A QUALITATIVE CASE STUDY OF ELT PRE-SERVICE TEACHERS:
GAINS OF STUDY ABROAD AND PERCEPTIONS OF ICC

A THESIS SUBMITTED TO
THE GRADUATE SCHOOL OF SOCIAL SCIENCES
OF
MIDDLE EAST TECHNICAL UNIVERSITY

BY

BUSRA TEMEL

IN PARTIAL FULFILLMENT OF THE REQUIREMENTS
FOR
THE DEGREE OF MASTER OF ARTS
IN
THE DEPARTMENT OF ENGLISH LANGUAGE TEACHING

JUNE 2022






Approval of the thesis:

A QUALITATIVE CASE STUDY OF ELT PRE-SERVICE TEACHERS:
GAINS OF STUDY ABROAD AND PERCEPTIONS OF ICC

submitted by BUSRA TEMEL in partial fulfillment of the requirements for the
degree of Master of Arts in English Language Teaching, the Graduate School
of Social Sciences of Middle East Technical University by,

Prof. Dr. Yasar KONDAKCI
Dean
Graduate School of Social Sciences

Prof. Dr. Cigdem SAGIN SIMSEK
Head of Department
Department of Foreign Language Education

Assoc. Prof. Dr. Betil EROZ
Supervisor
Department of Foreign Language Education

Examining Committee Members:

Assoc. Prof. Dr. Nurdan GURBUZ (Head of the Examining Committee)
Middle East Technical University
Department of Foreign Language Education

Assoc. Prof. Dr. Betil EROZ (Supervisor)
Middle East Technical University
Department of Foreign Language Education

Assist. Prof. Dr. Betiil BAL GEZEGIN
Ondokuz Mayis University
Department of Foreign Language Education







I hereby declare that all information in this document has been obtained and
presented in accordance with academic rules and ethical conduct. | also declare
that, as required by these rules and conduct, I have fully cited and referenced
all material and results that are not original to this work.

Name, Last Name: Biisra TEMEL

Signature:



ABSTRACT

A QUALITATIVE CASE STUDY OF ELT PRE-SERVICE TEACHERS:
GAINS OF STUDY ABROAD AND PERCEPTIONS OF ICC

TEMEL, Biisra
M.A., The Department of English Language Teaching
Supervisor: Assoc. Prof. Dr. Betil EROZ

June 2022, 130 pages

This study investigated perceived gains of study abroad experiences and perceptions
of ICC and interculturally competent speaker of pre-service English teachers with
previous short-term Erasmus+ experiences. The cohort consisted of seven senior
prospective teachers at METU who were in their last semester in the FLE program
taking their practicum course. The researcher collected multiple forms of data via
qualitative means: a background questionnaire, an online sharing platform
(WhatsApp), two semi-structured interview protocols, written and performed
practices of the participants’ practicum course documents such as assignments,
observation tasks, lesson plans, and a video-teaching observation protocol. Their
authentic work for this traineeship was used to triangulate the findings as it could
further help to compare and contrast their self-reported perceptions of ICC and gains
of studying abroad. The prospective teachers’ perceptions of ICC and interculturally
competent speaker and their perceptions of developing ICC in Turkish settings were
explored in-depth. The analysis of self-reported views further revealed that the
participant prospective ELT teachers with Erasmus+ mobility experience perceived

many contributions of this program to their life and multidimensional development.
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As common patterns among the individual accounts were sought, the analysis of their
self-reported gains could be gathered under four sub-themes as in the following: (1)
personal, (2) language, (3) intercultural and (4) academic and professional gains.
Discrepancies between their perceived gains could be explained by their individual
differences and the uniqueness of their study abroad experience, motivation, interest
and/or efforts of engagement in intercultural communication during their time

abroad.

Keywords: Study Abroad, Erasmus+, Intercultural Communicative Competence,

Interculturally Competent Speaker, Pre-service English Teachers



0z

HIZMET ONCESI INGILiZ DiLi OGRETMENI ADAYLARININ NiTEL BIiR
DURUM CALISMASI: YURTDISI EGITIM KAZANIMLARI VE
KULTURLERARASI ILETISIM YETISI ALGILARI

TEMEL, Biisra
Yiiksek Lisans, ingiliz Dili Ogretimi Béliimii

Tez Yéneticisi: Dog. Dr. Betil EROZ

Haziran 2022, 130 sayfa

Bu ¢alisma, daha once kisa dénem Erasmus+ deneyimleri olan Ingilizce 6gretmen
adaylariin yurtdisi egitim deneyimlerinden edinmis olduklar1 kazanimlar1 ve
kiiltiirleraras: iletisim yetisine (KIY) dair algilarin1 arastirdi. Arastirma grubu, son
yartyillarinda uygulama derslerini alan ODTU Yabanci Diller Egitimi Boliimii'ndeki
yedi son siif 6gretmen adayindan olugsmaktadir. Arastirmaci nitel yollarla birden
fazla tiirde veri toplamistir: bir anket, bir gevrimi¢i paylasim platformu (WhatsApp),
iki yar1 yapilandirilmis bireysel goriisme protokolleri, katilimcilarin 6devleri,
gbzlem gorevleri, ders planlar1 gibi uygulamali ya da yazili staj dersi dokiimanlari
ve bir video-ders 6gretim gozlem protokolii. Katilimcilarin bu stajyerlik i¢in yapmis
oldugu 6zgiin ¢alismalari, bireysel gorlisme protokollerinde paylastiklar: algilarim
karsilagtirmaya yardimci olabileceginden arastirma bulgularinin  dogrulugunu
saglamlastirmak amaciyla kullanildi. Ogretmen adaylarmin KIY ve kiiltiirleraras
yetkin konusmaciyla ilgili algilar1 ve Tirkiye baglamlarinda kiiltiirlerarasi iletisim
yetisi gelisimine yonelik algilart derinlemesine incelendi. Ayrica, kendi beyan

ettikleri goriislerin analizi Erasmus+ deneyimine sahip katilmci Ingiliz dili
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Ogretmen adaylarinin bu programin yasamlarina ve ¢ok boyutlu gelisimlerine birgok
katkisint hissettiklerini ortaya koydu. Bireyler arasinda ortak oriintiiler arandigindan,
kendileri tarafindan rapor edilen kazanimlarin analizi asagidaki gibi dort alt tema
altinda toplanabildi: (1) kisisel, (2) dil, (3) kiiltiirleraras1 ve (4) akademik ve mesleki
kazanimlar. Algilanan kazanimlar arasindaki farkliliklar, 6gretmen adaylarinin
bireysel farkliliklar1 ve yurtdisi egitim deneyimlerinin benzersizligi, motivasyonlart,
ilgileri ve/veya yurtdisinda gegirdikleri siire boyunca kiiltiirlerarasi iletisime katilma

cabalari ile agiklanabilir.

Anahtar Kelimeler: Yurtdisinda Egitim, Erasmus+, Kiiltiirleraras: Iletisim Yetisi,

Kiiltiirleraras1 Yetkin Konusmaci, Ingilizce Ogretmeni Adaylari
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CHAPTER 1

INTRODUCTION

This chapter begins with a brief background to the study, then the purpose and
significance of the study, research questions, definition of key terms and concepts

are presented afterwards.

1.1. Background to the Study

Before explaining the purpose and the significance of this study, this section gives a
background on the intercultural shift in the field of foreign language education and

the relationship between international education experience and ICC.

1.1.1. Towards Intercultural Communicative Competence

Today, English is a language not only spoken in “inner circle” countries as Kachru
(1992) once described, where it is the native tongue of its inhabitants (e.g. England,
The USA, Australia etc.) and countries in “outer circle” where it functions as a
second or an official language (e.g. India, Kenya, Singapore etc.), but also is
predominantly preferred as the medium of communication in the “expanding circle”
where people learn English as a foreign language such as Turkey, Brazil, China,
Egypt, Russia and Japan. As these circles are dynamic, in practice, this means now
millions of people use English as a medium of communication around the globe.
Since English is currently used as an international language (EIL), native speakers
are outnumbered by non-native speakers (Crystal, 2003). What is more, paralleled
with the advent of new technologies and increased mobility, more and more
individuals find themselves in situations where they come in contact and need to

negotiate meaning with people from diverse language and culture backgrounds. This



has brought out the need to educate global-minded, interculturally competent,
culturally responsive, globally competent individuals (Cushner, 2011; Gay &
Howard, 2000; Marx & Moss, 2011).

In terms of foreign language learning and teaching, it became evident that knowledge
of mere linguistic properties of a language does not warrant successful
communications in that language. Realizing the shortcomings of the Chomskyan
notion of linguistic competence in acquiring a foreign language, Hymes (1972) was
the first to coin the term communicative competence, and others (Canale & Swain,
1980; Bachman, 1990) followed him by broadening the conception and adding more
components to the influential model; namely grammatical/linguistic competence,
sociolinguistics competence, discourse competence, strategic competence and
pragmatic competence. However, due to the current lingua franca status of English
(ELF), most interactions occur between nonnative and nonnative speakers of the
language. Consequently, this has led to a need to adopt new pedagogical models that
accommodate English as a way of international and intercultural communication and
equip its learners with competencies that will enable them to communicate
efficiently in local and international settings (Alptekin, 2002, p.63). Therefore,
learners of the 21% century, who now live in a “global village” (McLuhan, 1964) that
has become our world, are required to have one more competence, which is put
forward as ICC (Byram & Wagner, 2018).

According to Byram (1997), Intercultural Communicative Competence (ICC) can be
defined as “the ability to interact with people from another country and culture in a
foreign language” (p. 71). Byram’s (1997) Multidimensional Model of Intercultural
Competence, which has prevailed to date (Hoff, 2020), indicates five crucial
dimensions, known as saviors, to ICC: "attitudes (savoir-étre)", "knowledge
(savoirs)", "skills of interpreting and relating (savoir comprendre)”, "skills of
discovery and interaction (savoir apprendre/faire)” and "critical cultural awareness
(savoir s’engager), respectively. Later, Byram (2008) recapitulates the definitions of

these components of intercultural communicative competence as:



* Attitudes: curiosity and openness, readiness to suspend disbelief about other
cultures and belief about one’s own (savoir étre).

» Knowledge: of social groups and their products and practices in one’s own
and in one’s interlocutor’s country, and of the general processes of societal
and individual interaction (savoirs).

« Skills of interpreting and relating: ability to interpret a document or event
from another culture, to explain it and relate it to documents from one’s own
(savoir comprendre).

« Skills of discovery and interaction: ability to acquire new knowledge of a
culture and cultural practices and the ability to operate knowledge, attitudes
and skills under the constraints of real-time communication and interaction
(savoir apprendre/faire).

« Critical cultural awareness/political education: an ability to evaluate
critically and on the basis of explicit criteria, perspectives, practices and
products in one’s own and other cultures and countries (savoir s ‘engager).

(Byram, 2008, p.69)

Above components indicate affective, cognitive and behavioral dimensions are
involved in the development of ICC. In the field of foreign language teaching and
learning, his specification of the kinds of attitudes, knowledge and skills are viewed
as necessary qualities a language learner should have in order to be an
“interculturally competent speaker” who can interact effectively in cross-cultural
situations (Corbett, 2003; Kagar, 2019). ICC has become such an influential model
among scholars all around the globe that today it has even provided the basis for the
intercultural competence component of the Common European Framework of
Reference for Languages (CEFR) of the Council of Europe (Kagar, 2019, p.12).
Intercultural communicative competence has gained much attention by the
researchers and practitioners in the field of foreign language education to promote
learners’ use of English as an international language (Hoff, 2020, p.55-56). As
developing skills, attitudes and awareness of values emerge as the role of the modern

language teacher, Byram, Gribkova and Starkey (2002) states the goals of ICC are:

Thus, developing the intercultural dimension in language teaching involves
recognising that the aims are: to give learners intercultural competence as
well as linguistic competence; to prepare them for interaction with people of
other cultures; to enable them to understand and accept people from other
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cultures as individuals with other distinctive perspectives, values and
behaviours; and to help them to see that such interaction is an enriching
experience (p.6).

Given that, it has been argued that language teachers and their intercultural
communicative competence developments will indicate their ICC teaching
(Sarigoban & Oz, 2014). In the same vein, Sercu (2005) underscores that “all foreign
language educators are now expected to exploit this potential, and promote the
acquisition of intercultural competence in their learners” (p.1). Teachers should step
away from the restricting and utopian views and practices of communicative
competence in communicative language teaching pedagogies which are found
problematic in the sense that it ignores the international status of English and aims
at an unattainable goal of native speakership rather than helping foreign language
learners to become intercultural speakers (Alptekin, 2002; Byram & Zarate 1994;
Byram, 1997; Byram et al., 2002, Sercu, 2006). As the issue grows in importance,
inquiring language teachers’ or teacher candidate’s ICC has surely been deemed a

worthy endeavor.

1.1.2. International Education Experience and Intercultural Communicative

Competence

Study abroad experiences are often commonly associated with the development of
this competence as such sojourning experiences provide opportunities for
experiential learning (Kolb, 1984). Students who join international exchange
programs might benefit greatly from the unique settings of the experiences can offer,
including the facilitation and cultivation of intercultural awareness, global-
mindedness, in addition to language and communication skills (Cushner, 2011; Fang
& Baker, 2018; Jackson, 2018; Tiitlincii, 2014; Walters et al., 2009).

In study abroad opportunities, Erasmus+ European Mobility Program (European
Region Action Scheme for the Mobility of University Students) is regarded as one
of the most favored exchange programs among students. Within the scope of
Erasmus+, growing number of people in the fields of education and training, sport
and youth are supported (European Commission, 2018). Students and trainees from
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all cycles of higher education, in bachelor, master and doctoral levels of study, can
benefit from Erasmus exchanges ranging from 3 to 12 months of study abroad period
in each cycle. For the estimated 2 million students in the period of 2014-2020, the
budget of Erasmus+ was €14.7 billion, and now for the consecutive term, 2021-2027,
the proposed budget is €30 billion (European Commission, 2020). This huge increase
in financial investment is of course parallel with the aims and the needs of the

program as every year the scope gets bigger in volume.

According to latest statistics, in Erasmus+ higher education, the total number of
outgoing students in 33 program countries was 340.100 in the 2017-2018 academic
year. The number of Turkish outgoing students in the same year was 17.957; thus,
making Turkey as one of the top five student sending countries in the program
following France, Germany, Spain and Italy, respectively. Even though Turkey
joined the program in 2004 as one of the few non-European program countries, based
on the information in The Erasmus+ Annual Report (2018), it is evident that the
participants and the budgets kept escalating over the years. Together with
cooperation projects, learning abroad grants summed up to € 111.03 million for
Turkey just for the term of 2017-2018. Considering the volume of efforts and
investments on study abroad opportunities, there is no surprise that the amount of

research related to these exchanges has also increased respectively in recent years.

For the sake of improving the quality of these exchanges and their outcomes, many
from around the world deemed worthy to study the relationship between stays abroad
and ICC. Jackson (2018) calls attention to multifariousness of study abroad as she
highlights the many elements affecting the study abroad experiences such as the
variety of host institutions and their locations, the host cultures, duration of the
programs and languages used in the sojourn environment. In other words, she asserts

299

that “there is no such thing as ‘the study abroad context’” (p.161). Likewise, review
of the literature points out that individual factors like personality traits, initial
motivations, engagement and involvement during mobility and others also seem to
influence the learning outcomes and developmental trajectories of the participants.

Taken together, one might also argue that there is no such thing as “the study abroad



experience” (p.82). For this reason, there will always be a need for each case to be

the subject of close scrutiny separately.

1.2. Purpose and Significance of the Study

By many prominent scholars and educators in our field, ICC is viewed as an ultimate
goal in teaching a second or a foreign language, and a vital competence for language
learners to function in the world with success in cross-cultural communication
(Alptekin, 2002; Baker 2015; Byram 1997, 2008; Deardoff 2006, 2009; Fantini;
2009; Sercu et al., 2005; Sercu 2006), and teaching techniques should be employed
in order to promote the acquisitions of attitudes, skills and knowledge- the saviors
which Byram (1997) put forward (Sercu, 2005, p.156). The critical role of teachers
is underscored by Cushner and Mahon (2009) as they reminds us:

Developing the intercultural competence of young people, both in the
domestic context as well as in the international sphere, requires a core of
teachers and teacher educators who have not only attained this sensitivity and
skill themselves but are also able to transmit this to the young people in their
charge (p.304).

Consequently, the researcher directed her attention to the period of teacher’s training.
Although abundant studies revolve around intercultural communicative competence,
study abroad exchanges, language and teacher education, there is still a need for in-
depth research to explore the perceptions and experiences of pre-service English

language teachers in the Turkish context.

Each year and every academic term, just like any other state, foundation, or private
university in Turkey, Middle East Technical University sends many Turkish students
to various higher education institutions in the European context within the scope of
the Erasmus+ exchange program. Prospective English language teachers in the
Department of Foreign Language Education (FLE) are amongst those students who
strive to participate in this prestigious credit mobility exchange program. As the
literature points out the positive impacts of abroad experiences on individuals’ ICC

knowledge and development along with many other benefits to participants’ lives,



pre-service English teachers who had Erasmus+ study abroad experiences were
selected for the in-depth inquiry.

To this end, the present study drew on a qualitative case study approach to reveal the
experiences and perceptions of a cohort of teacher trainees in METU, a state
university in Turkey, who had returned from their short-term sojourns about their
perceptions related to ICC and self-reported outcomes of the study abroad
experiences regarding their personal and academic development, practicum and
future practices. The results of qualitative case studies are inherently not to be
generalized but may significantly contribute to the literature by providing a holistic
understanding for others to interpret similar cases. They open room for further

research on disparate settings with different individuals, institutions, and programs.

1.3. Research Questions

Informed by the literature, this thesis study was set out to gain better insights to the
experiences and perceptions of Turkish language teacher-trainees of English who
utilized study abroad opportunities granted by Erasmus+ and returned from their
mobility in order to finish their on-going teacher education degrees at Middle East

Technical University, regarding ICC and their gains from study abroad exchanges.

With the aim of discovering the inferences of having a credit mobility experience on
pre-service language teachers’ multidimensional development, perceptions of ICC,
and perceptions they hold in relation to ICC in English language teaching, findings
of the current study carry the potential to suggest in-depth insights and pedagogical
implications on the study abroad exchanges, the intercultural knowledge or training
of ELT majoring students and (potential) integration of interculturality in English
language classrooms in Turkey. In light of the literature, research questions that

guided the present study were as follows:

1. How do prospective English language teachers with study abroad experience
conceptualize ““intercultural communicative competence (ICC)” and

“interculturally competent speaker”?



2. What are the perceived gains of studying abroad that have contributed to

them as a person and as a prospective language teacher?

1.4. Definitions of Key Terms and Concepts

In what follows, the key terms and concepts that are central to the rest of the study

are defined and explained to help the reader.

1.4.1. Intercultural Communicative Competence (ICC)

Micheal Byram (1997), who coined the term and put forward a model of ICC from
a language education perspective, defines intercultural communicative competence
as “the ability to interact with people from another country and culture in a foreign
language” (p.71). In this study, his conceptualization of ICC was used as a theoretical
basis because of its relevance on learning and teaching foreign languages. The
components- the savaoirs of this framework are defined as attitudes, knowledge,
skils of integrating and relating, skills of discovery and interaction, and critical

cultural awareness (Byram, 1997).

1.4.2. Intercultural or Interculturally Competent Speaker

Competent communicators need to employ linguistic forms flexibly and reflexively
when using English to interact with people from different linguacultural
backgrounds (Baker, 2015, p.132-133). Intercultural speaker or interculturally
competent speaker is “someone who is aware of cultural similarities and differences,
and is able to act as mediator between two or more cultures, two or more sets of
beliefs, values and behaviours” (Byram, 2008, p.75). Thus, it can also be referred to
as an intercultural mediator (p. 68). The goal of foreign language teaching is to assist
learners in becoming intercultural speakers, which is not an unrealistic and
unattainable aim like trying to become like native speakers, incongruent with the
situation of the global use of English (Alptekin, 2002; Baker, 2015; Byram & Zarate,
1994; Byram, 1997, 2002, 2008).



1.4.3. Study abroad

Study abroad can vary in terms of the type of program, duration, context, and the
participants, hence leading to a diversity of experiences and outcomes for all parties
involved. The students who participate in study abroad opportunities such as the
Erasmus+ program are widely referred as exchange students, sojourners, and
outgoing or incoming students in study abroad research. In this study, this
terminology is also used interchangeably when appropriate. It is good to note that all
participants of this study were former Erasmus+ students that had spent one semester
of their higher education abroad, so they were basically defined as pre-service

teachers with short-term study abroad experiences.

1.4.4. Erasmus+

Erasmus+ is an umbrella term for the framework supporting youth, sport, adult
education, training and vocational education, school education inclusive of early
childhood education and higher education. In the context of the study, it is referred
as the Erasmus+ European mobility program which grants higher education students
to spend one or two whole semesters in another European country and while earning
credits. Hence, it is sometimes referred as credit-mobility experience, study abroad
experience, or sojourn experience. All the pre-service language teachers in this study
had spent one semester abroad within the scope of Erasmus+ program prior to the

study. Thus, it is also often expressed as they all had short-term abroad experiences.

1.4.5. Pre-service Language Teacher

Pre-service language teachers or prospective language teachers refer to students
studying at foreign language education programs in higher education institutions
preparing to become professional English teachers to work in various levels. In
Turkey, all FLE programs have been operating under the control of CoHE since
1981. Students need to study in these programs for four years to be qualified. Since
they are not teachers until so, they are often referred to as teacher trainees or teacher

candidates as well.



1.4.6. Practicum

Teacher candidates or, in other words, pre-service language teachers are required to
take two mandatory courses to obtain hands-on experience in their field in Turkey.
These courses are also referred as “Practicum” courses and offered to students at
their 4" year in a teacher preparation program. In the context of the study, namely
“School Experience” and “Practice Teaching” courses are given in the FLE program;
however, the study took place at the final semester of the participants’ training, so
practicum particularly refers to “Practice Teaching” course and the collected

practicum data belongs to that course.
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CHAPTER 2

REVIEW OF LITERATURE

The second chapter is reserved for a review of literature revolving around
intercultural communicative competence, interculturally competent speakers, study

abroad, in-service and pre-service language teachers, and ICC.

2.1. ICC and Intercultural Speaker

Intercultural dimension has taken its place amongst the aims of language teaching
(Byram, 2021; Byram et al., 2002; Council of Europe, 2001; Tian, 2016). The
essence of this dimension lies in helping the learners interact successfully with
speakers of other languages and to raise learners that are aware of their identities and
their interlocutors’ in those interactions in the hopeful outcome of they become
intercultural speakers who can develop human relationships with people from
different linguacultural backgrounds (Baker, 2015; Byram, 2008).

Built on top of communicative competence (CC) and intertwined with all
components, Byram’s (1997) model stands out as an integrative model which
influenced intercultural pedagogy profoundly (Arasarathnam-Smith, 2017; Arévalo-
Guerrero, 2009; Deardorff, 2004, 2006, 2009; Fantini, 2009; Sercu, 2006). His
model, shown in Figure 1, aspires an interculturally competent speaker with attitudes
(savoir étre), awareness (savoir s’engager), knowledge (savoirs) and the skills
which comprises skills of interpreting and relating (savoir comprendre) and skills of

discovery and interaction (savoir apprendre/faire) (Byram, 1997, 2008).
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Figure 1. Representation of Intercultural Communicative Competence (Byram,
1997, p.73)

Similar conceptualizations and frameworks of intercultural communicative
competence have been asserted by many scholars in the field, including Fantini
(2009) and Deardorff (2004, 2006). Language proficiency or linguistic competence
are amongst core elements in Fantini's and Byram’s framework as being proficient
at any level in a second language “enhances all other aspects of intercultural
competence in quantitative and qualitative ways” (Fantini, 2009, p.459), and lacking
proficiency can have constraining effects that limit to thinking about the world and
acting in it in an ethnocentric way. Intertwined dimensions of attitudes, knowledge
and skills can be enhanced through intercultural awareness and reflection to foster
the development of other components in the model of ICC and increase the degree
of intercultural competence (Jackson, 2018). In like manner, according to Fantini
(2000), attributes of “respect, empathy, flexibility, patience, interest, curiosity,
openness, motivation, a sense of humor, tolerance for ambiguity, and a willingness

to suspend judgment” describe the intercultural speaker (p. 28).
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Being approached from various angles in diverse areas of study, a variety of kindred
terminology have been used deal with similar concepts. In some studies, while some
make clear distinctions according to the context, they can and have been even used
interchangeably in most. As can be seen in Figure 2, Fantini (2007) put together a

list of such alternative terms.

What's in a Name?

Transcultural communication Cultural Sensitivity
Cross-cultural communication Cultural Competence
Cross-cultural awareness Communicative Competence
Global competitive intelligence Intecultural Cooperation
Global Competence Ethnorelativity
Cross-cultural adaptation Biculturalism

International Competence Multiculturalism
International communication Plurilingualism
Intercultural interaction Metaphoric Competence

Intercultural sensitivity

Effective Inter-group Communications

Figure 2. Alternative terms used for ICC in different fields (Fantini, 2007)

Deardorff (2006) attempted to scrutinize the definitions of ICC and arrived at the
conclusion that Byram’s conceptualization was the most accepted in education,
intercultural research and study abroad. The surveyed experts underscored the
importance of “the attitudes of openness, respect (valuing all cultures), curiosity and
discovery (tolerating ambiguity)” as essential for becoming interculturally
competent (p.193). Concurrent views and explanations of intercultural communicate
competence define the development of this competence as longitudinal and ongoing
process (Baker, 2015; Deardorff, 2006; Dervin & Gross, 2016). The acquisition of
this competence is “never complete and perfect” nor does it require the intercultural
speakers to be perfectly competent as being intercultural is never a complete process
(Byram et al., 2002, p.7). A person who has “some or all of the five saviors of
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intercultural competence to a degree” (Byram, 2009, p.327) can be considered as an

intercultural speaker.

