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ABSTRACT

THE PLACE OF NATIVE CULTURE IN THE INTERCULTURAL TRAINING
OF PRESERVICE ENGLISH LANGUAGE TEACHERS: THE TURKISH
CASE

Ka-ar, Mustafa
M.A., Department of English Language Teaching

Supervisor: Assoc. Prof . Dr .

August 2019212 pages

This study explored prservice English language teachers' definitions of culture
and their views about th@corporation of cultural content, in particular Turkish
cultural content, into English language classes. The study also examined the place
of Turkish culture in the intercultural training of pservice English language
teachers in Turkey. The data forstlstudy were collected through a questionnaire
administered to 80 senior pservice teachers studying in the Department of
Foreign Language Education at Middle East Technical University (METU).-Semi
structured interviews were also conducted with 10 wegrees who had filled in

the questionnaire. The findings of the study indicated that despite their static
definitions of culturepre-serviceteachers were very positive about integrating
Turkish cultural elements into EFL classes together with othasreslt They were

also aware of the fact that the presentation of Turkish cultural content in EFL
classes had a significant effect on learnetsrcultural competencgevelopment.

However, results also showed that-pegvice English language teachers dad
Y



attain the desired levels ahtercultural competengesince the departmental
courses they took did not play a role in giving them an intercultural outlook on
Turkish culture from different dimensions (attitude, knowledge, skills and
awareness). Furthmore, this study revealed thategserviceteachers also lacked

the professional knowledge and skills needed to comieycultural competence

to their "future” learners because these courses did not give them enough chance to
gain awareness and expegenof integrating Turkish cultural elements into

English language classes.

Keywords: Native Culture, Intercultural Competence, Intercultural Training; Pre

ServiceEFL Teachers, PrService English Language Teacher Education
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CHAPTER 1

INTRODUCTION

1.0. Presentation

This chapter is comprised of three sections. The first section provides the reader
with some background information related to the examined topic so as to help
them familiarize themselves with the general outline of the present study. The next
section intoduces the explanation of the aims and significance of the study.

Finally, this chapter ends with the research questonshich thisstudyis based
1.1 Background to the Study
1.1.1 English as an International Language

It is without doubt that Engdih i s t he most commonly wuse
globalized world. Starting with the expansion of the British colonies in the I&te 17
century and continuing with the emergence of the United States of America as the
superpower in the aftermath of the Se¢dWNorld War, the spread of English
language across the Globe has been quick and unprecedented. Crystal (2006) states
in his book entitled "English Worldwide" that English is currently spoken by 400
million people as a first language (p.424). However oaghfe number of English
language learners worldwide, Beare (2017) estimates that there are nearly 375
million English as a Second Language (ESL) learraerd this number reaches up

to one and a halbillion when English as a Foreign Language (EFL) learaee

added. What is more, he expects the total number of ESL/EFL speakers to rise to

aroundtwo billion by the year 2020 because of the increasing global demand for

1



learning English. All these numbers clearly suggest that unlike other languages,
English has now evolved into the "most widely taught and read, and spoken

language that the world has ever known" (Kachru & Nelson, 2001, p.9).

In fact, English has penetrated into our daily lives so deeply that as Kachru (1986)
asserts, in to&ay'!ls swornlsd | ikmeowiosmgessing th
lamp, which permits one to open, as it were, the linguistic gates to international

business, technology, science and travel” (p.1). In a similar vein, Phillipson (1992)

addresses English being associatedh\many different disciplines in our century

by saying the following words:

English is used in science, technology, medicine, and computeesedarch, books,

periodicals and software; in transnational business, trade, shipping and aviation; in

diplomacy and international organization; in mass media entertainment, news

agencies and journalism; in youth culture and sport; in educational systems as the

most widely learnt foreign language (p.6).
Nevertheless, as English has become a dominant language isedhedds of
studies and thus expanded relentlessly in various sociolinguistic contexts, it also
became apparent that it does not belong merely to the inner circle countries (i.e.
the USA, the UK, Canada, Australia, Republic of Ireland and New Zealand) any
longer. Today, English is rather seen as a world language that is a direct result of
the "growing internalisation of almportant areas of our lives, such as politics,
commerce, industry, entertainment, science and education” (Gnutzmann, 1999,
p.159). Cmsequently, it has adopted a new role as the global means of
communication not only between native speakers (NSs) anthatore speakers

(NNSs) but also among the noative speakers.

As a matter of fact, considering Crystal (2006) and Beare's (201 7gsigun the
previous page, one can easily see that the ratio of "NSs of English” to the "NNSs
of English" is nearly one to four. In other words, English owes much of its status
as an international language to the supremacy of itsnatime userssince thg

have now far outnumbered native speakers of English (Modiano, 2001). Thus, it
comes as no surprise when many scholars in the field define the current status of

English mainly as a "contact" language, not dominated by its native speakers any



more, but shaed overwhelmingly by its nenative speakers who come from
various first language backgrounds all around the wad@lg/gtal, 2008;Firth,
1996; Jenkins, 2011; McKay, 201&eidlhofer, 2005). This kind of definition can
also be said to call particular atteon to the primary purpose of learning English
in today's globalised world. That is, for the vast majority of thesenatime users,

the aim of learning English is neither linked to their desire for immigration to
major Anglophone countries (e.g. the AJ8r the UK) nor a direct result of the
colonization process by the Enghlsheaking countries. Rather, it is because of the
common belief that acquiring English as an additional language alongside their
native language is to their benefit for a numberezfsons (McKay, 2012 .29;

also see Graddol, 2006; McKay, 2003).

However, a vital issue arises in terms of English language teaching (ELT) right at
this point. That is to say, whereas more and more people all over the world feel the
need to learn Englisto reach their different aims and want to use it basically as a
contact language in diverse multicultural contexts, conventional approaches to
teaching English are far from meeting the needs of this "new" generation of
learners, which is why a fundamentddange in the traditional EFL pedagogy is
needed more than evgkiptekin, 2002; Baker, 201Byram, 1997; Corbett, 2003;
Zacharias, 2014).

1.1.2.An Intercultural Approach to English Language Teaching

Due to a wide range of travel opportunities, abundant student mobility
programmes, and an increase in the frequency of international contacts among
nations in every field as a result of extensive communication facilities, people
from many different countries and cultures communicate with each other more
frequently than ever beforél@t i p o] ISawden,200I)2Nonetheless, while

our world is becoming increasingly a "global village" where numerous people of
diverse linguistic and cultural backgrounds engage in numerous interactions
through English, traditional EFL pedagogy still sees "successfulmmication
between people from different cultures as principally a matter of using

l inguistically appropriate constructs

3
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In other words, this pedagogynderrates the need for cultural awareness in an

increasigly multicultural world. Apart from thait also presents a strong contrast

to the idea of an internationédnguage by aiming to prepare learners just for

interaction with NSsih a monolingual, i.e. target language environment where

native speaker knowtlge of the language and culture serves as a yardstick for

success in the foreign | anguiahgsbéconiel | | es, 20:
commonplace to state that interculturality should be an essential component of

English language teachinBdker, 2011;Clouet, 2006; Sercu, 2006).

Defined as having fithe knowl edge, motivat.i
effectively and appropriately with members ¢
p.208), the acquisition of intercultural competence forms #uklone of current

intercultural approaches to teaching English. On the other hand, central to the

notion of intercultural competence is cultural awaren8skér, 2003, Kramsch,

1993). However, as opposed to the traditional EFL pedagogy, which givasyprior

to the development of learners' linguistic competence and restricts cultural

awareness just to being knowledgeable about BiAtisierican cultural values, an

intercultural approach to ELT takes a much wider view of this concept. That is,

cultural awaraess from an intercultural perspective is regarded as the ability "to

see the world through the other's eyes” (Sercu et al., 2005, p.2) and thus "to learn

to respect (or at least tolerate) the differences” (Matsuda, 2012, p.170). That being

the case, ins&&l of merely focusing on the cultures of Englégleaking countries,

this approach aims to educate "intercultural" English language learners who can

not only show "empathy, openi ndedness and respect for oth
& YunuslarG¢ | er 2)0butalso see.thke tetionships between their own

culture and other cultures, and ultimately "arrive at a better understanding of their

own culture" (Byram, 1986).

What is worth pointing out here is that in contrast to the traditional EFL pedagogy,
in which learners' own culture is left in a peripheral position or completely ignored
(Alptekin, 2002, p.62), an intercultural approach to ELT becomes very much
interested in what learners know about their own country, how they see

themselves, and how they perege their own cultural identity (Risager, 2007).

4



From an intercultural perspective, is now accepted that cultural awareness
involves an understanding of both the culture(s) of the language being learned and
of the learners' native culturéBaker, 2003; Corbett, 2003; Kramsch &
McConneltGinet, 1992; Kramsch, 1993). Likewis€épung and Sachdev (2011)
claim interculturality is a dynamic process in which learners need to focus on not
only the cultures that are foreign to them but also the cultures acephauih

them.

With regard to thisKk € z € | a s | Kramsch &2n8 Sulliyan (199&nd McKay
(2000, 2002, 2012) draw particular attention to the place of native culture in
intercultural language education by saying that being fully competent in one's own
culture is a prerequisite to having a capacity for perceiving other cultures. To put it
differently, understanding learners' own culture is paramaimte it gives them a
chance to develop an understanding of foreign cultures. Similarly, Kaikkonen
(1997) sates that the starting point of any intercultural learning is learners' native
culture. He further asserts that intercultural learning is a process in which one's
perspective on the world, originally shaped by his or her own culture, deepens with
a multiaultural dimension over time and, as a result, one can become more aware
of the features related with his or her
p.82).

On the other hand, Smith (1976) looks at the matter from a slightly different
standpoint ad relates native culture to the primary function of learning English as
a global language. To hinthe educational goal of learning an international
language is to enable speakers to share with others their ideas and culture (as cited
in McKay, 2002, p.12)It means that when people from different languages or
countries come together to interact socially, their knowledge about their own
country and culture is what they usually bring to the situation (Byram, 1997), and
they basically make use of this knowjed once they start to express their
identities, voices and culture to the others. From this gofintew, it can be
claimed that learners' native culture plays a unique and irreplaceable role in
making them become interculturally and communicatively caemteusers of
English (Alptekin, 2002Corbett, 2003McKay, 2002;Rubdy, 2009).
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In summary, contrary to traditional EFL pedagogw, intercultural approach to
ELT encourages learners to learn about other cultures as a basis for critically
reflecting ontheir own cultural identity (Clouet, 2006; McKay, 2012). Thus, any
"Iintercultural" process in which learners cannot acquire the ability to approach
their own culture from various angles is thought to be seriously incomplete
(Corbett, 2003Kramsch, 1993; &cu et al., 2005). That is why,is emphasized

that incorporating culture into ELT should be based on eokaral
understanding, which involves comparisons and contrasts with learners' native
culture and other cultures. It is only through this kirfdcolture teaching that
learners are able to acquire an identity which "transcends the parochial confines of
the native and target cultures by understanding and appreciating cultural diversity

and pluralism thanks to the new language, while not losing sighative forms

and values in the processo (Al ptekin & Al

Nonetheless, it should be noted right here that with the recent shift from a
traditional to an intercultural stance in teaching English, another issue arises in
terms of languge teacher education. That is, whether currenspreice English
language teacher education programs (henceforth referred to as ELTEPS) have
updated themselves according to the basic principles of an intercultural approach
to ELT or not.

1.1.3 An Inter cultural Approach to Pre-Service English Language Teacher

Education

The pre-service education of English language teachers has become even more
important with a recent paradigm shift in the field of ELToWNthat teaching
English is viewed from an "interttural perspective”, and this has fundamentally
changed the role of learners as being "interculturally competent”, it would simply
be false to claim that teachers' roles have remained unchanged. Teachers of
English are now supposed to embrace interculyploach in their classes, but it

is common knowledge that this can only be made possible with an army of well
gualified teachersvho are not only aware of the new status of English, but also

equipped with the necessary knowledge and skills to teach cntaral
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competence. Because of thipreparing teacher candidates for intercultural
teaching during their preervice education is seen by many as the most secure and
efficient way of creating the future's "intercultural" English language classes
(Bastos& Araujo e Sa, 2015Catalano, 2014; Sercu et al., 2D0bhis also means

that the preservice ELTEPs need to reformulate their curricula based on an

intercultural understanding by considering the following two matters.

First and foremost, the prerviceELTEPs should make the development of-pre
serviceteachers' intercultural competence one of their key objectivesti@ing to

bear in mind is that the transfer of intercultural knowledge in English language
classes can take place only if the teachers sebms possess a high level of
intercultur al competence (Catal ano, 201
2015). To put it differently, being an "intercultural” English language teacher is a
prerequisite to educating interculturally competent learners aofligh.
Neverthelesswhat goes often unnoticed right here is the fact that even bilingual
teachers who share the same cultural background with their learners (as is the case

in Turkey) mostly bring to class an implicit knowledge of their own culture that

they have acquired through a subconscious process since birth. Hence, even such
teachers, just like learners of English, need to receive intercultural training in

which they get to know about other cultures as a way of reflecting on what they

take for grated, i.e. their own values, beliefs, and cultural identity (Clouet, 2006;

McKay, 2012). That is why, unless they draw on a solidsermice teacher

education during which they gain a critical and analytical understanding of their

native culture, they ardikely to fail in their attempt to build intercultural
competencgBastos & Araujo e Sa, 2015; Catalano, 20G&rrido & Alvarez,

2006; Gomezarra & RaigorRodr i gue z, 2009 Serck& alg |l as | ar
2005)

Secondly, apart from possessing a high level of intercultural competere,
service English language teachers should also have an acquaintance with
instructional methods of conveying intercultural competence to the learners
(Catal ano, 2014 ak ®&re mit ghOulddb IremmemBered that

knowing something really well does not necessarily mean one can teach it
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efficiently. In this case, being interculturally competent does not automatically
make pre-service teachers a future "intercultural" Engdlislanguage teacher.
Consequently, grservice English languageachers also need to become familiar
with the most effective approaches and techniques for teaching intercultural
competence. Furthermore, as part of such training, they are expected tool@arn

to incorporate native and foreign cultural elements into teaching English by using
the most appropriate activities. This will in turn help them master their skills of
preparing instructional materials appealing to both global and local contexts, and

promote crosultural understanding in their actual teaching practice.

To sum up, sit was explained on the previous pages, the current status of English
as an international language has resulted in an overriding need to situate learners'
intercultural corpetence development at the core of ELT. Thus, it has become
essential tantegrate both native culture and international cultures into English
language classes as vital resources that are needed for learners' bilingual and
intercultural identity developmerfAlptekin, 2002; Corbett, 2003; Rubdy, 2009).

On the other hand, the recent paradigm shift in the field has assigned teachers a
range of additional responsibilities. English language teachers are now asked to
become truly "intercultural” teachers who bagained the ability to act as a
cultural mediator with a high level of both target and native cultural awareness.
They are also expected to become a master of the instructional methods to teach
intercultural competence in Englidtooking at the abowenertioned requirements

of the intercultural approach for English language teachers, it can be put forward
that teachers can only become successful in embracing these new "roles” specified
for them via a comprehensive gervice teacher education program. rEfiere,
whether the current prgervice ELTEPs in Turkey are in accordance with the
basics of intercultural approach to ELT should be investigated in detail with some
empirical research, and pservice English language teachers' views on this issue
shouldalso be uncovered in order to get a clearer and more complete picture of the

data to be collected.



1.2 The Aims and Significance of the Study

Since the aims of foreign language education broadened to include in developing

|l earnersdé intercultural competence espec
of an international language, there have been a wide range of studies in the field
conductedoy numerous researchers on the place of culture in ELT. Such studies

seem to focus on a wide range of issues(ikim-service EFL teachers' beliefs and

practices regarding culture/intercultural teachingydemir & Mede, 2014;

Bayyurt, 2006;Castro, Sewu, & Garcia, 2004K & | & - , 203 ermar ken
2008; ¥ nal an, (iR Opfe4eyvice EFL teachers' perceptions of
culture/intercultural teaching and their existing knowledge of target language
culture or intercultural competencA ( € k a n Atay2200b;1Qlaya & Gomez

Rodriguez, 2013);(iii) the evaluation of the pigervice ELTEPs from a
cultural/intercul ¥wreayli kp e r2PPWe9¢ t i Maeh a(l C Ky
2013; PaoldDi az & Ar é k &v) the effetloba)culturgpecdic couse
onpreservice EFL teachers' i ntercul tural ¢
2005 ; -¢Beetkitmkka YHaguin, 200 3Rémanowski, 2017).

However, as far as the development of learners' oisgmace EFL teachers'
intercultural competence is omerned, most of the aboweentioned studies tend

to overlook the fact that gaining native cultural awareness is equally as important
as learning about target language culture and international cultures. Therefore,
they put much more emphasis on the netedsr integrating the cultures of
Englishspeaking countries and other world cultures into ELT, whereas there
seems to be little mention of the native culture and the perceptions-sémpiee

teachers on its place in teaching English based on an ilneatwnderstanding.

In addition to this, when it comes to the investigations focusing on the intercultural
competence level of future English language teachers in Turkey, it becomes
apparent that nearly all of these studies try to meaptaervice teachers'
intercultural communicative competence through adapted versions otgeit
guestionnaires. Developed originally by foreign scholars, these scales not only
consist of a series of general statements that might appear too "superficial", but

9



also gve little place to the items related to respondents' awareness of their own
cultural background. Thus, it can be asserted that no investigations in Turkey have
so far thoroughly examined whether the departmental courses offered in-the pre
service ELTEPs ge preserviceteachers an intercultural outlook on Turkish
culture from different dimensions (attitude, knowledge, skills and awareness),
which is crucial for them to become intercultural teachers of English.

When the abowenentioned shortcomings are takato consideration, it can be

claimed that the present study is an important initial step towards filling in a

special niche in the field of ELT by putting "Native Culture First" approach at the

centre of its research. Firmly anchoring the idea thatrauliral awareness

cannot be built in language classes without reference to learners' native culture, the

current study aims at the investigation of-pegvice English language teachers'

views on the place of Turkish cultural elements in the intercllteeching of

English. This study also aims to look into the matter from a totally new perspective

by taking into account the role of the Turkish-gervice ELTEPS in improving

pre-servicet eachersé intercultural out hgook on Tur

them to incorporate it into English language classes for-cidtgral comparisons.

It is thought that this study could produce striking results at the end, concerning
the place given to Turkish culture in the yservice ELTEPS. This may in turn
leadTurkish ELT academia to consider more on the importance of covering native
cultural elements in the departmental courses to tpagservice teachers as
intercultural teachers of the future. It is also supposed that the present study might
provide an ingiht into Turkish ELT academia about the views poéservice
teachers concerning the presentation of Turkish culture for the intercultural
purposes of ELT. What is more, if the background of this study and its findings are
explained to the FLE/ELT students detail later on, this might act as a wake

call for them, and have a positive influence on their ELT practices.
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1.3 Research Questions

Based on the aims mentioned above, this study tries to find an answer to the

following research questions:

1. How do preservice English language teachedr& f i ne t he t er ms
Aitarget | anguage cultureo?

2. What are preservice English language teachéd vi ews on t he
culture into English language classes?

3. What are preservice English language e a ¢ h e r s 6he mtegeatioa of 0 n
Turkish cultural elements into English language classes?

4. What is the place of Turkish culture METU FLE Department as part pfe-
service English language teachers' intercultural training?

a. What is the place of Turldisculture in he linguistic competeneleasedcourses
at METU FLE Department?

b. What is the place of Turkish culture ime pedagogic competenbased

courses at METU FLE Department?
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CHAPTER 2

THEORETICAL FRAMEWORK

2.0. Presentation

This chapter presents a more detailed discussion of Byram's (1997)
Multidimensional Model of Intercultural Competence, which was applied as the

theoretical framework of the current study.

2.1.An Overview of Byram's ICC Model

Byram's (1997) Multidimensional Model aftercultural Competence depicts a holistic
portrayal of intercultural communicative competence (ICC) by concentrating on
individuals' capacity to mediate between cultures, that is to say, their own culture (C1),
target cultures (C2), and the mediating sdastween cultures (C3) (Young & Sachdeyv,
2011). It also accounts for the role of cultural knowledge, cultural learning skills,
attitudes and cultural awareness in supporting individuals' ability to negotiate and

mediate between these cultures (Lawren@&Qp

Even though various models of intercultural competence have been put forward in the
relevant literature, Byram's ICC model has laid down the most complete specification of
the kinds of attitudes, knowledge and skills which are needed to be abterswti
effectively in crossultural situations (Beisskammer, 20Cbrbett, 2008 Thus, it has
become immensely influential among scholars all around the world, and today it even
provides the basis for the intercultural competence component of theilGaiunc
Europe's highly popular Common European Framework of Reference for Languages
(CEFR) @guilar, 2009;Garrido & Alvarez, 2006). In addition to this, Byram (1997
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p.31) himself explicitly stated that foreign language teachers should benefit greatly from
his model because it was specifically developed to facilitate their task of teaching
intercultural competence in the foreign language classroom. For all these reasons,
Byram's model was taken as the base in this study, and it especially guided the
researher through the process of constructing the scales "SECTION 4" and "SECTION

5" in the questionnaire (see Chapter 4).

Byram's model clearly indicates that intercultural communicative competence is made
up of five dimensions or stalledsavoirs namely "aftudes (savoi” t r e ) ", " knowl
(savoirs)", "skills of interpreting and relating (savoir comprendre)”, "skills of discovery
and interaction (savoir apprendre/faire)" and "critical cultural awareness (savoir
s'engager)”. Adapted from Fantini (2000), Fg@.1 below highlights that Byram's
savoirsare interactive in nature. In other words, they should not be regarded as isolated
compartments, "but rather as components that are integrated and intertwined with the
various dimensions of communicative compegdr(Sercu et al., 2005, p.3). Thanks to
their interactive nature, Corbett (20@31) argued that when taken as a whole, "these
savoirs indicate the student's ability to reach Kramsch's 'third place’, that is, a vantage
point from which the learner camderstand and mediate between the home culture and

the target culture”.

i r:‘:I'Ii‘.lll'l_!I':If.'f-.."'3. Slln:_fll.f-

Figure 21. Dimensions (Savoirs) in Byram's ICC Model

* Note: Despite not detailed in the figure above, the "Skill" dimension in Byram's ICC model is
further subdivided into tweavoirs a) skills of interpreting and relating (savoir comprendre) and b)
skills of discovery and interaction (savoir apprendregjai
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2.2 Byram's Five Savoirs

2.2.1.Attitudes (savoir-° t r e )

According to Byram (1997%.34), in order to be able to engage in successful cross
cultural interactions, individuals must first adopt attitudes of "curiosity and
openness, of readiness to suspend disbelief and judgement with respect to others'
meanings, beliefs and behaviours". Hetlier pointed out the significance of "a
willingness to suspend belief in one's own meanings and behaviours, and to
analyze them from the viewpoint of the others with whom one is engaging” (p.34).
From Byram's explanations, it is clear that the "attitudigiension in his model

has two main goals. On the one hand, it encourages individuals to foster positive
attitudes (i.e. curiosity, openness and tolerance) towards foreign cultures by
divorcing themselves from stereotypes and prejudices about the "dfirethe

other hand, it urges them to acquire the ability to "decentre" from their native
culture in an attempt to see themselves as others see them, and thus to reflect
critically on what they mostly take for granted (Byram & Masuhara, 2013, p.146).

In this way, they learn how to "step out of their own world views" (Romanowski,
2017, p.9) and '"relativize their own values, beliefs and behaviours" (Byram,
Gribkova, & Starkey, 2002, p.12). As they turn a critical eye on their own cultural
framework, they statb approach both their native culture and other cultures from

an ethnorelative rather than ethnocentric perspective, which iscipdéion for

becoming interculturally competent.

2.2.2.Knowledge (savoirs)

Byram (1997) stated that knowledge is a pyaersite to fostering intercultural
competence because "when persons from different languages and/or countries
interact socially, they bring to the situation their knowledge about their own
country and that of the others" (p-33). With regard to this, Bam (1997) broke

down the knowledge brought into cremdtural encounters into two broad

categories: 1) "knowledge about social groups and their cultures in one's own
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country, and similar knowledge of the interlocutor's country" (p.35), and 2)
"knowledge éthe processes of interaction at individual and societal levels" (p.35).
It can be said that Byram's "knowledge" dimension includes not only culture
specific knowledge of the products and practices in the native and target culture
societies, but also cuite-general knowledge of "how social groups and identities
function" (Byram et al., 2002, p.12), which is easily transferable across cultures.

2.2.3 Skills of Interpreting and Relating (savoir comprendre)

Byram et al. (2002p.13) defined skills of intgreting and relating as the "ability

to interpret a document or event from another culture, to explain it and relate it to
documents or events from one's own". As their definition suggests, intercultural
individuals are required to "mediate” by being abdebuild up relationships
between native and target culture communities, understand the practices and
perspectives of the target culture community, and explain them to the members of
the native culture communityor vice versa (Corbett, 2003, p.2). In etlwords,
Byram's ICC model expects individuals to be "diplomats” who are able to function
as a bridge between people of different languages and cultures (Byram, 2006,
p.12). However, in order to act as competent "mediators" or "diplomats" who have
gainedthe ability to "put ideas, events, documents from two or more cultures side
by side and see how each might look from the other perspective” (Byram et al.,
2002, p.12), individuals are also expected to master their skills of comparing. In
this way, they camecome more aware of the cultural similarities and differences
between their native culture and other cultures (Byram, 2008), identify how
misunderstandings can arise in crosffural interactions, and come up with

solutions to resolve them (Lawrence 12).

2.2.4 Skills of Discovery and Interaction (savoir apprendre/faire)

According to Byram et al. (20020.11), developing intercultural competence
should be thought as a lfeng goal because individuals can never achieve to
become fully or definitelyriterculturally competent. This is due to the fact that it

is simply impossible for them to acquire all the cultural knowledge they would
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possibly need for communication with the people of other languages and cultures.
Furthermore, because of its dynamidune, the culture itself is in a state of
constant change. For these reasons, Byram et al. (2002) put forward that
intercultural speakers should also have skills of discovery and interaction, which
refers to the "ability to acquire new knowledge of a celtand cultural practices

and the ability to operate knowledge, attitudes and skills under the constraints of
reattime communication and interaction” (p.13). Thus, when such individuals
encounter a cultural situation about which they have no prior kngejdbey can
easily assume the role of an "ethnographer" and start to acquire new knowledge by
first observing this "unfamiliar" cultural situation carefully, then asking the right
guestions to the representatives to elicit its value systems, and fieldhng their
existing knowledge of cultures to the new context (Beisskammer; 2adtence,

2010.

2.2.5.Critical Cultural Awareness (savoir s'engager)

Byram et al. (2002p.13) pointed out that critical cultural awareness is associated
with an indivdual's "ability to evaluate, critically and on the basis of explicit
criteria, perspectives, practices and products in one's own and other cultures and
countries". As can be seen in Figure 2.1, awareness relates to the other three
dimensions (attitude, kmdedge, skill) in Byram's ICC model, and due to its high
significance, it is placed at the centre of the graph. Accordingytam et al.
(2002), "However open towards, curious about and tolerant of other people's
beliefs, values and behaviours learnerg, atheir own beliefs, values and
behaviours are deeply embedded and can create reaction and rejection” (p.13).
That is why, it is of utmost importance that individuals should first of all relativize
their own cultural values, become conscious of their nd&egranted

perspectives, and thus build critical awareness of their native culture.
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CHAPTER 3

LITERATURE REVIEW

3.0. Presentation

This chapter presents a review of literature divided into six main sections. The first
two sections attempt thighlight the changing notions of "culture" from static to
dynamic, and the interconnection between culture and language teaching. The
third section introduces the three views regarding the incorporation of culture in
the English language classroom, namétarget language culture”, "native
culture”, and "intercultural language teaching". The fourth section focuses more on
the place of native culture in intercultural language teaching. The fifth section first
of all presents Wallace's (1991) Reflective Moae the approach adopted in this
study to teacher education. Then it continues with the investigation of
cultural/intercultural dimensions of the international and national teacher
education standards. This chapter ends with studies esepriee teacherand

teacher education programs related to "culture" learning and teaching.

3.1 Changing Notions of "Culture" from Static to Dynamic

Culture is a highly complex phenomenamd it has always been at the centre of
attention of researchers from a wide rangf fields such as psychology,
ant hropology, education, I|linguistics,
As each of these disciplines approaches the term from various standpoints, the
current literature embodies hundreds of different definitregsrding the concept

of culture (Bayyurt, 2013). However, such a large variety can sometimes be
daunting since this makes it hard for the scholars to arrive at one satisfactory
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definition of culture. For instance, in their early attempt to define the itea way

that could achieve a common consensus among all scholars, the famous
anthropologists Kroeber and Kluckhohn were able to come up with almost 300
different definitions of culture in the book they wrote in 1954, but they could not
reach any agreesnt as to how culture should be defined in an interdisciplinary
way (Seelye, 1988p.13). Therefore, in accordance with the aims of the present
study, only the notions of culture associated with the field of foreign language

education will be introduced ithis section.

Regarding the language teaching and learning context, there were some scholars
who tended to view culture as a static entity, which once constructed, is handed
down across generations without any alteration. For them, the term "culture”
referred to the "system of shared beliefs, values, customs, behaviours, and artefacts
that the members of society use to cope with their world and with one another, and
that are transmitted from generation to generation through learning" (Bates &
Plog, 1991,p.7). According to this definition, each society has its own set of
hidden rules and all members belonging to a particular society are aware of these

unspoken cues and habits because they are passed to them from their ancestors.

The scholars in the fieldtho made a static definition of culture also stated that
culture should be regarded as a "social" inheritance that covers the shared
behavioural patterns of a certain communigri¢gkson, 2007;Linton, 1945;
Scollon & Scollon, 1995). Among these scholdtge most notable ones were
Geert Hofstede and Claire J. Kramsch. According to Hofstede (1984), the concept
of culture should be perceived as "the collective programming of the mind which
distinguishes the members of one human group from another" (p.8h). lkis
definition of culture, it is obvious that he treated culture like the "software of the
mind" and pointed out that thprogramming of people's behaviour is partly
determined by the social environments which they grew up in, and by their
experiences o life (Romanowski, 2017, p.19). In a similar vein, Kramsch (1998
p.10) associated culture with the "membership in a discourse community that

shares a common social space and history, and common imaginings". Taking into
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account all the definitions giverbave, it can be concluded that according to these

scholars each society or community has a distinctive culture of its own.

On the other hand, within the framework of this static view, classifications of
culture for the purpose of foreign language learrmmgl teaching also became
popular. One of the most edtted classifications while defining culture was the

"3P Model of Culture”, which emerged as a product of the National Standards in
Foreign Language Education Project (NSFLEP) launched by the U.Srtibepa

of Education. The aim of this model is to provide students of foreign languages
with "the philosophical perspectives, th
both tangible and intangibl e of a soci
the first "P" refers to "Products” such as food, literature, traditional music and
dance, national holidays and art which belong to the "surface culture elements”
since people can readily observe them (Frank, 2013). The second "P" means
"Practices" that argiewed as the unspoken rules of social interaction such as eye
contact, gestures, body language, personal space and conversational patterns
(Frank, 2013). Compared to the former one, cultural practices are harder to see
because they are mostly behavibased and people are inclined to take them for
granted. That is why, they are considered to be representatives of treutfade

culture elements” (Frank, 2013). Lastly, the third "P" stands for "Perspectives”
which are related with what people think, femd value. As they appeal to
people's unconscious ideas and attitudes, they remain ingrained in them, and
because of this, they are regarded as part of the "deep culture elements” (Frank,
2013).

Another classification which seems to cover a broader patigpeof culture for

the purposes of ELT was made by Adaskou, Britten and Fahsi (1990). They
outlined four broad dimensions of culture in their model. Adaskou et al. (1990
p.3-4) identified these dimensions as follows:aesthetic sense or culture with a
capital "C": cultural products of the target language society such as art, literature,
music, architecture, cinema, media, €ti. sociological sense or culture with a
small "c": everydaylife of people in the target fguage community such as their

lifestyle, social life, traditions or when and what they eat, how they make a living,
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etc. (iii) semantic sense: conception and thought processes, culturally distinctive

areas such as food, clothes, colours, {#pace relatins, etc.(iv) pragmatic or

sociolinguistic sense: "appropriacy” in language use, the social and paralinguistic

skills which make it possible for language learners to engage in successful

interactions with the members of the target language communitye Bithaskou

et al.'s (1990) foudimensional culture model includes topics which are usually

covered in a typical English language course (Sardi, 2002), some studies in the

relevant literature adopted this model in analyzing the culture definitions of their
subjects (¥nal an, 2004, Bayyurt, 2006 ; Hat i
study also benefited from this model while thematically analyzingtbeservice

English teachers' conceptualization of culture.

Nevertheless, it is worth mentioning heretthi@e static view of culture and the
various categorizations done within this framework have become increasingly
outdated over time for the three main reasons. First and foremost, this view
perceives culture as a homogeneous entity without referencedtorarHence, it
neglects the variability of behaviour within a particular language community. As
Holliday (2005) asserted:

The most common essentialist view of culture is that "cultures" are coincidental with

countries, regions, and continents, implythgt one can "visit" them while travelling

and that they contain "mutually exclusive types of behaviour" so that people "from"

or "in" French culture are essentially different from those "from" or "in" Chinese

culture(p.17).
In his explanation above, Halhy draws attention to the problematic nature of the
static view of culture by saying that it treats everybody in a country or region as
having the same features or traits, and thus leaves no room for individual
differences. Consequently, this view alssregards learners' endeavour to actively
participate in the creation of cul ture (Lic
the static view of culture fails to account for the international characteristics of the
English language because it still tries&e "culture” from a monolingual poiat-
view and assumes that people learn English just to communicate with the members
of the target language community (i.e. native speakers of English) (Bayyurt, 2017

p.132; also see Baker, 2012). Thirdly, despite thet that an overwhelming
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majority of the interactions in today's globalized world take place in diverse
sociocultural contexts of English and are mldgiered in natureBaker, 2016;
Lawrence, 2010), this view totally ignores the intercultural aspects of
communication, and still maintains its monocultural perspective (Baker, 2012;
Bayyurt, 2017 Piatkowska, 2016).

Due to the abowvenentioned inadequacies, scholars from the field of social
sciences have recently arrived at a consensus on a more dynaspiecpige of

this concept by abandoning the static notion of cult@akér, 2012; Bayyurt,

2006; Clayton, 2003; Corbett, 2008tieto, 2010;Rubdy, 2009). This modeitay
interpretation sees culture as a highly complex social construct that can "flow,
change, intermingle, and cut across and through one another, regardless of national
frontiers" (Holliday, Hyde, & Kullman, 2004, as cited in Oral, 2010, p.50). In
addition to this, it is now believed that culture is "continuously reconstructed in
accord wih knowledge and experiences acquired as a result of interactions in
different contexts" (Bayyurt, 2013%.72). What is more, it is acknowledged that
even in the same discourse community there might be individuals who are
positioned in different micrdeve subc ul t ur al settemkaly Be k 2&K
owing to the fact that they exhibit varying degrees of involvement in the
construction of culture (Liddicoat, 2002). That being the case, unlike the static
view of culture, the dynamic notion of culture awitreating culture as "a
geographical place which can be visited and to which someone belong", but views
it as "a social force which is evident wherever it emerges as being significant”
(Holliday, 2005, p.23). In brief, looking at the key features of tiew" paradigm

on the perception of culture, it can be said that it has now become a necessity to
approach culture in a dynamic manner in order to be able to understand and keep
pace with today's evencreasing crossultural interactions which take place
numerous local, national and global contexts (Baker, 2012).

Since one of the aims of this study is to investigatespreice English teachers'
views on the incorporation of cultural content into English language classes, the
relation between culturend language teaching will be discussed in the next

section.
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3.2.The Interconnection between Culture and Language Teaching

Starting with the relationship between language and culture, social scientists have
argued that the two have an interactive infleermn each other. For instance,
according to Nault (2006), language and culture resemble the two sides of the
same coin. Similarly, Brown (2007) reiterated that "A language is a part of a
culture, and a culture is a part of a language; the two are inlyigatierwoven so

that one cannot separate the two without losing the significance of either language
or culture" (p.189). Ho (2009%.63) echoed Brown, affirming that language and
culture have an "inextricable and interdependent relationship”. Likewise,
Romanowski (2017p.37) emphasized the twofold relation between language and
culture by saying that on the one hand language contains in itself the products,
practices and perspectives all of which are tagged and labelled by culture, but on
the other hand teguage is also a product of culture like other culspecific
products. Jiang (2000) tried to exemplify the inseparable relationship between
language and culture by offering three different metaphors. From a philosophical
view, language is flesh and auwié is blood, and in this way, they form a living
organism. It also means that "Without culture, language would be dead; without
language, culture would have no shape" (Jiang, ,200828). From a
communicative view, language is the swimming skill anduceltis water, and

they together constitute swimming, that is, communication. Jiang (2000)
contended that "Without language, communication would remain to a very limited
degree, in very shallow water, and without culture, there would be no
communication aall"* (p.329). From a pragmatic view, language is the vehicle and
culture is traffic light. That being the case, they are the basic components of
transportation, in other words, communication. For Jiang (200829),
"Language makes communication easied #aster; culture regulates, sometimes

promotes and sometimes hinders communication”.

