaching and speaking
English. In light of this information, a new model which considers student teachers’ both
skills and attitudes as well as their knowledge will contribute to the quality of teachers,
and; therefore, increase the quality of education in Turkey.
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CHAPTER VI

CONCLUSIONS

The present study was conducted with the purpose of (a) examining perceptions and

attitudes of education stakeholders about Turkey’s teacher assessment and evaluation

(TAE) model in terms of consequential validity, (b) developing an attitude scale for

English language teachers so as to reach a wide population with the aim of generalizing the

results, and (c) suggesting a more reliable, valid and fair TAE model for EFL contexts in

which the assignment process is done centrally. The participants of the study were;

student teachers (of ELT department and other programs such as English Language
and Literature, American Culture and Literature, Department of Translation and
Interpreting or Department of English Linguistics graduating),

in-service English language teacher (graduates of both ELT and other departments
such as English Language and Literature, American Culture and Literature,
Department of Translation and Interpreting, or Department of English Linguistics
graduating),

teacher trainers (of ELT programs),

educational experts, and

policymakers.

Semi-structured interviews were applied to all participants in order to gather the qualitative

data whereas the quantitative data were obtained from in-service English language teachers

through the 23-item attitude scale developed by the researchers. This chapter begins with a

brief summary of the findings. Then, it is followed by conclusion and recommendations for

further research.
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6.1 Summary of the Findings

The first research question aimed to display the competencies that stakeholders (student
teachers, in-service teachers, teacher trainers, education experts, and policymakers) valued.
The content analysis of the data suggested three categories (knowledge-based
competencies, skill-based competencies, and attitude-based competencies) that an effective
English language teacher should have. Thus, it was concluded that, according education
stakeholders, a qualified language teacher should have the required competencies related to

not only knowledge but also skills and attitudes.

The porpuse of the second research question was to reveal stakeholders’ perceptions of
English language teacher assessment and evaluation (ELTAE) in Turkey. In other words,
the impact of ELTAE was examined. Education stakeholders voiced some negative effects
and the common agreement was on the shortcomings that occurred due to the current TAE.
Participants stated that since the current model uses only knowledge-based exams, it
causes unintended consequences (for example, selecting unmotivated and unskilled

candidates).

The third research question was about the quantitative part of the study and its results
showed that in-service English language teachers had negative attitudes towards the
current TAE regardless of demographic variables such as gender, graduated department,
grade taught, reason for choosing department, and desired profession. This part confirmed

the qualitative data and provided an opportunity for generalizing the results.

The last research question was the sum and essence of the present study, which was used to
develop a valid and fair TAE model. It was observed that stakeholders (e.g. student
teacher, in-service teacher, teacher trainer, education expert, and policymaker) had reached
a consensus on the introduction of a new valid and fair teacher assessment and evaluation
model. The data suggested that the new TAE model should be inclusive, distinguishable,
equitable/fair, and accurate. So, the acronym IDEA emerged from the initial letters of four
features that a good TAE model should have. Thus, the suggested model can be regarded
as a good IDEA to the authority about how to develop a fair, valid and reliable evaluation

process for recruiting English language teachers to the public schools.
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6.2. Conclusion

In this dissertation, the consequential validity of the current teacher assessment and
evaluation (TAE) model in Turkey was investigated through the perceptions of various
stakeholders (such as, student teachers, in-service English language teachers, teacher
trainers in ELT departments of different universities, education experts, and policymakers)
with the aim of developing a fair, reliable and valid TAE model for English language
teachers who want to be recruited to public schools. The findings of this research have
indicated that the current TAE model has not been appreciated and valued in education
society. In addition, since there is a positive relationship between the effectiveness of
teacher evaluation (or teacher selection & recruitment) and teachers’ quality and job
satisfaction (e.g., Johnson & Birkeland, 2003; Liu & Johnson, 2006), the current model has
been accused of not contributing to the process of bringing up quality English language
teachers due to its inability to distinguish effective language teachers from ineffective
ones. In this sense, it can be deduced that bringing effective teachers in classrooms is only

possible with a well-established TAE model.