Due to its importance, ICC emerges as a construct highly researched from various
viewpoints in different fields of study. However, Byram’s (1997) conceptual
framework was adopted within the scope of this study because of its relations to
teaching and learning settings and research, taking its prevailing impact (Hoff, 2020)
on research and practice in the teaching and learning of other languages, international
and intercultural dialogue into account (Deardorff, 2006). It is clear that ICC stands
as a construct hard to measure, but most important to understand in today’s

globalized word.

2.2. Study Abroad and ICC

As a result of intensified efforts of internationalization across the globe, participation
in study abroad programs has become a must for institutions of higher education. In
an attempt to help language teachers develop intercultural communicative
competence (ICC), theory alone is not sufficient; experiential learning opportunities
should be seized (Zhao, 2010). Language education programs around the world
continuously seek ways to integrate cultural immersion opportunities into their

program, pursue and encourage such efforts (Cift¢i & Karaman, 2019).

Short-term study abroad opportunities are excellent ways for tertiary level students
to have an international education experience that creates cultural immersion
chances for its participants to take advantage of the academic and socio-cultural
experiences. This temporary period spent outside their own country allows the
sojourn students to experience otherness and can enable them to confront their
worldviews and stereotyped beliefs (Bennett, 1993). From the perspective of
sociocultural approach to learning, it has been understood that learning can occur as
a social process by co-constructing knowledge through participating in different
communities of practice (Lave &Wenger, 1991). International education can help
sojourn students make sense of cultural differences and improve the quality of their
learning experiences (Jackson, 2011, p.92).
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This notion also resonates with the transformative learning theory (Mezirow, 1994)
which suggests that people who face a momentous event in their lives, for instance
studying abroad in an unfamiliar cultural and linguistic environment, might
experience a significant personal growth on condition that they engage in critical
reflection and self-analysis (Taylor, 2015, as cited in Jackson 2018, p.52). As
Bennett (1977) noted “it takes an intense intercultural experience to force self-
reflectiveness and self-awareness” (as cited in Arévalo-Guerrero, 2009). Discomfort
of being a sojourn can lead to more understanding and raised awareness of both Self
and Other (Jackson, 2018, p.52; Jackson 2015). Critical reflection can ease and
promote the individuals’ acquisition of the knowledge and skills that are needed to
recognize and accommodate differences in a multicultural environment (Jackson,
2018, p.136-137).

Erasmus+ program is an outstanding international education experience for tertiary
level students that creates cultural immersion opportunities for participants to
become familiarized with themselves and the cultures of others, develop attitudes
and skills that will help them to become intercultural citizens of the global world
(Byram, 2008). However, mere participation in such programs does not warrant
intercultural growth alone (Cushner & Chang, 2015; He et al., 2017), rather the
growing literature on interculturality shows that intercultural development is highly
dependent on many internal and external factors such as the uniqueness of individual
sojourners; their prior experiences to mobility, backgrounds, motivation levels,
different country contexts and the host environment (Jackson, 2018). Idiosyncratic
nature of study abroad experiences can naturally lead to various results in research

from different contexts and participants.

More recently in study abroad reseach, “the immersion myth is being debunked and
questions are being raised about what participants actually gain from stays abroad
when there is no intervention” (Jackson, 2018, p.6) More and more higher education
institutions and decision makers call for more comprehensive and systematic
research to document the intercultural learning of student sojourners and investigate
their intercultural development (p.7). These studies might be especially valuable for
the field of English language teaching to help second language learners, teachers,
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and teacher educators by giving an ear to program participants’ experiences and their

perceptions of the important concept of intercultural communicative competence.

2.3. Language Teachers and ICC

Following the recognition of the importance of this needed competence in 21%
century’s English language teaching as aforementioned, a lot of studies has brought
the language teachers into scope and examined their beliefs and practices regarding
ICC. For instance, to name a few from the Turkish context, Kilig’s (2013) study
conducted with 368 lecturers who teach English in tertiary level aimed to investigate
these language teachers’ beliefs regarding intercultural communicative competence
and the actuality of ICC in higher education institutions in Turkey. The findings from
her work indicated that for the participant English lectures culture learning is not
viewed among the primary objectives of language teaching and culture teaching is
thought to be an attitude development process. Furthermore, the study implied that
although the teachers’ confusion of when to introduce intercultural teaching was an
issue, their beliefs favored adding intercultural competence in the language classes.
It was also concluded from her findings that the language teachers believed in
themselves and thought they were knowledgable to provide information to their

pupils about different foreign cultures (Kilig, 2013, p.57).

In a comparable study, Atay, Kurt, Camlibel, Ersin and Kaslioglu (2009) gathered
survey data from 503 EFL teachers, when investigating their attitudes and opinions
on the role of ICC in language teaching. Despite the reported positive attitudes
towards ICC, the teachers in the inquiry seemed to be not integrating intercultural
communicative competence into their practice. In that regard, their study seems to
correlate with the study of Castro, Sercu and Garcia (2004) who found out the the
teachers in Spanish secondary schools did not put emphasis on intercultural
objectives to facilitate the acquisition of intercultural skills important. Together these
studies depict the picture of the instruction of language serving as the primary goal
in classrooms, whereas intercultural objectives are often minimized (Liddicoat
&Scarino, 2013).
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In her qualitative case study, Tiitiincii (2014) looked for the definitions of ICC and
interculturally competent speaker through the eyes of English preparatory program
teachers working in a Turkish university as well as inquiring about their beliefs and
practices of ICC in their institution. Her cohort was comprised of in-service teachers
who had Comenius or Erasmus study abroad experiences as part of pre-service
teacher education. In congruence with many studies drawing attention to study
abroad, all participant instructors reported favorable changes in themselves in terms
of personal, social, language, and professional development, and they asserted that
they were more independent, confident, open-minded, and sociable people with more
cultural insights out of their prior study abroad experiences. However, their ideas on
implementing ICC in language classrooms were reportedly challenged by the course
materials or the curriculum. The implementation of ICC in classrooms were found
as complex as how to raise intercultural speakers were not quite grasped by many
EFL teachers according to Eken’s (2015) and Bayyurt’s(2006) similar qualitative
reseach findings. Understanding and teaching of intercultural competence was also
found problematic due to unfamiliarity of the term in foreign contexts such as that
of Ghanem (2017) who analyzed American language teachers of German on the

importance and the integration of intercultural communicative competence.

Overall, the results of previous findings in relevant literature point out that language
instructors mostly experience confusion in comprehending the term and its
incorporation to language teaching settings. Even when they recognize the
significance of developing this competence, they report facing challenges in
implementing ICC in their practice. This situation may have resulted from teachers’
own IC competence or intercultural training they receive in pre-service education, or
lack thereof. As teacher preparation is a needed step that must be given emphasis in
language teacher education research to integrate interculturality into foreign
language education (Byram, 2014), the present study aimed at bringing prospective
language teachers into scope. Thus, the following review of literature will steer its
direction on this issue, and studies on those prospective teachers will be put under

the scope.
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2.4. Pre-service Language Teachers and ICC

It is not possible for a teacher to stay neutral on cultural issues as one naturally
responds to other cultures as a human being, not just as a teacher. Teachers, therefore,
need to be mindful of “how their own stereotypes and prejudices may influence their
teaching subconsciously, and what the effects of this may be on learners” also
“reflect upon how they respond to and challenge their learners’ prejudices” as human

beings who are touched by their experiences of otherness (Byram et al., 2002, p.30).

Studies on pre-service language teachers to date that have looked into the variables
affecting the 1ICC signaled study-abroad experiences as an influential factor on the
intercultural communication competences of student-teachers. It has been claimed
by many scholars that short-term overseas experiences can promote language
teachers’ multidimensional development (Ciftgi & Karaman, 2019). In a similar
vein, Allport’s (1954) Contact Theory suggests that contacts are among the most
effective ways to reduce stereotyping, prejudice and other negative attitudes between
groups (Allport, 1954). By the same token, participating in exchange programs can
help participants review their ethnocentric lenses and can lead them towards having
more ethnorelative worldviews (Bennett, 1993). Cift¢i and Karaman (2019), in their
meta-synthesis of 25 qualitative research analyzing the role of international
experiential learning in the multidimensional development of pre-and in-service
teachers, synthesized the outcomes that emerged from these findings. The revealed
main outcomes of study abroad experiences for both teachers and teacher candidates
were categorized under three headings as professional, linguistic, and intercultural

outcomes.

In one recent study, Dewan Tiiriidii and Giirbiiz (2020) investigated the impact of
the year abroad on 4" year pre-service TEFL dual degree students’ development
using a qualitative approach. Differing from an Erasmus+ experience, these students
had spent noticeably more time abroad due to the agreement with the State
University of New York (SUNY), and also had to take fieldwork courses at a local
school there along with other courses on a variety of subjects to earn a BA degree in
Liberal Arts from SUNY in addition to a TEFL degree from their institution in
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Turkey. The researchers used questionnaires and interviews and relied on the self-
reports of the SUNY students while triangulating their data by interviewing three
faculty teachers at the home institution. They presented their findings as divided into
four impacts of the year abroad on students. The results revealed overall positive
impacts on students’ personal, linguistic, academic and intercultural development,
mostly corroborating findings in the literature (Dewan Tiiridi & Giirbiiz, 2020,
p.655).

Nevertheless, the reports of students and faculty members somewhat conflicted over
the students’ language development, teachers arguing the students could have taken
more advantage of the experience (p.656). On students’ intercultural development
specifically, eight out of eleven participants stated that meeting new people and
learning about a new culture was the most valuable aspect of their study abroad
experience (p.652). While only the half agreed that there had been a change in their
views about the host (American) culture, one participant strongly pointed out her
views have changed, and she became aware of her prejudices (p.652). One of the
essential conclusions they drew was that “students gained knowledge and skills that
will help them become global citizens” (Dewan Tiiridi & Giirbiiz, 2020, p.656).

There are a number of studies that found the pre-service EFL teachers in Turkey had
inadequate levels of intercultural competence (Bektas-Cetinkaya & Borkan, 2012;
Kagar, 2019). This situation seems to stay resilient as even more recent studies
continue to report this problem in language teacher education programs in the
Turkish context meanwhile explaining the reason for it might be connected to the
absence of specific and systematic training for ICC. One mixed-methods study
employing an explanatory sequential design examining the issue in a well-known
major state university in central Turkey the was that of Sen’s (2020). Although the
participants in her research revealed high levels ICC, it was reported that the
conceptualization of ICC was not quite clear as the respondents had a hard time
defining the term, which was attributed to the teacher training program where they
received no specific training on ICC, no course to provide theoretical knowledge
(Sen, 2020, p.77). Another implication that can be referred to the inadequacy of the

teacher training programs for raising students’ ICC was when comparing the senior
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and freshman ELT teacher candidates, Sen (2020) did not detect any significant
differences in terms of their perceived ICC levels and thus concluded that the teacher
preparation program did not contribute and affect prospective language teachers’
ICC levels (p.73). On the other hand, Erasmus+ was among the factors found to be

helpful for prospective teachers’ ICC development (p.84).

To date, through many investigations in the pertinent literature, much research has
revealed the benefits of study abroad experiences of pre-service teachers’ on their
ICC development (Soria & Trois, 2014; Williams, 2005; Hismanoglu, 2011; Aydin,
2012). For instance, in Onen’s (2017) study, pre-service teachers believed the
mobility program mainly contributed to their cultural accumulation, personal and
social development (p.277). On the other hand, some research has found
contradictory findings that revealed no significant differences between the ones who
had study abroad experiences and the ones who stayed at home institutions
throughout their undergraduate education (Bean & Boffy-Ramirez, 2017; Bloom &
Miranda, 2015; Karakas, 2013). Walters, Garii and Walters (2009) draw attention to
the issue that “too often, prospective teachers returning from their international
experience are left alone to process what they have done and what they feel” (p. 156).
Byram (2008) even suggested that the outgoing students may come back with
reinforced negative impressions of the host cultures. If their awareness were not
raised prior to the exchange period or they were not prepared beforehand, they may
not experience the benefits of the potentially rich intercultural experience and see
the programs as a “sponsored vacation” (Juvan & Lesjak, 2011). To avoid that and
maximize the potential positive contributions, it is suggested that sojourners could
be guided before, during or after their mobility periods (Bloom & Miranda, 2015;
Ciftci & Giirbliz, 2019) and encouraged for reflecting on their trans-cultural
communication and intercultural activities on their way to develop an ethnorelative
mindset (Jackson, 2018).

2.4.1. Practicum in Pre-service Teacher Education

The rationale behind inquiring the pre-service teachers in practicum in this study lies

in the role and value of practicum courses in a pre-service language teacher
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education. Practicum is a momentous step taken before delving into the professional
life. The practicum courses in the senior year prepare the teacher candidates for what

lies ahead.

In a practicum course, they reflect on their past knowledge and experience and think
about ways to incorporate their skills into their teaching; they think about learner
profiles, materials, and methods of teaching, planning, and implementing lessons in
a real classroom. In other words, practicum has a copulative effect as it binds theory,
research, and practice accumulated over the years. Therefore, it was assumed that
data obtained from them during this period of time in their pre-service teacher
education would better reflect and help the researcher to capture their perceptions
and views regarding the aims of the present study. Their authentic work for this
traineeship was also used to triangulate the findings as it could help to compare and

support their self-reported perceptions of ICC and gains of studying abroad.

Walters, Garii and Walters (2009) in the United States indicate that an international
practicum experience for prospective teachers enhances global-mindedness,
personal development, and intellectual growth and that teaching activities abroad
makes more significant and long lasting changes in future clasroom practices
(p.152).

Even without the practicum opportunities the sojourners may not access during the
mobility period in a study abroad, the international education experience can still
have positive influence on the participants’ interculturality. For instance, in Poland
Czura (2018) conducted a study investigating pre-service teachers who are taking a
teaching course in their home university similarly to the participants of the present
thesis study. She looked for their previous international experience and inquired their
beliefs about ICC. Using Sercu’s (2005) instrument after adapting it to the Polish
context as a primary elicitation tool, open-ended items gathered the teacher
candidates’ definition of ICC while Likert-scale statements were to elicit opinions in
relation to developing ICC in the classrooms (Czura, 2018, p.333). As she compared
four groups based on their duration of stay, one of her findings revealed the ones
with longer periods of stays abroad were able to define ICC more readily (Czura,
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2018, p.339). So, it can be inferred that even studying abroad without a specific
chance to take a practicum there can still be beneficial for intercultural awareness.
However, it is important to underscore that the findings of the study also showed the
participants’ confusion on how to develop the concept in the classrooms, implying
pre-service teacher education should have included ICC. Similar to the reports from
the Turkish ELT context (Kagar, 2019; Sen, 2020), throughout their studies in the
teacher education program, the teacher trainees mentioned the lack of instruction or
inclusion of ICC-related topics and intercultural language teaching (Czura, 2018,
p.332-333). Therefore, their confusion could be linked to the education they have

received.

Allin all, there is no doubt that undertaking practicum courses in an authentic foreign
educational context would enrich the teacher candidates’ repertoire and introduced
them to new perspectives of their profession. However, taking such courses or
courses that have components to enable practice teaching in authentic contexts is
either not available or not desirable for outgoing Turkish pre-service teachers in the

host institutions because of equivalency and accreditation problems upon return.

To sum up the chapter, conceptualizing and gaining ICC is claimed to be especially
significant for foreign language education. Valuable opportunities for fostering ICC
knowledge and development emerged as study abroad and international exchange
programs. The following chapter will deal with the details of study design, setting,

participants, data collection tools and procedures that have been conducted.

22



CHAPTER 3

METHODOLOGY

The third chapter of the thesis presents the details of study design, setting,
participants, data collection tools and step by step procedures that have been
conducted by the researcher. Furthermore, the ethical considerations and data

analysis are explained.

3.1. Qualitative Case Study Approach

The present research drew on a qualitative case study approach as it was aimed to
explore the experiences and perceptions of a cohort of teacher-trainees who had been
sojourners abroad for a period in their pre-service teacher education about their
conceptions of ICC and their perceived ICC development and outcomes of the study
abroad experiences regarding their personal and academic development, practicum
and future practices. The participants were comprised of students who were taking
their practicum course in the 2019-2020 spring semester (namely FLE 404: Practice
Teaching) since one of the aims of the study is to understand the effects of their study
abroad experiences on their anticipated teaching profession and perceptions they
hold in relation to ICC in English language teaching. The choice of methodology is
in line with the identification by John W. Creswell (2013) as he defines:

Case study research is a qualitative approach in which the investigator
explores a real-life, contemporary bounded system (a case) or multiple
bounded systems (cases) over time, through detailed, in-depth data collection
involving multiple sources of information (e.g., observations, interviews,
audiovisual material, and documents and reports), and reports a case
description and case themes (Creswell 2013, p.97).

23



Due to the idiosyncratic nature of abroad experiences and interculturality
development, quantitative research tools such as surveys and their analysis fall short
to reveal individual trajectories (Coleman, 2013; Dornyei, 2007; Bloom & Miranda,
2015; Jackson, 2018). Therefore, the researcher utilized qualitative data collection
tools as the aim of the research is not to quantitatively measure ICC or gains of
studying abroad but to develop an in-depth understanding of the perceptions and
lived experiences of the participants (Yin, 2009; Creswell, 2013; Denzin & Lincoln,
2017).

While interviews preserve their importance as the most preferred and relied on
instruments employed by the qualitative researchers (Creswell, 2013; Dérnyei, 2007;
Seidman, 2006), several lines of evidence suggest that collecting and scrutinizing
multiple sources of data reinforce the reliability of qualitative research endeavors
(Wellington, 2015). Therefore, triangulation in qualitative studies is inevitable for
reliable and valid results (Deardorff, 2006).

The present study adheres to the common characteristics of qualitative research as
the researcher collected multiple forms of data (a background questionnaire, an
online sharing platform (WhatsApp), semi-structured interview protocols, written
and performed practices of the participants’ practicum course documents such as
assignments, observation tasks, lesson plans, and a video-teaching observation
protocol), and rather than relying on questionnaires developed by others, the tools
are designed by her using open-ended questions (Creswell, 2013, p.45). This stems
from the fact that qualitative researchers are seen as the “key instrument” as they
interview participants, examine documents and observe behavior (p.45). That is why
the research instruments were developed by the researcher, and the practicum data
(personal documents of the trainees) is the only exception since the participants are
studied in their “natural settings” in qualitative approaches. Hence, the researcher
only needed to observe what they had done within the natural process of the course

by collecting and observing their authentic work.
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3.2 Setting

Turkey is one of the few non-European countries that is involved in Erasmus+ 33
program countries; nonetheless, it was one of the top five countries which send
higher education students in the exchange program in the 2017-2018 academic year
(European Commission, 2020). Moreover, the top three higher education student
receiving countries from Turkey are Poland, Germany and Italy, respectively.
Currently, there are 11 universities from 6 different countries (Italy, Spain, Croatia,
Germany, Sweden, and the Netherlands) that accept sojourners from the foreign
language education department at Middle East Technical University (METU), the

research setting.

With respect to the research questions of the study, participants were purposefully
selected utilizing criterion sampling to derive extensive data, which was considered
useful for quality assurance (Miles & Huberman, 1994, p.28). The cohort of students
were comprised of English language teacher candidates at METU who had had
Erasmus+ student exchange experiences and were also enrolled in “FLE 404:
Practice Teaching” course in the 2019-2020 Spring term since the students would
also be asked to reflect on the gains from their Erasmus+ participation to their
prospective language teacher education. As mentioned earlier, this was due to the
place of practicum in a pre-service teachers’ education as practicum is considered as
a period where pre-service teachers think, reflect and link their beliefs,skills and

knowledge and work towards practice.

Practicum courses such as “FLE:404” are mandatory for all education faculties in
Turkey. Students need to gain authentic school experiences with these courses in
their 4" year for two semesters before they can graduate. In Middle East Technical
University (METU), prospective English language teachers are required to take these
courses which are named in the catalog as “FLE 425: School Experience” and “FLE
404: Practice Teaching”. The latter is offered in the final semester of the
undergraduate program in the Department of Foreign Language Education and is 5
METU Credits that equates to 13.5 ECTS. This course has the highest weight in the
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prospective teachers’ education, and its content is described in the university course

catalog as:

Consolidating the skills necessary for teaching English as a foreign language
at primary and secondary schools through observation and teaching practice
in pre-determined secondary schools under staff supervision; critically
analyzing the previously acquired teaching related knowledge and skills
through further reading, research and in class activities in order to develop a
professional view of the ELT field. (METU Academic Catalog, 2017, p.514)

In the light of the profound role of this course in a pre-service language teachers’
journey to become a qualified professional, this course is believed to be relevant to
the aims of the study as the participants would get a better chance to answer the
interview questions by reflecting on the contributions of their study abroad
experiences on their academic and professional development while taking this

course.

To describe the practicum context in the study more precisely it should be noted that
the trainee students go to an assigned cooperating school in Ankara 6 hours per week
for total of 12 weeks. The students have to complete this duty for 72 hours till the
end of the semester; otherwise, they cannot be graded for their final teaching
performances, resulting in failing the course. Apart from their presence in the
practicum schools, the trainees also need to participate in classroom sessions in the
department throughout the term every week for 2 hours with their course instructors
and fellow trainees to discuss assigned articles and debate over observations and
tasks. In addition to that, they need to perform 4 teaching tasks with planned lessons,
the last one to be observed and evaluated by both their supervising mentor teacher at

the cooperating school and their course instructor at METU.

However, towards the end of March, 2020, with the outbreak of Covid 19 pandemic,
the instructors at METU were forced to made shifts to compensate for the rest of the
term in their syllabi. After the announcement of the CoHE (2020, April 7), which
disclosed the decision “uygulama ¢alismalarindaki eksikliklerin "ders, 6dev ve dosya
hazirligi" ile telafi edebilmesine” meaning that the lack of practice can be
compensated by lecture, homework, and file preparation, every teacher educator

26



acted on their initiatives. This resulted in changing the practicum experiences of the
participants. Teacher educators requested from pre-service teachers enrolled in
different sections to submit different assignments and practices to evaluate them at
the end of the term. Table 3 in section 3.4. presents the participants' experiences and

the data obtained from them.

3.3. Participants

A cohort of prospective teachers with study abroad experiences was taken as the
focus of the study as the literature suggests having a study abroad experience is said
to increase knowledge and levels of ICC and contributes to the students’
multidimensional development. In order to answer these research questions, the
participants had to have Erasmus+ experiences at one point in their undergraduate
teacher education. In addition to that criteria, the students also needed to be enrolled
in the practicum course in their 4" and final year of pre-service education. These
criterion defined and set the limits of this bounded the case study to one particular

cohort of participants.

Table 1.

Overview of the participants

Pseudonyms Host Duration Semester Abroad  Practicum

Country of Stay

Burcu Spain 5 months 2017-2018 Fall High School
Mine Italy 5 months 2018-2019 Spring Middle School
Lara Sweden 4 months 2017-2018 Fall Middle School
Gizem Poland 4.5 months  2018-2019 Fall High School
Irmak Spain 6 months 2018-2019 Fall Middle School
Defne Spain 5.5 months  2018-2019 Fall High School
Melis Poland 4 months 2018-2019 Spring High School

As can be seen from Table 1, all seven prospective English language teachers who

participated in the research from METU were females, and they all had spent only
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one semester abroad within the scope of Erasmus+ student exchange program prior
to the timeline of this study. Before their one-semester study abroad experiences,
only Mine and Gizem had been abroad before. In high school, while Mine went to
Poland with a Comenius student exchange project, Gizem went to Germany. The
duration of these projects were only 1-week, and they had no other abroad

experiences.

During the data collection period, while four of the senior prospective teachers went
to a cooperating high school for the practicum course in the spring semester of 2019-
2020, three went to middle schools to gain teaching experience in the last semester
of their ongoing English language teacher education. Mine and Lara were the only
participants in the group enrolled in the same FLE 404 section. On the other hand,
Irmak and Defne had shared the same study abroad experience in Spain since they
went together as best friends in the first term of their 3™ year at the department, the
fall of 2018-2019.

Table 2.
Semester spent abroad

Participants Semester Spent Abroad
Burcu Sophomore 1% term
Mine Junior 2" term

Lara Sophomore 2" term
Gizem Junior 1% term

Irmak Junior 1% term

Defne Junior 1% term

Melis Junior 2" term

Table 2 above shows which semester each participant chose to study abroad. While
Mine, Gizem, Irmak, Defne, and Melis went on their sojourn during their junior year
at the department, Burcu and Lara were the only ones who chose to study abroad
when they were sophomores. The reason for which they explained was to leave

ample time to finish the rest of their courses upon return so as to prevent the
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prolongation of their graduation. Pseudonyms given to the pre-service teachers were
used here and henceforth to refer to the participants in attempts to securing their

anonymity.

3.4. Data Collection Tools and Procedures

After carefully reading and reviewing the related works of literature and deciding on
ways to collect data conforming to the aims of this study, the instruments: the
background questionnaire, the semi-structured interview protocols, and the
observation protocol sheet were formed by the researcher herself according to the
research the aims of the present study. Then before utilization, they were reviewed
and edited many times with the help of the thesis supervisor. The Human Subjects
Ethics Committee of Middle East Technical University also approved the final
versions of the prepared instruments and the planned data collection strategies (see

Appendix A for approval).