Considering the inextricable relationship between language and culture, which is
explained above, it is hard to imagine teaching a foreign language without its
cultural kackground. With regard to this, Politzer (1959100-101) asserted that

teaching a foreign language without teaching its cultural features is more like
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teaching "meaningless symbols or symbols to which the student attaches the
wrong meaning”. A similar @w was expressed by Valdes (1986), who maintained
that "it is virtually impossible to teach a language without teaching cultural
content” (p.121). On the other hand, Agar (2006) brought the idea of the
interconnectedness of culture with language into tireign language teaching
field by coining the term "languaculture”. With this term, he aimed to reinforce the
idea that teaching a foreign language involves dealing with its cultural content as
well as grammar, vocabulary and four basic language skillstiyl.a&ramsch's
(1993) following remarks neatly summarize why cultural presence in foreign

language classes is inevitable:

Culture in language learning is not an expendable fifth skill, tacked on, so to speak,

to the teaching of speaking, listening, reading, and writing. It is always in the

background, right from day one, ready to unsettle the good language learners when

theyexpect it least, making evident the limitations of their haoth communicative

competence, challengirtbeir ability to make sense of the world around tt{prt).
What is significant to note here is that changing notions of culture from static to
dynamic also necessitated a fundamental change in culture teaching in foreign
language classes. The earlier "facgsmission” or "Landeskunde" approaches,
which were associated with the static view of culture, aimed at transmitting
cultural facts, figures ancdath about target language culture to the learners in order
to prepare them for their future roles as "tourists" in the countries where the target
language is spoken as a native language (Beisskammer,281dlso see Byram,
Gribkova, & Starkey, 2002). Ufthermore, learners were expected to perform a
passive role in the construction of culture by just storing the cultural information
supplied by their teachers without further reflection or challenge (Beisskammer,
2014, p.6). For these reasons, such amrem to culture teaching have
increasingly been seen as irrelevant in today's multilingual and multicultural
world. That is why, traditional "factsansmission” or "Landeskunde" approaches
were substituted for intercultural approaches, which view cuftore a dynamic
standpoint, provide learners not only with target language culture but also with
native and international cultures, and encourage them to activetpnsiruct
cultural meanings (Sercu, 2000, p.40). Adapted from Sercu (P04, Table 3.1
summarizes the main features of the "facamsmission (Landeskunde)" and
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"Iintercultural" approaches to culture teaching which are grouped under the names

of "monologic” and "dialogic" models respectively.

Table 31. Two Modds of Culture Teaching

E I

Monologic Model Dialogic Model
Culture as a product 9 Culture as process
Static model of culture out there Dynamic model of construction of meaning
Meaning taught by teacher 1 Meaning is constructed by learner

Teacherauthority directed model 9 Learnerautonomy directed model

Learning outcomes directed mod¢  Learning process directed model

Cognitive development (foremost 9 Holistic development (cognitive, affective,

cognitive objectives) behavioural, learner autonomy, strategic and
awarenessbjectives)

In sum, a great many scholardgar, 2006; Kramsch, 1993olitzer, 1959;

Valdes, 1986) have discussed the impossibility of teaching a foreign language

without reference to its cultural features. Apart from that, increasing conversion of

the societies from monocultural to multicultural all around the world and a boom

in crosscultural communication as an outcome of this social change not only led

to a paradigm shift in the perception of culture (from static to dynamic), but also

required a gnificant change in culture teaching (from monologic to dialogic).

Nevertheless, there is one issue which still remains controversial in teaching

English as a foreign language: whose culture to present in the English language

classroom? The following seoti will seek to answer this central question by

discussing the views put forth by each group in detail.

3.3.Which Culture to Include in ELT?

As English, unlike other languages, has positioned itself as a global lingua franca

and has become associated wittore than one specific culture, an essential

problem arises in deciding which culture or cultures learners should be exposed to

in English language class8@y yurt, 2006; Cl ouet,

2012;

come to the forefront in the relevant literature.
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3.3.1 Target Language Culture

The supporters of this view claim that knowing the cultures of major English
speaking countries (i.e. the USA, the UK) is essentiahfelearners to arrive at a
complete understanding of the language forms in English (Byram & Fleming,
1998; Nault, 2006). In other words, they firmly believe that the more learners are
exposed to target culture elements, the more proficient they will eaorthe

target language (Byram et al., 2002). According to Shier (19301), "it is not
enough that students master grammatical and lexical details and communication
skills. Only awareness of L2 culture can ensure appropriate use of these in the
target culture”. Bennett (1993gp237) goes even further by arguing that "the

person who learns language without learning culture risks becoming a fluent fool".

Another point which has been made by the proponents of this view is that the
target language seersgnseless to the learners if they are not presented with target
language culture (Pulverness, 2000). Since target language culture provides
learners with the background knowledge on how the target language operates in its
sociacultural contexts, its absea in the foreign language classroom may lead to
teaching an artificial language, and as a consequence, using a "meaningless
language" (Politzer, 1959). As learners cannot understand the logic of the target
language without knowing its original culturaldkground, they might think that

they are | earning the | anguage of " some

There are yet controversies about the incorporation of target language culture in
ELT on its own. For example, Alptekin (1993) asserts that ptiegeBnglish with
its native settings makes an already difficult process of learning a foreign language

even more complicated for the learners by saying the following words:

A learner of English who has never resided in the tdeggjuage culture will mst

likely experience problems in processing English systemic data if these are presented
through such unfamiliar contexts as, say, Halloween or English pubs. Even if these
are explained, the learner may still fail to perceive Halloween or the pub inntiee sa
way in which they are normally evoked in the mind of the native speaker of English,
as one's natural tendency is to assess a novel stimulus with respect to one's own
cultural systengp.137).

25



In his remarks above, Alptekin (1993) proposes that by intiaduthe language
forms of the "new" language to the learners through a culture of which they have
no personal experience, they are actually put into a situation where they have to
tackle "unfamiliar information unnecessarily while trying to cope with hove
systemic data" (p.141). Apart from that, there exists a belief that the inclusion of
target language culture in EFL classes has a detrimental effect on learners. This
view is also subdivided into three categories. The first of these views is based on
theidea that EFL learners' sole exposure to target language culture forces them to
acquire a "bilingual and bicultural" identity, which might in turn cause a wide gap
between experience and thought, and leave them vulnerable to serious
psychological problemsuch as anomie, regression and schizophrenia (Alptekin &
Alptekin, 1984; Alptekin, 1993). The second view refers to the alienating effects
of target cultureoriented materials on learners. Regarding this, Prodromou ,(1988
p.80) points out that "when botmaterial we use and the way we use it are
culturally alienating then, inevitably, the students switch off, retreat into their inner
world, to defend their own integrity”. That is to say, if the learners who carefully
avoid being "culturallyassimilated" a exposed to materials loaded with target
culturerelated topics, they might take a defensive approach toward their native
culture and give up on learning English altogether (Alptekin & Alptekin, 1984
p.17). Contrary to the second view, the last viewasda on the assumption that
prolonged exposure of the learners (especially of those who live in the developing
or underdeveloped countries) to target language culture might result in discontent
among them with their own cultural background. As a conseguehthis, they

might begin to see their native culture as inferior to those in Britain and America
(Adaskou et al., 1990; Sardi, 2002).

3.3.2.Native Culture

There are also views that support the inclusion of native culture in the English
language clssroom (Alptekin, 1993; Kramsch & Sullivan, 1996; McKay, 2002).
The supporters believe that if the language forms in English are presented to the
learners through familiar cultural content (i.e. learners' own culture), this can

increase their comprehensjoand thus facilitate foreign language learning
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(Alptekin, 1993; Jiang, 2011; Shin, Eslami, & Chen, 2011). The support for this
view comes from numerous studies done in the 1980s which found a positive
relationship between learners' familiarity with bottntent and formal schemas
and their second language comprehension skills (see Alptekin, £998-141).

A more recent experimental study conducted by Alptekin (2006) in the Turkish
context also explored the effect of culturally familiar background kreigeeon
learners' performance in answering the inferential reading questions. For this
study, tertiary level Turkish EFL learners were divided into two groups, and they
were provided with either the original of an American short story or the
"nativized" vesion of the same story, which reflected sociological, semantic and
pragmatic elements related with Turkish culture. The results of the study indicated
that the learners who read the "nativized" version drew richer and deeper
inferences from the short stocpmpared to those who read the original. That is
why, it can be said that Alptekin's (2006) study produced similar outcomes to the
previous research in that readers' familiarity with the content schemas plays a

facilitative role in their comprehension thfe reading texts.

Furthermore, the advocates of this position call attention to the "psychologically
sound and motivating effects" of using learners' native culture in English language
classes (Alptekin & Alptekin, 1984.17; also see Alptekin, 2002). Fthem, the
presentation of native cultural elements can be "psychologically sound" in that
such content "minimizes the potential of marginalizing the values and lived
experiences of the learners" (McKay, 2003, p.19). Thus, they stand a chance of
going bak to the familiar "territory” the moment they feel alienated from their
true self or isolated from their own communities in the process of learning English.
On the other hand, the presence of native cultural content can also make learners
more engaged irhé language learning practji@nce they can identify themselves
with the materials used in their classes. As Jiang (205694) claims, "students
will be more motivated to learn English if the language is presented in contexts
that relate to their own lives rather than to see it presented in the context of an
Englishspeaking country”. In fact, there are some studies carngdinothe
Turkish EFL context that confirmed Jiang's aboventioned view. For instance,
YéIl maz and Bayyurt (2010) exami ned
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understandings of the role of culture in EFL classes. The results of their analysis
revealed that stwhts were most interested in learning about the similarities and
differences between target language culture and Turkish culture. In addition to
this, more recently, Iriskulova (2012) investigated Turkish secondary school EFL
students' perceptions of thaltwral load in their textbooks. Students' responses in
this study showed that Turkish culture emerged to be of highest significance for
them. It was also revealed that the majority of the students would like Turkish
characters to be incorporated into theading texts and dialogues in their

textbooks.

In spite of its great merits, there are some disadvantages to the inclusion of native
cultural content in ELT on its own. To begin with, if the native culelated
materials presented in the English langgizlassroom are too "familiar" for the
learners, and do not give them an opportunity to explore more about their own
cultural background, they can very easily feel fed up with this kind of culture
practice and even stop attending the classes (McKay, 2@fi8jen, 2013). Apart

from that, as Byram (1991) highlighted, the overuse of materials addressing
learners' own culture might play a role in extinguishing their natural curiosity and
desire to learn about foreign cultures and might foster the assumpéibrlth
cultures function more or less the same way as their native culture (p.18). Last but
not least, the presentation of native cultural elements without the combination of
any other world cultures might also lead to learners' failure not only in Useng t
English language for global communication (Shin et al., 2011), but also in
establishing their own cultural identity. Especially with respect to the second point,

Cortazzi and Jin (1999) note the following:

Since the materials mirror mainly their owultare, students have little opportunity

to engage in intercultural negotiation with a text portraying another culture, so they
are unable to engage in a dialogue with the text to identify and confirm their own
cultural identity, or to ascertain its similées and differences with that of another
cultural group(p.207).

Since teaching only target language culture or native culture can cause some
problems which have been previously discussed, English language teachers should

not feel restricted to integiag either of them into their classes on its own.
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Instead, they should adopt a new approach which encompasses not only target
language culture and native culture, but also other world cultures. This new
approach is called as "Intercultural Language Teahwivhich will be explained

in the next section.

3.3.3 Intercultural Language Teaching

Advocates of the intercultural language teaching mainly rely on the present status
of English as a global lingua francBaker, 2012; Bayyurt, 2012; Jenkins, 2011;
Kramsch, 2002; Seidlhofer, 2005). They point out the fact that English is now
widely used by a vast majority of people outside its original geographic locations
(i.e. innercircle countries) as a contact language, and the new status of English as
a world lamuage necessitates a fundamental change in the whole approach to the
teaching of its culture (Clouet, 2006). They claim that English is not the exclusive
language of "AngléSaxon Caucasians within a limited region of the world"
(Nault, 2006, p.317) anymgareherefore, unlike other languages, it should no
longer be associated with any particular culture (Kachru & Nelson, 2001;
Modiano, 2001). The supporters of this view also maintain that as English has
become "denationalised”, or in other words "@mgliczed" (Matsuda, 2012), it
belongs to the whole world and it represents multiple cultures (Sardi, 2002). That
is why, this view is based on the idea that instead of focusing on one specific
culture in EFL classes, English language teachers should develdpbal g
approach to teaching culture, and present all three contexts of cultural content
(target language culture, native culture and international cultures) to their learners
(Cortazzi & Jin, 19991 ee, 2013;Sardi, 2002). Apart from that, this approach
holds the view that English should become a tool with which learners can foster
their cultural competems and the lingua franca status of English should be
regarded "as a means of communication which should not be bound to culturally
specific conditions fouse, but should be easily transferable to any cultural setting"
(Clouet, 2006, p.56). In brief, the ultimate goal of ELT should be to educate
"intercultural" EFL learners who demonstrate the ability to "behave adequately in
a flexible manner when confrted with actions, attitudes and expectations of

representatives of foreign cultures” (Meyer, 1,99138).
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This view also has its roots in the tremendous changes the world has undergone in
the 2F'century. That is, constant population mobility, laspak immigration, the
increased prevalence of communications technologies and widespread global
travel have brought about extensive crogkural contact among people of various
nationalities (Marczak, 2010; Piatkowska, 2016; Romanowski, ;28é&itu et al.,

2005. In this respect, the need to know about cultures from any part of the world
has become vital in order to be able to survive in intercultural settings. As a
consequence of this, rather than the promotion of one specific culture, the
development of larners' intercultural competence has moved into cetage of
today's EFL pedagogy. Thus, compared to the earlier approaches to teaching
culture, an "intercultural® EFL pedagogy now pursues more comprehensive goals
in terms of preparing learners for tlohallenges of crossultural experiences.
Sercu et al. (20Q5p2) lists these goals as follows: to equip learners with
willingness to engage with the foreign culture; to develop theirasedfreness and
ability to look upon themselves from the outsideg&mn them the ability to see the
world through the others' eyes; to endow them with the ability to cope with
uncertainty; to develop their ability to act as a cultural mediator; to equip them
with the ability to evaluate others' point of view; to enab&at to consciously use
culture learning skills and to read the cultural context; and lastly, to bring to them

an understanding that individuals cannot be reduced to their collective identities.

In conclusion, taking into account the facts that (a) Enggistow associated with
multiple cultures due to its lingua franca status, and (b) the current situation in the
world has made croszultural interactions unavoidable, the best possible answer to
the question of which culture to include in ELT could bé&estich English based on

an intercultural approach. In other words, all three contexts of cultural content
(target language culture, native culture and international cultures) should be
introduced when teaching English as a foreign language. This, in turgs Into
guestion how foreign cultures should be presented in the English language
classroom, but most importantly, what the role of learners' native culture in the

intercultural teaching of English is.
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3.4. The Place of Native Culture in Intercultural Language Teaching

As it was mentioned before, the incorporation of native culture into English
language classes on its own seems to be ineffective in terms of fostering learners'
intercultural competengesince it does not specifically aim to "prepare thiem
interaction with people of other cultures” (Byram et al., 2002, p.6). Nevertheless,
when it comes to the intercultural teaching of English, unlike all other cultures,
learners' native culture deserves a particular emphasis because it occupies a crucial
role in the process of making them interculturally competent. Hence, an
intercultural approach to ELT undoubtedly expects all "teachers and learners to
pay attention to and respect the home culture and the home language" (Corbett,
2003, p.4).

With regardto this, scrutiny of the available literature shows that there exist three
arguments that have catapulted learners' native culture into a distinguished position
among all the cultures integrated into an "intercultural" foreign language
classroom. The prest section discusses the research literature which addresses
these arguments regarding the place of native culture in teaching English based on

an intercultural approach.

Argument 1 Native cultural awareness is prerequisite for intercultural

awareness.

This argument draws on the fact that the starting point of any intercultural learning
process is one's native culture (Ho, 20
first deepen an understanding of their own cultural background and national
identity to cultivate themselves with internatiormindedness. In other words, in

order to possess intercultural awareness, it is essential for them to become aware

of how their native culture "fits into
¢ akeéer,p272dnd Hw it deeply affects their way of thinking (Byram, 2000a).
However, this is an arduous task because people do not "learn” but "acquire" their

own culture. Consequently, as indicated in Weaver's (19239) cultural iceberg

(see Figure 3.1), a large propion of people's own culturalghaped knowledge is
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invisible to them, and most of the time it is subconsciously employed in their daily

communications.
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Figure 31. Weaver's Cultural Iceberg

Weaver's cultural iceberg shown Figure 3.1 also reflects what Byram et al.
(2002) pointed out about people's relationship with their own cultural practices.

They said the following:

... the insider, someone who belongs to a culture, is very often unable to analyse and
conceptualise what is too familiar, "they can't see the wood for the trees". With all
the wealth of experience of the national culture they grew up in, much of what they
know is unconscious and incomplete, not to mention the fact that a person normally
belongs to only one out of many subcultures that each national culture encompasses

(p.18).
The implicit and unconscious nature of one's native culture, which was higthlighte
Weaver (1993) and Byram et al. (2002), was viewed by the leading scholars in the

field as the biggest obstacle in the path of developing learners' intercultural awareness.
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Therefore, they put "cultural sedfvareness” at the centre of their ICC madets
example, as it was explained earlier in Chapter 2, a key part of Byram's (1997)
Multidimensional Model of Intercultural Competence is "“critical cultural awareness”,
and in this model, individuals' awareness of their native culture is thought astthe f

critical step to building intercultural attitudes and awareness.

In a similar vein, the underlying assumption of Bennett's (1993brited
Developmental Model of Intercultural Sensitivity is that intercultural speakers can
undergo internal evolutiorirom the three "ethnocentric" stages (denial, defense,
minimization) to the other three "ethnorelative" stages (acceptance, adaptation,
integration) if they are taught how to cope with cultural differences in a sophisticated
and sensitive way. In this mell ethnocentric stages are described as the stages where
individuals tend to hold negative opinions regarding other cultures while perceiving the
events in their native culture as central to reality. On the other hand, in ethnorelative
stages, individualstart seeking cultural difference and acquire the ability to evaluate
events in the context of both their native culture and foreign cultures (Bennett, 2004).
What is also worth noting here is that in his model Bennett (1993b, 2004) repeatedly
stressed #t only if learners understand and critically analyse their native culture, can
they move from ethnocentrism to ethnorelativism. That is to say, he recognized native

cultural awareness as a{m@ndition in the process of becoming ethnorelative.

Lastly, B&ker (2011, 2012, 2015) also proposed a model of intercultural awareness that
built on Byram's Multidimensional Model of Intercultural Competence in an attempt to
better explain the dynamic and fluid structure of the intercultural interactions that take
place in English as a lingua franca (ELF) settings. In this model, he suggested three
levels for the development of intercultural competence, progressing from "basic cultural
awareness" to "advanced cultural awareness", and ultimately, "intercultural ag/arenes
Much like Byram (1997) and Bennett's (1993b) models of intercultural competence,
Baker (2011, 2012, 2015) noted that learners are firstly expected to develop "basic
cultural awareness", that is, arrive at a full and accurate understanding of their own

cultural elements, before they move on to building their intercultural awareness.
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In summary, this argument relies on the assumption that native cultural awareness
is prerequisite for intercultural awareness; therefose, as to become
interculturally comptent, learners should first gain the ability of standing back
from themselves and have a tough grasp of their own cultural values, beliefs and

perceptions in their EFL classes (Vinnakekony, 2014).

Argument 2 The process of intercultural teachimgmains seriously incomplete

without reference to learners' native culture.

The advocates of this argument contend that even the termctiitteal" reflects the

view that learners must interpret and understand both their own culture and other
cultures Kramsch, 1993). They also maintain that at the heart of intercultural
competence lies "cultural awareness”, which should be interpreted as an understanding
not only of the cultures associated with the target language but also of the learners'
native cultue Baker, 2003Kramsch & McConnellGinet, 1992). Thus, they claim that
unlike the traditional EFL pedagogy, which aims to educate "bicultural” learners who
know how to act according to the social conventions and norms of the target culture
society (Richaits & Schmidt, 2002p51), an intercultural approach to ELT promotes
"acculturation”, which refers to learners' ability to operate in diverse foreign cultures
while preserving their own national identitgduilar, 2009;Corbett, 2003). For these
reasons,rbm an intercultural poirtf-view, learners' native cultural backgrounds are

not left aside in the process of teaching English. Rather, they are seen as "meaningful

sources of learning and education” (Catalano, 2034).

What is more, due to its enoors significance, the supporters of this argument consider
the integration of learners' native culture into EFL classes to be essential for carrying out
intercultural foreign language education. For them, cultural learning can be labelled as
"intercultural' if learners gain a different perspective of viewing and understanding the
world while also reconsidering their own worldview (Clouet, 20069; also see
Kramsch, 1993; McKay, 2002, 2003, 2012). Otherwise, only presenting foreign cultures
to the EFL lemers does not assist their acculturatsince it does not aid them to
"expand their own cultural awareness dgs their new society" (llieva, 2000, as cited

in Shin et al., 2011, p.256). This idea is very similar to Kramsch's (1993) notion of "a
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sphee of interculturality” or "third place" in which learners get to know about foreign
cultures in order to gain a deeper insight into their native culture. In other words,
learners are encouraged to reflect on their own culture in relation to other cultures
(McKay, 2000, 2002). With regard to this, McKay's (2012) following statement is a
good example of how a sphere of interculturality can be established in the English

language classroom:

... the primary purpose of reading about American garage saleslidays in an
English language class should not be merely to present information about aspects of
American culture, but rather to provide an opportunity for coostsiral
comparisons. Thyshe discussion and activities following a reading on American
gamge sales should not be on researching American garage sales but rather on
researching what the host culture traditionally and presently does with used items.
Are used items sold? If so, where? If they aren't sold, what is done with them? How
does this diier from what Americans often do with used items? What might be the
reason for such differences? In this way students reflect on their own culture in the
process of learning about other cultufe<l0-41).

Argument 3 Articulating one's native culture hdsecome vital in today's cross

cultural settings.

This argument is based on the view that with the advent of English as a global lingua
franca, the educational goal of teaching English has changed from preparing learners for
their interactions with nativepsakers of English to enabling them to share their own
culture with people of different cultural and geographical backgrounds (Smith, 1976, as
cited in McKay, 2002, p.12). According to Byram (1997), when learners come across
foreigners from different courmgs, they bring to the situation their knowledge of each
other's countries and cultures. Besides, they are expected to introduce their own cultural
products, practices and perspectives to the other side in English (McKay, 2003). Apart
from that, the suppters of this argument also point out the internal structure of today's
crosscultural interactions. According to Han (2012), for instance, intercultural
communication should be seen as-dit@ctional process where input (i.e. the foreign
cultures thatdarners absorb) and output (i.e. the native culture that learners share with
foreigners) of information are equally important (p.116). In addition to this, they further
assert that interlocutors in intercultural interactions now have an increasing @rtbitio
establish and maintain an equal, mutusdlspectful relationship with others" (Matsuda,
2012, p.177). Therefore, the advocates of this argument conclude that for EFL learners,

maintaining their native culture and explaining it to others have beesnwal as
35



learning about foreign cultures because of the "bidirectionalness and equality principle
of crosscultural communication” (Han, 2012117).

For all the abownentioned reasons, this argument holds the view that teaching
materials focusing othe learners' native culture as content should be given a special
importance in English language classasce such materials provide learners with an
opportunity to not only get to know more about their own culture, but also learn the
structures needea treflect their own cultural values and personal beliefs in English
(Baker, 2003; McKay, 2002, 2003, 2012).

As the main aim of this study is to explore the place of native culture in the intercultural
training of Turkish preservice teachers of Englishetfollowing section will focus on

the intercultural aspects of foreign language teacher education.

3.5.Intercultural Foreign Language Teacher Education

It is a weltknown fact that teachers' qualifications and perceptions play a central role

in the accomplishment of any teaching practice. As pointed out by Matsuda (2009)

and Zacharias (2014), it is impossible to implement pedagogical changes in a
successful way without changing the teachers
t hat i wi t h ontingentaof psofessionally competent and wvidined

teachers, there will always be a gap between policy rhetoric and classroom reality, as
revealed by research findingso (p.679). For
pay special attention to th@eservice education of teachers. However, what makes

preservice education even more important is that it is the first stage of gaining

professional competence, and the views establishptelserviceteachers during this

stage prominently mark thegaching actions once they start to work (Marcelo, 1994,

as cited in Viciana & Mayorgslega 2013, p.253).

In this regard, it can be said that the rise of English to a world language as well as
a recent inclination to teach English from an interculturagpective have made
the preservice education of EFL teachers much more significant today. Now that

English language teachers are expected to assume the role of an intercultural
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"mediator”, who can make learners see connections between their native culture

and foreign culturesAguilar, 2009;Byram et al., 2002), the development of-pre

service EFL teachers' intercultural competence should be made an essential part of

the preservice ELTEPs (Byram & Masuhara, 2013; Catalano, 2014). Besides,

since acting as &mediator" undoubtedly requires EFL teachers to have a certain

level of native cultural awareness, understanding one's own culture should be
attached great importance in these training programs (GBawea & Raigon
Rodriguez, 20009, larehz las rygy | eatablished? that @ )s. Re s
virtually impossible to educate pserviceteachers as interculturally competent

without making them look upon themselves from outside, reconsider their own
worl dviews and expl ore t he- aAktyma BOO5; of t he
Garrido & Alvarez, 2006Sercu et al., 2005). Apart from that, the -pegvice

ELTEPs are also expected to equip their students with the necessary knowledge

and skills required to teach intercultural competence in their "future" classes
Byram & Maswuhar a, 2 0 1 3SercuS2006¢ The beacher & ¥ z
candidates should be taught how to employ instructional techniques which
specifically aim to develop their learners' intercultural competence from different
dimensions (Sercu et al.0@5). In brief, with the recent change from a traditional

to an intercultural stance in ELT, the mervice ELTEPs are now required to
encourage prserviceEFL teachers to foster their own ICC and to acquire the
professional competence enabling them tonpte the development of ICC in

various educational settings (Bastos & Araujo e Sa, ,20183).

As the current study explored gservice EFL teachers' theoretical background
and practical training regarding the incorporation of Turkish culture into
intercultural EFL classes, relevant data were analysed and interpreted by taking
into account Wallace's (1991) reflective model of teacher education. Therefore, the

following section will briefly present the main features of this model.

3.5.1.Wallace's Refkctive Model

Wallace's (1991) Reflective Model is a product of an attempt to break down the
barriers between theoretical knowledge and practical experience offered i a pre
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service or irservice teacher education course. Wallace (1991) himself states that
he put forward this model "as a compromise solution which gives due weight both

to experience and to the scientific basis of the profession” (p.17).

As can be seen in Figure 3.2, which was adapted from Wallace, (149}, the
model involves three stages (1) pretraining, (2) professional
education/development, and (3) goal. In the “tpagning” stage, the preervice
teachers decide to receive professional training with their existing knowledge of or

attitudes towards the profession.

Received |
Trainee’s knowledge /—-\
existing
conceptual . ) PROFESSIONAL
schcm::ut or Mg —»| Practice Reflection | COMPETENCE
mental
constructs v

Experiential

knowledge |— ]

'Reflective cycle'

Stage 1 Stage 2 GOAL
(Pre-training) (Professional education/development)

Figure 32. Wallace's Reflective Model

As for the second stage, Wallace (1991) highlighted that in teacher education
courses there are two kinds of knowledge: "received knowledge" and "experiential
knowledge". The former one refers toetHacts, data, research findings and
theories forming the "scientific basis of the profession”, and is taken as input by
the preservice teachers. The latter one, on the other hand, is defined as either the
"knowledgein-action" by the practice of teachingr the "knowledgey-
observation" by the observation of teaching practice (Wallace, 19). Placed
at the heart of this model, "experiential knowledge" is received by theepveece
teachers through hands teaching practice and/or observation mpexienced
teachers in the field. Vertical reversed arrow between "received knowledge" and
"experiential knowledge" in Figure 3.2 gives the message that a reciprocal
relationship between these two elements should be built in teacher education
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programmes ' that the trainee can reflect on the 'received knowledge' in the light
of classroom experience, and so that classroom experience can feed back into the
'received knowledge' sessions” (Wallace, 1991, p.55). Apart from that, in the cases
when a teacher tmang course does not allocate enough space for practice
sessions, course effectiveness largely depends on how well it supports-the pre
service teachers in evaluating their own practice, and subsequently reflecting on it
(Wallace, 1991 p52). Finally, as a outcome of the first two stages, the -pre
service teachers achieve their ultimate goals in the last stage, which is developing

professional competence.

If Wallace's (1991) Reflective Model is applied into the “intercultural” foreign
language teacher eduican, it can be said that the pservice ELTEPs should take

on the role of buildingpre-service teachers' "received knowledge" on an
intercultural approach to ELT by equipping them with the theories of culture and
ICC as well as the specific techniquesdisfor the intercultural teaching of
English. In addition to this, the pservice ELTEPs are expected to extgme

serviceteachers' "experiential knowledge" as well by granting them opportunities
to not only "practise” intercultural pedagogy through demmicreteachings and
assessetkachings, but also observe different intercultural EFL teachers at various

levels.

3.5.2.Foreign Language Teacher Competences

Since the notion of intercultural competence gained significance in foreign
languagesducation, culture has increasinglyebhaseen as an indispensable part of
foreign language teacher competences. With regard to this, the present section
investigates the cultural/intercultural dimensions of both international and national

teacher educatiostandards.

Starting with the international foreign language teacher competences,
ACTFL/CAEP (2015), American Council on the Teaching of Foreign Languages
and Council for the Accreditation of Educator Preparation, outlines six content

standards for the prgervice teachers who are going to teach any foreign language
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in the USA. According to this list, the peervice foreign language teachers should

(1) achieve a high level of proficiency in the target language; (2) demonstrate an
understanding of linguigts, target language culture and literature; (3) become
aware of the key principles of language acquisition and recognise their students'
backgrounds, skills and needs; (4) understand and use the available standards in
their planning and instruction; (5) sign and use multiple ways of assessment and
analyze student assessments, and (6) pursue continuing professional development
opportunities. Despite the absence of an intercultural perspective in general, as can
be seen in the list, the second standaraactusively aimed for the improvement of
teacher candidates' target cultural knowledge. In this standard, they are expected to
arrive at an understanding of the interconnectedness of target cultural products,
practices and perspectives (ACTFL/CAEP, 208). Besides, according to the

sixth standard, preervice foreign language teachers are also required to
strengthen their cultural competence along with linguistic and pedagogical
competences as part of their continuing professional development (ACTFL/CAEP
2015, p.29).

Similarly, TESOL/NCATE (2010), Teachers of English to Speakers of Other
Languages and National Council for Accreditation of Teacher Education, lists 11
standards classified under the five domains for % FESL teacher education
programsin the USA. In this manual, the first domain involves the language
domain, in which preservice teachers are expected to be proficient in the English
language and demonstrate an understanding of the theories of first and second
language acquisition. The @mnd domain, culture, requires English language
teacher candidates to know about culxelated theories, research and some basic
concepts such as acculturation, stereotyping, biculturalism, and assimilation. They
are also expected to become aware of leovural identity is established, how
crosscultural conflicts are addressed in the class, and how the process of
intercultural communication occurs. Most importantly, this domain expects teacher
candidates to "understand the importance of the home cultuseudents' learning
(TESOL/NCATE, 2010 p.36). The third domain, instruction, covers teacher
candidates' abilities to plan classroom instruction, implement the approaches to
teaching four language skills, and develop appropriate instructional matéhals
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fourth domain, assessment, includes general issues of testing and evaluation with a
particular focus on language proficiency and classrbased assessment. The last
domain involves the professionalism domain, in which teacher candidates are
expectedo keep upo-date with the second language research and advances in the
field of ELT. In brief, it can be claimed that compared to the ACTFL/CAEP
standards, TESOL/NCATE pursues more intercultural goals by promoting eulture

general learning and emphasgitihe significance of learners' native culture.

The European Profiling Grid (EPG) is a saffsessed instrument in the form of a

grid that emerged as an outcome of a projecfuoded by the European
Commission in 2011. One axis of this instrument dessriforeign language
teachers' competences in thirteen categories which are also grouped under the four
broad headings. The other axis, on the other hand, involves a range of six "phases
of development" starting from novice teacher to experienced and ézpehter.

The first broad heading, training and qualifications, involves four categories,
defining foreign language teachers' language proficiency in the target language,
their education and training background, the length of their assessed teaching and
the scope of their teaching experience. The second broad heading, key teaching
competences, covers four categories as well, describing foreign language teachers'
methodological knowledge and skills, their assessment, lesson and course
planning, and intera@n management and monitoring. The third broad heading,
professionalism, encompasses two categories named as professional contact and
administration. The final broad heading, enabling competences, involves three
categories, specifying foreign language temsh intercultural competence,
language awareness, and their use of digital media. When tfuo cdatements of

the "intercultural competence" category are scrutinized, it is seen that EPG (2011)
sets foreign language teachers a series of goals to déalogpheir own and their
learners' intercultural competence, such as understanding and being able to take
account of relevant stereotypical views, and being able to develop learners' ability

to analyse and discuss social and cultural similarities arereliites (p.7).

In addition to international teacher competences, as the only legitimate institution

to decide on the qualifications demanded from teachers, the Ministry of National
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Education in Tur key ( MJdEB)XEaso adtlineshatiomlE] i t i m Bak

competences of teaching profession for all subject areas (MEB, 2017, p.10).
MEB's (2017) General Competences of Teaching Profession involve three main
domains, namely "professional knowledge", "professional skills", and "attitudes
and values". These #e domains also encompass 11 competences and 65
indicators that are closely connected with these competences. The first domain,
professional knowledge, includes three competences which are content knowledge,
pedagogical content knowledge and knowledgeegislation. The second domain,
professional skills, covers four competences named as planning of education and
teaching, creating learning environments, managing the teaching and learning
process, and assessment and evaluation. The last domain, attitddeswees, is

also dedicated to four competences which are national, moral and universal values,
approach to students, communication and cooperation, and personal and

professional development.

On the other hand, despite the fact that MEB's (2017) GeGeralpetences of
Teaching Profession do not explicitly require teachers to be culturally or
interculturally competent at the domain and competence level, when the indicators
are further analyzed, an intercultural outlook becomes evident. For instance, A2.6,
as one of the indicators describing "pedagogical content knowledge" competence,
expects teachers to be able to make decisions on how to make use of the national
and moral values in their subject field (MEB, 20020). In other words, this
indicator imples that Turkish EFL teachers should have the necessary knowledge
and skills to integrate learners' native culture into their classes. In a similar vein,
Turkish EFL teachers are also required to give place to learners' native culture in
their lesson plankecause the indicator B1.4, which defines "planning of education
and teaching" competence, shows that teachers should "take into account the
national and moral values while planning the teaching process"” (MEB, 2017,
p.21). Furthermore, according to the icador B2.7, which specifies "creating
learning environments" competence, teachers of English should gain the ability to
make learners reflect on their own culture by establishing a sphere of
interculturality in their classes (Kramsch, 1993; McKay, 20@@22 2012) since
it encourages them to create learning environments helping students to internalize
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national and moral values (MEB, 2Q1321). In addition to this, the indicator
B3.6, which defines "managing the teaching and learning process" competence
expects English language teachers to familiarize themselves with the local
educational framework they function in (Rubdy, 2009; Zacharias, 2014) because it
states that teachers should take into consideration the cultural and socioeconomic
features of thesettings where they work in their teaching practices (MEB, 2017,
p.21). Lastly, by looking at the indicator C1.3, which describes "national, moral
and universal values" competend can be inferred that teachers of English are
asked to educate "intert¢utal" learners who are not only connected to the world
around them, but also firmly embedded in
GomezRodriguez, 2013). This is due to the fact that the indicator mentions
bringing up students as individuals whoatrenational and moral values with

respect and open to global cultures (MEB, 2qiZ3).

In summary, it is seen above that both international and national teacher
competences have reached a consensus on incorporating cultural/intercultural
aspects into their standards. Thus, it can be said that the-atsow®ned teacher
competences mostly ftect the current status of English as an international
language, the growing multicultural reality of the world, and the increased value of

one's native culture within this new reality.

3.6. Studies on "Culture" Learning and Teaching

The present sectiomtroduces the studies on pservice teachers and teacher
education programs related to "culture" learning and teaching. Even though there

are a lot of studies investigating-service EFL teachers' beliefs and practices
regarding culture or interculturéaching Atay et al., 2009; Aydemir & Mede,

2014; Bayyurt, 2006; Castro, Sercu, & Garcia, 20@dmirel, 1989, 1990G° n e n

& Sajl am, 201 2; G¢lceceg, -@QHILOLR, KadGhdendn
¥ster mar¥knal2ah(8;2004; Ser c u2)dhese atlidies 2005
will not be focused on in this sectiosince they are beyond the scope of the

current study.
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3.6.1 Studies on PreService Teachers

The studies on prservice EFL teachers mainly focus on their beliefs related to the
place of culture IrfELT and their existing knowledge of target language culture or
intercultural competence. To start with, Atay (2005) explored seniesgrkece
English language teachers' beliefs and practices regarding the integration of
cultural content into Turkish EFtontext. Questionnaires apde-serviceteachers'
reflections on their assesstghchings were used as the two data collection tools.
The analysis of the questionnaire results g@melservice teachers' reflections
revealed that the respondent teachers it believe they were given enough
opportunities in their department to learn about the cultures of the English
speaking countries. That is why, they were questioning their own competency in
addressing the cultural dimensions of foreign language teadhings also found

out that thepre-serviceteachers did not think focusing on learners' native culture

was necessary in the English language classroom.

Similarly, Hat i poj | wscale gy Rith preewicedEklc t e d
teachers from three défent Turkish universities to find out their definitions of
culture, their attitudes towards culture learning and teaching in EFL classes, and
their knowledge of target language culture (i.e. British culture). Her analysis
indicated that nearly all of thearticipants defined culture as "culture with a small

'c". Even though most of the geserviceteachers believed in the necessity of
teaching culture in language classes, when it came to their target cultural
knowledge, it was seen that they knew neadshing about British culturesince

only a few of them were able to outline six representative characteristics of this

"mother" culture in the given questionnaire.

