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ABSTRACT

A PHENOMENOLOGICAL STUDY ON
ONLINE TEACHER PROFESSIONAL DEVELOPMENT EXPERIENCES OF
EFL INSTRUCTORS, PDU MEMBERS, AND DIRECTORS DURING THE
EMERGENCY REMOTE TEACHING PERIOD

CETIN, Aysegiil
M.S., The Department of Educational Sciences, Curriculum and Instruction

Supervisor: Assist. Prof. Dr. Nur AKKUS CAKIR

August 2022, 181 pages

The aim of this phenomenological study is to gain a deeper understanding
towards the experience of directors, PDU members, and instructors working at
language schools of six separate foundation universities in Ankara, Turkey
regarding online teacher professional development (OTPD) practices during the
emergency remote teaching (ERT) period. A total of 18 participants six of whom
are directors, six of whom are PDU members, and six of whom are instructors at
six different foundation universities in Ankara, Turkey participated the study by
participating semi-structured interviews. Findings revealed that all the
participants agreed on the fact that OTPD under emergency conditions was
needs-driven and flexible. According to directors, emergency OTPD supported
teacher empowerment. PDU members, on the other hand, expressed that as a
period for which they were unprepared, emergency OTPD was like a survival
training on digital environment, and it was considered as an occasion to support
each other emotionally. The findings also revealed that emergency OTPD was

quite practical for PDU members. From the point of instructors, emergency
v



OTPD was agile. Nevertheless, well-being of the instructors, differentiation in
the content of the trainings for the instructors with various experience levels, and

hands-on practice were neglected in the content of emergency OTPD.

Keywords: Online Teacher Professional Development, Emergency Remote

Teaching, Emergency OTPD, In-service trainings, Professional Development
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ACIL UZAKTAN EGITiM SURESINCE UYGULANAN CEVRIMICI
OGRETMEN MESLEKI GELISIM UYGULAMALARINA DAIR DiL
OKULU MUDURLERININ, MESLEKI GELISiM BiRiMi UYELERININ VE
OGRETIM GOREVLILERININ TECRUBELERI UZERINE FENOMOLOJIK
BIR CALISMA

CETIN, Aysegiil
Yiiksek Lisans, Egitim Bilimleri, Egitim Programlar1 ve Ogretim Boliimii

Tez Yoneticisi: Assist. Prof. Dr. Nur AKKUS CAKIR

August 2022, 181 sayfa

Bu fenomolojik ¢alismanin amaci Ankara, Tirkiye’de altt farkli vakif
iiniversitesinin Ingilizce hazirlik okullarinda ¢alismakta olan miidiirlerin, mesleki
gelisim birimi iyelerinin ve ogretim gorevlilerinin acil uzaktan egitim
donemindeki c¢evrimi¢i Ogretmen mesleki gelisimi uygulamalarina dair
tecriibelerine derinlemesine bir anlayis getirebilmektir. Alt: Ingilizce hazirlik
okulu miidiirii, altt mesleki gelisim boliimii {iyesi ve alt1 6gretim gorevlisi olmak
izere toplam on sekiz katilimer ile yar1 yapilandirilmig goriismeler yapilmistir.
Bulgular ¢aligmaya katilan tiim katilimcilarin acil uzaktan egitim siiresince
uygulanan acil ¢evrimig¢i 6gretmen mesleki gelisim pratiklerinin ihtiya¢ odakli
olmasinin yani sira esnek bir mesleki gelisim imkani1 tanidig1 hususunda hemfikir
oldugunu ortaya koymustur. Bunun yan sira, dil okulu miidiirlerine gore acil
uzaktan egitim boyunca uygulanan acil ¢evrimi¢i 0gretmen mesleki gelisimi
uygulamalari, 0gretmen giiclendirme konusunda o6gretmenleri desteklemistir.

Mesleki gelisim boliimii tiyeleri ise hazirliksiz yakalandiklarimi belirttikleri bir
vi



donem olarak acil ¢evrimic¢i Ogretmen mesleki gelisiminin dijital ortamda
hayatta kalma egitimi gibi oldugunu ve insanlarin birbirlerine duygusal destek
olma vesilesi olarak goriildigiinii ifade etmislerdir. Bulgular ayrica acil
cevrimici Ogretmen mesleki gelisiminin, mesleki gelisim boliimii {iyeleri i¢in
oldukga pratik oldugunu ortaya koymustur. Bunun yani sira, 6gretim gorevlileri
acil c¢evrimi¢i Ogretmen mesleki gelisimin olduk¢a c¢evik oldugunu
belirtmislerdir. Bununla birlikte, bu ¢calismanin sonunda, 6gretmen refahi, farkli
deneyim seviyelerine sahip 6gretmenler i¢in egitim igeriginde bir farklilagtirma
olmamasi ve teori-pratik dengesinin kurulamamasi acil ¢evrimi¢i 6gretmen

mesleki gelisiminin igerigine dair ihmal edilen hususlar olarak ortaya konmustur.

Anahtar Kelimeler: Cevrimici Ogretmen Mesleki Gelisimi, Acil Uzaktan
Egitim, Acil Cevrimi¢i Ogretmen Mesleki Gelisimi, Hizmet ici Egitim, Mesleki
Gelisim
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To those who crashed into a wall (at 130 kmph),
To those who survived,

To those who were able to be born again...
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CHAPTER 1

INTRODUCTION

““Never before in the history of education has greater importance been attached

to the professional development of educators’’ (Guskey, 2000 p. 3).

1.1. Background of the Study

Teachers are the most influential stakeholders of education. It can be claimed
that a single teacher is capable of altering many lives. Naturally, teacher
education has always been a significant objective for the improvement of
education. The root of this emphasis on teacher education stemmed from
particular reasons. One of the reasons behind the significance of education is the
recognition of teacher cognition in 1990s. The fact that teachers own their
unique, personal, and experiential beliefs, ideas, and practices led to a
groundbreaking change in the field of teacher education. Exploring the fact that
teachers are not ‘‘empty vessels waiting to be filled with theoretical and
pedagogical skills’’ (Freeman & Johnson, 1998, p. 401) altered the perception of
teacher education (Borg, 2009; Crandall, 2000; Freeman & Johnson, 1998;
Johnson, 2006; Nunan & Carter, 2001). Furthermore, various educational
reforms around the world put a burden on teachers’ back, and teachers were held
responsible for the quality of education, sometimes without sufficient guidance

as a matter of fact (Borko, 2004).

On account of these shifts in the field of education, teacher learning and directly
teacher professional development (PD) has reached its utmost importance. How
to provide effective PD for teachers, components of effective PD, outcomes of
effective PD in terms of teacher change and student achievement have been the

major issues in the field of PD. However, a consensus has been achieved in the
1



field in the last two decades in terms of the features effective PD holds (Darling-
Hammond et al., 2017; Desimone, 2009). Even though there are diverse answers,
effective PD is required to support teachers with experts and mentors actively
and be collaborative, interactive, job-embedded, continuous, contextual,
differentiated, continuous, contextual, differentiated (Darling-Hammond et al.,

2017; Elliot, 2017).

On the other hand, elements of effective PD were not the only tangled web. With
the improvement of technology, a new mode of delivery for PD emerged. The
fact that the internet can be utilized as means of delivery to provide high-quality
PD called online teacher professional development has constituted a brand-new
terrain of research (Elliot, 2017; Philipsen et al., 2019; Vrasidas & Zembylas,
2004). OTPD includes separate delivery modes such as online sources, websites,
online communities, synchronous meetings, and asynchronous discussions
(Little & Housand, 2011). Distinguishing the fact that OTPD has its own unique
traits with being more than a simple transfer of face-to-face PD activities on
online environment has induced the researchers to seek for a profound

understanding of this new terrain (Stevens-Long & Crowell, 2002).

In order to have a detailed grasp of conveying online PD; assets and drawbacks
of OTPD have been reviewed profoundly in the literature and several studies
comparing face-to-face and online PD were conducted. These studies revealed
that the assets of OTPD include being flexible by liberating teachers from the
restrictions of time and place, allowing teachers to set their pace, having a sense
of community and keeping in touch with their colleagues sharing the same
interests and decreasing the financial costs (Dede, 2006; Duffy et al., 2006;
Fleischer & Fox, 2003; Goldman, 2001; Kirik, 2014, Magidin de Kramer et al.,
2012; Powell & Bodur, 2019; Treacy et al., 2002; Wynants & Dennis, 2018). On
the other hand; limited sense of presence, lack of interaction, insufficient
feedback from trainers, overdue responses for questions, limited digital
competency of teachers, hardware issues and lack of technological infrastructure

are regarded as the most frequent shortcomings of OTPD (Atmojo, 2021; Baran
2



& Cagiltay, 2006; Johar et al., 2021; Juarez-Diaz & Perales, 2021; Powell &
Bodur, 2019; Taslibeyaz et al., 2014; Wynants & Dennis, 2018). Furthermore;
comparison between face-to-face and online teacher professional development
have been made to detect their efficiency in terms of teacher learning,
improvement of teaching practices and implicitly student achievement, which
revealed that no significance was detected between face-to-face and online PD

(Fishman et al., 2013).

However; it can be reckoned that COVID-19 pandemic has permanently altered
a wide range of habits and beliefs people possessed once in every field including
education as a matter of course (Bragg et al., 2021). One of these areas amended
as a result of the pandemic is teacher professional development. Even though
OTPD did not emerge with the pandemic, a sudden shift to emergency remote
teaching (ERT) from face-to-face teaching naturally came up with the need for
some instant support mechanisms, which altered the perspective teachers own
towards OTPD. Until the pandemic, online teacher professional development
was an option, another mode of PD delivery. Nevertheless, with the emergence
of ERT and lockdowns all around the world, OTPD has turned into an urgent
solution monopoly to support the teachers as soon as possible for the adaptation

of ERT (Atmojo, 2021).

Use of ERT emerged some issues related to the discrepancy of specific terms
such as online education, distance education, and virtual education. Depending
on the detailed literature review, in this study online education is considered as a
mode of distance education in which internet is utilized as a means. Furthermore,
it is quite urgent to indicate that ERT and online education are not the same thing
even though there was a tendency to utilize them interchangeably (Bozkurt &
Sharma, 2020; Hodges et al., 2020). It cannot be claimed that they are apples and
oranges, yet there are some distinctive features between them. To begin with, as

¢

the name refers to ERT is ‘‘urgent’’. That is, there is an emergency which
connotates with swift actions, extraordinary situations and instant solutions in

our minds. Therefore, unlike online education, ERT is not an option for teachers
3



and learners to select, rather it is an obligation. Also, the nature of online
education is systematic and organized, it allows stakeholders to allocate
sufficient time for any preparation including infrastructure, online platforms,
materials, online teaching strategies. On the other hand, ERT does not leave a
room for such preparation as a matter of course (Erarslan 2021; Hodges et al.,

2020).

During the COVID-19 pandemic, even if some countries such as Turkey were
one step ahead regarding to have more time to make arrangements for ERT
(Bozkurt et al., 2020), supporting teachers to have a smooth transition to ERT
and considering about separate dimensions of education such as digital
competency of teachers and students, adapting curriculum into online setting,
teaching and assessment procedure, well-being of teachers and student
motivation are some of the main issues that were supposed to be handled by
administrative personnel and relatedly professional development units of
institutions, which revives the OTPD to convey the professional development in

ERT period (Hartshorne et al., 2020).

1.2. Purpose of the Study and Research Questions

The purpose of this phenomenological study is to gain an insight regarding the
lived experiences of EFL instructors, professional development unit members,
and directors in online teacher professional development (OTPD) programs
during emergency remote teaching (ERT) between March 2020 and December
2021. The data for the study was collected from 18 participants who work at
preparatory schools of six different foundation universities in Ankara, Turkey.
Six instructors, six professional development unit (PDU) members, and six
instructors participated in the study voluntarily while seeking the answers for the

following research question:



1. How did instructors, PDU members, and directors of preparatory
schools experience online teacher professional development during

emergency remote teaching period?

1.3. Significance of the Study

English Language Teaching (ELT) community has been benefiting from distance
learning under the name of Computer Assisted Language Learning (CALL) for
more than 40 years (Warschauer & Healey, 1998). As Erarslan (2021) stated
‘‘teaching English through online or distance courses is not a new phenomenon’’
(para. 2). However, being one step ahead in distance education could not

guarantee that all EFL instructors were fully prepared for the pandemic.

Depending on the calls regarding OTPD by leading scholars in the field, robust
research about OTPD is supposed to be related with some issues such as various
contexts of OTPD, characteristics of teachers who prefer OTPD courses, online
sources and tools for teachers, effects on teacher change on student success.
Emergence of the ERT due to COVID-19 pandemic raise these topics related to
OTPD agenda. There is still a need for structured and robust research in the
literature (Lay et al., 2020). What works well in OTPD and what teachers benefit
from the most and teachers’ voice require further research (Dede, 2006). Also, as
one of the leading scholars in the field, Dede et al. (2009) made a call for
qualitative researches rather than program evaluations that OTPD literature owns

in a vast amount.

In addition to gaps in OTPD literature, another critical point this thesis is based
on is the fact that any study conducted in ERT period, will have a significant
contribution to the literature. One of the topics that needs further discussion is
evaluating the professional development practices in ERT period. Whether
OTPD practices support instructors for ERT and future use of what is learnt
during the ERT in professional development should be an object of interest for

researchers (Hodges et al., 2020).



When the time comes and pandemic is officially demolished, switching back to
face-to-face education completely should not erase ERT. In case of any possible
disasters such as extreme weather conditions, wildfires or any chaotic future
scenario, it is high time higher education institutions got prepared for
professional development of faculty for ERT (Hodges et al., 2020), including
EFL instructors (Erarslan, 2021) As stated by Erarslan (2021) studies in EFL
context during the ERT period needs a comprehensive literature review to come
up with some empirical data for the issues such as the assets and drawbacks of
ERT, problems and possible solutions, issues from students’ and teachers’
perspective and many others, which indicates the significance of this study.
Above all, even though there is a vast amount of data for face-to-face and online
professional development, how EFL instructors survived and improved
themselves amidst the COVID-19 pandemic is not available in literature
(Atmojo, 2021). Moreover, PD activities in ERT have not been scrutinized,
that’s why, evaluating OTPD activities for university instructors and comparing
pre-pandemic and OTPD practices during the ERT are the current gaps in the
literature (Al-Naabi et al., 2021).

To conclude, as we are aware of the fact that people benefited from distance
education in Spanish-flu pandemic almost a hundred years ago (McCracken,
2020), knowing what is done and how it is done in this extraordinary period will
have an immensely precious effect for improvement in the following years
including PD during the COVID-19 pandemic (Hartshorne et al., 2020).
Considering the gaps in the literature, this thesis aimed to contribute the
literature to reveal experiences about OTPD activities conducted during the ERT
(between March 2020 and December 2021) in preparatory schools of six
different foundation universities in Ankara, Turkey and state the experiences

from the point of directors, PD unit members and instructors in each institution.



1.4. Definition of Terms

Following definitions of the most frequent terms are presented to have a

consistent and common understanding of the study:

OTPD: OTPD stands for online teacher professional development. The term was
abbreviated as o7PD or OPD in some studies in literature. OTPD refers to
“‘courses, workshops, or learning modules that are delivered in an online format
for teacher professional development’ (Powell & Bodur, 2019, p. 21) and can be
defined as ‘‘internet-based form of learning or professional growth process that

an educator can engage in’’ (Elliot, 2017, p. 119).

PD: PD stands for professional development. 1t can be defined as ‘‘natural
learning experiences and those conscious and planned activities which are
intended to be of direct or indirect benefit to the individual, group or school and
which contribute through these, to the quality of education in classroom’” (Day,

1999, p. 4).

Distance Education: Distance education refers to ‘‘any educational process in
which all or most of the teaching is conducted by someone removed in space

and/or time from the learner’> (UNESCO, 2002, p. 22).

Online Education: Online education refers to ‘‘education being delivered in an
online environment through the use of the internet by teaching and learning’’
(Singh & Thurman, 2019, p. 14).

ERT: ERT stands for emergency remote teaching which is defined as ‘‘a
temporary shift of instructional delivery to an alternate delivery mode due to

crisis circumstances’’ (Hodges et al., 2020, para. 13).

PDU: PDU stands for professional development units which are internal units

that provide professional development for instructors at their institution via PD
7



activities organized by PDU members who also are instructors that received

specific trainings.

PD Activities: Activities such as video lessons, peer observations, mentoring,
article club, workshops, trainings, seminars, and conferences that aim to support

the improvement of teachers professionally.



CHAPTER 2

LITERATURE REVIEW

The aim of the chapter is to gain a deeper understanding of online teacher
professional development (OTPD) during the emergency remote teaching period,
as one of the biggest impacts of pandemic on the field of education. Significant
works of the leading scholars and the latest studies in the literature were
analyzed in order to provide a clear synthesis of the subject of the study. The
chapter begins with the studies in the field of teacher professional development
and clarifies the features of effective professional development and its
significance. In line with the purpose of the study, emergency remote teaching
(ERT) and its difference with online teaching were discussed. Eventually, OTPD

in ERT period in the literature was mentioned in the last part.

2.1. Professional Development

In 1990s, how teachers process the knowledge became as substantial as the
content of the second language teacher education (Burns & Richards, 2009;
Richardson, 2003) and teacher cognition was recognized as a crucial area that
reflects the relationship between the knowledge, understanding and beliefs of
teachers and their impact on the classroom practices (Borg, 2009; Freeman &
Johnson, 1998; Johnson, 2006). Thanks to these changes, teacher education
forsook behaviorist approach which focuses on what teachers should know rather
than how they know it and it was acknowledged that teachers already have their
own ideas, beliefs and values that affect their instructional practices (Crandall,
2000; Nunan & Carter, 2001; Richardson 2003). These changes constituted the
background of effective PD (Darling-Hammond, 1995; Richardson, 2003).



2.1.1. Effective Professional Development

In order to mention the characteristics of effective PD, it is crucial to underline
the significant change the definition of PD has gone through. As a result of
teachers’ becoming reflective change agents in education, perception of teaching
as a profession altered drastically as well and this change was considered as a
revolution (Darling-Hammond, 1995; Richardson, 2003). Naturally, the effects
of this revolution reverse the understanding of PD. After the revolution, the
definition of PD as ‘‘staff development’ or ‘‘in-service training’’ changed
(Villegas-Reimer, 2003, p.11). Fullan (1991) states that PD is ‘‘the sum of total
formal and informal learning experiences throughout one’s career’ (p. 326)
whereas Holmes et al. (2010) defines PD as ‘‘a unique process that aims to
provide in-service participants with a new set of experiences, skills, resources,
and knowledge that will support them as they implement the ideas they have
studied in the field’’ (para. 2), and finally Darling-Hammond et al. (2017)
defines effective PD as ‘‘structured professional learning that results in change
to teacher knowledge and practices, and improvements in student learning
outcomes’’ (p. 2). It can be claimed that considering teachers as change agents
and being aware of teacher cognition had a domino effect on the way teacher
learning, teacher education, professional development and finally effective

professional development are perceived currently.

In order to understand the rationale behind the failure of several educational
reforms PD was considered as a vital issue and a key to success for future
reforms (Borko, 2004; Desimone, 2009; Guskey 2000). In their comprehensive
review focusing on the contemporary approaches of PD, Borko et al. (2010)
identified various features of effective PD. The content of effective PD must be
compatible with the context and foster learning, also effective PD should be able
to build a community with actively engaged teachers who experience and reflect
their learning (Borko et al., 2010). According to Borg (2015), effective PD is

required to include:
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+ relevance to the needs of teachers and their students

¢ teacher involvement in decisions about content and process

¢ teacher collaboration

+ support from the school leadership

+ exploration and reflection with attention to both practices and beliefs

¢ internal and/or external support for teachers (e.g. through mentoring)

¢ job-embeddedness (i.e. CPD is situated in schools and classrooms)

+ contextual alignment (with reference to the institutional, educational,
social and cultural milieu)

¢ critical engagement with received knowledge

¢ valuing of teachers’ experience and knowledge (p. 6)

Additionally, one of the latest and most significant studies regarding efficient PD
was conducted by Darling-Hammond et al. (2017). Depending on the results of
their comprehensive study, for which 35 studies were analyzed in order to
prevent the inadequate PD practices in the field, researches came up with
common features of PD. According to Darling-Hammond et al. (2017), effective

PD:

is content focused,

incorporates active learning

supports collaboration, typically in job-embedded contexts
uses modeling and modeling of effective practice

provides coaching and expert support

® & & o oo o

is of sustained duration (p. 49).
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Figure 2. 1

The Aspects of Effective Professional Development by J. C. Elliott, 2017, The
evolution from traditional to online professional development: A review. Journal
of Digital Learning in Teacher Education, p. 118.
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On the other hand; presenting a rigorous recipe of effective PD is quite subtle. In

DEVELOPMENT

his study, Guskey (1994) reminded this truth stating that certain characteristics
of PD cannot be asserted, yet ‘‘an optimal mix’’ might be offered about these
characteristics (p. 8). The study introduced six guidelines in order to acquire an
optimal mix for effective PD; the guidelines emphasized that change which
requires to be implemented gradually is not only personal but also institutional,
working as a team by integrating the programs and providing feedback and
support are also necessary to obtain the optimal mix. He concluded his study by
stating that ‘‘success, therefore rests in finding an optimal mix of process
elements and technologies that can be carefully, sensibly, and thoughtfully
applied in a particular setting’’ (p. 23). Borko (2004) had a similar emphasis on

the complicated nature of teacher learning:

For teachers, learning occurs in many different aspects of practice, including
their classrooms, their school communities, and professional development
courses or workshops. It can occur in a brief hallway conversation with a
colleague, or after school when counseling a troubled child. To understand
teacher learning, we must study it within these multiple contexts, taking into
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account both the individual teacher-learners and the social systems in which
they are participants (p. 4).

In the same vein with the complicated nature of teacher learning, having
common lists for the features of effective PD took some time. For instance,
Guskey (2003) criticized the literature and existing studies due to the fact that
most of the studies did not rely on the empirical data related with student
achievement, researchers had a tendency to continue conducting surveys on
teacher and researcher opinions instead. It was also stressed in the study that
existing studies about the relation between PD and student achievement were in
mathematics and science, and further studies were required to investigate the
issue in social sciences including language teaching (Guskey, 2003). However;
even if it took a while, a consensus on effective PD is available currently
(Darling-Hammond et al., 2017; Desimone, 2009). Depending on the several
criteria about effective PD, it is eventually possible to be able to have a common
understanding. There has been a great improvement in the field of teacher
learning in the last twenty years. Perhaps, having a consensus about effective PD

may be one of the fruitful results of the hard work in the field (Borko, 2004).

2.1.2. Significance of Effective PD

Griffin (1983) claimed that purpose of PD is to create a positive change in
instructional practices, student achievement, and teacher beliefs and attitudes.
Guskey (2002) indicated that teachers are more willing to participate in PD
activities with a pragmatic rationale, since it was observed that teachers had a
higher level of commitment for PD if there had been a positive impact on student
learning outcomes. While he presented a ‘‘a new model for teacher change’’ in
his study, (p. 58), he also mentioned the improved version of his study with the
name of ‘‘an alternative model’’ (Guskey, 2002, p. 383) by claiming that the
model supports the fact that the most significant aspect of PD for teachers is to

be able to create a positive acceleration of student achievement.
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Guskey (2000) defined PD as ‘‘the process and activities designed to enhance
the professional knowledge, skills and attitude of educators so that they might, in
turn, improve the learning of students’ (p. 16). Student outcome, student
achievement, and pupil attainment are some of the terms used synonymously in
the literature to refer to positive effects of PD on students’ learning. No matter
how it is named, the literature has a broad focus on the student achievement
which is considered as a tangible outcome of effective PD which results in
positive changes in classroom practices and teacher beliefs (Darling-Hammond,
2015; Gagne, et al., 2005; Guskey, 1989; OECD, 2010). Yoon et al. (2007)
explained this response chain in three stages and emphasized that each step is
required to be followed without any gaps: firstly, skills and knowledge are
improved with PD activities and in the second stage new practices and beliefs
are earned thanks to PD activities boosting the quality of teaching, and finally,
high-quality classroom teaching results in student achievement. Desimone
(2009) also indicated that there is an implicit relation between improving
teachers’ knowledge and student achievement. In her study, it was claimed that
literature provides sufficient empirical data to achieve a consensus for common
features of an effective professional development, as a result of which five
different features are presented as of ‘‘content focus, active learning, coherence,
duration, and collective participation’’ (para. 21) for effective PD and implicit
increase in student achievement. In order to test these five features of effective
PD for the improvement of instruction and student achievement, Desimone and
Garet (2015) analyzed the related findings in the USA. Their study revealed that
it is easier for teachers to have a behavioral shift in classroom rather than gaining
instruction or content related information, so teachers can easily change their
attitudes in their classroom habits, yet it is more challenging to adapt to change
in their content knowledge and instructional practices. Second outcome of the
study is that one size does not fit all and the same PD may receive diverse
reactions from different teachers. Also, it was indicated that PD activities
directly related with lessons are more beneficial for teachers. Finally, authors
indicated that for the classroom implementation of PD activities, having a

motivating and supportive leader is a strong factor.
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However; the literature includes some controversial ideas. Even though the
literature provides a consensus about the fact that there is a positive relation
between effective PD and student achievement (Darling-Hammond et al., 2017;
Desimone, 2009); there is inadequate data about the details of this relation
(Farrell, 2015; Guskey & Yoon, 2009). For instance; in order to detect the
correlation between effective PD and student outcome, more than 1343 findings
of various PD studies were scrutinized by American Institutes for Research, the
findings were studied by Yoon et al. (2007) and utilized for discussion and
implementation by Guskey and Yoon (2009) and some lessons learnt were stated
about the link between student achievement and PD. According to the study
conducted by Yoon et al. (2007), only 9 studies out of 1343 had a positive effect
on student achievement. Even though they are considered as inadequate for the
development of teachers (Sims & Fletcher-Wood, 2021), Guskey and Yoon
(2009) claimed that workshops have a positive impact on student achievement,
also the study reveals that PD activities conducted by outsider experts have a
positive impact on student achievement. Time is another critical factor to gain a
deeper understanding of the content to be beneficial for students. The study
proved that follow-up activities is the most crucial part PD activities necessitate
for student achievement. Activities are discussed in the study, yet even though
“‘best practices’’ scattered around, they may not work in each and every context
to boost student achievement and finally, content is crucial for PD activities. PD
activities including specific pedagogical and content knowledge have a positive

effect on students as well (Guskey & Yoon, 2009).

Another study was conducted by some of the most influential scholars in the
field of education in 2018. Fischer et al. (2018) conducted a study, which mirrors
the findings of Desimone’s and Garet’s (2015) after Desimone and Garet (2015)
made a call to strengthen the validity of Desimone’s (2009) conceptual
framework including five different features and its influence on effective PD
practices. Fischer et al. (2018) utilized multi-level structural equation model in
their quantitative study to analyze the data consisting of 7434 teachers and

133.336 students. Their study revealed that as Desimone and Garet (2015)
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suggested, there is a significant relationship between the instructional skills of
teachers and student achievement, yet the significance is not strong. Even though
PD activities have a positive impact on the improvement of instructional skills,

they have a weak impact on student achievement (Fischer et al., 2018).

One more study that criticizes the common features of effective PD belongs to
Kennedy (2016). Kennedy (2016) criticized the literature in terms of common
framework including five different features for effective PD by Desimone (2009)
by stating that these features cannot guarantee the accomplishment of PD
activities. The study revealed some counter arguments for the results of previous
studies in the literature. For instance, Kennedy (2016) claimed that PD activities
designed to convey content knowledge affect student learning slightly. In
addition, the study reveals that being collaborative in PD activities does not
ensure the effectiveness of PD unlike some studies which claimed the opposite
such as Garet et al. (2001) and Yoon et al. (2007). Kennedy (2016) also
acknowledged that some collaborative PD activities such as lesson video
recordings affect learning process of students in a negative way rather than

guaranteeing student learning.

Overall, even though there is a consensus on the features of effective PD features
in the literature currently (Darling-Hammond et al., 2017; Desimone, 2009),
there are some significant objections, which imply that more empirical data is a
must for the effectiveness of PD activities (Avalos, 2011; Fischer et al., 2018).
No matter how effective a PD activity is does not matter, as one size may not fit
all and even the most effective PD activity may not be suitable to provide the
requirements of all teachers (Avalos, 2011). As Guskey (1986) indicated, the
reasons behind unsuccessful attempts of PD activities are ignoring what
motivates teachers for PD and the progress teachers go through while they adapt

to change.
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2.2. PD for EFL Instructors in Turkey

Formal in-service trainings (INSET) for teachers are conducted differently for K-
12 schools and universities. While Ministry of National Education (MoNE) is
responsible for providing in-service trainings (INSET) for K-12 teachers, Higher
Education Council (HEC) do not intervene in PD at universities (Ozer, 2004).
Also, it has utmost importance to indicate that in September 2019, Ministry of
National Education signed a contract with British Council on the purpose of
improving the quality of in-service trainings (INSET) for EFL (English as a
Foreign Language) teachers at K-12 level (British Council, 2019). On the other
hand; as a part of universities, preparatory schools, founded to teach English at a
certain level as a prerequisite depending on the medium of the university (Borg,
2015), have specific units for the development of their instructors. In this study,
these units will be referred as ‘‘professional development units’’, different

names may be preferred by different universities for these units though.

In the field of education, INSET has been one of the most common research
topics among master and doctorate level researchers in Turkey according to
thesis database of HEC (Onalan & Gursoy; 2020). For instance, Turhan and
Arikan (2009) conducted a study at a private university in Ankara to illustrate
the pre and post perceptions of EFL teachers towards INSETs. Experience of
teachers were the independent variable of the study. The results clarified that
there is no statistically significant difference between novice and experienced
instructors in terms of their perceptions towards INSETs. Both novice and
experienced EFL instructors consider INSETs quite efficient and productive for
their professional development, yet the authors recommended that teachers are

required to be involved in design process of PD activities at their institutions.

Celik et al. (2013) focused on the perception of EFL instructors at universities,
the nature of PD activities and their impact on teaching. The researchers utilized
a cross-sectional survey design to analyze the data derived from 42 EFL

instructors working at preparatory school of a state university. It was concluded
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that EFL instructors are willing to participate in PD activities, yet their
classroom practices are slightly affected by PD. In addition, study revealed that
lesson observations and peer evaluation are not considered as inevitable forms of

PD activities according to the participant teachers.

Another study on INSET was conducted by Sahin and Yildirim (2016) with the
purpose of detecting the integration process of INSET outcomes into classroom
teaching and their effectiveness. Researchers derived the data from 10 EFL
instructors by triangulation of three separate qualitative data collection methods.
The study revealed that professional learning conveyed by PD, stimulates self-
reflection which results in teacher change like transformation of pedagogical
beliefs; additionally, it was observed that teachers who adapt to change rapidly
in their classroom practices and pedagogical beliefs are prone to have higher
self-efficacy and motivation whereas teachers with lower self-efficacy and
motivation are reluctant to adapt to changes in their beliefs and classroom

practices.

From a different perspective, an influential study was conducted by Kulavuz-
Onal and Tatar (2017) on the relationship between participating PD activities
and teacher burn-out, 224 EFL instructors from state and private universities in
Istanbul, Turkey completed the questionnaire. This quantitative study affirmed
that there is a gap between EFL instructors working at state and private
universities in regard of sense of achievement and frequency of taking part in PD
activities. While EFL instructors working at private universities possess a higher
level of sense of achievement, which has a positive correlation with attendance
rate to PD activities, opposite results are observed among the EFL instructors
working at state universities. Therefore; the study recommended to create a sense
of community by attending PD activities to decrease burn-out and

depersonalization of EFL instructors.

Onalan and Gursoy (2020) conducted a quantitative study deriving the data from

985 EFL teachers so as to analyze the perceptions of EFL teachers towards
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INSET. Based on the results of the scale developed by the researchers, the study
revealed that there is a need for rigid and well-organized INSETs that exemplify
the relation of theory and classroom practices for teachers, especially for
experienced ones who indicated that after a while in their career, updated and
current theories may be refreshing for their teaching; besides, the authors
recommended innovative INSETs considering the reluctance of teachers in

terms of participating cooperative training activities.

A parallel study investigating the perceptions of English teachers towards PD
and PD activities were conducted in three separate countries. Yucedag and Sevik
(2021) conducted a qualitative study via structured interviews with the
participation of 45 EFL teachers from Turkey, Germany and Spain. The study
acknowledged that all the participants embrace continuous PD as a beneficial
factor for their improvement, they also revealed that transferring the knowledge
gained during PD sessions is generally hindered by student-related problems
such as motivational issues. ‘‘Limited time’’ is highlighted by all the participants
from three countries as one of the most common issues encountered to
participate PD activities whereas ‘‘challenging permission procedure’ is
declared as an issue for the same question only by the teachers from Turkey

(Yucedag & Sevik; 2021).

Overall, several scholars have conducted studies meticulously in order to
contribute to PD of teachers and other stakeholders in the field. Depending on
the related literature review, it can be concluded that EFL instructors in Turkey
have a positive attitude for PD (Yucedag & Sevik, 2021), regardless of their
experience (Onalan & Gursoy, 2020), yet collaborative group studies are not
favored by EFL instructors in Turkey (Onalan & Gursoy, 2020) except
mentorship (Hismanoglu, 2010) even though it is known that sense of
community decreases the burn-out rate and promotes sense of achievement
(Kulavuz-Onal & Tatar, 2017). It is also crucial to emphasize that there is an

immense requirement for the involvement of instructors in the designing process
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of PD activities (Bayram & Bikmaz, 2021), and support from instructional

leaders (Kulavuz-Onal & Tatar, 2017).

2.3. Emergency Remote Teaching

The official declaration of the pandemic by the World Health Organization in
March 2020 is the benchmark of irreversible changes in many fields, including
education (Erarslan, 2021). Due to the lockdowns, face-to-face education was
halted for almost 10 weeks in most of the OECD countries (OECD, 2020). 62
countries decided to shut down the schools, as Turkey did in March 2020, and
millions of learners were affected by the pandemic till the end of 2020 all around
the world (UNESCO, 2020). According to UNESCO (2021), Coronavirus
(COVID-19) affected almost 1.5 billion students around the globe, also the
updated data indicates that schools were closed in 31 counties, 48 countries kept
the schools open by decreasing the amount of the classes or having part-time
schedules. It is obvious that Coronavirus (COVID-19) has changed many
dimensions, beliefs and routines in our lives, yet it is also crucial to remember

that each crisis emerges some opportunities (Zhao, 2020; Mishra et al., 2020).

Emergency remote teaching (ERT) is one of the alternatives that was utilized
effectively in order to perpetuate education during the pandemic. In order to have
a deeper understanding related to ERT, it is beneficial to recognize distance
education as a reference point of this brand-new term. To begin with, distance
education is an umbrella term (Bozkurt et al., 2020; Keegan, 1996) which can be
utilized to cover 200 years of journey of communication means from sending
letters to inform people to have online meetings (Jonassen et al., 2008). America,
England, Germany, France and Japan are some of the countries benefited from
the advantages of distance education as early adopters (Kirik, 2014). It is also
known that telephone was used as a means of communication for distant
education between 1918-1920 during the Spanish Flu pandemic (McCracken,
2020). The first attempt for distance education in Turkey was made in 1927, with

the permission of MoNE by sending letters (Arar & Cakmakci, 1999).
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Foundation of Eskisehir Anatolian University Open Education Faculty in 1982
was ensued by the foundation of Informatics Institute at Middle East Technical
University in 1990s with the aim of providing web-based distance education

(Cukadar & Celik, 2003).

