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ABSTRACT

THE CONCEPTUALIZATIONS OF “THE SELF AND THE OTHER”
OF EFL TEACHERS AND THEIR REFUGEE STUDENTS” IN THE TIME OF
THE COVID-19 PANDEMIC

ORSDEMIR SAGIN, Kiibra
Ph.D., The Department of English Language Teaching
Supervisor: Assoc. Prof. Dr. Perihan SAVAS

September 2022, 297 pages

This study aims to investigate the concepts of “the Self” and “the Other” through the
act of reflexivity in an English as a Foreign Language (EFL) context during the
Covid-19 pandemic through two different groups; EFL teachers, and refugee EFL
students. The study also focuses on examining how these conceptualizations reflect
on EFL teachers’ language teaching practices with refugee students; together with
understanding what challenges these conceptualizations create for the refugee EFL
students in different aspects. Understanding such conceptualizations provide
suggestions for teacher education programs in issues dealing with ethnically diverse
teaching contexts with refugee students together with contributing to the EFL
Teacher Education literature by providing insights on ideologies constructed both by
EFL teachers and refugee-backgrounded language learners. The study investigated
the mentioned issues at the time of the Covid-19 pandemic. Even though it was the
first academic year of face-to-face education after the online education period, the
study also focused on the experiences of online education and the Covid-19 process

in a retrospective way. In order to investigate these focal points, following an

iv



interpretive research approach, a multiple case study design was adopted to critically
examine both EFL teachers and refugee students. The study adopted a variety of data
collection tools to achieve triangulation purposes such as semi-structured interviews,
face-to-face classroom observations and reflexive journals. The findings of the study
reveal conceptualizations of the Self and the Other for both cases in a context

specific way.

Keywords: the Self and the Other, reflexivity, EFL teachers, refugee students, EFL

Teacher Education



0z

COVID-19 PANDEMI SURECINDE INGILIZCEYI YABANCI DIiL OLARAK
OGRETEN OGRETMENLERIN VE ONLARIN MULTECI OGRENCILERININ
“OZ VE OTEKI” BAGLAMINDAKI KAVRAMSALLASIRMALARI

ORSDEMIR SAGIN, Kiibra
Doktora, Ingiliz Dili Ogretimi Boliimii

Tez Yoneticisi: Dog. Dr. Perihan SAVAS

Eyliil 2022, 297 sayfa

Bu calisma, Covid-19 pandemisi sirasinda Yabanci Dil Olarak Ingilizce 6gretimi
(EFL) baglaminda diisiiniimsellik eylemi iizerinden “Ben” ve “Oteki” kavramlarini
iki farkli grup lizerinden arastirmayr amaglamaktadir; EFL 6gretmenleri ve miilteci
EFL 6grencileri. Calisma ayrica bu kavramsallastirmalarm Ingilizce 6gretmenlerinin
miilteci Ogrencilerle dil o6gretimi uygulamalarina nasil yansidigini incelemeye
odaklanmakla birlike bu kavramsallastirmalarin farkli agilardan miilteci EFL
ogrencileri i¢cin ne gibi zorluklar yarattigini anlamayr amaglamaktadir. Bu tiir
kavramsallagtirmalar1 anlamak, hem Ingilizce dgretmenleri hem de miilteci kokenli
dil 6grenenler tarafindan insa edilen ideolojiler hakkinda iggoriiler saglayarak
Ingilizce Ogretmen Egitimi literatiiriine katkida bulunmanmn yani sira miilteci
ogrencilerle etnik olarak farkli 6gretim baglamlariyla ilgilenen konularda 6gretmen
egitimi programlar1 i¢in Oneriler sunar. Caligma, Covid-19 salgimni sirasinda
bahsedilen konular1 aragtirmistir. Cevrimici egitim doneminden sonra yiiz yiize
egitimin ilk akademik yil1 olmasina ragmen, calismada geriye doniik olarak ¢evrimigi
egitim deneyimlerine ve Covid-19 siirecine de odaklanildi. Bu odak noktalarini

aragtirmak igin, yorumlayici bir arastirma yaklasiminin ardindan, hem Ingilizce
Vi



Ogretmenleri hem de miilteci 6grencileri elestirel olarak incelemek icin ¢oklu bir
vaka calismasi tasarimi benimsenmistir. Calisma, yar1 yapilandirilmis goriismeler,
yiiz ylize smif gozlemleri ve doniiglii giinliikler gibi liggenleme amaclarina ulagsmak
icin cesitli veri toplama araglarini benimsemistir. Calismanin bulgulari, Ben ve
Oteki'nin her iki durum igin kavramsallastirmalarini baglama 6zgii bir sekilde ortaya

koymaktadir.