I n additi on¢ dtoi nkdysa aBrektB%r kan (2012)
competace levels of the preervice EFL teachers studying in Turkey through
Fantini's seHreported Intercultural Abilities Questionnaire. They also explored the
relationships among different components (attitudes, knowledge, skills and
awareness) comprising dsdntercultural competence. The results of this study
first of all showed that the piservice EFL teachers in Turkey did not develop
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adequate levels of intercultural competence in any of the abewioned
components. The analysis of the questionndse r@evealed that intercultural skills

are deeply connected with intercultural attitudes, knowledge as well as cultural
awareness. Moreover, a strong relationship was found between one's native

cultural knowledge and the development of intercultural skills

On the other hand, as for the international context, Olaya and GRowriguez

(2013) investigated Colombian pservice EFL teachers' conceptualisation of
culture and their beliefs regarding the aspects of culture and intercultural
competence. They celtted the relevant data through questionnaires, -semi
structured interviews, and an evaluative analysis of the teacher education programs
that participants were enrolled in. Their findings revealed that most gfréhe
serviceteachers still defined cultulased on traditional views and only referred to

the surface culture aspects by ignoring the "deep culture". Their data also showed
that the preservice teachers in this study had a tendency to learn about British or
American culture over the other worldiltures, and thus lacked the complete

understanding of intercultural competence.

3.6.2 Studies on PreService Teacher Education Programs

When the studies on peervice teacher education programs in the relevant literature

are analyzed, it is seen thageowing body of research has been interested in the
evaluation of the prservice ELTEPs in Turkey ingener@l ¢ Kk k un & Dal o] | u,
GoktepeSef20b5;l u¢opR00D6; 28@8) & Neverthel es
this study, only the studies whiclther discuss the cultural aspects of these programs

or investigate the effects of a culttgpecific course on pigervice teachers' ICC

development will be focused on in this section.

Starting with the studies pélgsc@D9) i nt o
aimed to detect the strengths and weaknesses of tsemiee ELTEPS in Turkey
through carrying out a survey on the junpre-serviceteachers in a Turkish state
university. According to the results of this study, the-g@evice EFL teachers

declared that the courses they took met their expectations in terms of listing the
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aims of the teaching profession. They also stated that the program developed their
awareness of teaching language skills and learner autonomy. However, the
absence of culte-specific courses was seen by theserviceteaches as the

biggest lacking point in the pigervice ELTEP in question.

Mahalingappa and Polat (2013) conducted a qualitative study in which they
scrutinized the curriculum frameworks of eight differ@né-service ELTEPS in
Turkey in the light of TESOL/NCATE teacher education standards. They also
explored the views of the program directors of these eight programs concerning
the current situation of the peervice ELTEPs in Turkey by carrying out
interviews with them. The results of their study indicated that the vast majority of
the examined prservice ELTEPs bore close similarities with each other because
of the standardized curriculum policy of the Council of Higher Education in
Turkey. Neverthelessit was found out in the study that compared to the
international TESOL/NCATE standards, the -service ELTEPs in Turkey
displayed some weaknesses regarding adopting a comprehensive-mndate
conceptual framework, focusing on linguistics and secondulage acquisition,

and giving place to culturspecific courses. On the other hand, the interviews
carried out with the program directors revealed that they were extremely
concerned about the insufficient English language proficiency levels of the pre
sewvice English language teachers. Furthermore, they complained about the lack of
gualified teaching staff in these prograreamce most of them were appointed by
the Council of Higher Education without having acquired the necessary expertise
in the field.

PaolaDi a z and Arékan (2016), on the other h ¢
analysis of the curricula followed in Turkish and Argentinearsareice ELTEPS.

Their analysis revealed that whereas the Turkish curriculum gave weight to the
methodological aspects foreign language education by offering 11 courses, the

number of such courses in the Argentinean curriculum was just two, signalling that

the pre-serviceteaches in Argentina were expected to build their pedagogical

knowledge on the job. Nonetheledswas also revealed that the curricula offered

at Argentinean teacher education programs allocated much more space te culture
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related courses, while little significance was given to such courses in the Turkish

pre-service ELTEPs.

In addition to the studge that evaluate the peervice ELTEPs from a
cultural/intercultural perspective, there is also a sizable body of research
investigating the role of cultwgpecific courses in making pservice EFL
teachers culturally or interculturally competent. Toibeg wi t h, Bada an
(2005) conducted a study with junior ggervice EFL students in a Turkish state
university. After the completion of a Z2&ur culturespecific course introducing

the aesthetic and sociological aspects of Turkish, British and Ametidéures,

the pre-serviceteachers in this study were asked to respond to a questionnaire
aiming to assess the contribution of this course to their English language skill,
their native and target cultural awareness, their attitudes towards target lmnguag
culture as well as their prospective teaching profession. The results of this study
showed that having a formal education on culetated issues not only raised
preservice EFL teachers' awareness of both native culture and target language
culture, bu also changed their attitudes towards all three societies in a positive

way.

Besides, Holguin (2013) carried out a study with-ggevice foreign language
teachers in a Colombian public university to find out whether the incorporation of
interculturality into a research and pedagogy class, namely "Pedagogical and
Research Project IV", played a part in the developmerir@terviceteachers'
intercultural skills. The main aim of this wur course was to help pservice
foreign language teachers explanéercultural aspects of testing, evaluation, and
assessment. Data were collected through their group discussions and reflective
papers. For this purpose, the program was also subdivided into three parts: (1)
understanding theory, (2) analysing the evatuaprocess both in Colombia and
other countries, and (3) writing reflective papers on testing and evaluation. The
findings of this study showed that tphes-serviceteachers significantly improved

their intercultural skills, such as interpreting and cehiglizing cultural practices

and understanding contextual complexities upon the completion of this course.
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Lastly¢teBehkaya (2014) conducted -an experin
year Turkish preservice EFL teachers enrolling in conversation €sasdhey

were asked to take part in a-iMeek cultural content program which was based on
Byram's (1997) Multidimensional Model of Intercultural Competence. Movies,
textbooks and books were used in the preparation of intercultural testiswBre
obtainedthrough Fantini's selfeported Intercultural Abilities Questionnaire, the
preservice English language teachers' weekly reflective papers, and the
intercultural tasks assigned to them as part of the cultural content program. The
results of this study deonstrated that attending a culture class was beneficial for
the development of preervice teachers' intercultural knowledge, skills and
awareness despite the fact that such instruction did not make a substantial change

in their intercultural attitudes.
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CHAPTER 4

METHODOLOGY

4.0. Presentation

This chapter focuses on the research design, the research setting, participants, data

collection instruments and data analysis procedures used in this study.

4.1.Research Design

As it was stated ithe first chapter, the research questions of this study are:

1. How do preservice English language teacher& f i ne t he terms #fc
Atarget | anguage cultureo?

2. What are preservice English language teackdd vi ews on t he i nt
culture into Eglish language classes?

3. What are preservice English language teached vi ews on t he i nt
Turkish cultural elements into English language classes?

4. What is the place of Turkish culture METU FLE Department as part pfe-
service Englishanguage teachers' intercultural training?

a. What is the place of Turkish culture imetlinguistic competeneeasedcourses
at METU FLE Department?

b. What is the place of Turkish culture e pedagogic competenbased

courses at METU FLE Department?
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This study adopts a "case study" approach whose focus is "on a particular unit or
set of units institutions, programmes, events and so on ..." (Richards, 2003, p.20).
Case study was selected as the research methodology of the presemsirstadis
researclygoals, data collection tools and data analysis procedures correspond to the
research questions listed above. According to Fraenkel, Wallen and Hyun (2012
p.435), in a case study a single, rather unique case is examined with regard to the
research questis so that valuable insights would be gained. Besides, a case study
allows the researcher to carry out andepth study of instances of a phenomenon

in its natural context" (Gall, Gall, & Borg, 2003, p.545). The research questions of
the study require th researcher to investigate the place of a specific culture
(Turkish culture) in the process of intercultural training given in a specific
institution (METU FLE Department). The research questions also necessitate a
thorough understanding of a particulaogp of respondents’ (senior gervice
English language teachers at METU FLE Department) definitions of culture and
their views on the inclusion of Turkish cultural elements in English language
classes. Hence, it can be said that the phenomenon at henthea research

framework a case study approach establishes are in perfect harmony.

This present case study research uses a mixed methods, dasignit involves

both quantitative and qualitative evidence through questionnaires and interviews.

The ratimmale behind following a mixed methods design in this study is that when

used in combination, quantitative and qualitative methods complement each other

and build up a more comprehensive picture of the research problem and question

than either method by &f (Creswell, 2012, p.53®)° r nyei , 2011, p. 164).

This study uses the explanatory sequential mixed methods design, consisting of
two distinct stages (Creswell, 2011, 2012). In this design, the quantitative data are
collected and analysed in the first phao get the general picture of the research
problem, whereas the qualitative data, which are collected and analyzed second in
sequence, are used to clarify or elaborate on the quantitative findings. In the
present study, quantitative and qualitative plseare connected while selecting the
informants for the interviews. Besides, the results of the quantitative and

gualitative stages are joined when discussing the outcomes of the entire study.
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Figure 4.1 demonstrates a diagram of the explanatory sequanted methods

design procedures used in this study.

The Place of Native Culture in the Intercultural Training of Pre-service
English Language Teachers: The Turkish Case

Quantitative Data Collection: Questionnaires

Quantitative Data Analysis

Purposeful Case Selection and
Interview Protocol Development

Qualitative Data Collection: Semi-structured interviews

Qualitative Data Analysis

!

Integration of the Quantitative and Qualitative Results

Figure 41. Research Design of the Study

Since the researcher's goal in a case study is "to understand the case in all its parts,
including its inner workings" (Fraenkel et al., 2012, p.435), the rest of the chapter
provides a detailed description of the research setting, participants, and data

collection/analysis processes.

4.2 Research Setting

The present study was conductédring the Spring 2017 semester the
Department of Foreign Language Education (FLE) at Middle East Technical
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University (METU), one of Turkey's few Englishedium statainiversities.The
university chosen for data collection was determined through convenience

sampling. That is to say, it was the most accessible to the researcher.

METU FLE Department was founded in 1982 as one of the departments belonging
to the Faculty bEducation. The department offers BA, MA and PhD programs in
the field of ELT; MA and PhD programs in the field of English Literature. Each
year an average of 100 applicants who take the National University Entrance
Examination and are ranked in the tap% in the foreign language score tyipe
admitted into the fouyear preservice English language teacher education
program offered in this department. METU FLE graduates are entitled to teach

English in primary, secondary and tertiary level educational institutions.

As this studyattempts to nvestigate whether the departmental courses in the

METU FLE undergraduate curriculum give any place to Turkish cultural elements

to make pe-service English language teachers interculturatlgmpetent, it is

important to first scrutinize the intercultur@spects of the National Qualifications

Framework for Higher Education in Turkey (NGHETR). This is because of the

fact that he NQFRHETR's academicallyoriented qualifications for Teacher

Education and Educational Science set a general framework foadhkids of

education in Turkey and give them a road map for restructuring thesepriee

teacher education progr abeskdAl- e kg0 k7))t al .,

4.2.1.The Structuring of the National Qualifications Framework for Higher

Education in Turkey

The preservice ELTEP which was in practice when this study took place was
introduced by the Counci l of Hi gher Educat.i
Y ¥ K) I n -2007eaca@eti@ §ear. It was a final outcome of a range of

ideological and political ferm initiatives designed to harmonize undergraduate

teacher education programs in Turkey to European Union (EU) standards in order

to accelerate Turkey's EU accession process
As stated by Y¥K ( 20t0Anpthei significantdeatprewdfi cy docun
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the new curriculum is that it corresponds to a large extent to the programs used in

EU countries for training preervice teachers" (p.10; author translated). One major

initiative undertaken by the CoHE to keep pace whlke teacher education

programs in EU countries was to define the learning outcomes of the programs at
faculties of education in accordance with the criteria established by the European

Hi gher Education Area (Y¥K, 200tte G°kte
CoHE initiated the structuring of the National Qualifications Framework for

Higher Education in Turkey (NQHETR) as t he first step (Y

The structuring of the NQHETR was done by taking into consideration the
objectives of Lisbon Strategy issd in 2000 by EU and the objectives of Bologna
Processin which Turkey was involved in 2001 (MEB, 2017, p.7). For this
purpose, the Commission for National Qualifications and the Working Group,

which was made up of experienced academicians from differgnérsities and

hi gher education institutions represent;
This commission defined the NGHETR in terms of the knowledge, skills and
competences to be gained minimally upon completion of each higher education

cycle (asociate's, bachelor's, master's and doetdegrees) by greatly benefiting

from the level descriptors within Qualifications Framework for European Higher
Education Area (((EHE A) ( Y¥ K, 2 HETR)was fullyrapprode®ir

January 2010 and was amuli at higher education programmes level in all
institutions in December 2012 (Y¥K, 2010

Teacher Education and Educational Science is among theHNEJR's 22 core

study areas, and it encompasses all the undergraduate and graduate teacher
education progmas i n Turkey as its subfields (Y
awarded in this field of study were defined for three domains (knowledge, skills

and competences) in four different degrees (associate's, bachelor's, master's and
doctorde), as in the case oftlwer study areas in the NHETR. Table 4.1

indicates the qualifications awarded at sixth cycle (bachelor's degree), which are

also equivalent tothe QEHEA' s f i r st cycl e. The tabl e
(2011) and the qualifications that were associatét e development of pre

service teachers' intercultural competence were shown in bold.
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Table 41. NQFRHETR's Sixth Cycle (Bachelor's) Qualifications for Teacher
Education and Educational Science

A. KNOWLEDGE
(Theoretical, Conceptual)
Qualifications that signify completion of the sixth cycle are awarded to students who ...

1. ... understand concepts and relationshipsvbeh concepts within area on the basis
qualifications gained in secondary education.
2. ... are knowledgeable regarding evaluation of the nature of, sources, boundaries, ac
reliability and validity of information.
3. ... argue the methods of pnaction of scientific knowledge.
4. ... have knowledge of teaching programs, teaching strategies, methods and techniq
measurement and evaluation techniques in their related area.
5. ... have knowledge of students' developmental, and learning chiéstactand difficulties
in learning.
6. ... recognize national and international cultures.

B. SKILLS

(Cognitive, Practical)
Qualifications that signify completion of the sixth cycle are awarded to students who ...

1. ... use advanced sources of information related to area.

2. ... conceptualize events and facts related to the area, examine with scientific methc
techniquesinterpret and evaluate the data.

3. ... identify, analyze and develop evidence based solutions to issues related to the are
4. ... taking into account the developmental characteristics, individual differe

characteristics and achievements of stusléntthe subject area, apply the most appropr
teaching strategies, methods and techniques.
5. ... develop appropriate material to meet the needs of students and the subject area.
6. ... use a variety of methods, evaluate the gains of the studenifaudited.
C. COMPETENCES
(Competence to Work Independently and Take Responsibility)
Qualifications that signify completion of the sixth cycle are awarded to students who ...

1. ... take responsibility and carry out the task effectively in individual and group work.
2. ... recognize themselves as individuals, use their creative aspettst@mgths, anc
improve their weaknesses.

3. ... take responsibility as an individual or team member to solve complex and unpred

problems encountered in practice.

C. COMPETENCES

(Learning Competence)

Qualifications that signify completion of the sixth cycle are awarded to students who ...
1. ... critically assess acquired knowledge and skills.
2. ... determine their learning needs am@mtate their learning.
3. ... develop a positive attitude towards-ifag learning.
4. ... use tools effectively to access information.

C. COMPETENCES

(Communication and Social Competence)

Qualifications that signify completion of the sixth cycle are awarded to students who ...

1. ... actively participate in artistic and cultural activities.

2. ... show sensitivity to the social agenda anded@ments of society and world events &
monitor these developments.

3. ... are conscious of social responsibility, plan and implement professional projeci
activities for the social environment lived in.

4. ... inform relevant people and institutis on issues related to the area.

5. ... with support of quantitative and qualitative data, share their thoughts and suggesti
solutions to problems with people having or not having expertise.

6. ... use one foreign language at, at least, B1 levehe European Language Portfoli
monitor information in area and communicate with colleagues.

7. ... use an advanced level of information and communication technology at Eur
Computer User License level.

8. ... live in different cultures, and adapt to social life.
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Table 4.1(cont'd)

C. COMPETENCES
(Area Specific Competence)
Qualifications that signify completion of the sixth cycle are awarded to students who ...

1. ... are role models to society through their external appearance, attitude, manne
behaviour.

2. ... adhere to democracy, human rights, social, sciendifid,professional ethical values.
3. ... adhere and participate appropriately in quality management and processes.

4. ... establish personal and corporate interaction to establish and maintain a safe
environment.

5. ... have sufficient awareness @fivironmental protection and job security issues.

6. ... are aware of the sensitivities of the national and universal phrase of the N:
Education Basic Law.

7. ... related to duties, rights and responsibilities, act in accordance to regulatior

legislations in Law concerning oneself and one's area.

When the NQRHETR's sixth cycle qualifications for Teacher Education and
Educational Science in Table 4.1 are examined, it is revealed that the field includes
six knowledgebased,six skills-based and 22 competerdsased qualifications.
These qualifications cover many aspects, such asquece teachers' educational
planning and materials development, their management of the teaching and
learning process, their approach to studentsatrand universal values, and their
knowledge of legislation about teachers' duties, rights and responsibilities. On the
other hand, Table 4.1 also shows that three of the qualifications explicitly seek to
address prservice teachers' intercultural congrece. The sixth qualification in

the knowledge domain, for instance, is only awarded tespreice teachers who

are able to become conscious of Turkish culture and other world cultures. In the
same vein, the first and the eighth qualifications of thensomcation and social
competence domain directly appealpt@ serviceteachers who have achieved to
become global citizens by developing awarenessaandthderstanding of diverse
cultures and adjusting to unfamiliar environments they encounter (Daviso& Ch
2005). Therefore, it can be claimed that the framework undoubtedly expects pre
service teacher education programs in Turkey to make room for students'
intercultural training, including native cultural awareness, in their program
outcomes. To this endhé next section will examine the extent to which the NQF
HETR's qualifications related with the development of intercultural competence
are incorporated into the program outcomes of the METU FLE undergraduate

curriculum.
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4.2.2 Program Outcomes of the METU FLE Undergraduate Curriculum

The preservice teacher education programs in Turkey are required to relate their
program outcomes to the NEHETR's sixth cycle qualificationsand determine

the contribution level of the courses they offer to the achieveaig¢heir program
outcomesQnursalBe kg ¢ | Y¥R 01272009, 2010)

When the METU's information on program qualifications is examined, it is seen that
METU FLE Department clearly outlines 15 program outcomes (POs) that its
undergraduate students shouldabée to achieve upon their graduation. Furthermore,
these POs are linked to the N®ETR's sixth cycle qualifications for Teacher
Education and Educational Science. Table 4.2 shows all the POs settled for the METU
FLE undergraduate curriculum, which wdaeken from METU (2011a). The POs
directly corresponding to the intercultural aspects of the -N@FR's qualifications

are subsequently presented in Table 4.3 (METU, 2011b).

Table 42. Program Outcomes of the METU FLE Undergraduate Curriculum

PROGRAM OUTCOMES (POs)
Upon graduation, alumni of the English Language Teaching undergraduate program should be al
PO-1: ... make appropriate pedagogical decisions in accordancéheiitiparticular English teachin

context (i.e. age, setting, location, and learner background) based on a contemporary repertoire o
teaching approaches and methods.
PO-2: ... critically analyze linguistic, literary, cultural, and historical é&swhen selecting, developin
and using course materials and assessment instruments.
PO-3: ... establish crosdisciplinary connections and develop critical intellectual curiosity base
their familiarity with educational sciences, literature, and istigs.
PO-4: ... identify and generate solutions for specific languafpged problems which learners
English may face at different proficiency levels.
PO-5: ... individually and collaboratively design, conduct, and report ssoale educational resrch
projects by employing relevant research methods in the investigation of language with teachers fr
national or international contexts.
PO-6: ... demonstrate awareness of individual, (multi) cultural, and psatial diversity in learning
environments and adapt to different local contexts.
PO-7: .. analyze and address professional challenges based on awareness of global sys
comparisons of educational systems.
PO&: fluently and accurately use all receptive and productive Bnglisguage skills at a
advanced level for effective daily and academic communication.
PO9: ... effectively translate a diverse set of English and Turkish discourses considering ¢
specific elements.
PO-10 ... utilize experiences of learning a foreign language other than English for develog
awareness of language learning processes.
PO-11: ... with selfconfidence, effectively communicate with students and other stakehold
educational settings.
PO-12 ... engage in reflective teaching, seMaluation, and ongoing professional development.
PO-13 ... select and utilize appropriate instructional technologies and information literacy sk
increase the effectiveness of foreign language teaching.
PO-14: ... promote creativity, understanding, cooperation, and equity to establish a positive cle
environment.
PO-15 ... develop a critical and multicultural perspective to language and langlztge issues
emerging from global English contexts.
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Table 43. Program Outcomes of the METU FLE Undergraduate Curriculum & the
NQFHETR Adaptation Matrix

A. Knowledge
(Theoretical, Conceptual)

Quialifications that

signify completionofthe _, o < wW © ~ ®©® o 2 9 8 8% I ¥
sixthcycleareawarded 0 0 © O© © ©0 © © © © O O O 0O O
to students & o oo aoaaoaaQacaaca
6- ... recognize nationa X X X X X
and international
cultures.
C. Competences

(Communication and Social Competence)
Quialifications that
signify completiomfthe _ & o < w © ~ ® o 2 9 8 8 I ¥
sixthcycleareawarded 0 0 ©0 © O © © © O©0 © ©0 © O O ©
to students @ & & & o aoaaaadaaadacaaa
1- ... actively participate
in artistic and cultural
activities.
8 ... live in different X X
cultures, and adapt t
social life.

As indicated in Table 4.3, none of the program outcomes determined for the METU
FLE undergraduate curriculum addresses NIRi~HETR's first qualification in the
communication and social competence domain, namely "... [students] actively
participate in artistic and cultural activitie®evertheless, the table reveals that nearly
half of the program outcomes (POs 1, 2, 5, Gnd 15) expect preervice English
language teachers to gain insight into both their national culture (Turkish culture) and
international cultures in order to adapt themselves to local and global contexts. For
instance, PEL describes preervice Englishdnguage teachers whoembrace the
philosophy "think globally, but teach locally" (Kramsch & Sullivan, 1996) and are
prepared to use their contesdnsitive pedagogical knowledge to develop appropriate
teaching strategies f2oWhiletPB2requiregrasendcé cont e
teachers to have an intercultural outlook on materials development and testihgs PO
only met by those who possess cragitural communication skills needed to be able to
carry out educational research with teackeysing in both local and global contexts.
Similarly, PG6, which corresponds to thBQFHETR's both sixth and eighth
gualifications in Table 4.3, is achieved by the-ggevice English language teachers
who are able to take into accogattural diversityin their classes and operate in various
Turkish sociecultural contexts. PG requiregpre-serviceteachers to become aware of
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the global socieultural contexts by comparing different educational systems. Finally,
PO-15 applies tgreservice English laguageteachers who are aware of the fact that
English is not restricted to its natigpeaker settings and thus adopt an ELF perspective
in language pedagogy by following "a curriculum that integrates the local culture and
the international quality of Engh" (Bayyurt, 2017, p.134).

To sum up, it can be said that the POs of the METU FLE undergraduate curriculum are
in line with the NQFHETR's qualifications based on the development okpreice
teachers' intercultural competence. From the POs it istbkathe students studying in

the preservice ELTEP at METU are expected to not only become familiar with their
own culture and international cultures but also teach ICC in their classes upon

graduation.

The following section will first provide backgrod information on the groups of
courses offered in the METU FLE undergraduate curriculum. Later, a special focus will
be given to the departmental courses' level of contribution to the achievement of the
ICC-oriented program outcomes (POs 1, 2, 5, 6, 71&hdiven in Table 4.3.

4.2.3 Groups of Courses in the METU FLE Undergraduate Curriculum

METU FLE Department offers a 142edit (minimum 248 ECTS credits)
undergraduate program in English Language Teacher Education. Like all the other
FLE/ELT departmerstin Turkish universities, METU FLE Department is required to
comply with the curriculum developed by the CoHE for training its BA students to
become English language teachers. However, thaepveee ELTEP followed by

METU FLE Department has showed sordescrepancies with the standardized
curriculum since the CoHE's decision in 2006 to give faculties of education the
independence to modify up to 30% of their curricula based on their local needs (Akyel,
2012,G° kt epe, 2015 Hi Kanta h p®.jitis impoRedt®olndte here

that these discrepancies have mostly existed because some courses offered in the

CoHE's standardized curriculum were put in different semesters in the METU FLE

curricultomur kakD868, p.5). TLE huiidergraduatd s h o ws

curriculum taken from METU (2016).
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Table 44. 20162017 METU FLE Undergraduate Curriculum

FIRST YEAR
First Semester Second Semester
FLE 133 Contextual Grammar | FLE 134 Contextual Grammar I
(3-0)3 (3-0)3
FLE 135 Advanced Reading and FLE 136 Advanced Reading and
Writing | Writing I
(3-0)3 (3-0)3
FLE 137 Listening and Pronunciation FLE 138 Oral Communication Skills
(3-0)3 (3-0)3
FLE 129 Introduction to Literature FLE 140 English Literature | (3.0)
- 3-0)3
EDS 200 Introduction to Education FLE 146 Linguistics | (3.0)3
TURK 103 Written Communication (2.0) FLE 178 Second Foreign Language )II
2-0)2 -0)3
FLE 177 Second Foreign Language?! TURK 104 Oral Communication (2:0)2
IS 100 Introduction to Information
Technologies and Applications
(2-0)0
SECOND YEAR
Third Semester Fourth Semester
FLE 241 English Literature Il FLE 221 Drama Analysis
(3-0)3 (3-0)3
FLE 261 Linguistics 11 FLE 280 Oral Expression & Public
(3-0)3 Speaking
FLE 238 Approaches to ELT (3-0)3
(3-0)3 FLE 262 ELT Methodology |
FLE 277 Second Foreign Language Il (3-0)3
-0) Departmental Elective |
EDS 220  Educational Psychology 3
(3-0)3 FLE 270 Contrastive TurkisHEnglish
CEIT 319 Instructional Technology & (3-0)3
Materials Development FLE 200 Instructional Principles &
(3-0)3 Methods
(3-0)3
THIRD YEAR
Fifth Semester Sixth Semester
FLE 307 Language Acquisition FLE 308 Teaching English to Young
(3-0)3 Learners
FLE 304 ELT Methodology I (3-0)3
(3-0)3 FLE 324 Teaching Language Skills
FLE 311 Advanced Writing & Research (3-0)3
Skills HIST2202 Principles of
(3-0)3 (2-0)0
Departmental Elective Il 2013 EDS 304 Classroom ManagemenE3 03
HIST 2201 Principlesof Kenal At a1 FLE 352 Community Service
(2-0)0 (1-2)2
FLE 352 Community Service EDS 416  Turkish Educational System &
(1-2)2 School Management
FLE 315 Novel Analysis (3-0)3
(3-0)3 Non-Departmental Elective Il
Non-Departmental Elective | (3-0)3
(3-0)3
FOURTH YEAR
Seventh Semester Eighth Semester
FLE 405 Materials Adaptation and FLE 404 Practice Teaching
Development (2-6)5
(3-0)3 FLE 426 English Lexicon
FLE 413 English Language Testing & (3-0)3
Evaluation EDS 424  Guidance
(3-0)3 (3-0)3
FLE 425 School Experience (1-4)3 Departmental Elective IV
1-4 -
FLE 423 Translation
(3-0)3

Departmental Elective I
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When Table 4.4 is examined, it is seen thatcompulsory courses specifically
dealing with the cultural/intercultural aspects of ELT were included in the METU
FLE undergraduate curriculum. Apart from that, it can be saidttigaprogram
appeals to similar foreign language teacher competences as ACTFL/EREP

and TESOL/NCATE (see Chapter 3), including language and linguistics,
literature, language acquisition theories, language teaching methodology, materials
development, testing and dwation, instruction, and practicum. The CoHE further
classifies these competences under three domains in tsermpiee ELTEPS: (1)
subjectmatter knowledge, (2) pedagogical knowledge, and (3) general culture
(Y¥K, 2007).

The FLEcoded courses in Tabk.4 are the courses which were allocated to
subjectmatter knowledge. These were the courses offered in the METU FLE
Department and taught by the department's own faculty. There were 33
compulsory and four elective courses related to subpatter knowlege,
totalling 114 credits (minimum 203.5 ECTS credits) and leading to 13.4 class

hours per semester.

On the other hand, the courses aiming to develogsgmace English language

teachers' pedagogical knowledge are shown in Table 4.4 as EDS and CHIT code

These were the courses that had to be taken by aflepvece teachers belonging

to the Faculty of Educatigsince they addressed general teacher competences and

gener al theori eompur ,edux®8) .onTH &rad fl &r e, suc
taught bythe academic staff from thdepartments of Educational Sciences (EDS)

and Computer Education and Instructional Technology (CEIT) at METU. There

were six compulsory courses related to pedagogical knowledge, which were placed

in the first, third, sixth anéighth terms of the curriculum. They took up 18 credits

(minimum 31.5 ECTS credits) in the whole program.

The third domain in the METU FLE undergraduate program includes courses
which were allocated to general culture. These were the HIST, TURK and IS
codeal courses in Table 4.4, which were required to be taken by all METU students

regardless of their faculties. There were five compulsory and two non
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departmental elective courses related to general culture, which were gathered in
the first and third years dfe curriculum. The total number of their credits was 10
(minimum 13 ECTS credits).

In this study, only the compulsory departmental (Fldeled) courses held in
English (excludingiSecond Foreign Languageourses) were investigated in
terms of the placéhey give to the Turkish cultural elements. This was because of
the fact that such courses were exclusively taken by the FLE students at METU,
but beyond that, they were the only ones which "concentrated on tiserpree
education of the undergraduatedgnts in terms of English Language Teaching
and tried to develop and improve teacher competencies specific to language
teachi ntgo'p u(rk,al2008, p. 8) .

It is worth mentioning here that when the contents of the-€&aded courses are
analysed, it can ehrly be seen that although all these courses aim to develop pre
service English language teachers' sukjeatter knowledge, they differ in the
types of competences they address. Overall, thedéldeéd courses offered in the

first two years of the underagduate curriculum arknguistic competencéased

ones that intend to mastere-serviceteachers' English language skills and extend
their knowledge on language use. In other words, these courses (see Table 4.5) aim
to providepre-service EFLteachers wh knowledge on how English works from
various perspectives and thus to help them becomedattypetent in the target

| anguage (G°ktepe, 2015) .

Table 45. FLE-Coded Courses That Address Linguistic Competence

FLE 133  Contextual Grammar | FLE 146  Linguistics |

FLE 134  Contextual Grammar I FLE 261  Linguistics Il

FLE 135  Advanced Reading and Writin FLE 221  Drama Analysis

I FLE 280  Oral Expression & Public Speakii
FLE 136  Advanced Reading and Writin FLE 270  Contrastive TurkigBnglish

Il FLE 307 Language Acquisition

FLE 137  Listening and Pronunciation FLE 311  Advanced Writing & Resehrc
FLE 138  Oral Communication Skills Skills

FLE 129 Introduction to Literature FLE 315  Novel Analysis
FLE 140  English Literature | FLE 423  Translation
FLE 241  English Literature Il FLE 426  English Lexicon
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Nevertheless, the Fl-Eoded courses in the third and fourth years are more

pedagogic competendmsed ones that aim to develgpeservice teachers'

knowledge and skills in teaching English to learners of different age groups. With

such courses on offer, the graduates are equipped with professional expertise and
certified as | anguage teachers (Hatipojl u,
competencéased courses offered in the METU FLE undergraduate curriculum.

Table 46. FLE-Coded Courses That Address Pedagogic Competence

FLE 238 Approaches to ELT FLE 324 Teaching Language Skills
FLE 262 ELT Methodology | FLE 405 Materials Adaptation &
FLE 200 Instructional Principles & Methods Development

FLE 304 ELT Methodology I FLE 413 English Lang. Tsting &
FLE 352 Community Service Evaluation

FLE 308 Teaching English to Young Learner FLE 425 School Experience
FLE 404 Practice Teaching

The grouping of the departmental courses as presented in Tables 4.5 and 4.6 was also

done by Cokkun and Dalojlu (2010) in their s
strengths and weaknesses of agsemice ELTEP in Turkey by asking instructors' and

senior preservice teachers' ideas about the balance among linguistic and pedagogic
competencdased courses. In the present study, however, this type of grouping was found

necessary during data collection and analysis phases to reveal whether (aic linguist
competencdased courses raipea-service English languageachers' awareness of the

Turkish culture in order to train them as intercultural teachers, and (b) pedagogic
competencdased courses equjreservice teachers with the knowledge and skills

enabling them to incorporate Turkish culture into English language classes when needed.

4.2.4.Level of Contribution of the Departmental Courses to the METU FLE

Program Outcomes

METU's online academic catalogue provides the contribution level of the
depatmental courses offered at METU FLE Department to its program outcomes.
Table 4.7 gives a summary of the contribution level (O=no contribution, 1=little
contribution, 2=partial contribution, 3=full contribution) of the linguistic
competencdased coursesotthe achievement of the POs associated with the
development of prservice English language teachers' intercultural competence
(POs 1, 2, 5, 6, 7 and 15). The table was adaptedNtiiriJ (2013).
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Table 47. LC-based Courses' Level of Contribution to the POs Associated with
Intercultural Competence Development

Name of the o
Linguistic CompetenceBased g c
Course “« o w o ~ 9 9 2
O 0 o o o ¢ Ta
o o o o o O A e
> O
8 O
FLE 133: Contextual Grammar | 2 2 2 2 2 2 20
FLE 134: Contextual Grammar | 3 3 1 2 1 2 .0
FLE 135: Advanced Reading and Writing | 2 2 2 2 2 2 20
FLE 136: Advanced Reading and Writing Il 1 1 2 3 1 2 1.6
FLE 137: Listening and Pronunciation 2 2 0 2 0 2 1.3
FLE 138: Oral Communication Skills 0 0 0 2 0 3 0.8
FLE 129: Introduction td.iterature -- -- -- -- -- -- N/A
FLE 140: English Literature | 1 3 0 2 0 3 15
FLE 241: English Literature Il 1 3 1 2 2 3 2.0
FLE 146: Linguistics | 1 3 0 3 0 3 1.6
FLE 261: Linguistics Il 2 3 2 2 1 3 2.1
FLE 221: Drama Analysis - - - - - - N/A
FLE 280: Oral Expression & Public Speakir 1 1 0 2 0 2 1.0
FLE 270: Contrastive Turkisknglish 1 3 3 3 0 3 21
FLE 307: Language Acquisition 3 3 3 3 1 3 2.6
FLE 311: Advanced Writing & Research Skills 2 2 3 0 0 1 1.3
FLE 315: Novel Analysis 1 3 0 0 0 3 1.1
FLE 423: Translation 0 1 0 2 0 2 0.8
FLE 426: English Lexicon 3 3 2 3 2 3 2.6
Overall Average 15 22 12 20 07 24 16

Table 4.7 shows that two of the linguistic competelnaged courses ("FLE 129
Introduction to Literature” and "FLE 221 Drama Analysis") have not yet been
defined in terms of their contribution level to the POs of the METU FLE
undergraduate curriculum. Onet other hand, when the average contribution levels
of the other courses are examined, it is first of all seen that none of the courses
make a full contribution to the department's IGnted POs. While four of the
courses (FLE 261, FLE 270, FLE 307, FI426) make more than a partial
contribution, there are four other courses (FLE 133, FLE 134, FLE 135, FLE 241)
that are reported to contribute partially to these POs. According to Table 4.7, the
majority of the linguistic competend®msed courses (6/17 asas) contribute
between little and partially to these POs (FLE 136, FLE 137, FLE 140, FLE 146,
FLE 311, FLE 315). Whereas there is one course that makes little contribution
(FLE 280), the remaining two courses (FLE 138, FLE 423) have been found to
make amost no contribution to the achievement of these POs. Lastly, Table 4.7
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indicates that the overall average of the contribution levels of the linguistic
competencédased courses is 1.6, which means that the courses belonging to this
group contribute betwedittle and partially to the METU FLE Department's 1€C

oriented POs.

When the average contribution levels of the linguistic competbased courses

to every single IC&riented program outcome are scrutinized, it can be said that
of the six program outeoes, two of them (PQ5 and P@) are more than
partially contributed by these courses. While there is one program outcome which
is partially contributed (P@®), the other two program outcomes (R@nd PG5)

are contributed between little and partiallythg courses belonging to this group.
Finally, there is one program outcome PPwhich is reported to be contributed

almost none at all by them.

On the other hand, to what extent pedagogic competessmd courses contribute
to the achievement of the MBE) FLE Department's IC@riented POs is
summarized in Table 4.8he table was adapted fradETU (2013).

Table 48. PGbased Courses' Level of Contribution to the POs Associated with
Intercultural Competence Development

Name ofthe o
Pedagogic Competenc8ased S
Course — o e} © ~ a j% g
O O O O o ¢ =2
o o o o o O hE
33

@)
FLE 238: Approaches to ELT 3 1 1 3 3 3 2.3
FLE 262: ELT Methodology | 3 3 0 3 1 2 2.0
FLE 200: Instructional Principles & Methods 3 1 1 3 1 1 1.6
FLE 304: ELT Methodology Il 3 3 0 3 2 2 21
FLE 352: Community Service 0 0 0 3 0 0 0.5
FLE 308: Teaching English to Young Learner 2 0 1 1 3 0 1.1
FLE 324: Teaching Language Skills 3 3 0 3 0 3 20
FLE 405: Materials Adaptation & Developmer 3 3 1 1 2 2 2.0

FLE 413: English Lang. Testing & Evaluatic -- -- -- -- -- -- N/
FLE 425: School Experience 3 3 1 3 2 2 2.3
FLE 404: Pratice Teaching 3 2 3 3 2.6
Overall Average 26 20 07 26 17 17 1.8
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Table 4.8 indicates that there is one pedagogic compebasesl course ("FLE

413 English Language Testing & Evaluation") whose level of contribution to the
program outcomes of the METU FLE undergraduate curriculum has not been
determined yet. Apart fronat, it is seen that like the linguistic competebesed
courses none of the courses belonging to this group make a full contribution to the
department's IC@riented POs. Whereas there are four courses (FLE 238, FLE
304, FLE 425, FLE 404) making more tha partial contribution, three of them
(FLE 262, FLE 324, FLE 405) contribute partially to these POs. As can be seen in
Table 4.8, of the remaining courses, two of them (FLE 200, FLE 308) are reported
to contribute between little and partially while theseone course (FLE 352)
which appears to make almost no contribution to these POs. In sum, Table 4.8
shows that the overall average of the contribution levels of the pedagogic
competencédased courses is 1.8, which means that the courses in this groep mak
an almost partial contribution to the METU FLE Department's-t€i€nted POs.