When it comes to online education; it must be noted that even if its history does
not date back as old as distance education’s goes, Hodges et. al. (2020) stated
that online education has been an interest of research for decades. Even though
online education and distance education are utilized interchangeably (Burns,
2011), which was proven by the research Singh and Thurman (2019) conducted
claiming that there were 46 separate definitions of online education, they are not
the same thing. Jonassen et al. (2008), for instance, defines distance education as
‘‘an educational program characterized by the separation, in time or place,
between instructor and student and in which communications media are used to
allow interchange’’ (p. 5). On the other hand, online education is depicted as
“‘education being delivered in an online environment through the use of the
internet by teaching and learning’’ (Singh & Thurman, 2019, p. 14). It is crucial
to recognize that online education is a ‘“‘mode’’ of distance education (Burns,
2011). Allen and Seaman (2008) clarifies the various stages of online learning

depending on the use of online technology rate:

e 0% use of online technology: traditional teaching

e 1-29% use of online technology: Web-facilitated teaching

e 30-79% use of online technology: Blended or Hybrid teaching
e 80% use of online technology: Online teaching (p. 4).

With a glance at the relevant literature, it can be stated using inconsistent
terminology regarding online and distant learning environments may hinder
consistent findings in the field (Moore et al., 2011). That’s why, it is crucial to
clarify the differences between online education and emergency remote teaching

(ERT) with the aim of restricting possible conflicts in the literature in order to
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provide valuable data for the post-covid era in case of a possible future crisis
(Bozkurt & Sharma, 2020; Mishra et al., 2020) including the field of EFL
(Erarslan, 2021).

2.3.1. Online Education vs. Emergency Remote Teaching

Even though ‘‘online education’” was one of the terms utilized in various
countries along with the terms such as ‘‘distance education’’, ‘‘digital teaching
and learning’’, ‘‘homeschooling’” on the media with the aim of indicating
students had to continue their compulsory education at home (Bond et al., 2021;
Bozkurt et al., 2020), ‘‘emergency remote teaching’’ as a term came to existence
in spring, 2020 (Hodges et al., 2020; Erarslan, 2021) especially in the field of
higher education (Bond, 2020). Hodges defines emergency remote teaching as
‘‘a temporary shift of instructional delivery to an alternate delivery mode due to

crisis circumstances’’ (p. 3).

The literature provides solid data for a deeper understanding of the differences
between online education and ERT. With their fundamental study related to
ERT, Hodges et al. (2020) is among the pioneers who clarified the differences
between online education and ERT. They emphasized that unlike the planned
nature of online education, ERT is an urgent solution which does not allow to
allocate time for plans, especially in the middle of a crisis like the pandemic.
Bozkurt et al. (2020) emphasizes the difference by highlighting the fact that
online learning is an ‘‘option’” while ERT is an ‘‘obligation’’ (p. 2). Besides
being unplanned, ERT is temporary (Golden, 2020) until it is replaced by a
different medium of education such as face-to-face or online education, so the
elements of high-quality and well-planned online education may not be
demanded equally from ERT (Hodges et al., 2020). Bond et al. (2021) also
supported that being unplanned is a unique element of ERT. Hodges et al. (2020)
also indicated that for online education the staff is available in order to provide
support in a wide range from ‘‘professional development opportunities’ to

‘‘learning management systems (LMS) trainings’’ (p.15). On the other hand, as
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Hodges et al. (2020) also stated instructors may be in charge to learn and adapt
to change without the services provided for online-teaching if necessary and they
call institutions to consider the ways to support their instructors at the time of a

crisis, which is one of the aims of this thesis.

The call by Hodges et al. (2020) and many other researchers’ endless efforts has
created a vast literature in order to support all the stakeholders in education.
Based on the data collected from 333 various stakeholders from 99 countries,
Reimers et al. (2020) identified the resources under three categories as
curriculum, professional development and online tools in order to support
students, parents, teachers, teacher educators and other stakeholders in education.
In their comprehensive qualitative study Bozkurt et al. (2020) collected data
from 31 countries including Turkey in order to understand the global reaction to
the agile transition from face-to-face to emergency remote teaching. Researchers
indicated that even though rapid precautions have been taken in education so as
to hinder the spread of the virus, Turkey was criticized in terms of ignoring
pedagogy and needs of the adult learners especially in higher education rather
than K-12 and focusing on the continuity of education, as well as not having a
clear stance about whether to apply online education or ERT procedures
(Bozkurt et al., 2020). Besides, Crawford et al. (2020) derived data from several
countries out of six regions to gain deeper knowledge about the response of
universities to COVID-19. The study enlightened that twenty countries from six
different regions of World Health Organization differed from one another
regarding the response given to pandemic in spite of having some similarities
(Crawford et al., 2020). While some countries immediately took an action and
closed down the universities by adapting their curriculum to online environment,
some opted to take simple precautions such as arranging the setting based on
social-distance practices, which is a sign of requirement to consolidate in order
to support students digitally in the future (Crawford et al., 2020). Similarly, Telli
and Altun (2020) reviewed ERT practices on university basis in the countries
suffered from COVID-19 the most. The researchers acknowledged that even if

universities were able to take relatively rapid measures to switch into ERT
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thanks to Distance Education Research Centers in Turkey, primary and
secondary schools did not have the same opportunity for stakeholders principally
for students, which also clarified the deficiency of precautions for education

Turkey had in case of an emergency.

Naturally, as the literature expands, it uncovers some common issues
encountered in ERT period. For instance, Adedoyin and Soykan (2020)
generalized the common challenges and benefits of ERT. In this study
insufficient internet infrastructure and out-of-date devices, non-equivalent socio-
economic conditions, intervention of household including pets, lack of the digital
skills, testing and assessment issues, demanding workload for digital
transference, and compatibleness of different subjects for online education were
presented as the most common problems faced during the ERT period whereas
use of technology, social and economic support from governments were
considered as some of the opportunities. Juarez-Diaz and Perales (2021) came up
with similar results regarding the issues during the ERT period, they concluded
that technological gap, teacher professional development, training students both
for technology and learner autonomy and lack of support for anxiety
management were identified as the key issues that require further development in

the future.

To conclude, as Bond et al. (2021) stated, there is a parallelism between pre and
post-pandemic research in the field of educational technology, yet the literature
is expanding rapidly. It has utmost importance to be aware of the fact that any
data from ERT period is precious for a possible future crisis that may require the
use of ERT (Bozkurt & Sharma, 2020; Erarslan, 2021; Juarez-Diaz & Perales,
2021; Mishra et al., 2020) as well as recognizing the opportunities each crisis

comes up with (Zhao, 2020).
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2.4. Online Teacher Professional Development

PD includes numerous options such as the design of the activity and mode of
delivery, and the latter is directly related to Online Teacher Professional
Development (OTPD) (Elliot, 2017). OTPD is defined as ‘‘courses, workshops,
or learning modules that are delivered in an online format for teacher’” (Powell
& Bodur, 2019, p. 21) and OTPD is divided into three categories as
synchronous, asynchronous and hybrid (Bates et al., 2016; Elliot, 2017). The
features of these three categories are indicated by Bates et al. (2016) below:

Synchronous OTPD activities:

e Take place in real time,

e Virtual environment is utilized to form a learning atmosphere similar to
the one in face-to-face learning,

e Interaction patterns and level may vary,

¢ Distance education courses, webinars and virtual coaching are some

examples of synchronous OTPD activities.

Asynchronous OTPD activities:

e Do not occur simultaneously in real time setting, each teacher may
participate in different times,

e Unlike synchronous activities, asynchronous activities are depicted and
transmitted via technology,

¢  Online teacher community networks, discussion boards online courses
such as MOOCs (massive open online courses) are some of the
asynchronous OTPD activities,

e Teachers may lead their learning in their own pace by deciding what to

learn and how to learn.
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Hybrid OTPD activities:

e Are designed for individual learning that need online collaboration or
completion of some tasks,
e Synchronous or asynchronous tools may be utilized depending of the

aims of the courses.

OTPD may have been perceived as a plain transmission of teaching inventory
onto a digital platform (Stevens-Long & Crowell, 2002) till the unexpected
pandemic hit the world. There has been a compulsory shift into online
environment in order to support the needs of the teachers as a consequence of
COVID-19 Pandemic in ERT period. Teacher educators rapidly revised their
content in order to support both pre-service and in-service teachers for the

emergency remote teaching process (Bragg et al., 2021; Hartshorne et al., 2020).

However; it is crucial to point out that OTPD is not a brand-new concept, since
researchers were quite aware of the fact that internet technologies would have a
direct impact on education including professional development sooner or later.
For instance, a study conducted by Harasim et al. (1995) expressed their
expectation regarding OTPD by implying its possible future advantages in the

field almost 30 years ago:

...educational programs that use computer-mediated communications (CMC)
and other distance educational technologies to bring professional development
into on the job training are generally more effective than purely classroom-
based courses, which do not support the trainees in the application of new
approaches to their work. Learners find that the flexibility of the asynchronous
and place independent CMC access offers a bridge between learning and its
application, between theory and practice, between the "school" and the
workplace (p. 111).

Recognition of the fact that ideal PD activities may be conducted online
(Philipsen et al., 2019; Vrasidas & Zembylas, 2004) and improvement of
technology, enabled teachers to benefit from PD activities without the limitation

of time and place (Duffy et al., 2006; Fleischer & Fox, 2003) and OTPD has
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been a significant terrain to be discovered (Elliot, 2017). Duffy et al. (2006)
indicated that even though single-session PD activities were criticized heavily,
demanding workload of the teachers, travel and time concerns, budget for
traveling are some of the factors that explain why PD activities are ‘fragmented
and intellectually superficial’’ as Borko (2004) criticized (p. 3). However, OTPD
is capable of eliminating these factors (Duffy et. al., 2006) by overcoming
specific restrictions such as time, place and cost thanks to technology (Goldman,
2001; Kirik, 2014) in addition to creating new opportunities for teachers to keep
in touch and belong to a community after PD activities are completed (Treacy et

al., 2002).

There has been a condensed pressure on the stakeholders to sustain ‘‘quality
education’’ in order to advance student achievement for the last decades (Powell
& Bodur, 2019), which has resulted in the need for effective professional
development activities as discussed at the beginning of the chapter. The word
“‘effective’” has the same connotation both for face-to-face and online teacher
professional development (Elliot, 2017). Duffy et al. (2006) conducted a study
on their system called the Learning to Teach with Technology Studio (LTSS)
with approximately 600 participants including students, pre-service teachers,
faculty members and school administrators in order to develop a ‘theoretically,

29

pedagogically and practically’”” OTPD setting which has noncontradictory
elements with what is already known as effective professional development
practice so far (p. 175). The study suggests the following requirements for

effective OTPD:

e Ensure that the materials and the learning experiences are relevant to the
teacher,

e Create a theoretically and pedagogically sound learning environment to
support and scaffold teacher inquiry, engagement and, reflection,

e Provide professional learning opportunities that offer ease of access and

flexibility,
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e Design a model of online professional learning that is scalable and

sustainable (cost-effective) (Duffy et al., 2006, p. 193).

The literature also provides similar results pointing out the relationship between
effective face-to-face or online teacher PD and their positive impacts on student
achievement (Bragg et al., 2021; Guskey, 2003; Moore, 1989). In their
quantitative study, Reeves and Pedulla (2011) investigated the relationship
between OTPD and teachers’ knowledge, practices used in classrooms, and
students’ success. Participants are voluntary teachers who registered for OTPD
sessions offered by the e-Learning for Educators Initiative that last 6-7 weeks.
The results of the study clarified that at the end of the OTPD sessions, an
increase in level of teachers’ knowledge, student success and effective practices
in classroom have been observed (Reeves & Pedulla, 2011). Another study to
identify the details about OTPD was conducted by Treacy et al. (2002). After
launching Edtech Leaders Online, which organizes OTPD activities in the USA,

Treacy et al. (2002) shared some essential features for ‘‘successful’> OTPD:

e Analyze local professional development needs and design OTPD
activities accordingly,

e Blend OTPD with face-to-face PD activities,

e Elect OTPD facilitators and members meticulously,

¢ Build a strong local team,

e Develop incentives,

e Publicize the OTPD program and involve local stakeholders,

e Provide readily available and reliable access to support,

e Foster a rich, interactive online learning community,

e Integrate online workshops with face-to-face meetings (Treacy et al.,

2002, p. 44).

Improvement in reflective teaching, classroom practices, collaboration with co-

workers, and increase in student achievement are some of the basic outcomes of
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effective OTPD activities (Bragg et al.,, 2021) which are discussed in the
following part in detail.

2.4.1 Advantages of OTPD

Naturally, the most significant advantage of OTPD is to be able to access to
flexible, cost-effective, high-quality PD without the constraints of time and place
(Dede, 2006; Elliot, 2017; Magidin de Kramer et al., 2012; Powell & Bodur,
2019). OTPD allows teachers to have access to PD activities that they do not
own an opportunity to attend in face-to-face PD settings (Treacy et al., 2002) by
eliminating various financial and geographical restraints (Duffy et al., 2006;
Wynants & Dennis, 2018). OTPD eliminates some of the costs which were
categorized by Odden et al. (2002) in order to provide a detailed picture of PD
expenses. According to Odden et al. (2002), cost of professional development
activities consists of six elements; (1) teacher time including over time, (2)
salary of the expert or trainer, (3) salary of management to for organization, (4)
materials and venue, (5) transportation, (6) conference charges or tuition. In
addition, eliminating a considerable amount of the costs mentioned above,
OTPD provides developmental opportunities for the teachers teaching at rural
areas. Teachers may not have the opportunity of having the colleagues with the
same interest to review their practices in rural areas; yet thanks to OTPD
activities, they may benefit from the experiences of several colleagues, which
supports the professional development of teachers just like face-to-face PD does

(Bates et al., 2016; Gibson & Brooks, 2012).

Moreover, OTPD, especially asynchronous type, as it gives sufficient time and
space for the participants to have a deeper self-reflection at their own pace
(Treacy et al., 2002; Wynants & Dennis, 2018) allows teachers to reflect their
own teaching practices (Atmojo, 2021; Borko et al., 2010; Dede et al., 2009).
For instance, Philipsen et al. (2019) conducted a qualitative study via logic
model, which is used to extract the experiences of teachers (Desimone, 2009)

with the purpose of investigating the use of OTPD for the stimulation of teacher
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reflection. Their study pointed out four different elements for the improvement
of teacher reflection. Firstly, teachers receive automatic feedbacks for their
reflection on the system. Secondly, based on their answers, a mentor provides
feedback for their reflection. Thirdly, teachers are guided to benefit from their
own network for their future reflection activities and finally, the study clarifies
that assignments are required to be above the level of teachers so as to urge their
reflection practices. Overall, it may be indicated that this study proved that
OTPD activities have a positive effect on the improvement of teacher reflection

(Philipsen et al., 2019).

Compared to top-down PD activities, another asset of OTPD is that it builds
communities and leads teachers who share the same professional interests to
collaborate and learn together (Lay et al, 2020; Frumin et al., 2018; Rodesiler,
2017). Frumin et al. (2018) conducted a 5-year longitudinal study so as to detect
the effect of an OTPD study on a large scale online advanced placement course.
One of the significant results of the study is that online teacher communities
provide an emotional support for teachers to learn collectively as they ‘‘unlearn’
what they already know so that they can adopt to a further professional
development by ignoring their previous PD perception (Frumin et al., 2018, p.
21). Similarly, Vrasidas and Zembylas (2004) blended three major instructional
theories in order to design, implement and evaluate two different OTPD projects
named STAR-Online and the TLO. The results point that OTPD activities can
create strong ownership and sense of community among the teachers (Treacy et
al., 2002; Vrasidas & Zembylas, 2004) which are crucial for teachers to promote
their reflective skills (Crandall, 2000; Fleischer & Fox, 2003).

Furthermore, OTPD is more productive in terms engagement of teachers,
because teachers are the target audience of OTPD whether it is synchronous or
asynchronous (Atmojo, 2021; Holmes et al., 2010). Also, OTPD allows to be
able to reach huge numbers of teachers especially on a national scale

(Cavanaugh & Dawson, 2010; Ozer, 2004).
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Finally, even though it may be criticized harshly in these days and labelled as
sexist, Vrasidas & Zembylas (2004) stated that ‘‘the demands of work and
family life for teachers, many of whom are women, underline the need for
professional development activities that can be delivered anytime, anywhere’’ (p.
3). Similarly, Holmes et al. (2010) highlighted the fact that OTPD provides some
conveniences in terms of ‘‘the need for travel, childcare and scheduled class

sessions’’ (p. 2) for the participants.

2.4.2 Challenges and Drawbacks of OTPD

The advantages of OTPD have been discussed in the field in order to gain a
deeper understanding about the both sides of the medal. Even if OTPD bears
unique advantages such as being cost-effective and flexible (Dede, 2006; Elliot,
2017; Magidin de Kramer et al., 2012; Powell & Bodur, 2019); it leads the same
doubts with any other online education modes expose to whether it will work or
not (Holmes et al., 2010). Benefiting from technology as a means of PD delivery
cannot assure the effectiveness of OTPD (Powell & Bodur, 2019).

One of the most cited drawbacks of OTPD is lack of social presence (Juarez-
Diaz & Perales, 2021; Powell & Bodur, 2019). For instance, Wynants and
Dennis (2018) conducted a study to detect the challenges and opportunities
OTPD provide in order to raise awareness for disabled students among faculty
members. As commonly cited in the literature, the study revealed that faculty
members were quite content with the flexibility of the OTPD and to be able to
control their own pace, however; it was reported that their social presence was
not satisfactory, as they desired to get feedback, ask questions and to be

answered (Wynants & Dennis, 2018).

In addition; limited interaction, late replies to questions on online platforms,
inadequate feedback are some of the drawbacks of OTPD (Johar et al., 2021).
Atmojo (2021) concluded that even if there is a positive perception towards

OTPD among EFL instructors, lack of interaction is one of the issues that needed
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further development. Similarly, lack of interaction and not receiving feedback
were reported as drawbacks of OTPD in a study conducted in Turkey
(Taslibeyaz et al., 2014).

Other significant drawbacks of OTPD are related with technical problems and
lack of digital competence. Disconnection, insufficient internet infrastructure,
power cuts, slow technical support for facilities, damaged hardware devices are
some of the challenging sides of OTPD teachers may encounter (Atmojo, 2021,
Baran & Cagiltay, 2006; Johar et al., 2021; Sezer et al., 2017). Also, insufficient
digital competency such as not being familiar with online platforms such as

Zoom and Whatsapp hinders the efficiency of OTPD (Johar et al., 2021).

2.5. Face-to-face PD vs OTPD

While comparing face-to-face PD and OTPD, it is also significant to keep in
mind that “‘online’” PD refers to various modes of delivery such as synchronous,
asynchronous and hybrid, therefore; there is a need to specify the exact modes of
delivery to have a fair comparison between face-to-face and online professional
development (Fishman et al., 2013). Leading comparisons in the literature such
as flexibility, reflective teacher learning, collaborative teacher learning, student

achievement, teacher outcomes were utilized in this part.

To begin with, Whitehouse et al. (2010) indicated that despite being more
innovative, OTPD could not exceed the boundaries of traditional PD in terms of
pedagogy. In other words, even though OTPD was considered innovative in
terms of design, it simply transferred the pedagogy into online in a way ‘‘same
stuff, different container’’ and led to insufficiency in terms of meeting the needs

of the learners on online platforms (Whitehouse et al., 2010, p. 250).

Besides, it is cited commonly in the literature that in addition to having a
positive effect on teacher reflection (Atmojo, 2021; Borko et al., 2010; Dede et

al., 2009; Philipsen et al., 2019), OTPD is considered more engaging for teachers
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(Cho & Rathbun, 2013). In their case study, Cho and Rathbun (2013) detected
teachers spent four to six hours for asynchronous OTPD, which doubles the time
spent for face-to-face PD activities. However, they also indicated that spending
so much time on online professional development might also be discouraging for

teachers.

Another comparison point between face-to-face PD and OTPD is related with
the financial cost of both delivery modes. It is claimed that cost of a five day
long face-to-face PD activity is equal to a 16-week OTPD (Cavalluzzo et al.,
2005). That is, OTPD is promising in terms of decreasing the cost of
professional development activities by eliminating some expenses such as

transportation and venue (Dede et al., 2009; Odden et al., 2002).

Student achievement also became a research interest to compare face-to-face and
online PD. Fishman et al. (2013) conducted an experiment and used a set of
curriculum materials for this. They presented these materials into two groups.
While one of the groups received 48 hours of face-to-face PD training in six
days, the other group was allowed to complete these curriculum materials at their
own pace on an asynchronous platform. The result revealed that both PD mode

contributed student achievement equally (Fishman et al., 2013).

Overall, face-to-face and online professional development for teachers are
generally compared in terms of cost, flexibility, reflection, collaboration, student
and teacher outcomes (Cavalluzzo et al., 2005; Dede et al., 2009; Fishman et al.,
2013). Though there is no significant difference between face-to-face PD and
OTPD activities in terms of curriculum implementation and impact on student
achievement; it is significant to consider that different educational organizations
may benefit from face-to-face or online PD depending on their contexts

(Fishman et al., 2013).
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2.6. Online Professional Development in Turkey

Recognizing the significance of OTPD has a similar history in Turkey as well.
Years ago, Ozer (2004) pointed out that there was a need to alter the means of
delivery for more productive INSETs for teacher education and distance
education, similar to current situation, restrictions of face-to-face PD activities

such as financial costs limited INSETs years ago.

With the recognition of distance professional development opportunities,
Turkish literature related with OTPD expanded as well. For instance, Latchem et
al. (2006) made a proposal to develop an OTPD system in Turkey with the
investment of the Higher Educational Council (HEC). Their aim was to build an
online community to improve the quality of PD activities, benefit from
technology and improve the digital competency of teachers synchronously via
the internet or asynchronously with CDs. Even though HEC does not have a
common website directly designed for the professional development of
instructors at universities, this study still offers an up-to-date and beneficial

solution for instructors.

In their qualitative study, Baran and Cagiltay (2006) compared traditional face-
to-face PD and OTPD results of which indicate that participant teachers
emphasized the pros of the OTPD such as the flexibility of time and place. The
study revealed that without considering its delivery mode, teachers’ expectation
from PD was to gain content knowledge that could be easily transferred into
classroom teaching rather than receiving theoretical knowledge. Being flexible
without the restrictions of time and place was reported as the leading advantage
of OTPD whereas interactivity, transferability of knowledge and technical

support were reported as areas to be improved for OTPD.

Another comparative study was conducted by Sezer et al. (2017) revealing that
there is no significant difference between face-to-face and online in-service

trainings delivered by Ministry of National Education (MoNE). The reasons why
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in-service trainings by MoNE were delivered online are in line with the most
cited advantages in the literature such as being able to reach a massive group of
participants without the limitation of time and place (Sezer et al., 2017), which
was applicable for Sezer et al.’s study. Teachers were content with flexibility and
a wide range of sources provided for OTPD. However, main complaints received
form teachers were the fact that sessions were quite crowded and there was not

sufficient time for hands-on practice in face-to-face PD sessions.

Celen and Seferoglu (2020) utilized action research in order to determine the
ICT knowledge via an OTPD platform created depending on metacognitive
strategies. Teachers indicated that OTPD platform was compatible with their
interests and needs. Also, a significant increase in ICT knowledge and
metacognitive skills were discovered according to the results of the t-test.
Therefore, it can be stated that OTPD had a positive impact on development of
teachers and relatively their teaching practices thanks to the improvement of

their digital skills and knowledge.

To conclude, even though digital competency of teachers and ineffective in-
service activities were criticized in Turkey especially after the Fatih Project
(Akbaba-Altun, 2006; Kayaduman et al., 2011), it can be stated that there is a
positive perception among teachers towards OTPD in Turkey, nevertheless, it is
crucial to point out that lack of feedback, limited interaction, technology related
issues must be considered as the areas requiring improvement (Baran &

Cagiltay, 2006; Celen & Seferoglu, 2020; Sezer et al., 2017).

2.7. (Online) Professional Development in the Era of ERT

As a result of the sudden transition to ERT, most of the teachers and teacher
educators suffered from various difficulties (Bond, 2020; Hodges et al., 2020;
Mishra et al., 2020) such as developing online content, brand-new instructional
tools, comprehension of pedagogy, involving the parents into the online learning

process, supporting learners’ mental well-being and many more (Hartshorne et
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al., 2020). Instructor-related questions such as their OTPD outcomes,
perceptions towards OTPD are the second highly asked questions in the
literature following the significance of OTPD (Leary et al., 2020).

In order to gain the initial reaction of teachers during the early period of ERT,
Whalen (2020) collected data from 325 teachers via a survey and one open-
ended question to be analyzed thematically between April and May 2020. Such
data collected under severe conditions shed light on some critical points about
the future of the link between ERT and OTPD. The study revealed that majority
of teachers demanded more support for ERT from their co-workers and trainers
by expressing their concerns about the effectiveness of a single session OTPDs,
besides some teachers acknowledged that if they had benefited from technology
more in their classes before the pandemic, they would have felt more prepared

and suffered from less stress during the pandemic (Whalen, 2020).

In their study conducted immediately at the beginning of the pandemic by
comparing the frequency, volume and content of the terms searched on an
educational website which supports professional development for teachers in
more than 30 languages, Cavanaugh and DeWeese (2020) detected that before
March 2020, the pandemic was declared officially, teachers searched terms
related to the topics about different skills such as reading or different tools to be
utilized in the classroom, whereas video meetings, chats, calls were the terms

searched on the website after March 2020.

Another study in order to come up with rapid solutions in the early period of
ERT was conducted in Greece by Trikoilis and Papanastasiou (2020). The
researchers gathered data from 377 teachers working at urban schools. Their
quantitative study shed light on the fact that there is a significant correlation
between the feeling of isolation and personal PD attempts; that is, the more
physically isolated a teacher feels in her/his home during the pandemic, the more

tendency there is in order to have attempts to improve themselves professionally.

36



Similarly, Atmojo (2021) collected data from 42 EFL instructors via a
questionnaire and semi-structured interviews to gain knowledge about the
perceptions of EFL instructors towards OTPD during the pandemic in Indonesia.
The research revealed that EFL instructors confronted issues regarding OTPD
such as insufficient internet connection and quota, lack of time, lack of
communication, insufficient knowledge of co-workers, hesitation to raise
questions. Nevertheless, instructors emphasized that they learnt a great deal
thanks to attention-grabbing OTPD activities and they became aware of the fact
that more digital competency was required for more efficient online lessons, they
also indicated that they would have preferred face-to-face PD activities on
account of some drawbacks of OTPD such as lack of interaction and

infrastructure of internet.

A comprehensive review of the literature between 2010 and 2020 was completed
by Al-Naabi, Kelder, and Carr (2021) in order to generate a professional
development framework to be utilized in ERT period. Two stages as of design
and support were created by the researchers depending on the results of the ten
years’ review. These two stages are to be applied concurrently for the
effectiveness of professional development activities. Al-Naabi, Kelder, and Carr
(2021) emphasized that as considering five features of design which are ‘social
learning, practice-based approaches to learning, delivery modes, design features
and institutional support’’, it is also vital to support the PD program in terms of
“‘policies and guidelines, technical support, resource allocation, collaborative

environment, encouragement and reward’’ (p. 13).
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Figure 2. 2

Professional development framework for teachers in higher education during
ERT Reprinted from ‘‘Preparing teachers for emergency remote teaching: A
professional development framework for teachers in higher education’ by I. Al-
Naabi, A.J. Kelder & A. Carr

DESIGN

¢ Online delivery
e Social learning
® Practice-based
e Contextualised
e Flexible

SUPPORT

¢ Policies and guidelines

e Technical support

e Resource allocation

¢ Collaborative environment
e Encouragement and reward

Another study was conducted in Mexico by focusing on the development of both
pre- and in-service teachers in ERT period by Judrez-Diaz and Perales (2021). 25
academicians from English language teaching department and 32 pre-service
student teachers participated in the study. The results shed a light one of the most
common feelings in such an extraordinary period humanity dealt with: stress.
Managing stress must be a priority for institutions in ERT period, because both
teachers and students suffered from heavy stress and how to cope with this
strong feeling must be taught for the sake of instructors’ and students’ well-being
by educational institutions. Besides, the study strongly recommended that not
only teachers but also students must be delivered various trainings related with

digital competency as well as autonomy.

With the lock-down of schools, the pandemic revealed that education is
indispensable for society (Juarez-Diaz & Perales, 2021). Even though teachers
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suffered from various difficulties (Bond, 2020; Hodges et al., 2020; Mishra et
al., 2020) such as developing online content, brand-new instructional tools,
comprehension of pedagogy, involving the parents into the online learning
process, supporting learners’ mental well-being and many more (Hartshorne et
al., 2020), a solid literature was constituted by the researchers with great efforts

to support the teachers in the field in this extraordinary time.

2.8. Relevant Literature

This part of the review compiles the findings of the related research in the
literature. As one of the groundbreaking experiences the technology provides,
OTPD was launched as an innovation. Therefore, OTPD was studied from

different dimensions with the purpose of mapping the terrain.

To begin with, Hur (2007) focused on online communities as a part of
asynchronous type of OTPD and conducted a study about the teachers’ rationale
behind joining online communities. Depending on four different data sources, it
was deducted that six causes led teachers to participate in online communities;
sense of community, hindering teacher isolation, need for suggestions, keeping
up with the latest teaching ideas, expressing feelings and benefiting from the

assets of virtual environments.

In his Ph.D. dissertation, Mutlu (2012) developed an OTPD material to support
science and technology teachers. Based on the data collected from 21 science
and technology teachers revealed that OTPD had a positive effect on teaching
practices, perception towards the use of alternative assessment, self-efficacy and

OTPD itself (Mutlu, 2012).

Teachers’ engagement is widely discussed as well. Gunes (2017) investigated
primary school teachers’ engagement in an asynchronous OTPD platform. This
platform was used as a follow-up of a face-to-face PD workshop about the use of

the ICT in the field of education. The results of the quantitative data derived
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from 89 primary school teachers indicated that perception of ICT, educational
background, teaching experience, digital competency and gender do not have a
significant effect on the online participation. However; workplace conditions and
prior experience related with forums have a significant effect on online
participation. Gunes (2017) identified that five factors affect the online
participation of teachers; whether there is a need to use ICT applications for
teaching, how teachers proceed problems about ICT, how they are trained to use
an online forum, how colleagues create a post on the forum and finally

inadequate time.

In her Ph.D. dissertation, Celen (2018) conducted action research so as to
develop an online platform to convey OTPD activities. They built an OTPD
platform with the aim of supporting ICT development of the teachers. The
platform was developed depending on criteria derived from the literature and
interviews with teachers. The study revealed that joining the online platform
developed by the researchers was helpful for teachers. OTPD activities which
teachers received on this online platform, had a positive impact on the effective

use of metacognitive learning strategies and ICT among teachers (Celen, 2018).

Some studies uncovered the drawbacks of OTPD as well as the frequently cited
advantages. For instance; Ateskan (2008) conducted a Ph.D dissertation at
Bilkent University in Turkey with the aim of inquiring the perceptions of science
teachers’ perception towards OTPD. This qualitative study comprised of two
stages. The first stage of the study was to develop an OTPD program and in the
second stage, 10 biology teachers as graduates of the same university took a 10
week-long OTPD. The results of the study revealed that participants benefited
from the OTPD more than the face-to-face PD activities they had attended till
then. Flexibility, collaborating with other biology teachers without the restriction
of location, controlling the pace of one’s own learning were the benefits stated
by the participants whereas technical issues, not having the opportunity of face-
to-face activities and time-related problems were the drawbacks of OTPD

according to the results of the study.
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Another study supported the fact that OTPD creates changes in teachers. Songul
(2019) developed a multiple case study to investigate the effects of face-to-face
and online PD programs. Ten EFL teachers teaching at K-12 levels participated
in the study and one face-to-face and two online lesson study groups were
constituted by the researcher. According to the results of this qualitative study,
behavioral and cognitive changes were observed with the teachers in both face-
to-face PD study group and OTPD study groups, which proves the validity of
webinars as a source of information for teachers in OTPD. In addition, it was
revealed that the change in teacher cognition was related with the use of
technology rather than pedagogy. That is, change in classroom practices of the
teachers was the result of technology use rather than being a result of

pedagogical change (Songul, 2019).

However; change in teachers may not be related with their teaching experience
all the time. Nuland (2019) investigated whether there was a significant change
between novice and experienced teachers in terms of the outcomes that they
gained from an OTPD. Depending on the data obtained from 573 teachers, the
results indicated that teachers possess a relatively positive perception towards
OTPD and years of teaching experience does not have a significant effect on the
perception towards OTPD, whereas technological and pedagogical knowledge

separately have a significant effect on teachers’ perception towards.

Based on the issue that teachers are supposed to have a voice to detect the needs
of teachers in professional development and lack of personalized PD activities,
Libby (2020) conducted research to detect the perceptions of teachers towards
OTPD activities. The data obtained from 150 teachers via an online survey. It
was studied out that OTPD is useful for majority of teachers (88%) with their
teaching practices. However; 59% of teachers stated that they would rather
attend PD activities at their workplace while 31% of teachers indicated that they

were not interested in OTPD platforms.
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Similarly, in her PhD dissertation, Basaran (2020) focused on the developing an
OTPD program for INSET’s of K-12 EFL teachers. 322 EFL teachers from 26
separate cities in Turkey, teaching at different levels at K-12 from elementary to
high school responded the questionnaire and 20 semi-structured interviews were
conducted as well. Upon analyzing the needs of the participants, an OTPD
program was developed and as the last phase of the study, a comparison was
made to investigate whether there is a significant difference or not between
separate participant groups. The results of the study uncovered the needs of EFL
teachers at K-12 level in Turkey. While classroom management, ICT and
material development specific subjects were indicated as their needs by EFL
teachers, they stated that they would rather attend interactive, collaborative, and
experiential PD sessions. Depending on the needs of EFL teachers, an online

INSET program was developed.

Another study was conducted about the design of an OTPD. Riel (2020)
analyzed the design of an OTPD program whose aim was to provide support for
teachers for a brand-new curriculum implementation named GlobalEd and its
impact on student outcomes and teachers’ perception. The data, gathered from
41 teachers and 773 students, revealed that teachers benefit from active
professional development activities such as producing projects, participating in
online discussions whereas passive activities such as reading or watching
something did not have a positive effect on teachers’ perception. The results also
indicated that there was no predictor related with student achievement in OTPD

analyzed in the study.

Some factors may not be as significant as they are foreseen for the perception of
teachers. Hayes et al. (2021) conducted a mixed method study to analyze the
perception of teachers towards OTPD. In addition to positive effects of OTPD on
student achievement and teaching practices; it was revealed that teaching
experience, teachers’ duties and school atmosphere do not have a significant

effect on the positive perception of the participants in this study.
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Another study from an ERT dimension was completed in Texas. Hughes (2021)
conducted a phenomenological study to detect how directors of Texas
Community College Centers supported the development of faculty for ERT The
data was compiled from 11 directors across Texas via interviews to uncover the
needs of faculty during ERT and how their needs evolved through time. This
Ph.D. dissertation revealed that faculty endured the issues related with
engagement of students, software problems and digital competency. To fulfil
these needs, directors supported the faculty in terms of online pedagogy,
software literacy, learning management system (LMS) and its competency and

student engagement methods for online lessons.

With a different perspective, Gerbermann (2021) investigated the features of
OTPD that results in the change of teacher instruction in ERT period. 7 teachers
and 2 administrative staff participated in the study. It was discovered that
teachers preferred activities directly pinpointing the target content rather than
having an immediate shift in their instructions. Teachers also indicated that they
preferred professional development activities relevant with their grades, classes
and online instruction. Participants also indicated that keeping in touch with the

trainer for pre-while and after stages of OTPD was a necessity for interaction.

Teachers as adult learners had to adapt their learning style during the pandemic.
Burton (2021) revealed that teachers had a great dedication for PD activities
during ERT for the sake of their students and they were not aware of the
authentic learning they were going through during ERT period. The purpose of
her study was to detect the perceptions of PD during ERT, how they transformed
as adult learners and how they compensated the gaps in their students learning
process. The results shed a light on the fact that as adult learners, teachers’
priority was to find solutions for the pedagogical issues encountered during ERT
period and self-directed PD was the most common professional development

type during the pandemic.
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2.9. Summary of the Literature Review

Covid-19 pandemic has accelerated the process of several changes in various
fields including education. With the emergence of ERT; society realized once
again, all stakeholders of education including teachers require continuous
improvement and support, which can be delivered via online teacher professional

development (OTPD) in such crises.