Anahtar Kelimeler: Ben ve Oteki, i¢ gozlemsellik, Ingilizceyi Yabanci Dil Olarak
Ogreten Ogretmenler, miilteci Ogrenciler, ingilizceyi yabanci dil olarak Ogreten

Ogretmen egitimi
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CHAPTER1

INTRODUCTION

This chapter presents the background to the study, the theoretical framework of the
study, the purpose of the study, the significance of the study, and the research

questions of the study are presented.

1.1. Background to the Study

English has been viewed as an important element in terms of facilitating refugee
populations and other displaced groups as a means of self-investment on various
levels of adjustment and sustaining lives. Taking into consideration the
transferability of English among different contexts, it becomes a crucial means of
self-investment in pre-settlement while in the country of transit (Steele, 2017). In-
transit refugees who had the chance to learn or improve their level of English in their
pre-settlement context can have a better chance of acculturation, a sense of
continuity, fewer problems with discrimination and mistreatment, and the greater
chance of getting income assistance (Steele, 2017). These are very important factors
as a source of hope to continue their lives. In accordance with these explanations, the
statistical reports of UNHCR Data Finder show that a large majority of refugee
populations seek to refuge and settle in communities in which English is spoken by a
majority. However, whether or not EFL Classrooms in Turkey are effectively

employing teaching practices with refugee students is yet to be discussed.

Research also suggests that schooling experiences can lead to marginalization and
othering of student groups such as refugees (Tuvilla, 2018; Sirin and Rodgers-Sirin,
2015). Even though education is seen as a social inclusion strategy for the refugee
population and it is seen as essential to empower such people socially, emotionally,

academically by making them become more qualified individuals (Aydin et al.,
1



2019), this however, is the ideal picture in most cases. According to Sirin and
Rogers-Sirin (2015), Syrian children have encountered various problematic situations
in terms of their educational needs. According to several researchers, “school
dropout of immigrant and refugee students result from a complex mixture of factors,
including self-perceptions of their academic ability, antisocial behaviour and
rejection by peers, lack of psychological and academic preparation, and economic
considerations (cited in Aydin et al., 2019). Such problematic situations dealing with
adaptation, psychological well-being and effective learning is also inevitably

observed in Language classrooms.

Including refugee students into mainstream education may seem like an ideal way to
facilitate social adaptation. However, apart from such adaptation and discriminatory
problems in the school settings, another major issue is the readiness of teachers in
terms of teaching refugee students in their classes. The same question is also
prevalent in EFL classes. In the studies, teachers have generally stated that they had
not received any training or education about teaching refugee students (Sirin and
Rogers-Sirin, 2015). Taking into consideration the increasing diverse setting of
language classes in Turkey, moreover including refugee students into such
classrooms can entail specific trainings and educational background. Furthermore,
the core of such trainings should include respecting diversity and normalizing
differences and avoiding overgeneralization of such populations, no matter how
professionally educated one is, ideologically constructed notions can avert teacher

efficacy.

Heidelberg Institute for International Conflict Research (HIICR) has marked 2019 as
the continuation of the most highly violent conflicts. While 15 conflicts were fought
on war level, such as the ones in Sub-Saharan Africa, the Americas, and the Middle
East and Maghreb (MENA) region, there were 23 conflicts on the limited war level,
such as the wars between farmers and pastoralists in Nigeria, militias and the
government of the DR Congo, as well as the inner-opposition conflict in Syria. In
line with these findings based on conflict research, the United Nations Refugee

Agency reports that the World is witnessing the highest levels of displacements with
2



a number of 70.8 million people forced to leave their home due to different socio-
political reasons such as civil wars or the violation of human rights (UNHCR, 2018).
Nearly 25.9 million of the displacements are include refugees (UNHCR, 2018). As
Essomba (2017) states, displacement does not include personal choice or evaluation
of different possibilities to make investments in one’s life, but ‘where one’s survival
is at stake’ (p. 206). The statistical reports of the UN Refugee Agency (2019) show
that 57% of the total number of refugees come from 3 countries which are Syria,
Afghanistan and South Sudan, among which Syria has been reported to have the
highest number of 6.7 million refugees. This is particularly related to the Syrian
Civil War in 2011 which led to a dramatic state of a rising number of asylum seekers
in the country (Eruyar et al., 2018). Furthermore, it can be seen that the refugee
influx is bound to continue in the future, hence, necessary adjustments are required in

different governmental fields including education.