When the average contribution levels of the pedagogic compebased courses

to each ICGoriented program outcome are examined, it can be said that of the six
program outcoras, PGl and PG6 are more than partially contributed by such
courses. Whereas PBDis partially contributed, P@ and PGL5 are contributed
between little and partially by the courses in this group. Lastly5ROthe only
program outcome which is deotar to be contributed almost none at all by the
pedagogic competendmsed courses.

If the figures presented in Tables 4.7 and a8 summarizedt becomes clear that
both linguistic competendeased and pedagogic competebased courses were
found to mé&e an almost partial contribution to the METU FLE Department's ICC
oriented POsJust by looking at these initial figures, it could be argued that even
though nearly half ofhe POs determined for the METU FLE undergraduate
curriculum correspond to the awtultural aspects ohé NQFHETR's qualifications,

the contribution levels of the departmental courses to the achievement of those POs do
not seem to be high enough to makeeservice EFL teachers interculturally
competent, and prepare them for teach®@ in their "future" classes. In theext
chapter, this issue will be explored in detail with regard to how the participants
responded to the relevant questionnaire items and interview questions.
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4.3 Participants

The data in this study were collectedm 80 preservice English language teachers
studying in the METU FLE Departmenteior students in their last semester were
selected as the participants of this siuslpice they had taken all of the required
courses for graduation in the ggervice ETEP. Among the participants there were

61 (76%) females and 19 (24%) males. Their age range was 21 to 25 (mean=22). As
shown in Table 4.9, more than half of the students were coming from the Black Sea
(27.5%) and Central Anatolian (26.3%) regions in Turl@y5% of them were from

the Aegean (18.8%), Marmara (10.1%) and Mediterranean (8.6%) regions while a
relatively small number of the students were from the Eastern Anatolian (4.9%) and
Southeastern Anatolian (3.8%) regions in the country.

Table 49. Distribution of Participants According to Regions and Sections

Category Place of Birth Place of Registry
Regions Sections N % N %
Marmara Ergene 1 1.3 1 1.3
Yéel déz Mou 1 1.3 1 1.3
¢ at Kbcaed 7 8.6 2 25
Southern Marmara 4 5.0 4 5.0
Total 13 16.2 8 10.1
Aegean Aegean 10 12.5 11 13.8
Inner Western Anatolia 1 1.3 4 5.0
Total 11 13.8 15 18.8
Mediterranean Antalya 6 7.5 4 5.0
Adana 3 3.8 3 3.6
Total 9 11.3 7 8.6
Central Anatolia Upper Sakarya 10 125 6 7.5
Konya 7 8.6 7 8.8
Mi ddl e Kéz 3 3.8 6 7.5
Upper Kézé 1 1.3 2 25
Total 21 26.2 21 26.3
Black Sea Western Black Sea 7 8.6 8 10.0
Central Black Sea 6 7.5 6 7.5
Eastern Black Sea 6 7.5 8 10.0
Total 19 23.6 22 27.5
Eastern Anatolia Upper Euphrates 1 1.3 1 1.3
ErzurumKars 3 3.8 3 3.6
Upper MuratVan 0 0.0 0 0.0
Hakkari 0 0.0 0 0.0
Total 4 51 4 4.9
Southeastern Middle Euphrates 2 25 2 2.5
Anatolia Tigris 1 1.3 1 1.3
Total 3 3.8 3 3.8
Total 80 100 80 100

66



Within the participant group 94% hadirkish as their mother tongue while 6%
stated that alongside Turkish, languages such as Kurdish, German, Bulgarian and

Arabic were spoken in their household.

Data related to participants' knowledge of foreign languages were also collected.
The bulk of stdents stated their level of proficiency in English as advanced
(88.7%); only 11.3% of them evaluated their English as uppermediate. 68
informants (85%) also stated that they could speak a second foreign language in
addition to English. A summary ofie¢ participants' second foreign languages and
their selfreported levels of proficiency in those languages are shown in Table
4.10.

Table 410. Participants' Second Foreign Languages and Levels of Proficiency

Second Foreign Total Level of Number of Students
Language Number of Proficiency According to the
Students Level of Proficiency
German 42 Starter 10
Elementary 17
Preintermediate 14
Uppetrintermediate 1
French 13 Starter 4
Elementary 6
Preintermediate 3
Spanish 5 Starter 1
Elementary 2
Intermediate 2
Italian 5 Starter 1
Elementary 3
Preintermediate 1
Korean 2 Preintermediate 1
Intermediate 1
Persian 1 Upperintermediate 1
Total 68 68

Analysis of data related to participants' parents' level of education revealed the
results in Table 4.11. 63.8% of participants' fathers and 46.2% of their mothers had
high school and BA or MA degrees. Otierd (36.2%) of the fathers had only

primary or €condary school diplomas. The percentage of mothers with low level

or no formal education was 53.8%.
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Table 411. Education Level of the Participants' Parents

Father Mother
Category N % N %

None 0 0.0 1 1.3
Primary 13 16.2 28 35.0
Secondary 16 20.0 14 17.5
High School 28 35.0 21 26.2
Bachelor's Degree 21 26.2 13 16.2
Postgraduate 2 2.6 3 3.8
Total 80 100 80 100

Table 4.12 shows the average monthly income of the participants' families. It can
be seen that 51 (63.8%) of the families earned more than 3,000 TL a month. On
the other hand, 29 (36.2%) of them earned less than 3,000 TL a month.

Table 412. Average Monthly Income of the Participants' Parents

Category N %
1,0001,999 TL 11 13.8
2,0062,999 TL 18 22.4
3,0063,999 TL 24 30.0
4,0004,999 TL 11 13.8

5,000 TL or above 5,000 TL 16 20.0
Total 80 100

When asked whether they lived in a foreign country for at least six months or not,
71 (88.7%) of the participants responded that they had not stayed abroad that long.
On the other handhjine (11.3%) of the informants, who had lived in a foreign
country forsix months or more before, gave a number of reasons for their visits.
Table 4.13 gives a summary of those informants' durations of stay abroad and their

reasons for living or visiting those countries.

Table 413. Participants' Overseas Experience Details

Country Total Number  Number of Students  Reasons for Duration
of Students According to Each visit
Category

Bulgaria 1 1 Parental 15 years
Germany 3 1 Educational 6 months

1 Work 1 year

1 Parental 4 years

Italy 1 1 Educational 1 year
Northern Cyprus 1 1 Parental 4 years
Spain 3 3 Educational 6 months

Total 9 9
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Finally, the questionnaire revealed statements about the future career plans of the
participating preservice teachers. Their responses indicated that 75 (93.7%) of the
participants were planning to work as English language teachers after graduation

while five (6.3%) of them would like to take another job.

4 .4 .Data Collection Instruments

In order to be able to answer the research questions of the study, two data
collection instruments were used: questionnaires and interviews. While all the
participants filled in the questionnaire, the researcher conducted interviews with 10

volunteers amamthe ones who had completed the questionnaire.

4.4.1 The Questionnaire

The questionnaire used in this study was developed by the researcher, himself
since there were no studies in the field that explored the place of native culture in
FLE/ELT departmerst as part of prservice teachers' intercultural training
process. The construction of the questionnaire was firmly based on the research
guestions of the study. To be able to create a more realistic picture of the views of
pre-service teachers related totercultural English language teaching, various
types of items (checklist, Likert scale, opemded) eliciting different types of
information were included in the questionnaire. The questionnaire was constructed

in four steps:

1. Initially, the first draft & the questionnaire was produced after a thorough
revision of the relevant literature and a detailed consideration of similar data
coll ection instruments. Hatipojl-u (200
ended item to gather information about-pegviceteachers' understanding of
the term "culture". Since applying an opemded item to makere-service EFL
teachers define such a complex term will not limit their responses, the
researcher decided to take the same approach in the present study by adapting
the 1 st at ement of the oquesti-mentoagdr e f r ¢
studies. The researcher also scrutinized the data collection tools of other
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culturerelated studies Irfiskulova, 2012; ¥ nal an, 2004) . Al t houg
questionnaire reflects some aspegtentioned in those studies, it does not
include any adapted items. All other items in the questionnaire were developed
by the researcher himself.

. After the completion of the first draft of the questionnaire, it was sent to six
judges from the field of ELTo get expert opinion about the overall format and
content of the survey as well as wording and appropriateness of the items in
each section. All of the judges occupied academic positions in FLE/ELT
departments of Turkish state universities. They wereoaltacted via email and

the questionnaire was sent to them along with a questionnaire evaluation form
adapted from Yél maz and Bayyurt's (2010)
the top of the questionnaire evaluation form, the letter of explanation irdorme
the judges on the aim and scope of the study, research questions, the
methodology of the study and how they were expected to evaluate the
guestionnaire items. All the judges gave their feedback to the researcher either
by email or personally.

. The secondraft of the questionnaire was developed based on the feedback
provided by the field experts. For instance, some of the iterfSsations 3 and

5 were excluded as they were found irrelevant. Also, most of the items in
Section 4 were reworded and reorgauizin order to achieve a smoother
transition. Furthermore, as one of the experts proposed, the labels of the
Sections 4, 5 and 6 were renamed to avoid any misunderstanding among
participants. Finally, three of the experts drew attention to the fact that
paticipants might have difficulty in remembering the right set of departmental
courses while responding to the items in the last two sections of the
guestionnaire. Hence, in order to verify the content validity of the instrument,
an accompanying sheet thgtouped the departmental courses as addressing
pre-service English language tead$i€finguistic" and "pedagogic" competence
(see Tables 4.5 and 4.6) was decided to be given to the participants at the time
of data collection.

. Following the approval of thpresent study by Institutional Review Board for
Human Subjects (see Appendix B), the questionnaire was piloted with 50 senior
pre-service English language teachers studying in a different state university in

Ankara. The main reason for piloting the quastaire was to make sure that
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the statements were clear enough for the respondents and to uncover whether or
not the related items retrieved the information that the present study intended to
elicit. The pilot study respondents took no more than 25 miriatesmplete

the questionnaire and the researcher was present while they filled in the survey.
At the end of the data collection session, participants were asked about the
comprehensibility and directness of the questionnaire items. They all said that
the statements were comprehensible and clear. One thing which is worth
mentioning here is that during the pilot study most of the respondents stated
that they found the present investigation very interesting. Moreover, a
considerable number of respondents tibld researcher that if they had been
given an opportunity, they could have expanded on their ideas about the place
of Turkish culture in their departmental courses. That is why, two-epdad
statements were decided to be added to the en&eofions 5 ad 6,
respectively. These items elicited respondents' views dnalding Turkish
cultural awareness and learningrtegrate Turkish cultural elements into ELT

in the preservice ELTEPs. The reliability of the questionnaire was also
calculated after thpilot study. The Cronbacalphacoefficient was found to be

.830 for the whole questionnaire, which showed a high internal consistency of
the items. Following the piloting session, the questionnaire was finalized and

prepared for actual administration.

The final version of the questionnameas composed dfix sections including 54
Likert-scale and checklist items, and three epeded questiongsee Appendix

C). The first section aimed to collect detailed background information related to
the respondents. I8ection 2, participants were asked to define the terms "culture”
and "target language culture”, whiBections 3 and 4 elicited informatioelated

to their views on "integrating culture into English language classes" and
"integrating Turkish cultural elements into English language classes", respectively.
The fifth section was about "the place ®trkish culture in the linguistic
competencédased courses at METU FLE Department” and the last section was
related to the place offurkish culture in the pedagogic competebesed courses

at METU FLE Department'Detailed information about the content of the items in

each section is given in Tablel4 below.
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Table 414. Information about the Sections and Items in the Questionnaire

Section Section label Number and Content of items Type of items
no
1 Personal information 12 items asking pre-service f openended

teachers to give background ¢ checklist
information about themselves

2 Defining "culture" and 1 item askingpre-serviceteachers { openended
"target language culture" to define "culture"
1 item askingpre-serviceteachers § checklist
to select the cultures they associi
with English

3 Integrating culture into 8 items eliciting preservice ¢ Likert scale
English language classe: teachers' views about integratit
culture into ELT
1 item askingpre-serviceteachers q checklist
to select the cultures to be taught
English language classes

4 Integrating Turkish 10 items eliciting preservice ¢ Likert scale
cultural elements into teachers' views about the need
English language classe: incorporating Turkish culture intt

ELT
5 The place of Turkish 10 items onpreservice teachers'  Likert scale
culture in thdinguistic experience about gaining ¢
competencéased intercultural outlook on Turkist
courses at METU FLE  culture from different dimensions
Department 1 item on the presence ( q checklist

departmental courses that rajge-

servce teachers'Turkish cultural

awareness

1 item on the list of department q openended
courses that raise pre-service

teachers' Turkish culture

awareness

1 item elicitingpre-serviceteachers' ¢ checklist
views on whether METU FLE

Department should raise the 1 openended
Turkish cultuel awareness

6 The place of Turkish 8 items on preservice teachers' | Likert scale
culture in the pedagogic awareness and experience
competencédased integrating Turkish culture intc
courses at METU FLE ELT
Department 1 item on the presence ( q checklist

departmental courses that buice

service teachers' knowledge ar

skills needed to incorporate Turkis

culture into ELT

1 item on the list of departmext ¢ openended
courses that build preservice

teachers' knowledge and skil

needed to incorporate Turkis

culture into ELT

1 item elicitingpre-serviceteachers' ¢ checklist
views on whether METU FLE

Department should build the 1 openended
knowledge and skills needed

incorporate Turkis culture into

ELT
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The total number of senior peervice English language teachers during the phase

of the actual data collection was 85. The researcher distributed the questionnaires
in which the purpose and scope of the study were mentioned. The students were
informed that the participation was completely voluntand that they should feel

free to quit answering the questionnaire the moment they felt uncomfortable. To
ensure this, participants were also asked to sign the informed consent form before
they filled in the questionnaire (see Appendix D). While analythegdata, five of

the questionnaires were excluded from the study as they appeared not to have been

completed properly. Thus, 80 of the questionnaires were analyzed.

4.4.2 The Interview

According to Bogdan and Biklen (1992), one clear advantage of mgriot
interviews in many research contexts is that they aim at obtaining data in
respondents’ own words enabling the researcher to unearth how they interpret a
given situation. In spite of being subjective in nature, interviews allow researchers
to gain amuch deeper insight into a case than a questionnaire does (Marshall &
Rossman, 2006). Therefore, interviews are widely accepted as the main sources of
case study approach (Yin, 2003, p,8&80d they are primarily utilized in many
studies to "supplement #athat have been collected by other methods" (Gall et al.,
2003, p.237). As this study aims to understand the views of METU FLE students
about the integration of Turkish cultural elements into bothspreice ELTEPSs

and English language classes, it wasci@al to uncover their opinions regarding

this issue. Therefore, in the present study, interviews were employed to collect
additional data. The interviews were conducted soon after the preliminary results

of the questionnaire were available to the researc

The interview questions in this study were prepared in a-seautured format

since the researcher wanted to manage the interview process by both providing the
interviewees with some general guidance in the questions, and giving them a
certain amont of freedom to elaborate on the specific questions (Borg, 2006).
Another thing which is worth mentioning here is that as there were no similar
studies conducted in the literature, the interview questions were not adapted from
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previous research. Instedatey were created by the researcher himself in the light

of the criteria presented in Cohen, Manion and Morrison (2007). After the
guestions were developed, they were also reviewed by an expert in the ELT field
and, as a result of this, some of the quastiwere modified by her so as to avoid
possible misunderstandings among the interviewees. She also proposed adding one
more question to the last two sets of the interview to be able to capture more data
about the pserviceteachers' views on gaining Tusk cultural awareness and
integrating Turkish cultural elements into ELT in their departmental courses.
Following these changes, the interview questions were ready to be evaluated in the
piloting stage.

Before the implementation of the actual interviews, order to verify the
effectiveness of the questions, the interview process was piloted with a senior pre
service teacher who had also participated in the piloting of the questionnaire. No
misunderstandings or problems were detected during the pilotigg sind the
responses received from the participant were also found to be satisfactory by the

interviewer.

Careful attention was devoted to the selection of the participants for the actual
interviews. Ten students among the 21 who had stated that théy Wkeuo take

part in the interview were chosen based on purposive sampling procedures. That
is, the researcher determined the interviewees according to the answers given to
the 239, 46" and 57" statements of the questionnaire. This was due to theéhiaic

the researcher wanted to conduct interviews with those who were both for and
against the idea of incorporating Turkish culture in thesgrwice ELTEPs and
English language classes, and they were the most explicit items to reveal
participants' idem regarding this issue. Having analyzed the whole questionnaire
with particular emphasis on those three items, the researcher selected the
interviewees and divided them into two groups. The first group was composed of
seven participants who supported theegration of Turkish cultural elements into

the preservice ELTEPs and English language classes. On the other hand, the
second group included three interviewees who were against the idea of

incorporating Turkish cultural elements into the-pegvice ELTEPs and English
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language classes. After the selection of the interviewees, they were all contacted
by the researchgand they were informedf the details of the interviews. All of
them willingly accepted the request of the researcher and a schedulee for th

interviews was prepared.

At the beginning of the interviews, the researcher informed the participants about
the purpose of the interview and assured them that the collected data would be
treated anonymously. Interviewees were given a chbigethey r@orted that they

had an advanced level of proficiency in English and chose to answer the interview
guestions in English. All of the interviews were audio recorded after the
participants signed a consent form (see Appendix E). During the interviews
participants were reminded that they could switch back to Turkish anytime they
wanted in order to decrease their anxiety level to a minimum. The interviews took
between 15 minutes to 30 minutes, and all the interviewees were asked the same
questions in the sameder. Since the interview questions were prepared to reveal
the underlying reasons behind participants’ responses to the items in the
guestionnaire, the interviewees were kept informed about how they had responded
to the questionnaire and they were askeelaborate on some of their answers
during the interviews. The interviewer made every effort to ensure a friendly and
stressfree atmosphere during the interviews because it was crucial for the

interviewees to state their genuine views.

The interview cornisted of 14 questions which were divided into five sets, each set
dealing with the matter at hand from a different viewp(see Appendix F)The

first set, containing two questions, aimed to get further information about how the
interviewees understoothé concepts of "culture” and "target language culture”.
The second set, consisting of four questions, was prepared to learn more about the
interviewees' ideas on the relationship between culture and ELT. The third set, also
composed of four questions, aith® encourage participants to elaborate on their
views about the place of Turkish cultural elements in ELT practices. The two
guestions in the fourth set were prepared to uncover more about the interviewees'
opinions on the role of linguistic competermesed courses at METU FLE

Department in raising their awareness about the Turkish culture. Finally, the last
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set, made up of two questions, was prepared in order to reveal more clearly
whether preservice English language teachers gained necessary knovdadge
skills to incorporate Turkish cultural elements into ELT in the pedagogic

competencdased courses at METU FLE Department.

4.5.Data Analysis Procedures

Since the data were collected via two different types of data collection tools, its
analyses werdone in different ways. The quantitative data were obtained from the
Likert scale and checklist items of the questionnaire, whereas the qualitative data
were gathered from the sestructured interviews and the opended items of the

guestionnaire.

Descrptive statistics were used for the analyses of the quantitative data. The SPSS
program was used for calculating the percentages and frequencies retrieved for
each item. The mean and the standard deviation of each item were also calculated.
Moreover, in orér to form the thematic groups within each section, a factor
analysis was done on the Likert scale items of the questionnaire. All the findings
were organized into summary charts, which were presented in detail in the
"Results and Discussion" chapter. isalissing the study findings, the percentages

in the "strongly agree" and "agree" categories and the ones in the "strongly
disagree" and "disagree" categories were combined in order to be able to form an
overall picture of the findings (Cohen et al., 200.510). The same procedure was
also followed for the "never" and "hardly ever" categories and the ones in the

"frequently” and "always" categories.

The qualitative data obtained from the ojsemled items (13 46" and 57" of the
guestionnaire werenalyzed by first sorting all the individual responses under each
statement, then coding these responses in accordance with their focal point, and
finally, counting the most frequently ones fordapth discussion. On the other
hand,
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the analysis of the s@-structured interviews started with the transcription of
recorded interviews for each respondent. Then the researcher read the
transcriptions several times until he gained a profound understanding of each case.
Afterwards, the transcriptions were contantlyzed by the researcher in order to
create different categories. The questions asked during the interview were
categorized based on the research questions. The coding method was applied with
the aim of identifying themes under the emergent categdriesresponses were
coded by using key words and put into each category. The general categories are

given in Table 4.15.

The coding of the whole interview data was later checked by an expert who was
teaching and doing research in the ELT field to increlasanterrater reliability

of the analysis. The extracts from the interviews were reported in direct quotes in
the "Results and Discussion” chapter so that the findings from the questionnaire

could be supported.

Table 415. Categorizations for the Interview Transcriptions

No. Categories related to research questions Relevant interview questions
1 Underlying reasons for the culture definitio 1 SETA:Q1
indicated by the participants
2 Underlying reasons for the participardBbice of the i
countries associated with target language culture
3  Participants' views about the purpose of presen 1 SETB:Q1
il

SET A: Q2

cultural content in English language classes

4  Participants' views about integrating cultural cont
into teachingboth language skills and langua
systems

5 Participants' views about integrating cultural cont 1 SETB: Q3
into teaching English at all proficiency levels

SET B: Q2

6  Participants' views about presenting Turkish cultt 1 SETB: Q4
elements in English languagksses 1 SETC:Q1,Q2, Q3
7 Participants' perceptions about the ways 1 SETC: Q4

introducing Turkish cultural elements into Engli
language classes

8  Primary sources helping participants gain awaret 1 SETD:Q1
of the Turkish culture

9  Possible reasons why METU FLE Department d 1 SETD: Q2
not give much place to the Turkish culture frc
participants' perspective

10 Participants' reasons for not using Turkish cultt 1 SETE:Q1,Q2
elements in their ELT practices
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CHAPTER 5

RESULTS AND DISCUSSION

5.0.Presentation

This chapter presents and discusses the results obtained from the analysis of the
guestionnaire and the interview in relation to the research questions. Table 5.1
below shows the relevant questionnaire items aredvirew questions that answer

each research question for the convenience of the reader throughout the chapter.

Table 51. Analysis of the Questionnaire Items and the Interview Questions in
Relation to Research Questions

Researchquestions Relevant questionnaire items  Relevant interview
questions
5.1 How do preservice English {Iltem 13 (operended)
language teachers define the ter {item 14 (checklist) SET A: Q1, Q2
"culture” and "target languag
culture"?
5.2 What arepresservice English {Items 15, 16, 17, 18, 19, 20, 2
language teachers' views on t 22 (Likert scale) TSET B: Q1, Q2,
integration of culture into Englisl Q3

language classes?
5.3 What are preservice English { Item 23 (checklist)
language teachers' views on t qitems 24, 25, 26, 27, 28, 29, 3 T SET B: Q4

integration of Turkish cultural 31, 32, 33 (Likert scale) SET C: Q1, Q2,
elements into English languag Q3, Q4

classes?

5.4.1What is the place of Turkisl {Items 34, 35, 36, 37, 38, 39, 4

culture in the linguistic 41, 42, 43 (Likert scale) SET D: Q1, Q2
competence basedcourses al { |tem 44 (checklist)

METU FLE Department? { Item 45 (operended)

1 Item 46 (checklist, opeanded)
5.4.2What is the place of Turkisl {Items 47, 48, 49, 50, 51, 52, 5

culture in  the pedagogi 54 (Likert scale) TSETE: Q1, Q2
competencéased courses ¢ { Item 55 (checklist)
METU FLE Department? 1 Item 56 (operended)

1 Item 57 (checklist, opeanded)
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5.1.How do Pre-Service English Language Teachers Define the Terms

"Culture" and "Target Language Culture"?

As stated in the review of literature section, the term "culture” has hundreds of
different definitions and the way prservice English language teachelefine it
determines how they perceive their new role as the "foreign language and
intercultural competence teacher” (Sercu, 2006) and how they will most likely lead
their "future" learners to be interculturally competent (Lawrence, 2010). Therefore,
in order to find out meserviceteachers' conceptualisation of what "culture" is,
they were asked to write either a short definition of the term or some key words

that came to their mind associated with "culture” in the questionnaire.

The analysis of theugstionnaire data showed first of all that all but one of the
participants (N=79) defined culture as a static construct and were not aware of the
new paradigm which defines culture in more dynamic terms. When their
definitions were analysed, it was surprgly revealed that they were still under

the influence of the traditional approaches to cultsirece they viewed it either as

a set of values, traditions, customs, beliefs and lifestyle in a quite narrow sense
(Examples 12) or as an alencompassing cmept in a very broad sense

(Examples 34):

Example 1 (Questionnaire Data, Item 13, Participant 6)

Culture is shared values, traditions, beliefs, lifestyle which we have been exposed to
since our childhood.

Example 2 (Questionnaire Data, Item 1Barticipant 41)

Culture is the combination of values and customs that we have inherited from our
antecedents.

Example 3 (Questionnaire Data, Item 13, Participant 15)

Culture is a unity of all the elements that consist of a society. It helps us to define

how we live, how we behave against different situations.

Example 4 (Questionnaire Data, Item 13, Participant 43)

Culture is everything that is part of a society living in a place for a long time such as

generations.

As shown in Examples-4, participants' responses demonstrated that they seemed
to possess a static view of culture. Phrases like "shared values, traditions, beliefs,
lifestyle" and "inherited from our antecedents" suggest thas@emace English

languagedeachers in this study saw culture as a sodyetynd concept, which once

formed, is transmitted from generation to generation without any possible
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alteration (Bates & Plog, 1991, p.7). Example 5 below shows the definition of the
only participant in thistudy who described culture as changeable. However, when
this definition was analyzed, it was seen that it was still inadequate in terms of
viewing culture as a relational, dynamic or fluid phenomenon which is
continuously reconstructed in various secutural contexts. Aditionally, even
within this definition it was possible to see attributes usually associated with the

classic definition of culture:

Example 5 (Questionnaire Data, Item 13, Participant 37)
Culture is the mind of view of the people abdifestyle, language and habits which
can be changed by reading, travelling, etc.

Interview results were found to be consistent with the questionnaire data. When
interviewees were asked about the underlying reasons for their "static" definitions
of culture in the questionnaire, it was revealed that they all saw culture as eontext

dependent and were influenced by the social environment which they were in as
can be seen in Examples36

Example 6 (Interview Data, Set A: Question 1, Interviewee 4)

I think culture should be thought together with language, traditionstediggbn of a
society that a person lives in. | think the society gives a pengoor her culture, and
this person carries different aspects of this culture.

Example 7 (Interview DataSet A: Question 1, Interviewee 7)

First of all, our culture is mostly influenced by our family or where were  born.
When | look at my definition, | can see that it is true for my case. My culture was
mostly shaped by the environment around me, and thvity, | wanted to define it
like that. Culture is not about just one thing; we can include a lot of things like
values, traditions or beliefs.

Example 8 (Interview Data, Set A: Question 1, Interviewee 10)

Because | think it is shared knowledge in a ggcand we learn it through our
parents and also other people around us.

Overall, it can be said that for the participants of this study, culture is traditionally
viewed as a "social inheritance" which is "handed down across generations"
(Erickson, 2007, 86). Prosser and Trigwell (1999nd Yero (2002) argue that
foreign language teachers' instructional behaviour is heavily shaped by their
conceptions. As such, it is highly likely that thee-serviceteachers in this study

will bring their static view otulture to the classroom and set their culture teaching

goals based on the "fadt®nsmission” or "Landeskunde" approaches, which treat

learners as mere "receptacles” to be filled with the cultural information about
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major innexcircle countries such avé USA and the UKReisskammer, 2014;
Byram, Gribkova, & Starkey, 2002). Nevertheless, such a view entirely ignores the
international characteristics of the English language and the intercultural aspect of
communication (Alptekin, 2002Bayyurt, 2017;Piakowska, 2016). Due to its
current status as a global lingua franca, English is "increasingly used more in
multinational contexts by multilingual speakers rather than in homogenous
contexts by monolingual speakers" (Rubdy, 2009, p.162). Therefore, intorder
understand the muitayered interactions that take place in diverse sogltural
contexts of English, preervice English language teachers are required to
approach culture in a dynamic manner. Another thing is that the dynamic view of
culture necestates learners' being "actively engage in culture learning, rather than
only learn about the cultural information of the target culture in a passive way"
(Liddicoat, 2002, p.8). Because of that, as Kramsch (2p@Z7) asserted, in
order for learners tde able to ceonstruct cultural meanings, they must first
"have knowledge of their own culture” and "an understanding of their own
culturally-shaped behaviourssince the greater part of what we know about our
native culture is invisible to ysand we aply it in our daily interactions
subconsciously (Weaver, 1993). That is whye-ggrviceteachers in this study
should also be made aware of the need for presenting Turkish cultural elements in
their classes to help their "future” learners take active involvement in the culture
learning process. Keeping all these in mind, the culture defisitthat thepre-
serviceEnglishlanguageteachers gave in this study should be renewed to better
reflect the evechanging nature of culture. In doing this, teacher educators should
develop preservice teachers' awareness of culture by equipping them with
researckbased knowledge about culture and its many facets. Later, they should be
challenged to reflect on their takéor-granted definitions and modify them in
accordance with the modeday interpretation of this highly complex term.

On the other handn order to identify what patterns and common themes emerged

in the preservice English language teachers' conceptualization of culture, a

thematic analysis of the key words and phrases they used in their culture

definitions was done. As shown in Table 5participants’ definitions of culture

reflect aspects of Adaskou, Britten and Fahsi's (1990) definition of culture and its
81



subcategories. It is important to note here that the total number of culture
definitions (N=123) exceeds the number of participghti=80) in this study. This
is due to the fact that there were some respondents who referred to more than one

aspect of culture in their definitions.

Table 5.2 presents that the overwhelming majority of the participants thought of

the "sociological senseas the most important aspect of culture. Of the 80

participants, 74 referred to the features of small "c" culture as their definitions

included such expressions as "values", "social life", "lifestyles"”, "traditions in a

community”, "way of living", and 'hterpersonal relations in a society". This result

seems to be parallel with the findings of t
G¢lceg (2010) and Hat i p ogservce of ih-8Betvizg , who ex
English language teachers' perceptions of theeptdcculture in ELT and found

that for the participating teachers the most significant elements of culture were the

ones related with small "c" culture.

Table 52. Pre Service English Language Teachers' Definitions of Culture

Sorts of culture N %
Aesthetic sense (Culture with capital "C") 17 13.8
Sociological sense (Culture with small "c") 74 60.1
Semantic sense 27 22.0
Pragmatic (Sociolinguistic) sense 5 4.1
Total 123 100

The semantic definition of culture, which focused on the conception and thought
processes as well as culturally distinctive areas such as food, clothes, colours, and
time-space relations, was the second most favoured one amorpyetkervice
teachers (22% Next came the "aesthetic sense” (13.8%), which emphasized the
cultural products of a nation such as the art, music, cinema and literature. Contrary
to expectations stemming from participants’ beifugure English language
teachers, "culture in the pragtic sense”, which referred to the social and
paralinguistic skills needed for successful communication, was mentioned least

frequently (4.1%) in this study.
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As it was stated earlier, some of {hre-service EFLteachers mentioned more than
one sense ofutture in their definitions. There were even some who touched upon
all four dimensions of culture constructed by Adaskou et al. (1990). This implies
that although the participants in this study seem to have a static view of culture,
the fact that these solitegories overlap with one another is indicative of the
multifaceted nature of the concept of culture. Here are some examgés ¢

these definitions:

Example 9{Questionnaire Data, Iltem 13, Participant 4)

Culture is the compilation of thoughtssaditions, conventional mealglothes,

gestures, language, and maybe even history which people living close to each other

share in common. [semantic, sociological, pragmaticd aesthetic senses]

Example 10(Questionnaire Data, Iltem 13, Participah} 3

Culture is the phenomena which refers to traditions and conventional way of living.

It also includes the written and oral literary work. [sociologarad aesthetic senses]

Example 11 (Questionnaire Data, Iltem 13, Participant 52)

Culture refers to timking manners and traditions in many areas such as art, music,

sports which hold the society together. [semantic, sociological, and aesthetic senses]
The culture definition given in Example 9 covers all four senses of culture.
"Thoughts"”, "clothes" and "tmyuage" are regarded as culturally distinctive areas
which can be attributed to the semantic sense of culture while "traditions" and
"conventional meals" refer to the sociological aspect of culture. As "history" is a
product of a nation, it belongs to thesthetic sense of culture, and finally, as a
component of nowerbal language and communication, "gestures” refer to both
semantic and pragmatic aspects of culture. Whereas Example 10 includes both
sociological ("traditions”, "conventional way of livinggnd aesthetic (“written
and oral literary work™) aspects of culture, Example 11 defines culture in three
different senses: "thinking manners" for the semantic sense, "traditions" for the
sociological sense, and "art, music, sports" for the aesthetic (se@s@ppendix G

for more definitions of culture provided by the participants).

In sum, Adaskou et al.'s (1990) categories had a considerable degree of overlap in
the culture definitions given by some of the participants owing to the

multidimensional nat@ of culture. However, as can be seen from the analysis, the
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pre-service English language teachers in this study perceive culture to be primarily
made up of small "c" culture elements that help the society establish a social
identity. One thing which isvorth mentioning here is that although it is the

aesthetic sense of culture that learners

are mostly exposed to in schools (S8rosdy,
in Hatipojl u, 2012, p.129), the number of
of culture in their definitions was almost 80% lower than the number who covered

the sociological sense. This may be becausepthservice EFLteachers find

"deep" culture elements about Englgteaking countries much more important to

present to the leaers in language classes compared to the observable products of

target | anguage culture (Hatipojlu, 2012).

Apart from the definitions of culture, pservice English language teachers
participating in this study were also asked about what they understwadtte
notion of "target language cultdre ( T With yegard to this, the ¥4tem of the
guestionnaire aimed at identifying which Englgbeaking countries represent
TLC to the participants. When responding to the item, they were provided with
five options and they were free to choose more than one option. The results
presentedn Table 5.3 show that more than half of the participants (57.5%) agreed
on the USA and/or the UK belonging to TLC. However, for more than a quarter of
participants (27.5%) TLC referred not only to Britain and Ameticd also to the
other Anglophone counes, such as Canada, Australia, Republic of Ireland and
New Zealand, where English remains the first language of the majority of the
population. Surprisingly, only 15% of the respondents thought of countries where
English has lost its native speaker mijoibut stayed as one of the official
languages (i.e. India, Nigeria, South Africa, Hong Kong, Pakistan, Kenya, etc.) as
the representatives of TLC along with the USA, the UK, Canada, Australia,
Republic of Ireland and New Zealand. No respondents chosadaledl a country

into the "other (specify)" option.
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Table 53. The Countries Pr&ervice English Language Teachers Associated With
"Target Language Culture”

What countries does "TLC" refer to? N %

1.the UK 3 38
2.the USA 1 1.3
3. Other countries where English is the first language of the majority of the popule 0 0.0
4. Other countries where English is one of the official languages 0 0.0
5. Other (specify) 0 0.0
Option 1 + Option 2 42 524
Option 1 + Option 2 + Option 3 22 275
Option 1 + Option 2 + Option 8 Option 4 12 15.0

Total 80 100

As can be seen in Table 5.3, none of the respondents voted for the countries given
in options 3 and 4 as the sole elements of TLC without selecting the USA and the
UK. In other words, all of the respondents regartes British and American
culture as theore components of TLC. It can be said that thesprgice English
language teachers in this study are in line with Fennell (as cited in Romanowski,
2017, p.42), who asserted that English owes its current status as an international
language to the Britisttolonialism and Britain's leadership in the Industrial
Revolution from the 1% to the early 19 centuries, and thereafter, America's
economic, political and technological domination in the world since the I4te 19

century.

Interview findings shed lighon the underlying reasons for the participants' choice

of the countries associated with TLC. Of the ten interviewees, seven selected the
USA and the UK as the countries pertaining to Tlile the rest of the
interviewees stated that TLC refers to alntries where native English speakers
formed the bulk of the population. The most commonly indicated reasons given by
the interviewees for selecting the USA and the UK were: for their being original
owners of English (N=4) and for their being highly imfhiial on world stage
(N=3). As for the interviewees who chose the USA, the UK and other major
Anglophone countries, they said that those countries represent TLC either because
they are the native speakers of English (N=2) or they are speakers of stagdlardi
English (N=1).
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Unfortunately, the interviews with the pservice English language teachers also
revealed their lack of basic knowledge about the countries representing TLC.
Starting with the Examples 12 and 13, the interviewees assumed that English wa
born in the UK and the USA at the same time despite the fact that it was the
English settlers who transported their native language to America early in'the 17

century, nearly 1,160 years later than the first Ariggoon settlements in Britain:

Examplel?: (Interview Data, Set A: Question 2, Interviewee 2)

... English is the native language in the UK and in the US, but in other countries, they

started to speak English after some time and it isn't their native language.