The first step of the data collection procedures was reaching out to the participants.
The researcher compared the list of pre-service English language teachers at METU
FLE department who had study abroad experiences with the students enrolled in the
Practice Teaching course. Then, the researcher made contact with eligible
participants by sending an e-mail to the teacher trainees who fit the criterion,
introducing herself, the aims and procedures of her research study, and kindly asked
their participation. Seven out of nine potential participants agreed to take part in the

study and signed the informed consent form (see Appendix B).

The consenting participants were then asked to fill a short background questionnaire
(see Appendix C), which was estimated to take around 10 minutes to complete.
Meanwhile, the researcher created a communication platform, a WhatsApp group,
for the participants. Throughout the data collection process, they were engaged in
this online group where they could share their experiences in a free and an informal
way with the researcher and the other participants. This sharing platform aimed to
help to keep the communication channel open between the researcher and the
participants. Exploiting different formats of online data collection when designing
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qualitative inquiries such as instant messaging, text-based chat rooms, observing via
examining videotapes along with others have been encouraged because of their many
benefits (Creswell, 2013, p.159). In this research, instant messaging was especially
beneficial for the researcher to keep track of each participant and their practicum

course experiences amidst the coronavirus pandemic.

{ Reaching out to Participants ]

!

’ Creating a Communication Platform J

!

[ Gathering Background Questionnaires ]

15t Semi-structured Interview Protocols

| Gathering Documents & Video-Teaching
Observation Protocols

21d Semi-structured Interview Protocols

Figure 3. Overview of the data collection steps

After gathering background data, the researcher conducted the first semi-structured
interviews (see Appendix D) with each participant individually. Due to the global
pandemic, all interview data gathered throughout the project was conducted via
ZOOM to eliminate any risks of the coronavirus threat. All ZOOM meetings were
recorded both as a video and audio, and then were transcribed verbatim later to be
coded systematically for qualitative analysis to increase the credibility and reliability
of the data.
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After the first set of interviews, the researcher began to collect and analyze any

document assignments such as observations, reflections, lesson plans, and video-

teachings of the participants that they had completed for the Practice Teaching

course. Video observation protocol (see Appendix E) was utilized to observe the

participants’ video-teaching practices if they have had any. Otherwise, the researcher

analyzed and took notes on the final lesson plans prepared by the trainees. The

researcher took the role of a nonparticipant observer since she recorded the data as

an outsider without direct involvement by just watching and taking notes from a

distance (Creswell, 2013, p.167). The duration of the videos observed was around

125 minutes in total. Table 3 summarizes the practicum data gathered from each

participant.

Table 3.

Summary of the Practicum data obtained by each participant

Participant Practicum data

Burcu

10 documents in total: 4 article discussions, 2 observation tasks, 1
EBA observation task, teaching task 1 (post-teaching self-
evaluation form (performed at the school with a peer), final lesson
plan (online/distance), final feedback form & video teaching
duration of 29:36.

Mine

2 observation tasks, 2 article reflection/discussion tasks, 1 EBA
reflection on 3 different EBA videos, a lesson plan, online lesson

plan presentation via Zoom around 10 minutes

Lara

2 observation tasks, 2 article reflection/discussion tasks, 1 EBA
reflection on 3 different EBA videos, a lesson plan, online lesson

plan presentation via Zoom around 10 minutes

Gizem

2 observation tasks, 1 task on distance learning from the perspective
of ELT (5 pages), 4 lesson plans focusing on different language

skills & 4:26 minute video-teaching of one of the lesson plans.
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Table 3 (continued)

8 written tasks in total consisting of 4 classroom observation and
ek article reflection tasks; and 2 video observation and reflection tasks;
rma

1 article reflection task; 1 research proposal task, in addition to a final

lesson plan & a video-teaching duration of 15:50.

2 observation tasks, 4 EBA observation and reflection tasks, one

Defne lesson plan. Only participant who did not have a video task.

Task 1 Who are you professionally?- a video recording(11:10)- about

herself as a student and a teacher, observation task about giving

) instructions, 4 EBA observation and reflection/discussion tasks (Task
Melis 6 also involves observation of a classmate’s Eba video), 1 teaching
philosophy statement document, 3 lesson plans & 2 video teachings

that last 25:46 and 21:34, total of 47:20.

A few weeks after the first interviews, after the researcher examined all their
practicum data and when the participants learned their final grades and got feedback
from their professor, if any, then the second interviews (see Appendix E) were
conducted. Information about the duration of all 14 interviews can be seen in Table

4 below.

Table 4.

Summary of semi-structured online interview data

Total Total
o 15t 2nd duration of duration of
Participants ) )
Interview Interview two all

interviews  interviews

Burcu 31 mins 39 mins 70 mins
Mine 25 mins 26 mins 51 mins
Lara 19 mins 29 mins 48 mins
Gizem 24 mins 32 mins 56 mins 449 mins
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Table 4 (continued)

Irmak 43 mins 41 mins 84 mins
Defne 51 mins 29 mins 80 mins
Melis 31 mins 29 mins 60 mins

3.5. Ethical Considerations

During all stages of the data collection, the participants were continuously reminded
and assured that any form of data they share will only be used by the researcher for
the purposes of this research study. Building rapport helped the researcher collect
necessary personal data when for instance, they were sharing their homework and
telling personal stories. Recording and securing of the research data was approached
with diligence. Anonymity was assured and pseudonyms were used to report
findings from the consenting participants. Ethical approval to conduct this study was
also obtained from the Human Subjects Ethics Committee of Middle East Technical

University.

3.6. Data Analysis

Denzin and Lincoln (2011) remind us that “Qualitative research involves an
interpretive, naturalistic approach to the world. This means that qualitative
researchers study things in their natural settings, attempting to make sense of, or
interpret, phenomena in terms of the meanings people bring to them” (Denzin &
Lincoln, 2011, p.3). As a qualitative case study, the analyses of the results are
expected to uncover the personal experiences of pre-service English language
teacher candidates at METU with study abroad experiences on the self-reported
gains of such programs and reveal their perceptions about intercultural
communicative competence. Results might reveal in what ways Erasmus+
experience affects prospective language teachers’ perceptions and teaching

practices.

The data analysis process of a qualitative inquiry might become complex and messy;

however with diligence, can be dealt with if a cyclical process of data analysis is
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followed by the researcher step by step, starting with the immersion of the self with
the data, then reflecting, taking apart, and analyzing, recombining, relating and
locating her data (Wellington, 2015, p.267). Figure 4 displays the steps of making

sense of qualitative data.

!

|~ Reflecting, standing back |

!

Analysing:

+ dividing up, taking apart
» selecting and filtering
+ classifying, categorizing

4
| Synthesizing, re-combining |

.
| Relating to other work, locating |

! 1

. _{ Reflecting back ‘
(returning for more data?)

!

| Presenting, disseminating, sharing |

o= = e e e e e e e e e e e e e e e

Figure 4. Cyclical process of making sense of qualitative data (Adapted from
Wellington, 2015, p.141)

To that end, the researcher gave great importance to meticulously transcribe all

fourteen interviews for accurate analysis and account for each participant of the

study. When analyzing the data, the researcher formed separate folders for each
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participant containing every form of data obtained from them so that the analysis of
interview data would be merged with other data sources to validate findings and
create detailed descriptions. Under each participant’s folder, the researcher began the
process of intensive reading, immersing herself with the data, going back to
recordings when necessary. Using both inductive and deductive reasoning, the
researcher began the process of building codes, categories, and themes emerging
from the data. Constant readings and re-watchings of the recordings, moving back
and forth between the data helps the researcher to present rich findings for each case
and across the cases in reporting qualitative inquiries. To increase the validation of
qualitative data analysis, the researcher also showed her initial codes and categories
of the first three cases to a colleague who held an MA degree in ELT and was a
former Fulbright foreign language teaching assistant in the U.S. and a former

Erasmus+ grantee in Germany.

Figure 5 in the next page displays the breakdown of the main themes which resulted
after cycles of analyzing each case. The participants’ exclusive Erasmus+ journeys
and perceived gains out of their experience composed the first main theme. The
second main theme aided to interpret their conceptualization of ICC. Finally, the
third main theme and its subthemes helped to explore more and explain how and in
what ways the participants benefited from their experience as a prospective teacher
especially in terms of academic and professional gains. These themes were
recombined and synthetized to answer research questions of this qualitative inquiry

in chapter 4.
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CHAPTER 4

FINDINGS AND DISCUSSION

Synthetizing the findings from their questionnaire, self-reports and data reflecting
their language teacher education and practicum experience unveiled the perceptions
of prospective English language teachers with study abroad experiences. This
chapter begins with depiction of individual cases. Research questions are then
answered by explaining and discussing the findings with the help of direct self-
reports and illustrations from the cases.

4.1. Overview of the Individual Accounts

Due to the multifariousness of study abroad, one must be attentive to various
elements such as the host culture, the host institution itself, its location, duration of
the exchange, languages used in the sojourn environment, personal motivations of
the participants prior to the experience, their engagement and involvement during
mobility which might influence the learning outcomes, developmental projectories
of the participants and interpretations of their perceptions (Jackson, 2018). For the
interpretation of this case study, it was important to analyze each participants’
background, study abroad experiences including their motivation for the experience,
prior interest and knowledge of the host, intercultural communication and
interactions during their stay and finally, depict their pre-service language teacher

education and detailed practicum experiences at Turkey.

In what follows, individual accounts are reported including their Erasmus+ and
practicum experiences. How their experiences relate and help to explain the research
questions of the study are further discussed in section 4.2 and section 4.3 later in this
chapter.
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4.1.1. Burcu’s Case

Burcu is a 22-year-old prospective English language teacher who went to Spain as
an Erasmus+ grantee when she was in her second year and third term at Middle East
Technical University. Before her mobility, she had no abroad experiences; however,
she heard about Erasmus+ while still in high school and was determined to be an
exchange student. In fact, in her first interview, she revealed that once she saw the
opportunities METU has for Erasmus+, this affected her decision to choose and
enroll in this department for her undergraduate education. As Burcu was eager to
learn about the exchange program very early on, she was only planning to get some
information about the application period from an assistant in the department when
she was advised to apply for that semester because of her existing good GPA score.
Going abroad in her only second year at METU would also help her finish her pre-
service education on time, considering she would have more time to complete the
remaining course load. Although it was not her initial plan to go abroad so early, she
applied in three days. She made her choice based on the country because she felt
sympathetic to Spain, Spanish culture, and the Spanish language. She expressed that
she had no knowledge about the culture prior to application but really was interested
to learn; also no knowledge of Spanish, but had sympathy towards the country, the
culture, and the language, so she was very positive before going there. Later in her
first interview, she stated she indeed learned daily Spanish, Spanish culture, and way
of life.

Behind her motivation to studying abroad, Burcu wrote on her background
questionnaire that it is important for language teachers to experience living in a
different culture. In her first interview, she continued to hold the opinion that it would
be easier to teach culture to students if she had an Erasmus+ experience as she

elaborated on her reasoning:

Because | personally believe that when you are exposed to a different culture,
you feel more like understanding against the others. So, and also, we are
teaching another culture, we are teaching a language but while we are
teaching a language, we are also teaching culture. 1 think it should be easy
for us to understand a different culture, understand the English culture. So, I
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thought that if | have an experience of living in another culture, it would be
better for me to understand the teaching a culture thing.

Burcu did not have any practicum courses and did not have any practice teaching
during Erasmus, but she did take “Developmental Psychology”, “Didactics of
Fictionality in a Foreign Language”, “Communicative Competence in the English
Foreign Language”, “English Foreign Language Teaching and Learning”, and
“Didactic of the Culture of the Foreign Language English” in the host university
and substituted them for “FLE 147 Spoken English”, “FLE 235 Modern Fiction I”
and “FLE 285 Language and Culture” upon return to the home institution. Overall,
she found these courses were easier when compared to the requirements of METU

courses.

As for her practicum experience in her senior year back in her home institution,
Burcu completed her practicum journey at METU by attending a cooperating high
school to which she was assigned as a trainee, and her classroom sessions in the
department until the outbreak of the global pandemic interrupted face-to-face
education at all levels in Turkey. As explained in the third chapter, she continued her
practicum experience remotely with the decision of the Higher Education Council.
Before the pandemic, she had begun observing two language classrooms; prep-
schoolers and 9™ graders. For her first observation task in the practicum, she filled
out a form based on her observations of the mentor teacher and the interaction
patterns used in the two lessons. While the first lesson was about tourism which her
mentor teacher taught in preparatory class, the second one was with 9" graders in a
speaking lesson where they learned to describe photos. The second observation task
also required her to fill out a given observation template sheet by the course
instructor at METU. The focus of observation was on the techniques of giving
instructions and responses of students in two lessons. On the other hand, she had four
article discussion tasks written by her after classroom sessions with her fellow
trainees and instructor from METU. Of course, most of these sessions had to be held
online due to the pandemic. She also had to remotely observe one EBA (Egitim
Bilisim Agi- Educational Content Network, the digital remote education platform
founded by the Ministry of National Education (MoNE) in Turkey) task and reflect
on the EBA teacher’s lesson. Her final teaching was a grammar lesson on passive
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voice which she recorded herself like an EBA teacher, imagining she was lecturing
actual students from her practicum classes. However, the choice of material and
activities in her video-lesson were restricted by the mentor teacher who assigned her
to follow the MoNE book and its activities as it would normally be used in the

classroom.

Participants’ perceptions of ICC and intercultural speaker, views on developing ICC,
and perceived gains from their study abroad experiences were the main focus when
analyzing their practicum experiences and the gathered practicum data conforming
to the aims of the present study. Therefore, the researcher searched for relevant data
to find supporting evidence of participants’ self-reports obtained from interviews.
All in all, none of Burcu’s documents revealed direct evidence in which she touched
upon the concepts related to intercultural communicative competence and her abroad

experience.

4.1.2. Mine’ Case

Mine had her study abroad experience in Italy in the spring semester of the 2018-
2019 academic year, which meant she was away for her sixth semester (third year)
from the department at METU. Prior to her Erasmus+ experience, she had been
abroad only once for a week when she went to Poland with a Comenius project in
high school. Regarding her motivation to have a study abroad experience, she
thought it would be a great chance and an interesting experience to live abroad for
months as a student since she was eager to see different places, cultures and meet
new people. Similar to Burcu, she also wanted to go to Erasmus+ ever since she was

in high school:

How would | get the chance to go abroad and live there for five months if |
do not do it when | was a student? So, I've always wanted that, | mean even
if when I was in high school, | was thinking of going to Erasmus when | go
to university. So, | mean being abroad, the idea, I liked it a lot, to see new
places.

Mine also said she was highly interested in Italy because of its culture and history,
although she did not know their language. She informed the researcher that she did
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not regret her choice even once, although some people were surprised by her choice
to study in Italy when she could not speak the language and asked her why she did
not go to England to improve her English. Mine announced that the whole experience
was beautiful for her and overall was so satisfied just like any other participant in

this study.

As for her pre-service education, Mine clarified that she did not take any practicum
course abroad, and her host university did not have a faculty of education, thus her
credit mobility courses were elective courses on subjects such as the history of
English, Russian history, or cognitive philosophy. Reviewing the courses she took
both in the host and home institution throughout her pre-service English language
teacher education, she also asserted that she had never taken any course related to

intercultural communicative competence (ICC).

At METU, Mine’s practicum journey in the final semester of her senior year in the
teacher education program began with observations of 61, 71" and 8" grade students
and the mentor teachers’ practices. The two observation tasks were on the usage of
technology and classroom management, respectively, as these were chosen as the
focus from the weekly discussion articles. After the coronavirus, she also handed in
an EBA observation task where she watched and reflected on three video-lessons for
gth, 2" and 5™ graders. These EBA lessons were selected on purpose for reflection
by their university course instructor. On the other hand, trainees chose the articles
for discussion sessions held online, and since they could not observe their mentor
teacher in their cooperating school anymore, they only wrote reflections on them
which were on the subjects of dealing with student misbehavior and time
management of the teachers. For final evaluation, Mine prepared a vocabulary lesson
plan on household chores, imagining her teaching audience prior to Covid. She
presented this lesson plan to her peers and instructor via Zoom while the researcher

joined the meeting as well, as a non-participant observant.

One interesting revelation from Mine was that she wanted to practice teaching
abroad. If she had a practicum experience in Erasmus, she imagined it could have
been more different as she would have to speak only in English even to the lower
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level students who might have trouble understanding her. However, she believed
although this would be a bit difficult, it could also be fun and contribute to her as an
English teacher. That is why, she actually applied for an Erasmus+ practice abroad
and was going to go to Prague for an Erasmus+ internship for the summer of 2020,

until, of course, it was canceled due to the spread of Coronavirus cases worldwide.

4.1.3. Lara’s Case

Going Sweden to study abroad as an Erasmus+ sojourn student was Lara's first
opportunity to leave her country and travel alone. With similar concerns Burcu had
about the duration of her ongoing pre-service education here in Turkey, Lara was the
only other participant who chose to study abroad early as in her second year in the

program:

Studying abroad in my 4th semester was based on my will to have as much
time as possible to complete any courses left from that semester, and two
years would give me ample time to do so.

There were a few reasons behind her choice to do an Erasmus+ and study specifically
in Linkdping, Sweden. In the first interview, she explained her main motivations

with the following statements below:

First of all 1 was not really confident in my speaking and listening abilities
ever since high school. So | wanted to, | think the best way to improve upon
that is to be in a situation that you have to use it all the time. And that was
one. Another one was that um it's one of the few chances | would get, most
of the Turkish people would get, to go to Europe in a long-term process and
stay there on my own, so | wanted to do that and, | wanted to travel generally.

Although she had always wanted to experience studying abroad and see Europe
specifically, according to her background questionnaire, her priority was a country
where she would not have much trouble speaking English only. In our first interview,
she later claimed that she was able to develop herself in that dimension and gain
confidence in listening and speaking abilities. Sweden was her first choice as she
was also curious about Nordic/Scandinavian cultures, so she went abroad as a

motivated sojourner.
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While she also did not take any practicum course in her study abroad experience,
Lara listed “Artistic Methods in Education”, “Sweden & the Swedes”, “Academic
English”, and “Philosophy & Film” as courses she took in the host university.
Thanks to the course “Teaching English to Young Learners” she took in the FLE
program at METU, she had one exposure to the concept of ICC unlike Mine and
Lara. However, this introduction to the concept was limited to one class session

where a guest speaker was invited for discussion.

Finally, Lara’s practicum experience was the same as Mine’ since they were both
enrolled in the same section, so they shared their journey in the same cooperating
school, completing the same observational and reflectional tasks under the
supervision of the same teacher educator. For the final evaluation of course, Lara
also individually prepared a grammar lesson for 5" graders that she planned
accordingly to the sixth unit of MoNE’s coursebook “Movies”. She presented her
lesson plan in the same way Mine did in the same online meeting. There were no

assignments related to ICC or culture teaching.

4.1.4. Gizem’ Case

Gizem was another pre-service teacher who had a prior abroad experience via an
exchange project in high school like Mine. Gizem stated in her background
questionnaire that she had been to Germany with a 7-day student exchange program
when she was a senior high school student. She was highly curious about observing
the way of living of people from other countries and but actually her main goal of
participating Erasmus+ was to be able to “zravel” as easily as possible. Initially, she
had not considered any academic or professional contributions that might come out
of this experience. The following statement summarizes Gizem’s reasoning behind

her strong motivation explaining why she wanted to have an Erasmus+ experience:

Because it was the | think easiest way to travel, because that was my first
goal first of all, because | wasn't aiming to achieve some academical stuff to
be honest. Otherwise, | wouldn't go to Poland because we all know that the
universities are not that hard and | mean the courses are not that hard to pass
in Poland. So, my main goal was to travel cheaply let's say and easily because
| didn't need another visa to go to another country, that was my first aim. And
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then secondly, | wanted to know how people from other countries live
actually because there weren't only students from Poland but also in other
countries from Europe that was my goal.

Gizem admitted she would have liked to go to Germany since German was her
second foreign language, and she wished to improve it; however, she stressed that it
was not cheap to live there as a student from Turkey. So, her main reason for
choosing Poland was based purely on “financial concerns”, and she did not have
any prior motivation or interest towards the Polish language and/or culture. She was
genuinely interested in living in a multicultural environment, which studying in a

host university in Krakow provided Gizem with that opportunity.

In Poland, Gizem took six courses in total as the substitutions for the following
courses at home: “FLE 241 English Literature 11”7, “FLE 325 Selections from the
English Novel I 7, “FLE 326 Selections from the English Novel 117, “FLE 315 Novel
Analysis”, “FLE 308 Teaching English to Young Learner”’s and “FLE 304 ELT
Methodology I1 7, namely. Although her coursework may seem much, the assessment
of the courses was done with either one final paper evaluation or in the form of
portfolios. Moreover, she reported she had an easy time in the semester abroad
because of how they were treated as Erasmus+ exchange students. In Poland, she
commented, instructors were being too easy on the exchange students, giving more
freedom in terms of attendance and workload. Although the expectations from
international exchange students were undemanding, she tried to do better to represent
her country and Turkish students in the best way possible as someone witha “METU

soul” nonetheless.

Gizem did not have any teaching practice during her sojourn like the rest of the
participants in this study. As for her practicum experiences in Turkey, she started
with in-class observations of her mentor teacher in the cooperating high school to
which she was assigned as a trainee. The first tasks she completed were on L1 and
L2 use in language classrooms and giving instructions. After the schools were closed
due to the life-threatening virus, Gizem was asked to write a 5-pages long paper on
how to proceed in an English class in terms of the advantages and challenges of
distance learning. Also, to complete her pre-service practicum experience, she
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prepared four lesson plans on different language skills which she could not have
implemented with real students due to the pandemic. Instead, she chose her lesson
plan which focused on speaking skills, and recorded herself for a 5-minute demo. In
this video-teaching, Gizem used her brother at home as a student and taught him the
first five minutes of her lesson as if she was in the practicum school with 11" graders.
None of her practicum data included the components of intercultural communicative

competence or intercultural communication.

4.1.5. Irmak’s Case

Irmak went to Spain for nearly six months in her third year of undergraduate studies.
She had never been abroad before. There were a few reasons that motivated her to
study abroad. First of all, in the background questionnaire, she stated her belief that
Erasmus+ experience would be helpful for her life after graduation. Secondly, she
expressed her sympathy for the Spanish culture and interest in learning Spanish. She
expounded on her prior motivation and interest saying that she was “in love with the
their culture and their music Raggeaton, ” which she had been listening for 5 years.
She also believed Spanish people, their culture and food were also “Mediterranean
culture” . However, she divulged that at first she considered going to Germany
because her uncle who resided there could help her adapt to life and culture in
Germany. Defne, another participant in this present study, was another reason why
she finally decided to go to Spain to study abroad as she realized that it would be

more fun to travel and enjoy her study abroad period with her best friend.

Irmak, who also did not have a practicum experience during her education abroad,
was the most knowledgeable participant in the cohort as she not only heard about the
term 1CC in the communicative competence course she took at the host institution
but also in her last practicum course in Turkey. She reported that the courses she had
taken in Spain, “Teaching English to Young Learners”, “Communicative
Competence”, “Literature in ELT” benefitted her as a pre-service English teacher
preparing for her future profession. Of course, she admitted that these courses would
have benefitted her too if she had taken them METU, but the fact that taking these

courses in a different learning environment brought her “a different perspective on

45



teaching” because she got exposed to European teaching methods or other forms of
assessments like preparing portfolios, which are different from the ways she was

assessed back home. (See further details in 4.3.1.4)

Irmak’s practicum journey at METU consisted of similar tasks of observation and
reflections on subjects like giving instructions, teachers’ use of technology, giving
homework, group dynamics, generational differences; however, there was one
particular week where they reflected on an article about raising cultural awareness
in language classrooms (Frank, 2013) and made observations. With this task, they
focused on Intercultural Communicative Competence (ICC) and integrating culture
in language classrooms. Therefore, this assignment helped the researcher to support
her findings of Irmak since her written reflections showed parallelism with her self-
reported perceptions during her interviews. The excerpts below supported her views
on ICC and perceived gains of her study abroad experience:

...One important point of culture learning is that one should be aware of
his/her own culture. That’s how one can differentiate and become inter-
culturally competent.

... The way of thinking, acting and producing may show differences among
languages. When | went to Spain, | saw the differences between Turkish and
Spanish culture. I had the process of ‘acculturation’ to survive. I experienced
all of the adaptation stages through time. That was how | became aware of
intercultural phenomena. | have learnt about that culture by living there and
I think that exposure is the best tool to learn a culture (Practicum data,
Reflection and Observation Task 6)

The other tasks, namely her final lesson plan, video-teaching, and the research
proposal task she prepared, did not reveal further relevant findings.

4.1.6. Defne’s Case

Defne studied abroad in Spain with Irmak, her best friend from the department, who
was also a participant in this study. She thought having an Erasmus+ study abroad
experience would be advantageous for future job applications. But most importantly,

with this scholarship, she could have experienced how it was like to be abroad, live
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and study there as she had been wondering for many years. Again, a highly shared
pattern amongst the participants.

Not surprisingly, like Irmak, Defne had been highly interested in Raggeaton music
and Spanish culture; she also thought they resembled Turkish people, she wanted to
learn much more about their culture, get familiar with Spanish people, and travel.
Concerning the choice of the host country and the city, she added that the weather
and location of Granada were also appealing for her, and hearing about Burcu’s
positive experiences, good memories, easy credit transfer was also a contributing
factor that motivated her to study in Spain. It is understandable that hearing good
words and factoring the weather and location of the host institution were a
contributing element to Defne’s choice of study abroad since travelling around and

living in Europe was amongst the most frequently stated reasons in this study.