In order to provide a detailed background about the significance of PD, a brief
history of change in teacher education was provided and how recognition of
teacher cognition in 1990’s altered the perception of EFL teachers’ education
was explained. As it has a critical role in the field of PD, the features of effective
PD were provided with the counter arguments regarding the effectiveness of PD

activities in the literature as well.

As a new term ‘‘emergency remote teaching’’ (ERT) was the focus in the second
part of the literature. What ERT refers to and its main differences between online

education were described upon depicting the short history of distance education.

After providing the distinction between ERT and online teaching, online teacher
professional development (OTPD) was defined and three different categories as
of synchronous, asynchronous and hybrid were presented. Upon indicating the
advantages of disadvantages of OTPD, a comparison between face-to-face and
online professional development was made including the criticism against
OTPD. It was deducted that OTPD is a medium to deliver professional
development, not a completely irrelevant form of PD, therefore; face to-face or
online teacher professional development may be the best option depending on
the context. Following the detailed depiction of OTPD, literature in Turkey was
mentioned. Ultimately, OTPD in the era of ERT was discussed to have a deeper
understanding of the topic of this study. Related master and Ph.D. studies were

presented as the final step of this literature review.
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CHAPTER 3

METHODOLOGY

Phenomena are the building blocks of human science and basis for all
knowledge.
Moustakas, 1994, p. 20.

The aim of this chapter is to provide details about the methodology of the study.
Upon presenting the research design, research questions, detailed characteristics
of participants, context of the study, data collection tools and instruments;

trustworthiness of the study and possible limitations are discussed in this chapter.

3.1. Design of the Study

Since the purpose of this study is to gain a deeper understanding of the OTPD
experiences of EFL directors, PDU members and instructors during the ERT
period, qualitative research design was adopted for the methodology of the
study. This study stemmed from a professional curiosity not only to reach a
valuable post-pandemic data in order to be benefitted from in the following
terms relying on the experiences of directors, PDU members and instructors, but
also to synthesize the assets of the pre and while-pandemic PD routines. How
participants experienced the sudden shift to ERT in order to compensate face-to-
face education, supported their professional development under severe
conditions and what they gained from this challenging experience as individuals
were the main objects of this inquiry, which qualitative research is uniquely
suited. Moreover, flexible nature of qualitative research stated by Merriam and
Tisdell (2015) was consistent with the changing flow and conditions of the ERT.
Unlike quantitative studies whose main asset is to be able to generalize the

findings, qualitative studies can extract more details and promote deeper
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understanding (Patton, 2014). As Merriam and Tisdell (2015) stated ‘‘qualitative
research is based on the belief that knowledge is constructed by people in an
ongoing fashion as they engage in and make meaning of an activity, experience,
or phenomenon’ (p. 23). Should the researchers aim at digging deeper,
qualitative research has several functions: ‘‘give voice to a group of people or an
issue; provide a detailed description of events or experiences; develop theory,
interrogate the meaning in texts; identify discourses or demonstrate the
discursive features of a text; and/or engage in social critique’” (Braun & Clarke,

2013, p. 19).

Even though their names may be different due to the fact that qualitative
research is used as an umbrella term and there are numerous approaches and
points of views by different authors (Merriam & Tisdell, 2015), this study
indicates that there are five separate approaches for qualitative study as of
narrative research, phenomenology, grounded theory, ethnography, and case
study (Creswell, 2013). Depending on two criteria, phenomenology was
determined as the qualitative approach of this study. First criterion was to make a
meaningful deduction about OTPD experience during the ERT, as number of
subjects can be limitless in this context, phenomenology was preferred rather
than a multiple case study also not having certain boundaries like a case study
was another factor (Creswell, 2013). The latter criterion was the fact that
phenomelogy may be considered as a good starting point for novice researchers

(Creswell, 2013) as it is in this study.

3.1.1. Phenomenology

Phenomenology is not only a qualitative research type, but it is also a school of
philosophy from the 20™ century founded by Edmund Husserl (1859-1938). The
fact that phenomenology is behind the whole qualitative research would be an
appropriate deduction (Merriam and Tisdell, 2015). As a leading qualitative
research type, on the other hand, phenomenology is defined as ‘‘a study that

focuses on descriptions of what people experience and how it is that they
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experience what they experience’” (Patton, 2014, p. 107).  Therefore,
phenomenology is used for studies that aim to investigate the phenomena that are
frequently encountered on a daily basis, that are not unfamiliar to us but that we
cannot grasp the full meaning of, and constitute a suitable research ground
(Yildirim & Simsek, 2016). It is quite common in the field of education as well

as it is in psychology, sociology and nursing (Van Manen, 2016).

The aim of phenomenological approach is ‘‘to understand meaningful concrete
relations implicit in the original description of experience in the context of a
particular situation’” (Moustakas, 1994, p. 9). In line with this definition, EFL
directors’, PDU members’ and instructors’ OTPD experience during ERT period
was the phenomenon of this study. While participants were under extremely
uncommon conditions, how they reacted and what they gained from this period
were inquired in this study. Through the perspectives of directors, PDU members
and instructors; it was also aimed to detect the different point of views towards
the phenomenon of this study. As Patton (2014) stated, phenomenology does not
only focus on individuals in meaning-making process out of their experiences, it

also investigates this process in community.

Phenomenologists have specific characteristics in order to investigate this
meaning making process. They aim to detect the relationship between experience
and consciousness, rather than being equipped with the features of modern
scientists to classify, clarify and shorten a phenomenon, their focus is to
understand the experience (Merriam & Tisdell, 2015) and focus on finding an
answer for the foundational question of phenomenology: ‘“What is the meaning,
structure and essence of the lived experience of this phenomenon for this person
or group of people?’’ (Patton, 2014, p. 104). As Van Manen (2016) stated /ived
experience is the key focus of phenomenologists (p. 26). By taking this into
consideration, the researcher aimed to detect how directors, professional
development unit members and EFL instructors perceived their OTPD

experience during ERT.
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As the main aim of phenomenology is to find out how to transform experience
into consciousness (Merriam & Tisdell, 2015), phenomenologists adapted two
different approaches both of which hold significance to comprehend the logic
behind phenomenological methodology (Creswell, 2013). The first
phenomenological approach is hermeneutic or interpretative phenomenology
represented by Van Manen and Martin Heidegger and the other
phenomenological approach is named as direct, empirical, descriptive,
transcendental or psychological phenomenology, which is represented by
Husserl, Giorgi, and Moustakas who follows Husserl the founder of

phenomenology (Creswell, 2013; Smith et al., 2009).

The main distinction between hermeneutic and transcendental phenomenology is
the fact that hermeneutic phenomenology allows the researcher to interpret the
experiences rather than describing it solely. As indicated that by Van Manen
(2016) “‘the researcher mediates between interpreted meanings and the thing
toward which the interpretations point’’ (p. 26). It was also argued that ‘all
description is ultimately interpretation’” that is, hermeneutic phenomenology
argues against the fact that researchers are able to get rid of their prior
judgements, knowledge and understanding, as it is stated perfectly, like all ways
go to Rome, descriptions are the eventually interpretations of the researcher (Van

Manen, 2016, p. 25).

On the other hand, transcendental phenomenology by Moustakas (1994),
focuses on the description rather than interpreting the experiences shared by
participants (Creswell, 2013). Moustakas (1994) presented a four-step data
analysis framework: bracketing, phenomenological reduction, imaginative
variation, and synthesis. The first step Epoche, a Greek word, means having no
judgement, which means phenomenologist abstains from any judgements, prior
knowledge and understandings and common, everyday perceptions, and finally
approaches the phenomena in a fresh way from the point of transcendental ego
(Moustakas, 1994). The second step is transcendental-phenomenological

reduction, which means considering each experience uniquely. As the third step,
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imaginative variation allows the researcher to form a fextural description, which
means what participants experienced and a structural description which points
out while participants were going through their experiences how the context was
and as the final step, synthesis is achieved thanks to combining textural and
structural description in order to gain the essence of the phenomena (Creswell,

2013; Moustakas, 1994).

Nevertheless, a new perspective merged the characteristics of these two leading
phenomenological schools. As one of the followers of hermeneutic or
interpretative  phenomenology, Jonathan Smith emerged interpretative
phenomenological analysis (IPA) and benefited from both hermeneutic
phenomenology and transcendental phenomenology to support theoretical
underpinnings of IPA (Smith et al., 2009), which were explained in detail in the
following part of this study.

3.1.2. Interpretative Phenomenological Analysis (IPA)

Interpretative phenomenological analysis is defined as ‘‘a qualitative research
approach committed to the examination of how people make sense of their major
life experiences’’ (Smith et al., 2009, p.1). It is crucial to know the underpinning
theories of IPA in order to understand the approach. These are phenomenology,

hermeneutics, and idiography.

First theoretical underpinning of IPA is phenomenology. Husserl’s
phenomenological approach impacted the significance given to reflection
process in IPA. What researchers examine is an experience, a part of real life,
that’s why, Husserl’s bracketing is applied by IPA researchers and they bracket

their own bias and assumptions about phenomena (Smith et al., 2009).

Second theoretical underpinning of IPA is hermeneutics. Interpretation,
hermeneutics in other words, in IPA stemmed from Heidegger’s perspective

towards phenomenology. It is considered that participants interpret their
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experiences and researcher interprets their interpreted experiences and that is
called double hermeneutic (Smith et al., 2009). Following Heidegger, IPA
researchers interpret the data to examine phenomena which can was clearly

stated in the following quote:

IPA is also strongly influenced by the hermeneutic version of phenomenology.
We see no conflict here. Just as phenomenology can be seen as the joint product
of a number of related but distinct philosophers, so phenomenology can also be
seen as either distinct from or connecting to hermeneutics. We take the latter
position and consider Heidegger and Gadamer, for example, to be forging a
hermeneutic phenomenology (Smith et al., 2009 p. 36)

Idiography is also a theoretical underpinning for IPA. That is, it is concerned
with each specific participant, in a specific context. Unlike studies that focus on
the number of the participants to be able to make some claims at the end of the
study, idiography exploits each case in detail and make claims accordingly
which emphasizes the significance of single case studies (Smith et al., 2009).
IPA stemmed from the combination of Heidegger and Husserl’s perspectives
towards phenomenology (Creswell, 2013). In this study, it was aimed to attempt
bracketing as Heidegger suggested and interpret the experiences of the

participants with double hermeneutic as Husserl claimed.

3.2. Research Question

This phenomenological study was conducted in order to seek answers for the

question below:
1. How did instructors, PDU members, and directors of preparatory schools

experience online teacher professional development during emergency

remote teaching period?
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3.3. Context of the Study

Out of the participant institutions, foundation of the newest university dates back
to 2011 while the oldest one was founded in 1994. The numbers of the
instructors working at the English Preparatory School can be seen in the table

below:

Table 3. 1

Foundation years of the participant institutions and number of the instructors

Pseudonym of the Year of the Foundation Number of the

Institution Instructors at the English
Preparatory School

University 1 1996 90

University 2 1994 103

University 3 1997 47

University 4 2009 94

University 5 2011 23

University 6 2003 59

In order to fulfil the research aims, English preparatory schools of six separate
foundation universities in Ankara, Turkey participated the study. Medium of
education is English in two of the universities while the rest of the four gives
education in Turkish language. Nevertheless, it is obligatory for students to
complete English preparatory school with a satisfactory grade, which may vary
depending on the regulation of each school, in order to continue departmental
education. Students are required to take an English proficiency exam prepared by
internal and/or external experts in order to cut off their relation with English

preparatory schools.

All foreign language preparatory schools participating the study are affiliated to

the rectorate, yet there may be some differences in internal affairs, provided that
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they adhere to the regulations of the Higher Education Council. Their first duty
is to provide General English classes for students to continue their departmental
education. Even though their name may vary such as AI, 42, Bl, B2 or
elementary, pre-intermediate, intermediate, upper intermediate; they refer to the
same level of English. Also, preparatory schools may vary in terms of their
breakdown grades to pass or fail the English proficiency exam. The second duty
of the English preparatory schools is to provide Academic English Program
classes called Academic English 101 and Academic English 102 for freshman
and sophomore students. Content of these classes basically include academic
presentation skills, essay types, criticism of various articles from different fields
such as psychology, sociology, and philosophy. One of the participant
universities also has classes such as English for Aviation and English for
Logistics. Number of the Academic English class hours needs to be taken by

students differs from 2 to 6 based on the policy of the school.

As for the instructors, depending on the preparatory school directorate, they can
teach the General English Courses at preparatory level and above-mentioned
Academic English courses at departmental level. Both are affiliated to
preparatory schools. Besides, there are sub-branches under General English
program as of Curriculum and Material Unit, Assessment and Evaluation Unit
and Professional Development Unit in the organizational structure of these
foundation universities. Instructors teaching both General English and Academic
English are responsible with attending the PD activities designed or organized by
PD Unit. All the six preparatory schools provided various options such as peer-
teaching, team teaching, action research, classroom observation, book club, and
article club in order to support continuous PD before the COVID-19 Pandemic.
Instructors were free to choose the option they wished as long as they
participated at least one of the PD activities provided by their PD Units and this
rule was applicable for all the six participant universities. Nevertheless, with the
sudden outburst of the pandemic, the continuity of the PD system was disrupted
and it required some modifications to support instructors in the middle of this

health crisis, which constituted the stem of this study.
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3.4. Sampling

Purposive sampling is essential for phenomenological studies as only these
purposively selected participants can guide the researcher to reach an
understanding about a particular experience (Smith et al., 2009). Unlike
quantitative studies, qualitative studies tend to have a ‘‘non-random, purposeful
and small sampling’’ (Merriam & Tisdell, 2015, p. 18). Therefore, this study

adopted criterion sampling from purposeful sampling strategies.

The criteria for instructors were defined as: a) having attended OTPD activities
organized by their workplaces, b) having worked at their current workplaces for
minimum 6 months before the pandemic was officially announced in Turkey, c)
having taught during the ERT period, between March 2020 and February 2022 at
a foundation university in Ankara, Turkey. While the criteria included a) having
made decisions about ERT in March 2020 and b) being still in charge of the
preparatory school of the foundation university for the directors, the criteria for
PDU members included a) having been a member of PD unit at a foundation
university in Ankara, Turkey in March 2020 when the pandemic was officially
declared in Turkey; b) being actively in charge of PD activities at preparatory

schools when this study was conducted.

The only exclusion criterion included volunteers who did not work at their
current institution when the pandemic was declared in March 2020. Other than
that, regardless of being novice, veteran, male or female; the volunteers from six
different institutions kindly contributed to this study. The following part of the
study was enlarged upon the participants in order to provide a detailed picture of

phenomena of this study.

3.5. Participants

A total of 18 participants, six of whom were EFL instructors, six of whom were

members of PDU, and six of whom were directors, contributed to this study
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voluntarily. There is a wide range of teaching experience from novice to veteran
teachers in this study. While the minimum teaching experience is four years, the
maximum is 32 years. Also, 13 participants are the graduate of ELT, two
participants are the graduates of English Linguistics, one participant for each
department are the graduates of English Language and Literature, English
Translation and Interpretation, and Business Administration. All the participants
have master’s degree. Nine participants completed their master’s thesis in ELT,
five participants have their master’s degree in Curriculum and Instruction, while
one participant for each completed the departments of English Translation and
Interpretation, English Studies, Teacher Education, and Measurement and
Evaluation in Education. Besides, eight of the participants hold their PhD degree
in various fields, including two participants in Educational Administration, three
participants in Curriculum and Instruction, two participants in ELT and one
participant in Measurement and Evaluation in Education. Detailed information

for the profiles of the participants was presented in the following parts.

3.5.1. Directors

Out of the six directors who contributed to this study, four of them hold their
bachelor degree in ELT. Directors’ master degrees have a wide a range: one of
the directors is a graduate of English Translation and Interpretation, two of the
directors completed their master’s degree in the field of ELT, two of them are the
graduates of Curriculum and Instruction and one of the directors completed his
master’s degree in the field of Measurement and Evaluation in Education. Out of
six directors, five of them hold their PhD degree from various departments: two
of them completed their doctorate in Curriculum and Instruction, two of them
have their PhDs in the field of Educational Administration and one of them
completed his doctorate education in the field of Measurement and Evaluation in
Education. As it can be seen on Table 3.2, the directors’ teaching experience was
quite long. Also, their managerial experience is between two to seventeen years,

which was presented on the same table.
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Table 3. 2

Profile of the Directors Working at English Language Schools

Pseudonyms
of the
Participants

Years of
Teaching
Experience

Years of Job Title
Administrative
Experience

Educational
Background

Participant 1

Participant 2

Participant 3

Participant 4

Participant 5

23

23

11

11

15

6 Director

7 Director

3 Director

2 Director

9 Director

55

Bachelor’s Degree:
ELT

Master’s Degree:
English Translation
and Interpretation

Bachelor’s Degree:
ELT

Master’s Degree:
ELT

Ph. D: Educational
Administration

Bachelor’s Degree:
English Language
and Literature
Master’s Degree:
Curriculum and
Instruction

Ph. D: Curriculum
and Instruction

Bachelor’s Degree:
ELT

Master’s Degree:
Curriculum and
Instruction

Ph. D: Curriculum
and Instruction

Bachelor’s Degree:
ELT

Master’s Degree:
ELT

Ph. D: Educational
Administration



Table 3.2 (continued)

Participant 6 24 17 Director ~ Bachelor’s Degree:
English Translation
Interpretation
Master’s Degree:
Measurement and
Evaluation in
Education
Ph. D: Measurement
and Evaluation in
Education

3.5.2. PD members

PDU members who participated this study are the graduate of four different
departments on bachelor level. Three of the participants are the graduates of ELT
while one of them graduated from English Linguistics and one of them graduated
from Business Administration on bachelor level. All the PDU members hold
their master’s degree in different fields: one of the PDU members is a graduate
of English Studies, one of them hold her master’s degree in Curriculum and
Instruction, and one of the members is a graduate of Teacher Education while
two of them completed their master’s degree in the field of ELT. Also, one of the
PDU members holds a PhD in ELT. Teaching experience of PDU members
range from 10 to 32 years which may be seen on Table 3 below. All the PDU
members who contributed to this study also had numerous certificates to
continue their PD activities at the institutions they have been working at. These
certificates are generally Cambridge University Train the Trainer, DELTA, and
CELTA certificates. One of the PDU members received TESOL Core
Certificate, and two of the PDU members had TESOL International Association
Training for Trainers as well. PDU experience of the instructors are respectively

eleven, two, three, six, four, and five years.
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Table 3. 3

Profile of the Professional Development Unit Members

Pseudonyms of the  Years of Job Title Educational Background
Participants Teaching
Experience
Participant 7 32 PDU Bachelor’s Degree: ELT
Member Master’s Degree: English
Studies
Participant 8 10 PDU Bachelor’s Degree: English
Member Linguistics
Master’s Degree: Curriculum
and Instruction
Participant 9 20 PDU Bachelor’s Degree: Business
Member Administration
Master’s Degree: Teacher
Education
Participant 10 21 PDU Bachelor’s Degree: ELT
Member Master’s Degree: ELT
Ph. D: ELT
Participant 11 11 PDU Bachelor’s Degree: ELT
Member Master’s Degree: ELT
Participant 12 11 PDU Bachelor’s Degree: ELT
Member Master’s Degree: ELT

3.5.3. Instructors

Out of six instructors, five of them received their Bachelor degree in the field of

ELT, and one of the instructors graduated from English Linguistics. All the

instructors who participated into this study, hold their master’s degree: Five of

them completed their master’s degree in the field of ELT again while one of

them completed the master’s degree in Curriculum and Instruction. One of the

instructors received his PhD degree in the field of Curriculum and Instruction.

Teaching experiences of the instructors are respectively thirteen, six, twelve,

four, seven, and six years. Also, two instructors who participated to this study

are currently working as part-time instructors.
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Table 3. 4

Profile of the Instructors

Pseudonyms of the Years of Job Title Educational Background
Participants Teaching

Experience
Participant 13 13 Instructor Bachelor’s Degree: ELT

Master’s Degree: ELT

Participant 14 6 Instructor Bachelor’s Degree: ELT
Master’s Degree: ELT
PhD: Curriculum and
Instruction

Participant 15 12 Instructor Bachelor’s Degree: English
Linguistics
Master’s Degree: ELT

Participant 16 4 Instructor Bachelor’s Degree: ELT
Master’s Degree: Curriculum
and Instruction

Participant 17 7 Instructor Bachelor’s Degree: ELT
Master’s Degree: ELT

Participant 18 6 Instructor Bachelor’s Degree: ELT
Master’s Degree: ELT

3.6. Data Collection Instruments

Merriam and Tisdell (2015) stated that phenomenological interview is the
leading data collection tool in order to get the essence of the experience. Semi-
structured phenomenological interviews allow researchers to reach the
experiences of participants profoundly (Smith et al., 2009; Van Manen, 2016). In
line with this point of view, it was decided to collect the data via semi-structured
interviews in this study. Three different interviews depending on a

comprehensive literature review was created (See Appendix B, C, and D).

Upon the literature review, five experts, three of whom hold assistant professor

title gave feedback for the interview questions. Based on the feedback, the
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question word why was used for the justification of the answers. One of the
questions for instructors was eliminated as it was repetitive. The question was
about the most outstanding feature of emergency OTPD, yet it also overlapped
with the question which is about the advantages of emergency OTPD. One of the
questions worded as ‘‘Was it effective?’’ was eliminated as it was decided that it
was misleading the participants. Also, one of the experts recommended to be
more specific about the phrase during the pandemic and provide specific times
so that participants would not be confused. Lastly, the question about which
platform was utilized to deliver OTPD activities was also eliminated from
instructors’ interview questions as the answer would not make a difference for

the study.

As soon as making the necessary changes as the experts advised, four interviews
were conducted by the researcher for piloting. Four volunteers participated in the
piloting process. Interviews were completed with a former director, two
instructors, and one PDU member so that an approximate time allocation was
designated. The most significant part of the piloting was the change in wording
of a question, because volunteers got confused and needed to ask detailed
information about the question. The question was worded as ‘“What is PDU
structure like at your institution?’’ at first, yet it was transformed into ‘“What

kind of PD activities took place at your institution before the pandemic?”’

To conclude, in order to have the textural and structural structure of the study,
participants’ experiences for phenomenon and contexts which affected these
experiences were required to be asked by the researcher (Creswell, 2013) as it
was practiced in this study. Interview questions for three parties were created
meticulously with the purpose of understanding their experiences about OTPD in

ERT context.

59



3.7. Trustworthiness

Good research is supposed to be valid and reliable (Braun & Clarke, 2013) and
experts created several rigorous frameworks in order to promote trustworthiness
of qualitative studies (Shenton, 2004). Trustworthiness of this study was
provided depending on the four criteria as of confirmability, dependability,
credibility and transferability as described by Lincoln and Guba (1985).

Confirmability substitutes objectivity in natural sciences (Merriam & Tisdell,
2015). Intervention of researchers’ biases is unavoidable (Patton, 2014) but
confirmability ensures that the experiences of the participants are conveyed in
the study, not the biases of the researcher about participants’ experiences
(Shenton, 2004). In order to promote confirmability, Shenton (2004) suggests
three different strategies. All these three strategies suggested by Shenton (2004)
were adopted in this study. Firstly, researcher’s possible biases and assumptions
were acknowledged at the beginning of the study. These assumptions were listed
in researcher’s role part. Secondly, possible limitations and weaknesses of the
study design were presented in limitations part. Lastly, methodology of the study
was provided in detail to provide audit trail for the readers. Audit trail permits
the reader to observe the methodological stages of a study step by step (Shenton,
2004).

Dependability in qualitative studies substitutes reliability in natural sciences
(Lincoln & Guba, 1985). Reliability refers to gaining the same results of the
study when it is repeated under different circumstances, with different context
and participants (Merriam & Tisdell, 2015). Shenton (2004) suggests three ways,
which were applied in this study to promote dependability. Firstly, research
design was presented for readers in a detailed way. Secondly, data collection
process was explained in detail as Shenton (2004) suggested. Finally, a reflection

of the study was provided for the reader in the part of limitation.
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Credibility is a crucial element for trustworthiness of a study (Lincoln & Guba,
1985). It is equivalent to internal validity in quantitative studies (Merriam &
Tisdell, 2015). Shenton (2004) proposed 14 different ways to promote
trustworthiness. Creswell (2013) suggested that minimum two strategies could
be used to increase credibility. First one of these strategies utilized in this study
was triangulation. Triangulation refers to use of more than one data collection
tool, as well as triangulation of data sources such as the collection of data from a
wide range of participants (Shenton, 2004). It was aimed to utilize triangulation
in two ways in this study. The first one was triangulation by collecting the data
from the most eligible parties who experienced OTPD during the ERT:

instructors, PDU members, and directors.

The second strategy was to benefit from site triangulation which refers to
collecting data from different organizations. As it was presented in detail in the
sampling part of this study, data was collected from six different foundation
universities in Ankara, Turkey, which is in line with the rationale behind the site
triangulation. The same results from different organizations promotes credibility
of a study (Shenton, 2004). Member checking, which is considered as a credible
method for credibility (Creswell, 2013; Lincoln and Guba, 1985; Shenton, 2004),
is the third strategy which was benefited to increase credibility in this study.
Transcriptions of their interview was discussed within in a month with some
participants to clarify whether there was a confusion or misunderstanding about
their interviews. The last strategy that was benefited for credibility is the use of
external audits. Since external audits must not have a connection with the study
(Creswell, 2013), except the thesis advisor, two fellow researchers who hold
PhD degrees respectively in PD and educational technology assessed the steps of

this study externally.

The last criterion to bolster trustworthiness in this study was transferability. It
refers to external validity which is generalizability of the results in other
situations (Merriam & Tisdell, 2015). However; it is quite questionable to what

extent generalizability can be applied from one single qualitative study (Shenton,
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2004). That’s why, thick description, which refers to ‘‘detailed presentation of
the setting and in particular, the findings of a study’’ (Merriam & Tisdell, 2015,
p. 257), was used in this study. Shenton (2004) summarized the significance of

thick description with his words:

It is also important that sufficient thick description of the phenomenon under
investigation is provided to allow readers to have a proper understanding of it,
thereby enabling them to compare the instances of the phenomenon described in
the research report with those that they have seen emerge in their situations (p.
70).

Detailed information of the context, the organizational structures, background of
the participants and detailed explanations of findings were presented to provide

thick description in this study so that transferability of the study was promoted.

3.8. Data Collection Procedures

Naturally, data is required to be collected from the individuals who experienced
the phenomenon (Creswell, 2013). Data was collected between 2" February and
215 February 2022 for this study. While collecting the data for this study, steps
created by Creswell (2013) were followed:

Determining the interview questions: Upon having a profound review of the
literature on OTPD and ERT, interview questions were created by the researcher.
As the main focus of the study was to learn about the experience of the
participants, questions were formed with the purpose of gaining an insight about
their experiences and how they planned to benefit from the groundbreaking

changes during this period.

Detecting the participants: As discussed in the aforementioned sampling part,
interviewees were determined by grounding on purposeful sampling, followed
by criterion sampling. The criteria for directors included a) being the decision
maker regarding ERT since March 2020, b) being the directors of an English

preparatory school at a foundation university in Ankara. The criteria for PDU
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members were a) being a PDU member at a foundation university in Ankara on
March 2020, b) being actively in charge with PD activities at their institution
since March 2020. The criteria for instructors were a) attending OTPD activities
of their workplace, b) working at their workplace for minimum 6 months before
March 2020, c) teaching between March 2020 and February 2022 at a foundation

university in Ankara, Turkey.

Deciding on the interview type: Phenomenological studies are conducted via
individual interviews most of the time (Merriam and Tisdell, 2015). Individual
interviews were preferred in this study in order to get the essence of the

participants’ experience.

Recording: Interviews were conducted and recorded on Zoom. Only audio
recordings were used by the researcher and visual video recordings were deleted

immediately after completing the interview with each participant.

Designing a protocol: Confirmation of the Human Subject Ethics Committee of
Middle East Technical University was delivered to participant institutions in
order to collect data, which was discussed in ethical considerations part of the

study in detail.

Piloting: Piloting of this study was completed with four volunteers in total. Two
instructors, one PDU member and one former director contributed the piloting of
the questions. A sample interview was conducted with each of the four
volunteers so as to understand the flow of the questions and have an estimated
interview time. Upon receiving the detailed feedback about the interview
questions, some minor changes such as wording of the questions were changed
by the researcher. To illustrate, one of the questions for instructors was reacted
with confusion with instructors during the piloting, so the wording of the

question was changed.
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Deciding on the venue: Another massive contribution of technology was
eliminating the physical boundaries in such meetings. Thanks to online Zoom
interviews, participants were able to choose the time suitable for their hectic

schedules easily.

Receiving Consent Forms: Based on the demands by the Human Subject Ethics
Committee of Middle East Technical University, a consent form (See Appendix:
H) was designed before conducting the interviews. This form was designed both
to inform the participants about the content of the study and protect their rights.
In addition, an oral consent was received from each participant before starting

the interview.

Having interview manners: Being a respectful listener was an indispensable
interview manner for this study. A poker face without a cold attitude was
adopted and interviewees were not interrupted in the interviews. While eliciting
the experiences, some participants may have been through unpleasant memories.
That’s why, a friendly nodding or smile accompanied the questions without

manipulating the answers of the participants.

Table 3. 5

Dates and Duration of the Interviews

Participants Dates of the Interviews Duration of
the
Interviews
@)
Participant 1 09.02.2022 17.51
Participant 2 09.02.2022 19.01
DIRECTORS Participant 3 11.02.2022 20.14
(P 1-6) Participant 4 02.02.2022 42.45
Participant 5 03.02.2022 13.58
Participant 6 18.02.2022 14.16
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Table 3.5 (continued)

Participant 7 09.02.2022 23.40
Participant 8 16.02.2022 20.42
PDU Participant 9 02.02.2022 22.59
MEMBERS
(P7-12) Participant 10 03.02.2022 28.03
Participant 11 10.03.2022 24.40
Participant 12 08.02.2022 24.44
Participant 13 12.02.2022 29.02
Participant 14 10.02.2022 25.19
Participant 15 17.02.2022 14.31
INSTRUCTORS Participant 16 07.02.2022 28.32
(P13-18) Participant 17 03.02.2022 16.05
Participant 18 21.02. 2022 20.01

3.9. Data Analysis

Data analysis of this study was grounded on the flexible steps created by Smith,
Flowers and Larkin (2009). As the authors stated, IPA is free from a strict
structure that limits the maneuvers of the researchers while analyzing the data,

yet it is capable of guiding novice phenomenologists (Smith et al., 2009).

Smith, Flowers and Larkin (2009) formed a six-steps data analysis frame to
analysis the data: 1. Reading and Re-reading, 2. Initial Noting, 3. Developing
Emerging Themes,4. Searching for Connections Across Emergent Themes, 5.
Moving the Next Case, 6. Looking for Patterns Across Cases. By considering the
fact that IPA was determined as the methodological approach of the study, this

six-step data analysis was utilized to analyze the data in this study.

65



In addition, in order to analyze the data, MAXQDA 22 was utilized in this study.
MAXQDA is a qualitative data analysis (QDA) software program which enables
the researcher to interpret and evaluate qualitative texts (Creswell, 2013).
Nevertheless, benefiting from technology and using a QDA software program
does not mean that coding can be handled thanks to the defaults of the software.
On the other hand, researcher codes the qualitative data texts on the program one
by one (Saldana, 2009). That is, coding requires a great deal of meticulous and
detailed study. In order to comprehend what coding is, it is crucial to remember
that coding is an ‘‘interpretive act’’ rather than being science and it is capable of
not only ‘‘reducing’’ data, but also ‘‘summarizing, distilling, condensing them”’
(Saldana, 2009, p. 4). In line with this purpose, clear data analysis steps were
presented in this study. While analyzing the data, the researcher grounded the
study on IPA; yet Saldana’s (2009) two cycles of coding was utilized in coding

process. The steps of the data analysis are presented below:

Step 1: Transcription of the Data

As the first step, all the interviews which lasted approximately 7 hours, were

transcribed by the researcher.

Step 2: Reading and Re-reading

The data was read by the researcher twice in order to remember the interviews

and comprehend the data in detail before coding.

Step 3: First Cycle of Coding

Descriptive, process, in-vivo, values, and emotions coding were utilized while
coding the texts whenever they were relevant as suggested by Saldana (2009).

This stage can be considered as initial noting stage in [PA.

Step 4: Second Cycle of Coding
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Reorganizing the codes from the first cycle of coding by considering the
repetitive patterns and similarities in qualitative data texts in order to reach the

emerging themes.

Step 5: Searching for Connections Across Emergent Themes

By detecting connections across the emergent themes in this study, reaching the

essence of the experience was aimed by the researcher.

Step 6: Moving to the Next Case

As IPA is idiographic, it aims to reach each individual’s experience (Smith et al.,
2009). That’s why, the first five steps were applied for each and every

participant.

Step 7: Looking for Patterns Across Cases

It was aimed to find recurring themes across cases, as well as detecting

idiosyncratic samples which were unique to each case.

Step 8: Translation

As the interviews were conducted in the native language of participants’,

qualitative data texts with their themes were translated from Turkish to English.

3.10. The Role of the Researcher

Detecting the essence of an experience is the ultimate goal of a phenomenologist
(Merriam & Tisdell, 2015; Van Manen, 2016). While reaching the essence in a
study grounded on IPA, the researcher benefits from double hermeneutic. That
is, the interpretation of the researcher is based on the participants’ interpretation

of their own experience and researcher is the key element of meaning making
67



process out of the participants’ perceptions towards their own experiences
(Smith et al., 2009). Nevertheless, adapting IPA in a phenomenological study
does not mean that objectivity is a point that can be skipped by the researcher
since it is the goal of a phenomenological study to learn the emic which means
participants’ point of view, rather than learning the efic which is point of the

researcher (Merriam & Tisdell, 2015).

The role of the researcher in this study possessed both the epic and etic as a
matter of course. As a veteran teacher, yet a novice researcher; I myself have
always been curious about teacher education. As a graduate of English
linguistics, I benefited from my bachelor degree and the horizon it broadened for
my teaching career. On the other hand, I had to put a great effort to improve my
teaching skills upon my decision to steer my career path into teaching. I am
grateful to PD activities as I have been improving myself with several in-house
and external in-service teacher trainings. With a slight chance in the direction of
my career, I received a teacher-trainer training and I had the opportunity to start
paying back what I gained as a teacher for 12 years as a PDU member at the

institution where I am currently working.

On the other hand, it is crucial to point out that I was not a member of PDU
during the pandemic, so I experienced the early period of ERT as an instructor
and benefited from the OTPD activities. Yet, I collected the data as a PDU
member, which had a great impact on my professional development. Melting
being an instructor, a PDU member and a researcher in the same pot in this
study, led to a another double hermeneutic in myself as well. I had some
assumptions before analyzing the data as an instructor, yet I did not have any
ideas from the point of PDU members and directors. I was an insider in only one
prep school, but I did not experience or I did not observe this period in other
institutions. While conducting the interviews, I was aware of the fact that the
pandemic changed us in a way we never expected and I was aware of the fact
that the first days were quite overwhelming. While we were trying to construct

an online system to guide our students and start the classes, we were also
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anxious about the beloved ones in our lives. On the other hand; I was also aware
that even if majority considered pandemic as an unexpected event, some were
getting ready and planning their contingency plans long before pandemic was

declared officially in March 2020.

That was the exact place where I made use of bracketing. While analysing the
data, I created various control points for myself and tried to be free from my own
assumptions and experiences as much as possible. The more time I spent time on
the data, the blurrier my own individual experiences became and they stopped
being the focus of my memory related with the ERT period. My experience was
still valuable to interpret the data, but it was not the only source thanks to
eighteen participants of this study. Even if it was claimed that a complete
bracketing seldom takes place (Moustakas, 1994), I was aware of the fact that
being a hundred percent objective is quite challenging in a qualitative study, yet |
attempted to do my best as a novice researcher to gain the precious essence of

OTPD experience during the ERT period and reflect it on this study.