Example 13(Interview Data, Set AQuestion 2, Interviewee 4)

... English language was born in these two countries.
On the other hand, in Example 14, the interviewee claimed that Ireland and New
Zealand were not known well in the world. She must have been unaware of the
fact that there arenillions of people living in the USA who list their heritage as
primarily Irish, not to mention the fact that Irish culture is among the most
influential cultures in the world, actually more influential than Indian, Korean and
Mexican cultures according the U.S. News (2019). As for New Zealand, it has
been ranked as one of the top prosperous countries in the world for the last ten
years (Legatum Institute, 2018), which makes it a favourite destination among

travellers and migrants:

Example 14 (Interview Data, Set A: Question 2, Interviewee 3)

... These two countries are the strongest countries, | can say, and the most popular

ones in various TV series, films, and movies ... When it comes to other countries like

New Zealand, Ireland, etc. they are refally weaker countries compared to the UK

and the USA. They aren't so much known and they hardly ever occupy a place in

English learning materials.
Finally, in Example 15, the interviewee seemed to establish a direct connection
between belonging to TLC armbnforming to standardized English. However, in
today's increasingly interconnected and multicultural world, only sticking to the
"standardized native speaker norms is as utopian as the notion of the idealized
native speakelistener” (Alptekin, 2002, p.59 because even in Britain and
America today, there are so many regional varieties which substantially deviate
from the norms of standard English with their distinct grammar, vocabulary and

pronunciation (Harmer, 2007):
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Example 15(Interview Data, Set AQuestion 2, Interviewee 6)

... countries that have English as their flsiguage have more firm rule¢though

some accents and rules can chaageording to the regions incartain country. The

language is less uorm when | think of a countrwhere Eglish is used as a second

language.l mean, those differences masary, which would make it harder to

compose a dwok or teaching materials thate standardized for learners to work on.

That was the pmary reason whijve chosen those three options.
The present study shows that even after learning English for many years and taking at
least five literature courses in their department, most of the informants who selected
"English as their profession” did not know very simple facts about the cultures of the
countries where English is spoken as a first language. Therefore, it can be said that the
interview findings of this study indicated similar outcomes compared with many
"culture” studies done in Turkey with gservice or irservice English language
teache s . Among many ot her s, studies by Demi
(2011) , Hatipojlu (2009, 2012) , and Ayde
way that Turkish EFL teachers lacked the knowledge adequate to raise their learners'
awareness on KL It should always be kept in mind that teaching English based on an
intercultural approach requires EFL teachers to be knowledgeable about the societies of
both target culture and native culture to be able to prepare their learners for interacting
socialy in crosscultural settings (Byram, 1997; Piatkowska, 2016). Moreover, trained
to become English language teachers, for students of FLE/ELT, studying TLC should
not be seen as an extrarricular or a leisurime activity, but rather seen as a crucial
dep to be interculturallc o mpet en't (Bada & Ge=service 2005)
ELTEPs in Turkey should allocate more space to the elements of TLC either via "new"
courses concentrated specifically on the cultures of the Essglsiking countries or by
expanding the scope of the available "literature” courses in the curriculum to include

other aspects of TLC.

5.2.What are Pre-Service English Language Teachers' Views on the

Integration of Culture into English Language Classes?

In order to find out prservice English language teachers' views on the integration of
cultural content into EFL classes, scale "SECTION 3" was used (see Table 5.4). For
analysis, the scale was divided into three groups of items. The first group wasgproéde

theltems 15, 16, and 17 which addressed the incorporation of cultural content in English
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language teaching in general. The second group inclieled 18, 19, and 20 which
aimed to uncover prgerviceEFL teachers' views on the integration of aétinto
teaching language skills (listening, speaking, reading and writing) and language systems
(grammar and vocabulary). The last group contditegds 21 and 22 which focused on

how and when cultural content should be presented to the English lareguages|

Table 54. Scale "SECTION 3" on Ps8ervice English Language Teachers' Views
on the Integration of Cultural Content into EFL Classes

15. Culture should be integrated into English language teaching.

16. Teaching culturshould be as important as teaching language.

17. English language teachers should have both language teaching and culture teaching obje
18. Cultural content should be included in teaching all four language skills.

19. Cultural content should bacluded in teaching grammar.

20. Cultural content should be included in teaching vocabulary.

21. Learners of English should be aware that they are learning about culture.

22. Learners of English should be exposed to culture at all language profiEeats:

Starting with the first group of items concerning the incorporation of cultural content in
English language teaching in general, Table 5.5 indicates that nearly all the participants
(strongly) agreed (97.4%) that culture should be integratecEinio While most of

them (73.7%) were of the opinion that English language teachers should have both
language teaching and culture teaching objectives, abodhinas of the participants
(63.7%) stated that teaching culture should have the same impodanieaching
language in EFL classes. As can be seen in Table 5.5, this item constitutes the highest
number of respondents who were undecided (25%). This could be attributed to the fact
that even though these respondents thought of the incorporatiolucdlatontent in

EFL classes as necessary, they were not sure whether it should be among their first
priorities in comparison to teaching language skills and systems. Overall, it can be said
that the participants in this study were aware of the signicah culture teaching in

English language classes.

Table 55. Incorporation of Cultural Content in ELT in General

ITEM 1 Strongly 2 Disagree 3 Undecided 4 Agree 5 Strongly
Disagree Agree
N % N % N % N % N %
15 1 1.3 0 0.0 1 1.3 35 43.7 43 53.7
16 1 1.3 8 10.0 20 25.0 28 35.0 23 28.7
17 1 1.3 6 7.5 14 17.5 37 46.3 22 27.4
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Preservice teachers were also asked about the purpose of presenting cultural
content in English language classes during the interviews. According to the results
of the interview data analysis, seven out of ten interviewees considered culture to
be an intgral part of English language teaching due to the inseparable relationship

between language and culture as two of them stated:

Example 16(Interview Data, Set B: Question 1, Interviewee 2)

Without culture, language learning would not be complete. Theylike a whole

body and, you know, we cannot take out our arm because it sticks to our body.

Culture is exactly like that.

Example 17 (Interview Data, Set B: Question 1, Interviewee 6)

I don't think there must be necessarily a reason. Language and adnhitebe

separated unless you do it in a really artificial way.
Apart from that, two of the interviewees mentioned intercultural goals of foreign
language education by saying that culture should be introduced to EFL learners in
order to make them mon®lerant towards other cultures (N=1) and raise their
awareness about other cultures (N=1). In relation to this, one of them said the

following:

Example 18(Interview Data, Set B: Question 1, Interviewee 3)

. Moreover, we use English when we meet pedpten different cultural
backgrounds and it will, of course, be relatively more useful for us. It will make us
more tolerant towards other cultures.

Lastly, there was one interviewee who asserted that culture should be promoted in

foreign language classes in an attempt to facilitate language learning process. She

said:

Example 19(Interview Data, Set B: Question 1, Interviewee 8)

... because by integting culture students can internalize the language in a better

way.
Looking at the reasons given by the interviewees for presenting cultural content in
EFL classes, it can easily be concluded that most of them (7/10) only referred to
the inextricable lik between language and culture. However, this view is no
longer adequatesince English, as a global lingua franca, has now become "de
anglicized" (Matsuda 2012) with its use in diverse "multilingual and multicultural
contexts" (Romanowski, 2017), and dsaracterization by "linguistic and cultural

fluidity, heterogeneity and dynamism™ (Alptekin & Tatar, 2011, p.345). Besides, it
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was worrisome to learn that despite the worldwide recognition of the intercultural
dimension as a key component of foreign lage educationB@ker, 2012;
Corbett, 2003; Garrido & Alvarez, 2006), the interviewees did not seem to have
fully grasped that because only two of them raised the idea of integrating culture
into ELT for the purpose of developing learners' interculturadmetence. Taking

also into account the predominance of static definitions of culture in the previous
section, it can be claimed that the participants of this study seemed to embody the
characteristics of a "foreign language and culture teacher" ratheattfaneign
language and intercultural competence teacher" (Sercu, 2006). These two teacher
profiles differ from one another in that the former one accepts a static relationship
between language and culturend regards culture teaching as a teatdtbr
information transmission activity to increase learners' general knowledge of a
culture, whereas the latter one approaches culture from a dynamic viewpoint, sees
it as the determinant of successful communication and adopts "experiential
teaching” for the premtation of cultural content (Marczak, 2010; Olaya &
GomezRodriguez, 2013; Romanowski, 2Q13ercu, 2006 Hence, this finding

lends support to the results of the studies carried out by Sercu et al. (2005), and
Bekttakinkaya and BP? rtheyafound(partiipaking teacherswh i c h
current profiles were far from meeting the projected "FL&IC teacher” and thus
guestioned the sufficiency of pservice and irservice foreign language teacher

education programs for preparing teachers to teach ICC.

As for the second group of items (2B) in scale "SECTION 3" in the
guestionnaire, which aimed at unearthing theeservice English language
teachers' views on the incorporation of culture in teaching language skills and
systems, Table 5.6 demonstrates tltd6Df the respondents (strongly) agreed that
cultural content should be included in teaching all four language skills. While a
slightly larger majority of the respondents (93.7%) stated that cultural content
should be included in teaching vocabulary, alEeng@ercentage of them (67.4%)

supported the integration of culture into teaching grammar.
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Table 56. Incorporation of Cultural Content in Teaching Language Skills and
Language Systems

ITEM 1 Strongly 2 Disagree 3 Undecided 4 Agree 5 Strongly
Disagree Agree
N % N % N % N % N %
18 1 1.3 0 0.0 7 8.7 40 50.0 32 40.0
19 1 1.3 3 3.8 22 275 35 43.7 19 23.7
20 1 1.3 0 0.0 4 5.0 36 45.0 39 48.7

As highlighted in Table 5.6, the number of participants who were hesitant about
integrating cultural content into teaching grammar was significantly higher
(27.5%) compared with those in teaching language skills (8.7%) and teaching
vocabulary (5%). Interview results revealed the underlying reasons for this
distinction. Whereas sevemtoof ten interviewees stated that cultural content can
be integrated into all language skills and systesimee language and culture are
bound together, three of them supported the exclusion of cultural content from
teaching grammar. A detailed analysis of the interview data uncovered two main

reasons given by the interviewees for this exclusion.

Two of theinterviewees claimed that cultural content should not be presented in
teaching grammar because the focus there was on teaching the formal structures of

language. With regard to this, one of them said:

Example 20(Interview Data, Set B: Question 2, Intewee 3)

... When we focus on grammar, we don't actually focus on the meaning, we focus on
the structures instead ... For example, in listening we can embrace other English
accents or we can give place to the conversation of other people from otheresountri
or cultures. In reading, we can bring into class some texts related with the cultures of
various countries. Similarly, in speaking lessons, we can make our students talk on
these subjects and in vocabulary we can teach specific words that tell ustaeout
countries,but in grammar, the focus itself isn't the meaning, so | believe it's
seriously limited in grammar.

On the other hand, as for the second reason, the other interviewee alleged that
combining culture with grammar was confusing and challenging for students as

can be seen in Example 21 below:

Example 21 (Interview Data, Set B: Question 2, Interviewee 9)

... The problem is there are two differenintjs that you have to teach the same
time. Firstly, there is grammar with all thosdes and regulations arken there is
another thing whichis named culture. It might beonfusing for most students at
lower levels to focus on both grammar andulture at the same time. If you're
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teachirg grammar, for example, simpbeesent tense rules, then we have to focus on

this. If you have another teaching aim apart from teaching simple present tense, it

might be corfusing and more challenging for the déumts to get used to these two

different things.
The explanations of the interviewees as to why culture should not be integrated into
teaching grammar make it clear that they were totally unaware of the fact that the
communicative approach encourages a close connection between culture and grammar
in language classgsince it regards being knowledgeable about cultural background
as significant to be able to use grammatical tools effectively (Hunter, 2004).
Therefore, lhe participants in this study who were uncertain whether cultural content
can be incorporated when teaching grammar should realize that with a little creativity
even the grammar exercises given in a meaningful context could serve as a

springboard for makimyconnections across cultures in EFL classes.

In the last group of items, responses toltams 21 and 22 in Table 5.7 reveal how
and when cultural content should be introduced to the English language learners
according to the participants. The bulktb& participants (86.2%) believed in the
explicit integration of culture in language classes by (strongly) agreeing with the
statement that learners of English should be aware they are learning about culture. It
seems that the respondents of this studyp@up/aldes (as cited in Corbett, 2003,
p.33), who viewed the inescapability of cultural content in any method of foreign

language teaching as a sound reason for making it explicitly part of EFL classes.

Table 57. How and WherCultural Content Should Be Incorporated

ITEM 1 Strongly 2 Disagree 3 Undecided 4 Agree 5 Strongly
Disagree Agree
N % N % N % N % N %
21 1 1.3 4 5.0 6 7.5 44 55.0 25 31.2
22 2 25 8 10.0 15 18.8 31 38.7 24 30.0

As for the 229 item in the scale, 68.7% of the participants voted for the idea that
learners of English should be exposed to culture at all language proficiency levels as
illustrated in Table 5.7. Interview findings were found to be compatible with the

existing data. Othe ten interviewees, seven acknowledged that it was possible to
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present cultural content at every proficiency level by adjusting the level of difficulty of
the culture materials as two of them stated in Exampl&32ilow:

Example 22 (Interview DataSet B: Question 3, Interviewee 7)

Yes, of course it's possible. For example, adieg text about a culture cdre
exploited at all proficiency levels by just adjusting its level of difficidtgcording to
the students we will teach. Warcemploy the samstrategy ineaching other skills.
Example 23(Interview Data, Set B: Question 3, Interviewee 8)

Yes, | think it's possible. We've taken coursalated to materialadaptation, so we
can just simplify such materials for all groups of learners.

Amongthe rest of the interviewees, one of them thought that it would be unrealistic to
believe that cultural content can be integrated into lower level EFL classes. She
highlighted:

Example 24 (Interview Data, Set B: Question 3, Interviewee 3)

... I don't knowhow much it is possible to tela culture to the students widmn't
even know how to introduce themselvest@ introduce other culturesp | think it
will be a little bit unrealisticd teach culture to lower levatudents in language
classes.

Similar o what was said in Example 24, the other two interviewees were not open
to presenting cultural content to the learners with a low level of English because

they found it challenging for such learners. They also asserted that culture teaching

should start aintermediate level at the earliest as one of them pointed out:

Example 25(Interview Data, Set B: Question 3, Interviewee 9)

... it might not be suitable for the students at lower levels. It will be more beneficial
to include culture from intermediate level onwards ... If you're talking about culture,
you need to know that there are some specific words that need to be intrtmluced
your students awell, and this makes the class®re challenging. How am | going to
teachthose two things, | mean, tiggammar rules and vocabulary to the lower level
students? It's not possible to do that at all levels.

When the responses given inadixples 24 and 25 are analyzed, it becomes clear that
the interviewees' perceptions of the complexity of culture led them to associate culture
teaching with higher proficiency levels (Lawrence, 2010). This was also the case in
¥nal an (2004) 2616)dtudi€sih wiicmsha respondent teachers
considered cultural information to be appropriate for learners of English only when
they met the requirements of being "linguistically mature". Nonetheless, presuming

that learners with lower linguistic proincy have a low level of intellect is nothing

more than a common misconception. As a fundamental feature of foreign language
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education, intercultural competence should be made a part of the English language
classes at all proficiency levels. Moreovershould be borne in mind that learning
about other cultures in relation to one's native culture is a long, laborious process. That
is why, intercultural awareness is an issue that needs to be explored at the beginning of
the language learning process. AsrBaJordan and Roberts (1998) contended,
"culture is not something prone, waiting to be discovered, but an active meaning
making system of experiences which enters into and is constructed within every act of

communication" (as HOted in Hatipojl u,

5.3. What are Pre-Service EnglishLanguage Teachers' Views on the

Integration of Turkish Cultural Elements into English Language Classes?

In an attempt to reveal peervice English language teachers' stance on the idea of
incorporating Turkish culte in English language classes, they were first asked to
select one among a number of options (Item 23) regarding the presentation of
"students' own culture", "target language culture" and "various world cultures" on
their own or in combination with one @ther. These categories were identified in
accordance with the three contexts of cultural information which were native (source)
culture, target culture and international culture proposed by Cortazzi and Jin (1999),
and McKay (2002). The participants ofstlstudy were also provided with the option
"No cultures should be taught” when responding to the item.

The findings illustrated in Table 5.8 indicate that even though none of the participants
gave their support to the incorporation of students' natilkerewon its own, almost

80% of them were in favour of the integration of native culture into EFL classes in
combination with target language culture and/or various world cultures. Further
analysis showed that while 16.3% of the respondents selectedettentation of
students' own culture together with either target language culture (12.5%) or
international culture (3.8%), 63.6% of them voted for the presentation of all three in
English language classes. On the other handfiftimef the participants we found

to be against the incorporation of students' native culture in ELT. Whereas 13.8% of
them promoted the idea that both target language culture and various world cultures
should be presented in EFL classes, only 6.3% of the respondents went for the
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integration of either of them. One positive finding was that no participants selected the

option for "culturefree” English language classes in the questionnaire.

Table 58. PreService English Language Teachers' Views viRbgard to the
Context of Cultural Content in English Language Classes

Context of Cultural Content N %

NC 0 0.0
TLC 2 25
IC 3 3.8
TLC and IC 11 13.8
NC and TLC 10 12.5
NC and IC 3 3.8
NC, TLC and IC 51 63.6
Culturefree 0 0.0

Total 80 100

* Note: NC refers to "native culture/students' own culture", TLC refers to "target language culture"
and IC refers to "international culture/various world cultures"”.

Participants' responses offer their own perspective on one of the most controversial
isstes in ELT concerning the integration of one specific culture or a multitude of
cultures into EFL classe€lpuet, 2006; Frank, 2013ardi, 2002). As shown in Table

5.8, the number of participants who supported the incorporation of just one specific
culture was very small (NC=0%, TLC=2.5%, 1C=3.8%). On the other hand, almost
two-thirds of the respondents (63.6%) believed in the integration of all three contexts
of cultural content into English language classes. Therefore, it can be claimed-that pre
service English language teachers' thoughts on which culture to present in the
classroom were in line with the changing landscape in the field of ELT with English
being a lingua franca and thus no longer associated with any particular culture. The
respondents ofhts study seemed to be aware of the fact that the most efficient
approach to teaching culture in EFL classes should be the presentation of a variety of
cultures, including the learners' own culiis®ce English has now become a tool for
international communication among people of different cultural backgrounds. As one
of the major goals of intercultural education, EFL teachers are expected to enhance
crosscultural tolerance and understanding igittltlasses by helping learners realize
that there are multiple ways of seeing the world (Vinndlekony, 2014;
Yazdanpanah, 2017). This can be best achieved not through the inclusion of one
specific culture, but through the establishment of "a spheiatafculturality” in

which learners of English explore a multitude of foreign cultures (both TLC and IC)
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as a way of fostering a greater understanding of their B&Regf, 2003;Kramsch,
1993; McKay, 2000, 2002, 2012).

Even though the results given in TaBl.8 indicate a clear support for the presentation

of learners' own culture, in order to go deeper into the matter concerning the place of
native culture in intercultural language teaching, it was necessary to find out what pre
service English languageatghers thought about the inclusion of Turkish cultural
elements in EFL classes for the development of learners' intercultural competence.
Therefore, scale "SECTION 4" was designed based on the main theoretical
framework that guided this case studsich was Byram's Multidimensional Model

of Intercultural Competence (see Chapter 2). As the scale included statements aiming
to unearth participants' views on the role of Turkish cultural elements in developing all
five dimensions or "savoirs" that compose thisdel, it was divided into five groups

of items for detailed analysis (see Table 5.9). The first group considtedhef24 and

25 referring to the "attitude” dimension of the model. The second group was made up
of ltems 26 and 27 that addressed Byrakr®wledge" savoir. Whilétems 28 and

29 which referred to the "skills of interpreting and relating” dimension constituted the
third group, the fourth group includégms 30 and 31 that addressed the other skills
dimension in this model which is "skill§ discovery and interaction”. Items 32 and

33 referring to Byram's savoir of "critical cultural awareness" comprised the last

group.

Table 59. Scale "SECTION 4" on Pf8ervice English Language Teachers' Views
on the Integration of Turkish Cultural Elements into EFL Classes

The inclusion of Turkish cultural elements into English language classes ...

24. ... fosters Turkish learners' openneske&on about other cultures.

25. ... helps Turkish learners explore their own culture from outside.

26. ... broadens Turkish learners' knowledge about their own culture.

27. ... paves the way for developing Turkish learners' knowledge of other cultures.

28. ... helps Turkish learners better understand the relationships between their own
and other cultures.

29. ...improves Turkish learners' negotiating skills in crogi$ural conflicts.

30. ... gains Turkish learners an ability to decipbiirer cultures more easily.

31. ... helps Turkish learners communicate in cragéural situations.

32. ... enables Turkish learners to build their intercultural awareness.

33. ... helps Turkish learners raise awareness of their own cultural identity.
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To begin with the first group of items regarding the respondents' thoughts on the
role of Turkish cultural elements in developing English language learners'
intercultural attitudes, it can be seen that the bulk of the respondents (66.2%)
(strongly) agreedwith the statement that the incorporation of Turkish cultural
elements in EFL classes fosters Turkish learners' openness to learn about other
cultures. On the other hand, a bigger majority of the respondents (82.4%) were of
the opinion that Turkish learreecan be helped to explore their own culture from
outside by integrating native cultural elements into English language classes (see
Table 5.10).

Table 510. The Role of Turkish Cultural Elements in Developing "Attitude"
Dimension of Byram's ICC Model

ITEM 1 Strongly 2 Disagree 3 Undecided 4 Agree 5 Strongly
Disagree Agree
N % N % N % N % N %
24 2 25 9 11.3 16 20.0 41 51.2 12 15.0
25 1 1.3 4 5.0 9 11.3 48 60.0 18 22.4

The responses teem 25 in Table 5.10 indicatlat the participants of this study
seemed to be giving voice to the idea of "decentring from one's own culture” put
forward by Byram (1997) in his model. Understood as "making the strange
familiar and the familiar strange" or "seeing ourselves as otkerss' (Byram et

al., 2002, p.19; Byram & Masuhara, 2013, p.146), decentring is often seen as
fundamental to fostering positive attitudes towards other cultures. As Byram
(1997, p34) explains, in order to build successful intercultural interactions,
intedocutors should first challenge their tacit assumptions that the rules governing
their native culture are the only possible and inherently correct ones which can be
transferred to all other cultures. Nevertheless, this is a rather difficult task that can
only be accomplished when individuals start looking at their own culture from an
outsider's poinbf-view and thus forming alternative perspectives tcCatalano,
2014;Lawrence, 2010; Yazdanpanah, 2017). Therefore, the inclusion of Turkish
cultural elemats in EFL classes as a basis to explain foreign cultures is highly
significant for Turkish learners of English to take up a-seflective stance of

their native culture.
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One thing which was found surprising during data analysis was that compared to
the percentage of thereservice EFL teachers (82.4%) who agreed that the
presentation of Turkish cultural elements helps learners explore their own culture
from outside (Item 25), a lower percentage of them (66.2%) managed to create a
link between "the inlasion of Turkish culture into the classroom™ and "fostering
learners' openness towards other cultures” (Item 24). This is strange because being
openminded towards other cultures and decentring from one's own culture are
closely interrelated. Opemindedress refers to individuals who act without
prejudice when interacting with people outside of their own culture. As they have

a strong interest in crossiltural differences and feel enthusiastic about listening

to others, it can be said that only peoplehwitgh levels of opemindedness can
become successful in reflecting critically on their own beliefs, values and
behaviours (Polat & OgaBarka, 2014). In other words, decentring from one's
native culture is a direct consequence of being opged toward foreign
cultures (¥zdemir, 2004) . pwbetviceEnglesly ar d t o t h
languagedeachers in this study assigned slightly lower rating$téon 24 might be

related to their lack of knowledge on how to present Turkish culéleatents in

the English language classroom so as to increase learners' openness towards other

cultures.

Moving on with the second group of items {2B), which concentrated on the
relationship between the elements related to native culture and Byram's
"knowledge" savoir, Table 5.11 reveals that the majority of the respondents
(78.7%) thought that the inclusion of Turkish cultural elements into EFL classes
broadens learners' knowledge about their own culture. Similarly, 67.5% of them
believed that this inckion paves the way for developing learners' knowledge of

other cultures.

Table 511. The Role of Turkish Cultural Elements in Developing "Knowledge™
Dimension of Byram's ICC Model

ITEM 1 Strongly 2 Disagree 3 Undecided 4 Agree 5 Strongly
Disagree Agree
N % N % N % N % N %
26 1 1.3 3 3.8 13 16.2 41 51.2 22 27.5
27 3 3.8 6 7.5 17 21.2 42 52.5 12 15.0
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As indicated in Table 5.11, the respondents seemed to agree with Byranp@Sp7

who asserted that the knowledge brought into ecakiaral interactions encompasses

not only the knowledge of other countries and their cultures but also the knowledge of
one's own country and culture. That being the case, it can be said thasémtgbicn

of Turkish cultural elements in EFL classes plays a large part in deepening learners'
knowledge of their own culture, and as learners of English gain sufficient knowledge
of their native culture, this in turn helps their intercultural exchangetnce more
smoothly (Item 26). What is also worth noting is that individuals are required to
become knowledgeable about the political, economic, social and historical
developments that have shaped their own values, beliefs and perspectives so that they
can understand the world around them in a more objective and holistic way (Byram,
2003). Therefore, as most of the participants highlightedteam 27, endowing
learners of English with the knowledge of Turkish culture has a facilitating effect on

their pracess of acquiring knowledge about foreign cultures.

Looking at the third group of items (2®) about the place of Turkish culture in the
development of Byram's "skills of interpreting and relating” savoir, an overwhelming
majority of the participants stated that the inclusion of Turkish cultural elenmémts i
English language classes not only helps learners better understand the relationships
between their own culture and other cultures (91.1%), but also improves their

negotiating skills in crossultural conflicts (79.9%) as indicated in Table 5.12.

Table 512 The Role of Turkish Cultural Elements in Developing "Skills of
Interpreting and Relating” Dimension of Byram's ICC Model

ITEM 1 Strongly 2 Disagree 3 Undecided 4 Agree 5 Strongly
Disagree Agree
N % N % N % N % N %
28 1 1.3 1 1.3 5 6.3 37 46.2 36 44.9
29 1 1.3 5 6.3 10 12.5 38 47.4 26 32.5

Perceived as the "ability to interpret a document or event from another culture, to
explain it and relate it to documents or events from one's own" (Byram et al., 2002,
p.13), the skills of interpreting and relating are necessary for learners of English to
become "intercultural mediators" who can establish a relationship between their native
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culture and cultures of different social groups, and explain the differencegy amon
those groups to the members of their own community or vice versa (Byram, 2003;
Corbett, 2003). Since being an "intercultural mediator" also necessitates viewing and
analyzing different cultures from a wider perspective, learners who are equipped with
theskills of interpreting and relating are better able to look for cultural similarities and
differences between their own culture and foreign cultures (Byram, 2008; Ho, 2009).
Thus, as the bulk of there-serviceEnglishlanguageteachers stated item 28,the
insertion of Turkish cultural elements in EFL classes enables learners to master their
skills of comparison which is crucial to arriving at a complete understanding of other

cultures.

As can be seen in Table 5.12, almost 80% of the participants fitbiee apinion that

the inclusion of Turkish cultural elements improves learners' negotiating skills in
crosscultural conflicts (Item 29). This is consistent with the existing literature which
demonstrates that in order for learners to be able to idemiifyesolve crossultural
misunderstandings stemming from an interlocutor's ethnocentric perspective of his or
her own culture or other cultures, they are in need of the attitudes of decentring and
the skills of comparing (Byram, 2003, 2008). By presegnitiarkish cultural elements

in their classes, EFL teachers can help their learners explore the underlying reasons
and influences of their own cultural practices and thus hold a more ethnorelative view
of their first culture. In this way, Turkish learnerfsEnglish can gain the ability to
clearly see "how people might misunderstand what is said or written or done by
someone with a different social identity" (Byram et al., 2002, p.12) and mediate
between those conflicting interpretations (Lawrence, 2010).

As for the role of Turkish cultural elements in developing Byram's "skills of discovery
and interaction" savoir in the fourth group of items-830, it was foundout that

72.5% of the respondents (strongly) agreed that the presentation of Turkish oulture i
EFL classes gains learners an ability to decipher other cultures more easily. On the
other hand, 85% of them indicated that this presentation helps learners communicate

in crosscultural situations (see Table 5.13).
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Table 513. The Role of Turkish Cultural Elements in Developing "Skills of
Discovery and Interaction” Dimension of Byram's ICC Model

ITEM 1 Strongly 2 Disagree 3 Undecided 4 Agree 5 Strongly
Disagree Agree
N % N % N % N % N %
30 2 25 3 3.8 17 21.2 43 53.7 15 18.8
31 1 1.3 4 5.0 7 8.7 42 52.5 26 325

Byram et al. (2002) point out that “intercultural competence is never complete and
perfect" (p.11). This implies that individuals can never become fully interculturally
competent because every time they encoun&v situations or contexts in an
increasingly multicultural and diverse society, they will need to add new values to
their existing cultural "baggage" (Aguilar, 2009). That is why, according to Byram
(1997, p6), learners of English should possess "skilldiscovery and interaction” to
continue acquiring their intercultural competence independently even after they
complete their formal education. In doing so, they are required to take on the role of
an "ethnographer" who learn about other cultures threagtful observation and by
"relating the existing knowledge of cultures and social identities to unfamiliar
contexts" (Beisskammer, 2014, p.12). However, like decentring from one's own
culture, which was previously mentioned in Byram's "attitude" satiois, is a
challenging task because individuals are mostly unconscious of their worldviews and
their selves shaped by their native culture (Lawrence, 2010). Hence, as Romanowski
(2017) highlighted, in order to be able to discover new knowledge about ulthees

as ethnographers do, learners should first "turn a critical eye onto practices, dynamics,
policies and meaning making within familiar cultures" (p.77). In other words, they
must be a "participastbserver of their own culture” (p.78). Bearing histin mind, it

can be said that the majority of the participants in this study might have thought that
the incorporation of Turkish cultural elements in EFL classes enables learners to be
observant of their own culture and this in turn helps them deavdmri cultures

more easily (Item 30). They might have also thought that with the reflective analysis
of Turkish cultural elements in English language classes, learners can seize the
opportunity to fully uncover their own cultural values, beliefs and péores, which
automatically leads them to demonstrate a greater ability to articulate their own culture

in crosscultural situations (Item 31).
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Concerning the last group of items {32) about the role of Turkish cultural elements

in developing English feguage learners' intercultural awareness, the bulk girthe
service English languageteachers thought that the inclusion of Turkish cultural
elements into EFL classes not only enables learners to build their intercultural
awareness (92.4%), but also Isethem raise awareness of their own cultural identity
(80%) as shown in Table 5.14.

Table 514. The Role of Turkish Cultural Elements in Developing "Critical
Cultural Awareness" Dimension of Byram's ICC Model

ITEM 1 Strongly 2 Disagree 3 Undecided 4 Agree 5 Strongly
Disagree Agree
N % N % N % N % N %
32 1 1.3 2 25 3 3.8 50 62.4 24 30.0
33 1 1.3 2 25 13 16.2 44 55.0 20 25.0

Interpreted as "the ability to evaluate, critically and on the basis of explicit criteria,
perspectives, practices and products in one's own and other cultures and countries”
(Byram et al., 2002, p.13), critical cultural awareness forms the backboneaof'Byr

ICC model. According to Byram (2000a), people's way of thinking is deeply
embedded and culturally determined. Because of that, unless individuals become
conscious of their takefor-granted perspectives and how these influence their
judgment on othepeople, no matter how open or tolerant they are towards foreign
cultures and foreigners' beliefs and values, they end up facing a real risk of failure in
intercultural encounters (Byram, 1997, 2003; Byram et al., 2002). Hence, in his
model, Byram saw "naté cultural awareness" as central to critical cultural awareness,
and laid down individuals' developing a rigorous and critical understanding of their
own culture as a preondition for any successful cressltural interaction (2000a:10).

With respect tahis, participants' responses given in Table 5.14 were in parallel with
Byram's ideas. As the overwhelming majority of fhre-service English language
teachers highlighted item 32, Turkish learners' intercultural awareness can be built
in EFL classesyopushing them to think more deeply and critically about the elements
related with their own culture. As they "dig deeper” in an attempt to reflect on and
articulate their native culture, they can also gain the ability to define their own cultural

identity more clearly without even realizing it (Item 33).
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Interview findings provide further underlying explanations for thesprgice English
language teachers' views about presenting Turkish cultural elements in English
language classes. Of the ten intengeg; seven supported the integration of Turkish
cultural elements into EFL classes while the rest of them were against this integration.
What is worth pointing out here is that although the interview questions aiming to
answer the third research questidrihis study were prepared to unearth the reasons
behind participants' responsedtem 23 in the questionnaire (SET B: Q4), anth®

Items 24, 30, 31 in the scale "SECTION 4" which addressed Byram's different savoirs
(SET C: Q1, Q2, Q3), it wasurprisingly found out that the same codes emerged in
the thematic analysis of these interview questions. It was also revealed during data
analysis that some interviewees provided more than one reason for their thoughts,
which referred to different codea the same theme. Therefore, the results of the
abovementioned interview questions were combined and presented together. Table
5.15 below shows the frequency of the codes for the "presenting Turkish cultural
elements in English language classes" categomny the most common to the least:

Table 515. Frequency of the Codes for the "Presenting Turkish Cultural Elements
in English Language Classes" Category

Theme Code Frequency
For the idea of 1 Learners can express their NC in intercultural 13
presenting Turkish settings more easily
cultural elementsn  q it is a prerequisite for learning about other culture 7
English language {1t encourages learners to have positive attitudes 6
classes towards other cultures
1 It is necessary to compare acwhtrast with other 4
cultures
9 Learners can look at their NC from another 3
perspective
Against the idea of It makes learners more ethnocentric 6
presenting Turkish  q It is a waste of time because N@n be learned 3
cultural elements in outside
English language  { Learners become more motivated if they learn 1
classes about other cultures
Total 43

Beginning with the interviewees who supported the presence of Turkish culture in
English language classes, the majority of the codes (N=13) indicated that the
participants found the integration of Turkish cultural elements into EFL classes

necessary to hgllearners express their own culture in intercultural settings more
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easily. In connection with this, the interviewees drew attention to the fact that
much communication in English takes place betweennative speakers due to
the current use of English asmedium of intercultural communication. Two of

them said the following:

Example 26(Interview Data, Set B: Question 4, Interviewee 5)

... If we think English as a lingua franca, we don't use English just to communicate
with native speakers, we alseauit with people who are from different cultures and
different countries, and most of the time we communicate with foreigners who aren't
the representatives of inner circle countries. | mean we have more chance to
communicate with nonative speakers ofriglish, so we should be aware of our own
culture so that wecan communicate with everyone deeply.

Example 27 (Interview Data, Set C: Question 2, Interviewee 2)

Because, as | said before, our students need to be able to express or talk to other
studentspr maybe their international friends from all around the world, about their
own culture. How can they achieve this? We need to give them enough cultural input
so they can also get the input from us and transmit that input to other people.

As can be seeimn Examples 26 and 27, the interviewees were aware of the fact that
their students will often find themselves communicating in English with other
people from norEnglishspeaking countries because of the numerical superiority
of the nonnative speakers oEnglish over its native speakers (Crystal, 2006;
Nault, 2006). They also seemed to agree with Smith (1976) who highlighted that
the primary pedagogical goal for teaching English as a global lingua franca is to
enable learners to communicate their own idaag culture to other people in
diverse intercultural settings (as cited in McKay, 2002, p.12). In fact, as shown in
Examples 280, three of the interviewees personally verified Smith's idea by
pointing out that in their crossultural experience as intetional students they
were expected to talk about their own culture:

Example 28 (Interview Data, Set B: Question 4, Interviewee 7)

... Take, for example, my Erasmus expeceenl met a lot of people fromifferent
cultures, from Japan to China. WHasav during these encountergas speaking
English does not only meapeaking the language. You alseed to reflect on your
own culture whilespeaking in English. This waghat | clearly saw when | talked to
those people.

Example 29(Interview Data, Set GQQuestion 2, Interviewee 1)

... When | went to Germany fany Erasmus studies and when rimyernational
friends talked about their own cultures, | also felt the néedlllng them something
about my culture.fll didn't know anything abouturkish culture, 1 wouldn't have
talked dout it. You should be able introduce your own culture and you should be
able to think on thelifferences and similarities between your own culture and other
cultures.
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Example 30(Interview Data, Set C: Question 2,dntiewee 5)

... | went to Italy as an Erasmus student, #mete, | realised that peopédways
wanted to talk about yowulture, your country and youraditions, and they keep
asking you quesiins about the things that thkyow about your culture. Ifgu know
how to conmunicate and how to talk abogiur own culture in English, youam also
ask questions like "Wmake it like this in our culture, so how do yda it, or what
do you do?let's say, how do you celebrate this festival ¢éhis kind of stuf?" So, it
allows you to create a context that you calk tand share some informatiavith
people, and | think in that sense, it helps people, too, becaysea ¢an talk about
your own culture, then you can alask. Otherwise, if yodon't feel knowledeable,
or competenenough to talk about your owaqulture, then you hesitate to ask people
such questions because you knihat they will also ask you.

Interestingly, during the interviews one participant saw his inability to explicitly

articulate his nate culture in one of the crossltural encounters he had as an

argument for the integration of Turkish cultural elements in EFL classes. He said:

Example 31(Interview Data, Set C: Question 2, Interviewee 4)

I think we need to incorporate our own cuétun the class so that we can express
ourselves when we meet foreigners. | remember meeting a teaching committee from
Finland. In that meeting, they shared their culture with us very easily, but when they
asked the same thing from our group, we simply a@tibecause we didn't know

how to present our own culture in English. It is important in such cases.