The quantitative and qualitative data showed that the current TAE does not contribute to
English language teachers’ personal and professional development. Indead, it was found to
damage their personal and professional development. For example, student teachers ignore
some vital competencies (e.g., speaking and teaching English well etc.) due to the nature of
the current TAE and they wish to deal with the neglected competencies when they become
teachers. However, after becoming an English teacher, they were found to be pessimist in
terms of overcoming and managing these shortcomings. In addition to them, other
stakeholders also indicated that the current model damages student teachers regarding their
skill-related competencies and form a basis of the existence of ineffective English teachers.
This led to the development of a fair, reliable and valid TAE model, the IDEA, serving as a
guide for the recruitment (evaluation) of English language teachers in EFL contexts where
teachers are assessed and evaluated via a centralized system. The aim of the IDEA is to
equip each classroom with an effective language teacher, so it takes into account the
knowledge, skills, and attitudes of student teachers through multiple sources of

information.

According to the qualitative data, the stakeholders had negative perceptions towards the

current TAE. However, it was not feasible by using qualitative data to reach wider
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populations and generalize the results. Thus, with the help of the findings of the current
study as well as literature, an attitude scale was developed by the researcher of the current
study in order to generalize the results, because, to the best knowledge of the researchers,
no attitude scales were available in literature regarding English teachers’ attitudes towards
teacher evaluation or recruitment model in EFL contexts where the teacher recruitment is
actualized centrally. Thus, the researchers developed ETARS (English teachers’ attitudes
towards recruitment system) to reveal the attitudes of in-service English teachers the way
they are assessed and evaluated. The creation of ETARS is of paramount importance,
because using such instruments display “whether qualitative research findings held over
large groups of respondents.” (Hitchcock & Nastasi, 2011; Hitchcock et al., 2005, 2006;
Nastasi, Hitchcock, Burkholder, Sarkar & Varjas, 2007 as cited in Hitchcock, et al, 2015

p.5).

The findings of the current dissertation presented an urgent need for an information rich
TAE model. That is, the new TAE model should provide information about not only
student teachers’ knowledge but also their skills and attitudes. As Danielson (2011) states,
evaluation systems should be significant for teachers themselves and informative about
their own practice. Stakeholders of this study believed that it is not possible to equip each
classroom with an effective English language teacher unless student teachers’ teaching and
verbal ability is measured and unless their personality traits are taken into account. Their
statements suggested a four-characteristic TAE model which could select qualified

teachers while eliminating ineffective candidates. These characteristic are

e inclusive (refers to the features related to student teachers’ knowledge, skills of
teaching profession, and their attitudes towards it),

e distinguishable (refers to its capacity of selecting quality teachers but eliminating
ineffective teachers),

e equitable/fair (a test’s unbiased decisions. It should be construct represented and
construct relevant), and

e accurate (refers to its capacity of scoring accurately and using the right assessment

tool for the related competencies).

As the initial letters of these categories speak, the present study suggested an IDEA to the
authorities about how to select qualified applicants when the number of English language

teachers outweighs the number of available places.
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The findings also have some implications for policymakers. It has circumstantiated the
reason why the current model has been believed to be invalid and unfair, and it has also
suggested possible solutions for overcoming these problems. The education stakeholders
argued the unintended and negative consequences of the current TAE model as the reason
behind its invalidity and unfairness. Therefore, the present study has delved into these
consequences, keeping in mind that, in the case of any negative consequences,
policymakers, and test organizers must investigate and correct the source of the problem
(Hitchcock et al., 2015). This study might ease the job of policymakers because of its
scientific and pedagogic nature. In other saying, underlying problems related to validity of
the current model were investigated and identified, and accordingly a new valid TAE
model was developed in order to offer possible solutions to these problems. It is valid
because the use and interpretation of a test is also a kind of validity: consequential validity.
“In other words, when tests are used in decision-making processes the validity of the test is

tied to its use and the real consequences it has for people.” (Brewer, et al., 2015).