3.11. Limitations

Reflecting assumptions and biases of the researcher is a common practice for
bracketing in phenomenological studies; yet it is quite arguable to what extent
the researcher is able to avoid subjectivity and achieve a complete bracketing is
also a controversial issue (Creswell, 2013; Merriam & Tisdell, 2015; Moustakas
1994). The first limitation of this study is the nature of bracketing. Even though
trustworthiness of the study was expressed in detail, misinterpretation of the data

is a limitation stemming from the nature of phenomenological study.

Second limitation of this study depends on the voluntary nature of participants.
Even though all the participants were quite helpful and supportive to participate
the study, they may not spare enough time or attention for the study due to

several reasons. They may have also manipulated their answers due to several
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reasons such as protecting the dignity of the institution or they may have had

difficulty to recall the memories of their experiences during the interview.

Final limitation of this study is that all the data was gathered from foundation
universities. These universities are different from state universities in terms of
class load, working hours and pressure from the various stakeholders.
Foundation universities generally have demanding workloads and PD activities
are a necessary component in their job description and performance evaluation.
Therefore, frequency of the OTPD activities during the ERT period and patterns

in foundation universities may not be applicable with the state universities.

3.12. Ethical Considerations

Confidentiality holds a vital significance for all kinds of research. However; due
to the detailed qualitative data collected from the participants in this study,
educational institutions where the participants work may have an unconscious
bias against or in favor of them without discriminating the participant is the
director, PDU member or instructor. That’s why; keeping the participants and
institutions anonymous was one of the major priorities of this study. In order to
keep the anonymity, different pseudonyms were utilized for the names of the

participants.

The Human Subject Ethics Committee of Middle East Technical University
analyzed all the interview questions and confirmed that there is no violation of
ethics in this study (See Appendix A). Upon receiving an approval from the
administration of each university in which this study was conducted, participants
were provided with a consent form (See Appendix H) including detailed
information about the study and their rights as volunteers. Written and oral

consent were given by the participants before starting the interview.
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CHAPTER 4

RESULTS

The aim of this chapter is to present the findings of the study under three main
parts depending on three groups of participants as instructors, PDU members,
and directors. All the themes emerging from the data analysis are presented and
discussed with the direct quotations of the participants obtained from the
interviews. Three themes from directors, six themes from PDU members, and six
themes from instructors emerged to answer the research question of this study.
Two of these themes were common among all the participants that contributed to

the study.

4.1. Q1: How did directors of preparatory schools experience online teacher

professional development during emergency remote teaching period?

Three themes emerged from the interviews with the directors. According to
directors a) emergency OTPD was needs-driven, b) emergency OTPD supported

teacher empowerment, and c) emergency OTPD was flexible.

4.1.1 Emergency OTPD Was Needs-driven: ‘“The subjects of these studies

were determined completely according to the needs we experienced.’’

The first theme emerged from the interviews conducted with the directors was
about the needs-driven nature of emergency OTPD. As stated by P1, the only
deficiency of the instructors was about the use of technology and to be able to
involve the students in online classes actively. It may be indicated that P1 was
quite aware of the strengths of the instructors, as well as knowing their weakness
in the scope of technology. Even though instructors were capable of engaging

the students actively in face-to-face education with the great help of body
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language, specifically with the help of eye-contact, they were required to be

supported on a needs-driven motive by their institutions with the aim of

motivating and engaging the students during the ERT.

The only deficiency of our teachers
was using technology to motivate
students and connect them to the
lesson, because you can make eye
contact in the classroom, but it can
be a little troublesome in front of the
screen. That's why, we taught them
to use web tools. By using them, the
student participated in the lesson
more actively. That was their only
problem, and I think we could
support them in that regard
(Participant 1).

Osretmen arkadaslarimizin tek
eksikleri teknolojiyi kullanarak
ogrencileri motive edip derse
baglamayd ¢iinkii sinifta eye contact
kurabiliyorsunuz ama ekran
karsisinda biraz sikintili olabiliyor. O
yiizden web araglart kullanmalarin
ogrettik onlara. Onlart kullanarak
ogrenci daha aktif bir sekilde derse
katildi. Tek sikintilart oydu ve o
konuda destek olabildigimizi
diigtiniiyorum (Participant 1).

In the same vein, P5 acknowledged that upon prioritizing the necessity trainings

to launch the online system such as digital platforms trainings for synchronous

lessons, they created their emergency OTPD program based on the needs.

At first, as you would appreciate the
priority was the thing, you know,
activities were held to increase
efficient platform control and use to
run the system.

Again, as we talked about before,
trainings were held on web2.0. So,
our first decision was to take action
to activate the contingency plan
taken by the administration,
obviously. After that, we had to add
trainings as needed (Participant 5).

Ilk basta zaten takdir edersiniz ki
oncelik seydi, hani sistemin
yiiriitiilebilmesi igin platform
hakimiyeti ve etkin kullanimi tizerine
etkinlikler gerceklestirildi. Yine daha
once konustugumuz tizere web2.0’in
lizerine egitimler gergeklestirildi.
Yani, ilk kararimiz bizim seydi idare
tarafindan alinan acil eylem planini
harekete gecirmek icin aksiyon
almakti acikcasi. Ondan sonraki
stiregte de ihtiyag dahilinde
egitimleri eklemek durumunda kaldik
(Participant 5).

Similarly, P4 indicated that rather than having a structured OTPD program, they

considered the needs of the instructors based on their 12 week-curriculum and
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testing program to support their instructors. For instance, if the program had a
high-stake exam or a quiz in the fifth week, the trainings about these agenda was

conducted.

Actually, as 1 said in the process, it is
normal, actually, depending on the
program in the written flow, these
PDs are not like every day of the
week at work or every Thursday of
the week at work, or one per week,
they were without a pattern. More
like this, we had a twelve-week
written program in front of us, and in
the twelfth week, there is something
new to be implemented here and
there, and we need such a training
for this kind of planning (Participant
4).

Aslinda stiregte dedigim gibi normal
aslinda yazili akigtaki programa
bagli olarak bu PD’leri ¢ok hani bir
pattern olmadan iste haftanin her
gtinti ya da iste haftanin her
persembe giinii ya da her hafta bir
tane, gibi degil. Daha ¢ok boyle hani
ontimiizde on iki haftalik bir yazili
program var ve on ikinci haftanin
iste surada soéyle bir yeni
uygulanacak bir sey var ve bunun
icin soyle bir training yapmamiz
gerekiyor gibi boyle bir planlamaya
gitmistik (Participant 4).

In addition, P2 explicated that as administrative personnel, they were able to see
the needs of the instructors. It was exemplified that when instructors had an issue
on Learning Management System, they took actions to support them with
emergency OTPD activities. It was also emphasized in the quote below that

having a rapid feedback mechanism was also crucial to detect the needs.

You can see where there is a
problem, very easily, you say that a
class will be opened in LMS, but our
teacher has problems, even there you
can directly experience them (the
problems), that is, we identified these
needs with a plentiful feedback
mechanism. We acted to see what
kind of measures we could take
(Participant 2).
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Neyde sorun yasaniyor, zaten ¢ok
rahat goriiyorsunuz iste diyorsunuz ki
OBS'’de bir sube acilacak ama
hocamiz sorun yastyor hani orada
bile bizzat direkt tecriibe ediyorsunuz
onlari yani bol geri bildirim
mekanizmasiyla bu ihtiyaglar: tespit
ettik ve ivedilik ile yiiksek okul
kurulumuzda bunlar: degerlendirip,
neler yapabiliriz, ne tiir onlemler
alabiliriz diye harekete gectik
(Participant 2).



Lastly, P3 explained the similar points that P2 mentioned, which are the use of
constant unstructured feedback mechanism and supporting the instructors with
how-to sessions for synchronous classes. As P1 stated, P3 utilized the exact
words (eye contact) to emphasize the significance of body language in
conventional classroom environment, which was a need that was addressed. P3
indicated that they benefited from how-to sessions for different English skills
such as how to teach speaking online or how to teach writing online, how to
encourage students to speak more for online lessons in order to compensate for

this deficiency of online environment.

...In fact, by evaluating the needs, we
made the needs analysis with such an
unstructured needs assessment.
Therefore, based on these ways, an
online professional development
work was carried out. What subjects
were these on? Yes, these are more
“how to...” Because now you know,
face-to-face interaction, a look,
feedback, reinforcements and even
eye contact were very important in
language teaching, how can we make
them effective, how can we make
motivation effective, how can we
increase motivation, how can
students talk? Both academically and
technically, "how to teach..." Here's
“how to better speak and write...”’
Oh, professional development studies
were carried out on how to improve
affective characteristics as well. By
the way, these works were online
again. Well, we got support from
outside institutions. We got support
from our work. While we hold
professional development meetings
among ourselves, I think that even if
it is informal, these are still included
in professional development
activities. The subjects of these
studies were determined completely
according to the needs we
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...Aslinda ihtiya¢ degerlendirerek
yine ihtiya¢ analizini boyle structured
olmayan bir ihtiyag¢ degerlendirme ile
yvaptik. Dolayisiyla bu yollardan da
vola ¢ikarak bir ¢evrimigi mesleki
gelisim ¢alismalart yapildi. Bunlar
hangi konulardaydi? Evet, bunlar
daha ¢ok “how to...”” yani daha iyi
nasil becerileri, daha iyi nasil
konustururum? Ciinkii artik
biliyorsunuz, dil 6gretiminde yiiz yiize
etkilesim bir bakis bir doniitlerin,
feedbacklerin, pekistireglerin goz
temasinin bile ¢cok onemi vardi
bunlart nasil etkili hale getirebiliriz
motivasyonu nasil etkili hale
getirebiliriz, motivasyonu nasil
artirabiliriz, 6grenci nasil
konusabilir? Hem akademik hem
teknik anlamda “’how to teach..’’ iste
konusma, yazmayt daha iyi nasil...
Ha, ayni zamanda da duyusal
ozelliklerin de nasil gelistirilecegi
tizerine mesleki geligim ¢alismalart
vapildi. Bu ¢alismalar yine online
oldu hani bu arada. Eh, dis
kurumlardan destek aldik.
Calistiklarimizdan destek aldik.
Kendi aramizda kendi aramizda
mesleki hani gelisim toplantilar
vaparken aslinda informal de olsa
bunlar yine mesleki gelisim



experienced calismalarina giriyor diye
(Participant 3). diigtiniiyorum. Bu ¢alismalarin
konulart da tamamen yasadigimiz
ihtiyaglara gore belirlendi
(Participant 3).

4.1.2. Emergency OTPD Supported Teacher Empowerment: ‘“‘We take
continuous professional development as a basis, that is, the teacher has to
develop in parallel with the dynamic and continuous development of the

curriculum.’’

Teacher empowerment was reported by directors while applying emergency
OTPD procedures at their institutions. Even though providing the instructors
with their needs during the ERT seemed the main motive, from the quotes below
it may be understood that teacher empowerment was directly supported with
emergency OTPD activities. For instance, P1 clarified the need for compulsory
OTPD sessions. It may be inferred that even though P1 had a strong empathy for
instructors’ exhaustion, she stated that it needed to be done. It can be stated that
instructors were not willing to attend these compulsory sessions. At the end of
the quote, it was also indicated that teacher empowerment really powered the
instructors since they gained a wide range of new skills thanks to emergency

OTPD sessions.

Currently, all of the staff of one Su anda yiiz kisilik kadronun hepsi
hundred people can easily do all ¢ok rahat biitiin derslerini online
their lessons online, use web tools, vapabilirler, web araglarin

give feedback to students online, kullanabilirler, ogrencilere online
direct them to different platforms, olarak geri bildirimde bulunabilirler

both in written and spoken form, and | hem written olarak hem spoken
engage students. So, they learned a olarak, farkl: platformlara

lot of good things (Participant 1). yvonlendirip 6grencileri mesgul
edebilirler. Yani ¢ok giizel seyler
ogrendiler (Participant 1).
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Similarly, P2 stated that he supports continuous learning among the instructors,
which is strong evidence that teacher empowerment at the institution was also
crucial for P2. On the other hand, P2 expressed that continuous learning should
not be pushed off on PDU, rather all the instructors should involve this process
to support their own learning and empowerment. It is also crucial to indicate for
a better understanding of the context that emergency OTPD sessions were not

compulsory at the institution where P2 was in charge.

I am a supporter of a learning Ben ogrenen toplum taraftariyim ben
society, I am an advocate of a ogrenen okul savunucusuyum yani bir
learning school, so I am also against | de bu siire¢lerin sadece mesleki
pushing of these processes only on a | gelisimdeki birka¢ arkadasimin

few of my friends in professional tistiine ytkilmasina da karstyim.
development unit. [ wish, I wish... Dilerim, keske... Cabamiz o aslinda
That's our effort, in fact, my friends | yani arkadaglarimiz da bizim ¢alisan
and our instructors would be also in | hocalarimiz da bu siirecte ben de

this process, I wish they could share | varim, bir tecriibemi ben de

an experience and they would share | paylasayim toplantida ben de bir soz
their ideas at the meetings alayim dese (Participant 2).
(Participant 2).

In line with other participants, P5 indicated that attending emergency OTPD
activities were necessary, not only for the instructors but also for all the
administrative staff. It was indicated that their continuous professional
development program (CPD) was also based on three features as of teacher-led,
job-embedded, and collaborative. It is clear that teacher empowerment was
supported continuously with their continuous PD programs, not only during the

pandemic.

76



If you've ever had the chance to look
at our website, we focus on three
terms in particular. For example, we
say teacher-led, it is a program that
continues in a teacher-oriented way,
and we say job-embedded, there is
really on-the-job learning, and 1
honestly think we have succeeded in
integrating our system into
collaborative learning (Participant

5).

Zaten web sitemize hi¢ bakabilme
sansiniz olduysa, biz ozellikle ii¢ term
tizerinde duruyoruz. Mesela teacher-
led diyoruz, gegekten oyle 6gretmen
yoneliminde devam eden bir program
ve job-embedded diyoruz gergekten is
tizerinde bir ogrenme 5oz konusu
oluyor ve is birlik¢i collaborative
ogrenmeye gercekten sistemimizi
entegre etmeyi basardigimizi
diigtiniiyorum agik¢ast (Participant

5).

Lastly, P6 stated that just like a curriculum needs to be dynamic and constantly
updated, the same quality must be applicable for PD activities. It is also critical
to indicate that P6 is the director of an institution in which emergent OTPD
activities were compulsory for instructors. P6 also expressed that in order to
hinder the unwillingness and boredom against PD activities, all the instructors
involve in the program with different roles such as being a mentee for one-term,
and as the mentor in another one. It can be stated that teacher empowerment was

continuously supported at this institution rather than only in the ERT period.

We take continuous professional
development as a basis, that is, the
teacher has to develop in parallel
with the dynamic and continuous
development of the curriculum. In
other words, we need to put
something on our own teaching
every year, or even if we don't, I
don't feel such an urgent need this
vear, I just do it for the sake of doing
it, so that we don't get the feeling
that the teacher does not think so,
this time we can make others benefit
from that teacher's experience.
There can be a mutual interaction
with things (Participant 6).
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Stirekli mesleki geligsimi esas aliyoruz
yani bir ogretim programi curriculum
nasil dinamik, siirekli gelismek
zorunda ise, hoca da bu paralelde
gelismek zorunda. Yani her yil kendi
teachingimizin tizerine bir sey
koymamiz lazim ya da koymuyorsak
da hani, boyle bu yil boyle bir acil
ihtiyag hissetmiyorum sadece bunu
yapmis olmak icin yapryorum,
duygusuna kapilmamak i¢in, hoca da
oyle diisiinmesin diye bu sefer
baskalarini o hocanin
deneyimlerinden yararlanabiliyoruz.
Baéyle bir seyle karsilikl bir etkilesim
5oz konusu olabiliyor (Participant 6).



4.1.3. Emergency OTPD Was Flexible: ¢‘‘Its biggest advantage is

independence from time and place.’’

Flexibility of emergency OTPD activities was mentioned by all the directors.
Even if other common advantages of OTPD were mentioned by all the directors,
flexible nature of OTPD, which eradicates the restrictions such as time and
place, was the theme emerged out of the total data of the directors. P5 expressed

that being time and place free was the most significant advantage of OTPD.

...1 think that being independent from
time and place, that is, independence
from working hours and place, has
many advantages with online
programs. So, I think its biggest
advantage is independence from time
and place (Participant 5).

...zamandan ve mekdndan bagimsiz
olma durumu yani mesaiden ve
mekdandan bagimsizlik durumu
cevrimi¢i programlarla ¢cok avantaji
oldugunu diigiiniiyorum. Yani en
biiyiik avantajinin zamandan ve
mekandan bagimsizlik oldugunu
diigtiniiyorum (Participant 5).

In the same vein, P2 stated that they benefited the flexibility of OTPD during the
ERT. It was also expressed that having sessions after the working hours was the
most beneficial feature of emergency OTPD even though it may be considered as
a drawback by the instructors. P2 also mentioned the tolerance of the instructors

about this subject under the pandemic conditions.

The advantage in online professional
development was...Frankly, we were
a little more comfortable in terms of
hours. Of course, this was sometimes
perceived as a disadvantage by our
teachers, because you couldn't hold
a meeting at eight in the past.
Because there is no overtime at eight
o'clock, people left the institution,
but frankly, we were more
comfortable in terms of time in this
process. In other words, we tried to
plan what we could not do during the
day for the evening hours, because
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Cevrimi¢i mesleki gelisimde avantaji
su oldu; biraz daha saatler ac¢isindan
rahattik acikcasi. Hani tabi bu bazen
hocalarimiz tarafindan belki
dezavantaj olarak da algilanmigtir
¢tinkii eskiden sekizde toplantt
koyamazdiniz. Ciinkii sekizde mesai
vok iste insanlar kurumdan ayrilmis
ama bu stirecte acikcasi biraz daha
zaman agisindan rahattik. Yani giin
icinde yapamadiklarimizi aksam
saatlerine planlamaya ¢alistik ¢iinkii
stkintil bir siiregteyiz, herkes
sagolsun anlayis gosterdi. Bu oldu,



birincisi saat mefhumu derler ya
kavrami, bizim icin biraz daha rahatti
(Participant 2).

we are in a difficult process, thanks
to everyone, they understood. We
were comfortable in terms of flexible
hours (Participant 2).

Furthermore, emergency OTPD also vanished the boundaries on international
scale, P3 and P5 exemplified that emergency OTPD allowed instructors to be

able to access the sources which is out of question in a conventional session.

We were able to access the vast
resources of universities, which we
could never communicate, with a
computer speed (Participant 3).

Currently, a completely international
education network has been formed.
In other words, the possibility of very
good trainings from many different
places to come to our screen, namely
to our home, is an excellent
opportunity (Participant 5).

Belki de hig iletisim kuramayacagimiz
tiniversitelerin ¢ok genis
kaynaklarina bir bilgisayar hiziyla
ulasabildik (Participant 3).

Su anda tamamen internasyonel bir
egitim agi olusmus durumda. Yani
gercgekten ¢cok farkl yerlerden ¢ok
glizel egitimlerin ekranimiza gelip
yani evimize gelme ihtimali
miikemmel bir firsat (Participant 5).

In addition to P3 and PS5, P4 also acknowledged that reaching an expert and
benefiting from his/her expertise in OTPD sessions became a reality thanks to
flexible nature of OTPD. So, the international learning community had the

opportunity to be more active than ever before.

Now, people from a different country,
from a different time zone,
experienced that there is no need to
travel many kilometers anymore, the
whole education field has
experienced this. I think this is a
huge advantage. You can
communicate with an expert you look
for more easily than ever before
(Participant 4).
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Artik farkly bir iilkeden, farkl bir
saat araligindan kisiler de artik
kilometrelerce yol gelmesine gerek
olmadigini artik, tiim egitim alam
nasil soyleyeyim, yasadi.
Deneyimledi. Bunun ¢ok biiyiik
avantaji oldugunu diigiiniiyorum.
Sizin i¢in dogru kisi, dogru uzmanlik
alanindan o kisiyse, her zamankinden
daha kolay sekilde iletisim
kurulabiliyor (Participant 4).



To conclude, use of online platforms effetively, needs of institutions, rapid
feedback mechanism, and unstructured needs-analysis were the codes under the
category of needs-driven. Improvement in online teaching skills, and continuous
learning were the codes of feacher empowerment. Being independent from
working hours and place, flexible hours, accessing international sources, and no

need to travel were the codes under the category of flexibility.

Table 4. 1

Categories and Codes for Directors’ Experiences of Emergency OTPD

Needs-driven
e Use of online platforms effectively
e Needs of the Institutions
¢ Rapid feedback mechanism

e Unstructured needs-analysis

Teacher Empowerment
e Improvement in online teaching skills

e Continuous learning

Flexibility
¢ Being independent from working hours and place
e Flexible hours
e Accessing international sources

e No need to travel
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As can be seen from the Table 4.1, directors of language schools perceived their
experience regarding emergency OTPD during the ERT as needs-driven,

empowering, and flexible.

4.2. Q1: How did PDU members of preparatory schools experience online
teacher professional development during emergency remote teaching

period?

Secondly, six themes that emerged from the interviews with the PDU members
are presented, according to PDU members a) emergency OTPD was like a
survival training on digital environment, b) emergency OTPD was needs-driven,
c) emergency OTPD was an occasion to support each other emotionally, d)
emergent OTPD was a period that PDU members were unprepared for, e)

emergent OTPD was flexible, f) emergent OTPD was practical.

4.2.1. Emergency OTPD Was Like a Survival Training on Digital
Environment: ‘‘the emergency professional development was our reaction to

all the negativities in order to maintain our existence and quality.”’

The reaction to the question asked about what emergent OTPD means from the
point of the PDU members reflected the panic, anxiety and chaotic environment
specifically at the beginning of the pandemic. P8 expressed her feelings about
the meaning of OTPD within a short exclamation phrase in fact. SOS was used
by the participant to indicate that there is an emergency that everybody needs to
support each other. SOS is used so that the people who call for help may

continue to exist and survive a challenging situation.
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I say SOS. I mean, cries for help...
It's definitely a must-have and
everyone needs each other's help. So,
this is a must. What it means to me is
that it is extra important. Because
this one is no longer something we do
because of the pandemic (Participant

SOS diyorum. Yani, yardim
cighiklari... Kesinlikle olmast gereken
bir sey ve herkesin birbirinin
vardimina ihtiyact var. Dolayisiyla
bu bir ‘must’. Benim igin ifade ettigi
sey de ekstra onemli olmasi. Ciinkii
bu bir, artik pandemi dolayisiyla

8). vaptigimiz bir sey olmaktan ¢ikti

(Participant 8).

A similar reaction to P8’s, P11 also uttered a similar interjection to express her
feelings about emergent OTPD. The interjection alas in the quote below
indicates the feeling of panic the participant went through. At the same time, P11
expressed that along with the feeling of panic, emergent OTPD sharpened the

fact that instructors can teach online as well.

When the word emergent online
professional development is
mentioned, something called “Alas”
comes to mind directly. ‘What are we
going to do now’, questions... A
short panic, but I see that
professional development will never
end, and in any case, during
emergency online professional
development, we discovered a side of
ourselves that we had never
explored: online teaching
(Participant 11).

Acil ¢evrimigi mesleki gelisim
denilince benim aklimda direkt
“Eyvah’’ diye bir sey canlaniyor. Ne
vapacagiz simdi sorular... Kisa bir
panik, ama orada sunu gériiyorum
mesleki gelisim dedigimiz sey
kesinlikle bitmeyecek ve herhangi bir
durumda acil ¢evrimici mesleki
gelisim sirasinda biz aslinda hig
kesfetmedigimiz bir yoniimiizii
kesfettik: online teaching (Participant
11).

In the similar vein, P10 expressed that emergent OTPD activities focused on
how to survive on digitally on various platforms such as Zoom. Similar to P11°s
ideas about exploring instructors’ potential and capability on online
environment, P10 also indicated that as an emergent condition the pandemic
accelerated the digital development of instructors in a way that emergent OTPD

connotated to digital survival in a way.
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1 think it was like tech training.
Definition of emergency is changing,
there are debates about whether we
are still in it. If I answer considering
the considering the first period, it
was completely like technology
training like Zoom or the other
education platforms used, because
firstly, I was not personally aware of
the existence of such a thing as
Zoom; because I haven't used it
before. There was a learning
management system, we were using it
for certain things, but were we using
it this much? No. But what do we do

Bence teknoloji egitimi gibi oldugu.
Acil, yani ilk acil olarak onlarin
tammlari degigiyor aslinda su an
hala onda muyyiz degil miyiz, diye
tartismalar da var ama. Ben ilk
donemini diisiinerek soyledigim
zaman tamamen teknoloji egitimi ve
Zoom gibi ya da kullanilan
platformlarin egitimi gibi oldu ¢iinkii
birincisi, Zoom diye bir seyin
varligindan ben sahsen haberdar
degildim; daha once kullanmadigim
i¢in. Learning management system
vardi, belli seyler igin kullaniyorduk
ama bu kadar aktif kullantyor

in this electronic environment that
comes to my mind first? In fact, this
emergent online professional
development for both the university
and the preparatory school was
directed towards this (Participant
10).

muyduk? Haywr. Ama benim ilk
aklima gelen bu elektronik ortamda
ne yapariz? Hem tiniversite, hem
hazirlik okulu acisindan bu acil
cevrimi¢i mesleki geligim tamamen
buna yonelik oldu aslinda
(Participant 10).

In addition to strong interjections and compulsory improvement in digital skills
expressed by the participants above, P12 utilized a key phrase as maintain our
existence and quality. The participant clearly stated that education cannot be
halted so does professional development. In order to continue existing, in other
words, in order to survive the crisis, emergent OTPD was benefited as stated by
P12. The words maintain our quality on the other hand, can be considered as the

quality of education that is provided by the instructors and/or the institution.
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The emergency was really an
emergency, I don't know, maybe it
was a process the world hadn't seen
before, at least it was a problem that
it didn't feel on this scale, and we
had to continue in the meantime
because education can't stop.
Therefore, professional development
is an activity that should be constant
and continuous. This was a huge
obstacle for us. Here is the
emergency professional
development, I think even in that
situation, it was our reaction to all
the negativities in order to maintain
our existence and quality
(Participant 12).

Acil durum gergekten bir acil
durumdu bu diinyanin bilmiyorum
belki de bu zamana kadar gérmedigi
bir siirecti, en azindan bu ¢apta
hissetmedigi bir problemdi ve bizim
bu esnada devam etmemiz
gerekiyordu ¢iinkii egitim duramaz.
Dolayisiyla mesleki gelisim stirekli ve
devamli olmasi gereken bir faaliyet.
Bu bizim oniimiizde ¢ok biiyiik bir
engeldi. Iste acil durum mesleki
gelisim de bence o durumda bile hani
bizim varligimizi, niteligimizi devam
ettirebilmek icin tiim olumsuzluklara
verdigimiz tepkiydi bence
(Participant 12).

4.2.2. Emergency OTPD was needs-driven: ‘‘What do we need, what can we

do then?”’

The results clarified the unstructured nature of the emergent OTPD activities
during the pandemic. PDU members indicated that rather than a fully-structured
OTPD schedule, needs of the institution and the period guided OTPD activities.
To illustrate, P12 acknowledged that OTPD activities were needs-driven. The
institution benefited from the pre-pandemic PD activity forms such as article
club, mentoring to constitute a framework for their OTPD studies, yet the
content of the program was developed to support the needs of the instructors and

instructors mainly preferred to focus on ERT.

We have created a pool from the
activities I have just mentioned to
you that will meet the needs of our
teachers, in a way that will fully
meet the needs of the teacher, and
we have started to work for this pool,
but we realized of course, no matter
what the project was, our teachers
studied in one way or another on
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Tamamen hocanin ihtiyaglarina yanit
verecek sekilde biz yine az once size
saydigim aktivitelerden hocalarimizin
ihtiyaglarina cevap verecek bir havuz
olusturduk ve bu kapsamda ¢alismaya
basladik ama sunu gordiik tabi proje
nasil olursa olsun hocalarimiz éyle ya
da boyle, uzaktan egitim ¢aligtilar.
Yani, article club’a katilan konu ile



remote education. In other words,
they participated in the article club
and read articles on the subject,
attended courses such as "how can [
teach online?" participated in online
learning communities, or, I don't
know, novice and veteran instructors
observed each other and they were
evaluated via online teaching
criteria. There was a return to the
past in terms of the PD activities, but
I can say that all minds were still
busy with remote education
(Participant 12).

ilgili makaleler okudu, online
learning communitites’e katilan

“how can I teach online?’’ gibi
kurslara katildi ya da ne bileyim iste
mentoring 'de karsilikli gozlem yapan
veni ve tecriibeli hocalar birbirlerinin
online derslerinde online teaching
criteria tizerinden degerlendirildiler
gibi. PD aktiviteleri anlaminda eskiye
doniis vardr ama biitiin zihinler hala
uzaktan egitim ile mesguldii
diyebilirim (Participant 12).

Apart from P12’s ideas about adapting pre-pandemic PD activity forms to keep
up with the needs of the instructors during the pandemic, P11 expressed that they
came up with solutions to eliminate the needs of the institutions during the
pandemic. Even though item-writing workshops to support the testing office
during the pandemic was not a pandemic-related need, it was the need of the
institution during the pandemic, so training instructors to support the testing
office was provided as an example by P11 that emergent OTPD activities were

needs-driven.

A slightly different need arose this
vear, and a few of our friends left our
testing office. We lost blood and
needed the help of our teachers. But
of course, since our instructors had
no previous item writing experience,
we took a second action and trained
them for item writing first.
Afterwards, together with our
previously experienced friends, our
teachers continued that training
throughout the process and we asked
them to write questions step by step,
we gave feedback and they wrote
their questions. In fact, this
continued as a training for item
writing and what I should have

Bu sene biraz farkli bir ihtiya¢ dogdu
o0 da testing ofisimizden birkag
arkadasimiz ayrilmisti. Mevcut
olarak az kalmistik ve hocalarimizin
vardimina ihtiyag duyduk. Ama tabi
hocalarimiz daha énceden item
writing tecriibesi olmadigi igin
hemen ikinci bir aksiyon alip item
writing igin egitim aldik oncelikle.
Sonrasinda da kendimiz hani daha
onceden tecriibeli olan arkadaslarla
birlikte hocalarumiz o egitimi process
icerisinde devam ettirdi ve asama
asama sorular yazmalarini istedik
bizler feedback verdik onlar
sorularint yazdilar. Aslinda bu da bir
training seklinde devam etti item

85



writing ve yine bu aslinda altini
cizmem gereken sey burada, needs
analysis oldu. Yani genel olarak hani
“Neye ihtiyacimiz var, o zaman ne
vapabiliriz?’ seklinde ilerliyoruz
(Participant 11).

underlined here is needs analysis. So,
in general, we proceed as "What do
we need, what can we do then?"
(Participant 11).

Similarly, P8 expressed online classes and emergent OTPD activities had to be
launched simultaneously during the pandemic. It was also indicated that even
though a top-down approach had to be adapted to start emergent OTPD activities
at the beginning of the pandemic, the needs of the instructors, which were
elicited by PDU members via online surveys, guided the direction of emergent

OTPD activities in the following days of the pandemic.

Based on our own foresight, we
organized trainings on subjects that
we were unfamiliar with, such as
classroom management. However,
while we were delivering trainings,
online teaching started as well. So,
there were some difficulties. In fact,
it was good for the teachers to see
those problems and give us feedback.
Since none of us were experts about
what we were doing in that time, we
tried to get feedback from the
instructors about the subjects they
had difficulty with during the
semester. We tried to detect the
common problems that instructors
encounter in order to support them
about these problems. So, this partly
emerged as a result of mutual
exchange of ideas in the process
(Participant 8).
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Asina olmadigimiz, yabanci
oldugumuz konularda classroom
management gibi, kendi 6ngoriimiizii
g0z ontine alarak bir egitim
diizenledik. Ama, bunun yaninda
stire¢ icerisinde bunlart yaptik ama
ayni anda bizim verdigimiz egitimle
beraber o6grencilerin egitimi baslad.
Dolayisiyla bir yandan béyle
aksakliklar oldu. Hocalarin da o
aksakliklar: gormesi bize feedback
vermeleri agisindan iyi oldu aslinda.
Hi¢birimiz boyle yiizde yiiz bu iste
nasil diyeyim hakim bir sekilde
girmedigimiz igin, donem iginde
hocalardan zorlandiklar: konulara
dair bir feedback almaya ¢alistik.
Ortak sey belirleyerek onlara
calistigi, onlarla ilgili egitimler
vermeye ¢alistik yani bu biraz da
stire¢ icerisinde karsilikh fikir
aligverisi neticesinde ortaya ¢ikti
(Participant 8).



In the same vein, P7 mentioned a similar approach at the beginning of the
pandemic to launch OTPD activities, they also benefited from need analysis to
continue OTPD activities based on the needs of the instructors in the following

days of the pandemic.

At that time, we determined the O swrada ihtiyaglar: biz belirledik.
needs. But after a little bit of Ama birazcik her sey yoluna
everything went well, we shared such | girdikten sonra, onlarla béyle
surveys to collect their needs anketler paylastik, anketlerle onlarin
analysis, and we selected the most ihtiyag analizlerini topladik ve
common ones among them and onlarin icerisinde en ¢ok olanlar
continued on those subjects se¢ip o konulardan devam ettik
(Participant 7). (Participant 7).

Use of needs analysis was mentioned by P10 as well. Feedback of the instructors
and results of the needs analysis which were discussed in the administrative

meetings were benefited to create the content of the emergent OTPD activities.

For our feedback session, our Feedback ile ilgili olanda zaten
instructor already showed some hocamiz bazi tool’lar gosterdi ama
tools, but the previous needs analysis | onceki needs analysis zaten feedback,
was already was about feedback, how to give effective feedback ya da
how to give effective feedback or which tools to use, bunlar aslinda
which tools to use, these were needs analyis’de de ¢ikan seyler
actually the things that came out in oluyordu. O yiizden asagi yukar
needs analysis. That's why we've zaten benzer konular yapmis olduk.

already done similar topics more or | Yani hem hocalardan duydugumuz
less. In other words, what we heard | hem toplantilardan paylasilan
from the teachers and shared in the | (Participant 10).

meetings (Participant 10).

4.2.3. Emergency OTPD Was an Occasion to Support Each Other
Emotionally: ‘“Let's get together, let’s just get together’’

Supporting instructors emotionally has been another significant theme among the

participant PDU members. P12 indicated instructors tended to have an attitude
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regarding the OTPD sessions that they were not only for their professional needs
but also, they were a platform to ease the need of socializing with their
colleagues and understanding that they were on the right path on a digital

environment where they had never taught before.

People participated in professional | Insanlar belki ¢ok daha isteyerek
development activities, perhaps not | degil ama ¢ok daha ihtiya¢ duyarak ve

more willingly, but much more bu ihtiyacin farkinda olarak katildilar
needfully and being aware of this mesleki gelisim aktivitelerine hatta
need. There were things like this, benim aldigim feedback’lerde soyle

even in the feedback I received, let's | seyler vardi, hani bir araya gelelim
get together, let's just get together. sadece bir araya

The teachers were saying, "Let's talk | gelelim...birbirimizle konusalim ne
to each other..., let’s catch up with | yapiyoruz ne ediyoruz, diyorlardi

each other’’. Of course, this hocalar. Tabii bu da onlart biraz daha
motivated them a little more to PD motive etti PD aktivitelerine
activities (Participant 12). (Participant 12).

P11 mentioned that with constant meetings which may be considered as
trainings, they also tried to comfort instructors emotionally. One point that needs
a closer look is the fact that comforting instructors was not provided with an
external expert support. It may be deduced from the quote below that supporting
teachers about the essentials of ERT at their institution was an indirect way of

supporting instructors emotionally.