Apart from that, one of the interviewees mentioned a slightly different aspect of
the matter by saying that Turkish learners of English should learn how to express

their native culture in crossultural settings so that they can improve and

strengthen thenage of Turkish culture in the world as shown in Example 32:

Example 32(Interview Data, Set B: Question 4, Interviewee 2)

... It is vital for our students to express their own culture to other friends from all

around the world because if they cahtalk about their own culture, it will always

be wrongly perceived abroad. For example, our own culture, Turkish culture, isn't

known around the world so much, and that's why, | believe we should give a chance

to our students to learn and express thein oulture on an international platform.
Looking at the Examples Z&, it can be concluded that the interviewees in this
study were cognizant of the fact that in today's intercultural settings preserving and
spreading Turkish culture has become as cragdearning about other cultures
owing to the "bidirectionalness and equality principle of cimsgtural
communication” (Han, 2012, p.117). That is why, they seemed to agree with the
idea that teaching English should be seen as an instrument for griabliners to
express their native culture to the people from diverse cultural backgrounds

because it is the only way to transform these learners into intercultural individuals
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who are open to the world around them, but at the same time, deeply rooted in
their own cul ture ( G¢Rbdeiguez, 2013) 89 ; Ol aya & Gome

The second most frequently emerged code in this theme (N=7) showed that the
interviewees viewed the presentation of Turkish cultural elements in EFL classes
as a prerequisite for learning abatier cultures. As can be seen in Examples 33
and 34, their responses referred to the "critical cultural awareness" dimension of
Byram's ICC modelsince they argued that cultural sailareness plays a vital

role in crosscultural communication:

Examge 33 (Interview Data, Set C: Question 3, Interviewee 5)

... As | said before, our cultural knowledge is subconscious and we aren't aware of it,
so sometimes we don't realise that this is a part of our native culture, so if we become
aware of our own culre, then we start to think like "Okay, | didn't realise that we
acted in this way" but then, when you realised it was a part of your culture, then you
start to consider that "Okay, we do it because it is our culture, but how about the
other people?” | tink that's why it becomes easier for you to decipher the target
culture or other world cultures because you are equipped with cultural awareness.
Example 34 (Interview Data, Set C: Question 2, Interviewee 9)

... If Turkish learners know about their owulture well enough, they can inform the
people around them about their own culture, and in return for this, they will learn
about the components of foreign cultures when they are in aautiggal situation. |

mean, the contexts where Turkish student$ he members of other cultures come
together are mostly like this, and | can clearly imagine that scene as a positive thing
because I've been there before and I'd talk about the components of my own culture
all the time as we discussed before. For exampltalked about the traditional
Turkish coffee and then my foreign friends informed me about their own beverages
or their daily consumptions. My question is, how can you even talk about something
that you're not conscious of, for instance, if I'm suppds talk about a bottle, then |
should definitely know what it's been made of, wheve can use it or what's the
purpose of using this bottle, so this is the starting point. First, you have to know all
the details about the thing you ayeing to discus, and then you will be able to talk
about it at length. This is the ideal from my perspective.

Furthermore, the analysis of the interview data revealed that the participants
supported the inclusion of Turkish cultural elements in EFL classese thg
found it necessary to be able to develop positive attitudes towards other cultures

(N=6). With regard to this, two of the interviewees stated:

Example 35(Interview Data, Set C: Question 1, Interviewee 4)

| think this encourages learners to learn alfoutign cultures as well. Learning
about your own culture arouses your curiosity about the ottidtures and what is
going on there.

Example 36 (Interview Data, Set C: Question 1, Interviewee 5)

I think if we are aware of our own culture, we will be agvaf what culture is, and

we will also want to learn about different cultures, so it will help students to become
more curious about other cultures as well. They will think like this: "Okay, we make
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it like this, then what about other cultures or whatulmther people who are living
in many different places?"

As seen in Examples 35 and 36, the interviewees built a close link between the

inclusion of native culture in a foreign language class and having positive attitudes

towards foreign cultures. Thi®icurs well with Aguilar's (2009) view in that she

also alleged that English language learners' attitudes of curiosity, openness and
tolerance towards other cultures are fostered when they have a solid understanding

of their native culture.

It was also fand out that the interviewees were in favour of the presentation of
native cultural elements to the Turkish learners of English because they thought it
essential to help them compare and contrast with other cultures (N=4). Examples
37 and 38 indicate thdheir responses seemed to be in line with Tomalin and
Stempleski (1993), who claimed that such a comparative approach adopted in EFL
classes can not only shape learners' critical thinkmg also expand their

horizons:

Example 37 (Interview Data, Set QQuestion 1, Interviewee 8)

... In this way, they can compare their own culture with other countidgires in a
more effective way and they can broaden their horizinse they will think deeply
about foreign cultures. The main reason is compasgnd contrasting, | guess.

Example 38(Interview Data, Set C: Question 3, Interviewee 4)

I think in this way they get an opportunity to learn how certain situations are dealt
with in their own culture compared to foreign cultures, so tlegyn to compa and

contrast their own culture with other cultures more easily

The least frequently appeared code in this theme (N=3) indicated that the
interviewees saw the insertion of Turkish cultural elements in English language
classes as an opportunity for theaidners to look at their native culture from
another perspective. This can be regarded as a reflection of the idea "decentring
from one's own culture" discussed by Byram (1997) in his "attitude" savoir. In

relation to this, one of the interviewees saidftil®wing:

Example 39 (Interview Data, Set C: Question 3, Interviewee 2)

.. if they learn their own culture, then they can also gain the ability to look
their own culture from a different perspective. All the cultures around the
world are kind of snilar to each other, and that's why, if they can do this,

they can also decipher other cultures more easily.
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On the other hand, the other theme emerged during the analysis of the interview
guestions was related with the opposition to the presentatidmr&fsh cultural
elements in English language classes (see Table 5.15). Data analysis showed that
the participants were against this kind of presentation for three main reasons. To
start with, the majority of the codes (N=6) in this theme indicated tmat t
participants regarded the integration of Turkish cultural elements into EFL classes
as a contributing factor in fuelling learners' ethnocentric beliefs and attitudes
towards their own culture and other cultures. With respect to this, two of the

interviewees stated:

Example 40 (Interview Data, Set C: Question 1, Interviewee 3)

Well, | believe that the Turks are too much proud of themselves and they have a big
ego, and | find it as the major reason why they aren't able to speak good English.
Most of thermregard learning English ashaimiliationof themselves and their
history. Because of that, | believe that the more we integrate Turkish culture into
ELT, the more they will be proud dhemselves, and this in turn, will cause them to
have a bigger ego,osinstead of integrating Turkish culture, we should largely
eliminate it. When they encounter foreigners, instead of talking about themselves
boastfully, they should listen to other people and try to see the beauties in foreign
cultures. Imean, they shdd stop believing that they are the only ones who have the
most beautiful culture in the world. Most of the time | see that in Turkish people and
| believe if we put more Turkish cultural elements into our classes, it will make them
worse, they'll inevitaly become more proud of themselves and this will make them
more egoist.

Example 41 (Interview Data, Set C: Question 2, Interviewee 6)

Because if we present them with something they are already familiar with, they won't
have the opportunity to widen thdiorizon regarding culture and cultural diversity in
the world, and when they find themselves in an intercultural setting, they might
experience serious communicatioproblems since they're only really familiar with

their own culture. That's why, | thinthat English language learners who aim to
communicate in international surroundings should know something for each culture,
each major culture in the world.

Ethnocentrism, which refers to individuals' tendency to hold negative opinions
about other culttes as a result of their misbelief that the standards operating in
their native culture are the "only" or "right" ones (Cushner & Brislin, 1996), is a
real stumbling block to those who wish to survive in crmdgural settings. Hence,
today's EFL teachershould be concerned with the goal of shifting their learners'
worldviews from "avoiding cultural difference” to "seeking cultural difference”
(Bennett, 1993b). Nonetheless, this can only happen if such teachers are able to
create a learning environmentwiich students learn about other cultures to think
more critically about the deepbmbedded knowledge of their native culture. As

Bennett (2004) highlights, "Only when you see that all your beliefs, behaviours,
108



and values are at least influenced by tlagtipular context in which you were
socialized can you fully imagine alternatives to them" (p.68). That is why, the
presentation of Turkish cultural elements in English language classes is not an
arbitrary but a necessary activity so as to aid Turkishnéarof English in
developing cultural selhwareness, and thus adopting a more ethnorelative
perspective of both their own culture and foreign cultures. Bearing this in mind, it
can be claimed that the responses of the interviewees given in Examples40 an
clearly indicate that they did not know the "appropriate" way of presenting Turkish
culture in a foreign language class for the learners' ICC development. They seemed
to misenvisage the form of inclusion of the native cultural elements in EFL
classes since they only addressed the negative effects of the informative and
factual presentation of learners' native culture on its own, which is true to a certain
extent Nguyen, 2013Shin, Eslami, &Chen, 2011). However, in an intercultural
approach to ELT, learners' native culture is subsumed under the umbrella of
cultural diversity and its incorporation in an EFL class together with foreign
cultures is seen as crucial to help learners developtitudatof critical reflection

of their own culture and unearth their prejudices towards other cultures that they
did not previously realize (Romanowski, 2017; Yazdanpanah, 2017). Another
thing to note is that the interviewee in Example 40 came up agdiest t
presentation of Turkish cultural elements in a foreign language class for fear of
making Turkish learners more "proud of themselves" and "egoist". It is true that
being proud of oneself too much and being egoistic are the characteristics that are
mostly associated with ethnocentric individuals, and only those who can eliminate
such attitudes can become truly intercultural. Nevertheless, labelling all Turkish
people as arrogant and linking Turkish people's incompetence in speaking English
to their "havinga big ego" is also a pretty good example of stereotyping, which is
closely related with ethnocentrism. In fact, Bennett (1993b, 2004) identifies this
phenomenon as "reverse defensiveness" in which ethnocentric individuals view all
the elements represergitheir own culture as "bad" while accepting other cultures

as often "exotic" and "idealized".

As for the second most commonly emerged code regarding the interviewees'
opposition to the insertion of Turkish cultural elements in EFL classes (N=3), they
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sawit as a waste of time because students can learn further about Turkish culture
separately from the lessons as presented in Examples 42 and 43:

Example 42 (Interview Data, Set B: Question 4, Interviewee 6)

Because we are already living in Turkeydaif we don't know much aboudur
history, our culture, it is our bad. By the waye have all the means, all the
opportunities to learn more about it as we live in our home country. | mean, we will
always have that chance as long as we live in Turkey, sast'sajwaste of time to
include natve culture in English languag#assrooms.

Example 43(Interview Data, Set C: Question 1, Interviewee 10)

My reasons behind this choice are very gen We have a limited time iour
English classes and if we use thatdito concentratenolurkishculture, we won't be
able to concentrate on othemltures, so | think that itbetter to spend our limited
time presenting our studisnwith the things they're némiliar with.

The interviewees' responses in Examples 424ansgupport the claim put forward
earlier (i.e. participants' not knowing the appropriate way of presenting Turkish
culture in a foreign language class). They contended that Turkish learners of
English were already familiar with their native culture, se fiimited class time
should be spent on introducing other cultures rather than learners' own culture.
However, they seemed to be unaware of the fact that presenting other cultures in
an EFL class would be useless in terms of making learners interculturally
competent unless they reflect on their native culture in relation to those cultures
(McKay, 2000, 2002, 2012). In other words, native cultural awareness is a
prerequisite for intercultural awarene€3aker, 2011;Bennett, 1993bByram,
1997; G°nm,n &R0 ISZA;] Ko, 20 &@amschKi®3Br |l asl an, 2010

As for the last reason, one of the interviewees asserted that Turkish learners of
English become more motivated if they learn about other cultures as can be seen in

Example 44:

Example 44 (InterviewData, Set B: Question 4, Interviewee 6)
... And I think that it would be more intsting and motivating for owstudents to
learn about the cultures of different countries rather than tb&in culture.

During the interviewsthe participants who supped the incorporation of native
culture in ELT (N=7) were specifically asked how Turkish cultural elements
should be integrated into English language classes to help learners build their

intercultural awareness (SET C: Q4). As displayed in Exampld846e analysis

of the relevant data surprisingly revealed that of the many approaches and
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technigues used in today's intercultural foreign language cldbsesiterviewees
only referred to the "comparative approach” without providing adequate details:

Example 45 (Interview Data, Set C: Question 4, Interviewee 2)

They can compare and contrast our own culture and the target culture. Thus, they can
learn about the differences and similarities among the cultures.

Example 46 (Interview Data, Set GQQuestion 4, Interviewee 7)

To build their intercultural awareness we can compare and contrast Turkish culture
with the other cultures. As | said from the beginning, we need to incorporate both
Turkish culture and other cultures and in that way, our stadeah see the
similarities and differences among cultures better.

Example 47 (Interview Data, Set C: Question 4, Interviewee 8)

| think they can compare the similarities and differences between Turkish culture and
foreign cultures. We can use many atitdd to achieve that irour classes. There are

a lot of sources we can make use of, for example,caa make them watch videos
from various countries and then ask their opinions related to cultural things, festivals,
and many different things, | guess.

Example 48 (Interview Data, Set C: Question 4, Interviewee 9)

Maybe giving students a context where Turkish culture and other cultures are
compared with one another. We can use comparisons as a strategxdrople, in
Turkish culture, we make that re@mn to the situation. How do people react this in
English culture? Let's try to find out that. This can always be our starting point.

It is without doubt that the "comparative approach" is one of the most significant
approaches used for EFL learnerseratltural training. Byram (2000ip.15) also
highlighted the importance of its application in the English language classroom
since learners "need to reflect on their own social identities and their own cultures
in order to better understand those of otheople”. However, it is not the "only"
approach that can be adopted in an EFL class. Although none of the interviewees
mentioned, both the "ethnographic approach” which aims to help learners
understand how to engage in intercultural exchanges in an iliafasetting
independently, and the "experiential learning" which focuses on the development
of learners' reflective orientation through their active participation in the
intercultural learning processes deserve the same level of attention as the
"comparaive approach” in intercultural foreign language education (see
Romanowski, 2017). Apart from that, as can be seen in Exampid8, 45/en

when the interviewees talked about the "comparative approach”, their responses
were superficial and lacked the relavanethodological descriptions. For instance,
they all mentioned "comparing and contrasting Turkish culture with other
cultures”, but none of them were able to elaborate on that and name a specific
technique which can be implemented while adopting thigoagh in English
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language classes. Even though the interviewees participating in this study were

trained to become English language teachers, they appeared uninformed of the

existing literature which lists, among many others, a group of techniques such as

simulation games, critical incidents, culture assimilators,-ptags, cultural

informants and case studies to help learners of English build their intercultural

awareness Baker, 2012; Corbett, 2003; Frank, 2013;Hi k manoj | u, 2011;
Romanowski, 2017).

When generally evaluated, it becomes clear that the participants of this study were
in favour of the incorporation of learners' own culture in EFL classes together with
other cultures. What is more, the bulk of them seemed to be aware of the fact that
the presentation of Turkish cultural elements in English language classes had a
profound effect on the development of all five savoirs ("attitude"”, "knowledge",
"skills of interpreting and relating”, "skills of discovery and interaction”, and
“critical cultural avareness") that comprise Byram's ICC model. Interview results
also validate the findings of the questionnasece most of the interviewees
(7/10) set forth a number of literatdbacked reasons why Turkish cultural
elements should be presented in EFassks. Taking into account all of these, it
can primarily be said that these findings significantly differ from the results of the
studies conducted by ¥nalan (2004), Atay (2
Turkish EFL teachers' views on the integrat@incultural content into ELT and
found that the majority of the respondent teachers ranked "learners' own culture”
as one of the least favourite objectives of culture teaching in English language

classes.

On the other hand, there was a distinct mismditaind between prservice
English language teachers' responses to the first two research questions and the
third research question. Their responses to the first two research questions seemed
like they presented the profile of a "foreign language and euteacher,"since

they gave a classic definition of culture, assumed a static relationship between

language and culture, and referred to this "inseparable” relationship, rather than the
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intercultural goals of foreign language education, as the chigboper of
presenting cultural content in EFL classes. However, in the third research question,
they displayed the features of a "foreign language and intercultural competence
teacher" by supporting the presentation of all three contexts of cultural content
(NC, TLC, IC) in EFL classes and accepting the key role of learners' native culture
in making them interculturally competent. One plausible explanation for this
mismatch could be there-service English languageteachers’ partial "received
knowledge" (Wallae, 1991) on the intercultural teaching of English. It is apparent
from their responses to the questionnaire items and interview questions aiming to
answer the third research question that they became acquainted with the terms,
concepts and theories thateawidely regarded as part of the literature on
intercultural foreign language education. Yet, the results obtained in the first two
research questions also illustrate that this "acquaintance" is limited as they still had
some misconceptions about whatiatercultural approach to ELT really means.
Another thing to note here is that even though the participants of this study were
positive about integrating Turkish culture into ELT, when they were asked about
the ways of presenting Turkish cultural elememsEFL classes to develop
learners' ICC, not only did they talk about one single approach, but they also failed
to provide sufficient details about it. Interpreting this finding prior to the analysis
of the last research question might be misleading,ustiqy looking at this initial

result, it could be argued that thare-service EFL teachers' "experiential
knowledge" (Wallace, 1991) on how to introduce intercultural teaching in a
foreign language class might have been insufficient as well. In ordecéotain
whether the praservice English language teachers in this study had enough
theoretical knowledge and practical experience concerning the examined topic, the
guantitative and qualitative data gathered for the last research question were

scrutinizedn the next section.

5.4.What is the Place of Turkish Culture at METU FLE Department as Part
of Pre-Service English Language Teachers' Intercultural Training?

As it was stated in the previous section, in order to become interculturally competent

one shald always take into consideration his or her native culture in the process of
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learning about foreign cultures because "to enter other cultures4srterene's own"
(Phipps & Gonzalez, 2004, p.3). That being the case, it can be said that presenting
Turkish cultural elements in English language classes exerts a decisive effect on the
development of Turkish learners' intercultural competence. On the other hand, it is a
well-known fact that effective foreign language education depends heavily on the
tam ng of teachers (Kérkg®z, 2009), and EFL
possess or do not know (Bastos & Araujo e Sa, 2015). Right at this point, two
fundamental questions involving the Turkie-serviceteachers of English arise: (1)

Do they thenselves gain awareness of their native culture as -aoprétion for
possessing a high level of ICC? and (2) Do they have the necessary knowledge and
skills to appropriately integrate native cultural elements into EFL classes in an attempt
to foster their*future" learners' ICC? The following two subsections seek out the

answers of these key questions in the case of METU FLE Department.

5.4.1.What is the Place of Turkish Culture in the Linguistic Competence
Based Courses at METU FLE Department?

The aim of the linguistic competerbased courses offered in the METU FLE
undergraduate curriculum (see Table 4.5) is to sharpepréfservice EFLteachers'
language skills and increase their knowledge on language systems in the target language
( G° k,t2e1p)eAs the primary objective of teaching a foreign language is now
defined in terms of the acquisition of ICC (Moeller & Nugent, 2@ktcu, 2006 these
courses can be said to not only enable them to understand how English works from a
number of pespectives, but also lay the foundations for making them interculturally
competent. Hence, if presented in the proper manner, linguistic competseck
courses have great potential to heiglgemserviceteachers' awareness of both their
own culture andther cultures. Apart from that, when the contribution level of these
courses to the achievement of the {@@nted METU FLE program outcomes was
scrutinized, it was revealed that some of the courses belonging to this group were
reported by the departmeigelf to contribute either almost fully (FLE 307 Language
Acquisition=2.6, FLE 426 English Lexicon=2.6) or partially (FLE 270 Contrastive

114



Turkish-English=2.1, FLE 133 Contextual Grammar [=2.0, FLE 134 Contextual
Grammar 11=2.0, FLE 135 Advanced Reagiand Writing 1=2.0, FLE 241 English
Literature 11=2.0) to the development jofe-serviceteachers' intercultural competence
(see Table 4.7). Therefore, in order to find out whethepteservice EFLteachers
thought that the linguistic competeruasedcourses at METU FLE Department
improved their intercultural outlook on Turkish culture, scale "SECTION 5" was
created (see Table 5.16). Like the previous one presented in Section 5.3, this scale was
based on Byram's Multidimensional Model of Intercult@ampetence, which formed

the main theoretical framework of the present study (see Chapter 2). For detailed
analysis, the scale was divided into four groups of items. The first group was composed
of theltems 34, 35, and 36 which concentrated on the raledinguistic competenee
based courses in developipgeservice EFLteachersintercultural attitudes towards
Turkish culture. The second group contaittedhs 37 and 38 which aimed to unearth

the role of the linguistic competenbased courses in in@®ng preservice EFL
teachers' knowledge about Turkish culture. The third group incloeled 39, 40 and

41 which focused on the role of these courses in developing their intercultural skills
(both "skills of interpreting and relating” and "skills of afigery and interaction™)
related with Turkish culture. Lastly, the fourth group consistettenhs 42 and 43
which investigated the role of the linguistic competdvased courses in developing

pre-service English languageachers' Turkish cultural awae=ss.

Table 516. Scale "SECTION 5" on the Place of Turkish Culture in the Linguistic
CompetencdBased Courses at METU FLE Department

Taking into account all the departmental (FLEcoded) courses that address linguistic
competence, how often have you ...

34. ... read texts on Turkish culture written by foreign authors?

35. ... gotin contact with foreigners to get their ideas abouikish culture?

36. ... analysed the images of Turkish culture presented in international mass media?
37. ... talked about issues related to Turkish culture?

38. ... explored different local cultures in Turkey?

39. ... compared foreigners' views about Turkish culture with your own views?

40. ... compared aspects of foreign cultures with Turkish culture?

41. ... focused on the ways of expressing Turkish culture in intercultural situations?
42. ... had theopportunity to gain a conscious understanding of Turkish culture?

43. ... reflected critically on Turkish culture while learning about foreign cultures?

Starting with the first group of items (36), Table 5.17 highlights that a high

percentage of the respondents did not do anything or did very little to develop their
115



intercultural attitudes towards their own culture in the linguistic competsasz
couses they took at METU FLE Department. As a result, they stated that they never
or hardly ever read texts on Turkish culture written by foreign authors (Item 34:
78.8%, 63/80 informants) or got in contact with foreigners to get their ideas about
Turkish cuture (Item 35: 62.5%, 50/80 informants). The majority of the respondents
also highlighted that they never or hardly ever analysed the images of Turkish culture

presented in international mass media (Item 36: 62.5%, 50/80 informants).

Table 517. The Role of the Lébased Courses in Developing fService ELTS'
Intercultural Attitudes towards Turkish Culture

ITEM 1 Never 2 Hardly 3 Sometimes 4 Frequently 5 Always
Ever
N % N % N % N % N %
34 15 18.8 48 60.0 16 19.9 1 1.3 0 0.0
35 24 30.0 26 32.5 24 30.0 6 7.5 0 0.0
36 17 21.2 33 41.3 26 32.5 4 5.0 0 0.0

The relational nature of culture makes it hard for individuals to see their own culture
clearly, and most of the time, people's native culture becomes visible to them only
when it is looked at from an outsider's viewpoint (Lawrence, 2010). That is why, Aga
(2006) claimed that "there is no culture of X, only a culture of X for Y" (p.6). In this
respect, it can be claimed that in order forghesserviceEFL teachers in this study to

be able to take an intercultural attitude towards Turkish culture, tbereauired to
"retrench themselves in their pegposure beliefs”, and then "look at their own
cultural systems from the point of view of 'the other™ (Sercu et al., 2008).pli2

other words, as Byram (1997) stated, they should decentre from theicutiwre.

One way to help preervice English language teachers adopt an attitude of decentring
is to provide them with extracts or articles from different magazines, travel guides,
newspapers, reference books, and websites written by the foreigners whashiad

or lived in their homeland (i.e. Turkey) for some time (Byram et al., 2002). Moreover,
they should be encouraged to critically explore the images of their native country and
culture (in our case Turkey and Turkish culture) presented in interabtisual and

written media, such as movies, TV series, newspapers, radio programmes, TV shows,
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travel videos, magazines and novels (Baker, 2012). Last but not least, according to the
latest statistics released by the International Students Office UMEO19), each year

METU hosts over 2,000 international students from over 85 different countries. The
presence of such a large number of international students on the campus should be
seen as a golden opportunity for tipeeservice English language teaclers'
development of their intercultural attitudes. For instance, they can be assigned some
small tasks or even fate-face encounter projects in which they are supposed to carry
out interviews with these students to find out how they perceive Turkislepeug

their culture, and more importantly, why they have these perceptions (Byram et al.,
2002).

In the second group of items, responses tdtdms 37 and 38 in Table 5.18 indicate

that more than half of thpre-serviceteachers (56.2%) highlighted thegmetimes

talked about issues related to Turkish culture in their linguistic compédtesed
courses whereas a quarter of them asserted that they never or hardly ever did that
(Item 37: 25.1%, 20/80 informants). On the other hand, the bulk of the respond
stated that they never or hardly ever had a chance to explore different local cultures in

Turkey in those departmental courses (Item 38: 71.3%, 57/80 informants).

Table 518 The Role of the Lébased Courses in IncreasiRge Service ELTS'
Knowledge about Turkish Culture

ITEM 1 Never 2 Hardly 3 Sometimes 4 Frequently 5 Always
Ever
N % N % N % N % N %
37 5 6.3 15 18.8 45 56.2 15 18.7 0 0.0

38 22 27.5 35 43.8 21 26.2 2 2.5 0 0.0

Individuals living in a certain country catevelop different local cultures depending

on their geographical region, so@oonomic situation and previous experiences. For
this reason, Yoshida (1996) defined individuals as representatives of diverse sub
cultural systems, such as gender, ethni@tg, education, occupation, nation, and
region. Kramsch (1993%205206) linked the idea of "diverse suahbltural systems"

to the foreign language teaching pedagogy by proposing "teaching culture as
difference" as one of the four aspects of culture tegclm which she mainly drew

attention to the fact that national cultures are not uniform and the variety that exists
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within them should be emphasized in foreign language classes. In the light of such
information, when Table 5.18 is examined, it is sean tiepre-serviceteachers in

this study did not seem to be ready to implement what Kramsch proposed to them
since they were not given an opportunity in their departmental courses to explore the
local cultures of the country where they will be servingaglish language teachers
(Item 38). According to Edelhoff (1997), one of the three characteristics that teachers
with an intercultural profile must possess is to gaidapth knowledge of their own
country (as cited in Marczak, 2013, p.77). Similarly, today's English as an
international language (EIL) pedagogy, teachers are asked to acquaint themselves with
the local educational settings they operate in (Rubdy, 2009; Zacharias, 2014) so that
they are able to select educational materials and actititesnclude both local and
international contexts and that are familiar and connected with learners' lives
(Alptekin & Alptekin, 1984; Alptekin, 2002). Apart from that, in a recent study
carried out by Demir (2015) on the effectiveness of thespreice ELTEPS in
Turkey, it was found out that the majority of the teacher educators did not believe the
program prepared th@e-service EFLteachers to operate in the Turkish EFL socio
cultural contextsince they were unaware of the local cultures in TurBeye of the
teacher educators in this study also claimed that when being appointed to the schools
in rural areas, thegweservice EFLteachers experience culture shock in intracultural
communication mostly because they do not know what to do concehairigdal
circumstances. Considering all of these, it can be said that educatisgnpoe
English language teachers who are not only knowledgeable about the local cultures in
Turkey, but also sensitive to the needs of the local educational settingscim tivby

will function is of utmost importance to their survival in such contexts. Thus,
understanding one's native culture, which is considered to be one of the key principles
in the intercultural learning process, should become the cornerstone of-fegvire
ELTEPs in Turkey (Kézeéel as | pseservicekelcheds) . I
should be encouraged to critically analyze all the basic cultural notions that become
part of the daily life in Turkey, such as culinary traditions, festivalgnoenies, the
hidden rules of Turkish behaviour, and look for the diversity and complexity of
various local cultural groupings within their native cultiaKer, 2012(GomezParra

& RaigonRodriguez, 2009).
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On the other hand, as can be seen in Table h&8percentage of there-service
teachers who claimed that they sometimes talked about issues related with Turkish
culture in their departmental courses (Item 37) was much higher compared to the other
items (34, 35, 36, and 38) in the scale. This mighdumeto the fact that the nature of
some of the linguistic competenbased courses offered at METU FLE Department
(i.e. FLE 270 Contrastive Turkidbnglish, FLE 307 Language Acquisition, FLE 423
Translation, FLE 426 English Lexicon) requinaek-service EL teaclers to analyze
aspects of their native language and culture. Nevertheless, it is not known for certain
how much of the itlass discussions tipee-serviceEnglishlanguageaeachers had in

those courses actually increased their own cultural kngeladcessary for the cress

cultural encounters.

Moving on with the third group of items (38), which focused on the role of the
linguistic competencbased courses in developingreservice EFL teachers'
intercultural skills related with Turkish culturBable 5.19 presents that a big majority

of the respondents said that they never or hardly ever compared foreigners' views
about Turkish culture with their own views (Item 39: 61.3%, 49/80 informants) or
focused on the ways of expressing Turkish culturatercultural situations (Item 41.:
67.5%, 54/80 informants) in their departmental courses. On the other hand, while half
of the respondents indicated that they sometimes compared aspects of foreign cultures
with Turkish culture in those courses, almoghied of them claimed that they never

or hardly ever did that (Item 40: 31.4%, 25/80 informants).

Table 519. The Role of the Lébased Courses in Developing f8ervice ELTS'
Intercultural Skills Related with Turkish Culture

ITEM 1 Never 2 Hardly 3 Sometimes 4 Frequently 5 Always
Ever
N % N % N % N % N %
39 16 20.0 33 41.3 26 32.5 5 6.2 0 0.0
40 6 7.6 19 23.8 40 50.0 15 18.6 0 0.0
41 12 15.0 42 52.5 24 30.0 2 2.5 0 0.0

The role of a foreign language teacher in th&@htury is that of an "intercultural
mediator" between his or her native culture and foreign cultures (Aguilar, 2009;
Catalano, 2014Holguin, 2013;Kural & Bayyurt, 2016;Siek-Piskozub, 2014)ln
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this regard, Byram et al. (2002) define the "best" EFL Hea@s "neither the
native nor the nomative speaker, but the person who can help learners see
relationships between their own and other cultures” (p.10). In order to become an
intercultural mediator, on the other hand, English language teachers shsuld fi
acquire the skills of comparing and relating. Looking at the results given in Table
5.19, it can be concluded that thee-service EFLteachers in this study were far
from being intercultural mediators because they spent only a little of their time in
the linguistic competeneleased courses developing these skills. For example,
nearly tweothirds of them (61.3%) asserted that they never or hardly ever
compared foreigners' views about Turkish culture with their own views. In the
same vein, comparing aspecof foreign cultures with the native culture was
claimed not to have been done frequently enough in those courses by the bulk of
the preservice teachers (Never=7.6%, Hardly Ever=23.8%, Sometimes=50%)
although it is widely regarded as an activity whidnis the backbone of any
intercultural learning (Byram, 2000b, 2008; Clouet, 2006; Lee, 2013). One
solution to help th@re-service EFLteachers master their reflective and analytical
skills would be the restructuring of the linguistic competdoased corses in an
attempt to push them into performing a comparative analysis of the foreigners'
views about Turkey and Turkish culture as presented in guidebooks, travel blogs
and newspaper articles with their own experience of and views about their home
country and culture. To give an example, in the courses such as FLE 135/6
Advanced Reading and Writing I/Ipre-serviceteachers can be asked to write a
reflection paper as "insiders" on the extracts or articles in which foreigners give
their own opinions aboua particular aspect of Turkish culture as "outsiders".
Another alternative would be making them engage in prolsielving activities in

the speaking courses given in the department (FLE 138 Oral Communication
Skills, FLE 280 Oral Expression and Public Speg) that focus on the cultural
conflicts voiced not only by the foreigners living in Turkey but also by the Turkish
people living abroad. With such activities on offer, tpee-service English
languageeachers would soon realize that their perceptidridudkish culture and

other cultures are not the same as those of the foreigners, which is a giant step on

the road to mediate between different cultures.
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Another thing to note is that even though individuals initially feel highly
knowledgeable about theinative culture, when it comes to articulating its
underlying aspects to the foreigners, they have a hard time in doing that. In fact,
this is very much similar to the difficulty that native speakers have in explaining
the grammar of their language to thennative speakers (Yazdanpanah, 2017).
The main reason why individuals find it difficult to put what they know into words

is because their native cultural perspectives and practices are products of the
enculturation process they grow up with, and thraughhis whole process, they

do not usually pause to question the influences that have laid the groundwork for
their own cultural behaviour (Yazdanpanah, 2017). Besides, individuals probably
never reflect on how to express their own culturatyaped pergaions and
experiences to others through a foreign language unless they feel the need to do
that. Connecting all these to the foreign language teaching pedagogy, it is without
doubt that only the EFL teachers having acquired the skill of explicitly aating|

their native culture can serve as good role models for the students of English who
are supposed to learn to explain their own ideas and culture in various cross
cultural contexts. Nonetheless, the results presented in Table 5.19 do not look
promisingin terms of educating such pservice English language teachesisce

just over twethirds of the respondents in this study (67.5%) highlighted that they
never or hardly ever focused on the ways of expressing Turkish culture in
intercultural situationgltem 41). Therefore, this finding reiterates the need to
make intercultural exchanges explicit in design a part ofpiteeservice EFL
teachers' lives during their undergraduate education in order to afford opportunities
for them to identify the featured their native culture (Byram, 2003). This can be
best achieved by sending as many-geeviceteachers as possible to study abroad
for at least one semester under student exchange programs becgueasdngce
teachers who have overseas experiencal ten upgrade their intercultural
communication skills much faster than those who lack such experience
(Hi kmanoj Il u, 2 0 1 tdepartmeEntal dodperationomthin, METUn t e r
should be deepened to create such intercultural exchanges betwpessteice
English languageteachers and international students studying at METU. For
instance, culture workshops held in English can be designed as an additional

component of the compulsory and elective "Turkish for foreigners" courses given
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by the Departments foTurkish Language (TURK 105, TURK 106, TURK 107,
TURK 108, TURK 201, TURK 202, TURK 203, TURK 301, TURK 302, TURK
304) and Modern Languages (TFL 271, TFL 272) or the elective "Contemporary
Turkey: Politics and Policies" course for the exchange studefesedfby the
Department of International Relations (IR 370). Both sides would benefit
enormously from these intercultural exchanges within the culture workshops. On
the one hand, METU's exchange and visiting students would gain a greater
understanding of spects of Turkish culture by asking and exploring questions
about Turkish people's cultural perspectives, practices and preferences. On the
other hand, there-service EFLteachers would not only learn about other cultures
as a result of their interactiomgith international students, but also develop the
ability to explicitly articulate their own culture. Most importantly, such
intercultural exchanges would raise tpes-service English languageteachers'
visibility of Turkish culture as they would begin to reflect on their own cultural
elements about which they rarely thought critically before, and thus identify gaps

in their native cultural knowledge.

Regarding the last group of items {42), Table 5.20 presents that a large
percentage of the respondents did not do anything or did very little to develop their
Turkish cultural awareness in the linguistic competdraged courses they took at
METU FLE Department. As a consequence of this, théy theat they never or
hardly ever had the opportunity to gain a conscious understanding of Turkish
culture (Item 42: 71.3%, 57/80 informants) and reflected critically on Turkish
culture while learning about foreign cultures (Item 43: 72.6%, 58/80 infosniant

those courses.

Table 520. The Role of the Lébased Courses in Developing f8ervice ELTS'
Turkish Cultural Awareness

ITEM 1 Never 2 Hardly 3 Sometimes 4 Frequently 5 Always
Ever
N % N % N % N % N %
42 9 11.3 48 60.0 18 22.4 5 6.3 0 0.0

43 33 41.3 25 31.3 11 13.7 11 13.7 0 0.0
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Learning something necessitates noticing it as the first step, and then having the
drive necessary to continue doing something about it through conscious endeavour
(Romanowski, 2017, p.80). Van Lier (1996) elaborated on the close relationship
between "notiing" and "learning" by saying that "noticing is an awareness of its
existence, obtained and enhanced by paying attention to it" (p.11). Since acquiring
ICC basically means learning about "interacting effectively with people of cultures
other than one's aw (Byram, 2000a, p.297), eminent scholars in the field of
intercultural foreign language education placed "awareness" at the centre of their
ICC models and saw it as a pivotal dimension of ICC. Moreover, they considered
"self-awareness” to be a crucialitial component in the process of becoming
interculturally competent. For instance, Byram's (1997) Multidimensional Model
of Intercultural Competence related “critical cultural awareness" to the other three
main "savoirs" (attitude, knowledge and skillgdareated it as the most powerful
dimension among them all. Byram (2000a) also viewed "native -cultural
awareness" as an absolute prerequisite to establishing successful intercultural
interactions in his ICC model (p.10). In Bennett's (1993b) Developmitudél

of Intercultural Sensitivity, it was posited that an intercultural individual passes
through three ethnocentric and three ethnorelative stages along a developmental
continuum with denial as the first ethnocentric stage, through defense,
minimization acceptance, adaptation, and integration as the last ethnorelative
stage. On the other hand, in his model Bennett (1993b, 2004) contended that
individuals cannot move beyond ethnocentric stages to more ethnorelative stages
unless they fully understand thenative culture and develop cultural self
awareness. What is more, Baker (2011, 2012, 2015) put forward a model of
intercultural awareness that expanded on Byram's ICC model to better account for
the nature of crossultural communication in ELF settingk his model, Baker
proposed three levels for the development of intercultural competence, moving
from "basic cultural awareness" to "advanced cultural awareness" and lastly
"intercultural awareness". According to Baker (2011, 2012, 2015), in order for
individuals to possess intercultural awareness as the ultimate goal, they are
initially expected to have a conscious understanding of their native culture, in
other words, "basic cultural awareness”, which formed the starting point of this

model.
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While all the prominent scholars in the field call attention to the significance of
cultural selfawareness in the process of gaining intercultural competence, it is
worrisome to see the results highlighted in Table 5.20. Much like the findings
obtained in the angsis of the first three groups of items {84), the preservice

English language teachers in this study stated that the linguistic compkésace
courses offered in their department played little or no role in developing their
Turkish cultural awarenegiems 4243). It should always be kept in mind that the
success of the intercultural English language teacher education depends to a great
extent on whether such courses makeptteeservice EFLteachers ponder over the
underlying reasons of their natiwailtural practices, expectations and behaviours

when target and other world cultures are introduced to them.