In a nutshell, based on the underlying principles of consequential validity, the IDEA has
been developed in order to make the process of teacher assessment and evaluation more
valid and fair, with the aim of enhancing the quality of teaching and learning. It is assumed
that if the four pillars (inclusive, distinguishable, equitable/fair, and accurate) of the IDEA
are utilized appropriately by the authorities during the process of recruiting language
teachers, it will not become impossible for the country to provide classrooms in which

each student is taught by an effective English language teacher.

6.3. Recommendations for Further Research

In this study, the perceptions of education stakeholders (e.g. student teachers, in-service
teachers, teacher trainers, education experts, and policymakers) and the in-service English
language teachers’ attitudes towards the current teacher recruitment system were
investigated. As it has been mentioned, the suggested model offers a more reliable, fair,
scientific, valid, and pedagogic recruitment system for English teachers. The model can be
put into use with the decision of policymakers (such as the Minister, ministry
administrators, deputies in the parliament etc.). Having considered this situation, the
researcher has tried to reach as many policymakers as possible in order to discover their

attitude towards such recruitment system. A further study might be based on developing
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the offered model by reaching out more policymakers, especially the ones in the
parliament’s National Education Commission because such comprehensive model needs to

be analyzed and evaluated by the related members of the parliament.

Although a great effort was spent to develop a fair, reliable and valid TAE model and even
though various stakeholders were given voice for creating a reasonable methods and ways
of assessing and evaluating English teachers, it is believed that a further study needs to
investigate whether the IDEA works. This would lead to small-scale piloting of the model
with the government support. As a result, we would have the opportunity of applying this

model all around the country and this would benefit all the aforementioned stakeholders.
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APPENDIX A: Average Scores of Reading Skills of Countries and Economies
Participating in PISA 2015

Ortalama puam istatistiksel olarak anlamli gekilde OECD ortalamasinin tizerinde olan ilkeler

Ortalama puam istatistiksel olarak anlambl selalde OECD ortalamasindan farkh olmayan ilkeler

Ortalama puam istatistiksel olarak anlamli selalde OECD ortalamasinin altinda olan filkeler

Ortalama TUlke Ortalama Ulke

Puan Puan

535 Singapur 479 fsrail

527 Hong Kong (C1n) 472 Litvanya

527 Kanada 470 Macaristan

526 Finlandiya 467 Yunanistan

521 Irlanda 459 Sih

519 Estonya 453 Slovakya

517 Giiney Kore 447 Malta

516 Japonya 443 Giiney Kibris
513 Norveg 437 Urugpay

509 Yem Zelanda 434 Romanya

509 Almanya 434 Burlesik Arap Emurliklen:
509 Makao (Cin) 432 Bulgaristan

506 Polonya 431 Malezya

505 Slovenya 428 Tiirkive

503 Hollanda 427 Kosta Rika

503 Avustralya 427 Truudad ve Tobago
500 Isvec 427 Kazakistan

500 Danimarka 427 Karadag

499 Fransa 425 Arnantin

499 Belcika 25 Kolombiya

498 Portekiz 423 Meksika

498 Birlesik Krallik 416 Moldova

497 Tayvan - Cin 409 Tayland

497 Amerika 408 Urdiin

496 Ispanya 407 Brezilya

495 Rusya Federasyonu 405 Amavutluk

494 Cin Halk Cumhuriyeti 402 Katar

492 Isvicre 401 Giircistan

488 Letonya 398 Pern

487 Cek Cumhuriyeti 397 Endonezya

487 Hirvatistan 361 Tunus

487 Vietnam 358 Domunik Cumbhuriyet:
485 Avusturya 352 Makedonya

485 italya 350 Cezayir

482 Izlanda 347 Kosova

481 Liksemburg 47 Liibnan

Taken from Tas, Arici, Ozarkan and Ozgiirliik (2016).
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APPENDIX B: Semi-Structured Interviews Questions with the Student Teachers

Demographic Questions

Why did you choose this department?

What do you want to do after graduating from this department?

Are you joining any course for TAE?

How long have you been studying for TAE?
How do you study for OABT?