Since Defne and Irmak shared the same study abroad journey as best friends at the
time, they also took the same courses during their mobility. As for the practicum
experience she had at METU, after the coronavirus break, Defne stated her practicum
mostly continued with observational EBA tasks. For her final task, in the task-based
language teaching lesson plan, she prepared a game that included celebrities and
some culturally prominent figures from various countries from different
backgrounds, so it was seen that she tried to integrate cultural elements in her
teaching. All in all, her reports from the interviews were in line with what she
reflected on her practicum data, which will be explained and discussed later in the
chapter. EBA Observation Task 4 was her only assignment related to expanding the
intercultural knowledge of learners and integrating language and culture teaching.
Her views in the document reflected the earlier findings she reported in her
interviews about ICC.

4.1.7. Melis’ s Case

Melis spent her study abroad experience in Krakow, one of Poland's most touristic
cities. Having no prior abroad experiences, Melis was very motivated for the
adventure of studying abroad. She listed her reasons for wanting to participate in this
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exchange program as to improve her English, to travel around the world, to learn
different cultures, and meet with different people. One of her expectations from the
study abroad experience was to improve her speaking skills and gain fluency because
she thought it was impossible for her to improve her English without exposing

herself to the language in an abroad context.

Despite having no prior knowledge, motivation, or interest in Poland and the Polish,
her motivation to study there was high because she reported that there would be many
other international exchange students like her on the campus where she could
practice her English and travel.

Melis took “International awareness”, “Sentence structure analysis”, “Teaching
English in early-school education”, “Introduction to Polish culture and History with
field trips and Museum workshops, “Remedial pronunciation practice for Erasmus
students”, “Varieties in Contemporary English” courses in Poland which two of
them were somehow related to cultural awareness. However, she reported that she
did not remember the content of the “International Awareness ” course, but she stated
they were discussing different languages, different meanings of gestures, and
understanding of other cultures. And in the other class, they were learning about
some songs, clothes, and religious traditions such as painting an easter egg. For this

course, they also visited historical museums on field trips.

Regarding her pre-service teacher education journey, she reported her tiredness and
candid views on the education she received at METU, in the video assignment for
her practicum course about herself as a student and a teacher. Describing the last 4-
years of undergraduate teacher education in the department, she expressed her
complaints about how she was tired from the heavy expectations, courseload, and

unnecessary reflection tasks she had to complete over the years.
Moreover, in the same assignment, she stressed “the lack of practice” in her pre-

service teacher education. She also did not have any practicum courses at the host

university. She wished she had more chances to practice teaching before graduating:
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We had a lack of practice in these four years because we are always taught
the knowledge. We memorize them before the exams, and then we forget
them. That’s why we need to practice more actually, but we didn’t have a
chance like that.

Unfortunately, in her final semester of prospective teacher education, she had even
less face-to-face practice due to Covid-19. Even though she had to prepare three
lesson plans for the 9" and 10" graders in her cooperating high school for her
practicum, she could not teach those plans to real students in her practicum because

of distance education.

4.2. Discussion on the Findings for RQ1

It was important to investigate how prospective English language teachers with study
abroad experience conceptualize intercultural communicative competence (ICC) and
interculturally competent speaker because “teachers’ ability to select effective
teaching techniques and resources aiming to develop their learners’ interculturality
is dependent on their understanding of the notion of culture and of ICC” (Czuro,
2016, p.85). Their awareness and perception of the term were sought out via
qualitative means. To this end, seven senior pre-service ELT teachers who had
Erasmus+ experience in Italy, Sweden, Spain and Poland respectively were
questioned whether they had heard about these concepts in their pre-service teacher
education at METU or their host university and asked for a definition. Based on their
understanding of the term, their perception of an intercultural speaker and their views
of themselves as an intercultural competent speaker were elicited and elucidated with

evidence from the participants under this section.

In what follows, the researcher presents and discusses the findings from their
questionnaire, self-reports and data reflecting their language teacher education and
practicum experience under major themes to reveal the case. Their (un)familiarity of
the term, definitions they gave for ICC and interculturally competent speaker,
whether they view themselves as an interculturally competent speaker based on their
conceptualizations of the notions, perceptions of developing ICC in Turkish

education settings were explored.
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4.2.1. Perceptions of ICC and Interculturally Competent Speaker

One striking revelation from the findings was that most of the participants were not
familiar with the term ICC, reporting they might have heard of it once or twice yet
were not sure what it entailed. While Melis was straightforward in admitting that she
had never heard of the term ICC and had no idea what it meant, Gizem remembered
it was once mentioned in a methodology course at METU. Unlike Burcu and Mine
who were also unfamiliar with the term, Lara had one exposure to the concept of
ICC thanks to one of the course instructors in the FLE program at METU. For the
“Teaching English to Young Learners” class, there was a discussion on the topic,
and a guest speaker was invited who explained the term, and they prepared a demo
lesson on breakfast from all around the world, which was themed around Children’s
Day on 23" of April. Irmak was the most knowledgeable participant in the cohort as
she not only heard about the term ICC in the “Communicative Competence’ course
she took at the host institution in Spain but also in her last practicum course in Turkey
because she worked on ICC in one of her practicum's weekly article reflection and
observation tasks. These reports of limited encounters with ICC in their teacher
preparation education correlate with previous research findings pointing the lack of
targeted training on intercultural communicative competence and raising
intercultural speakers/teachers in pre-service English teacher preparation in the
Turkish higher education context (Bektas-Cetinkaya & Borkan, 2012; Czura, 2016;
Eken, 2015; Kagar 2019; Sen, 2020).

Despite having almost no background in the theoretical knowledge of the term,
however, all of the participants were able to define ICC mostly in accord with the
conceptualizations of the term in the literature (Byram, 1997; Czura, 2016;
Deardorff, 2006; Fantini, 2009). This finding can be linked to participants’ previous
study abroad experiences since previous research pertinently argues that experiential
learning opportunities such as Erasmus+ student mobility program enhance the
development of ICC and raise pre-service teachers’ awareness on ICC (Aydin, 2012;
Sarigoban & Oz, 2014; Soria &Trois, 2014).
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In accord with the components of ICC defined in literature, most of the prospective
language teachers in this study were able to defined the term as being able to
communicate with the ability to understand people from other cultures by aiming for
mutually effective conversations. So, the ability to express one’s own culture to
others and compare diverse perspectives and products of others, being respectful and
tolerant to other views, and adapting their language to communicate accordingly are
considered a part of this competence resonating with Byram’s (2008)
conceptualizations of intertwining attitudes, knowledge, critical cultural awareness,
and skills. To give evidence to these findings, analysis from the cases are illustrated

below;

Burcu was one of the participants who shared hearing the term intercultural
communicative competence (ICC) before, but was unsure what it meant. According
to hear comprehension, ICC could be defined as being able to understand other
cultures, their values and how people react in specific situations, knowing the
cultural differences, and being able to behave accordingly. Based on this perception,

her definition of an interculturally competent speaker indicated:

...the ability to understand the differences, not sticking on your own values
and your own truths, trying to understand the person next to- like in front of
you- and accordingly, to find a common ground in which you can
communicate.

As can be understood, she put emphasis to awareness of values and finding common
ground to engage in effective communications in a similar conceptualization of
Byram’s (1997, 2008) intertwined saviors. Moreover, she had stated always being a
tolerant person throughout her life who believed that difference is a good thing
which studying abroad enhanced these features in her. Contrary to what she had
stated earlier about her experience and the effects it had on her, Burcu was hesitant
to call herself an interculturally competent speaker and felt that she needed especially
more knowledge about different environments and other cultures such as Chinese
and Russian. The ability to compare just some cultures was not enough for being an

intercultural speaker:
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I wouldn't say that | guess because | mean | had some experiences, like | had
lots of friends from different cultures than me, and like had nice
conversations, but it was generally all like “wow, do you do this in your
country, we don't”. We were just like comparing our countries. I think I need
more experience to identify myself as an interculturally competent speaker
because we were just like comparing our cultures, and I think as I said, | need
more confidence, more experience on that.

Her views above actually could be traced back to the “never-ending process” of
developing intercultural competence (Baker, 2015; Byram et al., 2002; Dervin &
Gross, 2016; Jackson, 2018) as it was also suggested by Byram (2008) himself that
knowing all of the cultures one might encounter is simply an unrealistic task;
therefore, knowledge as a savior does not refer to knowing all cultures it is “learning
is never complete” but one should be open to new knowledge and discover new
perspectives and practices. With this conceptualization, Burcu actually did not need

to worry about having knowledge about every culture out there.

Another participant, Mine was unfamiliar with the term, so while trying to define
ICC, she broke down the term into its parts: intercultural-communicative-
competence and interpreted it as the ability to “understand people from different
countries and all their cultures behind their personalities”. As for an interculturally

competent speaker, she could make a guess:

Maybe after you have been to a country and lived for a long time you get
anything about this culture, so maybe this person can be called an
interculturally competent person because in terms of, apart from the language
they speak, you could understand their expressions, facial expressions,
gestures or for instance like when we were in Italy, Italians and the Turkish
people had so high energy all the time, and we were speaking so loudly while
the Germans were not like that or the other country people. And they were
saying like we are always speaking like we are having a fight. So maybe this
can be given as an example for this internationally competent people. | mean
they have become more internationally competent that they could understand
us and we could understand their cultures and what the culture brings with
them.

This except signals her understanding of the awareness of values and ability to
interact with others from different linguacultural backgrounds (Baker, 2015, p.132).

With this understanding, she was unsure if she could believe she was an
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interculturally competent speaker. She added that with Erasmus+ experience, she
was able to see different cultures and meet people from different countries, so she
got a little bit of their attitudes, but she could develop herself more, associating her

competence with her study abroad experience.

Unlike Mine and Burcu, Lara had one exposure to the concept of ICC thanks to one
of the course instructors in the FLE program at METU. For the “Teaching English
to Young Learners” class, there was a discussion on the topic, and a guest speaker
was invited who explained the term, and they prepared a demo lesson on breakfast
from all around the world, which was themed around Children’s Day on 23" of April.
What she recalled and understood from the definition of the term was incorporating
the idea that one language does not equal one culture and that there are many cultures
we can talk about while teaching languages, so comparing and or discussing multiple

cultures at times in the classroom.

She inferred then an intercultural speaker is someone tolerant, open-minded, who
asks a lot of questions but not questions that are intrusive or unkind, but questions
that are more open to letting the other people speak and explain their cultures, and
someone who is good at explaining their own culture too. Therefore, her views
resonated with all five components of ICC. But with a similar misconception to
Burcu, she had some concerns about if she had this competence herself as she

commented below:

I am not sure. First of all, | don't think that I am very knowledgeable about
my own culture as a whole because | wouldn’t be able to speak about I don't
know Karadeniz cuisine, for example. And my own experiences on my words
and explanations would be rather incorrect. Um | also don't think that I can
speak for most of the people from my culture, which because that would be
a bit misjudging, overgeneralizing. But I think | am fairly tolerant and open-
minded about other cultures, soo I don't know 50-50.

Above except implies that she puts importance of knowledge, however, it could also
be seen that she is also highly aware of the diversity of cultures even in one’s own

culture since culture should not be associated with a nation or a country. Monolithic
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views should be abandoned (Alptekin, 2002). In that regard, she in fact could be
considered as an intercultural speaker contrary to her skepticism.

Gizem on the other hand, remembered hearing the term ICC mentioned in one of her
former methodology classes at METU. With hesitation, she defined it as integrating
the culture of the target language into the classes or having communication not only
with linguistic aspects but also the cultural aspect. While defining interculturally

competent speaker:

Probably it would mean that like | am speaking Turkish but I am also a learner
of English, so | could integrate my culture into English, then that would
define that maybe?

She suggested that second language learners should not only be stuck on their own
culture. Drawing attention to the link between a language and a culture, she argued
that learning a language meant integrating ourselves into another culture, so
language learners should have the ability to compare and integrate their culture to
the target language’s culture. Differing from the hesitant views of Burcu, Mine, and
Lara, Gizem asserted that she was an interculturally competent speaker, as she

explained her judgment in the following except:

| think so, yes. Because | like some parts of our culture and | like to talk
about that, but I like to learn cultures of other languages also. And | can, when
| see something like, when | was on Erasmus, when | see something that my
friends do, | could I was able to compare that, if we were in Turkey. | would
do that, or if I were him, | would do that, hm, they are doing that in this
country in bla bla like that. So, I think so.

With this view, she highlighted the skills of interpreting and relating in the definition
of an intercultural speaker. Furthermore, during Erasmus+, she was able to observe
friends from other counties in class, in an academic environment and recognized how
her thinking was different from their way of thinking when answering questions the
professors asked, so she came to understand that “the culture we live in defines the
way we think”. Hence, she believed study abroad experience contributed to her

development of intercultural communicative competence.
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The most knowledgeable participant in the cohort was Irmak because she not only
heard about the term ICC in the communicative competence course she took at the
host institution but also in her last practicum course in Turkey as her practicum data
also supported. Irmak simply defined ICC as a skill that enables language speakers
who understand the other cultures and express their own cultural elements to them
for mutually effective conversations. She claimed ICC is needed to be competent in
a language; otherwise, she wondered how we would successfully communicate
meaningfully with others that are foreigners to our culture. She argued when we are
learning or when we are teaching, for instance, how to greet or how to ask for food,
how to ask something nicely more officially or informal ways, we adapt our langugae
according to our contacts in cultures, and that is the case with all languages. Not just
English and Turkish. Therefore, in her opinion, an intercultural speaker is someone

who understands the importance of knowing cultural elements in communication.

Considering her views on the matter, Irmak continued to explain why she thinks she
can be considered as an interculturally competent speaker, although she thought

there is always room for improvement:

... Itis hard to say really because we don't have that much contact with other
you know international students but I can say that I am an interculturally
competent speaker because | went Spain and | survived there for six months
without you know having big troubles at all. Yes, | adapted myself to their
cultures, 1 started to think in that in the way that they think also cause how
would they response if | say this or what would I do if I, how can | say, if |
am a really you know native Spanish speaker. So, | thought in that way so |
think | survived there very well.

Her best friend Defne’s knowledge about the term was not as clear as Irmak, as they
had different practicum experiences in Turkey, Defne did not have any assignment
on the subject. However, from her previous knowledge on communicative
competence, she had some ideas, although she admitted she did not know exactly
what it is and what subsets it has. Knowing there are a lot of cultures and their values
are different from each other, paying attention to the social environment, the culture,
the cultural values while speaking, she stated, could define intercultural
communicative competence. Furthermore, by linking her previous statements on
World Englishes, the interculturally competent speaker she defined was “patient”,
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“open-minded ”, and “a good listener” who can understand people from different

linguacultural backgrounds (Baker, 2015):

If he or she is interculturally competent enough to speak with other people,
he or she must be patient and also open-minded, and also | think the most
important point was he or she must be a good listener. Because we talked
about word Englishes, | used the word the term World Englishes, you know
that some people in Turkey like Erasmus students from Pakistan, Arabistan,
other Arabic countries and from Azerbaijan for example; even the Azeri
people, we couldn't understand the way they speak English because they used
different accent and different | mean idiolect or etc. Maybe, interculturally
competent speaker can understand them.

As a learner and as a prospective language teacher, she firmly expressed her views:

I don't believe in speaking like native speakers. | mean what if you can't speak
like native speakers, | mean we are not native speakers, but we can
understand each other, we can talk, we can discuss something. The important
thing is transmitting the message and understanding it.
Thus, with the excerpt above, it could be argued that she denied the norms of native-
speakership and was of the opinion that it should not be an aim for second language
teaching or learning (Alptekin, 2002), supporting the intercultural shift in education

(Hoff, 2020).

Like Irmak, Defne also drew attention to the importance of being aware of cultural
nuances, knowing or learning about different cultural practices. For instance,
because she was exposed to the life in Spain, she learned that you could not start to
drink your beer when they serve you, you have to cheer first, or you have to wait

EAN13

until everybodys’ “tapas” is served before you can start to eat them. While she
thought she gained a lot through study abroad experience in terms of ICC, she was

still a little hesitant like most of the participants in the study to call herself competent:

I can't describe myself | can't say I'm interculturally competent enough to
speak with other people but I know that I'm a good learner, | mean I'm a good
learner and at least | put my effort, and | put my motivation, and I put myself,
| dedicate myself to learn to get to know other knowledge or other people |
try my best. Even though I can't label myself like that, I will try my best.

A complete stranger to the term, Melis defined ICC as understanding and knowing

different cultures and communicating with people accordingly based on the word
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“inter-cultural”. To give an example, she added that if she is not so familiar with
Polish culture, she cannot share much with Polish people, or she could make some
mistakes and have a communication breakdown because of misunderstandings in her

interactions.

Moreover, she thought bilingual people, for instance, could have this competence
and be called interculturally competent as they know two different cultures because
of their parents and could communicate much more easily. Overall, it was observed
that she emphasized “knowledge” of the other culture as a necessity for an
interculturally competent speaker. Melis added she did not feel like an interculturally
competent speaker because she was not exposed to Polish much and did not learn
the language because she had no motivation or interest as explained in section 4.1.7;
however, she could be partially competent as she was able to get along with them
and other international students. According to her, being good at grammar and
having a good vocabulary was just as important as being open-minded, tolerant, and

less judgmental.

To summarize all the participants views and conceptualizations, according to their
responses, ICC could be defined as the ability to understand that there are different
cultures and values of people and know communication includes not only linguistic
aspects but also cultural aspects, and communicate by paying attention to cultural
differences among people for mutually effective conversations. It includes being
aware of your own culture and the ability to compare and express your own cultural

elements to others.

Based on the participants’ views, an intercultural or interculturally competent
speaker can be defined as someone who is aware of the diversity of cultures and can
interpret and relate cultural knowledge and practices of others and their own culture;
therefore, can successfully communicate by adapting their language to negotiate
meaning in their intercultural interactions. They also have good grammar and
vocabulary, good listening skills, and can understand different accents and non-
verbal language such as facial expressions and gestures of people from different

cultural backgrounds. An intercultural speaker is also viewed as someone who is
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open-minded and tolerant to others and their way of thinking, does not stick to her
own values, is aware of prejudices against their own cultures, is patient, flexible, and

less judgemental.

As for their perceptions of themselves as an interculturally competent speaker, 5 out
of 7 participants were initially hesitant to call themselves interculturally competent
speakers. Circumspectly, they approached with caution to label themselves as
competent since they viewed “knowledge” of the other culture as an important
component of ICC, almost all of them believed there were more cultures to learn,
and they could always develop themselves. Some noted that a person’s own culture
is important as well, but there can be even cultural differences among people who
share the same nationality that they are not knowledgeable. All in all, they thought
they still could be interculturally competent speakers. As they reported many times,
thanks to their study abroad experiences, they successfully survived in another
culture, adapted themselves, and formed relationships with people with whom they
did not share a native language or culture. According to the participants, being able
to make lots of friends from different cultures was in a way an indicator of their

competence.

4.2.2. Perceptions of Developing ICC in Turkish Settings

All participants unanimously agreed on the necessity and importance of developing
ICC for Turkish students and their English teachers. To exemplify, Gizem stressed
her opinion that having intercultural communicative competence (ICC) was

important for all second language teachers and learners with the following comment:

...not only in Turkey but also all around the world students also need to have
this competence, and | think that as long as they learn a language, they attend
language courses, they will develop this competence without realizing it. |
mean, they don't need to force themselves, but when they learn a language,
they also learn the culture.

Dwelling more on the necessity and importance of intercultural communicative

competence, the comment below illustrates how Irmak stressed the ever-growing
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need for ICC in today’s world for both foreign language learners and teachers to

connect us globally (Cushner, 2011):

...Everything is shared and you know people know everything today and there
IS no borders anymore between countries, languages, religious, cultures in
general and we have friends all over the world, we use language to communicate
with them and sometimes, we have some, you know difficulties to that maybe
technological equipment, problems or anything else; but ICC makes it easier,
makes easier for us to connect with other people all around the world and share.

Another participant, Melis demonstrated her views on the need for intercultural
communicative competence and why the teachers or the students should be

developing this competence:

Because if you are teaching English, you should know their language, their
culture or even their music, maybe their history sometimes. | think it's
necessary for them.

... Yes, it's necessary because they are learning English. It's another country's
culture and another country's language. So they should be exposed to it if
they wanted to learn their cultures because it's not our culture. They should
know the features or vocabularies or foods maybe, if they want to
communicate with a stranger foreigner.

Lara underscored the inextricable link between language and culture (Kramsch 1993,
2014) similar to Gizem’s views above and that the Turkish teachers should
sometimes make comparisons, show similarities, and connect two cultures, and most
of the time not only two but many, since English is currently worldwide. For that
reason, she stressed the importance of ICC for language teachers and learners in

Turkey.

Nevertheless, what she observed from Turkish educational settings showed her a
different picture. She found the MoNE books, the materials used in language
classrooms in Turkey, were too restricting as she distinctly remembered one time
they talked about Nasrettin Hoca, a comic figure in Turkish history, for two whole
weeks. She thought the students would very gladly accept other information about
other cultures because most of them dream of going abroad one day and traveling

the world. So, the learner profile was suitable for integration cultures. Yet she
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believed the school agenda was too focused on Turkish culture and discouraged
students to learn about other cultures, also it was unmotivating for them to tell
Nasrettin Hoca jokes in English since they saw no need for it. As an alternative
scenario, she believed the mentor teacher could have integrated a foreign figure in

the second week on the same subject and made the discussions culturally enriching.

Similar observations were made by other participants with a common understanding
that ICC was not adequately addressed in foreign language classrooms they had the
change observe. These findings can be explained by multiple studies from the
literature which revealed “a mismatch between EFL teachers’ perceptions and their
teaching practices” (Castro et al., 2004; Tasdemir & Giirbiiz, 2021; Taskin, 2020;
Tiitlincti, 2014). This situation is often rationalized with time concerns and exam-
oriented practices when teaching the target language (Ghanem, 2017; Young &
Sachev, 2011; Tiitiincii; 2014), and teachers’ confusion as to how exactly implement
and foster the development of the learners’ ICC (Kilig, 2013).

Understandably then, encouragement from the teachers or the school management
could help develop learners’ ICC if materials and activities were adjusted. For
instance, making students create culture-related posters to hang in the hallways or
bringing authentic materials such as children's stories or movies could be among the

ways to foster this competence, according to Lara.

A dominant view among the participants was that integrating and fostering this
competence mostly falls on to teachers. Burcu as a strong believer of this idea argued
that first and foremost, teachers should themselves be motivated; unfortunately, she
thinks this was not the case for the mentor teachers she observed in her practicum
school, where they primarily focused on students preparing for important exams.
Teachers should create an environment where they can speak about daily lives of
people not just tenses and rules of grammar. Burcu believed this would be easier
with lower levels than six, seven, eighth-graders, or high schoolers because of those
students' resistant prejudices, as she mentioned earlier. She recommended ways to
change this situation and foster intercultural communicative competence in Turkish

language education settings. She suggested teachers stress the concrete outcomes of
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learning the language (e.g. understanding Netflix shows), create example scenarios
and environments to expose them to different cultures and customs, teach living
habits of English people, utilize comparative activities with Turkish habits, and show
“their way of life is not far from us”. In a broader perspective, she asserted that
recruiting native teachers in the institution, having projects like Erasmus+, or
arranging pen pals around the world would be beneficial actions to integrate and

foster the development of ICC.

For that, Burcu believes in suggesting students to watch videos, films, trying to learn
their favorite singers in an attempt to get them motivated and love English, not as a
subject but a language and something like a way of life. She underscored their need
for English as she was aware of the current position of English holds in our
expanding multicultural and multilingual world. Therefore, language teachers should
try to break students’ prejudice of viewing English as a “boring subject matter” and
incorporate cultural concepts. She emphasized the need for developing ICC of
Turkish learners because students need to change their views on English, and their
perspectives would change if they become aware that they can actually use it in
future when going abroad, watching some movies, understanding what is going on
in English-speaking countries or the worldwide. Their attitudes would change, and

they would feel good about learning English.

In line with Burcu’s perceptions, Mine believed developing ICC might be necessary
for English teachers. In her explanation, she mentioned that maybe English is for
communicating with others that we do not share a common language, so as an
English teacher we should make sure the students understand it as a language that
should be communicated. In her internship, she observed that students saw English
“like a material”, but “understanding and making them understand it is the
language for international communication would help them be interactive in the
world.”. Thinking of the Turkish students, she adds:

I think they need to have this awareness because they will eventually | think
encounter with people from different countries in their work life or as a
university student. So | think it's important for them to understand their
cultures and develop an awareness about it.
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However, she remarked that the curriculum could be something that restrains the
teacher (Titiincii; 2014) as she never encountered any instances of talking about
different cultures in Turkish settings she observed. She referred back to her first
practicum experience from the last semester when she prepared a lesson plan, which
she only prepared as a written form and never implemented in a class, about the
habits in Korea. She learned some things and enjoyed even preparing the lesson.
Moreover, she reflected on another previous course she took in the department where
one of her friends integrated the Ramadan festival in Turkey to festivals abroad like
Thanksgiving and compared the two. She thought ICC could be integrated to all
levels, but students of higher levels such as high school students could integrate this
awareness and differences much more easily. Using videos of other cultures could
be helpful too. Last but not least, she envisaged that she could use the advantage of
being a teacher with a study abroad background as she could integrate her memories
from her experience while practicing speaking, or she could introduce them to some
of the other cultures she had seen there, and she would try to encourage her students

for study abroad via Erasmus+.

Similarly, Melis suggested that teachers could use materials to include culture, such
as using songs, technology, videos, or even cooking to integrate ICC into lessons and
develop Turkish learners’ competence. However, first of all, she asserted that every
school in Turkey, whether state or private, should be equal in terms of having
technological opportunities and a staff of professional teachers. In addition, she
stated that every school should prepare and increase the number of study abroad

projects like Erasmus+ exchange programs to send their students to another country.