Something happened there, after the | Orada soyle bir sey oldu, Mart ‘ta

pandemic broke out in March, we salgin patladiktan sonra biz o

met with the teachers very often in haftalarda ¢ok sik hocalarla bir
those weeks. So, I don't know if we araya geldik. Yani, training diyebilir
can call it training, but somehow miyiz bunun adina bilmiyorum ama
there was training in it. We met bir sekilde icinde training vardi.

almost every day to decide what to Nerdeyse her giin bir bulustuk ne
do or how to comfort them. We met | yapacagimiza karar vermek adina ya

very often on behalf of how we can da onlari nasil rahatlatabiliriz?
support them professionally Mesleki anlamda onlari nasil
(Participant 11). destekleyebiliriz, adina ¢ok sik bir

araya geldik (Participant 11).
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In addition, P11 expressed that PDU members put an effort to keep up with the

instructors and check their ideas via surveys and an end of the term

dissemination.

We always send surveys to our
professors between semesters. How's
it going, what are you doing? So,
how are you feeling right now? But
in the end, we do a dissemination
(Participant 11).

Biz dénem aralarinda illa ki, anket
gonderiyoruz hocalarimiza. Nasil
gidiyor? Ne yapiyorsunuz? Ee, nasil
hissediyorsunuz su anda? Ama
sonunda, en sonunda bir
dissemination yapiyoruz (Participant
11).

A similar point of view to P12 and P11 was also stated by P10. Apart from the

indirect function of emergent OTPD sessions to socialize during the pandemic,

P10 expressed that as PDU, they organized such an OTPD session named as tea-

coffee time in order to gather the instructors, have a chat, catch up with their life

at home and support them emotionally. However; P10 also emphasized that due

to Zoom fatigue, most of the instructors did not attend this session.

We also did something like this
during the pandemic, I forgot to
mention that, we did sessions like
coffee-hour, how is life, what are you
doing... Unfortunately, the
participation was low, but everyone
was at Zoom non-stop and they didn't
want to be on Zoom again, so they
skipped the session, so I understand
them very well (Participant 10).

Salginda soyle bir sey de yaptik onu
soylemeyi unuttum simdi aklima
geldi, kahve saati gibi oturumlar
yaptik yani, hayat nasil gidiyor gibi,
ne yapiyorsunuz... Maalesef katilim
az oldu ama herkes siirekli Zoom
basinda oldugu icin bir daha Zoom
basina ge¢mek istemiyordu o yiizden
onu da ¢ok iyi anlyyorum (Participant
10).

4.2.4. Emergency OTPD Was an Occasion That PDU Members Were

Unprepared For: ‘“There were some footsteps, but we were unprepared.’’

When PDU members were talking about their experience during the first shock

of pandemic and their decision-making experience to support the instructors, the
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feeling of being unprepared emerged as a common theme. For instance, P8

indicated that even though footsteps of the pandemic were getting closer, they

were not prepared for it, as a result of which as PDU members, they had to take

immediate actions and train themselves at first to be able to support the

instructors.

First of all, we had to jump a little
bit because everything developed
suddenly, you know. Actually, there
were some footsteps, but we were
unprepared, so as a PDU member,
to be honest. I had to train myself
first about this online process.
Therefore, this process was
somewhat delayed. We wanted to do
everything, of course, this is a very
ideal. We couldn't do all of them, so
we tried to continue everything that [
just mentioned online, but it was
something that required a lot of
preliminary work, so we had to
discard some of them and continue
with some. So, we continued with
what we could adapt to online
(Participant §8).

Oncelikle biraz baliklama atlamak
durumunda kaldik ¢iinkii ani gelisti
her sey biliyorsunuz. Aslinda biraz
ayak sesleri vardi ama bizler
hazirliksizdik yani PDU member
olarak benim, diiriist olmam gerekirse
bu online siirec ile alakali oncelikle
kendimi egitmem gerekti. Dolayisiyla
bu siire¢ biraz aksadi. Her seyi
vapmak istedik tabi ki bu ¢ok ideal bir
diigiince. Hepsini gercgeklestiremedik
yani biraz once saydigim her seyi
online’da da devam ettirmeye ¢alistik
fakat ¢ok fazla on ¢alisma gerektiren
bir seydi o yiizden bir kismini atip bir
kismiyla devam etmek durumunda
kaldik. Yani online’a adapte
edebileceklerimizle devam ettik
(Participant 8).

In line with P8’s quote, P7 also pointed out PDU members were learning what

they were supposed to present for OTPD sessions. The sentence ‘‘since we had

to study and learn at night and get up in the morning and share these with our

teachers’’ also illustrates that PDU members were unprepared for such a wide-

scale emergency.
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While we were teaching, we were in
the learning phase at the same time.
Since we had to study and learn at
night and get up in the morning and
share these with our teachers, we
held a meeting every morning before
each lesson for three weeks
(Participant 7).

Biz de ogretirken ogrenme
asamasindaydik. Biz kendimiz gece
calisip ogrenip sabah kalkip
ogretmenlerimizle bunlart paylasmak
durumunda kaldigimiz i¢in ii¢ hafta
boyunca her sabah her dersten once
toplanti yaptik (Participant 7).

P9’s ideas supported the theme of being unprepared with the ones expressed by
P8 and P7 correspondingly. P9 designated that technical dimension such as
installation of the online platforms and how to use them to teach were not
fulfilled by PDU members, as they were not one step ahead of the instructors

about this subject and they were not prepared for this.

About the technical dimension, we
were not prepared on the digital
technologies dimension. Since such
technologies are widely used for that
program, our teaching staff did not
need to take an extra training on
this. With a few videos, everything
has already been taken care of. The
administrative coordination unit
handled it. So, the friends who set all
these digital immersions got it done.
In other words, nothing was expected
from us in that regard. Because we
didn't know more than our other
teachers in that respect, and we
didn't have any certificates in this
regard either (Participant 9).

Teknik boyutu derken dijital
teknolojiler boyutu tizerinden
hazirlanmamistik o programa zaten
bu tarz teknolojiler yaygin olarak
kullanildig i¢in ogretim kadromuzun
bununla ilgili ekstra bir egitim
almasina gerek olmadi. Birkag tane
videoyla her sey halledildi zaten. Onu
da idari koordinasyon birimi halletti.
Yani biitiin bu dijital immersion’lar
ayarlayan arkadaslar o isi hallettiler.
Yani bizden bir sey beklenmedi o
konuda da yani. Ciinkii biz de o
agidan diger hocalarimizdan daha
fazla bir sey bilmiyorduk ve bu
konuda da bir herhangi bir
sertifikamiz falan da yoktu
(Participant 9).

A similar comment was made by P11 about being unprepared for PD activities
and needs-driven nature of emergent OTPD was raised again, which was
discussed at the beginning of this part as well. P11 indicated that when digital

literacy became an immediate need for everybody including instructors, as PDU
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their inexperience in digital skills.

Since those March-June months were
such a shock for us, we worked
completely in line with the needs in
terms of professional development,
these activities were abandoned, in
fact, and this digital literacy, which
we had to learn right away, actually
happened all of a sudden. We had no
experience of what and how we can
do online (Participant 11).

members they realized that they were not ready to support their instructors due to

O mart-haziran aylart bizim igin oyle
bir sok oldugu igin, mesleki gelisim
anlaminda tamamuyla ihtiyaglar
dogrultusunda ¢alistik bu saydigim
aktiviteler bir anda rafa kaldirild
aslinda ve hemen o anda 6grenmemiz
gereken bu digital literacy aslinda bir
anda meydana geldi. Neyi nasil
vapabiliriz online da hi¢bir
tecriibemiz yoktu (Participant 11).

4.2.5. Emergency OTPD Was Flexible: ‘“We can hold the meeting anytime,

anywhere.”’

Flexible nature of OTPD was one the themes emerged during the interviews with
PDU members. P11 and P12 exemplified that instructors could attend the

sessions without considering the restriction of time and place.

We can hold the meeting anytime,
anywhere. It's much easier to gather
teachers. They can join the sessions
at home, even on the road
(Participant 11).

Instructors were now able to attend
professional development meetings

at their homes, in their cars,
wherever they wanted, which was an
important advantage (Participant
12).

Herhangi bir zamanda, herhangi bir
verde yapabiliyoruz toplantiy.
Hocalart toplamasi ¢ok daha kolay.
Evde de olsa girebilir, yolda da olsa
bile girebilir (Participant 11).

Insanlar, evlerinde arabalarinda
diledikleri her yerde artik mesleki
gelisim toplantilarina katilabilir hale
gelmislerdi, bu o6nemli bir avantajdt
(Participant 12).

In addition, one significant point was indicated by P7 about the fact that some of
the OTPD sessions were conducted after the working hours. She also designated

that it was a positive feature of OTPD during the pandemic whereas it was also
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clarified that attending sessions after the working hours may have been

conceived negatively by the instructors.

Bazi aktiviteleri sey mesai
sonrasinda bile yaptigimiz zamanlar
oldu. Yani bu ogretmenler icin ¢ok
porzitif seyler olmayabilir ama bizim
icin bunlari yaparken pozitif oldu
aslinda (Participant 7).

There were times we did some of
them even after work. These may not
be very positive things for
instructors, but it was actually
positive for us (Participant 7).

Moreover; P8, P10, and P12 expressed that OTPD’s leading advantage was to
eliminate the restrictions of time and place, even in a way that allows instructors
to participant overseas trainings. Thanks to this flexible nature of OTPD,
prestigious trainings in ELT became accessible. P8, P10, and P12 indicated that
they all benefit from this feature of OTPD and received their certificates.
Eliminating the need for domestic and international transportation and being

cost-effective may be considered as the direct results this flexibility.

Trainings abroad, this is how I got
the certificate I told you before. One
of the trainers was in America, the
other was in England, so I was able
to reach them very easily by e-
mailing them without thinking about
time, space, etc. on my computer. |
was able to attend their trainings.
They were able to come to my class.
These are great opportunities
(Participant 8).

1 think the advantage was that, for
example, the Cambridge training [
received was normally given at
certain periods, something you had
to attend face-to-face or for Pilgrim I
had to go to Istanbul on Friday and
spend the weekend there. There is no
need for such things, in fact, if it can
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Yurtdisindaki egitimler, bu biraz énce
size soyledigim sertifikayr ben oyle
aldim. Dolayisiyla bu hocamiz
Amerika’daydi, bir hocamiz

Ingiltere deydi vesaire ben onlara
¢ok hani bilgisayarin basindan hi¢bir
sekilde zaman mekan vesaire
diistinmeden onlar ile mail leserek
onlara ¢ok rahatlikla ulasabildim.
Onlarin egitimlerine katilabildim.
Onlar benim dersime gelebildiler.
Bunlar ¢ok biiyiik imkanlar
(Participant 8).

Bence artist su oldu mesela benim
aldigim Cambridge egitimi normalde
belli dénemlerde verilen, yiiz yiize
katilmaniz gereken bir seydi ya da
Pilgrim i¢cin ben o egitimi alabilmek
icin cumadan Istanbul’a gidip orada
hafta sonunu gegirip geri geliyordum



be planned very well, you can
actually get very good trainings by
reducing both time and cost with the
same efficiency (Participant 10).

I'm interested in qualitative research
methods. I was able to attend a
conference about it that I really
wanted to go to because the
conference was online. Maybe [ was
able to attend TESOL's conference
last year because it was online.
Especially with the current exchange
rates, it is almost impossible for me
to go to America. It is also
impossible for the institution to
support me for this, because a trip
now costs almost twenty-five to thirty
thousand dollars, you know, not
including expenses, but only for
official things, and it is really
difficult to meet this (Participant 12).

ama; boyle seylere gerek kalmadi
aslinda ¢ok giizel planlanabilirse
ayni verimde aslinda hem vakit hem
masraf anlaminda kisip ¢ok giizel
egitimler alabilirsiniz (Participant
10).

Bir tane nitel arastirma yontemleri
ile ilgileniyorum onunla ilgili ¢cok
gitmek istedigim bir konferansa
katilabildim konferans online oldugu
icin. TESOL 'un gegen yil belki
konferansina katilabildim online
oldugu icin. Hele ki mevcut kurlarla
benim kalkip Amerika’ya gitmem
neredeyse imkansiz. Kurumun beni
bunun i¢in desteklemesi de imkdansiz
¢tinkii bir gidis gelis yaklasik yirmi
bes- otuz bin gibi bir rakama denk
geliyor artik ve hani harcamalar
dahil degil sadece resmi seyler icin
ve bunu karsitlamak gercekten ¢ok zor
(Participant 12).

4.2.6. Emergency OTPD Was Practical: ‘“In fact, we did things much easier
and different.”’

Practicality of OTPD was mentioned as part of the PD unit members’ experience
for different activities conducted during the emergency OTPD. The first
practicality of OTPD was about eliminating the need to find a venue. P7 also
mentioned that finding the venue and organizing the instructors in accordance
with the venue was another necessity, which was handled more easily in online

sessions.
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Setting up those sessions, locating O session’lart ayarlamak siniflart

the classes, figuring out who goes bulmak, kimin nereye gidecegini
where, filling out the classes and all | ayarlamak iste siniflart doldurmak
that took a lot of my time and falan filan, benim epeyce vaktimi alan
trouble. But now the job is very ve stkintrya sokan bir isti. Ama simdi
easy, you share a Zoom link, you is ¢cok kolay, bir tane Zoom linki

share the time. You say that you are | paylasiyorsunuz, saat

here from 3 to 5 o'clock and gonderiyorsunuz. Saat 3’ten 5’e kadar

everyone is there. That's why I think | buradasiniz diyorsunuz ve herkes
that even if the pandemic is over, we | orada. Onun i¢in de ben pandemi
can use it like this and continue... I | bitse bile bunu boyle

think we will continue (Participant | kullanabilecegimizi, devam

7). edebilecegimizi diistintiyorum
(Participant 7).

Another dimension of practicality appeared in recording the sessions. P11
mentioned that as a part of reflective teaching activities, they used to record their
instructors, which was a burden both for the instructors and the students. P11
stated that it was a burden for instructors since there was a need to borrow the
camera and all the other equipment within a time limit and by appointment. It
means that rather than carrying the camera into the classroom as the physical part
of the burden, more importantly, one camera had to be shared by all the
instructors. In terms of the burden from students’ perspective, P11 indicated the
most challenging part was that students could not be natural and they may have
had a tendency to refrain from making a mistake or asking a question and it took
a few times for them to break the ice and act naturally in the classroom. On the
other hand, recording the lessons and watching them for OTPD activities
dispelled this burden. For peer-observation, reflective teaching and any other PD
activity that requires the video of the lesson, emergent OTPD made the process
more practical. The same practicality for classroom observations was
acknowledged by P7 as well. P7 also indicated that emergent OTPD came up
with some opportunities that PDU members were not aware of before the
pandemic. She also added that recording the best-practices of instructors

provided an idea to be used in online classes.
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It has made video shooting a lot
easier. Normally, cameras were
taken by appointment, they were
going to the classroom and they were
set up. These are things that are a bit
challenging for the teachers. They
go, take, and put the camera... In
fact, for the student, there are
cameras all at once. It's not easy for
them. So, after a few times it breaks.
But there is no such thing in this
(online teaching), because we were
already recording the lessons. So, we

can call it practicality (Participant
11).

As 1 said, the pandemic did not cause
much trouble for us in terms of
professional development. In fact, it
presented us with different
opportunities. In other words, we
have seen that the things that we say
‘can this be possible’ can actually be
very beautiful, and it is very useful
and productive when we put it into
practice. In fact, we did things much
easier and different, it is such a
difficult situation to set up a peer
observation and see what that tool is
doing in someone's class. As I said,
now, with the three-minute and five-
minute video they put in Padlet,
everyone can watch and benefit from
it. For instance, there is a tool that
you don't know, there is a lesson that
you wonder, that was done before
you. People, this is my lesson that
went well or I applied something like
that, but we have best-practices in
case it was not good. When I upload
these best-practices there, you will
be even more prepared for the course
(Participant 7).
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Video ¢ekme olayini miithig
kolaylastirdi. Normalde randevu ile
kamera aliniyordu sinifa gidiliyordu
kuruluyordu. Bunlar biraz hoca i¢in
zorlayan seyler yani. Gidecek,
alacak, koyacak... Ogrenci icin de
aslinda yani, bir anda kameralar
falan. Onu kirmak kolay olmuyor.
Yani birkag sefer yaptiktan sonra
kirilyyor. Ama bunda hi¢ éyle bir sey
vok ¢iinkii zaten biz yaptigimiz
dersleri kaydediyorduk. Yani
practicality diyebiliriz buna
(Participant 11).

Mesleki egitim agisindan ¢ok bir
stkinti yaratmad salgin bize dedigim
gibi hatta, farkh firsatlar ¢ikardt
karsimiza. Yani, ’Boyle de olur
mu?’’ dedigimiz seylerin aslhinda ¢ok
da giizel olabilecegini gordiik biz ve
bunu uygulamaya da aldigimizda da
gayet yararl ve verimli. Cok daha
kolay ve farkl seyler yaptik aslinda
yani simdi bir meslektas gozlemi
ayarlayip herkesin birisinin sinifinda
ne yaptigint o tool 'u gormek o kadar
stkintily bir durumken, simdi dedigim
gibi Padlet’e koyduklart ii¢ dakikalik,
bes dakikalik video ile herkese acik,
herkes istedigi sekilde goriip ondan
yvararlanabilir. Uyduruyorum
bilmediginiz bir tane uygulama
vardir, merak ettiginiz, sizden once
yapilan bir ders vardir. Insanlar bu
benim iyi dersim, ya da béyle bir sey
uyguladim ama giizel olmadi diye en
iyi pratiklerimiz var bu best-
practice’lerimizi oraya yiikledigimde
siz derse bile daha hazirlikli gitmis
olursunuz (Participant 7).



Practicality was also expressed by PDU members when they mentioned
recording the OTPD sessions. Instead of having the same sessions and
procedures again and again, emergent OTPD allowed PDU members to record
and save the sessions as well. P10 and P7 expressed that if instructors could not
attend OTPD sessions due to various reasons, they were able to catch up with

their colleagues by watching the recordings.

An advantage of OTPD is that we Online i bir artisi, bu session’lar
actually recorded these sessions and | aslinda kaydettik ve ortak

opened a tab under the name PD on | kullandigimiz Teams platformunda
the Teams platform we use together, | PD adi altinda bir baslik actik o

it became the channel of PD and we | PD 'nin kanali oldu ve videolarimizi

uploaded our videos there because oraya yiikledik ¢iinkii bazi

some of our instructors were sending | hocalarimiz gelmek istediklerini ama
emails stating that they wanted to gelemeyeceklerini belirten mail ler
come but could not come. We atyorlardi. Biz de basta bunlart

recorded them at first and then made | kaydedip, sonradan isteyenin izlemesi
some sessions for those who want to | i¢in bazi session’lar yaptik ve

watch them and put them on the internete koyduk (Participant 10).
internet (Participant 10).

P7 also indicated that emergent OTPD was practical for the induction period
after the recruitment of the instructors. Especially, with the foreign instructors
who come abroad, legal procedures may take a while and as P7 stated recording
OTPD sessions saved PDU members from going over the same induction
procedures and supported the new instructors with the chance of watching the

recordings multiple times at their own pace if necessary.

When teachers were recruited, for Ogretmenler ise alintyordu ama
example, due to some legal procedures | érnegin bazi yasal prosediirler daha
they could start teaching a month bitmemis oluyordu bir ay sonra
later. We have foreign teachers, the baslamis oluyordu. Yabanci

residence permits and work permits of | 6gretmenlerimiz var, yabanci

our foreign teachers started late and ogretmenlerimizin oturum izinleri

after we finished the whole calisma izinleri ge¢ baslyordu ve biz
orientation, they started to work, and | biitiin oryantasyonu bitirdikten sonra
we start all that preparation all over bunlar ise baslyorlard, hadi sil bastan
again. But now we have recorded a lot | baslyyordu biitiin o hazirlik. Ama simdi
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of things and put the videos there and | birgok seyimizi kayda aldik ve videolart

we have seen the teachers try to do oraya koyduk ve ogretmenlerin
these activities and watch them from buralardan bu aktiviteleri yapmalarin,
there (Participant 7). bunlart izlemelerini ¢calismalarini

gordiik (Participant 7).

SOS, ALAS, technology training, and a reaction to survive are the codes under
the category of like survival training on digital environment. Needs of the
instructors, needs of the institution, feedback about the challenges instructors
face, and needs analysis are the codes under the category of needs-driven. Under
the category of an occasion to support each other emotionally, let’s just get
together, comforting instructors, keeping up with the instructors, and coffee time
during the pandemic were used as the codes. Being unready, teaching while
learning, similar to instructors in terms of digital skills, and being unprepared
are the codes under the category of an occasion that PDU members were
unprapared for. Anytime-anywhere, out of working hours, and no need to
transport are the codes under the category of flexible. Finally, practicality of
setting up OTPD sessions, practicality of video recording for observations, and
recording OTPD sessions for future trainings are the codes for the category of

practical.

Table 4. 2
Categories and Codes for PDU Members’ Experiences of Emergency OTPD

Like Survival Training on Digital Environment
e SOS
e ALAS
e Technology training

e A reaction to survive
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Table 4.2 (continued)

Needs-Driven
e Needs of the instructors
e Needs of the institution
e Feedback about the challenges instructors face

e Needs analysis

As an Occasion to Support Each Other Emotionally
e Let’s just get together
e Comforting instructors
e Keeping up with the instructors

e Coffee time during the pandemic

An Occasion That PDU Members Were Unprepared For
e Being unready
e Teaching while learning
e Similar to instructors in terms of digital skills

e Being inexperienced

Flexible
e Anytime, anywhere
e Out of working hours

e No need to transport

Practical
e Practicality of setting up OTPD sessions
e Practicality of video recording for observations

e Recording OTPD sessions for future trainings
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As it can be seen from the Table 4.2, PDU members perceived their experience
regarding emergency OTPD during the ERT as needs-driven, flexible, and
practical. Yet, it was also considered like a survival training on digital
environment, and occasion to come together and support each other emotionally.
The findings also revealed that PDU members were not prepared for emergency

OTPD.

4.3. Q1: How did instructors at preparatory schools experience online
teacher professional development during emergency remote teaching

period?

Six themes that emerged from the interviews conducted with the instructors: a)
achieving agility during the emergent OTPD, b) emergency OTPD was needs
driven, c¢) emergency OTPD failed to promote teachers’ and students’ overall
well-being and motivation, d) emergency OTPD offered the same training for
everyone, ¢) emergency OTPD failed to ensure a balance between theory and

practice, f) emergency OTPD offered a flexible learning opportunity

4.3.1. Emergency OTPD Required Agility: ‘“This was very urgent and had

to be done immediately, and it did.”’

The interview data with the instructors reflected the urgent nature of the ERT
period. In order to launch the process of ERT for their students, instructors had
to attend OTPD sessions frequently. As stated by P16, they were required to

have fast maneuvers to share what they already knew for synchronous lessons.

This was very urgent and had to be Bu ¢ok acildi ve hemen yapilmasi
done immediately, and it did. In other | gerekiyordu ki 6yle de oldu. Yani ilk
words, in the sessions that continued | giinden ilk haftadan sonrasinda
after the first day from the first week, I | devam eden sessionlarda da yani

remember the thing, some of our iste seyi hatirlryyorum, bazi

teachers had some sessions like  am | hocalarimizin iste ben bu etkinligi
using this activity, I am using this kullantyorum, bu application’u
application, I am using this tool, or kullantyorum gibi yani ben bu tool’u

100



some of our teachers did something.
They shared the links with us...
(Participant 16).

kullantyorum gibi bazi session’lar
olmustu ya da bazi hocalarimiz bir
seyler yapip o linkleri bizimle
paylasmisti... (Participant 16).

In line with P16, P13 expressed how fast the OTPD sessions started to take place

for the emergent development of the instructors. Under blurry conditions in

which nothing is predictable, it may be deduced from the quote below that

instructors had to be organized in a fast manner to share what they know in order

to adjust the fast adaptation process and improve the quality of the online classes

in ERT period.

What was very fast, frankly, was that

we grouped ourselves into that
system. Here we were divided into

units, a teacher was appointed to the

head of the units, and a system was
established in which small groups

and coordinators came together and

our managers followed everything.

We went through such a process. We

can see this as a part of OTPD,
because at that stage, we asked all

our teachers, "Yes, what will happen

now? What is the transition to this
system? How will we use Zoom?
here's how to track our absent
students, how will we do our
exams?’’ We held regular meetings
about them, which we can call
training. As an institution, we went
through an adaptation process like
that (Participant 13).

Cok hizli olan acik¢ast bizim o kendi
icimizde gruplagsmamiz o sisteme
oturtmamizdi iste bir unit’lere
boliinmemizdi, unit’lerin basina birer
hoca tayin edilmesi ve hani énce
kiigiik kiiciik gruplarin, onlardan
gelen haberlerle iste koordinatorlerin
bir araya gelip yoneticilerimizin her
seyi takip ettigi bir sistem kurulmustu.
Biz boyle bir siiregten gectik. Bunu da
boyle bir egitimin parcasi olarak
gorebiliriz ¢linkii biz o agamada tiim
hocalarimiza “’Evet simdi ne olacak?
Bu sisteme gegis ne?’’ Zoom 'u nastil
kullanacagiz? Iste devamsizliklarimizi
nasil takip edecegiz? Sinaviarimizi
nasil yapacagiz? Diizenli olarak
bunlarla ilgili egitim diyebilecegimiz
toplantilar yaptik. O sekilde bir
adaptasyon siireci gec¢irdik kurum
olarak (Participant 13).

Another participant expressed the same agility among instructors in order to

conduct a fast adaptation process at their institutions. It may be inferred that a

sense of pride for the colleagues and the institution is quite tangible in the quote
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which belonged to P15. It may be claimed that agility of the instructors and the

institution were appreciated by the participant as well.

What I like the most is that the school

participated in this process with a
sense of rapid adaptation and
instructors quickly acquired this
adaptation, for example. I found this
useful and important (Participant
15).

En ¢ok begendigim ise okulun bu
stirece hizli bir adaptasyon
duygusuyla katilmasi ve ogretmen
kadrosunun da bu adaptasyonu hizli
bir sekilde edinmis olmasi, bunu
faydali ve onemli buldum mesela
(Participant 15).

A similar emphasis to agility of the institution was indicated by P13. The
participant clearly expressed the need of being agile on an institutional base
during the ERT, following March 2020 when is the date of official declaration of
pandemic in Turkey and the whole world as well. In the following months of the
official declaration of pandemic, P13 expressed receiving an intense OTPD in an

emergent manner.

Just when you think of April and
May, when the pandemic exploded,
we switched to online very quickly.
There, of course, the whole system
has changed. We also received

serious training there (Participant
13).

Tam pandeminin patladigi, o Nisan
Mayrs’t diistindiigiiniizde biz ¢ok hizli
online’a ge¢is yaptik. Orada da tabii
biitiin sistem degisti. Biz orada da
ciddi egitimler aldik (Participant 13).

The same participant also utilized the word ‘package-like’ to express the
meaning of OTPD in emergency conditions. P13 had a different point of view
for the term ‘‘emergency’’ by indicating that any situation which requires to run
a job the fastest may be considered as an emergency as well. In this manner,
OTPD is the package that presents these very first requirements for novice
teachers or novice teachers at a specific context and support them to continue

teaching.
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In other words, it means that for an
inexperienced instructor or for an
inexperienced instructor who needs
to start working at a new school very
quickly, maybe it refers to a training,
such as a package of the things that
need to be learned in the first place
so that the job can run the fastest
(Participant 13).

Yani sunu ifade eder, iste yeni ¢cok
hizli bir yere baslamast gereken
tecriibesiz ya da o kurumda
tecriibesiz bir hocaya o isin en hizli
yani igin yuiriiyebilmesi i¢in, ilk
etapta ogrenilmesi gereken seyleri
boyle bir paket gibi belki bir egitimi
ifade eder (Participant 13).

In the same vein, the exact word was utilized by P14. OTPD was considered as a

package that meets the needs of the emergent condition as fast as possible.

According to P14, not only being fast but also being effective was the qualities

this “‘package’’ should have.

If we think of it as a package, or as a
module, or as a support provided, it
should be able to meet the needs of
the day quickly, effectively and at the
same time, it should not waste
resources.

Bunu bir paket olarak diisiiniirsek
veya bir modiil, ya da saglanan bir
destek olarak degerlendirirsek
bunun o giiniin ihtiyaglarina cevap
verebilecek nitelikte olmast lazim
hizli bir sekilde, etkili bir sekilde ve
ayni zamanda kaynaklar israf
etmemeli (Participant 14).

Another striking metaphor which was used to define what OTPD meant to them

in emergency was ‘‘first aid kit’’ by the same participant. Considering the times

people require to use a first aid kit, it can be stated that they are the emergent

ones. We need to reach a first aid kit when something unexpected occurred and

an instant intervention is required. Generally, individuals do not have the luxury

of abundant time at times when first aid kit is necessary as implied by P14.

Emergency online teacher
professional development can be a
first aid kit for me if [ were to use a
factual metaphor (Participant 14).
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Acil ¢evrimigi ogretmen mesleki
gelisimi benim i¢in bir aslinda
metafor kullanacak olursam bir ilk
vardim ¢antasi olabilir (Participant
14).



A similar point of view to P14 was expressed by P18, indicating the fact that
OTPD is compact and it’s like a sort of multifunctional medicine in a first aid kit

that may be taken if necessary.

Like a pill. It's compact and
something like a first aid kit that you
can take away at any time. I think it
must be something that teaches
something to the teacher who does
not know something, that there are
things that will be useful to you when
you look at it at any moment, and
that there are no unnecessary things,
and something that adds something
to the teacher who knows
(Participant 18).

Hap, hap gibi. Kompakt ve sey boyle
acil durum ¢antasi gibi boyle her an
alip kacabileceginiz boyle. Icinde her
an baktiginizda isinize yarayacak
seylerin oldugu, gereksiz seylerin
olmadigt hi¢ bilmeyen hocaya da bir
sey ogreten, bilen hocaya da bir sey
katan bir sey olmall sanirim
(Participant 18).

4.3.2. Emergency OTPD Was Needs-Driven: ‘“All Came out in the Process.’’

Like the rest of the world, instructors were aware of the fact that a chaos was
quite predictable under such extreme circumstances. Likewise, the term
“‘emergency’’ was emphasized by P17 to describe the nature of the pandemic
conditions. Naturally, it was indicated that in order to make a progress and settle
an OTPD system on an institutional scale mainly depended on the needs of the
instructors, at least at the beginning of the pandemic, so being needs-driven was
not an option, it was rather a kind of must to keep up with the necessities of the

instructors and institutions.

1It's like an emergency plan, actually,
in that period. An unexpected
situation occurred and we
immediately adapted to that situation
and activated the emergency teacher
professional development plan and
started to implement it. [ can say that
it is like putting a plan into action
according to the needs of that period
and the institution (Participant 17).
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Bir acil durum plani gibi aslhinda
yani o dénem, mesela pandemiyi ben
bunun icine katabilirim acil ¢cevrimici
ogretmen mesleki gelisimi
beklenmedik bir durum olustu ve biz
o duruma hemen ayak uydurup acil
ogretmen mesleki gelisim planini
devreye soktuk ve uygulamaya
basladik. Hani o donemin ve
kurumun ihtiyaglarina gére bir plan
devreye sokmak gibi diyebilirim
(Participant 17).



In the same vein, P14 expressed asynchronous videos which were recorded as an
OTPD activity were to meet the needs of the instructors in order to convey
systematic and fruitful online classes under the extreme conditions, the videos
and other OTPD activities were not designed before the pandemic took place, on

the contrary, they were created while the pandemic was in full swing.

We can say that these videos actually
followed the online classes later. In
other words, these asynchronous
videos for OTPD actually
accompanied the process. We can
say that the needs in the process
developed in parallel with the needs
of the instructors or the problems

Bu videolar aslinda online egitimi
daha sonradan takip etti diyebiliriz.
Yani éncesinden degil de siirece eslik
etti aslinda. Stiregteki ihtiyaglar,
ogretim elemanlarimin eksikleri ya da
stkinti yasadiklari seylere binaen
stirecle paralel gelisti diyebiliriz
(Participant 14).

they experienced (Participant 14).

Similarly, P13 stated how OTPD was urged to present the web tools in order to
ease the needs of synchronous lessons. It was also stated that using some
common web tools such as Kahoot and Padlet was not a requirement in face-to-
face classes, yet as a result of the stimulating effect of the pandemic, web-tools

turned into a ‘need’ for instructors.

While it used to be like use of
Kahoot and Padlet in classroom,
now we have discovered new ones,
some more practical, free web tools
that we can use and integrate into
lessons, which do not require much
detail for students to adapt quickly.
This was not something we needed
so much in face-to-face classes
(Participant 13).

Hani eskiden daha ziyade iste Kahoot,
Padlet tadindayken simdi bunlara
venileri, bir kisim daha béyle pratik,
kullanabilecegimiz, hizli derse
entegre edebilecegimiz, ogrencilerin
cabuk adapte olabilecegi iste ticretsiz
cok detay gerektirmeyen web tool’lar
kesfetmis olduk bu sayede. Yiiz yiize
egitimde bu kadar ihtiyag
duydugumuz bir sey degildi bu
(Participant 13).

When the instructors asked about what emergency OTPD means them, P16 and
P18 emphasized how essential emergency OTPD was. They both explained that
OTPD should include what is necessary for instructors under emergency
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It was a very necessary thing. [
mean, it was a must and for this we
needed something like this to deal
with a term that the whole world did
not know about, that is, we needed
these sessions one hundred percent,
so these were nothing like that, you
know, we taught our teachers more.
It wasn't like let's improve our
teachers or increase the motivation
of our students. In other words, it
was intended to complete the already
missing period. (Participant 16)

What does it mean to me, exactly,
such essential things are put in, what
is really necessary, what the teacher
needs to know, what he needs to be
aware of, it can be something that
includes these...I think OTPD should
be something that teaches something
to the teacher who does not know.
There shouldn’t be unnecessary
things, and it should teach something
to the teacher who knows as well.
(Participant 18)

conditions as its aim is to compensate the deficiencies and meet the needs of all

the instructors without considering the background or the experience of them.

Sunu ifade ediyor oncelikle ¢ok
gerekli bir seydi. Yani hani bunun
olmazsa olmazydi ve séyle bir sey,
vani kurumun da bilmedigi tiim
diinyanin yeni tanistigi bir terimle bas
etmek igin goyle bir seye ihtiyacimiz
vardi bizim, bu session’lara yiizde yiiz
ihtiyacimiz vardi yani bunlar, séyle
bir sey degildi yani hani biz
ogretmenlerimizi daha iyi ogretmen
vapalim, ya da iste 6grencilerimizin
motivasyonlarmi daha ¢ok artiralim
gibi bir sey degildi. Yani zaten eksik
olan dénemi tamamlamak amaglhydi
(Participant 16).

Benim igin ne ifade ediyor béyle tam
olarak boyle essential seylerin
konuldugu béyle tam biitiin ne gerekli
gercgekten, hocanin neleri bilmesi
gerekiyor, neler konusunda
farkindalik sahibi olmasi gerekiyor
bunlart béyle iceren bir sey olabilir.
Gereksiz seylerin olmadigt hig
bilmeyen hocaya da bir sey ogreten,
bilen hocaya da bir sey katan bir sey
olmali sanirim (Participant 18).

The results showed that while deciding what is needed, administrative staff also
decided on some of the ‘needs’ of the instructors as well as the needs instructors

themselves reported.
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These topics are generally covered
depending on the demands of the
teachers working in the institution.
Trainings were organized on the
subjects that instructors were
deficient in, upon the request of the
instructors or on the subjects
considered appropriate by the
administration (Participant 15).

Bu konularda genel olarak
ogretmenlerin taleplerine, kurumda
calisan hocalarin taleplerine, eksik
olduklart konularin cover edilmesi
lizerine hocalarin talebi veyahut
yonetimin uygun gordiigii konular
lizerine egitimler diizenlendi
(Participant 15).

When one of the interview questions of this study as ‘‘how were the content of

the OTPD activities decided on’’ was asked, P17 came up with a similar

comment. The participant mentioned that not only the needs of the instructors

but the need of the institution steered the content of the OTPD activities. For

instance, current need of the time was the lack of personnel in testing unit at the

university so OTPD was supposed to cover the topic of item writing to meet this

need. Even though it was not clarified whether this need emerged before or

during the pandemic, P17 clearly indicated that ‘‘conditions of the period’” had a

huge impact on the content of OTPD.