1)

2)

3)

4)

5)
6)
7)

8)

9)

Main Questions

How does the current TAE model affect your life? (both IN and OUTSIDE the
faculty)

Does preparing for TAE have any contribution to you in terms of the teaching
profession?

Is KPSS together with its components (e.g. OABT, Interview) a must? Why?
Why not?

What do you think about the components of the current TAE model?

a) Which component(s) is/are a must?

b) Which component(s) is/are unnecessary one(s)?

¢) Which component(s) should be added?

Do you think the nature of the current TAE model is parallel with the courses
you have taken?

Do you ask teacher trainers for giving lessons according to TAE model?

In your opinion, how should an appropriate TAE model be?

Do you think that the current TAE model include all competencies that an
effective EFL teacher should have? If not, what can be done to enhance it?
Do you think that the EFL teachers who are chosen by the current TAE model
can teach both primary and secondary schools?

10) In your opinion, what is sine qua non of being an EFL teachers?
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11) What do you think about EFL teachers who are not graduates of ELT programs
and, therefore, must join a pedagogical formation programs (e.g. graduates of
English language and literature)?

12) In your opinion, is there a relationship between how teachers are evaluated and
how they teach English to their students?

13) Do you think that skills and attitudes should be assessed (for example, their

performance, technological literacy, motivational dispositions)? If yes, how?
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APPENDIX C: Semi-Structured Interviews Questions with the In-Service Teachers

Demographic Questions

How long have you been teaching?

Which grades do you teach?

Which university and department did you graduate from?

Why did you choose that department?

What was your goal after graduating from this department? (to be a teacher or...?)

How long did you study for TAE?
How did you study for TAE?

1)
2)

3)

4)

5)
6)
7)

8)

9)

Main Questions

How did the TAE model affect your life? (both IN and OUTSIDE the faculty)
Did preparing for TAE have any contribution to you in terms of the teaching
profession?

Is KPSS together with its components (e.g. OABT, Interview) a must? Why?
Why not?

What do you think about the components of the current TAE model?

a) Which component(s) is/are a must?

b) Which component(s) is/are unnecessary one(s)?

¢) Which component(s) should be added?

Do you think the nature of the current TAE model was parallel with the courses

you had taken?

Did you ask teacher trainers for giving lessons according to TAE model?

In your opinion, how should an appropriate TAE model be?

Do you think that the current TAE model include all competencies that an
effective EFL teacher should have? If not, what can be done to enhance it?
Do you think that the EFL teachers who are chosen by the current TAE model

can teach both primary and secondary schools?

10) In your opinion, what are sine qua nons of being an EFL teachers?
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11) What do you think about EFL teachers who are not graduates of ELT programs
and, therefore, must join a pedagogical formation programs (e.g. graduates of
English language and literature)?

12) In your opinion, is there a relationship between how teachers are evaluated and

how they teach English to their students?

13) Do you think that skills and attitudes should be assessed (for example, their

performance, technological literacy, motivational dispositions)? If yes, how?
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APPENDIX D: Semi-Structured Interviews Questions with the Teacher Trainers

1)
2)

3)

4)

5)

6)

7)

8)
9)

Would you please share your opinions about the current TAE model?

Does the introduction of OABT and Interview change your students’ attitudes
towards the courses?

Does preparing for TAE model contribute student teachers in terms of the teaching
profession?

Is KPSS together with its components (e.g. OABT, Interview) a must? Why? Why
not?

What do you think about the components of the current TAE model?

a) Which component(s) is/are a must?
b) Which component(s) is/are unnecessary one(s)?
¢) Which component(s) should be added?

Do you think the nature of TAE model should be parallel with the courses that
student teachers have taken?

Do you revise your syllabus with the aim of helping student teachers prepare for
TAE?

In your opinion, how should an appropriate TAE model be?

Do you think that the current TAE model include all competencies that an effective
EFL teacher should have? If not, what can be done to enhance it?

10) Do you think that the EFL teachers who are chosen by the current TAE model can

teach both primary and secondary schools?

11) In your opinion, what is sine qua non of being an EFL teachers?