On the other hand, the interview results were found to be consistent with this
finding of the questionnaire in that when asked about the prismamces that have
helped them gain awareness of the Turkish culture (SET D: Q1), none of the
interviewees counted their undergraduate education at METU FLE Department as
one of these sources. Table 5.21 presents the frequency of the codes for the
"primary sources helping participants gain awareness of the Turkish culture”

category from the most common to the least:

Table 521. Frequency of the Codes for the "Primary Sources Helping Participants
Gain Awareness of the Turkish Culture" Category

Code Frequency
1 Family 10
1 Primary school years 6
1 Erasmus experience 4
1 Friends 3
9 Life on METU campus 3
1 Books 2
1 Hometown 2
1 Media 1
1 Secondary school years 1
1 Neighbours 1

Total 33

Looking at these primary sources in Table 5.21, it can easily be concluded that the
interviewees mostly referred to the key members in their society (i.e. family,

teachers, friends, fellow countrymen and neighbours) from whom they acquired
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the cultural nams and values of their native culture. This process is also called
"enculturation” in which individuals pick up the cultural patterns of the society
they are brought up in by observing and imitating the people around them
(Wintergerst & McVeigh, 2011). Uike acculturation, which begins when at least
two cultures meet and leads to a change in one's cultural system as he or she makes
a conscious effort to learn a second culture, enculturation is much less contingent
upon conscious mediatipsince "immature'members are only exposed to their
heritage culture, and while acquiring it, they do not necessarily question the things
their elders ask them to do (Kirshner & Meng, 2011). For this reason, it can be
claimed that the sources that the participants merdioleing the interviews are
merely regarded as the major tools that enabled them to acquire their own culture;
not the ones that actually made them become aware of their native culture.
However, it is important to note here that of all the primary sogises in Table

5.21, "Erasmus experience" and "life on METU campus" might have played a role
in developing the interviewees' Turkish cultural awareness because the former one
provides students a real context in which they can compare and contrast their
naive culture with other cultures and thus have a conscious understanding of
"their own culturallyinduced behaviour" (Ho, 2009). The latter one, on the other
hand, might have been effective in terms of givingpreeservice EFLteachers a
chance to meet o international students from diverse cultural backgrounds and

local students coming from different regions of Turkey.

The analysis of the items (38) in scale "SECTION 5" presents the general
picture of the place of Turkish culture at METU FLE Deparnimdlevertheless, in
order to find out whether there is any correlation between the department figures
on the level of contribution of the linguistic competeiesed courses to the IEC
oriented program outcomes (PQahd thepre-serviceEnglishlanguageeachers'
actual thoughts about the role of these courses in making them aware of their own
culture, participants were asked to respond to lteens 44 and 45 in the

guestionnaire.

Item 44 intended to uncover if there were any linguistic competeasedcourses

that thepre-service EFLteachers in this study thought played a significant role in
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raising their awareness of the Turkish culture. Table 5.22 indicates that an
overwhelming majority of the respondents (73.8%) thought that there was not a
single ourse offered in their department to achieve that, whereas more than a
quarter of them (26.2%) stated that the METU FLE undergraduate curriculum

included some courses that contributed to their Turkish cultural awareness.

Table 522. PreService English Language Teachers' Thoughts on Whether LC
based Courses Raised Their Awareness of the Turkish Culture

Item 44 N %
YES 21 26.2
NO 59 73.8
Total 80 100

Besides|tem 45 was specifically prepared for those who said "YES" tdtéme

44. This timepre-service EFLteachers were asked to write a minimum of two and

a maximum of three courses that have significantly raised their awareness of the
Turkish culture. The fitsstage of the analysis of the data included counting the
number of courses listed by them. The results presented in Table 5.23 show that
only 8.7% of the respondents were able to list three courses while less than one

fifth of them (17.5%) listed at leasto courses as instructed by the researcher.

Table 523. Number of LCbased Courses Listed by the fService English
Language Teachers

Number of courses N %

THREE courses 7 8.7
TWO courses 14 17.5
NO courses 59 73.8
Total 80 100

The second stage of the analysis of the data included the presentation of the
average contribution level of linguistic competetesed courses to METU FLE
Department's IC@riented POs from the highest to the lowest, and its comparison
with the frequencyof the courses listed bgre-service EFLteachers (see Table
5.24).

126



Table 524. Average Contribution Level of L®ased Courses in Comparison with
Their Frequency Listed by R&ervice English Language Teachers

Name ofthe course Average Frequency %
contribution

FLE 426: English Lexicon 2.6 6 12.3
FLE 307: Language Acquisition 2.6 6 12.3
FLE 285: Language and Culture (Elective) 2.3 7 14.3
FLE 270: Contrastive Turkisknglish 2.1 8 16.3
FLE 261: Linguistics Il 2.1 2 4.1
FLE 279:Int. to Comparative Linguistics (Elective 2.1 2 4.1
FLE 241: English Literature Il 2.0 3 6.1
FLE 135: Advanced Reading and Writing | 2.0 2 4.1
FLE 133: Contextual Grammar | 2.0 0 0.0
FLE 134: Contextual Grammar | 20 0 0.0
FLE 136: Advanced Reading and Writing Il 1.6 0 0.0
FLE 146: Linguistics | 1.6 1 20
FLE 140: English Literature | 15 0 0.0
FLE 137: Listening an&ronunciation 1.3 0 0.0
FLE 311: Advanced Writing & Research Skills 1.3 0 0.0
FLE 315: Novel Analysis 11 0 0.0
FLE 280: Oral Expression & Public Speaking 1.0 1 2.0
FLE 423: Translation 0.8 10 20.4
FLE 138: Oral Communication Skills 0.8 1 2.0
FLE 129: Introduction to Literature N/A 0 0.0
FLE 221: Drama Analysis N/A 0 0.0

Total 1.7 49 100

* Note: In "average contribution" column, the contribution levels should be interpreted as follows:
0=no contribution, 1=little contribution, 2=partial contribution, and 3=full contribution.

When the results presented in Table 5.24 are generally evhliiatan be said that

the overall average of the contribution levels of the courseprarsrviceteachers'
responses to the items (388) in the questionnaire correspond to each other. As can
be seen in Table 5.24, the overall average of the contniblevels of the linguistic
competencdased courses to the METU FLE Department's-¢@iénted POs is 1.7,

which means that on the whole these courses are acknowledged by the department
itself to make an almost partial contribution to the developmentreservice
teachers' intercultural competence. In the same veimrégervice EFLteachers'
responses to the items in the scale "SECTION 5" revealed that although there were a
few activities selected as "sometimes" by nearly a third of them (Item 3I®032.

Item 39: 32.5%) or even by at least half of them (Item 37: 56.2%, Item 40: 50%), the
bulk of therespondentstated in general they either did not do anything or did very
little to improve their intercultural outlook on Turkish culture in such courses.
Taking also into account the fact that only around a quarter of (2&.2%) were

able to list courses from the undergraduate curriculum fostering their native cultural
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awareness, one can arrive at the conclusion that the linguistic compedsede
coures given at METU FLE Department made only a little contribution tetee
service English languageteachers' attitudes, knowledge, skills and awareness

concerning Turkish culture as part of their intercultural training.

According to paragraph (b) @frticle 5 of the Law on Higher Education in Turkey

(Act No 2547, November 6, 1981), the principle of developing and fostering

"national culture integrated with universal culture” should be applied in the

organization, planning and programming stages of highegru c at i on ( Y ¥ K, 2000
As a consequence of this, glfe-service teachers in Turkey are required to

recognize their national culture as well as international cultures so as to meet the

NQFHETR's sixth cycle qualifications for Teacher Education and Edooat

Science (see Table 4.3). Despite the fact that METU FLE Department relates six of

its undergraduate program outcomes (POs 1, 2, 5, 6, 7, 15) to the intercultural

aspects of the aboveentioned NQFHETR qualifications, it was found out in this

study ttat the level of contribution of the linguistic competebesed courses to

these ICGoriented POs was not sufficient enough to mpkeserviceteachers

aware of their native culture, and in this way, interculturally competent. It is a well

known fact thaR1%century foreign language teachers are now expected to help their

|l earners acquire 1 CC (Moeller ;&rclugent, 20
2006, and it is extremely unlikely that they will achieve to do this if they are not

equipped with ICC themselves. Since native cultural awareness iscanaliéon

for having a high level of ICC (Byram, 2000a, p.10), understanding one's native

culture in réation to other cultures should be made an essential part of such courses

offeredintheprs er vi ce ELTEPs in Turkey (Kéezélasl an,

On the other hand, when the results given in Table 5.24 are evaluated on a course
basis, it is seen that the department figures on the level of contribution of the
linguistic competencbased courses to the I&iented POs are mostly in line with

the freqiency of these courses listed by teserviceteachers. For instance,
regarding the courses that increased their native cultural awareness, nearly two
thirds of the preservice EFLteachers (63.4%) mentioned the ones that were

reported by METU FLE Deptinent to make more than a partial contribution to its
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intercultural POs (FLE 426, FLE 307, FLE 285, FLE 270, FLE 261, and FLE 279).
The only exception to this congruence is "FLE 423 Translation" which appeared to
be the most frequently mentioned coursetly pre-serviceteachers in terms of
raising their Turkish cultural awarengsdthough it was also declared by the
department to make a very small contribution to its intercultural POs. This
discrepancy might be a result of the nature of translation e®ueqquiring the
presentation of elements related with native language and culture in any foreign
language class. For this reason, even though the "FLE 423 Translation" course did
not pursue a specific goal of increasingeservice teachers' intercultural
competence, translating texts from Turkish to English or vice versa might have
played an indirect role in fostering their awareness of the Turkish culture. Another
thing which is worth mentioning here is the presence of the "FLE 285 Language and
Culture"as the third most frequently listed course in Table 5.24. Since it is a type of
course electively offered at METU FLE Department, it is not known how many of
the preservice EFLteachers participating in this study took this course. However,
under any ciramstances, it is quite surprising that its contribution level as a
"culture” course to the department's intercultural POs is just 2.3, which can be
placed somewhere between partial and full contribution. The existing literature
includes many studies whigioint to the positive impacts of a cultiedated class
available in a teacher education program onsprgice English language teachers'

| CC devel opment (Bada, BeOkotOgk i Bikday a& 56|
Hi Kk mano]j | wHpolguing @A13;;Kar ab é ndunuslar&¢ | er , 2012,
Romanowski, 2017; Yazdanpanah, 2017). Hence, the scope of the existing "FLE
285 Language and Culture" course should be expanded to give future English
language teachers an intercultural outlook on Turkish culture from different
dimersions (attitude, knowledge, skills and awareness) and it should be made
compulsory for alpre-service EFlLteachers.

The results of the present study might also serve as awpagall to the preservice
English language teachers and urge them to ch&regeviews of culture learning
and teaching. In personal communications with the participants who stated they
never or hardly ever had a chance to engage in intercultural activities in their
departmental courses, the researcher found out that they actesadly thought of
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using their own initiative to explore their native culture separately from the classes.
In spite of the fact that there-serviceteachers in this study receive education on a
campus where they can easily get in contact with foreignegstttheir ideas about
Turkish culture, or at least have quick and easy access to a lot of local and foreign
sources related with Turkish culture thanks to predanttechnology, they did not
seem to have grasped those opportunities. This can be attriioutbe fact that
nearly all of them (N=79/80) defined culture as a static construct in the current study
because teachers who have a static view of culture mostly regard culture learning or
teaching as a teachled information transmission activity apposed to their
counterparts who look at culture from a dynamic viewpoint and thus drive learners
to take active involvement in the culture learning process (Liddicoat, 2002;
Marczak, 2010).

As all the interviewees highlighted in the questionnaire that tiever or hardly

ever had the opportunity to gain a conscious understanding of Turkish culture, they
were asked for the possible reasons why METU FLE Department did not give so
much place to their native culture during the interviews (SET D: Q2). Ofthe t
interviewees, five stated that the department administration might have thought that
there is no need to allocate much space to Turkish culture in the departmental
courses since pre-serviceteachers are overwhelmingly Turkish and they already

know ther own culture. With regard to this, two of them said the following:

Example 49(Interview Data, Set D: Question 2, Interviewee 7)

Probably, the faculty members in this department think that we don't need tde
exposed to Turkish culture because we aready awee of Turkishculture. That's
why, they tend to expose wsforeign cultures rather thamurkish culture.

Example 50(Interview Data, Set D: Question 2, Interviewee 8)

Maybe our department thinks thaewnave already been exposedTtokish cuture
through our families and primary, secangland high school education, sihey don't
want to give such education to us.

Besides, three of the interviewees asserted that giving place to Turkish culture in the
departmental courses might have beenghoas irrelevant to the university and/or
department's mission, but as can be seen in Examples 51 and 52 below, they differed

from each other with respect to their support for the idea:
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Example 51(Interview Data, Set D: Question 2, Interviewee 2)

Becawse METU is an Englisimedium university, | mean, its language of instruction is
English, so the only Turkish course we have taken is Turkish. Also, we are living in a
multicultural environment because there arstudents coming from all around the
world, but even in spring fests no stands are opened for the Turkish culture. |
believe that our own culture imique on its own, so we need to inwod or promote

our culture inevents like that. | think these are the mamsmns why there is no place

to Turkish culture in our university.

Example 52(Interview Data, Set D: Question 2, Interviewee 3)

First of all, before talking about our department, even the university itself is an
Englishmedium university, and the priority ofir department is not to teach the
culture itself. There are many thingsléarn and | still find myselincomplete in most

of the things like tezhing English to students wispecial requirements. There are so
many things we have to learn atehrning Turkish culture or integragjrit into our
courses is such a simgléng from my point of view.

The remaining two interviewees claimed that the faculty at METU FLE Department
deliberately avoided presenting Turkish culture in the departmental courses in order
to make them better internalize the target language and culture. They pointed out:

Exampe 53:(Interview Data, Set D: Question 2, Interviewee 6)

... We're studying in English Language Teaching Department, so we're studying the
language of other countries and since language and culture are inseparable, we are also
encouraged to be familiar thithe cultures of those countries. That's the reason why we
haven't been presented with elements of Turkish culture in our classes.

Example 54(Interview Data, Set D: Question 2, Interviewee 9)

I guess all the professors here in this departrf@rce usto keep a distandeom our

own culture in order to be moretathed to the target languagéney may think that

once we're stuck in Tuidh culture, it directly mearthat we will just get stuck in the
Turkish language as well. When we tadbout target wtural elements, it also means
that English language is goitg be the dominating thing in the classroom.

Lastly, preservice English language teachers were asked to respoéteinal6 in
the questionnaire in an attempt to reveal whether they think MECEJDepartment
should have a mission to raise their awareness of the Turkish culture in order to train

them as intercultural teachers. As shown in Table 5.25, a vast majority fethe

serviceteachers (80%) gave their support for this kind of deparahemnsgsion.

Table 525. PreService English Language Teachers' Thoughts on Whether METU
FLE Department Should Raise Their Awareness of the Turkish Culture

Item 46 N %
YES 64 80.0
NO 16 20.0
Total 80 100
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While responding tdtem 46, pre-service English languageachers were also
requested to state their reasons for the selected option. Table 5.26 indicates the
number of participants corresponding to each code that emerged in this category

from the highest to the lowest:

Table 5.26. PreService English Language Teachers' Reasons Why METU FLE
Department Should / Should Not Raise Their Awareness of the
Turkish Culture

Theme Code N %
METU FLE 1 It is necessary to become an intercultural 33 41.2
Department should teacher
raise preservice ELTS' {|t is necessary to learn how to express Turkis 15 18.8
awareness of the culture in intercultural settings
Turkish culture { It is necessary to understand Turkish secio 9 11.2
cultural context
1 The department ignores cultural aspects of 7 8.8
language learning and teaching
METU FLE 1 The department's mission is to raise their 9 11.2
Department should no  awareness of other cultures
raise preservice ELTs' { They already have enough knowledge of 7 8.8
awareness of the Turkish culture

Turkish culture

Total 80 100

Starting with the preservice English language teachers who supported the idea
that METU FLE Department should have a mission to raise their awareness of the
Turkish culture, 33 (41.2%) of them indicated that knowledge or awareness of
native culture is egstial for them to become an intercultural EFL teacher. With

regard to this, three of them said the following:

Example 55(Questionnaire Data, Iltem 46, Participant 41)

Because as we teach, we're supposed to use our own culture as a means of
teaching the target culture. If you are not knowledgeable about your own
culture, you cannot know to what extent foreign cultures differ from your
culture. Therefore, you dont know how to make implications or
comparisons.

Example 56 (Questionnaire Data, Ited®, Participant 43)

| think that in order to gain an intercultural aspect, a teacher should be
aware of his/her own cultural elements. In this way, s/he can gain an
understanding of various cultures and compare them with his/her own.

Example 57 (Quesionnaire Data, Iltem 46, Participant 80)

Definitely, it should have a mission to raise our awareness of our own
culture because it can make us qualified in terms of understanding the
concept of culture and then teaching it in the right way, also congpard
teaching other cultures depending on how we perceive our culture.
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In addition to this, 15 (18.8%) of th@e-service EFLteachers thought that raising
their awareness of the Turkish culture via departmental courses is necessary for
them to learn hovwo explain their native culture to foreigners in the crogsural

settings of the globalized world as can be seen in Examples 58 and 59 below:

Example 58 (Questionnaire Data, Iltem 46, Participant 18)

... When we graduate, we are goingget an interational diploma. Thameans we

can go abroad and find a job there. Therefore, we need to learn the ways of
introducing our culture to foreigners in English.

Example 59 (Questionnaire Data, Iltem 46, Participant 30)

... English is not just for nativepeakers nowadays. We are mative speakers but

we use it. We will be using English in many different contexts among many different
people, so if we can't explain or define our own culture, we won't be able to
communicate with them efficiently, or asketh about their own culture as well, so |
think if we know how to represent our culture in the target language, then we can
communicate with other peopded express ourselves better in various contexts.

Moreover, 9 (11.2%) of th@reserviceteachers statethat the presentation of
Turkish culture in their departmental courses is needed to make them understand

the Turkish sociecultural context where they will be working as English language

teachers. One of them pointed out:

Example 60(Questionnaire Datdtem 46, Participant 69)

If we only focus on other countries and rip<€nglish culture, we forgedur own

problems and cultural elements. After weduate, we work in Anatolignd we

cannot deal with culturgbroblems sometimes as we feetulture gagbetween us

and our country's people.
Last but not least, 7 (8.8%) of the participants highlighted that METU FLE Department
should undertake a mission to raise their awareness of the Turkish culture because
cultural aspects of language learning and tegchire generally neglected in the

departmental courses they took. In relation to this, one of them said:

Example 61 (Questionnaire Data, Iltem 46, Participant 60)

Cultural issues are not given much impoda because of the workload tfe

courses. There amnly a few elective courses abouttard andanguage learning.
The conclusion which can be drawn from the Example8155 that although the pre
service English language teachers in this study lacked the native cultural awareness
needed to develop lotheir own and their “future” learners' ICC, they were at least
aware of the significance of focusing on Turkish culture in their departmental courses.

They were cognizant of the fact that EFL teachers who have a conscious understanding
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of their native cliure can better deal with cultural issues in their classes, are better at
expressing their own cultural practices, products and perspectives to other people in
intercultural settings, and are more efficient in understanding the dynamics of the socio

cultural contexts they function in.

On the other hand, as presented in Table 5.25fiftmedf the pre-service English
languageeachers were against the idea that METU FLE Department should carry out a
mission to raise their awareness of the Turkish culture. When asked to state their
underlying reasons for this opposition, 9 (11.2%) offifeeserviceteachers indicated

that theirdepartment's mission is to raise their awareness of other cultures, not their
native culture (Example 62), whereas 7 (8.8%) of them asserted that they already have

enough knowledge of Turkish culture (Example 63):

Example 62 (Questionnaire Data, Iten64Participant 63)

We have only 4year education life to be competent in other cultures. We already live
in Turkey. We, as teachers, should already be active Isaand be critical about
other cultures to wdt we have in our own cultur&here is no neetb teach it; it is

our own respnsibility while we don't evefearn enough about other world cultures.

It is ridiculous that we spend tinan Turkish culture.

Example 63(Questionnaire Data, Iltem 46, Participant 10)

We have already learned a lot about oulture from kindergarten. Society structure,
family structure areeflected even in the maths books. Our festivals, traditions are
included in all the books we used in primary and high school. We don't need for
further information about our culture.

As it had been mentioned several times before, the participants' responses in
Examples 62 and 63 clearly indicated that they did not know how to approach their
native culture from an intercultural standpoint. These participants should always
bear in mind tht EFL teachers can neither develop the ability to see and articulate
their native culture nor become competent in other cultures unless they start
looking at their native culture from an outsider's paifiview and reflect on it

while learning about otmecultures. Therefore, making there-service EFL
teachers more analytical and observant of the Turkish culture should be seen as
one of the main responsibilities of the ys@rvice ELTEPs in Turkey in order to

educate the intercultural teachers of therfet
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5.4.2 What is the Place of Turkish Culture in the Pedagogic Competenee
Based Courses at METU FLE Department?

Current foreign language teaching pedagogies are not reduced to the teaching of
grammatical structures and the four basic language skillsnarg/(Byram et al., 2002;
Romanowski, 2017F-oreign language teachers are now expected to teach ICC in their
clases as wel(Corbett, 2003; Sercu, 200G)herefore, it is of paramount importance

that preservice English language teachers should be educated to not only become
interculturally competent themselves, but also transmit ICC to their "futureietear
(Catd ano, 2014& ¥z Sa A8 ihd hoal of the pedagogic competence
based courses given in the METU FLE undergraduate curricsieenT@able 4)as to
develop pre-serviceteachers' professional expertise so that they can be certified as
language tezhers( Ha t i p o jthese,cour2e8 ar& gppropriate to equip them with
the "received and experiential knowlet@é/allace, 1991heeded to incorporate both
Turkish culture and other cultures into EFL classes. Apart from that, much like the case
in the Inguistic competenebased courses, some of the courses belonging to pedagogic
competence groufFLE 404 Practice Teaching=2.6, FLE 425 School Experience=2.3,
FLE 238 Approaches to ELT=2.3, FLE 304 ELT Methodology |I=2@dje declared by
METU FLE Departmat to make more than a partial contribution to the achievement of
its ICC-oriented POs (see Table 4.8). Hence, in order to unearth whethezteevice
English languagéeachers in this study thought that the pedagogic compédiased
courses at METU IEE Department improved their knowledge and skills needed to

integrate Turkish culture into ELT, scale "SECTION 6" was designed (see Table 5.27).

Table 527. Scale "SECTION 6" on the Place of Turkish Culture in the Pedagogic
CompetencdBased Courses at METU FLE Department

Taking into account all the departmental (FLE-coded) courses that address pedagog
competence, how often ...

47. ... have you referredbtacademic sources dealing with the use of Turkish cultur
teaching English?

48. ... have you participated in academic meetings where Turkish cultural elemer
integrated into teaching English?

49. ... have your lecturers taken your attentiothtouse of Turkish culture in teaching English?

50. ... has your mentor teacher in your school experience used Turkish culture in his or her ¢

51. ... have you prepared instructional materials with Turkish cultural elements?

52. ... have you incorporated Turkish culture into your model lesson plans?

53. ... have you used Turkish cultural elements in the rieaghings you carried out i
your department?

54. ... have you used Turkish culture in your teachings in your praetoding schools?
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For detailed analysis, the scale was divided into two groups of items. The first
group includedtems 4750 which concentrated on the role of the external sources
of information that preservice English language teachers can exploit in the
pedagogic competendmsed courses in building their awareness of integrating
Turkish culture into ELT. The secdngroup containedtems 5154 which
investigated the role of the pedagogic competdrased courses in enablipge
service EFLteachers to gain experience of integrating Turkish culture into their

own teaching.

To begin with the first group of items (4D), it can be seen that the external
sources of information made little or no contribution to raisprg-service
teachers' awareness of integrating Turkish culture into ELT (see Table 5.28). As a
consequence of this, the bulk of the respondents inditaa¢they never or hardly
ever referred to academic sources dealing with the use of Turkish culture in
teaching English (Item 47: 80%, 64/80 informants) or participated in academic
meetings where Turkish cultural elements are integrated into teachingstEngli
(Item 48: 81.3%, 65/80 informants). The majority of the participants also stated
that the lecturers at METU FLE Department never or hardly ever took their
attention to the use of Turkish culture in teaching English (Item 49: 56.2%, 45/80
informants), ad in a similar vein, the mentor teachers in their school experience
never or hardly ever used Turkish culture in their classes (Item 50: 53.8%, 43/80

informants).

Table 528 The Role of the External Sources of InformationBuilding Pre
Service ELTs' Awareness of Integrating Turkish Culture into ELT

ITEM 1 Never 2 Hardly 3 Sometimes 4 Frequently 5 Always
Ever
N % N % N % N % N %
a7 24 30.0 40 50.0 13 16.2 3 3.8 0 0.0
48 33 41.3 32 40.0 14 17.4 1 1.3 0 0.0
49 6 7.5 39 48.7 32 40.0 3 3.8 0 0.0
50 13 16.2 30 37.6 28 35.0 9 11.2 0 0.0

If the results given in Table 5.28 are summarized, it becomes clear that more than
threequarters of thepre-service teachers in this study did not engage in a

sufficient amount of reading of the articles in an academic journal or chapters in a
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textbook on the inclusion of native culture in ELT (Item 47). Besides, an
overwhelming majority of the respondents were found two have attended
adequately a workshop, a conference, a seminar or a webinar where the ways of
incorporating native cultural elements into EFL classes were discussed (Iltem 48).
On the other hand, it was surprisingly revealed in this study that durimddahe

year undergraduate education most of pneservice English languageteachers

did not encounter any lecturers or teachers whom they could choose as role models
in terms of using native culture for intercultural English language teaching. For
instance, more than half of the participants asserted that none of the lecturers at
METU FLE Department grabbed their attention to the significance of presenting
Turkish cultural elements in teaching English (Item 49). What is more, most of
them stated that ithe classes they visited for school experience they did not grasp
a chance to observe a lesson in which their mentor teachers integrated an aspect of
Turkish culture into their teaching (Item 50). Beginning teachers' teaching styles
never emerge fully del@ped overnight, but have to be cultivated over long
periods of time. As people often watch how others act in the process of acquiring a
new skill, the very best way for thegge-serviceteachers to get started with
intercultural teaching of English is tmpy the teaching styles of other "competent”
intercultural teachers or lecturers. However, the current study showed tpaé-the
service EFLteachers lacked opportunities to observe and copy the instructional
strategies of any intercultural lecturer eather in their pedagogic competence

based courses.

Moving on with the second group of items {54), Table 5.29 highlights that very
similar to the situation in the first group of items, a majority of the respondents
claimed that they did not get enoutgaching experience regarding the use of
Turkish culture in ELT in these departmental courses. Therefore, most of them
indicated that they never or hardly ever prepared instructional materials with
Turkish cultural elements (Item 51: 62.6%, 50/80 inforregnincorporated
Turkish culture into their model lesson plans (Item 52: 53.8%, 43/80 informants),
used Turkish cultural elements in the miteachings they carried out at METU
FLE Department (Item 53: 57.5%, 46/80 informants), and used Turkish culture in
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their teachings in their practice teaching schools (Item 54: 61.3%, 49/80

informants).

Table 529. The Role of the P@ased Courses in Enabling FBervice ELTs to
Gain Experience of Integrating Turkish Culture into Their Own

Teaching
ITEM 1 Never 2 Hardly 3 Sometimes 4 Frequently 5 Always
Ever

N % N % N % N % N %
51 12 15.0 38 47.6 23 28.6 7 8.8 0 0.0
52 12 15.0 31 38.8 32 40.0 5 6.2 0 0.0
53 14 17.5 32 40.0 26 325 8 10.0 0 0.0
54 22 27.5 27 33.8 26 32.5 5 6.2 0 0.0

The figures presented in Table 5.29 show that thes@néice education at METU

FLE Department did not givere-service EFLteachers enough chance to gain
experience in the intercultural teaching of English. Many of them seem to graduate
from their department without preparing instructional materials, creating lesson
plans and getting in teaching experience specific to thecuiteral aspects of

ELT. This result appears to concur well with the findings of the studies conducted
by Seferojl u-¢0p006) 20MB)kalnl & hat Dbot h
FLE senior students or graduates' reflections on the components of the
undergraduate program in their department and found that they were not given
enough opportunities for miciteaching and assesstghching in the methodology

courses they did as part of their {z@rvice teacher education.

Similarly, it was found out duringhe interviews that none of the interviewees
prepared lesson plans or instructional materials dealing with aspects of Turkish
culture (SET E: Q1), nor did they make use of Turkish cultural elements in one of
their micre/assesseteachings (SET E: Q2). Sia the thematic analysis of these

two interview questions revealed the same codes on the underlying reasons for the
participants' not using any Turkish cultural elements in their ELT practices, the
results were combined and presented together. TablersR®@tes the frequency

of the codes for this category from the highest to the lowest:
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Table 530. Frequency of the Codes for the "Participants’ Reasons for Not Using
Turkish Cultural Elements in Their ELT Practices" Category

Code Frequency
1 They thought it might be inappropriate or irrelevant 8
1 It never occurred to their minds 7
1 They thought learners already knew about Turkish cultu 5
Total 20

As seen in Table 5.30, the majority of the codes (N=8) showed that the participants
thought integrating Turkish cultural elements into their own teachings might be
inappropriate or irrelevant. With regard to this, two of them said:

Example 64 (Interview Data, Set E: Question 2, Interviewee 6)

| didn't integrate Turkish culture into my miecteachings because we
mostly thought that we were supposed to teach our students English culture
rather than Turkish culture.

Example 65 (Interview Data, Set EQuestion 2, Interviewee 7)

Because I've thought that it would be irrelevant for me to integrate Turkish
culture. It seemed to me it would be more natural to include the cultural
elements of the countries that speak English as a primary language.

Interestingly, there was an interviewee who confessed to refraining from using

Turkish culture in her own teachings due to her professors' negative comments.

She claimed:

Example 66 (Interview Data, Set E: Question 2, Interviewee 8)

Turkish is like a master for us. Our profeses said to us that if we usedy Turkish

word in our micreteachings, we wouldjet an N/A, so we were afraiof using

Turkish and that's why I'veewer thought about integratinigurkish culture into my

lessons, never ever.
The interviewees' responses in Examples 64 and 65 reveal that they were still
unaware of the basic fact that English represents many cultures due to its current
status as an international languaged that is why it is unrealistic to link English
to one partular culture (Alptekin, 1993). It is not known for certain to what
extent the interviewee's shocking allegations in Example 66 are true, but what can
be said with certainty is that the participants of this study did not get enough
chance to meet a membafrELT academia who explained to them how crucial it
is to present Turkish culture in their "future" classes in order to fulfil the
intercultural aims of ELT, and this played a part in strengthening their ideas given

in Examples 6466.
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The second most fgeiently emerged code (N=7) indicated that it did not occur to
the respondents’ minds to integrate Turkish culture into their ELT practices. As
can be seen in Examples-69, the interviewees stated that they actually never

thought about this issue up unhis present research:

Example 67 (Interview Data, Set E: Question 1, Interviewee 4)

Actually, | didn't know. | have never thought about integrating Turkish culture into

my teachings before, but after this research, I'll try to integrate.

Example 68 (Interview Data, Set E: Question 2, Interviewee 5)

... I didn't think about this before but | think in the future I'll do it because | realised |

had never done that, so maybe | should do it.

Example 69 (Interview Data, Set E: Question 1, Interviewee 9)

My answer is no because | didn't even consider it was that important for my classes.

What | focused more on was all these grammar points or language skills that | was

supposed to teach. | haven't made any comparisons between Turkish culture and

English culturebefore. | just wasn't conscious. While planning my lessons, it never

came up to my mind to ask myself questidike "Should | integrate Turkish culture

in here?" I've never asked thgsiestion neither to myself nor to the peoateund

me. It's maybe lmuseof the approach that | have seen so far.
The interviewees' answers presented in Example®8965eem to be parallel with
the results of the scale "SECTION 6" in that theeservice EFLteachers'
awareness of integrating Turkish culture into ELT was sufficiently raised by
the external sources in the pedagogic competbased courses. As it was
explained earlier, there-serviceteachers were found not to have referred to
academic sources or participated in academic meetings on the presentation of
native cultural elements in the intercultural teaching of English. Most importantly,
they were found not to have observed a mentor teacher they could take as a role
model for his or her incorporation of Turkish culture into English language classes.
Consguently, even though the participants in this study were on the verge of
starting their profession as "intercultural” English language teachers, most of them
surprisingly said to the researcher during the interviews that they either found the
use of Turkif culture in EFL classes irrelevant and inappropriate or admitted not

having thought about this matter in detail before.

The third most frequently emerged code (N=5) demonstrated once again that the
participants did not want to use Turkish cultural elements in their ELT practices
because they thought learners already knew about Turkish culture (Example 70). This

finding reirforces the aforementioned view that five-serviceteachers did not know
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how to integrate their native culture into English language classes appropriately
because the "correct” integration of Turkish culture does noidligate learners by
making them egage in the readitpbservable aspects of Turkish culture on its own.

On the contrary, it stimulates learners' curiosity about Turkish culture by pushing them
to carry out further and deeper exploration of their native culture as a consequence of

discussio and comparison with other cultures.

Example 70(Interview Data, Set E: Question 2, Interviewee 3)

| regard all of my teachings as an opportunity to teach them something they don't

know. And most of the things that | will talk about Turkish culturé viié the things

they already know, actually they sometimes know better thraa, so | don't think

this is logical.
The analysis of the items (©b4) in scale "SECTION 6" and the last two interview
guestions (SET E: Q1, Q2) project the overall picturehef place of Turkish
culture in the pedagogical competetiised courses offered at METU FLE
Department. However, in an attempt to uncover whether there is any correlation
between the department figures on the level of contribution of the pedagogical
compeencebased courses to the I&@Ciented POs and thpre-service English
languageteachers' real thoughts about the role of these courses in preparing them
for the inclusion of Turkish culture in their teaching, participants were asked to

respond to thétems 55 and 56 in the questionnaire.

Item 55 aimed to reveal whether there were any pedagogic compbtesen:
courses that thpre-service EFLteachers in this study thought played a significant
role in building their knowledge and skills needed to integiatrkish culture into

ELT. Table 5.31 shows that a very big majority of the participants (92.5%) stated
there were no such courses to deliver that while only 7.5% of them were able to

include courses belonging to this group.

Table 531. PreService English Language Teachers' Thoughts on Whether PC
based Courses Built Their Knowledge and Skills to Integrate Turkish
Culture into ELT

Item 55 N %
YES 6 7.5
NO 74 92.5
Total 80 100
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Much like the process followed in the analysis of the linguistic competasmed
courses, there-serviceteachers who said "YES" tdem 55 were subsequently
asked to write a minimum of two and a maximum of three courses that built their
knowledge and sks necessary for integrating Turkish culture into ELT. In the
first stage of data analysis the number of courses listed by them was counted. The
results highlighted in Table 5.32 indicate that only one of the respondents was able
to list three coursesvhereas five of them (6.2%) listed at least two courses as

instructed by the researcher.

Table 532 Number of PGbased Courses Listed by the f&ervice English
Language Teachers

Number of courses N %

THREE courses 1 1.3
TWO courses 5 6.2
NO courses 74 92.5
Total 80 100

Similarly, the second stage of the analysis of the data included the presentation of
the average contribution level of pedagogic competéased courses to METU

FLE Department's IC@riented POs from the highest to the lowest, and its
comparison with thefrequency of the courses listed by 4service English

language teachers (see Table 5.33).

Table 533. Average Contribution Level of RGased Courses in Comparison with
Their Frequency Listed by Rfervice English Languageeachers

Name of the course Average Frequency %
contribution

FLE 404: Practice Teaching 2.6 4 30.8
FLE 425: School Experience 2.3 4 30.8
FLE 238: Approaches to ELT 2.3 0 0.0
FLE 304: ELT Methodology I 21 0 0.0
FLE 405: Materials Adaptation and Development 2.0 2 154
FLE 324: Teaching Language Skills 2.0 2 15.4
FLE 262: ELT Methodology | 2.0 0 0.0
FLE 200: Instructional Principles and Methods 1.6 0 0.0
FLE 308: Teaching English to Young Learners 1.1 1 7.6
FLE 352: Community Service 0.5 0 0.0
FLE 413: English Language Testing & Evaluation N/A 0 0.0

Total 1.8 13 100

* Note: In "average contribution" column, the contribution levels should be interpreted as follows:
0=no contribution, 1=little contribution, 2=partial contribution, and 3=full contribution.
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Table 5.33 presents that the overall average of the contrbleiels of the
pedagogic competendmsed courses to the METU FLE Department's -ICC
oriented POs is 1.8, which can be interpreted as close to partial contribution.
Likewise, the majority of thepre-service EFLteachers selected "never" and
"hardly ever" ogions for all the items (43%4) in scale "SECTION 6" regarding the

role of these courses in preparing them for the incorporation of Turkish culture
into their teaching. Apart from that, according to Table 5.33, the courses that make
the highest contributioto the department's IC&riented POs (FLE 404 and FLE
425) are also the ones most frequently listed by the participants in this study
(61.6%). For these reasons, it can be said that the department figures on the ICC
contribution of these courses are nhpsh line with the preservice English
language teachers' responses to the questionnaire items. On the other hand, it
should be noted here that compared to the linguistic compebaseel courses
(26.2%), there was a considerable decline in the perceotgye serviceteachers

who were able to list pedagogic competebhesed courses from their
undergraduate program (7.5%). What is more, the frequency of the pedagogic
competencédased courses mentioned by them was almost 3.8 times lower (49/13).
As can beseen in Table 5.33, of the 11 courses belonging to this grouprehe
service EFLteachers only mentioned five of them, and while doing this, they
excluded the two courses (FLE 238, FLE 304) which were, in fact, reported by
METU FLE Department to make m® than a partial contribution to its
intercultural POs. Thus, it can be concluded that the pedagogic compb#sace
courses offered at METU FLE Department were seriously inadequate in terms of
equipping thepre-serviceteachers with the "received amgperiential knowledge"
(Wallace, 1991) needed to appropriately integrate Turkish culture into English
language classes and thus foster EFL learners' ICC.