In fact, I can say that the conditions
of that period. And as I said the need
of the institution, we had a shortage
in our testing office at that time. As
such, we brought item writing to the
institution. We both supported the
need arising from the pandemic with
a more individual work and
supported test writing that the
institution needed. According to the
needs of both the institution and that
period of the pandemic, I can say
(Participant 17).

107

Aslinda o donemin sartlart
diyebilirim. Bir de kurumun ihtiyaci
dedigim gibi bizim o donemde testing
ofisimizde eksigimiz vardi. Boyle
olunca da item writing’i getirdik
kuruma. Hem daha bireysel bir
calismayla pandemiden dogan
ihtiyaci destekledi hem de kurumun
ihtiyaci olan o test writing ’ini
desteklemis olduk. Hem kurumun
hem de pandeminin o doneminin
aslinda ihtiyacina gére (Participant
17).



4.3.3. Emergency OTPD Failed to Promote Teachers’ and Students’ Overall

Well-being and Motivation: ‘‘But about teacher welfare and student

motivation?’’

P13 expressed in the quote below, stress was a common feeling that instructors
had gone through during the pandemic. However, attending compulsory OTPD
sessions, and applying each step to conduct reflective teaching turned into a
burden with some procedures such as handing in reflection forms to PDU and
video typing students in online lessons for professional development under such

stressful conditions.

Eh, soyle séyleyecegim tabi
dayatiliyor olmasi insani bir yerde
bunaltiyor. Ciinkii her hafta yaptik ve
bunun otesinde bize bunlarin bir geri
doniisii olarak da teaching’imize
aslinda bunun dogrusu ve giizeli
budur, uygulayp raporlamalar
feedbackler vermemiz beklendi. Bu
tabii dogrusu ve giizeliydi ama biz
hep cok stresli... Hani, tiim diinyanin

Well, I will say that, of course,
compulsory OTPD makes you
suffocating. Because we did it every
week, and beyond that, we were
expected to apply it and give
feedback to our teaching as a return
of these things. Of course, this was
the correct approach but we were
always so stressed. At a time when
the whole world was trying to get

used to the pandemic, our whole way
of work changed. We had to transfer
everything into online setting. For
example, I am a mother with a child,
we were at home; my husband me,
and my son, the house was like a
computer base, everyone was in an
online class in each room. It was a
very difficult period, you know, while
we were trying to adapt to that
process, and on the extra training
that was imposed on it, feedback
forms that had to be submitted at
work, classroom practices, some of
them were asked to be videotaped. Of
course, the student also went through
an adaptation process in the same
way, and they were also videotaped
in some of their lessons (Participant
13).
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pandemiye alismaya ¢alistig bir
donemde biitiin i seklimiz degisti.
Her seyimizi online’a tasima
durumunda kaldik. Ben iste mesela
¢ocugu olan bir anneyim, yeri
geldiginde evde biz iste esim, ben,
oglum iste bir bilgisayar iissii gibi
herkes bir odada online egitimde. Biz
ayni sekilde. Gergekten ¢ok zorlu bir
stire¢ti hani o siirece zaten adapte
olmaya ¢alisirken bir de bunu
dayatilan boyle ekstra egitimler
lizerine iste teslim edilmesi gereken
feedback formlart sunif uygulamalari,
bazilarini videoya almamiz istendi
mesela. Bu tabi ogrencinin de ayni
sekilde hani zaten onlar da bir
adaptasyon siirecinden gegti bir de
bazi derslerinde videoya alindilar
(Participant 13).



In a similar vein, another the participant mentioned that while some basic
necessities such as going to supermarket or taking public transportation became
some sort of challenge, this motivational support should continue for the sake of

instructors’ mental health.

Because we were made to feel that,
okay, it's done now. Something like
you learned, but this time we had a
disadvantage as teachers; the
pandemic was continuing rapidly,
there were curfews, we were
imprisoned in our house, but despite
all these negativities, when I had
problems such as going to the
market, I mean, when I had problems
such as I can't see my loved ones, 1
can't reach them, I can't take public
transport. This time it was like this,
the curriculum was overloaded,
everything in face-to-face was
transferred to online, and I think
teachers and students were worn out
in this process. I wish PD had
supported our motivation and mental
health in such overloaded workload
(Participant 16).

Ciinkii su hissettirildi bize, tamam
artik oldu. Ogrendiniz gibi bir sey
oldu fakat bu sefer de soyle bir
dezavantajimiz vardi bizim
ogretmenler olarak; pandemi hizla
devam ediyordu sokaga ¢ikma
vasaklart vardi biz evimizde hapis
kalmwstik fakat tiim bu olumsuzluklara
ragmen yani benim markete
gidebilmem gibi sikintilarim varken,
ondan sonra kendime ait sikintilarim
varken; yani sevdiklerimi
goremiyorum, ulagamiyorum, toplu
tasimaya binemiyorum gibi
stkintilarim varken bu sefer soyle
oldu, curriculum asirt derecede
yiiklendi yani face-to-face ’deki her
sey online’a aktarildi ve bence bu
stirecte 6gretmenler ve ogrenciler ¢ok
viprandi. Bu kadar is yiikii icerisinde,
PD keske bizim motivasyonumuza ve
mental sagligimiza da onem verseydi.
(Participant 16).

In addition to P13’s and P16’s ideas above, P14 emphasized that ERT led to
some burdens such as working at home consistently and eliminated official
working hours at some institutions. Depending on these working conditions that
were the requirement of the period, P14 indicated that well-being of the
instructors was ignored in OTPD activities and instructors were not supported in

this aspect by their institution.
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There was no professional
development activity related to
teacher well-being. In such a period,
I don't know, it will be a very
hypothetical example, how can you
maintain the balance between your
private life and your professional
life, because you work from home...
The concept of overtime has been
removed. I was working day and
night. There was no such thing as
how to provide well-being, how to be
psychologically supported. I regret to
say that (Participant 14).

Ogretmen refah ile ilgili yani
teacher well-being ile ilgili hi¢chir
mesleki gelisim aktivitesi s6z konusu
degildi. Hani béyle bir donemde ne
bileyim iste ¢ok farazi bir ornek
olacak, ézel hayatiniz ve profesyonel
hayatiniz arasindaki dengeyi nasil
koruyabilirsiniz, ¢iinkii evden
calisiyorsunuz... Mesai kavrami
kalkmustir ben onda da ¢alisiyordum
on birde de ¢alistyorum aksam gece
on ikide ¢alisiyordum gibi hani
burada 6gretmenin well-being’i nasil
saglanir, psikolojik olarak nasil
destek olunur gibi seyler de yoktu
tiziilerek soylemek isterim
(Participant 14).

A quite similar opinion about the lack of psychological support for instructors in
OTPD sessions during the pandemic was mentioned by P18. Apparently,
instructors were guided by their level leaders about their weekly program and
informed them about common curriculum and assessment tasks to provide
standardization, yet any attempt about teacher well-being was not made in OTPD

sessions.

Well, just to ensure coordination, the
leader of that level roughly tells
everyone that we have a plan this
week, we will do this and that. That's
how it goes. That's how they
continued, this time they only
directed us online. Other than that, 1
don't think there is anything about
teacher well-being, I can say that no
activity has been done. Let me think,
teacher well-being... I don't think
they care much about this issue. It’s
so sad (Participant 18).

110

Sey icin sadece koordinasyonu
saglamak igin, o level’in lideri
herkese bu hafta soyle bir planimiz
var sunu isleyecegiz falan diye
anlatiyor kabaca. Oyle ilerliyor. O
yiizden yine hani onlar devam etti bu
sefer sadece bizi online olarak
vonlendirmis oldular. Onun disinda
teacher well-being iizerine bir sey
oldugunu sanmiyorum herhangi bir
aktivite yapimadi diyebilirim. Bir
diigiineyim, teacher well-being... Cok
umurlarinda oldugunu sanmiyorum
bu konunun. Uziicii (Participant 18).



Another participant in the same vein, P17 expressed that OTPD activities
supported instructors showing that they were on the same page and carried away
some hesitations about the way online classes were handled by them. It can be
deduced from the quote that coming together for OTPD activities created a sense
of community in such challenging circumstances and relieved the feeling of
anxiety and stress to some extent. However, P17 expressed that mood of the
instructors, which can be interpreted as the well-being of them, should have been
supported with OTPD activities. It was also emphasized by the instructor that not
only the well-being of the instructors but also well-being of the students’ needs

to be considered for the content of the OTPD sessions.

...but of course, it was a bit lower ... ama tabi ki benim motivasyonum
than other periods in terms of my anlaminda biraz diger donemlere
motivation. There was an exhaustion | gére daha diisiik bir donemdi

in this way because of the period. acgtk¢asi. Hem donemin getirmis
And of course, the mood of the oldugu c¢iinkii bir buhranlik vardi bu
instructors should also be sekilde. Bir de tabi hocalarin ruh hali
considered, because when I think of | de bence diistiniilmeli ¢iinkii bu

this pandemic now, PD is online, pandemiyi diisiintiyorum simdi
naturally, and I think something cevrimi¢i deyince dogal olarak,
needs to be done considering the mutlaka hocalarin da ruh hali
mood of the instructors, the mood of | ogrencilerin de hatta ruh hali

the students, even the students! diigiiniilerek bir seylerin yapilmasi
(Participant 17). gerekiyor bence! (Participant 17).

In line with the criticism about neglecting both teachers’ and students’
motivation and well-being made by P17, P14 also highlighted the fact that
teachers were not supported in OTPD sessions in order to motivate their students
in online lessons. It was observed by P14 that students were more passive
compared to their instructors, so knowing how to motivate them were crucial, yet
similar to the answers of other instructors’, this area of content was neglected.
Another key word that attracts the attention is the screen time. Apparently, how

to cope with zoom fatigue was not discussed in OTPD sessions either.
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There was also a big gap in student
motivation, because in this period,
Students were attending morning
classes sleepily, screen time
increased for them as well as all of
us, but because they were a little
more passive, it was a difficult
process for them to endure. You
know, for example, how can teachers
motivate students here? What
resources can it use? What methods
can it use? There was no in-service
activity or training on any
professional development that could
perhaps explain this or guide the
teachers. I can say so. In summary, it
was actually a very neglected area,
perhaps the situation caused by
returning to a fish out of water
(Participant 14).

Keza ogrenci motivasyonu ile ilgili de
biiyiik bir agtk vardi ¢iinkii bu
donemde ogrenciyi motive etmek,
¢tinkii ogrenciler uykulu bir sekilde
sabah derslerine katiliyordu iste
ekran siiresi hepimizin oldugu gibi
onlarin da artmisti ama onlar biraz
daha pasif konumda oldugu icin
onlar adina dayanilmasi zor bir
stirecti. Hani, burada mesela
ogretmenler burada 6grencileri nasil
motive edebilir? Hangi kaynaklar
kullanabilir? Hangi yontemleri
kullanabilir? Bunu belki
anlatabilecek ya da hocalara yol
gosterebilecek yine herhangi bir
profesyonel gelisim konusunda bir
meslek i¢i aktivite, boyle bir egitim
olmadi. Béyle séyleyebilirim. Ozetle
aslinda ¢ok ihmal edilen bir alan
oldu belki bunun arkasinda bir sudan
¢ctkmig baliga donmenin vermig
oldugu durum var (Participant 14).

Another comment about neglecting the content of student and teacher motivation
in OTPD sessions was mentioned by P15. While instructional and evaluation
related issues were discussed in trainings which can be considered as meetings,

motivation was out of the table during these meetings.

Such processes took the form of
meetings rather than trainings. In
processes like this, you know, since
the medium of giving feedback is
changing, some trainings on how to
use tools in some jobs where the
process of this medium's change can
be adapted better, uh... But about
teacher welfare and student
motivation? Obviously, we didn't go
through any training (Participant
15).

Egitimden ¢ok toplant: seklinde
geciyordu bu gibi stiregler. Bu gibi
toplanti dedigimiz siire¢lerde de hani
feedback lerin verilmesindeki mecra
degisiyor oldugu igin, bu mecranin
degisimindeki siirecin daha iyi adapte
olabilecegi bazi iste tool’larin nasil
kullanilabilecegine dair bazi iste
egitimler, hihi...Fakat ogretmen
refahi ile ve hani 6grenci
motivasyonu ile ilgili bir egitimden
gecmedik acikgast (Participant 15).
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Online tool’larin nasil
kullanilacagina dair ¢ok fazla egitim
veya online stratejilerin nasil
kullanilacagina dair ¢ok fazla egitim
veriliyorken, 6grenci motivasyonu ile
alakali egitimlerin veya 6grenci
iletigimi ile olan siireglerin ¢ok fazla
g6z ardi edildigini diistintiyorum. Bu
konuda mesela birazcik daha ¢alisma
vapilmasi 6grenci motivasyonunu,
ogretmen motivasyonunu artiracak
bir sekilde calismalar yaptimasinin
olumlu olacagini diistiniiyorum
(Participant 15).

[ think that while there are now a lot
of trainings on how to use online
tools or training on how to use
online strategies, trainings related to
Student motivation or processes with
Student communication are
overlooked too much. For example, 1
think it would be positive if more
trainings were conducted on this
subject, in a way that would increase
student motivation and teacher
motivation (Participant 15).

4.3.4. Emergency OTPD Offered the Same Trainings for Everyone: ‘I wish
it was said, it is not compulsory for our instructors who have received a
similar training or have such and such years of experience; they can join if

they want.”

Apart from the criticism about neglecting instructors’ and students’ motivation in
OTPD content, instructors also acknowledged some other problems. Not having
differentiated content in terms of the teaching experience was one the issues
mentioned in the interviews. Participants believed that trainings were not
targeted finely and offered for all the instructors compulsorily. For instance, in
P13’s quote below, it may easily be recognized that there is a strong empathy for
the necessity of emergent OTPD activities during the pandemic. Due to the high
turnover rate at the preparatory schools of foundation universities, there is a
constant cycle of PD activities, yet during the pandemic, ignoring the experience
of the instructors working at the same institution for a certain amount of time
was a burden according to P13. It means that due to compulsory PD activities, as
there was no differentiated content, these instructors had to attend the more or
less the same sessions again and again over time-including the emergent OTPDs
in pandemic.
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I can understand that university
preparatory schools have a lot of
circulation because we have more
than a hundred employees, we have
instructors. Most of them are
beginner instructors. We may have
less experienced instructors. I can
also understand that the institution
has to train and involve them in the
system but while doing so, there is
no distinction. I wish it was said, “It
is not compulsory for our instructors
who have received a similar training
or have such and such years of
experience; they can join if they
want.” [ think it can be a very great
approach, for example. But we do
not have such a situation in our
institution, so frankly, I cannot say
that I could benefit from all the
OTPD sessions one hundred percent
(Participant 13).

Sunu anlayabiliyorum, ¢ok fazla
sirkiilasyonu olan yerler tiniversite
hazirliklar, biiyiik okullar ¢iinkii hani
yiiz kiisur ¢alisanimiz var bizim
instructor 'umuz var. Bunlarin biiyiik
cogunlugu yeni gelen hocalar
olabiliyor. Daha az deneyimli
hocalarimiz olabiliyor. Kurumu da
anlayabiliyorum ki onlari egitmek ve
bu seylere dahil etmek durumunda
ama bunu yaparken bir ayristirma
yvapilmiyor. Hani, “’Daha once benzer
egitimleri almis veya su kadar yillik
deneyimi olan hocalarimiz i¢in
zorunlu degildir, isterlerse
katilabilirler.’’ Bence ¢ok tath bir
vaklasim olabilir mesela. Ama bizim
kurumumuzda yok boyle bir durum o
yiizden ben hepsinden yiizde yiiz
yararlanabildigimi soyleyemeyecegim
agtkgast (Participant 13).

In the same vein, P14 mentioned the same lack of differentiation issue in the
content of emergent OTPD. Here, the participant suggested that various stages of
teaching experience should have been considered while creating emergent OTPD
activities. As an instructor with the experience level of mid-career, P14 stated

that emergent OTPD activities were not beneficial.

Therefore, based on the needs of
different teacher groups, namely the
needs of senior teachers in novice or
mid-career work, a differentiated
professional development resources
were not provided, so frankly, I did
not benefit from anything related to
teaching (Participant 14).

Dolayisiyla o, hani farkli hoca
gruplarmmin ihtiyaglart yani novice ya
da mid-career iste senior hocalarin
ihtiyaglart baz alinarak ayni
zamanda differentiated bir;
farkhilastirilmig bir meslek igi gelisim
kaynaklar: sunulmad: dolayisiyla ¢ok
agtkgast benim 6gretim ile ilgili
olarak da faydalandigim bir sey
olmadi (Participant 14).
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4.3.5. Emergency OTPD Failed to Ensure a Balance Between Theory and

Practice: ‘‘You list twenty sites, but it actually doesn't matter.’’

Another issue raised by the instructors about the content of the emergent OTPD
is limited hands-on practice in OTPD activities. To illustrate, P14 stated that PD
is about inspiring teachers and while inspiring teachers, it is crucial to integrate
hands-on practices and OTPD activity should be designed as a workshop, which

was not available at emergent OTPD activities according to P14.

Yani, katilimcilar hani az énce sey
dedim ilham dedim ama

1 just said inspiration, but it should
definitely be hands-on practice, not

in the way that someone should come
and inspire us. That is, if a PD
activity is to be carried out, the
training should always be in the form
of a workshop (Participant 14).

katilimcilarda séyle biri gelsin bize
ilham versin seklinde degil mutlaka ki
hands-on practice olmali. Yani,
mesleki egitim yapilacaksa her daim
workshop her daim atélye seklinde

olur (Participant 14).

P14 also supported his ideas by explaining how web-tools were simply
introduced in emergent OTPD sessions. It was stated that bombardment of web-
tools was not how OTPD should have been conducted during the pandemic. An
ancient proverb, don’t give me the fish but teach me to fish, was utilized by the
participant to indicate that without hands-on activities in OTPD sessions, content
of the session floats in the air and cannot be internalized by the instructors. It is
significant to express that the PDU of the institution where P14 worked generally
preferred asynchronous video recordings to support the instructors during the

ERT period.

Oz diizenleme becerileri ¢ok yiiksek
olmayan 6grenciler seyi sorar ya
iste, “’Neleri yapayim, hangi sitelere
bakayim?’’ Siz yirmi tane site
listelersiniz ama aslinda onun hicbir
onemi yoktur. Ogrenci onun bir
tanesini uygulayip gorebilse daha
cok i¢sellestirecek ama bu son

Students whose autonomy skills are
not very high ask, “What should I do,
which sites should I look at?” You list
twenty sites, but it actually doesn't
matter. If the student can apply and
see one of it, he will internalize it
more, but this is very trendy lately,
that's how they bombard everyone
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with web tools, under the name of
professionalization, but no one really
has any idea how to use them or
question their creativity. Therefore, it
is not very important to give them like
pills in this way, and it is not useful
either, I do not find it useful
(Participant 14).

You can do this with this tool, you
can do that with this web?2 tool, you
can do that with this tool, you can do
that and so on. 1It's like the difference
between giving fish and teaching to
fish at that point, so nowadays there's
a lot of stuff. We can access a lot of
information (Participant 14).

1 think this, for example, we attend a
training and I think this is valid in all
seminars, it is also valid for half-
hour or 30-week programs of people
who get millions of dollars for these
trainings; there is something like
this, they are telling you, there is
such an application, there is such a
tool, there is such a thing, so there is
something here. But at least you
have an idea there. There was such a
thing, OTPD was used like that, but 1
think one of the difficulties here is
that we have to learn them on our
own, so we have to practice them
(Participant 16).
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donemlerde ¢ok trend dir iste boyle
herkesi web tool’larla bombard
ederler, profesyonellesme adi altinda
ama gergekten onlari nasil
kullanacagina dair kimsenin bir fikri
voktur ya da yaraticiligini
sorgulamaz. Dolayisiyla, bunlari bu
sekilde hap gibi vermek ¢cok onemli
degil ve faydali da degil, ben faydal
bulmuyorum (Participant 14).

Insanlari atiyorum iste bu tool’la
sunu yapabilirsiniz bu web?2 tool’la
bunu yapabilirsiniz, bu aragta sunu
vapabilirsiniz bunu yapabilirsiniz
falan... Bazen, bu ¢ok
karsilamayacak ama balik vermek ve
balik tutmak arasindaki farka da
benziyor o noktada yani artik
gtintimiizde sey var, ¢ok fazlaca
bilgiye erisedebiliyoruz (Participant
14).

In the same vein, P16 acknowledged the need for hands-on practice in OTPDs

rather than listing the web-tools or bombarding them as worded by P14.

Bence su, mesela bir egitim aliyyoruz
bu bence biitiin seminerlerde gecerli
iste milyon dolarlar alan insanlarin
iste yarim saatlik ya da bir saatlik
iste otuz haftalik programlarinda da
gecerli; soyle bir sey var, onlar size
sunu soyliiyor, boyle bir application
var, boyle bir tool var béyle bir bir
sey var. Fakat, en azindan siz bir idea
sahibi oluyorsunuz orada. Béyle bir
sey varmig, boyle kullaniliyyormus
fakat bence buranin zorluklarindan
bir tanesi, bizim onlari kendi
basimiza 6grenmek zorunda
kalmamiz,; yani practice etmek
zorunda kalmamiz (Participant 16).



4.3.6. Emergency OTPD Offered a Flexible Learning Opportunity:

“Anytime, anywhere.’’

One of the advantages of emergent OTPD observed by the participants was
flexibility. Here, with the word flexible, in line with the literature, P14 and P13
expressed that specifically asynchronous OTPD opportunities allocated space for
teachers to improve themselves within their self-pace by controlling the content,

time and duration of their professional development.

You can watch and listen to those Yani, siz asenkron o dersleri kendi
asynchronous lessons in your own zamamnizda asenkron izleyip
time. In the past month, I received dinleyebiliyorsunuz. Gegtigimiz bir ay
training on assessment and icinde ol¢me degerlendirme iizerine
evaluation for a month. It was bir ay egitim aldim. Cevrimi¢iydi
online, it was asynchronous, for asenkrondu mesela. Cok keyif de
example. I enjoyed it a lot aldim (Participant 14).
(Participant 14).

Ben bunu evimde ve kendi igimle
I can develop myself and I can hayatimdaki phase’i orantilayarak
balance my work and life while yapabilirim béyle firsatlar var
doing this. This is the advantage of | cevrimici egitimde diinyada. Hani
transferring education into online pandeminin belki de hayatlarimiza

platforms. I think this is one of the katacag, kattigi en biiyiik seylerden
biggest advantages that pandemic biri bu diye diisiiniiyorum

brough into our lives (Participant (Participant 13).

13).

Another advantage of OTPD activities reported by instructors during the
interviews was the elimination of restrictions regarding time and space. P13,
P14, and P15 indicated that PD activities are not limited into a specific building
and specific period of time. Being flexible is a feature of OTPD that goes hand in

hand with the feature of self-pace in the interviews.
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Frankly, I see this as an advantage | A¢ik¢ast bunu da ¢evrimigi

of OTPD, so you can join it at work, | durumlarin bir artist olarak

at home, in the evening, or at the goriiyorum yani iste evinizde de
weekend (Participant 13). katilabilirsiniz, aksam da
katilabilirsiniz, hafta sonu da
katilabilirsiniz (Participant 13).

There are no time and place
restrictions in online activities, but | Cevrimici aktivitelerde zaman ve

for example, there may be a mekan kisitlamasi yok ama mesela
problem, for example, you cannot seydi soyle bir stkinti da olabiliyor
participate every time face-to-face, | mesela yiiz yiizeyken her defasinda

but it is self-paced, you can progress | katilamiyorsunuz ama self-paced,
at your own pace online (Participant | kendi hizinizda ilerleyebiliyorsunuz
14). cevrimi¢inde bu var (Participant 14).

Zaman ve mekan acgisindan bir

It is one ofthe advantages that Iﬁl’ld Zorunluluk sﬁrmemesi’ zaman ve
very important that OTPD does not | mekanin, belirli bir kisitlama

have an obligation in terms oftime igerisinde olmamasi gok onemli
and space and it is not within a buldugum avantajlardan bir tanesi
certain restriction (Participant 15). | oldu (Participant 15).

In addition to being flexible and being restriction-free in terms of time and space,
it was expressed by P16 that OTPD eased the burden of arranging venue as well
as allowing a higher number of participants to join the OTPD activities. It can be

deduced that this provides a great practicability for organizing PD activities.

For example, after work, in a place | Mesela bir ig ¢ikisinda hepimizin
where we don't all have to be orada olmasi gerekmedigi bir yerde
gathered, or without a conference va da yeterli kadar ne bileyim salon
hall or something else, we can have | olabilir iste baska bir sey olabilir tiim
workshops with all the teachers at bunlara gerek duymadan, biitiin

the same time or show them ogretmenleri ayni anda egitebiliriz ya
something. This is a great thing da onlara bir sey gosterebiliriz. Bu
(Participant 16). ¢ok giizel bir sey (Participant 16).
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Accessibility of knowledge is another significant advantage of OTPD. Accessing
to any field of knowledge, reaching a vast amount of online trainings and
workshops, accessing the content created or presented by external experts who
are impossible to be reached on conventional, face-to-face PD activities, due to
various reasons including the financial cost were reported by P13, P14, and P15

during the interviews.

I can improve myself'in any field that
I want. For this, I do not need to get
permission from my school, I do not
need to arrange my child and stay
somewhere for a few months. Also,
it's easy and enjoyable to involve
external people. OTPD has such
advantages, it really adds such
practicality. It provides accessibility
all around the world (Participant
13).

One of the things I had difficulty with
in this online period was that there
are too many activities, too many
conferences, too many workshops.
My biggest problem was that they
coincided with my lesson or
something and I could miss
(Participant 14).

Being able to use resources that [
could not use before, or to use
methods and techniques that I have
not used before, has positively
affected my developmental process
(Participant 15).
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Istedigim alanda kendimi
gelistirebilirim. Bunun igin illa
okulumdan izin almama gerek yok,
illa cocugumu ayarlayp bir yerlere
birka¢ ayligina gitmeme gerek yok.
Ayrica external insanlart dahil etmek
¢ok kolay ve keyifli. Cevrimiginin
oyle avantajlart var 6yle bir pratiklik
katvyor gergekten. Ulasilabilirlik
katvyor bircok seyi size (Participant
13).

Benim hani bu online dénemde
zorlandigim seylerden biri de suydu,
aslinda bir zorluk var. Cok fazla
aktivite var ¢ok fazla konferans var,
¢ok fazla workshop var. ben hani en
biiyiik stkintim su oldu onlarda, hani
dersime denk geliyordu ya da bir seye
denk geliyordu vesaire
kagwrabiliyordum (Participant 14).

Daha énce kullanamadigim
kaynaklart kullanabilmek adina
veyahut daha énce kullanmadigim
yontem ve teknikleri kullanmak adina,
bunlart ogrenmis olmak benim egitim
stirecimi pozitif anlamda etkiledi
(Participant 15).



An attention-grabbing idea about the benefits of OTPD was expressed by P16. It
was about becoming aware of the fact that face-to-face PD was not the one and
only way for improving oneself professionally. Here, from the quote below it
may be deduced that emergent OTPD awakened instructors to have a confidence
that professional development is possible even though medium or delivery of the

PD activities may differ, the aim of the activities is the same.

1t also gave us the advantage that we
don't need to be face to face to learn
something or we don't need to think
in one direction to improve
ourselves, so now I can improve
myself online, face-to-face or hybrid
(Participant 16).

Bize su avantaji da sagladi yani bir
seyi 6grenmek igin illa da yiiz yiize
olmamiza gerek yok. Ya da bir seyi
kendimizi gelistirmek icin, tamamen
tek direction’da diisiinmemize gerek
vok yani ben bunu online’da da, face-
to-face 'te de hibritte de nasil

yapmam gerektigini artik
ogrenebilirim (Participant 16).

Urgent, acting fast, fast adaptation of the institution, and first aid kit are the
codes under the category of agility. Needs of the period and institution, and
needs of the instructors are the codes under the category of needs-driven.
Workload of emergency OTPD, instructor and student burn out, no support for
well-being of the instructors, and no support for student motivation are the codes
under the category of failed to promote instructors’ and students’ overall well-
being and motivation. Under the category of offered the same trainings for
everyone, no optional attendance for experienced instructors and no
differentiation for instructors with different experience levels are used as the
codes. Lack of hands-on practice, and listing online websites and applications
are the codes under the category of no balance between theory and practice.

Self-paced, anytime-anywhere, and accessing global sources are the codes under

the category of flexible.
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Table 4. 3
Categories and Codes for Instructors’ Experiences of Emergency OTPD

Agility
e Urgent
e Acting fast
e Fast adaptation of the institution

e First aid kit

Needs-driven

e Needs of the period and institution

e Needs of the instructors

Failed to Promote Instructors’ and Students’ Overall Well-being and Motivation

e Workload of emergency OTPD
e Instructor and student burn out
e No support for well-being of the instructors

e No support for student motivation

Offered the Same Trainings for Everyone

e No optional attendance for experienced instructors

e No differentiation for instructors with different experience levels

No balance Between Theory and Practice

e Lack of hands-on practice

e Listing online websites and applications

Flexible

e Self-paced
e Anytime, anywhere

e Accessing the global sources
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As can be seen from the Table 4.3, instructors perceived their experience
regarding emergency OTPD during the ERT as agile, needs-driven, and flexible
in addition to considering some deficiencies in motivational support for
instructors and students, differentiation, and hands-on practice in the content of

emergency OTPD.

Lastly, two common themes emerged as the results of the 18 participants were
emerged. Directors, PDU members, and instructors all agreed that emergency
OTPD is a) needs-driven and b) flexible. All the participants agreed that
emergency OTPD was needs-driven. Directors and PDU members indicated that
while making the decisions they focused on the needs of the institution and
instructors. Instructors also claimed that the administration focused on the needs
of the instructors especially at the beginning of the pandemic. In order to reach
the needs of the instructors quickly, constant oral and written feedback was
encouraged by the directors and PDU members. However, the more institutions
had an organized ERT system, the more well-being of the instructors and

differentiation were neglected contentwise.

The second theme was the flexibility of emergency OTPD. All the participants
declared that they were quite content with the flexibility of OTPD activities
during the ERT. Attending the OTPD sessions without the limitations of time
and place was the most significant advantage of the OTPD activities. However,
instructors also indicated that flexibility turned into a disadvantage from time to
time in terms emergency OTPD activities. Since being at home was quite
overwhelming with various roles, this flexibility turned into a drawback
especially when OTPD sessions were held especially out of the working hours.
Directors and PDU members were aware of this fact and they stated that this

flexibility might have been disadvantageous for the instructors.
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CHAPTER 5

DISCUSSION & CONCLUSION

The purpose of this phenomenological study is to seek answers about how EFL
instructors, PDU members, and directors experienced emergency OTPD during
the ERT. In line with this purpose, the aim of this chapter is to present the
discussion of the results depending on the relevant literature and provide

possible implications for the future.

5.1. Discussion of Results

Depending on the relevant literature, results of the study is discussed in this
chapter. Since there are three groups of participants as directors, PDU members,
and instructors, each part of the discussion focuses on a different group. Also,
common themes emerged from the data of all participant groups are discussed at
the end of the discussion. Firstly, three themes that emerged from the interviews
with the directors are presented and discussed: a) emergency OTPD was needs-
driven, b) emergency OTPD supported teacher empowerment, and ¢) emergency
OTPD was flexible. Secondly, six themes that emerged from the interviews with
the PDU members are presented, which include: a) emergency OTPD was like a
survival training on digital environment, b) emergency OTPD was needs-driven,
c) emergency OTPD was an occasion to support each other emotionally, d)
emergent OTPD was a period that PDU members were unprepared for, e)
emergent OTPD was flexible, f) emergent OTPD was practical. Lastly, six
themes that emerged from the instructors are discussed: a) Emergency OTPD
required agility, b) emergency OTPD was needs driven, c¢) emergency OTPD
failed to promote teachers’ and students’ overall well-being and motivation, d)
emergency OTPD offered the same training for everyone, ¢) emergency OTPD

failed to ensure a balance between theory and practice, f) emergency OTPD
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offered a flexible learning opportunity. Finally, two common themes that
emerged from the 18 participants are discussed at the last part of the discussion.
These are a) emergency OTPD was needs-driven, b) emergency OTPD was

flexible.

The first group whose results are discussed is directors. The results revealed as
decision makers directors consider that emergency OTPD is needs-driven,
effective on teacher empowerment, and flexible. The first theme was the needs-
driven nature of emergency OTPD. As Karaferye (2022) stated it is the director
who needs to detect the social, emotional, technical, physical needs of instructors
in a crisis and develop PD plans accordingly. In line with the literature, directors
indicated that based on the needs of the instructors, content and frequency of
emergency OTPD sessions were constituted. It was also pointed out that
improving the effective use of online platforms was the first priority for
emergency OTPD. As the online lessons continued, the needs of the instructors
became clearer in the process. Instructors were supported with know-how
sessions to improve teaching their teaching skills on online platforms such as
how to teach speaking, how to teach writing, or how to engage students more.
The directors also expressed that constant feedback of the instructors was crucial
to detect the needs in ERT period. Since it was impossible to launch structured
emergency OTPD design, directors declared that they had to make maneuvers
depending on the needs of the instructors and need of the institution in order to
support their instructors professionally. It is clear that providing PD
opportunities for instructors with the help of internal and external experts is a
door that directors open to support instructors in the middle of a crisis

(Granville-Chapman, 2021; Koc & Bavli; 2022).

Secondly, directors expressed that emergency OTPD supported teacher
empowerment. It was indicated that participating emergency OTPD activities
was compulsory as instructors were unfamiliar with online teaching and they
required to be supported by their institution to eliminate this gap. According to

directors, PD should be continuous to be in line with the dynamic changes in the
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field of education. It was also revealed that even though keeping up with the
continuous emergency OTPD activities were demotivating for the instructors; as
an outcome of emergency OTPD sessions, instructors improved their teaching
skills, their online assessment skills, and online feedback skills thanks to
compulsory OTPD sessions. As Barbour et al. (2020) indicated it is crucial for
teachers to improve distant and online teaching skills even if there is no
emergency condition and the results revealed that directors benefited from
emergency OTPD to support the empowerment of their instructors to improve

new skills.

Lastly, directors acknowledged that emergency OTPD was quite advantageous in
terms of being flexible. In literature, being flexible by eliminating the
constraints such as time and place is one of the most significant assets of OTPD
(Dede, 2006; Magidin de Kramer et al., 2012; Treacy et al, 2002; Powell &
Bodur, 2019). The results of the study indicated that flexibility of OTPD
activities was an advantage during the ERT, as it allowed attending emergency
OTPD activities without the limitation of place, time, and working hours.
Directors stated that attending emergency OTPD activities after work hours
might have been an issue for instructors as well. And the results of the
instructors confirmed that attending PD activities out of the working hours was
demotivating, which is discussed at the end of this chapter. Besides, being time
and space free as a part of flexibility, broadened the horizons in a way that face-
to-face PD could not reach due to time and cost limitations. The results revealed
that in line with the literature, emergency OTPD allowed an international

educational network (Dede, 2006; Treacy et al., 2002; Power & Bodur, 2019).

As the second group, PDU members were the decision-makers as well. They
were responsible with the development of the instructors during the COVID-19
pandemic. The results indicated that PDU members perceived emergency OTPD
as a survival training on digital environment. Since majority of the instructors’
digital literacy was not satisfying and it was heavily criticized especially after the

Fatih Project in Turkey (Akbaba-Altun, 2006; Kayaduman et al., 2011) and
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during the pandemic (Aytac, 2021), they had to be supported to continue their
classes online and this was only possible by improving their digital survival
skills. Similarly, the literature suggests that essential technological skills must be
a priority in the trainings of instructors with no previous online teaching
experiences (Walsh et al., 2021). Secondly, as directors did, PDU members also
perceived emergency OTPD as needs-driven process. As one of the decision
makers regarding PD activities during the pandemic, results of the PDU
members also brough the light that emergency OTPD was a need-driven process.
Even though PDU members had a general opinion about the need of the
instructors at the beginning of the pandemic, online teaching process revealed
the following needs of the instructors. As Songul (2019) claimed use of
technology results in change in teaching practices. Apparently, this compulsory
transformation to online settings led to a specific change in the teaching practices
of instructors and even the veteran teachers became inexperienced in this setting.
A possible explanation of this can be that needs of the instructors varied during

the process and PDU members could take steps accordingly.