In order to foster the development of this competence, Irmak also drew attention to
technology and its crucial importance, so strongly argued that it is the government’s
responsibility to provide equal access to technology for every school in Turkey. Even
in institutions with limited sources or opportunities, she believed that teachers
should be motivated to integrate or adapt materials that consider culture in learning
as well. Byram and Masuhara (2013) asserted that optimal materials, syllabus, and
methodology need to be explored for intercultural language education (p.156). As
observed by teacher trainees of this study, as much as it should be the teachers’

62



responsibility to foster ICC, they reported that Turkish teachers in their mentoring
schools were not trying to find ways of integrating ICC and the materials, curriculum

and the institution were not very helpful in that regard as well.

The institution, therefore was the second most dominant view which they thought
influenced the developing ICC in Turkish settings. Drawing from her practicum
experience, Gizem argued that developing and fostering ICC would depend on the
institution's quality and opportunities. For instance, her practicum school was among
the best high schools not only in Ankara but also in Turkey, and it offered six
different languages for students to choose as a second foreign language. She saw this
as an extraordinary opportunity for the learners since most schools in Turkey can
offer only one second foreign language. In addition, she advocated the number of
international projects, “youth projects”, should be increased and extended to other
schools, not just a few privileged institutions. If exchange projects are limited or
unavailable, Gizem also put forth pen pals as a way to foster students’ ICC.
Expanding on Burcu’s view, she asserted that even WhatsApp could be used to
improve learners’ intercultural communicative competence as now the technology
allows pen pals or letter-friends to communicate instantly via a simple and
widespread app. What is more, preparing and hanging posters about cultures and
traditions would be a beneficial activity that teachers could encourage. These posters,
she added, should not be only about English culture but could be about any culture
such as Moroccan culture or Spanish culture. She claimed that even Turkish culture
should be added as students would need to share their native culture in intercultural

interactions.

Defne was another supporter of the “profound effect” of institutions have on
intercultural communicative competence. She rooted this belief to her own
experience as a university student. To clarify, she gave an example from her life by
comparing her little monocultural hometown and METU, saying that she had never
had the opportunity to meet an Indian person before she came to study at the
university. Furthermore, in accord with most common perceptions, she asserted that
language teachers should learn about intercultural competence and about respect, as

they need to improve this competence in their learners. To do that, they can change
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or adapt their materials to include diverse groups of people and diverse accents to

raise their learners’ awareness of other people.

To conclude, the pre-service teachers’ perceptions revealed that developing ICC is
necessary for Turkish students and their English teachers. Most of them believed
raising students’ awareness and developing their intercultural competence mostly
falls on teachers as similar arguments pointed and highlighted the language teachers’
responsibilities (Byram & Wagner, 2018, p.147). First of all, the participants argued
that teachers should be making students understand that English is the language for
international communication that will help them interact with the world. They should
be adapting the materials, curriculum, and activities to incorporate ICC in their
lessons. Some participants observed that current materials used in English
classrooms in Turkey fall short of including diverse cultures and promoting
interculturality. Comparative activities showing the similarities and differences
between different cultures around the world, their traditions, and habits were
suggested to develop students’ competence. The activities can involve songs, videos,
documentaries, preparing posters about cultures, creating scenarios, or role-playing,
similar to what have been suggested in literature (Us6-Juan & Martinez-Flor, 2008).
Most participants believed one should be exposed to different cultures and engaged
in genuine communication, so they were in consensus that study abroad
opportunities would be the best way for fostering ICC of learners or English teachers.
Some participants stated if English teachers have study abroad experiences, they
might become “role models ” or a “source of inspiration” encouraging their learners
to travel or participate in exchange projects. Two participants recommended
arranging pen pals from different cultural backgrounds to foster ICC, which could
also be virtual and instant communication thanks to technology. Some participants
stressed that developing and fostering ICC would depend on the institution’s quality
and opportunities. Their perceptions revealed that not every institution in Turkey has
equal opportunities in terms of technology, study abroad projects, international staff,
or interculturally competent teachers who can integrate ICC in their lessons

effectively.
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4.3. Discussion on the Findings for RQ2

The second research question which aimed to discover ELT pre-service teachers’

perceived gains of study abroad is answered in this section.

4.3.1. Perceived Gains of Study Abroad

Congruent with previous body of research, the analysis of self-reported views of each
individual revealed that the participant prospective ELT teachers with Erasmus+
mobility experience noticed many contributions of this program to their life as a
person and as a prospective language teacher (Byram, 2008; Cift¢i & Karaman,
2019; Dewan Tiiriidii & Giirbiiz, 2020; Tiitiincii, 2014; Onen, 2017). According to
former Erasmus+ participants, there had been many contributions of having a study
abroad experience on their lives as they reported they benefited from this short-term
student mobility in various ways. As common patterns among the individual
accounts were sought, the analysis of their self-reported gains was aggregated under
four sub-themes as in the following: (1) personal, (2) language, (3) intercultural and
(4) academic and professional gains. Discrepancies between their perceived gains
could be explained by their individual differences and the uniqueness of their study
abroad experience, motivation, interest and/or efforts of engagement in intercultural

communication during their time abroad (Jackson, 2018).

4.3.1.1. Personal Gains

The most frequently reported personal gain as perceived by the participants in this
study was self-confidence. This was followed by being able to travel alone, learning
to survive in another county, and socializing/meeting with people from other cultures
boosted their confidence in themselves. Describing their personal growth, many of
them shared that they gained matureness as they had to manage their money, cook
for themselves, solve their problems on their own. One participant stated she became
more of an initiator than a shy person following her sojourn. Some participants
reported they became calmer or individualistic like the people were in their host

culture, noticing some changes in their personalities.
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To begin with the most salient theme, increased self-confidence following their
short-term Erasmus+ was perceived by all prospective language teachers in this
study. Reflecting back on her study abroad experience, Lara indeed thought that
studying a semester abroad made differences in her as a person and as an English
language teacher candidate. Boost of confidence was a dominant theme in her
answers too, as she elaborated on how this became so and how study abroad

experience in the Swedish context:

Personally, it helped me boost my confidence because | was really alone,
most of the time. Not only because Swedish people are independent and
individual but because the general exchange community was not really you
know, it didn't click with me. So apart from a handful of people who were
there as foreigners, | didn't have many Swedish people who knew their way
around Sweden, so | had to figure that all on my own and that helped me
boost my confidence a lot in that | could see | was you know doing things.

Similarly, Burcu vocalized the most important benefit she gained was, in her own
words, “learning to survive in a totally new environment”. Surviving in every
circumstance, learning a new language and a new culture, and getting accustomed to
living in it made her say upon return: “yes, | can live whereever | want, | can live

everywhere in the world” signaling her boosted self-confidence.

According to Mine’s view, one of the most explicit and positive outcomes of her
Erasmus+ experience in Italy was confidence, just like it was a similar picture for

others too:

Actually, actually I could feel like I could do anything when | was there. For
instance. | went to different countries with my friends. | had Turkish friends
as well, and we arranged some trips to other countries, and | mean it was soo,
it was like so amazing. When | was there, | always felt like "okay we can go
there, we can go there," and we were just took our bags and going from there
to there, but when | was in Pavia, | also learned to keep money because "Euro
cok yiiksek oldugu i¢in"(Euro was too high as currency). I always had to cook
in the dormitory, and | was trying to arrange everything, so | felt a little bit
more mature and | tried to keep everything in a good way.

The above except also elucidates the other personal contributions of studying abroad
she perceived as an exchange student as she gained matureness because she had to
cook and manage her money while living in Italy.
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The confidence gained out of this abroad experience she reported could be extended
to her personality as well. This change was evident in her statements from her first
interview when she revealed that normally she was a shy person, but in Erasmus, she
did not know anyone; hence she had to become friends with people there where she
“learned to be more open to communication,” and she became “more of an initiator
than a shy person”. Also, she felt slightly less stressed when speaking in another
language because having friends from different countries reduced her speaking

anxiety.

Irmak carried on with further details of this effect of study abroad on her personality

as she believed she was influenced by Spanish people’s outlook on life:

Now if I was Irmak before Erasmus, | would be crying over my homeworks,
trying to do my best actually when | couldn't do anything else. But now, |
think that it is me that all matters. You know, | can do it if | want, | can't do
it if I can, this is my you know how can | say, motto for now. After Erasmus
| have learned this. | cannot torture myself over something that I cannot do.

In addition to her changed mindset, she asserted she “became a real adult” because
of her study abroad experience. She emphasized like most participants that learning
how to survive in a new culture, a new place without knowing their language and
having little money, having to negotiate with her Italian and Chilian roommates and
navigate life in Spain brought her survival skills and gave her confidence that she
“can survive anywhere at any age”. She felt she became more tolerant to people and
could adapt herself to any other culture. All in all, she described studying abroad was
a life-changing experience for her in line with previous perceptions of many sojourn
students (Teichler, 2004).

One striking comment came from Gizem when she was being interviewed on the
benefits of Erasmus+ experience. As a Turkish exchange student, she expressed her
realization that the period she spent studying abroad became as a relaxing time for

her with a therapeutic effect. In her exact words, she reported:
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...I'saw that we in Turkey as young people, we have lots of problems that we
carry wherever we go. I'm 22 years old and I have to think about the war
going around in our neighbor, or the children in our streets, or the poority or
everything. But what | saw in there was people at my age they don't need to
carry any of those. It was heartbreaking actually. And when | was there, |
didn't need to think of any of them again. But, when | came back, it all came
to my mind.

In addition, the study abroad experience also contributed to her confidence
immensely in terms of gaining encouragement to travel alone or living with people

she did not know.

4.3.1.2. Language Gains

While 3 of the participants did not experience remarkable gains as much as they
hoped in English, they still reported they have benefited from using the language
outside the academia in daily conversations or while traveling. The rest of the
participants, Burcu, Mine, Lara, and Gizem reported the positive outcomes of the
study abroad experiences on their English as they gained confidence in speaking and
listening, gained fluency, improved writing skills, started to think in English, and
understand non-verbal language. On the other hand, all participants except Lara,
Gizem, and Melis learned the host language to a degree. Given their reports in 4.1.3,
4.1.4 and 4.1.7, about their motivation and interest towards the Swedish language

and Polish, this was an anticipated outcome.

To exemplify, studying abroad in the Swedish context pushed Lara to improve

herself in terms of using English:

...ithelped me tremendously in terms of my English. They were really fluent.
| often felt that | was a bit below their level too. It was almost as if | was
speaking to you know people form Britain or USA. So | had to be careful
there, and that changed my speech and listening too.

She alleged with further details from her experience that not only her pronunciation
and fluency of English were improved but also her writing skills developed

dramatically since assessment in the Swedish education lied heavily on take-home
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essays instead of in-class examinations. A course called “Academic English” in the
host university aid her writing development during her student mobility. In summary,
gaining confidence, being more individualistic like Swedish people, improving her
spoken and written English were among the areas she felt change in as a person.
Money management was something she gained from her study abroad experience as
well, similar to what other participants also put forward about themselves as

previously discussed.

More on perceived language gains, Burcu found it exciting to learn a new language
through immersing in daily activities such as shopping for food. However, this
development was limited in grammar since she started as a beginner there with no
prior Spanish background which could be viewed as an understandable outcome
since pertinent literature suggests improving a foreign language competence depends
on the initial level of competence one possesses (Kaplan, 1989). Burcu mainly used
English during her mobility, even in her dormitory since the two of her roommates

were Irish. This had also positive effects on her as she explained:

So, | started to think English more. English became more important for me
and also | started to understand how people, what people are going to say
with their hands and gestures. And also | learned Spanish a bit but not in like
its grammar but the basic everyday words.

Mine also reported having good relationships with Italians, Germans, and other
student sojourns from various countries in terms of intercultural interaction during
her sojourn. However, to her surprise, on her second day of Erasmus, she met about
ten Turkish students, so she was hanging out with them as well. On top of that, she
was staying in a dormitory for two people, and the other person turned out to be
Turkish, although she did not expect this arrangement. She tried to refrain from
hanging out with her ethnic group only, in the end, she felt slightly less stressed when
speaking in another language because having friends from different countries

reduced her speaking anxiety.

Furthermore, similar to what Mine and Burcu reported about their language

development, Gizem observed the most change in her speaking skills, as she gained
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fluency and started to think in English as well. In her honesty, she noted that she had
had no intention of improving her Polish, and she only learned a few words and basic
expressions (See section 4.1.4). On the other hand, considering her English, she was
the first to report any downside in terms of language gains. Because she made many
international friends who were careless on their grammar during her mobility she

argued as a prospective English language teacher, this had affected her negatively:

But there are people didn't pay attention to grammar, and | do because | will
teach grammar, so | have to pay attention to my language but because they
didn't pay attention, and | was spending all of my day with them, so, | started
to lose my grammar also. Like they were saying “did you said, did you went
there” and | started to say that also and when | came back to Turkey, I still
sometimes caught myself saying that unfortunately.

On the other hand, Irmak’s expectations regarding the improvement of her English
did not turn out as she expected since she came to realize that English was not widely
spoken in Granada and even the pre-service teachers she studied together in the host
institution were not very good at English, she explained. However, she thought living
in Spain contributed to her Spanish as she needed the language for her daily needs
such as shopping, eating and navigating in the city.

Irmak’s perception was validated as in terms of language, Defne was also a bit
disappointed that she could not practice her English as much as she did at METU,
supporting what Irmak also stated earlier in the same study abroad context. Although
she learned some words and phrases in Spanish, she also pointed out that doing a
study abroad experience with her best friend limited her international interactions. It
was when they were traveling she said they found the chance to practice their English

in a meaningful way.

Contrary to her peers in the study, Melis was insecure and anxious when it comes to
her language abilities. Although regarding personal changes she experienced due to
her student mobility, she divulged that after some adaptation period around one
month, she felt “less shy and abstaining” yet still, when there were Turks around,
she added that she continued to feel shy to speak in English. Offering an explanation
to this phenomenon, she pointed to Turkish education, which she believed made her
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a “perfectionist”. She believed Turkish students were always judging her speech, so
she felt insecure when speaking and kept withholding herself. She admitted she did
not observe any major improvement in her English as she had expected, and implied
that hanging out with Turkish students during her stay might have hindered her
development in that regard.

In terms of her interactions with native Polish in the host environment, she revealed
she found them a bit “cold and distanced”, and they were not being so “friendly”.
Most of the time during her stay, she communicated with other Turkish students and
international exchange students from her dormitory. Melis also mentioned the other
international students also tended to hang out with people from their own country.
This unfortunately, also have been an observed activity by some research into the
impacts of international education (Dewan Tiiriidii & Giirbiiz, 2020). Finally, Melis
candidly expressed since she had no intention of learning Polish, she did nothing to
improve this language (See section 4.1.7). She only benefitted from using English in
daily activities such as at the supermarket or on the bus because it was different from

the academic usage of the language she could practice at METU.

4.3.1.3. Intercultural Gains

Some participants stated they were already curious, tolerant, and open-minded
people before their short-term sojourn experience, so studying abroad did not change
their attitudes drastically; however, most of them reported they became more
tolerant, more patient, more flexible, more open-minded, less judgemental, and less
shy communicating with people from other cultures thanks to their semester spend
abroad. They felt the most change in terms of knowledge, which was gained through
their interactions with various cultures, observing how they live, think, and behave.
Some participants also stated that some courses in the host university also improved
their cultural knowledge about English in better detail than any other course taken at
home. While Melis and Gizem reported they did not gain much knowledge or
positive attitudes towards the Polish during their stay because of their unwelcoming
and cold personalities, Gizem was careful not to stereotype or generalize all Polish
people. Overall, all participants believed their study abroad period contributed to
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their intercultural development. They were able to observe people from different
cultures first-hand and learn many cultural habits and behaviors that they said they
would not be able to learn if they had not participated in the program and studied
abroad. They were also able to observe cultural differences and prejudices among
intercultural communications. Some participants revealed that this made them aware
of their own prejudices and overcame them. Moreover, by immersing themselves in
the study abroad environment, Irmak and Lara changed their mindset and embraced

the Spanish and Swedish way of life.

Defne asserted that “the Erasmus+ experience is a perfect opportunity to be patient
and to be open-minded people, ” because she was meeting new people and cultures,
learning to be in harmony with them so as to be able to live with them, her responses
hinted at perceived gains in terms of her intercultural competence development. Her
realization yields further support to the perceptions of the study abroad programs as
being propitious for the development of ICC since they can offer affordances for
intercultural growth (Jackson, 2018; Zhao, 2010). However, Irmak’s opinions also
drew attention to the warnings made in the relevant literature that intercultural
growth and the development of this competence is not an automatic byproduct of
mere participations in such exchange programs (Cushner & Chang, 2015; He et al.,
2017; Jackson, 2009).

On this matter, Irmak commented her awareness that she could have further
benefitted from the study abroad experience if she had engaged in more international
and intercultural communications. She hinted that her sojourn journey with her best
friend Defne might have limited her multilingual and multicultural interactions.
Sometimes they were missing out on some gatherings or parties because they were
travelling so often as much to 19 cities and 9 countries during their time abroad. But
she also observed that other international exchange students were mostly hanging
out with their own ethnic groups from their own native countries in the university.
In fact, she counted herself as one of the luckiest Erasmus+ students in Granada
because she had a team there so that she could become a part of a Spanish
community. Since she had been playing ultimate frisbee for the last five years in
METU, she got in the frisbee team and played with them during her sojourn. In their
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training, she needed to understand her teammates and learn frisbee terms, so the
situation motivated her to adapt herself and negotiate meaning with Spanish people,
contributing to her intercultural development. Irmak and Defne also took the mission
to introduce their county to others who are generally biased against Turkey to change
their prejudices about their county and Turkish culture during their short-term

Erasmus+ experience in Spain:

...You learn to be patient and also you learn not to be prejudiced against
something. Actually you get much more open minded when you do Erasmus
because people are different... you notice that yeah, diversity is necessary
and diversity is actually not a bad thing, it's a good thing to see different
perspectives and different understanding of people so that you can adjust
yourself with others much more easily.

Similary, Melis could see that being in contact with other citizens of the world during
Erasmus+ she believed could contribute to the developing ICC:

Everyone’s life is similar somehow. We can see these commonalities, and we
can go and chat about them, we can learn something new from them by asking
questions, and they can learn from you too. This can help intercultural
communicative competence.
Similar to what other participants in this study had stated earlier, the “confidence”
she gained to survive on her own alone in another country was among the most
obvious contributions of the study abroad exchange period. Since she met and was
able to become friends with many different people from diverse cultural
backgrounds, she thought this might imply that she “became more open-minded,
more tolerant, and less judgy” after her student mobility experience. Nevertheless,
she reported she did not gain much knowledge or positive attitudes towards the
Polish since she did not mingle with them very often. Although her interactions were
minimal, she stated she had still learned some cultural behaviors of them which are

similar to practices in Turkey, such as giving seats to older people in a bus.

Overall, Burcu recalled her good interactions in intercultural communication as well,

yet there were few occasions she had interesting encounters due to cultural

differences during her Erasmus+ period. For instance, she found Spanish people “so

touchy” and “intimate” and thus a bit uncomfortable for her to get used to them, but
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she did not see this situation as problematic and understood their friendly intentions
soon. Her sympathy increased as she had understood their way of life and how they

are different from us:

I learned that | can communicate with everyone, | can find a topic in which |
can communicate, | can have a good time with everybody. and also, | believe
that they you saw different things a lot you get used to them. So when | saw
lots of things, | understand that they exist and | became more tolerant.

Discovering other views that exist by engaging in many intercultural interactions
developed her attitudes as she became a more tolerant person. Such perceptions are
consistent with the posits that cultural immersion opportunities lead to awareness of
the other and self, thus stimulating skills and attitudes to become intercultural
(Arévalo-Guerrero, 2009; Bennet 1997; Byram, 2008; Jackson, 2015). In addition to
this immersion opportunity studying abroad brought her, Burcu also reported that
her cultural knowledge, not only other cultures but English culture in particular, was
increased thanks to a course she attended during her sojourn. She commented that
while back home, she did not learn about English culture in that detail, which this
course taught her, including the history of England, other parts of Britain, and
people’s way of life. Together these were her explanations of how studying abroad

contributed to her ICC development.

During her sojourn, Mine stated that she learned about how Italian people behaved
in some situations and how they were relaxed about everything, which also made her
more relaxed in some ways. She found Italian people talkative, smiling, friendly and
helpful as she hoped and expected. So, she did not feel much change about her
attitudes. However, she admitted that sometimes as Turkish exchange students, she
and others had to limit some social activities to save money for future travels because
of the escalating currency rates. They did not feel as free as the other students in the
host institution who could attend every event they wished. She mentioned that this
might have affected her socialization and interaction chances with people, thus

challenging her ICC development in the study abroad context.

74



Before her student mobility, Lara’s preconceptions of Swedish people were that they
were cold, individualistic people who were independent from their families and other
people and were really good at English. She stated in her sojourn that these
impressions of her did not change. Lara’s most interactions were with foreigner or
Swedish students, so she had the chance to observe cultural differences and
prejudices among intercultural communications. This made her become aware of her

prejudices and overcome them, as the next excerpt illustrates:

In terms of accents, | was really, before | went there, | had a big trouble
understanding some accents like Chinese accents or Indian accents, and | had
both in my life all the time. So, | am very not proud to say that but | was
really, a bit you know, prejudiced against their speaking skills but I realized
that | can understand them just fine.

Furthermore, she revealed that she used to find speaking about culture-specific topics
a bit too political at times. She worried that either she would be too political or the
person across her would be very rude, so she was avoiding conversations on politics,
money, or even food and travel before her sojourn experience. However, she reported
that she gained a new perspective that now she does not feel bad about asking
questions kindly since she developed an awareness of underlying cultural
perspectives of different interlocutors in line with Byram’s (1997) fifth savior (savoir

s’engager).

Finally, Gizem’s self-reports revealed that she had become aware of prejudices could
be impediments to successful intercultural interactions. Gizem have built strong
relationships with international students from her study abroad experience that still
last and they still keep in touch. However, her interaction and communication with
the locals and the Polish students were not very healthy, according to her. She
believed this stemmed from the attitudes of Polish people she and her other friends
observed about during they stay. Although she wanted to avoid stereotyping and
generalizing all Polish people, she described in her experience, this was the case she
encountered: “if you are black, they don’t like you, if you are Muslim, they don't like
you, they don'’t like different people in there”. Even in the classrooms, when they
needed to work together in groups, Polish students were reluctant and not
welcoming. Their attitude and behavior only confirmed her former thoughts about
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the Polish. She was at least expecting young people to be welcoming to foreigners
and be open to strangers. Gizem herself described her general personality as an
understanding to everyone. Therefore, she did not think studying abroad changed her
own attitudes a lot. She also added that she gained knowledge about different cultures
through studying abroad because she was able to observe people from different
cultures first-hand and learn many cultural habits and behaviors that she would not

be able to learn if she did not participate in the program and study abroad.

4.3.1.4. Academic and Professional Gains

As prospective English language teachers, the participants believed studying abroad
also contributed to them academically and professionally in some ways and to some
extent. The most apparent contribution was “gaining a different vision ”. Almost all
participants felt that being in a different academic environment brought them a
different perspective on teaching and learning. After having a chance to observe their
professors in the host university, their European teaching methods, and
communication with them as learners, some of them stated these affected them as
prospective teachers, and they might benefit from these different strategies in their

future.

Lara argued since the Swedish education system promoted learner autonomy, she
realized studying individually brought her more success. In like manner, Mine,
Irmak and Defne drew attention to the differences they noticed in terms of
assessment methods between the host institution and their home. Irmak and Defne
for instance, stated they thought preparing portfolios would be more beneficial for
their future students too, as they would be involved in their own learning during the

whole term and gain autonomy.

Some participants also envisioned themselves as they emphasized, they could be
more confident in their future classrooms since they believed they could teach culture
to their students and introduce them to a variety of cultures, share their experiences
of abroad education, use their Erasmus+ memories to motivate their students and

encourage them to learn new cultures and see life abroad. These findings actually
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provide more evidence to previous studies which claim that when teachers have
intercultural experience themselves, their practice tend to include more topics on
interculturality, comparisons and discussions on culture in their classrooms creating

space for sharing opinions (Gobel & Helmke, 2010).

While none of the participants had a chance to take practicum courses during their
study abroad, almost half the participants expressed the need for more practice
component in their teacher preparation back home. One participant, Mine,
emphasized her desire to practice teaching abroad via another mobility program
Erasmus+ internship, believing it would have contributed to her even more as a

future English teacher corroborating with earlier arguments (Walters et. al, 2009).

Uncovering the listed perceptions above starting from Defne, “gaining a different
vision” was reported as another significant gain from studying abroad via Erasmus+
program. This vision, she further argued, also helped her pre-service teacher
education in Turkey as a prospective language teacher referring back to her

experience abroad detailed in section 4.1.6:

I applied what I had learned in my Erasmus when I came back...I mean we
learned about Common European Framework, Communicative Competence,
and other stuff and | was thinking that | hadn't learned anything in my
Erasmus and it was easy and it was in vain, | thought at first. But when | came
back to Turkey and we talked with our teachers in lectures and courses, | have
noticed that I learned a lot of things actually. But you don't notice that you
have learned something until you use it.

Moreover, Defne noted that she benefited from this experience as a prospective
language teacher because of the different educational practices she observed as a
learner there, and that helped Defne get to know herself better professionally. Two
instances she especially found the most helpful was when the Spanish instructor of
“Teaching English to Young Learnes”, who was also one of the members of
eTwinning program, made them read Turkish MEB-curriculum and design a lesson
plan according to it; and made them fill out EPOSTL (European Portfolio for Student
Teachers of Languages) as a self-assessment tool to reflect and assess her own
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knowledge and skills. Defne added that after this, she decided she was sure that she
must be a teacher.