12) What do you think about EFL teachers who are not graduates of ELT programs

and, therefore, must join a pedagogical formation programs (e.g. graduates of

English language and literature)?

13) In your opinion, is there a relationship between how teachers are evaluated and how

they teach English to their students?

14) Do you think that skills and attitudes should be assessed (for example, their

performance, technological literacy, motivational dispositions)? If yes, how?
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APPENDIX E: Semi-Structured Interviews Questions with the Education Experts

1)
2)

3)

4)

5)

6)

7)

8)
9)

Would you please share your opinions about the current TAE model?

Does the introduction of OABT and Interview change students’ attitudes towards
the courses?

Does preparing for TAE model contribute student teachers in terms of the teaching
profession?

Is KPSS together with its components (e.g. OABT, Interview) a must? Why? Why
not?

What do you think about the components of the current TAE model?

a) Which component(s) is/are a must?
b) Which component(s) is/are unnecessary one(s)?
¢) Which component(s) should be added?

Do you think the nature of TAE model should be parallel with the courses that
student teachers have taken?

Do you revise your syllabus with the aim of helping student teachers prepare for
TAE?

In your opinion, how should an appropriate TAE model be?

Do you think that the current TAE model include all competencies that an effective
EFL teacher should have? If not, what can be done to enhance it?

10) Do you think that the EFL teachers who are chosen by the current TAE model can

teach both primary and secondary schools?

11) In your opinion, what are sine qua nons of being an EFL teachers?

12) What do you think about EFL teachers who are not graduates of ELT programs

and, therefore, must join a pedagogical formation programs (e.g. graduates of

English language and literature)?

13) In your opinion, is there a relationship between how teachers are evaluated and how

they teach English to their students?

14) Do you think that skills and attitudes should be assessed (for example, their

performance, technological literacy, motivational dispositions)? If yes, how?
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APPENDIX F. Semi-Structured Interviews Questions with the Policymakers

1)
2)

3)

4)
5)

6)
7)

8)

What kind of policies do you follow when revising the TAE model?

Is KPSS together with its components (e.g. OABT, Interview) a must? Why? Why
not?

What do you think about the components of the current TAE model?

a) Which component(s) is/are a must?
b) Which component(s) is/are unnecessary one(s)?
C) Which component(s) should be added?

In your opinion, how should an appropriate TAE model be?

Do you think that the current TAE model include all competencies that an effective
EFL teacher should have? If not, what can be done to enhance it?

In your opinion, what are sine qua nons of being an EFL teachers?

What do you think about EFL teachers who are not graduates of ELT programs
and, therefore, must join a pedagogical formation programs (e.g. graduates of
English language and literature)?

In your opinion, is there a relationship between how teachers are evaluated and how
they teach English to their students?

Do you think that skills and attitudes should be assessed (for example, their
performance, technological literacy, motivational dispositions)? If yes, how?
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APPENDIX G: Ingilizce Ogretmeni Secme ve Atama Modeline Yonelik Tutum Ol¢egi

Bu aragtma Ingilizee G2retmenlerinin atama sistemine yonelik tutumlarmin saptanmaz ve gelecefe yon veren
dgretmenlerimizin daha adil bir jekilde secilip atanmasing vardimes olabilecek bir atama modeli Snerisi acisindan
dnemlidir. Maddeleri sadece kendi duygy ve diigiincelerinizi yansitacak sekalde ictenlille cevaplandimaniz col
dnemlidir. Bu nedenle, litfen sorulara neyin dogro neyin vanl; oldufuna gire defil, gerceldte sizin ne vasadiiniza
ve ne diigiindiginize gére cevap veriniz. Size en yakin gelebilecek secenegin oldugu ilgili kutucuga herhangi bir

igaret brrakmaniz (8r, X, 4) yeterli olacaltir.
Olgekle ilzili herhangi bir sorunuz varsa veya somuglar hakknda bilgi almak istiyorsaniz, litfen iletizime
gepmelten gelkinmeyimz.
Sabahattin &ESECH‘IAR Prof. Dr. Abdulvahit CAKIR
Gazi Egitim Faldiltest, Ingiliz Dili Egitimi Gazi Egitim Faldiltest, Ingiliz Dili Eitimi
sycinar@gazi edu.tr vahit@gazi edu.tr

Arastirmaya katildifaiz igin gok tegelddir ederiz.