With respect to the research question, it was also revealed that PDU members’
experience reflected that emergency OTPD as an occasion to provide emotional
support for each other in a crisis. PDU members were aware of the social needs
of the instructors and considering the heavy anxiety due to the pandemic and
uncertain future, they benefited from emergency OTPD activities as a social
occasion as well. The purpose of the emergency activities was not only
supporting the instructors professionally, but to comfort them emotionally by
gathering online and catching up with each other online teaching practices as
well. Having frequent gatherings, sending feedback surveys and, turning on the
videos during the OTPD sessions, organizing online coffee times were the
general strategies used by PDU members. Likewise, organizing coffee times or
happy hours and turning on the videos were some of the strategies to support the
well-being of the employees during the pandemic (Joly, 2020). According to the

instructors who participated in this study, especially organizing such sessions
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had a positive impact on them and it was perceived as a sign that their

institutions care them, and they are valuable at their workplace.

Additionally, the findings clearly indicate that PDU members were unprepared
to deal to with such a crisis. As one of the PDU members stated they noticed the
footsteps of the upcoming pandemic, yet they were not ready. The results
revealed that they were unprepared to deliver PD activities online, they were
unprepared and naturally inexperienced about online settings, they were also
unprepared to digest the knowledge that they were supposed to deliver via OTPD
sessions. As one of the PDU members stated she was studying at night, so that
she could support her colleagues at an OTPD session which was delivered before
the lessons started. It was clear that PDU members put a great effort to support
the instructors and compensate the condition of being ‘‘unprepared’’. As such an
outburst of the pandemic was unexpected (Hodges et al., 2020), being
unprepared may be reasonable. The literature also supports that being unprepared
is a unique feature of ERT (Bond et al.,, 2021; Hodges et al., 2020). So,
criticizing PDU members for being unprepared for ERT to deliver OTPD can be
a double-edged sword since Hodges et al. (2020) also indicated that unlike the
regular online teaching process, there is no structured and ready PD plans, so
instructors may need to be in charge of their own PD and adaptation process.
Besides, according to the results of a study conducted with the purpose of
understanding the first reactions to ERT, teachers expressed their concerns about
the effectiveness of singe session OTPD and they wanted support from their
trainers and colleagues, however they also indicated that if they had integrated
technology more into their classes, they would have felt less unprepared during

the ERT (Whalen, 2020).

Similar to the answers of directors, and instructors, emergency OTPD was
flexible for PDU members as well. PDU members’ answers were in line with the
literature about the fact that OTPD activities eliminated the limitations of time
and place (Dede, 2006; Duffy et al., 2006; Elliot, 2017; Fleischer & Fox, 2003;

Magidin de Kramer et al.,, 2012; Powell & Bodur, 2019). PDU members
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indicated that instructors could attend emergency OTPD activities with a great
flexibility, yet similar to the one mentioned by the directors, PDU members
indicated that gathering anytime and anywhere could have been a burden for the
instructors from time to time. Also, eliminating the time and place was
specifically a great advantage of emergency OTPD since most of the PDU
members were able to attend some prestigious international certificate programs

and they earned their certificate.

Lastly, unlike the directors’ and instructors’, findings of the PDU members also
revealed that emergency OTPD was quite practical for them. Since PDU
members were responsible with the organization of the in-house PD activities,
organizing the use of hardware (video-camera), voice quality during the
recording, students being uncomfortable during the lessons because of the video
camera, organizing the venue where a crowded group of teachers could easily
gather, dividing the instructors into groups if necessary, arranging the
transportation and accommodation of the international guest speakers were the

burden that PDU members articulated during the interviews.

The findings of the instructors also revealed some key information. Unlike to
directors and PDU members, instructors think that emergency OTPD was a
period of high agility. It was a necessary leadership skill to be agile during the
pandemic (Nissim & Simon, 2020). The literature also supports that universities
in Turkey could take fast decisions compared to primary and secondary schools
thanks to Distance Education Research Centers in Turkey (Telli & Altun, 2020).
On the other hand, the reason why agility did not emerge as a common theme
among the other participants except instructors may be interpreted as decision
makers directors and PDU members had to act quickly as a nature of the crisis.
As addressed in the literature, swift actions had to be taken during the pandemic
(Karaferye, 2022; Hodges et al., 2020). Yet, the first group affected by these
decisions by applying it with their students was instructors. Rather than making
the agile decisions, they had to apply these decisions swiftly in their classes.

Because of this, they had enough practices to feel this agility deeply as the ones
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who tried to soften the effects of this transformation and acted like social-
workers by trying to support their students during the ERT (Walsh et al., 2021).

Similar to directors and PDU members, instructors also indicated that OTPD was
needs-driven. The findings revealed that as PDU members also addressed that
they took actions depending on the needs of the instructors and needs of the
institution. It is also addressed in the literature, designing needs-driven and
context-based PD activities are crucial to support the instructors during the ERT

(Koc & Bavli, 2022).

On the other hand, instructors criticized some content-related points in OTPD.
The findings shed a light on the fact that emergency OTPD failed to promote
teachers’ and students’ overall well-being and motivation, which is compatible
with the literature as well. Lack of motivational and mental support was critical
both for teacher and students during the pandemic (Adedoyin & Soykan, 2020;
Granville-Chapman, 2021; Hartshorne et al., 2020; Juarez-Diaz & Perales,
2021). The findings also uncovered that instructors were generally supported in
technical terms to survive in ERT period. Even student evaluation was simplified
and pass/fail status was used to support the instructors and students during the
ERT (Bozkurt et al., 2020), however; instructors and students’ well-being and
motivation were neglected. There was a feeling that as the ERT process
continue, as if nothing new could be done anymore to improve the conditions,
instructors felt like they were abandoned on their own to manage their students’
stress and motivation level, as well as managing their different roles at home.
Literature also addressed that intervention of household was one of the common
drawbacks of OTPD (Adedoyin & Soykan, 2020). Even though some studies in
the past considered OTPD quite convenient to keep up with the female teachers
for childcare (Holmes et al., 2010; Vrasidas & Zembylas, 2004), emergency
OTPD proved that this is not a convenience. On the contrary, it was challenging
to keep up with emergency OTPD activities, while juggling many tasks at home.

Another content-related experience the study revealed is the lack of
differentiation in the content of the emergency OTPD. The findings of the study

revealed that content of OTPD activities were the same for all the instructors and
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there was no distinction whether instructors were novice or veteran. According
to a study conducted at a foundation university in Ankara, perception of
inexperienced and veteran teachers for INSETs at their institution was quite
positive and there was no significant difference based on the experience level of
the instructors and the study also recommended that all the instructors must be
involved in the design process of PD at their institution (Turhan & Arikan,
2009). Similarly, Borg (2015) also emphasized the significance of teacher
involvement for effective PD. However, considering the unique features of
ERT, involving in the design process for all instructors at an institution was quite
challenging, since nobody was familiar with such a global scale crisis. Also,
during the ERT concept of ‘‘experienced’’ turned upside down, because as the
participants of this study also indicated experienced teachers turned into the least
inexperienced ones on online settings due to their level of digital competency. In
other words, even though all the participants in this study acknowledged that
emergency OTPD was needs-driven, apparently differentiation in content based
on the experience was insufficient. It should be also noted that one size may not
fit all and even the best PD practice may fail to provide the needs of the teachers

(Avalos, 2011).

The data also revealed that emergency OTPD activities were lack of hands-on
practice. The balance between theory and practice could not be kept for OTPD
sessions. Instructors complained that listing a number of online application and
tools did not serve as an OTPD activity, which is reinforced with the literature.
Dufty et al. (2006) stated that effective OTPD should ‘create a theoretically and
pedagogically sound learning environment to support and scaffold teacher
inquiry, engagement, and reflection’” (p. 193). However, the findings reveals
that emergency OTPD sessions could not serve all these requirements for
effective OTPD. The findings also stated that after an ERT system was settled
properly at their institution and teaching online had a smoother flow, some of the
institutions kept applying their pre-pandemic PD practices with slight
modifications for emergency OTPD whereas some institutions adapted a looser

OTPD system and at some point these practices were criticized either being a
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burden which neglects the demanding load being at home constantly, or being

insufficient to have hands-on practices and reflection to be effective.

Lastly, similar to directors and PDU members, instructors also indicated that
emergency OTPD offered a flexible learning opportunity. Eliminating the
restrictions of time and place is a leading advantage of OTPD (Ateskan, 2008;
Dede, 2006; Magidin de Kramer et al., 2012; Treacy et al, 2002; Powell &
Bodur, 2019). The findings reveal that flexibility was a significant asset for
instructors in terms of in-house and external OTPD activities. Also, as one of the
participants indicated, OTPD eliminated the need of taking permission from their
institution to learn something. Unfortunately, the literature also supports this.
According a study conducted by Yucedag and Sevik (2021), among three
countries (Turkey, Germany, and Spain) the study took place, challenging
permission procedure to attend external PD activities was raised as an issue only
from the participants in Turkey. Apparently, flexibility of emergency OTPD was
not only a positive asset for in-house OTPD activities, but also for the ones on an

international scale.

When the results of the participants were combined, two themes emerged as a
result of this study. According to eighteen participants of this study, results of
their experience indicates that emergency OTPD is a) needs-driven and b)
flexible. Since the literature strongly emphasized that empirical research will be
so valuable when COVID-19 pandemic completely erased in the world however
what we gained during this challenging period will not only be an asset for the
future in case of an emergency (Bozkurt & Sharma, 2020; Erarslan, 2021;
Juarez-Diaz & Perales, 2021; Mishra et al., 2020) but also a great opportunity to
improve today’s practices in education, which are discussed in detailed in the

implications of this study.
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5.2. Implications

This study revealed the experiences of directors, PDU members, and instructors
on OTPD during the ERT period. The results of this study also reveal some

implications for the field of education and further empirical research.

5.2.1. Implications for Practice

The findings indicate that even if ERT was a challenging period, directors, PDU
members, and instructors considered it as an opportunity to have rapid
improvements especially in digital literacy and being a global teacher-learner.
Apparently, this period was quite challenging for all parties due to anxiety of
death, being imprisoned at homes, dealing with every social and professional
occasion in front of a screen. However, it can be concluded that this period also
brought a great confidence for directors, PDU members, and instructors
especially in technology in a way that if a crisis on similar terms takes place in
the future, the participants declared that they will find a way to survive again and

again.

On a national scale, OTPD practices are provided for K-12 teachers by MoNE
(MoNE, 2022). In order not to lose the skills that are gained during the ERT
period, a similar implication which is designed based on the needs of the
institution can be benefited at foundation and state universities. Thanks to the
recordings taken for emergency OTPD practices, there is a wide amount of
OTPD videos that can be used in the future for induction and standardization
activities to support the instructors. In addition, as the instructors were quite
content with self-paced OTPD activities, directors must also support the use of
online platforms that are created based on the needs of the instructors, that can

be completed in instructors’ own pace.

Significance of educational leadership must not be ignored and directors of

preparatory schools at foundation and state universities must guide their
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personnel to benefit from hybrid PD activities even when the pandemic is
completely evanesced. It is crucial to remember that efficient technology use of
school directors has a positive impact on teachers burn-out rate (Avci &

Seferoglu, 2011).

Moreover, the study revealed that instructors were content with flexibility of
OTPD, and they also indicated that they do not need to take permission to
develop themselves professionally. Unfortunately, the literature also reinforces
that “‘permisson’’to attend PD activities is an issue in Turkey (Yucedag & Sevik,
2021). Nevertheless, as educational leaders, directors of preparatory schools

must ease the permission procedure for PD activities as much as possible.

PDU members can benefit from flexible OTPD opportunities and design a
hybrid PD model specific to their context and needs-of the instructors.
Especially, it must be remembered that not only student motivation but also
teacher motivation must be a hot topic for PD activities, and instructors must be
supported mentally by PDU members with the support of external expert in the
field of organizational and individual psychology. Teacher well-being must be a

priority in the content of face-to-face and online PD activities.

The study also revealed that hands-on practice is crucial for instructors in order
to adopt technology thoroughly not only for online lessons, but also for
conventional classroom teaching. Hands-on activities and reflection of the
knowledge must not be neglected during the OTPD activities as well. It is also
crucial to present differentiated content for instructors with differentiated

educational background and teaching experience.

As the results of the study revealed, PDU members indicated that emergency
OTPD sessions aimed to survive in digital world, and they felt unprepared for
these PD activities. As one of the instructors indicated, PDU members must
inspire the teachers and being one step further in technology than the instructors

may be a great inspiration and asset that PDU members may have. Pricincipals
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of preparatory schools must also support the improvement of PDU members in

technology as well.

Lastly, instructors must not lose the digital competency that they gained during
the ERT and become a part of online learning community to integrate OTPD in
their lives after the pandemic as well. It is also crucial to indicate that teacher
autonomy is an indispensable feature of a teacher. Even though PDUs are the
sub-branches of preparatory schools which are responsible for designing and
delivering PD activities, instructors must be responsible for their own autonomy
as teacher-learners and have a say for their professional development at their

institution.

5.2.2 Implications for Educational Research

This study is believed to have a contribution to both ERT and OTPD literature.
This part of the study presents the implications for future research to guide

researchers in the field of education.

First of all, the present study was conducted at six foundation universities in
Ankara, Turkey. Since there is a difference between these institutions in terms of
work load, frequency of PD activities, number of instructors, financial capacities,

experiences of instructors may vary from the instructors at state universities.

Secondly, this phenomenological study focused on the experiences of three
different groups on emergency OTPD during the ERT. However, each group
needed some specific skills and characteristics. While leadership and agility were
the key elements for directors, PDU members and instructors also needed some
features such as being innovative and autonomous. So, these skills may be

inquired.
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Thirdly, this study did not distinguish the characteristics of instructors, PDU
members or directors who prefer OTPD rather than PD, which may be

investigated for future research.

Fourthly, the study did not provide an emergency OTPD program. In case of an
emergency with similar conditions, an emergency OTPD plan may be designed,
and a needs analysis may be collected from teachers who are experts at different

branches.
Lastly, this study did not evaluate OTPD activities during the ERT. Further

educational research might evaluate the emergency OTPD practices during the

ERT on higher education and K-12 level.
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APPENDIX B: INTERVIEW QUESTIONS FOR DIRECTORS IN

TURKISH

Boliim 1:

1.

Egitim gecmisinizden bahsedebilir misiniz?

2. Ne kadar stire 6gretmenlik yaptiniz?
3. Ne kadar siiredir yoneticilik yapmaktasiniz?
Boliim 2:

1. Pandemi oncesinde kurumunuzda ne tiir mesleki gelisim aktiviteleri
diizenlenmekteydi?

2. Pandemi Mart 2020°de resmi olarak aciklandiginda 6gretim
gorevlilerinizi hangi konularda desteklemeniz gerektigini diislindiiniiz?

3. Acil uzaktan egitim siireci basladiginda 6gretim gorevlilerinizi mesleki
olarak destekleme kararini alirken nasil bir yol izlediniz?

a. Kurumunuzda hangi konularda ¢evrimici mesleki gelisim c¢aligmalar
yapildi?
b. Bu calismalarin konulari nasil belirlendi?

4. Kurumunuzda diizenlediginiz mesleki gelisim aktivitelerine katilim
zorunlu muydu? Neden?

5. Kurumunuzda uzaktan egitim siiresince sunulan ¢evrimi¢i mesleki
gelisim aktivitelerine dair geri donlis veya degerlendirmeleri nasil
gerceklestirdiniz?

6. Acil ¢evrimigi mesleki gelisim sizin i¢in ne ifade ediyor?

7. Yonetici olarak sizce kurumunuzdaki ¢evrimi¢i mesleki gelisim
caligmalarinin avantajlari ve zorluklari nelerdi?

8. Pandemi tamamen sona erdiginde c¢evrimi¢ci mesleki gelisim
caligmalarinin gelecegi ile ilgili ne diistiniiyorsunuz?

9. Kurumunuzdaki c¢evrimi¢i mesleki gelisim caligmalart ile ilgili
planlariniz nelerdir?

10. Pandemi veya olast herhangi bir sebeple gerekli bir durumda ¢evrimigi

mesleki gelisim i¢in acil durum planiniz nedir?
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APPENDIX C: INTERVIEW QUESTIONS FOR PDU MEMBERS IN

TURKISH

Boliim 1

1.

Egitim ge¢misinizden varsa almis oldugunuz sertifikalarinizdan
bahsedebilir misiniz?

2. Ne kadar siiredir 6gretmenlik yapmaktasiniz?

3. Kurumunuzda ne kadar siiredir ¢aligmaktaniz?

4. Ne kadar siiredir mesleki gelisim biriminde/ alaninda ¢alismaktasiniz?

Boliim 2

1. Pandemi oncesinde kurumunuzda ne tiir mesleki gelisim aktiviteleri
diizenlemekteydiniz?

a. Kurumunuzda sizin biriminiz disinda mesleki gelisim aktiviteleri
yiirliten bir birim var mi1?

2. Kurumunuzda acil uzaktan egitim devam etmekteyken yiiriittiigliniiz
mesleki gelisim haritanizdan/planinizdan bahseder misiniz?

3. Acil uzaktan egitim devam ederken kurumunuzdaki mesleki gelisim
aktivitelerinin planlama agamasindan bahseder misiniz?

a. Kurumunuz hangi konularda ¢evrimi¢i mesleki gelisim caligmalar
yapildi?
Cevrimigi mesleki gelisim aktivitelerinde konular1 nasil belirlediniz?

c. Hangi online platformda g¢evrimi¢i mesleki gelisim aktivitelerini
gerceklestirdiniz?

d. Mesleki gelisim aktiviteleri ne siklikla diizenlendi?

4. Kurumunuzun diizenledigi mesleki gelisim aktivitelerine katilim zorunlu
muydu? Neden?

5. Kurumunuzda acil uzaktan egitim siiresince sunulan c¢evrimici mesleki
gelisim aktivitelerine dair O0gretim Uyelerinden gelen geri donis ve
degerlendirmeleri nasil gergeklestirdiniz?

6. Acil ¢evrimigi mesleki gelisim sizin i¢in ne ifade ediyor?

7. Cevrimici mesleki gelisimin avantajlar1 ve zorluklar1 nelerdi?

a. Yiizyiize egitim ile ¢cevrimici egitimi karsilastirir misiniz?
8. Pandemi tamamen sona erdiginde c¢evrimi¢i mesleki gelisimin gelecegi

ile ilgili ne diistinliyorsunuz?
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9. Kurumunuzda g¢evrimici mesleki gelisim caligmalar ile ilgili planlariniz
nelerdir?

10. Pandemi veya olast herhangi bir sebeple olusabilecek bir durumda

cevrimici mesleki gelisim ¢alismalari i¢in acil durum planiniz var mi?
Olusturmay1 diistiniiyor musunuz?
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APPENDIX D: INTERVIEW QUESTIONS FOR INSTRUCTORS IN

TURKISH

Boliim 1

1.

Egitim gecmisinizden bahsedebilir misiniz?

2. Ne kadar siiredir 6gretmenlik yapmaktasiniz?
3. Kurumunuzda ne kadar stiredir ¢aligmaktasiniz?
Boliim 2

1. Pandemi oncesinde kurumunuzda ne tiir mesleki gelisim aktiviteleri
gerceklesmekteydi?

2. Pandemi esnasinda kurumunuzda mesleki gelisim aktivitelerinin nasil
gerceklestiginden bahsedebilir misiniz?
a. Kurumunuz hangi konularda ¢evrimi¢i mesleki gelisim caligmalar

yapt1?

b. Bu konular neye gore belirlendi?
c. Calismalar ne siklikla gergeklesti?

3. Pandeminin ortaya ¢iktig1 donemden bugiine kadar siz bireysel olarak
mesleki gelisimiz i¢in ne tiir aktiviteleri tercih ettiniz? Neden?

4. Kurumunuzun diizenlemis oldugu mesleki gelisim egitimlerine
katilmaniz zorunlu muydu?

5. Kurumunuzdaki uzaktan egitim siiresince size sunulan ¢evrimi¢i mesleki
gelisim aktivitelerini nasil degerlendirirsiniz?
a. Mifredatla ilgili
b. Ogretim ile ilgili (instruction)
c. Ogrenci degerlendirmesi ile ilgili (testing)
d. Ogretmen refahi ile ilgili (teacher well-being)
e. Ogrenci motivasyonu ile ilgili

6. Acil ¢cevrimici 6gretmen mesleki gelisimi sizin i¢in ne ifade ediyor?

7. Kurumunuzun pandemi siiresince diizenlemis oldugu c¢evrimic¢i mesleki
gelisim aktivitelerinde en ¢ok neyi begendiniz ve faydali buldunuz?

8. Kurumunuzda pandemi siiresince diizenlenen ¢evrimic¢i mesleki gelisim
aktivitelerinin yiiz yiize olan mesleki gelisim aktivitelerinden farki neydi?

9. Cevrimici mesleki egitimlerde karsilastiginiz zorluklar nelerdi?
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10. Pandemi tamamen sona erdiginde ¢evrimici mesleki gelisimin gelecegi
ile ilgili ne diistinliyorsunuz?

11. Kurumunuz i¢in ¢evrimici mesleki gelisimi ile ilgili 6nerileriniz var m1?
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APPENDIX E: INTERVIEW QUESTIONS FOR DIRECTORS IN
ENGLISH

Part 1:

1.Could you please mention your educational background?
2. How long did you teach?

3. How long have you been a director?

Part 2:
1. What kind of professional development activities were organized in your
institution before the pandemic?

2. When the pandemic was officially announced in March 2020, in which
subjects did you think that you should support the instructors?

3. How did you decide to support the instructors professionally when the
emergency remote teaching period started?

a. On which subjects have online professional development studies been
carried out in your institution?

b. How were the subjects of these studies determined?

4. Was it compulsory to participate in emergency online professional
development activities you organized at your institution? Why?

5. How did you provide feedback or evaluations of online professional
development activities offered during emergency remote teaching at your
institution?

6. What does emergency online professional development mean to you?

7. What were the advantages and challenges of online professional development
at your organization?

8. What do you think about the future of online professional development when
the pandemic is completely over?

9. What are your future plans for online professional development at your
institution?

10. What is your contingency plan for online professional development in the
event of a pandemic or any other possible reason?
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APPENDIX F: INTERVIEW QUESTIONS FOR PDU MEMBERS IN
ENGLISH

Part 1:

1. Could you tell us about your educational background and certificates you have
received?

2. How long have you been teaching?

3. How long have you been working in your institution?

4. How long have you been working in the professional development unit/field?

Part 2:
1. What kind of professional development activities did you organize at your
institution before the pandemic?

a. Is there a unit at your institution that carries out professional development
activities other than your unit?

2. Could you tell us about your professional development plan during the
emergency remote teaching period at your institution?

3. Could you tell us about the planning phase of online professional development
activities at your institution while the emergency remote teaching?

a. On which subjects has your institution conducted online professional
development activities?

b. How did you identify the topics in online professional development
activities?

c. On which platform did you perform online professional development
activities?

d. How often are professional development activities organized?

4. Was it compulsory to participate in professional development activities
organized by your institution? Why?

5. How did you receive and evaluate feedback rom the faculty members about
online teacher professional development activities at your institution during the
pandemic?

6. What does emergency online professional development mean to you?

7. What were the advantages and challenges of online professional development?
a. Can you compare face-to-face PD with OTPD?

8. What do you think about the future of online professional development once
the pandemic is over?

160



9. What are your future plans for online professional development at your
institution?

10. Do you have an emergency plan for online professional development in case
of a pandemic or any other possible reason?
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APPENDIX G: INTERVIEW QUESTIONS FOR INSTRUCTORS IN
ENGLISH

Part 1

1. Could you please mention your educational background?
2. How long have you been teaching?

3. How long have you been working at your institution?

Part 2
1. What kind of PD activities did you have at your institution before the
pandemic?

2. What kind of professional development activities took place at your institution
during the pandemic?
a. On which subjects did your institution conducted online
professional development activities?
. How were these subjects determined?
c. How often did the studies take place?

3. What kind of activities have you personally preferred for our professional
development since the pandemic emerged? Why?

4. Was it compulsory to attend the professional development trainings organized
by your institution?

5. How would you evaluate the online professional development activities
offered to you during the emergency remote teaching period in term of:

a. Instruction

b. Assessment and testing

c. Teacher well-being

d. Student motivation

6. What does emergency online teacher professional development mean to you?

7. What did you like and find most useful about the online professional
development activities organized by your institution during the pandemic?

8. How was the online professional development activities organized at your
institution during the pandemic different from the face-to-face professional

development activities?

9. What were the challenges you faced regarding online teacher professional
development activities during the pandemic?
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10. What do you think about the future of online professional development once
the pandemic is over?

11. Do you have any suggestions about online professional development for your
institution?

163



APPENDIX H: CONSENT FORM

Bu arastirma Dr. Ogretim Uyesi Nur AKKUS CAKIR danismanliginda,
Orta Dogu Teknik Universitesi Egitim Programlar1 ve Ogretim Yiiksek Lisans
Programi 6grencisi Aysegiil CETIN tarafindan yiiksek lisans tezi olarak
hazirlanmigtir. Bu form siz kiymetli katilimcimizi  bilgilendirmek igin
yazilmistir.

Bu tezin amaci Ankara, Tirkiye’de alti farkli vakif iiniversitesinin
Ingilizce hazirlik okullarinda ¢alismakta olan miidiirlerin, mesleki gelisim birimi
iiyelerinin ve 6gretim gorevlilerinin acil uzaktan egitim donemindeki ¢evrimigi
ogretmen mesleki gelisim uygulamalarina dair tecriibelerine derinlemesine bir
anlayis getirebilmektir.

Goniilliiliik esasina dayali bu c¢alismada size goriisme sorular
yoneltilecektir. Sorulan sorularda sizi rahatsiz edecek herhangi bir soru
bulunmamakla beraber, istediginiz zaman c¢alismadan ayrilma hakkina
sahipsiniz. Ayrilma talebiniz dogrultusunda goriisme sonlandirlacak ve alinan
kay1t imha edilecektir.

Calisma bitiminde, calismaya dair herhangi bir sorunuz i¢in arastirmaci

Aysegiil Cetin’e (aysegul.cetin@metu.edu.tr) veya tez damsmani Dr. Ogretim

Uyesi Nur Akkus Cakir’a  (nakkus@metu.edu.tr)  basvurabilirsiniz.

Katilimeilardan toplanan veriler anonim olarak bu tez basta olmak iizere bazi
bilimsel calismalarda kullanilacaktir.
Calismaya  katillmiz  i¢in  asagidaki  kutucugu  isaretlemeniz

gerekmektedir. Degerli katiliminiz i¢in ¢ok tesekkiir ederim.

Yukaridaki bilgileri okudum ve bu calismaya istedigim zaman
birakabilecegimi bilerek tamamen géniillii olarak katliyorum. [ ]
(Formu doldurup imzaladiktan sonra uygulayiciya geri veriniz).

Isim Soyisim: Tarih: ---/----/----- Imza
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APPENDIX I: TURKISH SUMMARY / TURKCE OZET

GIRIS

Ogretmenler egitimin en etkili paydaslaridir. Tek bir 6gretmen birden fazla
hayat1 degistirmeye muktedirdir. Dogal olarak O6gretmen egitimi, egitimin
gelistirilmesi i¢in her zaman 6nemli bir hedef olmustur. Ogretmen egitimine
yapilan bu vurgu belirli nedenlerden kaynaklanmaktadir. Egitimin Oneminin
arkasindaki nedenlerden biri, 1990'larda O6gretmen bilisinin taninmasidir.
Ogretmenlerin  kendilerine 6zgii, kisisel ve deneyimsel inang, fikir ve
uygulamalarina sahip olmalar1 6gretmen egitimi alaninda ¢igir acan bir degisime
yol agmustir. Ogretmenlerin “teorik ve pedagojik becerilerle doldurulmay:
bekleyen bos kaplar” (Freeman & Johnson, 1998, s. 401) olmadig1 gerceginin
kesfedilmesi, 0gretmen egitimi algisin1 degistirmistir (Borg, 2009; Crandall,
2000; Freeman vd., 1998, s. 401). Johnson, 1998; Johnson, 2006; Nunan ve
Carter, 2001). Tim diinyada egitim reformlar1 6gretmenlere yiiklenmis, hatta
kendilerine yeterli rehberlik sunulmadan egitim kalitesinden yine &gretmenler

sorumlu tutulmustur (Borko, 2004).

Egitim alanindaki bu degisimler nedeniyle, 0gretmen egitimi ve dogrudan
ogretmen mesleki gelisimi (MG) &nemli bir hal almistir. Ogretmenler igin etkili
MG'nin nasil saglanacagi, etkili MG'nin bilesenleri, etkili MG'nin §gretmen
degisimi ve 0grenci basarist agisindan sonuglart MG alanindaki baslica konular
olmustur. Etkili MG'nin sahip oldugu 6zellikler acisindan son yirmi yilda bu
alanda bir fikir birligine varilmistir (Darling-Hammond vd., 2017; Desimone,
2009). Farkli cevaplar olsa da 6gretmenleri uzmanlar ve mentorlarla aktif olarak
desteklemek ve isbirlik¢i, etkilesimli, ise gomiilii, stirekli, baglamsal,
farklilastirilmis, siirekli, farklilastirilmis olmak igin etkili MG gereklidir
(Darling-Hammond vd., 2017; Elliot, 2017).
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Diger taraftan; etkili MG'nin unsurlarimi tespit edebilmek ¢ok kolay olmamuigtir.
Teknolojinin gelismesiyle birlikte, MG’nin yeni bir formu ortaya g¢ikmuistir.
Internetin cevrimici ogretmen mesleki gelisimi (COMG) olarak adlandirilan
yliksek kaliteli MG saglamak icin bir sunum aract olarak kullanilabilmesi,
yepyeni bir aragtirma alant olusturmustur (Elliot, 2017; Philipsen vd., 2019;
Vrasidas & Zembylas, 2004). Cevrim i¢i 6gretmen mesleki gelisiminin yiiz yiize
MG etkinliklerinin ¢evrimi¢i ortamda basit bir aktarimindan daha fazlasi
olmasiyla kendine 6zgili 6zellikleri oldugu gercegini ayirt etmek, arastirmacilari
bu yeni alan hakkinda derinlemesine bir anlayis aramaya tesvik etmistir

(Stevens-Long & Crowell, 2002).

Cevrimi¢i MG aktarimini detayl bir sekilde kavramak i¢in; ¢evrim i¢i 6gretmen
mesleki gelisiminin avantajlar1 ve dezavantajlar1 literatliirde derinlemesine
incelenmis ve yiiz ylize ve ¢evrimigi MG’'yi karsilastiran birka¢ calisma
yapilmigtir. Bu ¢aligmalar ¢evrim i¢i 6gretmen mesleki gelisiminin, 6gretmenleri
zaman ve mekan kisitlamalarindan kurtararak esnek olma, 6gretmenlerin kendi
hizlarin belirlemelerine izin verme, topluluk duygusuna sahip olma ve ayn ilgi
alanlarin1 paylasan meslektaslariyla iletisim halinde olma ve finansal maliyetleri
diisiirmeyi igcerdigini ortaya koymustur. (Dede, 2006; Duffy vd., 2006; Fleischer
& Fox, 2003; Goldman, 2001; Kirik, 2014, Magidin de Kramer vd., 2012;
Powell ve Bodur, 2019; Treacy vd., 2002; Wynants & Dennis, 2018). Ote
yandan; smirli mevcudiyet duygusu, etkilesim eksikligi, egitmenlerden yetersiz
geri bildirim, sorulara geciken yanitlar, 6gretmenlerin smirli dijital yetkinligi,
donanim sorunlar1 ve teknolojik altyapi eksikligi ¢evrim i¢i 6gretmen mesleki
gelisiminin en sik goriilen eksiklikleri olarak kabul edilmektedir (Atmojo, 2021;
Baran ve Cagiltay, 2006; Johar vd., 2021; Juarez-Diaz & Perales, 2021; Powell
& Bodur, 2019; Taglhibeyaz vd., 2014; Wynants & Dennis, 2018).

Salgina kadar ¢evrimici 6gretmen mesleki gelisimi MG dagitiminin baska bir
modu, bir segenekti. Bununla birlikte, tiim diinyada Acil Uzaktan Ogretimin

(AUO) ortaya ¢ikmasi ve sokaga ¢ikma yasaklartyla birlikte ¢evrim i¢i 6gretmen

166



mesleki gelisimi, AUO siiresince dgretmenleri miimkiin olan en kisa siirede

desteklemek i¢in acil bir ¢ozlim tekeline doniismiistiir (Atmojo, 2021).

AUO 'niin kullanimi, ¢evrimici egitim, uzaktan egitim ve sanal egitim gibi belirli
terimlerin tutarsizlig ile ilgili bazi sorunlari ortaya ¢ikarmistir. Ayrintil literatiir
taramasina bagli olarak bu calismada ¢evrimigi egitim, internetin ara¢ olarak
kullanildig: bir uzaktan egitim bi¢imi olarak ele alinmistir. Ayrica, birbirlerinin
yerine kullanmasima ragmen, AUO ve gevrimigi egitimin ayni sey olmadigini
belirtmek olduk¢a miithimdir (Bozkurt ve Sharma, 2020; Hodges vd., 2020). Her
ne kadar birbirlerinden tamamen farkli olduklar1 iddia edilemese de aralarinda
baz1 ayirt edici 6zellikler bulunmaktadir. Oncelikle, adindan da anlasilacag: gibi
AUO “‘acil”’dir. Yani aklimizda hizli kararlari, olaganiistii durumlari ve anlhk
coziimleri ¢agristiran bir acil durum vardir. Cevrimigi egitimden farkli olarak
AUO ise odgretmenlerin ve Ogrencilerin secebilecegi bir segenek degil, bir
zorunluluktur. Ayrica, ¢evrimi¢i egitimin dogasi sistematik ve organizedir,
paydaslarin altyapi, ¢evrimici platformlar, materyaller, cevrimi¢i &gretim
stratejileri dahil olmak iizere herhangi bir hazirlik i¢in yeterli zaman ayirmasina
olanak tanimaktadir. Diger taraftan; AUO, dogal olarak bdyle bir hazirhga yer
birakmamaktadir (Erarslan 2021; Hodges vd., 2020).

Bu fenomenolojik ¢alismanin amaci, Mart 2020 ile Aralik 2021 arasinda acil
uzaktan 6gretim (AUO) sirasinda hazirlik okullarinda Ingilizce dgreten dgretim
tiyelerinin, mesleki gelisim birimi {iyelerinin ve hazirlik okulu miidiirlerinin
cevrimi¢i Ogretmen mesleki gelisim (COMG) programlarinda yasadiklari
deneyimlere iligkin bir fikir edinmektir. Arastirmanin verileri Ankara'da alt1
farkli vakif iiniversitesinin hazirlik okullarinda gérev yapan 18 katilimcidan
toplanmistir. Alt1 6gretim iiyesi, alti mesleki gelisim birimi (MGB) iiyesi ve alt1
Ogretim gorevlisi, asagidaki arastirma sorusuna yanit ararken arastirmaya

goniillii olarak katilmistir:
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1. Ogretim gorevlileri, MGB iiyeleri ve hazirlik okullarinin miidiirleri acil
uzaktan 0gretim doneminde c¢evrimici 0gretmen mesleki gelisim deneyimlerini

nasil algilamaktadir?