As mentioned earlier, for the practicum experience she had at METU, after the
coronavirus break, Defne stated her practicum mostly continued with observational
EBA tasks. For her final task, in the task-based language teaching lesson plan, she
prepared a game that included celebrities and some culturally prominent figures from
various countries from different backgrounds, so it was seen that she tried to integrate
cultural elements in her teaching. Moreover, her earlier beliefs from the first
interview connected with her ideas on her teaching practices at practicum:

...So when you think about it also Turkish people we have different
backgrounds, right? Even if we're Turkish we still have some differences. So
when you go to Erasmus, you learn that difference is not a bad thing actually,
it's a wealth- wealth of the country, right? So after my Erasmus experience, |
learned to be more patient, to be more understanding, to be more, much more
flexible actually. That's why ,I'm trying to find a middle ground for every
student, every different student.

As a teacher with an Erasmus+ experience, she believed she would not be shy or feel

incompetent if she had some foreign students in the classroom. Or even with just

Turkish students, she envisioned herself as being a role model, a source of

inspiration for her future students, thanks to her Erasmus+ background:

...those [teachers] who went to Erasmus tend to be much more, how can I
say, inspiring because students want to learn much more about abroad, how
is Spain, how is Spanish culture, where do you live, how long have you been
there. They try to learn more about you and other people so their, how can I
say, their goal their aim becomes higher. They put themselves higher goals,
higher aims.

On a further note, she mentioned the current case in Turkey, saying there are more
to Turkish students and Turkish culture, such as Syrian refugees. She believed we
need to “teach our students to live together in harmony”, embrace all people and

teach students examples from many different cultures.

As reported earlier, she was against the idea of aiming for the native speakership,
and with her study abroad experience, she became more aware and sensitive towards
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other cultures and how to communicate successfully according to people whom you
are communicating with. All in all, her reports from the interviews were found in
line with what she reflected on her practicum data. EBA Observation Task 4 was her
only assignment related to expanding the intercultural knowledge of learners and
integrating language and culture teaching. Her views in the document reflected the
earlier findings she reported in her interviews about ICC.

With similar ideas, Irmak also admitted that taking courses in a different learning
environment brought her “a different perspective on teaching” because she got
exposed to European teaching methods or other forms of assessments like preparing
portfolios, which are different from the ways she was assessed back home.
Especially she thought portfolios changed her view on teaching because she realized
language learning is a process and students should be involved in their teaching
throughout the term, not just a few times when they cram around certain deadlines
and exams. She expressed that seeing other learning environments in her study
abroad experience made her “more open to trying new things” in the classroom and
showing students different perspectives on language learning as a prospective
teacher.

Furthermore, the excerpts below demonstrated her ideas about the differences
between the host university and her home university on pre-service language teacher

education:

Actually to be honest, education, you know learning, is more easier there
because it was Spain and people and teachers are more relaxed, not like in
METU we are like in a race every time, we are trying to do so much things
with courses and oh my God, I'm so stressed here. But in Spain, you know,
they're more understanding and they're more like not trying to teach
everything in theory. They want us to practice everything, see everything.
They are not trying to yes um how can | say, equip us with everything in
theory but they try to give as much as possible to us, so that we can use them
in our teachings later.

Therefore, Irmak believed practice component in her home university should have

been more dominant and there should be more practicum courses to improve them

as future teachers. Although at METU they have demos, mini teachings and extra
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presentations, she expressed they cannot understand a real classroom environment
without getting their hands dirty. So, she thought at least three semesters of
practicum are required for language teachers because she viewed language teaching
as different from teaching Maths or science, believing a pre-service ELT teacher

needs more experience.

Continuing with the reports from Spain, the same Erasmus+ context Irmak and Defne
have experienced together one year later, Burcu’s perceptions revealed she viewed
pre-service teacher education at METU was more challenging than what she
experienced during a semester abroad. She only found the methodology course she
took in Spain helpful in preparing her for methodology courses such as “ELT
Methodology II” and “Instructional Methods” after returning to her home
institution. When comparing the level of students in Spain and the education they
offer at the host institution, she reported that this had a significant positive effect on
her self-confidence in terms of English. Furthermore, she also implied that she had
gained more confidence in her pre-service teacher education and the future
profession because she compared her academic and professional repertoire with the

students in the host institution. The following statements summarize her view:

At first, | was really shocked because like they are not learning all the
information that we get. For example, | was like at some points way above
their levels, while | was just like a second-year student in METU. So, | can
totally say that we are learning a lot of things like, we are learning more when
we compare.

...In general, I can say that it's not like something bragging but like anyone
who goes there, who goes to Spain from our department would be one of the
best students because they think that we know a lot of stuff. | mean in terms
of, for example, everything like we learned literature, we learned linguistics,
we learned methods. Yes, they [students in the host university] are learning
methods, but not as deep as we learn.

Mine on the other hand, like Irmak and Defne, noticed differences mostly in terms
of assessment considering the educational practices of the host and the home
environment. While at METU, the students are generally required to hand in many
written assignments, homework, give presentations, and have two exams in order to

pass a course. In Italy, she stated one of their exams was in the form of speaking with
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the course instructor at the end of the term, which she found very different and
stressful since she had never been assessed in such a format in Turkish education.
Comparing the academic environment in her sojourn experience, Mine observed a
different scenario where students were given more freedom that made them study
under less stress. After her abroad experience, she did not feel like her perceptions
of teaching English changed a lot, but as a prospective teacher, she thought about

giving her future students some freedom as well by assigning less homework.

Lara had revealed that the “Academic English” course had contributed to her as it
developed her writing skills, which was important for her as a learner there and a
prospective language teacher overall, as mentioned earlier. On the other hand,
“Artistic Methods in Education” course she took in Sweden affected her
perspectives on using drama and roleplays and taught about the ways of integrating
them into practice, especially with young learners, which she could apply to her
Turkish students in the future. Moreover, Lara reported the Swedish education
system promoted learner autonomy more, studying abroad where she observed
different practices in the host university during her mobility as a pre-service student
also affected her academic success and professional perspectives as she alleged:

We had seminars/lectures, and assignments that were more like individual
study. Meeting for lectures/seminars was not based on a fixed schedule. | had
a lot of individual study.

...l think it significantly developed my academic success because the
Swedish educational system was more relying on the individual... um effort,
and then | carried it back home, and so I realized working on my own,
individually doing work was helpful.

As reported earlier, the confidence she gained out of her Erasmus+ experience also
contributed to her in English classrooms as she explained more on how she noticed
some differences between herself and other pre-service teachers without any study

abroad experiences in the excerpt below:

We were going with a friend to the practicum, what I observed was that my
partners were always people who had not have an Erasmus or abroad
experience, so | think they somehow had trouble keeping up with English.
So, they would sometimes want to slip back to Turkish and I didn't really feel
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comfortable doing that because | know that it doesn't help slipping back to
Turkish. | also don't have a hard time just going along with English and
explaining very very basically because that's what | had to do when | was
abroad...I also think that my peers maybe um I don't know maybe they think
too much Turkish, what they learned in Turkish educational context, and
that’s not their fault. 1 don't think they have any minuses or they have any
disadvantage, they are working in a Turkish context, so why not keep up with
that, but I think knowing how to you know, integrate | don't know Swedish
or Nordic or Scandinavian educational experience is some kind of helpful. |
don't think my friends would be very comfortable with that in students
working on their own, individually, outside class with homework for
example. | feel very comfortable, and | think it works very well.

But still, she did not think she would be a very different English teacher than the
others without any experience because at some point, she was aware that she had to
adhere to the Turkish standards and the Turkish context since teachers here are
expected to act in a strict way. However, if she had the chance, she would want to
reverse that role because similar to Swedish education, she expressed that she was
“more for student activity than the teacher being the center of attention” after her

time abroad.

In the Polish context, as Gizem commented, instructors were being too easy on the
exchange students, giving more freedom in terms of attendance and workload.
Although the expectations from international exchange students were undemanding,
she tried to do better to represent her country and Turkish students in the best way
possible as someone with a “METU soul” nonetheless. Being in a different
academic environment for a semester, she argued, made her gain a sense of their
educational behaviors. For instance, she observed that the university students in the
host institution were participating and vocalizing their ideas about a topic without
hesitating if they would make a mistake, and this got her to thinking she should push
her future students to “share their ideas even if they think it is stupid”.

Furthermore, she commented that she believed study abroad experience contributed

to her as a prospective language teacher:

It helped me to improve myself in an academic way because we had the
chance to observe the professors studying at the university there and maybe
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compare in some ways, | mean their teaching method and the way they
communicated with the students as well.

To give more detail, the young learners course she took at the host university did not
have any contribution to her practicum experience in Turkey according to Gizem
because her profile in practicum was high school students. However, since she
wanted to work in public schools after graduation, she thought this course somewhat
contributed to her professional repertoire as well.

Interestingly, in both of her interviews, Melis commented that she had no educational
benefits from her sojourn experience, and studying in Poland did not affect her
“professionally or academically”. She echoed Gizem’s reports on the easy time she
had in her courses, as the instructors there were not forcing Erasmus+ students and
the course requirements were not so difficult to fulfill. Melis also noted that most of
the courses she took in Poland were much easier for her to pass since she had already
taken some of them before in the department at METU. The courses she thought
were not demanding, and the lectures were short and concise in the sense that
teachers were not giving too much information and assignments as they do in METU.
Nonetheless, she believed having an Erasmus+ experience as a prospective English
teacher would help in the future as she stated:

| think that | can be more open-minded and more encouraging to my students,
| can motivate them go abroad or learn someone, be tolerant to others, to
other cultures. And of course, I will also mention about my culture but they
should exposed to other cultures too if they are learning English.

Furthermore, the metaphor she used in her teaching philosophy statement assignment
at the practicum, in which she saw teachers as gardeners and students as flowers,
was in accord with what she stated in her interviews in terms of how it is the teachers’
responsibility to “orchestrate nourishing activities”. This also gave support to her
views on the importance of teachers and their efforts to adjust materials for the

learners for intercultural learning which she linked to her abroad experience.
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CHAPTER 5

CONCLUSION

This study mainly investigated perceived gains of study abroad experiences and
perceptions of ICC and interculturally competent speaker of pre-service English
teachers with previous Erasmus+ experiences. Current understanding of ICC
knowledge and perceptions of its possible integration in Turkish settings were sought
out. In addition, the perceived gains of study abroad on pre-service language teachers
and their future profession were explored. In the final chapter of this thesis, the
summary of the findings is followed by the limitations of the present study along
with suggestions for future research, and finally, the implications and

recommendations.

5.1. Summary of the Study

One of the main aims of this thesis study was to investigate how prospective English
language teachers with study abroad experience conceptualize intercultural
communicative competence (ICC) and interculturally competent speaker. To this
end, the senior pre-service ELT teachers were questioned whether they had heard
about these concepts in their pre-service teacher education at METU or their host
university and asked for a definition in the first interviews. They were further
interrogated about their perceptions on the development of this competence in
Turkish educational settings in the second interviews. It was assumed that data
obtained from them during this period of time in their pre-service teacher education
would better reflect and help the researcher to capture their perceptions and views
regarding the aims of the present study. Their authentic work for this traineeship was
also utilized to triangulate the findings as it could help to compare and support their
self-reported perceptions of ICC and gains of studying abroad.
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As the case revealed, most of the participants were not familiar with the term ICC,
reporting they might have heard of it once or twice yet were not sure what it entailed.
While Gizem remembered it was once mentioned in a methodology course at METU,
Lara was informed about it in one of the sessions of teaching English to young
learners course at METU with an activity carried out by a guest speaker. Irmak was
lucky to be familiar with the term thanks to a course she took abroad and because
she had worked on ICC in one of her practicum's weekly article reflection and
observation tasks. These reports of limited encounters with ICC in their teacher
preparation education correlated with previous research findings pointing the lack of
targeted training on intercultural communicative competence and raising
intercultural speakers/teachers in pre-service English teacher preparation in the
Turkish higher education context (Bektas-Cetinkaya & Borkan, 2012; Czura, 2016;
Eken, 2015; Kagar 2019; Sen, 2020). For this reason, this finding implied a need for
explicit instruction and practical training on ICC at METU FLE (Taskin, 2021).

Even without almost no background regarding the theoretical knowledge of the term,
however, all of the participants were able to define ICC mostly in accord with the
conceptualizations of the term in the literature (Byram, 1997; Czura, 2016;
Deardorff, 2006; Fantini, 2009). This finding could be linked to participants previous
study abroad experiences since previous research argues that experiential learning
opportunities such as Erasmus+ student mobility program enhance the development
of ICC and raise pre-service teachers’ awareness on ICC (Aydin, 2012; Sarigoban &
Oz, 2014; Soria &Trois, 2014). The participants of the study repeatedly made this
link as well, by giving credit to their participation in the program for contributing
their ICC.

As for their understanding of the concept of ICC, most of the prospective language
teachers in this study defined the term as being able to communicate with the ability
to understand people from other cultures by aiming for mutually effective
conversations. So, the ability to express one’s own culture to others and compare
diverse perspectives and products of others, being respectful and tolerant to other
views, and adapting their language to communicate accordingly are considered a part

of this competence resonating with Byram’s (2008) conceptualizations of
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intertwining attitudes, knowledge, critical cultural awareness, and skills. Similarly,
the participants defined an intercultural speaker as someone aware of the diversity
of cultures who can interpret and relate cultural knowledge and practices of others
and their own culture; therefore, can successfully communicate without making
mistakes that can cause communication breakdown because of misunderstandings.
Having an open mindset, showing culture-sensitive behaviors (Jackson, 2011, p.82),
being a tolerant, flexible, patient, and less judgmental person (Fantini, 2000, p.28)
are listed among attributes of an interculturally competent speaker in line with the
literature. In addition, corroborating the ideas of Byram (1997, 2008) and Fantini
(2009), who recognize proficiency and linguistic competence in developing ICC,
most participants in this case study also mentioned having good grammar and
vocabulary, good listening skills, understanding different accents, and non-verbal
language such as gestures, mannerisms, and facial expressions as part of being an

interculturally competent speaker.

Based on their perception of ICC and intercultural speaker, the pre-service teachers
with study abroad experiences were further interrogated if they view themselves as
interculturally competent speakers. Albeit with some hesitation, all participants
believed they can be referred to as interculturally competent speakers since they were
able to survive in another culture by establishing positive relationships with people
from different cultures (Byram, 2009). Their circumspection was mostly stemmed
from their thoughts on developing ICC and becoming an intercultural competent
speaker, believing there are more cultures to be learned and is room for more
development. On this matter, their view on developing this competence and
becoming an intercultural speaker is in agreement with the perceptions regarding
gaining this competence in the literature as a “never-ending”, “ongoing”, “lifelong
learning process” (Baker, 2015; Byram, 2008; Dervin & Gross, 2016; Jackson,
2018).

Another important finding of this study was that all participants unanimously agreed
on the necessity and importance of developing ICC for Turkish students and their
English teachers. Since Britzman (2003) reminds us practicum “is a time when one’s

past, present, and future are set in dynamic tension. Learning to teach -like teaching
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itself- is always the process of becoming: a time of formation and transformation, of
scrutiny into what one is doing, and who one become” (p.31), the second interviews
were conducted after pre-service teachers’ practicum experiences to reveal their
perceptions related to the development of ICC and perceived contributions of
previous Erasmus+ experiences on themselves as a prospective language teacher. So,
based on their practicum experience in Turkey and drawing on their past study
abroad experience, the participants believed Turkish students should be exposed to
different cultures and engage in genuine intercultural communications. Therefore,
they frequently suggested that study abroad projects should be increased throughout
Turkey, and learners should be promoted and motivated for participation. Having
this experience themselves, they believed they could be a source of inspiration for
their future pupils who can provide guidance and encouragement, further supporting

what similar reports revealed in the literature (Gobel & Helmke, 2010).

Moreover, Byram and Masuhara (2013) assert that optimal materials, syllabus, and
methodology need to be explored for intercultural language education (p.156). In the
language teaching settings they observed, the ELT pre-service teachers of this study
did not find the materials, curriculum, and institution helpful and reported that

teachers were not trying to find ways of integrating ICC.

In relation to the second research question, when the cohorts’ experiences were
examined regarding why they chose to have a study abroad experience via Erasmus+,
it was understood that most of the participants were determined to participate in
Erasmus+ student mobility program ever since they were in high school. The most
stated reasons for studying abroad were traveling around Europe, experiencing living
abroad, seeing new places, seeing new cultures, meeting new people, and learning
how people live (Mizikaci & Arslan, 2019). Improving their English speaking skills
and gaining fluency was another motivation for pre-service English teachers to
participate in this international exchange. Moreover, Irmak and Defne believed an
Erasmus+ experience would be helpful after graduation and advantageous in future
job applications. In addition, Burcu asserted that it is important for language teachers
to experience living in a different culture to teach culture to their students, thus

believing study abroad would be beneficial for her as an English teacher.
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All participants were highly motivated to study in a European country prior to their
mobility. The majority of the participants revealed their genuine interest in the host
culture and the language, which affected their choice of the host university. Gizem
and Melis were the only exceptions as they stated they never had a desire to learn
Polish and were not knowledgeable about the Polish culture before their mobility.
Their motivation to study in Poland was mainly based on financial concerns and

travel opportunities.

The participants in the study reported that they were able to communicate and build
relationships with people with different linguistic and cultural backgrounds. They
mostly used English in their interactions and engaged in multilingual and
multicultural communications. In the Spanish and Polish context, there was a
tendency among the local and international students to hang out with their ethnic
groups mostly. Irmak and Defne had the comfort of the presence of each other, and
Melis made many Turkish friends. Mine also reported that she had to cut back on
some social activities with international students to save money for her travels.
Financial concerns were among the challenges that somewhat may have limited
Turkish sojourners Erasmus+ experiences or affected some of their choices such as
the host institution or their time of mobility, similar to what prior studies revealed
related to Turkish economics (Onen, 2017, p.274). While a European sojourner may
not have concerns over financial or visa problems, these concerns might be generic
to Turkey (Mizikaci & Arslan, 2019, p.720-721).

The present case study yielded further important findings contributing to the growing
body of research regarding the impacts of studying abroad on pre-service English
language teachers’ life and multidimensional development. The participant
prospective ELT teachers with Erasmus+ experience reported many contributions,
and their perceived gains out of this study abroad experience were given in detail in
the previous section and aggregated under four areas: personal, language,
intercultural, and academic and professional gains, which are parallel with several
studies in the literature (Byram, 2008; Cift¢i & Karaman, 2019; Dewan Tiiridii &
Giirbiiz, 2020; Tiitiincii, 2014; Onen, 2017). Discrepancies between their perceived

gains could be explained by their individual differences and the uniqueness of their
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study abroad experience, motivation, interest and/or efforts of engagement in
intercultural communication during their time abroad (Jackson, 2018).

Comprehensive analysis of the participants’ self-reports implied that during their
one-semester mobility experiences, the pre-service teachers gained new knowledge
about various cultures, developed skills that facilitate their intercultural interaction,
developed or modified their attitudes towards members of the host culture and others
and developed critical cultural awareness after studying abroad (Byram, 2008).
However, immersion may not always lead to intercultural growth if one does not
engage in activities in the host culture (He et al., 2017; Teichler, 2004), and program
participants may come back with negative attitudes (Byram, 2008). This warning
could be observed in Melis’s case as she did not connect with Polish students and
attempted to learn their culture, but she mostly interacted with other Turkish students
during her stay, which she admitted also hindered her potential language

development, wasting multilingual and intercultural communication opportunities.

As for the participants’ perceived language gains, the findings of this study are highly
consisted with previous reports on ELT pre-service teachers’ short-term study
abroad experience outcomes (Aydin, 2012; Dewan Tiirtiidii & Giirbiiz, 2020) since
the majority of the participants, Burcu, Mine, Lara and Gizem, reported positive
outcomes on their English in terms of gaining fluency and confidence in speaking
and listening, improving writing skills, starting to think in English and understanding
different accents and non-verbal language. They found beneficial to use the language
while travelling or outside the academia in daily conversations. Contrary to the
prospective teachers’ language gains in Aydin’s (2012) study however, not all
participants learned the host language in this case (p.9). Because of their lack of will,
Lara, Melis and Gizem did not learn or make efforts to improve their Swedish and
Polish.

Mizikaci and Arslan (2019) underscore the essential role of the study abroad
programs in developing “multiple perspectives in student’s future professional
decisions. In the minds of the students, professional career may be a projection
limited to national or local scope until they meet other prospects” (p.178). Similarly,
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the participants stated they gained a different vision and felt that being in a different
academic environment brought them a different perspective on teaching and

learning.

For the participants of this study, the purpose of language is communication. When
learning a language, the goal is to be able to communicate in an efficient way to
transmit messages and negotiate meanings. Having studied in an international
environment, they were aware that in the case of the English language, English is not
the native language of both interlocutors but rather spoken between a nonnative and
another nonnative individual (Crystal, 2003), in accord with the posits of the EIL
and ELF status of it (Alptekin, 2002; Hoff, 2020). Therefore, it involves not just the
culture of the target language but the culture of its many speakers. Thus, they
acknowledged the significance of gaining ICC, developing this competence in

learners and in themselves.

5.2. Limitations and Suggestions for Future Research

A note of caution is due here since these findings cannot be extrapolated to pre-
service language teachers all around, not even in Turkey or the same institution. Even
in the same university as the study shows, individuals can have diverse experiences
and develop in disparate ways due to the multifariousness (Jackson, 2018) of study
abroad.

Another limitation of this study might be related to the sample size. There were only
7 participants agreed to take part in the study amidst Covid-19 out of 9 eligible
participants. Study abroad opportunities still cannot be utilized by all those who
wish to participate. Students need good GPA records and compete in English exams
for their placement in the program. In Turkey, it is getting hard for students to keep
up with the financial issues to participate in longer study abroad experiences. All of

the participants of the study at hand had spent only one semester abroad.

In addition, the cohort of participants merely consisted of females. Although

Sarigoban and Oz (2014) found no significant differences between Turkish female
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and male pre-service EFL teachers’ ICC levels employing a quantitative approach
(p-523), male experiences and thought patterns might offer different insights when
scrutinized with more qualitative tools. Therefore, it would be better to include

gender diversity in future endeavors.

Moreover, due to the pandemic, the practicum experiences of senior ELT students
all over Turkey and at METU were afflicted, and fewer in-class observations and
hands-on teachings with real interaction with students were not able to be observed
by the researcher. Less exposure to authentic classroom implementations may have
limited prospective language teachers’ perceptions as well.

Future studies can also be longitudinal so that they can track the students starting
from their decisions to embark on such a journey and hold interviews prior to their
sojourns. The researchers can also keep in touch with the participants and ask them
to reflect on their experiences while they are still abroad in the host environment. It
was impossible for this study to gather data before each participant student’s

Erasmus+ mobilities.

5.3. Implications and Recommendations

This study contributed to the existing literature regarding the many benefits of study
abroad perceived by pre-service ELT teachers on their multidimensional

development, including ICC.

Pre-service teachers who cannot participate and benefit from one or two semester-
long study abroad opportunities can choose and apply to do a traineeship abroad
during their summer vacation without delaying their graduation and gaining further
skills and knowledge to add their repertories. Erasmus+ traineeship would be a
valuable option where prospective ELT teachers practice teaching in a variety of
international context and gain more in terms of professional and intercultural growth.
Pre-service language teachers especially need to be encouraged and promoted to

exploit these experiential opportunities because their role in educating the future
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generations who can interact and survive in the new world is vital (Cushner, 2011;
Sercu, 2005).

If neither of the options above is available or attainable for the pre-service teachers,
then the institution, in this case METU, should find ways to promote interculturality
in the campus and increase intercultural interactions between international students,
exchange students, and Turkish students. In lieu of going abroad to meet people from
different cultures, Tandem partnerships can be another way to discover a new culture
by negotiating meaning in another language. METU started ODTU-TANDEM
Language Learning Program under the supervision of two faculty members at the
Department of Modern Languages, however the program ended shortly after a few
years due to administrative reasons. The program should start again because it can
help not just the pre-service teachers but all students from various departments and
levels no matter if they are freshman, sophomores, juniors or seniors. According to
Wang (2018), as part of their internalization agenda Queens University, Belfast
benefits from tandem partnerships and finds it valuable complementing formal
language education. Learning a foreign language can be reinforced with a tandem
partnership may yield better outcomes and experience in language, culture, and
intercultural learning. Face-to-face tandem partnership can particularly nourish the
development of speaking skills (Us6-Juan & Martinez-Flor, 2008, p.164), which is
most commonly viewed as a problematic area for Turkish EFL learners.

Last but not least, many studies point to a lack of training in pre-service education
when it comes to implementation of interculturality and fostering students’
competence similar to the findings of this case study. Therefore, Taskin (2021)
recommends that “intercultural dimension in language teaching should be presented
to pre-service language teachers from the very beginning and the curriculum of the
programs should aim to develop language teachers as interculturally sensitive
individuals” (p.171). In the same vein, at METU FLE, there seems to be a need for
a course devoted to spare time and effort to raise pre-service ELT teachers’
awareness of ICC, educate them with its components and prepare students for its

facilitation in their future classrooms.
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B. INFORMED CONSENT FORM

Dear Participant,

My name is Biisra Temel and I am a Master’s student from the Department
of English Language Teaching. This study is conducted as a thesis project for the
ELT program and supervised by Assoc. Prof. Dr. Betil Eréz. The aim of the study is
to explore the experiences of pre-service English language teachers at METU with
study abroad experiences on the contributions of such programs on their personal,
academic and professional development and reveal the perceptions about
intercultural communicative competence (ICC). Findings of present study carry the
potential to suggest in-depth insights and pedagogical implications on the gains of
study abroad exchanges and in what ways it affects prospective language teachers’
perceptions and teaching practices, the intercultural training of ELT students and
trainees and integration of interculturality in English language classrooms in Turkey.