Cinsiyet ........ Atandigmz Yl .......... Ders verdiginiz smaflar ...................... g E
Mezun oldugunuz finiversite: ... E 5
Mezun oldugunuz bélim: ... 5 E 3
Bilimi secme nedeniniz: a) sevme  b) yonlendirme  c)8gretmenimden dolay % 2 E g %
d)(diger). .o E é 1K E
Hayalinizdeki meslek: ) diretmen  b) akademisyen ) (diger). ... d | ]3| 4
1. | Mevcut atama modelinin S5retmenlil; vapamayan adavlan da sectiZine inanirim 12134153
2. | Mevcut atama modelinin yeterli alan bileizsine sahip G#retmen adavilanm sectifini disiindirim 1123143
3. | Mevcut atama modelinin dedistirilmesi cereltiZine inanirim 11213453
4. | Mevcut stama modelinin istelcli 3gretmen adavlann sectigin diginirim 1 [ 2134153
3. | Mevcut stama modelinin kaldinlmasindan mutluluk duyarm 1 [ 213415
6. | Meveut atama modelinin motivasyonu vilkeek Ggretmen adaylanm sectifini diiginiirim 1] 2]3[4]5
7. | Meveut atama modelinin paydaglarla (6. Ofrenci, meslektas, veli) iletisim kurabilen 123435
daretmen adaylarim sectizini diistininim
8. | Meveut atama modelivle ilgili Tiirkive'deld gelismeleri takip ederim 112131453
9. | Meveut atama modelinin segme kriterlerinin adaletli diizenlendigine inaninm 112345
10. | Mevcut atama modelinin her kademede (5rn. Ilkokul, ortackul, lise) Ingilizee déretebilecek 123453
Haretmen adavlarm secebildizine inanirm
11. | Meveut atama modelivle ilzili diinvadaki gelismeleri takip ederim 112343
2. | Meveut atama modelinin kendini sirekli gelistirebilen Gretmen adaylarin sectigini diginirim | 1 [ 2 | 3 | 4 | 5
3. | Mevcut atama modelivle ilgili tartizmalar ilzimi celer 112131453
14. | Meveut atama modelinin degizmesinden mutluluk duyanm 11213 [4]53
13. | Meveut atama modelinin yeterli teknolojik bilgiye sahip Geretmen adaylanm seqtigini 12343
diigiiniim
16. | Mevcut atama modeliyle ilgili yazih kaynaklan (Gm. kitap, dergs, haber) ckurum 11213 [4]5
17. | Mevcut atama modelinin adil olmadif kamsindayim 1] 23415
18. | Meveut atama modelinin yeterli mesleld bileive sahip Geretmen adaylanm sectiginidigindim | 1 | 2 | 3 | 4 | &
19. | Meveut atama modelivle ilzili eleltronik kavnaklarn (6m., blog, paylagum siteleri) takipederim | 1 | 2 | 3 | 4 | 3
20. | Meveut atama modelivle ilgili bilgimi artirmal icin meslebtaglanmla tarbigirm 1234153
21. | Meveut atama modelinin Srencilerin thtiyacim gz éniinde bulundurarak Ingilizce Sgretmen 123453
adavi sectibini diisiiniinim
2. | Meveut atama modelivle ilgili her sey dildcatimi celer 1123143
3. | Bog zamanlarimda mevent atama modeliyle ilpili bilziler edinmeye calisinm 112131453
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APPENDIX H: English Teachers’ Attitudes towards Recruitment System (ETARS)

This research iz important in terms of identifying the attitudes of English language teachers towards the way
English language teachers assessed and evalvated in Turkey, and suggesting a fair teacher assessment and
evaluation (TAE) model for future teachers. It is very important that yvou respond the items sincerely so it reflects
your own feelings and thoughts. For this reason, please answer the questions aceording to your actual experiences

and thoughts rather than what is right or wrong. Pleaze, leave a mark (e.z, X, ¥) in the relevant box.