YONTEM

Nitel aragtirmanin bir semsiye terim olarak kullanilmasi ve farkli yazarlar
tarafindan ¢ok sayida yaklasim ve bakis a¢isinin bulunmasi (Merriam ve Tisdell,
2015) nedeniyle isimleri farkli olabilse de bu calisma bes ayr1 yaklagimin
oldugunu gostermektedir. Bunlar anlati arastirmasi, fenomenoloji, kuram
olusturma, etnografi ve durum calismasi olarak nitel arastirmadir (Creswell,
2013). Bu caligsmanin nitel yaklasimi1 fenomenoloji olarak belirlenirken iki faktor
g6z Oniine almmustir. {lki AUO sirasinda ¢evrim ici 6gretmen mesleki gelisimi
deneyimi hakkinda anlamli bir ¢ikarim yapilmasiydi. Bu baglamda denek sayisi
sinirsiz  olabileceginden, ¢oklu vaka calismasi yerine fenomenoloji tercih
edilmis, ayrica bir vaka caligsmasi gibi belirli sinirlart olmamasi bir baska faktor
olmustur (Creswell, 2013). Digeri ise, bu ¢aligmada oldugu gibi fenomenolojinin
acemi arastirmacilar icin iyi bir baslangic noktasi olarak kabul edilebilecegi
gercegidir (Creswell, 2013). Fenomenolojik yaklagimlardan ilki Van Manen ve
Martin Heidegger tarafindan temsil edilen hermeneutik veya yorumlayici
fenomenolojidir. Diger fenomenolojik yaklasim ise kurucu Husserl'i takip eden
Husserl, Giorgi ve Moustakas tarafindan temsil edilir; dogrudan, ampirik,
tanimlayici, askin veya psikolojik fenomenoloji olarak adlandirilir (Creswell,
2013; Smith vd., 2009). Bu iki 6nde gelen fenomenolojik okulun 6zelliklerini ise
yeni bir bakis acist1 birlestirmistir. Hermeneutik veya yorumlayict
fenomenolojinin takipgilerinden biri olarak Jonathan Smith, yorumlayic
fenomenolojik analiz’i  yaratmistir  (YFA). YFA’nin teorik temellerini
desteklemek i¢cin hem hermeneutik fenomenolojiden hem de tamamlayici
fenomenolojiden yararlanmistir (Smith vd., 2009). Bu c¢alismada veri analizi

YFA’nn prensiplerine gore yapilmistir.
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Bu calismada veri toplamak i¢in ise yart yapilandirilmis goriismelerden
faydalanilmistir. Merriam ve Tisdell (2015), deneyimin 6ziinii elde etmek i¢in
fenomenolojik goriismenin  6nde gelen veri toplama aracit oldugunu
belirtmislerdir. Yar1 yapilandirilmis fenomenolojik goériismeler, aragtirmacilarin
katilimcilarin deneyimlerine derinlemesine ulagmalarini saglamaktadir (Smith
vd., 2009; Van Manen, 2016). Bu bakis acis1 dogrultusunda bu c¢alismada
verilerin yar1 yapilandirilmis goriismeler yoluyla toplanmasina karar verilmistir.
Kapsamli bir literatiir taramasina dayali olarak ii¢ farkli goriisme sorular

olusturulmustur (Bkz. Ek B, C ve D).

Bu calismanin veri analizi, Smith, Flowers ve Larkin (2009) tarafindan
olusturulan esnek adimlara dayandirilmistir. Yazarlarin belirttigi gibi, IPA,
verileri analiz ederken arastirmacilarin manevralarini sinirlayan kati bir yapidan
muaftir, ancak yeni fenomenologlara rehberlik edebilir (Smith, Flowers &

Larkin, 2009).

BULGULAR

Midiirler, MGB iiyeleri ve egitmenler olmak iizere ii¢ katilimci grubu
oldugundan, tartismanin her boliimii farkli bir gruba odaklanmaktadir. Ayrica
tiim katilime1 gruplarinin verilerinden ortaya ¢ikan ortak temalar bulunmaktadir.
[lk olarak, miidiirlerle yapilan goriismelerden ortaya ¢ikan ii¢ tema vardir: a) acil
cevrim i¢i Ogretmen mesleki gelisimi ihtiya¢ odakliydi, b) acil ¢evrim igi
ogretmen mesleki gelisimi 6gretmen yetkilendirmesini destekledi ve c) acil
cevrim ici OFretmen mesleki gelisimi esnekti. ikinci olarak, MGB iiyeleriyle
yapilan goriismelerden alti tema ortaya g¢ikmistir: a) acil durum cevrim igi
ogretmen mesleki gelisimi dijital ortamda hayatta kalma egitimi gibiydi, b) acil
durum ¢evrim i¢i 0gretmen mesleki gelisimi ihtiya¢ odakliydi, c) acil durum
cevrim i¢i Ogretmen mesleki gelisimini desteklemek icin bir firsatti. d) Acil
cevrim i¢i dgretmen mesleki gelisimi, MGB iiyelerinin hazirliksiz oldugu bir
donemdi, e) Acil ¢evrim i¢i 6gretmen mesleki gelisimi esnekti, f) Acil ¢evrim ici

ogretmen mesleki gelisimi pratikti. Son olarak, egitmenlerden ortaya ¢ikan alti
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tema vardir: a) Acil g¢evrim i¢i Ogretmen mesleki gelisimi ¢eviklik
gerektiriyordu, b) acil ¢evrim i¢i 6gretmen mesleki gelisimi ihtiya¢ odakliydi, c)
acil ¢cevrim i¢i 0gretmen mesleki gelisimi, 6gretmenlerin ve dgrencilerin genel
refahin1 ve motivasyonunu tesvik edememis, d) acil ¢evrim i¢i 6gretmen mesleki
gelisimi herkese ayni egitimi vermis, e) acil ¢evrim i¢i Ogretmen mesleki
gelisimi teori ve pratik arasindaki dengeyi saglayamamis, f) acil ¢evrim igi
ogretmen mesleki gelisimi esnek bir 6grenme firsatt sunmustur. Son olarak, 18
katilimcinin tamami iki tema konusunda hem fikirlerdir: a) acil ¢evrim igi
ogretmen mesleki gelisimi ihtiya¢ odakliydi, b) acil ¢evrim i¢i 6gretmen mesleki

gelisimi esnekti.

TARTISMA

Sonuglar tartigilan ilk grup midiirlerdir. Dil okulu miidiirleri acil durum ¢evrim
ici 0gretmen mesleki gelisiminin ihtiya¢ odakli, 6gretmen gii¢lendirme iizerinde
etkili ve esnek oldugunu diisinmektedir. ilk tema, acil durum cevrim ici
ogretmen mesleki gelisiminin ihtiya¢ odakli olmasma dairdir. Karaferye'nin
(2022) belirttigi gibi, kriz aninda §gretim elemanlarinin sosyal, duygusal, teknik,
fiziksel ihtiyaglarini tespit edip buna gére MG planlar gelistirmesi gereken okul
miidiiriidiir. Okul miidiirleri, 6gretim elemanlarinin ihtiyaclaria gore acil ¢evrim
ici 0gretmen mesleki gelisimi oturumlarinin igerik ve sikliginin olusturuldugunu
belirtmislerdir. Ayrica, acil durum g¢evrim i¢i 6gretmen mesleki gelisimi igin
cevrimic¢i platformlarin etkin kullaniminin iyilestirilmesinin birinci 6ncelik
oldugu, ¢evrim i¢i dersler devam ettikge 6gretim gorevlilerinin ihtiyaglarinin da
siire¢ icerisinde netlik kazandigi miidiirler tarafindan ifade edilmistir.
Konugmanin nasil 6gretilecegi, yazmanin nasil 6gretilecegi veya d6grencilerin
ilgisinin nasil daha fazla ¢ekilebilecegi gibi ¢evrimici platformlarda 6gretim
becerilerini gelistirmek icin Ogretim gorevlileri egitimlerle desteklenmistir.
Miidiirler, AUO déneminde ihtiyaclarin tespit edilmesi i¢in egitmenlerin siirekli
geri bildirimlerinin ¢ok 6nemli oldugunu ifade etmislerdir. Yapilandirilmis acil
cevrim i¢i 0gretmen mesleki gelisimi tasariminin baglatilmasi miimkiin olmadigi

icin miidiirler, egitmenlerini profesyonel olarak desteklemek i¢in egitmenlerin
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ihtiyaclarma ve kurumun ihtiyacina gore manevralar yapmak zorunda
kaldiklarin1 ifade etmislerdir. Ogretmenlere i¢ ve dis uzmanlarin yardimiyla
mesleki gelisim firsatlarinin saglanmasinin, yoneticilerin bir krizin ortasinda
egitmenleri desteklemek icin actiklar1 bir kapi oldugu agiktir (Granville-

Chapman, 2021; Kog¢ ve Bavli, 2022).

Ikinci olarak, miidiirler acil cevrim ici dgretmen mesleki gelisiminin dgretmen
yetkilendirmesini  destekledigini ifade etmislerdir. Ogretim elemanlarmin
cevrimici Ogretime yabanci olmasi nedeniyle acil ¢evrim i¢i 6gretmen mesleki
gelisimi etkinliklerine katilmanin zorunlu oldugu ve bu a¢igin giderilmesi i¢in
kurumlar1 tarafindan desteklenmeleri gerektigi belirtilmistir. Miidiirlere gore
MG, egitim alanindaki dinamik degisimlere uyumlu olmak i¢in siirekli olmalidir.
Ayrica, siirekli acil ¢evrim i¢i 6gretmen mesleki gelisimi aktivitelerine ayak
uydurmanin dgretim gorevlilerinin  motivasyonunu diislirdiigli de ortaya
¢ikmaktadir. Ote yandan, acil ¢evrim igi Ofretmen mesleki gelisimi
oturumlarinin  bir sonucu olarak, egitmenler zorunlu COMG oturumlar
sayesinde O0gretim becerilerini, ¢evrim i¢i degerlendirme becerilerini ve ¢evrim
ici geri bildirim becerilerini gelistirmislerdir. Barbour vd. (2020) acil bir durum
olmasa bile Ogretmenlerin uzaktan ve c¢evrimi¢i Ogretim becerilerini
gelistirmelerinin ¢ok O6nemli oldugunu belirtmis ve sonuclar miidiirlerin yeni
beceriler gelistirmeleri i¢in egitmenlerinin yetkilendirilmesini desteklemek adina

acil ¢cevrim i¢i 6gretmen mesleki gelisiminden yararlandigini ortaya koymustur.

Son olarak miidiirler, acil ¢evrim i¢i 6gretmen mesleki gelisiminin esnek olmasi
acisindan oldukga avantajli oldugunu ifade etmislerdir. Literatiire gore, zaman ve
yer gibi kisitlamalar1 ortadan kaldirarak esnek olabilmesi ¢evrim ici §gretmen
mesleki gelisiminin en 6nemli avantajlarindan biridir (Dede, 2006; Magidin de
Kramer vd., 2012; Treacy vd., 2002; Powell ve Bodur, 2019). Calismanin
sonuclari, yer, zaman ve c¢alisma saatleri sinirlamasi olmaksizin acil ¢evrim ici
ogretmen mesleki gelisimi etkinliklerine katilmaya izin verdigi icin AUO
sirasinda ¢evrim i¢i 6gretmen mesleki gelisimi etkinliklerinin esnekliginin bir

avantaj oldugunu gostermistir. Miidiirler, mesai saatleri diginda acil ¢evrim ici
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ogretmen mesleki gelisimi etkinliklerine katilmanin egitmenler i¢in de sorun
olabilecegini belirtmislerdir. Egitmenlerin sonuglar1 ise, bu bdliimiin sonunda
tartisilan, mesai saatleri disinda MG etkinliklerine katilmanin motivasyonu
diistirdiigiinii dogrulamistir. Ayrica esnekligin bir pargasi olarak zamandan ve
mekandan bagimsiz olmasi, ufku yiiz yiize MG'nin zaman ve maliyet
kisitlamalar1 nedeniyle ulagamayacagi sekilde genisletmistir. Sonuglar, literatiirle
uyumlu olarak, acil ¢evrim i¢i 0gretmen mesleki gelisiminin uluslararasi bir
egitim agia izin verdigini ortaya koymaktadir (Dede, 2006; Treacy vd., 2002;
Power ve Bodur, 2019).

Ikinci grup olarak, MGB iiyeleri COVID-19 salgin1 sirasinda ogretim
gorevlilerinin gelisiminden sorumluydular. Sonuglar, MGB {iyelerinin acil
durum c¢evrim i¢i 0gretmen mesleki gelisimini dijital ortamda hayatta kalma
egitimi olarak algiladiklarmi gostermistir. Ozellikle Tiirkiye'deki Fatih
Projesi'nden sonra ogretim elemanlarinin dijital okuryazarlifinin biiyiik bir
kisminin tatmin edici olmamasi ve yogun bir sekilde elestirilmesi (Akbaba-
Altun, 2006; Kayaduman vd., 2011) ve pandemi sirasinda ayn1 sekilde &gretim
elemanlarinin dijital okuryazarlik diizeylerinin yliksek olmamasi (Aytag, 2021)
nedeniyle 6gretim gorevlilerinin derslerine online olarak devam etmeleri igin
desteklenmeleri ancak dijital hayatta kalma becerilerini gelistirmeleri ile
miimkiin olmustur. Benzer sekilde, literatiir, daha Once c¢evrimi¢i Ogretim
deneyimi olmayan egitmenlerin egitimlerinde temel teknolojik becerilerin bir
oncelik olmasi gerektigini 6ne siirmektedir (Walsh vd., 2021). Ikinci olarak
miidiirlerin yaptig1 gibi, pandemi sirasinda MG faaliyetleriyle ilgili karar
vericilerden biri olarak, MGB iiyelerinin sonugclari, acil ¢evrim i¢i 6gretmen
mesleki gelisiminin ihtiya¢ odakli bir siire¢ olduguna da 151k tutmustur. MGB
tiyeleri, pandeminin baslangicinda egitmenlerin ihtiyac1 hakkinda genel bir
kanaate sahip olsa da ¢evrimigi dgretim siireci, egitmenlerin ihtiyaclarini ortaya
cikarmigtir. Songiil'iin (2019) iddia ettigi gibi teknoloji kullanimi, 6gretim
uygulamalarinda degisiklikler ortaya cikarmistir. Goriinlise gore, ¢evrimigci
ortamlara bu zorunlu gecis, Ogretim elemanlarinin 6gretim uygulamalarinda

belirli bir degisiklige yol a¢gmistir ve kidemli &gretmenler bile bu ortamda
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deneyimsiz hale gelmistir. Bunun olasi bir agiklamasi, 6gretim elemanlarinin
ihtiyaclarinin siire¢ igerisinde farklilagmasi ve MGB iiyelerinin buna gére adim

atmasi olabilir.

Ayrica MGB {yelerinin deneyimlerinin, acil ¢evrim i¢i &gretmen mesleki
gelisimini kriz aninda birbirlerine duygusal destek saglamak icin bir firsat olarak
gordiigi de ortaya ¢ikmigtir. MGB {iyeleri, egitmenlerin sosyal ihtiyaclarinin
farkinda olarak, pandemi ve belirsiz gelecek nedeniyle olugsan yogun kaygiy1 goz
ontinde bulundurarak, acil ¢evrim i¢i 6gretmen mesleki gelisimi faaliyetlerinden
sosyallesmek icin de yararlanmiglardir. Acil durum etkinliklerinin amaci,
ogretim gorevlilerini sadece profesyonel olarak desteklemek degil, ayni1 zamanda
cevrimigi bir araya gelerek, online derslerde neler yaptiklarini paylasabilmeleri
adma bir firsat yaratmak ve onlar1 duygusal olarak rahatlatmakti. Cevrim igi
ogretmen mesleki gelisimi oturumlar1 sirasinda sik sik bir araya gelmek, geri
bildirim anketleri gondermek ve goriisme esnasinda kameralar1 agmak, ¢evrimigci
kahve saatleri diizenlemek MGB iiyeleri tarafindan kullanilan genel stratejilerdi.
Ayni sekilde kahve saatleri diizenlemek ve goriisme esnasinda kameralar1 agmak
da pandemi sirasinda calisanlarin refahin1 destekleyecek stratejilerden bazilarrydi
(Joly, 2020). Bu calismaya katilan 6gretim elemanlarina gore 6zellikle bu tiir
oturumlarin diizenlenmesi onlar1 olumlu yonde etkilemis ve kurumlarinin onlar
onemsediginin ve isyerlerinde degerli olduklarimin bir gostergesi olarak

algilanmistir.

Ayrica bulgular, MGB iiyelerinin bdyle bir krizle bas etmeye hazirliksiz
olduklarimi acik¢a gostermektedir. Sonuglar, MG etkinliklerini ¢evrimici
sunmaya hazirlikli olmadiklarini ve ¢evrimig¢i ortamlar konusunda dogal olarak
deneyimsiz olduklarini, ayrica ¢evrim i¢i 6gretmen mesleki gelisimi oturumlari
aracilifiyla sunmalar1 gereken bilgileri sindirmeye de vakitleri olmadigini ortaya
koymustur. MGB {iyelerinden birinin belirttigi gibi, dersler baslamadan o6nce
verilen bir ¢evrim i¢i 6gretmen mesleki gelisimi oturumunda meslektaglarina
destek olabilmek i¢in gece calistigini sdylemistir. MGB iiyelerinin egitmenlere

destek olmak ve “hazirliksiz” olma durumunu telafi etmek i¢in biiyiik ¢aba sarf
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ettikleri acgikti. Pandemi beklenmedik oldugundan (Hodges vd., 2020),
hazirliksiz olmak gayet anlasilabilirdir. Literatiir ayrica hazirliksiz olmanin
AUOQO'ye 6zgii bir dzelligi oldugunu desteklemektedir (Bond, 2021; Hodges vd.,
2020). Yani, Hodges ve ark. (2020), normal ¢evrimigi 6gretim silirecinin aksine,
yapilandirilmis ve hazir MG planlar1 bulunmadigini, dolayisiyla egitmenlerin
kendi MG ve adaptasyon siireclerinden sorumlu olmalar1 gerekebilecegini
belirtmistir. Ayrica, AUO'ye ilk tepkileri anlamak amaciyla yapilan bir
arastirmanin sonuglarina gore, dgretmenler tek oturumlu ¢evrim i¢i dgretmen
mesleki gelisiminin  etkililigi konusundaki endiselerini dile getirerek,
egitmenlerinden ve meslektaslarindan destek istediklerini, ancak teknolojiyi
siiflarma daha fazla entegre etseler, AUO sirasinda daha az hazirliksiz

hissedeceklerini belirtmislerdir (Whalen, 2020).

Acil ¢evrim i¢i 0gretmen mesleki gelisimi, miidiirlerin ve 6gretim gorevlilerinin
cevaplarina benzer sekilde, MGB iiyeleri i¢in de esnekti. Cevrim i¢i 6gretmen
mesleki gelisimi etkinliklerinin zaman ve mekan sinirlamalarini ortadan
kaldirdigina dair MGB {iyelerinin cevaplart literatiirle uyumluydu (Dede, 2006;
Dufty vd., 2006; Elliot, 2017; Fleischer & Fox, 2003; Magidin de Kramer vd.,
2012; Powell ve Bodur, 2019). MGB iiyeleri, 6gretim elemanlarinin acil ¢evrim
ici 6gretmen mesleki gelisimi etkinliklerine biiyiik bir esneklikle katilabilecegini,
ancak midiirlerin belirttigine benzer sekilde, MGB {iyeleri, herhangi bir
zamanda ve herhangi bir yerde toplanmanin zaman zaman G6gretim gorevlileri
icin bir dezavantaj olabilecegini belirtmislerdir. Ayrica, MGB iiyelerinin ¢ogu
bazi1 prestijli uluslararasi sertifika programlarina katilabildikleri ve sertifikalarin
aldiklar1 icin, esnek olabilmeyi acil durum c¢evrim i¢i Ogretmen mesleki

gelisiminin 6zellikle biiyiik bir avantaji olarak gordiikleri ortaya ¢ikmustir.

Son olarak, okul midiirlerinin ve 6gretim gorevlilerinden farkli olarak, MGB
iiyelerinin bulgular1 da acil ¢evrim i¢i 6gretmen mesleki gelisiminin onlar igin
oldukca pratik oldugunu ortaya koymustur. MGB iiyeleri, kurum i¢ci MG
etkinliklerinin ~ diizenlenmesi, = donanim  (video-kamera)  kullaniminin

diizenlenmesi, kayit sirasinda ses kalitesi, 0grencilerin video kamera nedeniyle
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derslerde rahatsiz olmalari, dersin yapilacagt mekanin diizenlenmesinden
sorumlu olduklart i¢in kalabalik bir 6gretmen grubunun bir araya getirilebilmesi,
gerektiginde Ogretim elemanlarinin gruplara ayrilmasi, uluslararasi konuk
konugmacilarin ulasim ve konaklamasinin ayarlanmasi, MGB iiyelerinin

goriismeler sirasinda dile getirdigi hususlar olmustur.

Miidiirler ve MGB iiyelerinden farkli olarak, egitmenler acil ¢evrim i¢i 6gretmen
mesleki gelisiminin yliksek bir c¢eviklik donemi oldugunu diisliniiyor. Ayrica
literatliriiniin  aksine (Holmes vd., 2010; Vrasidas & Zembylas, 2004)
COMG’nin ¢ocuk bakimi gibi hususlarda 6gretim gorevlilerine yardimeci
olmadig1 ortaya ¢ikmistir. Aksine evde pek ¢ok is ile ugrasirken acil ¢evrim ici
ogretmen mesleki gelisimi faaliyetlerine ayak uydurmak 6gretim gorevlileri i¢in

oldukga zorlayici olmustur.

Calismanin ortaya ¢ikardigi icerikle ilgili bir diger deneyim, acil durum ¢evrim
ici Ogretmen mesleki gelisiminin iceriginde farklilagtirma olmamasidir.
Arastirmanin bulgulari, COMG etkinliklerinin igeriginin tiim egitmenler igin
ayni oldugunu ve egitmenlerin acemi veya kidemli olmasi arasinda bir ayrim
yapilmadigini ortaya koymustur. Ankara'da bir vakif {iniversitesinde yapilan bir
aragtirmaya gore, tecriibesiz ve tecriibeli 6gretmenlerin kurumlarindaki hizmet
ici egitime yonelik algilart olduk¢a olumlu oldugu ve 6gretim elemanlarinin
deneyim diizeyine gore anlamli bir farklilik olmadigimi ve tiim Ogretim
gorevlilerinin kurumlarindaki MG tasarlanitken de siirece dahil olmalari
gerektigi belirtilmistir (Turhan ve Arikan, 2009). Benzer sekilde Borg (2015) da
etkili MG i¢in 6gretmenlerin siirece katilimiin 6nemini vurgulamistir. Ancak;
AUO 'nin benzersiz 6zellikleri gdz oOniine alindiginda, bir kurumdaki tiim
egitmenler i¢in tasarim siirecine dahil olmak oldukga zordu, ¢iinkii kimse bdyle
kiiresel Olcekte bir krize asina degildi. Ayrica, AUO sirasinda “deneyimli”
kavrami alt list olmustur, ¢iinkii bu ¢alismanin katilimcilarinin da belirttigi gibi,
deneyimli 6gretmenler dijital yetkinlik diizeyleri nedeniyle ¢evrimici ortamlarda
en az deneyimli 0gretmenlere donilismiistiir. Bagka bir deyisle, bu caligmadaki

tim katilmeilar acil ¢evrim i¢i 6gretmen mesleki gelisiminin ihtiya¢ odakli
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oldugunu kabul etse de deneyime dayali igerik farklilagtirmasi goriiniiste
yetersizdi. Ayrica, tek bir dogrunun herkese uymayabilecegi ve en iyi MG
uygulamasinin bile 6gretmenlerin ihtiyaglarin1 karsilamada yetersiz kalabilecegi

unutulmamalidir (Avalos, 2011).

Veriler ayrica acil ¢evrim i¢i 6gretmen mesleki gelisimi faaliyetlerinin iceriginde
uygulama eksikligi oldugunu da ortaya koymustur. Cevrim i¢i 6gretmen mesleki
gelisimi seanslari i¢in teori ve pratik arasindaki denge saglanamamistir. Duffy ve
ark. (2006), etkili cevrim i¢i Ogretmen mesleki gelisiminin “6gretmen
sorgulamasini, katilimini ve yansitmasini desteklemek ve desteklemek i¢in teorik
ve pedagojik olarak saglam bir Ogrenme ortami yaratmasi” gerektigini
belirtmistir (s. 193). Ancak bulgular, acil COMG oturumlarmin etkili COMG

icin tim bu gereksinimleri karsilayamadigini ortaya koymaktadir.

Acil ¢evrim i¢i Ogretmen mesleki gelisimi i¢in bazi kurumlar ise daha kati
olmayan bir ¢evrim i¢i 6gretmen mesleki gelisimi sistemi benimsese de bazi
kurumlar yiiz ylize MG aktivitelerinde kiiciik degisiklikler yaparak ya siirekli
evde olmanin zorlu yiikiinii ihmal edecek sekilde MG planlamalar1 yapmalaridir.
Genel olarak ise COMG calismalarinda pratik ve Ogretmen disa vurumu

evrelerinin ihmal edildigi gézlemlenmistir.

Son olarak, miidiirlere ve MGB {iyelerine benzer sekilde, 6gretim gorevlileri de
acil cevrim i¢i Ogretmen mesleki gelisiminin esnek bir O6grenme firsati
sundugunu belirtmiglerdir. Zaman ve mekan kisitlamalarinin  ortadan
kaldirilmasi, ¢evrim i¢i 6gretmen mesleki gelisiminin 6nde gelen bir avantajidir
(Ateskan, 2008; Dede, 2006; Magidin de Kramer vd., 2012; Treacy vd., 2002;
Powell ve Bodur, 2019). Bulgular, esnekligin kurum ici ve kurum disgt COMG
faaliyetleri agisindan 6gretim gorevlileri i¢in 6nemli bir unsur oldugunu ortaya
koymaktadir. Ayrica bir katilimecmnin da belirttigi gibi c¢evrim i¢i dgretmen
mesleki gelisimi bir seyler 6grenmek i¢in kurumlarindan izin alma ihtiyacim
ortadan kaldirmistir. Ne yazik ki literatiir de bunu desteklemektedir. Yiicedag ve

Sevik (2021) tarafindan yapilan bir arastirmaya gore, arastirmanin yapildig ii¢
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iilke arasinda (Tiirkiye, Almanya ve Ispanya), kurum dis1 MG etkinliklerine
katilmak i¢in izin alma prosediirii sadece Tiirkiye'deki katilimcilardan bir sorun
olarak giindeme getirilmistir. Goriinlise gore, acil ¢evrim i¢i 6gretmen mesleki
gelisiminin esnekligi sadece kurum ici ¢evrim i¢i O6gretmen mesleki gelisimi
faaliyetleri i¢in degil, ayn1 zamanda uluslararasi 6lgekte olanlar i¢in de olumlu

bir avantaj olarak goriilmekteydi.

Katilimcilarin sonuglari birlestirildiginde, bu ¢alisma sonucunda iki tema ortaya
cikmistir. Bu ¢alismanin on sekiz katilimcisinin tamaminin deneyimine gore, acil
cevrim i¢i 6gretmen mesleki gelisiminin a) ihtiya¢ odakli ve b) esnek oldugunu
gostermektedir. Literatiir, COVID-19 pandemisi diinyada tamamen ortadan
kalktiginda bilimse arastirmalarin ¢ok degerli olacagini, ancak bu zorlu dénemde
kazandiklarimizin acil bir durumda sadece gelecek i¢in bir deger olmayacagin
kuvvetle vurgulamistir (Bozkurt & Sharma, 2020; Erarslan, 2021; Juarez-Diaz &
Perales, 2021; Mishra vd., 2020). Bu ¢aligmanin sonuglart ayn1 zamanda mevcut

COMG ve MG calismalari icin kiymetli olabilecektir.

ONERILER

Bulgular, acil uzaktan &gretim siirecinin zorlayict olmasina ragmen okul
miidiirleri, MGB {yeleri ve 0Ogretim gorevlilerinin bunu 6zellikle dijital
okuryazarlik ve kiiresel bir 6gretmen-6grenen olma konusunda hizli gelismelere
sahip olmak icin bir firsat olarak gordiiklerini gostermektedir. Gorlinen o ki bu
donem, oliim kaygisi, evlere hapsedilme, sosyal ve mesleki her tiirlii olayla ekran
karsisinda ugrasilmasi nedeniyle tiim taraflar i¢in oldukca zorlu gec¢mistir.
Ancak, bu donemin ayni zamanda dil okulu miidiirlerine, MGB iiyelerine ve
Ogretim elemanlara 6zellikle teknoloji konusunda biiylik bir giiven getirdigi
sOylenebilir, dyle ki, gelecekte benzer kosullarda bir kriz yasanirsa, katilimcilar

hayatta kalmanin tekrar tekrar bir yolunu bulacaklarini beyan etmislerdir.

Ulusal ol¢ekte, MEB tarafindan K-12 ogretmenleri i¢in ¢evrim i¢i 0gretmen

mesleki gelisimi uygulamalar1 saglanmaktadir (MEB, 2022). AUO déneminde
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kazanilan becerilerin kaybolmamasi i¢in kurumun ihtiyaclarina gore tasarlanan
benzer bir uygulamadan vakif ve devlet iiniversitelerinde de yararlanilabilir. Acil
cevrim i¢i 6gretmen mesleki gelisimi uygulamalari i¢in alinan kayitlar sayesinde,
egitmenlere destek olmak icin gelecekte indiiksiyon ve standardizasyon
faaliyetlerinde kullanilabilecek ¢ok sayida ¢evrim i¢i 6gretmen mesleki gelisimi
videosu bulunmaktadir. Ayrica, egitmenlerin kendi hizlarinda c¢evrim ici
ogretmen mesleki gelisimi etkinliklerinden olduk¢a memnun olduklar igin,
egitmenlerin ihtiyaglarina gore olusturulan ve egitmenlerin kendi hizinda
tamamlanabilecek ¢evrimi¢i  platformlarin  kullanimin1  midiirlerin ~ de

desteklemesi gerekmektedir.

Egitim liderliginin 6nemi goz ardi edilmemeli, vakif ve devlet
tiniversitelerindeki hazirlik okullarinin miidiirleri, salgin tamamen ortadan kalksa
bile personelini hibrit MG faaliyetlerinden yararlanmalar1 i¢in yonlendirmelidir.
Okul miidiirlerinin etkili teknoloji kullaniminin G6gretmenlerin  tiikenmislik

oranini olumlu etkiledigi unutulmamalidir (Avcer ve Seferoglu, 2011).

Ayrica aragtirma, egitmenlerin cevrim i¢i Ogretmen mesleki gelisiminin
esnekliginden memnun olduklarini ve kendilerini mesleki olarak gelistirmek i¢in
izin almalarma gerek olmadigmi belirtmislerdir. Ne yazik ki literatiir, MG
etkinliklerine katilma “izninin” Tiirkiye'de bir sorun oldugunu da pekistiriyor
(Yiicedag ve Sevik, 2021). Bununla birlikte, egitim liderleri olarak, hazirlik
okullarinin miidiirleri, MG faaliyetlerine izin verme prosediiriinii miimkiin

oldugunca kolaylastirmalidir.

MGB iiyeleri, esnek ¢evrim i¢i Ogretmen mesleki gelisimi firsatlarindan
yararlanabilir ve kendi baglamlarina ve egitmenlerin ihtiyaglarina 6zel bir hibrit
MG modeli tasarlayabilir. Ozellikle MG etkinlikleri icin sadece &grenci
motivasyonunun degil, 6gretmen motivasyonunun da giindemde olmas1 gerektigi
ve O0gretim elemanlarinin MGB {iyeleri tarafindan orgiitsel ve bireysel psikoloji

alaninda dis uzmanlarin destegiyle zihinsel olarak desteklenmesi gerektigi
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unutulmamalidir. Yiiz yiize ve ¢evrimi¢i MG etkinliklerinin iceriginde 6gretmen

refahi bir 6ncelik olmalidir.

Calisma ayrica, COMG aktivitelerinde uygulamali etkinlikler yapilmalidir.
Yalnizca ¢evrimici dersler i¢in degil, ayn1 zamanda geleneksel sinif 6gretiminde
teknolojiyi tam olarak benimsemek egitmenler i¢in ¢ok Onemlidir. Cevrim ici
ogretmen mesleki gelisimi etkinlikleri sirasinda da uygulamali etkinlikler ve

bilginin yansitilmasi ihmal edilmemelidir.

Arastirma sonucunda ortaya ¢iktig1 gibi, MGB tiyeleri, acil ¢evrim i¢i 6gretmen
mesleki gelisimi oturumlarinin dijital diinyada ayakta kalmay1 hedefledigini ve
bu MG faaliyetlerine hazirliksiz yakalandiklarin1 belirtmislerdir. Egitmenlerden
birinin belirttigi gibi, MGB tiyeleri 6gretmenlere ilham vermeli ve teknolojide
egitmenlerden bir adim daha ileri olmalhdir. Hazirlik okullarinin miidiirleri de

MGB iiyelerinin teknoloji alanindaki gelisimlerini desteklemelidir.

Son olarak, egitmenler AUO sirasinda kazandiklar1 dijital yetkinligi
kaybetmemeli ve ¢evrim i¢i 6gretmen mesleki gelisimi pandemi sonrasinda da
hayatlarina entegre etmek i¢in ¢evrimici 6grenme toplulugunun bir parcasi haline
gelmelidir. Ogretmen 6zerkliginin bir gretmenin vazgegilmez bir ozelligi
oldugunu belirtmek de dnemlidir. MGB’ler MG etkinliklerinin tasarlanmasi ve
uygulanmasindan sorumlu olan hazirlik okullarinin alt dallar1 olsa da egitmenler,
ogrenen-0gretmen olarak kendi 6zerkliklerinden sorumlu olmali ve kurumlarinda

mesleki gelisimleri i¢in s6z sahibi olmalidirlar.

Bunlarin yan1 sira, bu ¢calismanin hem AUO hem de ¢evrim i¢i 6gretmen mesleki
gelisimi literatiiriine katki saglayacagi diisliniilmektedir. Calismanin bu kismu,
egitim alanindaki aragtirmacilara rehberlik etmek i¢in gelecekteki aragtirmalara

yonelik ¢ikarimlart sunmaktadir.

Oncelikle, bu ¢aligma Ankara, Tiirkiye'deki alt1 vakif iiniversitesinde yapilmustir.

Bu kurumlar arasinda is yiikii, MG faaliyetlerinin siklig1, 6gretim tiyesi sayisi,
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finansal kapasiteler, O6gretim elemanlarinin deneyimleri ag¢isindan farklilik
oldugu i¢in vakif {niversitelerindeki Ogretim elemanlarindan farklilik

gosterebilmektedir.

Ikinci olarak, bu fenomenolojik ¢alisma, AUO sirasinda acil ¢evrim igi 6gretmen
mesleki gelisimi ile ilgili ti¢ farkli grubun deneyimlerine odaklanmistir. Ancak,
her grubun belirli becerilere ve Ozelliklere ihtiyaci vardi, bu beceriler ileride

arastirilabilir.

Ucgiinciisii, bu calisma MG yerine ¢evrim i¢i 6gretmen mesleki gelisimini tercih
eden 6gretim elemanlarinin, MGB iiyelerinin veya midiirlerin 6zelliklerini ayirt

etmemistir, ki bu gelecekte arastirilabilir.

Dérdiinciisti, bu ¢alisma acil bir ¢evrim i¢i 6gretmen mesleki gelisimi programi
saglamamistir. Benzer kosullara sahip bir acil durumda acil ¢evrim i¢i 6gretmen
mesleki gelisimi plani tasarlanabilir ve farkli branglarda uzman 6gretmenlerle

ihtiya¢ analizi yapilabilir.

Son olarak, bu ¢alisma AUO sirasinda cevrim i¢i dgretmen mesleki gelisimi
aktivitelerini degerlendirmemistir. Daha fazla egitim aragtirmasi, yliksek 6gretim
ve K-12 diizeyinde AUO sirasinda acil gevrim i¢i dgretmen mesleki gelisimi

uygulamalarin1 degerlendirebilir.
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