Participation in the study must be on a voluntary basis. If you agree to take
part in the project, first you will be asked to fill a background questionnaire which
will take approximately 10 minutes to complete. Later on, the researcher will conduct
2 individual interviews with you via ZOOM. Each interview is estimated to last
around half an hour. The interviews will be recorded both as a video and audio
separately and will be transcribed verbatim by the researcher before analysis. After
the first interview you will be requested to share any assignment and video-teaching
you completed for the Practice Teaching course with the researcher. During the data
collection process, you will also be involved in a WhatsApp group with the other
participants and the researcher where you can find the opportunity to share your
experiences and views in a free way with them. After the preliminary analysis of the
data, if need be, all participants will be asked to come together in a ZOOM group
meeting for a focus group interview in order for researcher to share and confirm
some initial findings and give you a chance to clarify or elaborate on some aspects

from the former interviews.
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Be assured that personal identification and any data you provide for this study
will be protected and kept strictly confidential by the researcher. The obtained data
will only be used for scientific purposes. Pseudonyms will be used to protect your
privacy. Although the study does not contain any risks or questions that may cause
discomfort, the participants are free to quit anytime.

We would like to thank you in advance for your participation in this study.
For further information about the study, you can contact Biisra Temel (E-mail:

***********@ metu . ed u .tr) .

I am participating in this study totally on my own will and am aware that | can
quit participating at any time | want. |1 give my consent for the use of the

information | provide for scientific purposes.

Name Surname Date Signature
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C. BACKGROUND QUESTIONNAIRE

Personal Background Information

Full Name: Phone Number:
Age: Gender:

Where are you from? Where did you grow up?

Have you been abroad prior to your Erasmus experience? If yes, please write the
name of the country/ countries along with the duration and purpose/s of your

Visit/s.

Please state the languages you can speak as well as your proficiency level in each

one in the following table:

Language Level of Proficiency
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Erasmus Experience Information

) It was my
Name of the | Name of the Duration of Year
...."year
Host Host Stay (e.g. 2019-
o _ ....nterm
Country Institution (in months) 2020/ Fall)
at METU

Where did you stay during your mobility and with whom?

What was the reason of your choice for this particular study abroad context? What

motivated you to study abroad? Please try to explain in detail.

Which courses did you take during your education abroad? Did you take any

practicum courses or have the chance to practice teaching in any other way?

What was the medium of instruction of the host institution and languages you

spoke in your lessons?

107




What is your career plan following graduation from the department? Do you plan

on working as a teacher?

Which courses did you take so far?

a) Please highlight only the courses you haven’t taken so far in your

undergraduate education at METU in the curriculum below.

FIRST YEAR

First Semester

FLE 133 Contextual Grammar I

FLE 135 Advanced Reading and Wrrting T

FLE 137 Listening and Pronunciation

FLE 129 Introduction to Literature

EDS 200 Introduction to Education

TUEK 103 Wriiten Communication

FLE 177 Second Foreign Language 1

IS 100 Introduction to Information Technologies and
Applications

Second Semester

FLE 134 Contextual Grammar IT

FLE 136 Advanced Reading and Writing TT
FLE 138 Oral Communication Skills

FLE 140 English Literature I

FLE 146 Lingustics I

FLE 178 Second Foreign Language 1T
TURK 104 Oral Communication

SECOND YEAR

Third Semester

FLE 241 English Literature TT

FLE 261 Linguistics II

FLE 238 Approaches to ELT

FLE 277 Second Foreign Language TIT

EDS 220 Educational Psychology

CEIT 319 Instructional Technology & Materials
Development

Fourth Semester

FLE 221 Drama Analysis

FLE 280 Oral Expression & Public Speaking
FLE 262 ELT Methodology I

Departmental Elective T

FLE 270 Contrastive Turkish-English

FLE 200 Instructional Principles & Methods

THIRD YEAR

Fifth Semester

FLE 307 Language Acquisition

FLE 304 ELT Methodology II

FLE 311 Advanced Writing & Research Skills
Departmental Elective II

HIST 2201 Principles of Kemal Atatiirk I
FLE 352 Community Service

FLE 315 Novel Analysis

Sixth Semester

FLE 308 Teaching English to Young Learners
FLE 324 Teaching Language Skills

HIST 2202 Prnciples of Kemal Atatiirk IT

EDS 304 Classroom Management

FLE 352 Community Service

EDS 416 Turkish Educational System & School
Management

Non-Departmental Elective I Non-Departmental Elective IT
FOURTH YEAR

Seventh Semester Eighth Semester

FLE 405 Materials Adaptation and Development FLE 404 Practice Teaching

FLE 413 English Language Testing & Evaluation FLE 426 English Lexicon

FLE 425 School Experience EDS 424 Gudance

FLE 423 Translation Departmental Elective TV

Departmental Elective TIT
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b) Please highlight the elective courses you took so far in your undergraduate

education at METU in the list below and add if there are others not on the

list.

FLE Electives

FLE 120 History of Ideas |

FLE 131 History of Ideas Il

FLE 130 The Short Story

FLE 141 English Grammar and Composition |

FLE 142 English Grammar and Composition
I

FLE 143 Reading Skills

FLE 144 Developing Reading And Speaking
Skills

FLE 147 Spoken English

FLE 227 Masterpieces of World Literature |
FLE 228 Masterpieces of World Literature 11
FLE 229 Shakespeare |

FLE 230 Shakespeare 11

FLE 231 Modern Drama |

FLE 232 Modern Drama Il

FLE 233 Literature and Society |

FLE 234 Literature and Society Il

FLE 235 Modern Fiction |

FLE 236 Modern Fiction 11

FLE 239 From the Epic to the Novel |

FLE 240 From the Epic to the Novel Il

FLE 245 Turkish Phonetics and Morphology
FLE 246 Turkish Syntax and Semantics
FLE 251 Creative Reading

FLE 253 Modern Poetry |

FLE 254 Modern Poetry 11

FLE 255 Selections from American Literature
I

FLE 256 Selections from American Literature
I

FLE 257 Psychological Trends in Literature |
FLE 258 Psychological Trends in Literature Il

FLE 259 Moral and Social Aspects in
Children’'s Literature |

FLE 276 Modern Language Use Il

FLE 279 Introduction to Comparative
Linguistics

FLE 281 General Linguistics |
FLE 282 General Linguistics Il
FLE 285 Language and Culture
FLE 286 Language and Society |
FLE 287 Beginner Italian

FLE 288 Elementary Italian

FLE 289 Language and Society |1

FLE 291 Comparative English-French
Language Structure |

FLE 292 Comparative English-French
Language Structure 11

FLE 293 Reading Comprehension and Writing
in French |

FLE 294 Reading Comprehension and Writing
in French |1

FLE 295 Post-Colonial and the Third World
Literature

FLE 305 The English Renaissance
FLE 312 19th Century English Literature

FLE 313 Discourse Analysis for Language
Teachers

FLE 314 History of the English

FLE 315 Practical Applications in Language
Testing

FLE 316 Seminar in Advanced Composition
FLE 317 Error Analysis in ELT

FLE 318 Audio-Visual Aids in ELT

FLE 319 Discourse Analysis for Translation
FLE 320 Phonetics for Learners of English
FLE 325 Selections from the English Novel |
FLE 326 Selections from the English Novel Il
FLE 327 World Mythology
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FLE 260 Moral and Social Aspects in
Children's Literature I

FLE 263 History of the Theatre |
FLE 264 History of the Theatre 11

FLE 267 The Short Story in World Literature
|

FLE 268 The Short Story in World Literature
I

FLE 271 Comparative English-German
Language Structure |

FLE 272 Comparative English-German
Language Structure 11

FLE 273 Reading Comprehension and
Writing in German |

FLE 274 Reading Comprehension and
Writing in German Il

FLE 275 Modern Language Use |

FLE 329 Structure and Content in Prose
Narrative Literature

FLE 332 The Restoration and the
Enlightenment

FLE 376 Development of Communicative
Competence in German

FLE 379 Introduction to Cognitive Linguistics

FLE 396 Development of Communicative
Competence in French

FLE 406 Poetry Analysis
FLE 407 The Novel: Analysis Il
FLE 411 The 20th Century English Novel

FLE 476 Lexical Structure and Word
Formation in German

FLE 496 Lexical Structure and Word
Formation in French

c) Non-departmental courses you took:
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D. SEMI-STRUCTURED INTERVIEW PROTOCOLS

Semi-Structured Interview Protocol
Set 1

Can you talk about your Erasmus experience? (Where did you go? How

long did you stay?)

. Why did you choose to have an Erasmus experience?

a. Were you knowledgeable about the language and/or the culture of the
host institution?

b. How was the level of motivation and interest you had towards the host

culture before your mobility?

. What did this experience bring you? How did you benefit from this

experience?

How can you describe your sojourn experience in terms of personal

development?

How can you describe your sojourn experience in terms of language

development?

How was your interaction with the people from the host culture and with

other international student sojourners?

Do you remember a time when you experience a breakdown in an
intercultural encounter? What happened? How did you overcome it? How
did you feel?
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10.

11.

12.

13.

Did you notice any changes in your attitudes towards the host culture after

your mobility experience?

Did you notice other changes in yourself such as being more tolerant to
others or understanding people from different cultures better and so on.?

Are you familiar with the term ICC (intercultural
communicative/communication competence)?
a. If yes, could you define it in your own words? If not, what do you think

itis?

Could you define an interculturally competent speaker? Which skills
indicate ICC and intercultural speaker? Which skills are the indicators of an

intercultural speaker/person and ICC?

Do you think you are an interculturally competent speaker?

Do you think your study abroad experience contributed to your ICC

development? If yes, how?

a. For instance, did you take any courses related to intercultural education
during the study abroad period?

b. Were there any aspects of your experience that challenged your

intercultural development?
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Semi-Structured Interview Protocol
Set 2

Prompt: In our first interview, you mentioned that the Erasmus+ experience

helped you in some ways...

Do you think your study abroad experience contributed to your academic

success and professional development?

Can you walk me through what you did in your practicum course? (Please
explain the assignments, tasks, observations, lesson plans, EBAs

observations, video teachings)

Do you think having an Erasmus+ experience benefited you as a trainee in

practicum?

a. Do you think you can integrate the gains from your study abroad
experience into your teaching? Did you integrate it into your practicum
teaching? If so, in what ways?

b. In Practicum, did you notice any differences between you and your
friends who don’t have study abroad experience? What do/did you do
differently?

In your study abroad experience, what did you notice as different
considering the educational context, the people you observed, and the
teaching practices of the instructors there?

How do you think this experience (Erasmus+) will help you in your future?
Considering you have studied abroad with Erasmus+, how different do you

see yourself as an English teacher in the future?

Did studying abroad have an influence on your teaching philosophy?
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7.

10.

11.

Considering the English language education and teaching settings in
Turkey, do you think developing ICC is necessary for language teachers? If

yes, please clarify why.

Considering the English language education and teaching settings in
Turkey, do you think developing ICC is necessary for language learners? If

yes, please clarify why.

Do you think it is possible to foster the ICC of the language learners in
Turkish educational settings such as the ones you observed by taking these
into account:

a. Profile of the students

b. The curriculum and the teaching institution

c. The materials and activities used

What can be done to integrate and develop ICC in Turkish educational
settings?

This semester you finished practicum with less classroom practice than
usual because of Covid-19, how would you picture this semester before it
began? If you had more face-to-face experience in your practicum school,
what would you like to do in the classroom? What would you bring to
class? What kind of activities and materials would you use? What would
you like to share with the students or what would you want to teach

students?
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E. VIDEO OBSERVATION PROTOCOL

Name of the Prospective Teacher:

Imagined Audience:

Duration of the Video:

Student Profile (proficiency):

Topic of the Lesson:

Materials Used:

Activities Used:

Researcher’s Notes on the Observed Teaching Practice:

Reflections of the researcher

Questions of the researcher
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F. TURKISH SUMMARY / TURKCE OZET

HIZMET ONCESI INGILiZ DILI OGRETMENI ADAYLARININ NiTEL BiR
DURUM CALISMASI: YURTDISI EGITIM KAZANIMLARI VE
KULTURLERARASI ILETISIM YETISI ALGILARI

GIRIS

Giinlimiizde yeni teknolojilerin ortaya ¢ikisina ve artan hareketlilige paralel olarak,
giderek daha fazla sayida birey, kendilerini farkli dil ve kiiltiir gegmislerinden gelen
insanlarla temasa gectikleri ve birbirlerini anlamaya ¢aligsmalar1 gereken durumlarda
bulmakta, milyonlarca insan ortak bir iletisim aract olarak Ingiliz dilini
kullanmaktadir. Bu durum, kiiltiirel olarak duyarli ve kiiltiirleraras1 yetkin bireyler
yetistirme ihtiyacini ortaya ¢ikarmistir (Cushner, 2011; Gay & Howard, 2000; Marx
& Moss, 2011). Yabanci dil 6grenimi ve Ogretimi alaninda, bir dilin salt dilsel
ozelliklerinin bilinmesinin, o dilde basarili bir iletisimi garanti etmedigi
anlagilmistir. Hymes (1972) iletisimsel yeterlilik terimini ilk kullanan kisi olmusg ve
digerleri (Canale & Swain, 1980; Bachman, 1990) onu takip ederek bu kavram ve
modele daha fazla bilesen ekleyip gelistirmistir. Zamanla artik “kiiresel bir koy”
(McLuhan, 1964) haline gelen diinyamizda yasayan 21.yiizy1l grenenlerinin KIY
olarak ortaya konan bir yeterlilige daha sahip olmalari gerekmektedir. Byram'a
(1997) gore Kiiltiirleraras: Iletisim Yeterliligi (KIY), “baska bir iilke ve kiiltiirden
insanlarla yabanci dilde etkilesim kurma yetenegi” olarak tanimlanabilir (s. 71).
Byram'in (1997) bugiine kadar etkisini siirdiiren Cok Boyutlu Kiiltiirlerarasi
Yetkinlik Modeli (Hoff, 2020), bes 6nemli bilesen i¢cermektedir: "tutumlar (savoir
étre)", "bilgi (savoirs)", "yorumlama ve iliskilendirme becerileri (savoir
comprendre)", "kesif ve etkilesim becerileri (savoir apprendre/faire)" ve "elestirel

kiltiirel farkindalik (savoir s'engager)".
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Dil ogretiminde Kkiiltiirleraras1 boyutla, 6grenenlerin diger dilleri konusanlarla
basarili bir sekilde etkilesime girmelerine yardimei olmak ve bu etkilesimlerde kendi
kimliklerinin ve muhataplarinin farkinda olan 06grenciler yetistirmek ve bu
etkilesimlerde insani iligkiler gelistirebilen kiiltlirlerarasi konusmacilar olmalarini
saglamay1 amaglamaktadir (Byram, 2008). Bahsedilen tutumlar, farkindalik, bilgi ve
becerilere sahip kiiltiirleraras1 yetkin bir konusmaciy1 hedeflemektedir (Byram,
2009). Benzer sekilde, Fantini'ye (2000) gore, “saygi, empati, esneklik, sabur, ilgi,
merak, a¢ik 0lma, motivasyon, mizah anlayisi, belirsizlige tolerans ve yargilamadan
kacinma istekliligi” ozellikleri kiiltiirlerarast1 konugsmacinin ozellikleri arasinda
olmalidir (s. 28). Ancak bu yetkinligin kazanilmasi “asla tam ve miikemmel degildir”
ve kiiltiirleraras1 konusmacilarin tam yetkin olmasmi gerektirmez, c¢linkii
kiiltiirlerarast olmak hi¢bir zaman tamamlanmis bir siire¢ degildir (Byram vd., 2002,
s.7). “Kiiltiirleraras1 yeterliligin bes bileseninden bir kismina veya tamamina bir
dereceye kadar” sahip olan bir kisi (Byram, 2009, s.327) kiiltiirleraras1 konugsmaci

olarak kabul edilebilir.

Kiiltiirleraras1 iletisim yetisi (KIY) kazanimu literatiirde genellikle yurtdisi egitim
deneyimleriyle iliskilendirilmistir ¢iinkii bu tiir kisa siireli deneyimler, deneyimsel
ogrenme icin firsatlar saglar (Kolb, 1984). Uluslararas1 degisim programlarina
katilan 6grenciler, dil ve iletisim becerilerine ek olarak kiiltiirleraras: farkindaligin,
kiiresel diisiincenin kolaylastirilmasi: ve gelistirilmesi de dahil olmak tiizere bu
deneyimlerin sunabilecegi benzersiz ortamlardan biiyiik O6l¢iide yararlanabilir
(Cushner, 2011; Dewan Tiridii & Giirbiiz, 2021; Fang & Baker, 2018; Jackson,
2018; Titiinci, 2014; Walters vd., 2009). Erasmus+ Avrupa Hareketlilik Programi
yurtdis1 egitim firsatlar1 arasinda dgrenciler tarafindan en ¢ok tercih edilen degisim

programlarindan biri olarak kabul edilmektedir.

Bu degisim hareketliliklerinin kalitesini ve sonuglarini iyilestirmek adina, diinyanin
dort bir yanindan pek cok kisi yurtdisinda kalislar ve KIY arasindaki iliskiyi
incelemeye deger bulmustur. Jackson (2018), ev sahibi kurumlarin gesitliligi ve
lokasyonlari, ev sahibi kiiltiirler, programlarin siiresi ve konaklama ortaminda
kullanilan diller gibi yurtdiginda egitim deneyimlerini etkileyen birgok unsuru

vurgulayarak bu egitim deneyimlerinin ¢ok yonliiligiine dikkat ¢ekiyor. Baska bir
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deyisle, “'yurtdisinda tek bir egitim baglami diye bir sey olmadigini” iddia ediyor
(s.161). Benzer sekilde, ilgili literatiiriin gdzden gegirilmesi, kisilik 6zellikleri, ilk
motivasyonlar, hareketlilik sirasinda kiiltlirlerarasi etkilesimlere katilim gibi bireysel
faktorlerin de katilimcilarin 6grenme sonuglarini ve gelisimlerini etkiledigine isaret
etmektedir. Bu nedenle her bir vakanin ayri ayr1 yakindan incelemeye tabi

tutulmasina her zaman ihtiyag¢ duyulacag: asikardir.

YONTEM

Bu tez galismasinda, daha 6nce kisa donem Erasmus+ deneyimleri olan Ingilizce
Ogretmen adaylarinin yurtdisi egitim deneyimlerinden edinmis olduklar1 kazanimlari
ve kiiltiirlerarasi iletisim yetisine (K1Y) dair algilar1 arastirilmistir. Bu arastirmanin
amaci, ICC'yi veya yurtdisinda egitim almanin kazanimlarini nicel olarak 6lgmek
degil, katilimcilarin algilarin1 ve yasanmis deneyimlerini derinlemesine anlamaktir
(Yin, 2009; Creswell, 2013; Denzin & Lincoln, 2017). Yurtdis1 deneyimlerinin ve
kiiltiirleraras1 gelisimin kendine 6zgii dogas1 nedeniyle, nicel arastirma araglari
yetersiz kalmaktadir (Coleman, 2013; Jackson, 2018), bu nedenle arastirmaci nitel
veri toplama yontemleri kullanmis ve analizlerini gergeklestirmistir. Literatiir

1s1g¢1nda, bu ¢alismaya rehberlik eden arastirma sorular1 asagidaki gibidir:

1. Yurtdisinda egitim gdrmiis Ingilizce 6gretmen adaylari “kiiltiirlerarasi
iletisim yetisi (KIY)” ve “kiiltiirleraras1 yetkin konusmac1” kavramlarini nasil

algiliyorlar?

2. Yurtdiginda egitim almanin kendilerine bir birey ve bir dil 6gretmeni aday1

olarak katki saglayan kazanimlarin neler oldugunu diistiniiyorlar?

Arastirma grubu, son yartyillarinda uygulama derslerini alan ODTU Yabanci Diller
Egitimi Boliimii'ndeki yedi son simif 6gretmen adayindan olusmustur. Bu ¢alismada
uygulamali 68retmen adaylarinin sorgulanmasinin gerekgesi, hizmet oncesi dil
ogretmenligi egitiminde uygulamali derslerin rolii ve degerinde yatmaktadir. Staj
dersi, profesyonel hayata girmeden Once atilan ¢ok dnemli bir adimdir. Son siniftaki

uygulamali dersler, o6gretmen adaylarimi geleceklerine hazirlamaktadir. Bu
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uygulamalarda ge¢mis bilgi, deneyimler ve becerilerini 6gretimlerine dahil etmenin
yollarimi disiiniirler; gergek bir sinifta 6grenci profilleri, materyaller ve 6gretme,
planlama ve dersleri uygulama yontemleri {lizerine diisiintirler. Bagka bir deyisle,
stajyerlik onlar i¢in yillar boyunca biriken teori, arastirma ve uygulamay1 birlestirici
bir etkiye sahiptir. Bu nedenle, hizmet Oncesi 6gretmenlik egitimlerinde bu siire
zarfinda onlardan elde edilen verilerin daha iyi yansitilacagi ve aragtirmacinin bu
calismanin amaglarina iliskin alg1 ve goriisleri yakalamasina yardimci olacagi
diisiiniildii. Katilimcilarin FLE 404 Uygulamali Ogretim dersi igin yapmis oldugu
Ozgiin ¢aligmalariin incelenmesi ve analizi, arastirma bulgularinin dogrulugunu

farkli yollardan karsilastirmaya yardim etti.

2019-2020 bahar doneminde FLE 404 Uygulamali Ogretim dersi alan katilimcilar,
daha 6nce Erasmus+ programi gergevesinde italya, Ispanya, Isve¢ ve Polonya gibi
iilkelerde bir akademik donem tecriibe etmislerdir. Katilimecilarla yari
yapilandirilmis bireysel goriismeler, nitel arastirmacilar tarafindan kullanilan en ¢ok
tercih edilen ve giivenilen araclar olarak 6nemini korurken (Creswell, 2013;
Dornyei, 2007; Seidman, 2006), birgok caligma, birden fazla veri kaynaginin
toplanmas1 ve incelenmesinin nitel arastirmalarin giivenilirligini giiclendirdigini
gostermektedir (Wellington, 2015). Bu g¢alismada da arastirmaci yukarida
bahsedildigi gibi bir¢ok yolla: bir anket, bir ¢evrimi¢i paylasim platformu
(WhatsApp), iki yar1 yapilandirilmis bireysel goriisme protokolleri, katilimcilarin
odevleri, gozlem gorevleri, ders planlar1 gibi uygulamali ya da yazili staj dersi
dokiimanlar1 ve bir video-ders Ogretim gozlem protokolii ile veri toplamistir.
Toplamda yiiriitiilen 14 bireysel goriisme 449 dakika siirerken, 125 dakika video-
ders 6gretimi gozlemlenmistir. Covid-19 pandemisi nedeniyle 6gretmen adaylarinin
staj deneyimleri cesitlilik gosterdiginden adaylardan farkli tiirlerde ve degisen
sayilarda staj verisi toplanmistir. Katilimcilarin KIY ve kiiltiirleraras1 konusmaci
algilar;, KIY gelistirmeye iliskin goriisleri ve yurtdiginda egitim deneyimlerinden
algiladiklar1 kazanimlar, staj deneyimlerini ve bu g¢aligmanin amaglarina uygun
olarak toplanan staj verilerini analiz ederken ana odak noktasi olmustur. Bu nedenle
arastirmaci, goriismelerden elde edilen katilimcilarin kendi beyanlarina iliskin

destekleyici kanitlar bulmak i¢in ilgili verileri irdelemistir.
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Kiiresel salgin nedeniyle, arastirma boyunca toplanan tiim goriisme verileri, Covid-
19 riskini ortadan kaldirmak i¢in ZOOM f{izerinden gergeklestirildi. Tim ZOOM
toplantilar1 hem video hem de ses olarak kaydedildi ve daha sonra verilerin ve nitel
analizin giivenilirligini artirmak igin sistematik olarak kodlanmak iizere kelimesi
kelimesine yaziya dokiildii. Nitel bir arastirmanin veri analizi siireci karmasik ve
daginik hale gelebilir; bu nedenle nitel verileri anlamlandirma adimlar takip edilerek
dongiisel bir veri analizi siireci izlendi (Wellington, 2015). Arastirmaci, verileri
analiz ederken, goriisme verilerinin analizinin bulgularin1 dogrulamak, ayrintili
aciklamalar olusturmak ve diger veri kaynaklariyla birlestirilebilmesi i¢in, her bir
katilimci i¢in onlardan elde edilen her tiirlii veriyi igeren ayr1 klasorler olusturdu.
Aragtirmaci, her katilimcinin dosyasinin altinda yogun bir okuma siireci baglatmis,
verilerle biitiinleserek, gerektiginde kayitlara geri donmiistiir. Kodlar, kategoriler ve
temalar olusturmustur. Ortaya ¢ikan ana temalar bu nitel g¢alismanin arastirma
sorularini yanitlamak i¢in yeniden birlestirilip ve sentezlenmistir. Bulgular 1s1g1nda

arastirma sorular1 yanitlanmis ve ilgili literatiir ile tartigilmastir.