Please do not hesitate to contact the researchers if you have any question or if you want to be aware of the results.

Sabahattin YESILCINAR
Gazi Faculty of Education,

Prof. Dr. Abdulvahit CAKIE
(Gazi Faculty of Education,

Englizsh Language Teaching English Language Teaching
sycinar@oazi edu. tr vahit@gazi edu.tr
Thanks for your participation.

Gender......_... Recruitment vear_............  Gradestaught . ... .

University that you graduated from ... @

Department that you studied. ... E‘“ %

Reason behind choosing the department? a) love b) guidance ﬁ © :

] -
c) becanse of English teacher d) (other)................ ? EJ; E: o ?

Your desired occupation:  a) teacher b) academician ) {other)......... % é E E:i ;'E
1. | | belisve that the current TAE model selects also the student teachers who cannot teach. 112]3|4]58
2. | | think that the current TAE model selects student teachers with required figld knowledge. 11234158
3. | | believe that the current TAE model needs to be changed. 112[3]4]58
4. | | think that the current TAE model selects student teachers who love teaching profession 112]3])4]68
0. | | become happy if the cumrent TAE model is remaoved. 112)3|418
5. | | think that the current TAE model selects highly motivated student teachers 1T12[3]4]58
7. | | think that the current TAE model selects student teachers who can communicate well with the 1123|468

clakeholders {such as student, collzague, parent)
8. | | follow the recent developments in Turkey related to the current TAE model 11234158
8. | | believe that the selection criteria of the current TAE model is fair. 112]3])4]8
10.| | believe that the current TAE mode! can select student teachers who can teach English at every 1123|458

level (e.q. primary school, junior high school, high schoal)
11.| | follow the recent developments in the world related to the current TAE mode 112[3]4]58
12.| | think that the current TAE model selects student teachers who can constantly improve themselves [ 1 [ 2] 3 | 4 [ &
13.| | am interested in discussions related o the current TAE model. 1123415
14.| | become happy if the current TAE model is changed. 1T12[3]4]58
15.| | think that the current TAE model selects student teachers with required technological knowledge. [ 1 [ 2] 3 |4 [ &
16.] | read written sources (e.g. books, magazines, news) about the current TAE model. 11234158
17| | think that the current TAE model is unfair. 1123415
18.| | think that the current TAE model selects student teachers with required professional knowledge. 112]3]4]58
19.| | follow electronic sources (2.0. blogs, forums) about the current TAE model. 1123|415
20.| | discuss with colleagues to increase my knowledge of the current TAE model. 11234158
21.| | think that the current TAE model selects English student teachers according to the needs of the 1123|458

students.
22.| Everything about the current TAE model attracts my aftention. 11234158
.| | try to get information about the current TAE model in my spare time. 112345
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APPENDIX I. Participant Consent Form

I hereby confirm that | take part in this research study voluntarily. 1 was assured that only the
researcher (Sabahattin YESILCINAR) will have access to the information I will provide without

revealing my name and personal information.

Title of the Study: AN EVALUATION OF EFL TEACHER ASSESSMENT AND
EVALUATION: A SUGGESTED MODEL

The purpose of this research study: This study aims to develop a teacher selection and recruitment
model based on the views of student teachers, teachers, teacher trainers, and policy makers.

Ethical considerations and confidentiality: There is no risk involved in this study. All the
information provided by you will remain confidential. Nobody except the researcher will have
access to any of the data. The results of the study may be published in academic journals and

elsewhere without giving your identity.

Available Sources of Information

If you have any further inquiries, you may contact me from my mobile phone- 0532 509 30 16- or

through my e-mail at sycinar@yahoo.com

Authorization

I have read and understood this consent form, and | volunteer to participate in this research study. |
am ensured that in case of my request to be excluded from the study during the course of research,
informing the researcher Sabahattin YESILCINAR will be sufficient.

Participant’s Name:
Date:

Signature:
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