To elaborate on this conclusion, Wallace (199115) defines “"experiential
knowledge" as both the "knowledgeaction" by the practice of teaching and the
"knowledgeby-observation" by the observation of teaching practice, and places it
at the core of his reflective practice model of teacher educati@results of the
current study revealed that thee-service EFLteachers lacked the "knowledge
action" on the intercultural teaching of Englisince the bulk of theespondents
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stated in the questionnaire that they did not gain enough experientte of
incorporation of Turkish culture in ELT through preparing instructional materials,
creating lesson plans and carrying out miassesseteachings. Similarly, it was
found out during the analysis of the interview questions that none of the
responders did anything to use Turkish cultural elements in their ELT practices.
On the other hand, it was unearthed in this study thatréagervice EFLteachers

also lacked the "knowledg®y-observation” on the intercultural teaching of
English since they indiated that they did not have enough chance to observe
mentor teachers presenting an aspect of Turkish culture as part of the intercultural
goals of ELT, and consequently take their teaching styles and instructional
strategies as a model. These results supbe claim put forward several times
earlier that the participants of this study did not know how to present Turkish
culture in an intercultural English language class appropriately. As they lacked the
necessary experiential knowledge, some of them wetadly opposed to the
integration of Turkish culture into ELT on the grounds that learners already knew
about their native culture. As for the others who supported this kind of integration,
when asked about the ways of presenting Turkish cultural elenmBFL classes,

they were only able to name the "comparative approach" without going into any
further methodological detalils.

In his reflective model of teacher education, Wallace (199T7) also mentioned
"received knowledge" which refers to the factita and theories forming the
"scientific basis of the profession”. From the-pegevice English language teachers'
responses to the questionnaire items and interview questions, it can be said that the
departmental courses they took at METU FLE Departrpevided them with basic
theoretical background of cultural issues in foreign language learning and teaching. As
it was mentioned before, the present study revealed thgtrérserviceteachers
supported the presentation of all three contexts of cuttordent (NC, TLC, IC) in

EFL classes. Besides, they seemed to be aware of the key role of native culture in the
development of EFL learners atieir ownintercultural competence as they proposed

a number of literaturbacked reasons why Turkish cultsteould be presented in both
English language classes and-geevice ELTEPs. On the other hand, this study also

uncovered that the participants' "received knowledge" on the intercultural teaching of
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English remained incompletesince it was not properly odshed by their
"experiential knowledge". For instance, contrary to expectations from a future
“intercultural” teacher, they gave a static definition of culture and saw the inextricable
relationship between language and culture as the primary purposgegfaiing
cultural content into English language classes. According to Wallace (1991), a
reciprocal relationship between "received” and "experiential® knowledge should be
established in prservice teacher education programmes "so that the trainee can
reflect on the 'received knowledge' in the light of classroom experience, and so that
classroom experience can feed back into the 'received knowledge' sessions” (p.55). In
the case of METU FLE Department, however, it was found out thadréservice

EFL teachers had little "experiential knowledge" on the use of Turkish culture in ELT.
Moreover, none of the external sources available in the pedagogical competence
based courses were found to have built their awareness of integrating Turkish culture
into ELT. As a consequence of this, when the interviewees were asked for the
underlying reasons why they did not use any Turkish cultural elements in their ELT
practices, the researcher mostly got the answer: "it never occurred to our minds". It
should not be forgah that thepre-service EFLteachers can see the connection
between pedagogical competetesed courses and their potential merits in preparing
them for "intercultural” teachers only when they build on their "received knowledge"
through observation, prace, and reflection. Apart from that, they also need to be
clearly explained by teacher educators how important it is to present native culture in
an English language class to achieve the intercultural goals of ELT. Therefore, in
order to help thgresenice teachers better understand how Turkish culture can be
integrated into ELT in an appropriate way, they should be given ample opportunities
to not only observe other competent intercultural teachers in their school experience,
but also gain practical egpgence through demos, mieteachings and assessed
teachings. What is more, Turkish academia should question the approaches they use to
teach cultural aspects of ELT in the yge¥vice ELTEPS. They need to be more
explicit in drawing their students' atteam to the significance of presenting Turkish
cultural elements for the intercultural teaching of English. They should also give due
weight both to "received” and "experiential” knowledge in the pedagogical

competencdased courses they teach as a comigrmsolution. In this way, pre
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service English language teachers can get the chance to put the theory into practice

and better reflect on the theoretical aspects in those courses.

Finally, the pre-serviceEFL teachers were asked to responditam 57 inthe
guestionnaire in an attempt to reveal whether they think METU FLE Department
should have a mission to equip them with the knowledge and skills enabling them
to incorporate Turkish culture into English language classes. As can be seen in
Table 5.34, a lige majority of the prservice English language teachers (85%)

gave their support for this kind of departmental mission.

Table 534. PreService ELTs' Thoughts on Whether METU FLE Department
Should Prepare Them for the Incorgara of Turkish Culture into

ELT
Item 57 N %
YES 68 85.0
NO 12 15.0
Total 80 100

Apart from that, while responding teem 57, thepre-service English language
teachers were also asked to state their reasons for the selected option. Table 5.35
presentghe number of participants corresponding to each code that emerged in

this category from the highest to the lowest:

Table 535. PreService ELTs' Reasons Why METU FLE Department Should /
Should Not Prepare Them for the Incorporation of Turkish Culture

into ELT
Theme Code N %
METU FLE Department q Their students will be more engaged and attentive 28 35.0
should 1 Most of them will be working with Turkish learners 20 25.0
prepare preservice of English
ELTs for the 1 They know Turkish culture at a subconscious level 13 16.2
incorporation of 1 They need formal training to become an intercultur / 8.8

Turkish culture into ELT  teacher
METU FLE Department { Turkish culture should not be integrated into Englic 8 10.0

should not language classes
prepare preservice  §Having a good knowledge of teaching methodsis 2 2.5
ELTs for the enough to do that
incorporation of 11t is more related with a teacher's personality and 2 25
Turkish culture into ELT  motivation
Total 80 100
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Beginning with the praervice English language teachers who supported the idea
that METU FLE Department should have a mission to prepare them for the
integration of Turkish culture into ELT, 28 (35%) of them stated that if they know
how to present Turkisbulture in their classes appropriately, their students will be

more engaged and more attentive. Two of them highlighted:

Example 71 (Questionnaire Data, Iltem 57, Participant 42)

Because it is necessary to show students that English isn't a langudgesiblated
from their daily lives. By integrating English into Turkish culture, their attention can
be drawn to the lesson, so we should be taught how to do this.

Example 72 (Questionnaire Data, Iltem 57, Participant 57)

... Integrating Turkish culturerould be effective in grabbing the attention of the
students, especially the young learners. The students are more erigatfediesson
when they are familiar witthe content. In this regard\vitould be beneficial to have
this mission.

As seen in Exaple 73, one of the participants mentioned a slightly different
aspect of the matter by saying that avoiding Turkish learners' native culture in EFL

classes might lead to negative consequences when they find themselves in a

completely strange and alien eronment:

Example 73(Questionnaire Data, Iltem 57, Participant 72)

... If we don't teach our students anything alibair own culture, then theyill feel

alienated, and they won't feel a serof belonging to the Englishnguage. Learning

a language islready a dficult process. You often géost, and you lose your hope

sometimes because it's not easy. If you fealienated, and if you are confused

about yourown identity, then it will bemore difficult to overcome this process.

Actually, if we inclde nativecultural elements in that process, ongyimieven

improve two differentultural identities at the same time becdus®r she won't feel

alienatedwhile talking in English any more.
Participants' responses given in Examples731closely reflectAlptekin and
Alptekin's (1984 p.17) ideas in that they advocated the presentation of native
culture in EFL classes for its "psychologically sound and motivating effects of
helping and encouraging students to use the new language to describe their own
culture". Furthermore, their responses appear to be parallel with the findings of the
studies <carried out b,yand Yriskulova 2013,nmio Bay y u
explored Turkish learners' preferences in terms of cultural content in English
language classeand found that they wanted elements or topics related with

Turkish culture to prevail in English language teaching/learning textbooks.
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A quarter of the preservice English language teachers (N=20) also indicated that
they need to learn how to integrate Kigh cultural elements into EL Bince most

of them will be working with Turkish learners of English in Turkey upon
graduation. They seem to be aware of the fact that they are expected to take into
account the socioultural factors in the local educatidrsettings where they will

work as foreign language teachers:

Example 74 (Questionnaire Data, Iltem 57, Participant 67)

... Because | believe every teacher should laavielea about the cultureshis or her
own country. After graduatiomost of us will be assigned &chools in different
cities by MoNE, so we should address to people fdifferent cultures.

Example 75(Questionnaire Data, Iltem 57, Participant 69)

Because we are going to work with Turkish students and we needundestand
the culture of these students.nSaetimes books do not appealtheir cultures so we
should be there to supply with their needs.

Besides, 13 (16.2%) of thpre-service teachers asserted that they should be
explicitly taught how to incorporate Turkisculture into EFL classes via the
departmental courses because they know their own culture subconsciously. One of

them said the following:

Example 76 (Questionnaire Data, Iltem 57, Participant 6)

Yes, because we haven't learned this cultoresciously.We are born intathis
culture, so as we learn our language, vave acquired the culturewsll, but if you
asked me to teach Tuski culture specifically to thstudents, it would be very hard
for me because when I'm planning tegsons, | have no ided@ut how to integrate
my own culture into areading text or listening activities or othskills. We haven't
been giversuch a training and there was nobody in department to tell me how to
integrate my own culture into my teaching, so ke very diffcult to do thatin my
actual teaching.

In addition to that, seven (8.8%) of them said that they require intercultural
training in order to teach ICC in their classes. With regard to this, one of them

stated:

Example 77 (Questionnaire Data, Iltem 57, Reigant 8)

In order to be an intercultural teacher, firsteed to know my own cultur@nd in
order to teach my own culture to nsyudents, | need to be givetraining which
includes incorporating culturalements into the materialepw to integrate tem
specifically into laguage skills or the materialghich are adapted for different
levels, som order to be an interculturidacher, | need to be taught about suagshi

| believe this becausewtould be hard to achieve these tasks without proper training.
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Looking at the Examples 747, one can arrive at the conclusion that even though
the pre-service English languageteachers participating in this study lacked the
necessary knowledge and skiitsincorporate Turkish cultural elements into ELT,
they recognize the potential benefits of using learners' native culture in a foreign
language class. They are also aware of the fact that they are in need of explicit
intercultural training because knowirtgeir own culture subconsciously is not
enough alone to make them teachers who can successfully present both Turkish

culture and other cultures to their learners in the intercultural teaching of English.

On the other hand, as shown in Table 5.35, oBthgarticipants, 12 (15%) were
against the idea that METU FLE Department should prepare its students for the
incorporation of Turkish culture into EFL classes. When asked why they opposed
this kind of departmental mission, nine (10%) of pine serviceteachers indicated

that Turkish culture should not be integrated into English language classes due to
the reasons mentioned previously several times (i.e. learners already know about
their own culture, Turkish culture can be learned outside the class). imart

that, four of then (5%) claimed that there is no need for them to get special
training either because having a good methodological knowledge is enough alone
to integrate any kind of cultural content into EFL classes (Exampleo?8) is

more to do wh a teacher's personality and motivation (Example 79):

Example 78(Questionnaire Data, Iltem 57, Participant 30)

... Even when | know something about a particular culture, | may still not bable
to integrate it into my teaching. Howevér, have a god knowledge of certain
teaching strategies or methods, | emays teach what | want totegrate, so just by
googling somdting, just by looking for sommformation and making my materials
adaptable to that information wilhelp me a lot. | don't hawe be trained fothat. |
can personally improvemyself by getting enough knowledge on thesegh As I'm
already living inTurkey, the things | observe are more prasidor me than the
things theywould teach me in my department. | should gecessar input from
outsideeither through my personal experienceshoough the internet. The walyat

| integrate it into my classes dependsrarily on my own strategy andethod.
Example 79(Questionnaire Data, Iltem 57, Participant 7)

No, because this igelated with a teacher's inner motivation. He lbe €antrain
himself or herself. There is no need for explicit training.

It is worth mentioning here that the results of the present study refute the claims
put forward by the participants in Examples 78 and 79. Despite the fact that they
took 11 departmental courses addressing their pedagogical competence, the
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participants ofthis study were found to have performed very poorly in terms of
using Turkish cultural elements for intercultural teaching purposes. Therefore,
contrary to their allegations, it is of the utmost importance that their departmental
courses equip them with éhknowledge and skills necessary for becoming true

intercultural teachers.
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CHAPTER 6

CONCLUSION

6.0.Presentation

This chapter starts with a brief summary of the results in the first section, and goes
on with a list of pedagogical implications in tlght of these results in the second
one. The last section presents limitations of the study and suggestions for further

research.

6.1 Summary of the Results

The current study examined Turkish ys@&rvice English language teachers' views
about the inteigation of native cultural elements into English language classes and
the place of native culture in the intercultural training of-ggevice English
language teachers in Turkey. The data were collected from 80 geeieervice
teachers studying in thedpartment of Foreign Language Education (FLE) at
Middle East Technical University (METU). Questionnaires and interviews were

used as the two data collection tools.

The results of the present studgive beersummarized according to the research

guestions ddressed in this thesis:

Research Question:1How do preservice English language teachers define the

terms "culture” and "target language culture"?
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Preservice English language teachers' definitions of culture revealed that nearly
all of them hada static view of cultureand they were not aware of the new
paradigm which defines culture in more dynamic terms. Interview results were
also found to be parallel with their culture definitions in the questionnaire because
the interviewees all saw cultures aa contextlependent concept which is
influenced by the social environment in which people IRezservice English
language teacherdéfinitions of culture were also scrutinized in an attempt to find
out whether they included any common themes. It fW@asd out that an
overwhelming majority of the definitions reflected small "c" culture elements

which correspond to the "sociological sense of culture”.

As for the countries prservice English language teachers associated with "target
language culture" he results of the study indicated that all of them agreed on the
UK and the USA as the core countries represeritiegarget language culture.
Interview findings also revealed that the participants' choice of the countries
belonging to target language tuk was heavily affected by whether native
speakers of English constituted the bulk of the population in those countries.
During the interviews, it was also unearthed that gheservice EFLteachers
lacked basic knowledge about the countries repreggiiia target language

culture.

Research Question:2WVhat are preservice English language teachers' views on

the integration of culture into English language classes?

The results of the current study showed thearly all thepre-service English
languageteachers were of the opinion that culture should be integrated into ELT.
The majority of the participants also agreed that English language teachers should
have both language teaching and culture teaching objectives, and teaching culture

should have the s@e importance as teaching language in EFL classes.

As for the presentation of cultural content in teaching language skills and systems,

the bulk of thepre-service EFLteachers stated that they supported the inclusion of

152



culture in teaching both language skills (listening, speaking, reading and writing)
and language systems (vocabulary and grammar).

The present study also found out that most of the participants believed in the
explicit integration of cultural content innglish language classes. Furthermore,
the majority of them thought that culture should be incorporated into EFL classes

at all language proficiency levels.

However, during the interviews, it was also revealed thaptbeserviceteachers

in this study vewed the inextricable relationship between language and culture as
the main purpose of presenting cultural content in EFL classes rather than the
intercultural purposes of English language teaching. In this sense, taking also into
consideration the statidefinitions of culture they made in the previous research

guestion, they did not present the profile of an "intercultural" teacher.

Research Question:3What are preservice English language teachers' views on

the integration of Turkish cultural elemem$o English language classes?

The present study showed that the bulk of thespreice English language
teachers gave their support to the incorporation of learners' native culture into EFL
classes in combination with target language culture and vawoudsl cultures,
which is in parallel with thehanging landscape in ELT after English has become

a global lingua franca.

As for the place of native culture in intercultural language teachingyréeervice
teachers in this study agreed that the pretientaf Turkish cultural elements in

EFL classes had a significant effect on the development of all five dimensions or
"savoirs" ("attitude", "knowledge", "skills of interpreting and relating”, "skills of
discovery and interaction”, and “critical culturalvareness") forming Byram's
Multidimensional Model of Intercultural Competence. Similarly, interviewees'
responses indicated that most of them supported the presentation of Turkish
culture in EFL classes. During the interviews, they stated that integfainkgsh

cultural elements into EFL classes is beneficial for the learners of English in terms
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of expressing their native culture in intercultural settings more easily, having more
positive attitudes towards other cultures, comparing and contrastingntisie
culture with other cultures, and looking at their native culture from another
perspective. Therefore, unlike the previous one, their responses to this research

guestion seemed like they presented the profile of an "intercultural” teacher.

On the otler hand, during the interviews, those who were against the presentation
of Turkish cultural elements in EFL classes asserted that it makes learners more
ethnocentric towards their own and other cultures. They also claimed that it is a
waste of time becaus€urkish learners of English can learn about their native
culture outside their classes. Another thing to note here is that interview findings
revealed that th@re-serviceteachers who were for the incorporation of Turkish
culture in ELT were only able tmention the "comparative approach” without
providing sufficient details when asked how Turkish cultural elements should be
integrated into English language classes to help learners build their intercultural

awareness.

Research Question -A: What is the [ace of Turkish culture in the linguistic

competencdased courses at METU FLE Department?

The current study found out that the 4sexvice English language teachers did not
attain the desired levels of intercultural awareness because the majority of them
did not do anything or did very little to improve their intercultural outlook on
Turkish culture in the linguistic competerbased courses they took at METU
FLE Department. Their responses to the relevant questionnaire items showed that
these departmentatourses made only a little contribution to their attitudes,
knowledge, skills and awareness regarding Turkish culture as part of their

intercultural training.

Interview findings confirmed the results retrieved from the questionnaire in that
none of the iterviewees viewed their undergraduate education at METU FLE
Department as one of the primary sources helping them gain awareness of the

Turkish culture. Furthermore, when asked whether there were any linguistic

154



competencdased courses raising their awass of the Turkish culture, an
overwhelming majority of the participants could not name a single course. As for
the participants who were able to mention some of the linguistic compédiased
courses from their undergraduate curriculum, a correlationfovasl between the
individual ICC contribution levels of these courses reported by METU FLE
Department and their frequencies listed by preservice EFLteachers. For
instance, FLE 426:English Lexicon, FLE 307:Language Acquisition, FLE
285:Language andulture, and FLE 270:Contrastive Turkifimglish appeared to

be not only the most frequently listed courses by tipeseserviceteachers, but

also the ones declared by the department itself to make the highest contributions to

its ICC-oriented POs withinhis group of courses.

Apart from that, interview findings revealed that according to thesereice
English language teachers participating in this study, there were three possible
reasons as to why METU FLE Department did not give so much place to their
native culture. Firstly, they claimed that the department administration might have
considered it to be pointlessince they are Turkish and they already know their
own culture. Secondly, they said that it might have been thought as irrelevant to
the unversity and/or department's mission. Thirdly, they asserted that the faculty
in the department might have intentionally avoided giving place to Turkish culture
in the departmental courses so as to make them better internalize the target

language and cultar

Finally, the present study indicated that the bulk ofgteeservice EFLteachers

gave their vote to the idea that METU FLE Department should have a mission to
raise their awareness of the Turkish culture in order to train them as intercultural
teaches. As for the reasons why they supported this kind of departmental mission,
they said that it is necessary for them to become an intercultural teacher, to learn
how to express Turkish culture in intercultural settings, to understand Turkish
sociacultural context, and to focus on the cultural aspects of foreign language
learning and teaching, which are generally ignored in these departmental courses.
On the other hand, despite few in number, there were poeserviceteachers

who opposed this idea, toohdy claimed that it is wrong to think that METU FLE
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Department's mission is to raise their awareness of the Turkish ¢ginwe they
already have enough knowledge of their own culture. On the contrary, they

asserted that its mission must be to raisie Hvweareness of other cultures.

Research Question-8: What is the place of Turkish culture in the pedagogic

competencéased courses at METU FLE Department?

The present study revealed that the-ggevice English language teachers lacked
the professionalknowledge and skills for fostering their "future" learners'
development of ICCsincethe pedagogic competenbased courses offered at
METU FLE Department did not give them enough chance to gain awareness and

experience of integrating Turkish culturalralents into English language classes.

Participants' responses highlighted that in these departmental courses the bulk of
them did not do anything or did very little to get teaching experience regarding the
use of Turkish culture in ELT. Similarly, it wasuind out during the interviews

that none of the interviewees prepared lesson plans or instructional materials
dealing with aspects of Turkish culture, nor did they make use of Turkish cultural

elements in one of their micifassesseteachings.

On the othe hand, the current study also revealed that gheservice EFL
teachers' awareness of integrating Turkish culture into ELT was not sufficiently
raised by the external sources in these courses. For example, most of the
participants in this study claimelat none of the teacher educators at METU FLE
Department took their attention to the importance of using Turkish cultural
elements in EFL classes for promoting English language learners' intercultural
competence. Besides, they contended that they didavet énough opportunities

to observe and copy the instructional strategies of any intercultural lecturer or
mentor teacher presenting an aspect of Turkish culture during thehydaur
undergraduate education. All these findings indicated thgtréasenice teachers

in this study lacked the necessary experiential knowledge to be able to present
Turkish culture in an "intercultural" English language class appropriately. This

finding also accounted for why the participants supporting the use of Turkish
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cultural elements in EFL classes could not come up with any other approaches and
techniques beyond the "comparative approach” when they were asked for the ways

of integrating Turkish culture into ELT in the third research question.

In addition, the current study uncovered that even thougpriaserviceEnglish
languageteacherdecame acquainted with the basic terms, concepts and theories
associated with intercultural foreign language education through the courses given
at METU FLE Department, their theoretical knowledge remained partial and
incomplete since it was not adequately supplemented by observation, experience
and reflection. This led them to exhibit an inconsistent profile in terms of the
intercultural teaching of EnglisifConsequently, on the one hand, they gave static
definitions of culture and still saw the inseparable relationship between language
and culture as the most fundamental purpose of integrating culture into ELT. On
the other hand, they supported the integraall three contexts of cultural content
(NC, TLC and IC) and appreciated the pivotal role of learners' native culture in
making them interculturally competent by referring to the relevant literature on

this matter.

When asked if there were any pedagogompetencéased courses preparing
them for the inclusion of Turkish culture in their teaching, compared to the similar
guestion addressed in the previous research question, a slightly bigger majority of
the participants were not able to name a coursmebVer, the frequency of the
pedagogic competendmsed courses mentioned by them was much lower. This
showed that from the eyes of tlpge-service English language teachers, the
contribution levels of the pedagogic competehased courses to the depaetitis
ICC-oriented POs were slightly lower compared to the linguistic competence
based courses even though the exact opposite situation was reported by METU
FLE Department. Apart from that, much like the situation in the linguistic
competencdased coursesa correlation was found between the individual ICC
contribution levels of the pedagogic competebhased courses declared by the
department and their frequencies listed by pineservice EFL teachers. The
courses named as "Practice Teaching" and "ScHeqgberience” can be

demonstrated as evidence of this correlation.
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Lastly, the current study unearthed that a huge majority gbréaserviceEnglish
languageteachers supported the idea that METU FLE Department should have a
mission to prepare them forehncorporation of Turkish culture into ELT. They
stated that this kind of departmental mission is necessary because if they know
how to appropriately integrate Turkish cultural elements into EFL classes, their
students will become more engaged and atteniihey also added that since they
know their own culture subconsciously and most of them will work with Turkish
learners of English after graduation, it is necessary for them to receive formal
training on how to present native cultural elements in far&agguage classes. On

the other hand, as for those who were against this kind of departmental mission,
they asserted that it is unnecessary either because Turkish culture should not be
presented in ELT or because an EFL teacher with a good knowledgeTof EL
methodology or with a high motivation can achieve to do that without getting

specific training.

6.2.Pedagogical Implications

Since English adopted the role of a global lingua franca, interculturality has
increasingly come to the foreground in the dialf foreign language education
(Atay et al., 2009Corbett, 2003; Garrido & Alvarez, 2006). Consequently, one of
the main aims of today's EFL teachers igtaduateanguage learners who are
able to concentrate on cultural dimension rather tyammatical accuracy and
develop crossultural tolerance when communicating with people of other
cultures (Kézeéelaslan, 2010). However,
success depends heavily on two interrelated factors: 1) They shouldspobses
they aimat ICC, and 2) They should also be equipped with the methodological
knowledge and professional skills needed to convey ICC to their learners. The
present study showed that mervice English language teachers lacked both of
them. Therefag, the findings of this study may provide profound implications for
the intercultural training of teacher candidates in thesprgice ELTEPS in

Turkey.
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Based on those findings, the following recommendations can be made:

1.Even though intercultural/cultural competence is listed among the key
competences that all EFL teachers should be required to hold in both
international ACTFL/CAEP, 2015; EPG, 201ITESOL/NCATE, 2010) and
national (MEB, 2017, 2018) standards, it is almost entirefjented in the pre
service ELTEPs -¥ge\yliuk DeelCQSBar gkma K , 20172
Mahalingappa & Polat, 201®BaolaDi az & Ar Pdtah&nQgayRabka, 6 ;
2014). Hence, the pieervice ELTEPs in Turkeghould involve a compulsory
culturespedfic course to informpre-serviceteachers about ICC. In the case of
METU FLE Department, "FLE 285: Language and Culture" course can be made
compulsory for allthe preserviceteachers. In this cours#éje everchanging
nature of culture should be emphasizandpre-serviceteachers' awareness of
culture should be fostered by providing them with resebasded knowledge
about culture and its many facetBesides,they should be reminded that
attributing culture teaching in EFL classes to the inextricallke hetween
language and culture is no longer adeqgustee English has been rooted out of
its traditional cultural and linguistic contexts. Instead, the idea of integrating
culture into ELT for the purpose of developing learners' intercultural
competenceshould be pushed forward. On the other hand, the scope of the
existing "FLE 285: Language and Culture" course should be widened to
increase thepre-service EFLteachers' both cultural sedfvareness and their
awareness of other cultures, otherwise asdwe{3998) warned, they are "more
likely to enter into intercultural teaching situations from an ethnocentric
perspective, evaluating (often negatively) what they experience in terms of their
own <culture"” ( a-Aktumaj 20@5dp.102n In DBanthig, the a y
content of this course should be revisited giwe pre-service teachers an
intercultural outlook on Turkish culture from different dimensions (attitude,
knowledge, skills and awareness). For instance, in an attempt to foster their
intercultural attitudes, they can be asked to write critical response papers related
to the readings which have been collected from different books, magazines,
travel guides and newspapers written by the foreigners who have visited or lived
in Turkey. Besides, they can be encouraged to do film, TV series, TV show or
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documentary reviews on thmages of Turkey and Turkish culture presented in
international visual media. Lastly, as part of the fletace encounter projects,

they can be asked to conduct short interviews with the international students
studying at METU to find out how they peree Turkish people and their
culture, and most importantly, why they have such perceptions. They can also
carry out similar interviews with the Turkish people who have lived abroad for
some time to learn about their first impressions about the mainsti@amryc

and culture, and the culture shocks they have experienced. In sum, the course
objectivesof the "FLE 285: Language and Culture" should be revised sthihat
pre-service English languagéeachers can think more critically about the
underlying reasas of their native cultural products, practices and perspectives
in comparison with other cultures.

.When the NQFHETR's sixth ¢ycle qualifications for Teacher Education and
Educational Science are examined, an intercultural outlook is evident.
Furthermore, nearly half of the POs of the METU FLE undergraduate
curriculum are reported to be in line with the NEETR's qualifications based

on the development of piservice teachers' intercultural competence. However,

at the contribution level of the departmergaurses to the achievement of those
POs, there seems to be a discrepancy between theHEPR / METU FLE

POs' apparent inclination towards ICC and what is actually offered by the
departmental courses. The conclusion which can be drawn from this isetteat th
exists an inadequacy in terms of fulfilling the commitments of the POs
determined for METU FLE undergraduate program. Therefore, in addition to
the presence of a cultuspecific course, IC&elated concepts and issues should

be integrated into all thedepartmental courses offered at METU FLE
Department. Nevertheless, it is important to note here that in such courses extra
special attention should be paid to understanding native culture in relation to
other cultures because pservice English languagteachers who undergo
intercultural training should first of all start by being able to identify their own
cultural perspectives, practices and preferendde k-t ak i nkay a, 2014;
Demirel, 1990; GomeParra & RaigorRodr i gue z, 20009; Kezeéel asl a

example, in courses such as:
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A FLE 135/6: Advanced Reading and Writing :I/Rreservice EFLteachers can

be asked to writeeflection papers as "insiders" on the extracts or articles in
which foreigners give their own opinions about a particular aspeturkish
culture as "outsiders".

A FLE 138: Oral Communication SkillPre-service EFL teachersan be engaged

in problemsolving activities that focus on the cultural conflicts voiced not only
by the foreigners living in Turkey but also by the Turkish pediping abroad.

A FLE 280: Oral Expression & Public SpeakirRre-service EFL teachelis the
department who have already gained cimsdtural experience as exchange

students can be used as "cultural informants” to provide information about their
own expeitence of intercultural communication and other cultures. Apart from
that, pre-serviceteachers can be given a sense of responsibility by asking them
to deliver presentations about different aspects of their local cultures which are
mostly unknown to odgjroups.

A FLE 140/241: English Literature I{/llThese two courses can be renamed as

"English Literature and Culture" by expanding their scope and including other
aspects of target language culture along with the "literature” component such as
history, education, identity, and life and society, to name but a few.

A FLE 238: Approaches to ELTPre-service EFL teachersan be encouraged to

discuss theories of culture and ICC as they discover classroom application
possibilities of the basic foreign language teaching methods.

A FLE 262/304: ELT Methodology I/AIPreservice EFL teachersan be guided
on how to use Turkish cultural elements for the intercultural purposes of ELT in

their demos and micrteaching sessions.

A FLE 352: Community ServicePreservice EFL teachersan be familiarized

with the cultural variation in different geographical regiaf Turkey in order
to prevent them from experiencing Turkish culture shock when they are
appointed to schools located in urban and rural areas after graduation.

A FLE 405: Materials Adaptation and DevelopméMeservice EFL teachersn

be encouragetb analyze and identify the cultural aspects represented in English
language teaching coursebooks. They can also be demonstrated how to prepare

instructional materials related to their native culture.
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These are just a few examples to provide insigtits how teacher educators can
make modifications in their syllabuses to add an intercultural dimension to their

courses.

3. Preservice English language teachens’areness of integrating Turkish culture
into English language classes should be raised.nstance, ELT academia can
be more explicit in drawingre-serviceteachers' attention to the significance of
presenting Turkish cultural elements for fulfilling the "intercultural competence”
requirement of ELT. Alsopre-service EFLteachers can be encaged to take
part in academic meetings (conferences, seminars, workshops, and webinars)
which focus on understanding and implementing interculturality in the foreign
language classroom.

4. Preservice English language teachers can discover the connectvoeebethe
pedagogic competendmsed courses and their objectives of preparing them for
future "intercultural" teachers only if their theoretical knowledge is fed via
observation, practice, and reflection. Thus, in order to help them understand
how Turkishcultural elements can be integrated into EFL classes appropriately,
they should be provided more chances of miassesseteaching experiences.

What is more, it should be possible for them to observe many different mentor
teachers so that they can copgit teaching styles and instructional strategies.
Last but not least, ELT academia should give due weight to both theoretical and
practical aspects of the intercultural teaching of English in the pedagogic
competencédased courses so as to gweservice EFL ¢achers a chance to
better reflect on the "received knowledge" in these courses.

5. Despite the fact that the participants in this study were trained as "foreign"
language teachers, it was revealed that a vast majority of them (88.7%) did not
live in a foreign country for at least six months before. Since a strong correlation
was found bwveen Turkish preservice English language teachers' overseas
experience and their | CC delCveetlionpknmaeynat & n e ¢
B°rkan,Hi Znh2 o] ISla,r €20baAn & ¥meservkd 14) , mor e
EFL teachers need to be able to seize the ppity to go abroad for higher
education through exchange programs, and thus experience periods of residence
in a foreign country. In addition to this, the jmervice ELTEPs in Turkey
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should hold more international events, projects and organization®dst b
intercultural cooperation with thpre-service English languageteachers from
other countries.

6. Lastly, interdepartmental cooperation within METU should be promoted to
create intercultural exchanges betweengaeice English language teachers
and nternational students studying at METU. For example, culture workshops
can be organized as a supplementary component of the "Turkish for Foreigners”
courses offered by thalepartments of Turkish Language and Modern
Languages as well as the "Contemporaryk&y: Politics and Policies" course
for the exchange students offered by the Department of International Relations.
The intercultural exchanges within these culture workshops can be beneficial for
two sides. On the one hand, as the workshops will be hetshglish, METU's
exchange and visiting students can get a better understanding of aspects of
Turkish culture by asking and exploring questions in the language they are more
proficient in. On the other hangyre-service English language teachers can
acquie the ability to explicitly articulate their own culture in English, not to
mention the fact that they will learn extensively about other cultures thanks to

such intercultural exchanges.

6.3 Limitations of the Study & Suggestions for Further Research

There are also several limitations to the study. The major limitation of this study
was that it reported the views of teacher candidates from a single state university
in Turkey, and focused only on one fm@rvice English language teacher
education curricuim. Despite the fact that all FLE/ELT departments in Turkey are
required to comply with the curriculum designed by the CoHE, they also have the
right to make minor modifications to their programs based on institutional needs
(Akyel, 2012; Besaesjtpedqreign languade Tedcher candidate
profile could differ in other FLE/ELT departments. For these reasons, the results
obtainedin this studyand the implications proposed in this study cannot be
generalized to other pigervice ELTEPs in Turkey. The present study should
better be regarded as a starting point for a more comprehensive study that explores
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the place given tpre-service EFLteaches' native culture in the process of their
intercultural training in diverse Turkish pservice ELTEPs.

Another limitation was that the current study investigated the place of native

culture only in the courses addressimge-service EFLteachers' subjechatter

knowledge (i.e. "FLEcoded" courses). It excluded the "pedagogical knowledge"

courses which are taken by #ike preserviceteachers belonging the Faculty of

Education and the "general culture” courses which are taken by all METU students

regardess of their facultie€Even though an overwhelming majority of the courses

offered at METU FLE undergraduate curriculum comprise the ones allocated to

subjectmatter knowledge (114/142 credits), further research should employ the

analyses of the courseslonging to all three domains (subjacatter knowledge,

pedagogical knowledge and general culture). Especially, the potential impact of

the courses "TURK 103: Written Communication”, "TURK 104: Oral
Communication", "HI ST 2200 and 'MIST 22062 pl es of K
Principles of Kemal pré-sarvice Erglishllanduageo n i mpr ov|

teachers' intercultural outlook on Turkish culture should be explored in depth.

The last limitation was that all the pservice teacher education programs in
Turkey were restructured by the CoHE during the last stages of this master's thesis.
With regard to this, the new peervice ELTEP went into effect in the 2602819
academic year. When the new program was scrutinized, it was seen that some of
the departmeal courses weraevised, some were added, still others were
completelytaken outAs one of the motives behind the latest restructuring of the
teacher education programs, Y¥K (2018) decl
with the necessary professionalokviedge and skills, teacher candidates are now
expected to recognize similarities and differences among international, national,
local and regional cultures (p-3). For this reason, further studies should
investigate to what extent the new qsexrvice ETEP is successful in meeting

Y ¥ K' s -raebtionedbjective
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APPENDICES

A. QUESTIONNAIRE EVALUATION FORM

/////////////

Dear eeeeeeeeeeecee

As an MA student, | am planning to write a thesis aiming to investigate
Turkish preser vi ce English | anguage teacherso
native cultural elements into English language classestl@glace of native
culture in the intercultural training of pservice English language teachers in
Turkey.
In this study, a written questionnaire and a sstnictured interview will
be used as data collection tools. Both the questionnaire and the interview try to
find answers to the following research questions:
1. How do preservice English language teachersmefi t he t er ms HAcul

Atarget | anguage cultureo?

2. Whatareprser vi ce English | anguage teacher
culture into English language classes?

3. Whatarepreser vi ce Engl i sh | anguageoft eacher

Turkish cultural elements into English language classes?
4. What is the place of Turkish culture at METU FLE Department as part of
pre-service English language teachers' intercultural training?
a. What is the place of Turkish culture in the linguistic competdrased
coursesaat METU FLE Department?
b. What is the place of Turkish culture in the pedagogic competassed
coursesaat METU FLE Department?

As a part of the data collectiondis, the present questionnaire will be
conducted in the Department of Foreign Language Education at METU. The
guestionnaire consists of six sections, nanfg)ypersonal information about the
participants,(2) defining "culture" and "target language cuéyr(3) integrating
culture into English language class@y,integrating Turkish cultural elements into
English language classe§;) the place of Turkish culture in the linguistic
competencdased courses at METU FLE Department, 46y the place of
Turkish culture in the pedagogic competebesed courses at METU FLE
Department. Please be informed that the sectie@sir2the questionnaire have
been designed in a sequential manner with the research questions above. Please
state your opinions in the quesnaire evaluation form on whether the items are
consistent with the related section, and are easy to comprehend.
Mustafa KACAR
Middle East Technical University
Department of Foreign Language Education
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Questionnaire Evaluation Form

Is the aim of theuestionnaire clearly stated on the cover page?

Is the format of the questionnaire appropriate? Please state suggestions for
inappropriate parts.

Do the statements in the questionnaire serve to elicit the information that the
research questionsmaito highlight?

Is there adequate number of statements for each section of the questionnaire?
Are there any items that should be added or deleted?

Are the items related to the sections they belong? Please give your suggestions
for the problematidems.

Is each statement clear enough to understand what it asks for? In other words,
is the wording of the items clear? Please give your estgms for
problematicitems.
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