BULGULAR, TARTISMA VE SONUC

Bu tez ¢alismasinin temel amaglarindan biri, yurtdisinda egitim deneyimi olan
Ingilizce 6gretmen adaylarinin kiiltiirlerarasi iletisim yetisi ve kiiltiirleraras: yetkin
konusmaciy1 nasil algiladiklarini aragtirmakti ¢iinkii “6gretmenlerin 6grencilerinin
kiiltiirlerarasiligini gelistirmeyi amagclayan etkili 6gretim teknikleri ve kaynaklar
secme yetenekleri, KIY kavramini anlamalarma baglidir” (Czuro, 2016, s.85). Bu
amacla, Ingilizce Ogretmenligi son siif 6gretmen adaylarina, ODTU'de veya
misafir olduklar tiniversitede aldiklar1 hizmet 6ncesi 6gretmenlik egitimlerinde bu
kavramlar1 duyup duymadiklar1 sorulmus ve ilk goriismelerde bunlari tanimlamalar:
istenmistir. Ikinci gériismelerde, Tiirkiye’deki egitim ortamlarinda bu yeterliligin
gelisimine iliskin algilar1 hakkinda daha fazla sorgulanmislardir. Ozetlemek
gerekirse, terime asinaliklari, KIY ve kiiltiirleraras1 yetkin konusmaci i¢in yaptiklari
tanimlar, kavramlar1 anlamayislarina dayali olarak kendilerini kiiltiirler aras1 yetkin
bir konusmaci olarak gériip géormedikleri, Tiirk egitim ortamlarinda KIY'i gelistirme

algilar1 arastirilmistir.
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Bulgulardan garpict bir sonug ortaya ¢ikmustir; katilmeilarin ¢ogu KIY terimine
agina olmadiklarini, bir veya iki kez duymus olabileceklerini ancak ne anlama
geldiginden emin olmadiklarini belirtmislerdir. Melis, KIY terimini hi¢ duymadigini
ve ne anlama geldigini bilmedigini agikca itiraf ederken, Gizem bir zamanlar
ODTU'de bir metodoloji dersinde bahsedildigini hatirlamigtir. Bu terime yabanci
olan Burcu ve Mine'nin aksine Lara, ODTU'de geng &grencilere Ingilizce gretimi
dersinin oturumlarindan birinde misafir bir konusmacinin gergeklestirdigi bir
etkinlikle bu konuda bilgilendirilmisti. Irmak, yurtdisinda aldig1 bir ders sayesinde
terime asina oldugu igin sansliyd1 ve stajinin haftalik gérevlerinden birinde de KiY
iizerinde calismisti. Ogretmen yetistirme egitimlerinde KIY ile karsilasmalarin
sinirlt oldugu yansitan bu deneyimler, kiiltiirlerarasi iletisim yeterliligi konusunda
hedeflenen egitimin eksikligine isaret eden dnceki arastirma bulgulariyla ve Tiirk
yiikksek Ogretimi kurumlar1 baglaminda hizmet &ncesi Ingilizce &gretmeni
hazirhiginda kiiltlirleraras1 konusmacilar/6gretmenler yetistirmekle ilgili bulgularla
baglantili bulunmustur (Bektas-Cetinkaya & Borkan, 2012; Czura, 2016; Eken,
2015; Kagar 2019; Sen, 2020). Bu nedenle bu bulgu, ODTU FLE'de de KiY
konusunda agikga bir 6gretim ve uygulamali egitime ihtiya¢ oldugunu ima etmistir

(Tagkin, 2021).

Katilimcilar terimin teorik bilgisi ile ilgili neredeyse higbir altyapiya sahip olmasa
da, ¢ogunlukla terimin literatiirdeki kavramsallagtirmalarina uygun olarak
tanimlayabilmistir (Byram, 1997; Czura, 2016; Deardorff, 2006; Fantini, 2009).
Onceki arastirmalar, Erasmus+ Ogrenci hareketliligi programi gibi deneyimsel
ogrenme firsatlariin kdltiirlerarasi iletisim yetisi edinimini gelistirdigini ve
ogretmen adaylarmin KIY hakkinda farkindaliklarini artirdigini iddia ettiginden, bu
bulgu katilimcilarin daha 6nce yurtdisinda egitim deneyimleri yasamis olmasina
baglanabilir (Aydin, 2012; Sarigoban & Oz, 2014; Soria & Trois, 2014). Calismanin
katilimecilar1 da Erasmus+ deneyimlerine deginerek bu baglantiyr bircok kez

vurgulamiglardir.

Literatiirde tanimlanan KiY’in bilesenleriyle uyumlu olarak, bu ¢alismadaki dil
ogretmen adaylarinin ¢ogu da, terimi karsilikli etkin konusmalar1 hedefleyerek diger

kiiltiirlerden insanlar1 anlama yetenegi ile iletisim kurabilme olarak tanimlamislardir.
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Bu nedenle, kendi kiiltiiriinii bagkalarina ifade edebilme ve baskalarinin farkli bakis
acilarmi ve kiiltiirlerini karsilagtirabilme, diger goriislere saygili ve hosgoriilii olma
ve dilini buna gore iletisim kuracak sekilde uyarlama yetenegi, Byram'in (2008) i¢
ice geemis tutumlar, bilgiler, elestirel kiiltiirel farkindalik ve beceriler olarak

sundugu bu yetinin bilesenleriyle Ortiigmiistiir.

Katilimcilarin goriislerine dayanarak, kiiltiirleraras1 veya kiiltiirlerarasi1 yetkin bir
konusmaci, kiiltiirlerin ¢esitliliginin farkinda olan ve bagkalarmin kiiltiirel bilgi ve
uygulamalarini ve kendi kiiltlirlerini yorumlayabilen ve iligkilendirebilen biri olarak
tanimlanabilir; bu nedenle, kiiltiirleraras: etkilesimlerinde anlami miizakere etmek
icin dillerini uyarlayarak basarili bir sekilde iletisim kurabilirler. Ayrica iyi bir
gramer ve kelime bilgisine, iyl dinleme becerilerine sahiptirler ve farkli kiiltiirel
gecmislerden gelen insanlarin yiiz ifadeleri ve jestleri gibi farkli aksanlari ve sozli
olmayan dilleri anlayabilirler. Kiiltiirlerarasi bir konusmaci ayn1 zamanda agik fikirli
ve bagkalarina ve onlarin diislince tarzlarina kars1 hosgoriilii, kendi degerlerine bagh
kalmayan, kendi kiiltiirlerine kars1 6nyargilarin farkinda olan, sabirli, esnek ve daha
az yargilayici biri olarak goriliir. Literatiirde de bu ¢aligmanin bulgularina paralel
olarak acik fikirli olmak, kiiltiire duyarli davraniglar sergilemek (Jackson, 2011,
s.82), hosgoriilii, esnek, sabirli ve daha az yargilayici bir insan olmak (Fantini, 2000,

s.28) kiiltiirler aras1 yetkin bir konugsmacinin 6zellikleri arasinda sayilmaktadir.

Kendilerini kiiltiirleraras1 yetkin bir konusmaci olarak algilamalarina gelince, yedi
katilimcidan besi baslangigta kendilerini kiiltiirlerarasi yetkin konusmacilar olarak
adlandirmakta tereddiit ettiler. Ihtiyatli bir sekilde, diger kiiltiiriin “bilgisini” KIY'in
onemli bir bileseni olarak gordiiklerinden, neredeyse hepsi 6grenilecek daha fazla
kiiltiir olduguna ve her zaman kendilerini gelistirebileceklerine inandiklarindan,
kendilerini yetkin olarak etiketleme konusunda temkinli yaklastilar. Bazilari, bir
kisinin kendi kiiltiiriinlin de 6nemli oldugunu, ancak ayni milliyeti paylasan insanlar
arasinda bile bilgi sahibi olmadiklari kiiltiirel farkliliklar olabilecegini belirtti. Sonug
olarak, yine de kiiltiirler aras1 yetkin konugmacilar olabileceklerini diisiindiiler. Pek
cok kez paylastiklart gibi, yurtdisi egitim deneyimleri sayesinde baska bir kiiltiirde
basarili bir sekilde hayatta kalmislar, kendilerini adapte etmisler ve ana dili veya

kiltirii  paylagsmadiklar1 insanlarla iliskiler kurmuslardi. Buna gore farkh

123



kiiltirlerden ¢ok sayida arkadas edinebilmek bir nevi yeterliliklerinin bir
gostergesiydi (Byram, 2009). Sonug olarak bu yetkinligi gelistirme ve kiiltiirlerarasi
bir konugsmaci olma konusundaki goriisleri, bu yetkinligin “hi¢ bitmeyen”, “devam

eden”, “yasam boyu O0grenme silireci” olarak goriilen alan yazindaki algilariyla

ortiismektedir (Baker, 2015; Byram, 2008; Dervin & Gross, 2016; Jackson, 2018).

Bu calismanin bir diger onemli bulgusu, tim katilimcilarin Tiirk 6grenciler ve
onlarm Ingilizce ogretmenleri igin kiiltiirleraras: iletisim yetisi gelistirmenin
gerekliligi ve onemi konusunda hemfikir olmalaridir. Katilimeilar, Tirkiye'deki
uygulama deneyimlerine ve yurtdisindaki gecmis egitim deneyimlerine dayanarak,
Tiirk 6grencilerin farkl kiiltlirlerle tanigmalar1 ve gergekten kiiltiirler arasi iletisim
kurmalar1 gerektigine inandilar. Bu nedenle, yurtdisinda egitim projelerinin Tiirkiye
genelinde arttirilmasi ve 6grenicilerin katilim icin tegvik edilmesi ve motive edilmesi
gerektigini siklikla Onerdiler. Kendileri bu deneyime sahip olarak, gelecekteki
ogrencileri i¢in rehberlik ve tesvik saglayabilecek bir ilham kaynagi olabileceklerine
inandilar ve literatiirde ortaya konan benzer raporlari daha da desteklediler (Gobel
& Helmke, 2010). Ayrica, bu calismanin Ingilizce dgretimi 6gretmen adaylar,
gozlemledikleri dil 6gretimi ortamlarinda materyalleri, miifredat1 ve kurumu yararl
bulmadiklarini ve ogretmenlerin KIY’i entegre etmenin yollarii bulmaya
caligmadiklarin1 bildirdiler. Cogu, benzer arglimanlarin dil 6gretmenlerinin
sorumluluklarint  vurguladigi gibi, &grencilerin farkindaligini artirmanin  ve
kiiltlirleraras1 yeterliliklerini gelistirmenin g¢ogunlukla Ogretmenlere distiigiini
savundular (Byram & Wagner, 2018, s.147). Baz1 katilimcilar, KIY’i gelistirmenin
ve tesvik etmenin kurumun kalitesine ve firsatlarina bagli olacagini vurguladi.
Algilari, Tiirkiye'deki her kurumun teknoloji, yurtdisi egitim projeleri, uluslararasi
personel veya KIiY’i derslerine etkin bir sekilde entegre edebilen kiiltiirlerarasi

yetkin 6gretmenler acgisindan esit firsatlara sahip olmadigini ortaya koydu.

Ikinci arastirma sorusuyla beraber mevcut calisma, yurtdisinda egitim almanin
Ingilizce 6gretmen adaylarinn yasamlari ve ¢ok boyutlu gelisimi {izerindeki
etkilerine iligkin artan arastirmalara katkida bulunan baska Onemli bulgular
saglamistir. Kendi beyan ettikleri goriislerin analizi Erasmus+ deneyimine sahip

katilimcei Ingiliz dili 6gretmen adaylarmin bu programin yasamlarina ve ¢ok boyutlu
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gelisimlerine birgok katkisini hissettiklerini ortaya koydu. Bireyler arasinda ortak
orlintiiler arandigindan, kendileri tarafindan rapor edilen kazanimlarin analizi
sirasiyla dort alt tema altinda toplanabildi: (1) kisisel, (2) dil, (3) kiiltiirleraras1 ve (4)
akademik ve mesleki kazanimlar. Algilanan kazanimlar arasindaki farkliliklar,
O0gretmen adaylarinin bireysel farkliliklar1 ve yurtdist egitim deneyimlerinin
benzersizligi, motivasyonlari, ilgileri ve/veya yurtdisinda gegirdikleri siire boyunca

kiiltiirlerarasi iletisime katilma gabalari ile agiklanabildi (Jackson, 2018).

Bu ¢alismaya katilanlarin algilarina gore en sik bildirilen kisisel kazanim 6zgiiven
olmustur. Tek basina seyahat edebilmek, baska bir iilkede yasamay1 6grenmek ve
bagka kiiltiirlerden insanlarla sosyallesmek ve tanismanin Kkendilerine olan
giivenlerini artirdigini hissettiler. Kisisel gelisimlerini anlatirken bir¢cogu, paralarini
yonetmek, kendi yemeklerini pisirmek, sorunlarini kendi baslarina ¢6zmek zorunda
kaldiklart igin olgunluk kazandiklarini1 da paylastilar. Bazi katilimcilar, kisiliklerinde
baz1 degisiklikleri fark ederek, ev sahibi kiiltiirdeki insanlar gibi daha sakin veya
bireysel hale geldiklerini bildirdi.

Katilimcilarin algilanan dil kazanimlarina iliskin olarak, bu calismanin bulgular
egitim deneyimlerinin ¢iktilarina iliskin 6nceki raporlarla uyusmaktadir (Aydin,
2012; Dewan Tiiriidii & Giirbiiz, 2020). Katilimcilardan Burcu, Mine, Lara ve
Gizem, konugsma ve dinlemede akicilik ve gliven kazanma, yazma becerilerini
gelistirme, Ingilizce diisiinmeye baslama ve farkli aksanlar1 ve sozlii olmayan dili
anlama agisindan Ingilizcelerinde olumlu sonuglar bildirmislerdir. Dili seyahat
ederken veya akademi disinda giinlik konusmalarda kullanmayr faydal
bulmuslardir. Ancak, Aydin'in (2012) ¢alismasindaki 6gretmen adaylarinin yabanci
dil kazanimlarinin aksine, bu tez ¢alismasindaki tiim katilimcilar misafir iilkenin ana
dilini 6grenmemistir (s.9). Lara, Melis ve Gizem isteksizlikleri nedeniyle Isvegce ve

Lehge dillerini 6grenmemis ve gelistirmek igin ¢aba sarf etmemislerdir.

Katilimcilarin  kendi raporlarinin  kapsamli analizi, bir donemlik hareketlilik
deneyimleri sirasinda, 6gretmen adaylarmin ¢esitli kiiltiirler hakkinda yeni bilgiler

edindiklerini, kiiltiirleraras1 etkilesimlerini kolaylastiran beceriler gelistirdiklerini,
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ev sahibi kiiltiiriin iiyelerine karsi tutumlarimi gelistirdigini veya degistirdigini ima
etmistir (Byram, 2008). Ancak, ev sahibi kiiltirde faaliyetlerde bulunulmazsa,
sadece yurtdisinda bulunmak her zaman kiiltiirleraras1 biiyiimeye yol agmayabilir
(He vd., 2017; Teichler, 2004) ve program katilimcilart olumsuz tutumlarla geri
donebilir (Byram, 2008). Bu uyar1 o6zellikle Melis'in deneyiminde Polonyali
ogrencilerle baglantt kurmamasi ve onlarin dil ve kiiltiirlerini 6grenmeye
calismamasi nedeniyle gozlemlenebilir. Melis kaldig siire boyunca daha ¢ok diger
Tirk ogrencilerle etkilesime girdigini, bunun da potansiyel dil gelisimini

engelledigini, ¢ok dilli ve kiiltiirlerarasi iletisimi bosa harcadigini kabul etmistir.

Ingilizce Ogretmeni adaylar1 olarak, katilimcilar yurtdisginda egitim almanin
kendilerine akademik ve mesleki olarak da bir sekilde ve bir olgiide katkida
bulunduguna inanmiglardir. En belirgin katki “farkli bir vizyon kazanmak™ olmustur.
Hemen hemen tiim katilimeilar, farkli bir akademik ortamda bulunmanin kendilerine
ogretme ve dgrenmeye farkli bir bakis acis1 getirdigini vurgulamislardir. Ev sahibi
iiniversitedeki hocalarini, Avrupa'daki 6gretim yoOntemlerini ve 6grenen olarak
onlarla iletisimlerini gézlemleme sansi1 bulduktan sonra, bazilar1 6gretmen aday1
olarak kendilerini etkilediklerini ve gelecekte bu farkli stratejilerden
faydalanabileceklerini belirtmislerdir. Ornegin Isve¢ egitim sistemi ogrenci
ozerkligini desteklediginden, Lara bireysel calismanin kendisine daha fazla basari
getirdigini fark etmistir. Ayn1 sekilde Mine, Irmak ve Defne de gittikleri kurum ile
ODTU arasinda degerlendirme yontemleri agisindan fark ettikleri degisikliklere
dikkat gekti. Ornegin Irmak ve Defne, portfolyo hazirlamanin gelecekteki dgrencileri
icin de daha faydali olabilecegini diisiinmeye baslamislardir. Baz1 katilimcilar da
ogrencilerine dilin yani sira kiiltiir 6gretebileceklerine ve onlart farkl kiiltiirlerle
tanistirabileceklerine, yurtdisi egitim deneyimlerini paylasabileceklerine, Erasmus+
anilarim1 motive etmek icin kullanabileceklerine inandiklar1 i¢in gelecekteki
siniflarinda daha ozgilivenli olabileceklerini ongordiiller. Bu bulgular aslinda
ogretmenlerin kiiltiirleraras1 deneyime sahip olduklarinda, uygulamalarinin
kiiltiirlerarasilik hakkinda daha fazla konuyu, kiiltiirle ilgili karsilastirmalar1 ve
tartigmalar1 smiflarinda paylagsma egiliminde olduklarini iddia eden Onceki

caligmalara daha fazla kanit saglamaktadir (Gobel & Helmke, 2010).
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Bu calismadaki katilimcilarin higbiri yurtdisinda egitimleri sirasinda uygulamali
ogretim deneyimi sansini yakalayamazken, katilimeilarin neredeyse yarist ODTU’de
aldiklar1 6gretmen hazirliginda daha fazla uygulama bilesenine ihtiyag oldugunu dile
getirdi. Katilimcilardan Mine, baska bir hareketlilik programi olan Erasmus+ staji
araciligiyla yurtdisinda Ogretmenlik yapma arzusunu vurgulad: ve daha onceki
argiimanlar1 destekleyerek gelecekteki bir ingilizce dgretmeni olarak bu deneyimin
kendisine daha da fazla katkida bulunabilecegine inandi (Walters vd., 2009).

Ozetlemek gerekirse, katilimcilar farkli bir vizyon kazandiklarini ve farkli bir
akademik ortamda bulunmanin kendilerine 6gretme ve 6grenmeye farkli bir bakis
acist kazandirdigini hissettiklerini belirtmislerdir. Uluslararasi bir ortamda birer
donem okuduktan sonra, Ingilizce s6z konusu oldugunda, Ingilizcenin EIL ve ELF
durumunun daha da farkina varmiglardir (Alptekin, 2002; Hoff, 2020). Bu sebeple,
yalnizca hedef dilin kiiltiirinti degil, ayn1 zamanda bir¢ok konugmacinin kiiltiiriiniin
de Onemli oldugunu kavramiglardir. Bdylece, Kkiiltiirlerarasi iletisim yetisi
kabul etmislerdir. Bu calisma, Ingilizce dgretmen adaylari tarafindan yurtdisinda
egitim almanin KIY de dahil olmak iizere ¢ok boyutlu gelisimlerinde birgok

faydasina iliskin mevcut literatiirdeki ¢aligmalara katkida bulunmustur.

Bu ¢alismanin da gosterdigi gibi ayni iiniversitede bile, bireyler yurtdisinda egitimin
cok yonliiliigli (Jackson, 2018) nedeniyle farkli deneyimlere sahip olabilir ve farkl
sekillerde gelisebilir. Orneklem sayis1 bu arastirmanin kisitlarindan biri olarak
gosterilebilir. Yurtdisinda egitim firsatlari, katilmak isteyen herkes tarafindan hala
faydalanilamamaktadir. Ogrencilerin programa yerlestirilmeleri icin Ingilizce
sinavlarina girmelerine ve iyi ders notlarina ihtiyaglar1 vardir. Ozellikle Tiirkiye'de
ekonomik nedenlerden otiirii Ogrencilerin daha uzun siireli yurtdis1t egitim
deneyimlerine katilabilmeleri i¢in finansal konulara ayak uydurmalari giderek
zorlasiyor. Mevcut ¢alismanin tiim katilimcilart yurtdisinda sadece bir donem
gecirebilmisti. Ayrica, katilimcer grubu sadece kadinlardan olusuyordu. Sarigoban ve
Oz (2014) nicel bir yaklasim kullanarak Tiirk kadin ve erkek Ingilizce 6gretmen
adaylarmin KIY seviyeleri arasinda anlamli bir farklilik bulamasa da (s.523), daha

nitel araclarla incelendiginde erkek deneyimleri ve diisiince kaliplar1 farkli i¢ goriiler

127



sunabilir. Bu nedenle, gelecekteki ¢calismalarda cinsiyet ¢esitliligini dahil etmek daha
iyi olacaktir. Ayrica, pandemi nedeniyle Tiirkiye genelinde ve ODTU'de son sinif
ogrencilerinin uygulamali deneyimleri etkilenmisti. Otantik sinif uygulamalarina

daha az maruz kalmak, dil 6gretmeni adaylarinin algilarini sinirlamig olabilir.

Finansal kaygilar, daha 6nceki ¢aligmalarin ortaya koyduguna benzer sekilde, Tiirk
katilimcilarin Erasmus+ deneyimlerini bir sekilde sinirlayan veya iilke, kurum veya
hareketlilik siireleri gibi baz1 segimlerini etkileyen zorluklar arasindaydi (Onen,
2017, s.274). Avrupali bir degisim 6grencisinin mali veya vize sorunlariyla ilgili
endigeleri bu denli etken olmasa da, bu endiseler Tiirkiye baglamindan kaynakli
olarak Tiirk 6grencilere 6zgii olabilir (Mizikaci & Arslan, 2019, 5.720-721). Cesitli
nedenlerden, bir veya iki yariyil yurt dis1 egitim imkanlarma katilamayan ve
yararlanamayan 0gretmen adaylari, yaz tatillerinde mezuniyetlerini geciktirmeden
repertuarlarin1  genisletebilecekleri, daha fazla bilgi ve beceri kazanabilecekleri
yurtdisinda staj yapma segenegini tercih edip basvurabilirler. Erasmus+ staji,
Ingilizce 6gretmen adaylarinin gesitli uluslararasi baglamlarda 6gretim pratigi
yaptiklar1, mesleki ve kiiltiirlerarasi gelisim agisindan kazanimlar elde edebilecekleri
degerli bir segenek olacaktir. Ozellikle dil 6gretmeni adaylarinin bu deneyimsel
firsatlardan yararlanmalar i¢in tegvik edilmeleri gerekmektedir ¢ilinkii onlarin yeni
diinyada etkilesim kurabilecek ve hayatta kalabilecek gelecek nesilleri

yetistirmedeki rolleri hayati 6nem tasimaktadir (Cushner, 2011; Sercu, 2005).

Ogretmen adaylar icin yukaridaki seceneklerden hicbiri mevcut veya ulasilabilir
degilse, egitim gordiikleri yiiksek dgretim kurumu, bu durumda ODTU, kampiiste
kiiltiirlerarasilig1 tesvik etmenin ve uluslararas1 6grenciler, degisim ogrencileri ve
Tiirk 6grenciler arasindaki kiiltiirlerarasi etkilesimi artirmanin yollarini bulmalidir.
Tandem ortakliklar, farkli kiiltlirlerden insanlarla tanigmak i¢in yurtdisina gitmek
yerine, baska bir dilde anlam miizakere ederek yeni bir kiiltiirii kesfetmenin baska
bir yolu olabilir. ODTU, Modern Diller Béliimii'nde iki 6gretim iiyesinin
gozetiminde ODTU-TANDEM Dil Ogrenim Programi'na baslamis ancak birkag yil
sonra idari nedenlerle program sona ermistir. Programin yeniden baslatilmasi faydali
olacaktir ¢linkii sadece 6gretmen adaylarina degil, iiniversite ¢apinda birinci, ikinci,

liciincii veya son sinif 6grencisi fark etmeksizin ¢esitli boliim ve seviyelerdeki tiim
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Ogrencilere yardimci olabilir. Wang'a (2018) gore, Belfast’ta Queens
Universitesi'nin  uluslarasilasma ~ giindeminin  bir pargast olarak, tandem
ortakliklarindan yararlaniliyor ve 6rgiin dil egitimini tamamlayicit bir unsur olarak
degerli bulunuyor. Bir yabanc1 dil 6grenmek;, ikili bir ortaklikla pekistirilebilir ve bu
ortaklik dil, kiiltiir ve kiiltlirleraras1 6grenmede daha iyi sonuglar ve deneyimler
saglayabilir. Yiiz ylize gerceklestirilen tandem dil ortakligi, 6zellikle bizim de
iilkemizde Ingilizce 6grenenler arasinda yaygin olarak sorunlu bir alan oldugu
diistiniilen konusma becerilerinin gelisimini besleyip destekleyebilir (Us6-Juan &
Martinez-Flor, 2008, s.164).

Son olarak, bu tez calismasi birgok c¢alismanin bulgularina benzer sekilde,
kiiltiirlerarasiligin uygulanmasi1 ve oOgrencilerin yetkinliginin gelistirilmesi s6z
konusu oldugunda hizmet Oncesi egitimde egitim ve pratik eksikligine isaret
etmektedir. Bu nedenle Tagkin (2021), “dil 6gretiminde kiiltiirleraras1 boyutun dil
O0gretmen adaylarina en bastan sunulmast ve programlarin miifredatinin dil
ogretmenlerini kiiltlirleraras1 duyarli bireyler olarak yetistirmeyi hedeflemesi
gerektigini” énermektedir (s.171). Bu baglamda, ODTU"de, Ingilizce Ogretmenligi
ogretmen adaylariin KIY e iliskin farkindaliklarini artirmak, bilesenleriyle egitmek
ve Ogrencileri gelecekteki smif-i¢i uygulamalarina hazirlamak i¢in zaman ve emek

aywracak bir derse ihtiyag¢ oldugu goriilmektedir.
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