Among the host countries, Turkey has been noted to host the highest number of
refugees worldwide with a total number of 4 million including 3.6 million of which
are Syrian nationals (UNHCR, 2020). It is also reported that over 98% of Syrian
refugees live across Turkey in 81 provinces (UNHCR, 2020). Interaction between
residents and immigrants or refugees has been a critical issue for many societies
which comprise these populations. However, in the present the issue is even more
pervasive and complex than ever (Stephan, 2012). As it is seen in various contexts,
local people are observed to be disturbed by mass migration which can eventually
lead to prejudice, negative attitudes and xenophobic reactions toward refugees
(Stephan, 2012; Yakushko, 2009). The reason for this attitude can result from various
economic reasons such as anxiety to losing jobs, decrease in income, and increasing
labour supply (Ozgur et al., 2014) together with different socio-political reasons such
as pre-constructed prejudices or lack of cultural and socio-historical background

knowledge.

A vast majority of research show that the mental health of forcibly displaced people
are notably problematic. These impairments can be listed as symptoms of post-

traumatic stress disorder, depression, and anxiety (Heptinstall et al., 2004). In line
3



with these statements, studies show that the refugee population experience the
highest level of Post-traumatic Stress Disorder (PTSD), depression and anxiety in
comparison to other populations experiencing displacement (Ellis et al., 2008). The
reason for this high level of mental health disorders can be linked to the highly
traumatized experiences that they have gone through. Similarly, studies conducted by
Labys, Dreyer, and Burns (2017) and Beiser and Hou (2017) also indicate that
refugees have a higher level of mental health problems in comparison to other
migrants. In their study, Beiser and Hou (2017) found that the rudimental reasons for
such psychological health problems were basically the perceived discrimination they
were experiencing, the feelings toward their home country together with the lack of
sense of belonging. Labys et al.’s (2017) study also focused on understanding
refugee experience in South Africa. In their study, refugees expressed that certain
difficulties were faced in the host country such as xenophobia, physical abuse, and
work obstructions. They have stated that participants mentioned about feelings of
worry, fear, emotional pain, anger, powerlessness, hopelessness, worthlessness, and

passive suicidal ideation.

Among the refugee population, it should also be made explicit that the majority
consists of youth. In line with this fact, since education is referred to being a basic
human right in the 1989 Convention on the Rights of the Child and the 1951 Refugee
Convention, the United Nations aimed to ensure an “inclusive and equitable quality
education” together with aiming to achieve “lifelong learning opportunities for all”.
As a result, in the United Nations General Assembly held in 2016, different
governments, including Turkey, took part in taking responsibility for refugee
education (UNHCR Turkey, 2020). Apart from education being a fundamental
human right, it is also seen as means of integrating refugees to the new hosting
communities, in other words, education is viewed as an effective way for refugees to
get accustomed and socialize in a new socio-historical/socio-political context (Block
et al., 2014). Similarly, Gardner (1995) asserts that cultural competence is essential
in adapting to newly arrived countries. Educational environments are assumed to be
the primary places where this cultural and social adaptation can take place. Durrant

(2017) also focuses on the significant role education and schooling have in the
4



adaptation and acculturation process of refugee children. Her further assists that
schools are both the places where students acquire and learn academic knowledge
together with attaining and sustaining cultural knowledge prevalent in the society,
they are to socialize in. As a result, schools can be acknowledged as a socializing
agent in the society (Saldana, 2013). However, this socialization process is not an
easy task due to the constructed histories, values and ideologies refugees bring to a
new community which also has its own different social constructions. Taylor and
Sidhu (2012) focus on an inclusive strategy in refugee education first by providing
intensive language and learning support and then by incorporating refugee children
into mainstream classrooms as soon as they acquire basic literacy skills. This type of
inclusive education requires a more holistic approach towards refugee education. On
the other hand, as McKinney and Norton (2011) also state, individuals are
historically and socially situated agents. At this point it becomes important to make a
reflexive turn to understand these social constructions and how they affect the
socialization process in the educational contexts to further elaborate on the aim of
inclusive strategies adopted to enable refugees to gain legitimate participation in new
communities and to prepare them to exercise their economic, social and cultural
rights as citizens (Taylor and Sidhu, 2012).

Together with the refugee crisis, the World started to experience another disaster in
December 2019 which was a virus that struck all countries at a high speed. In March
2020, the World Health Organization (WHO) declared that this virus (COVID-19)
was a global pandemic and warned people of its high rate of spreading (OCHA,
2020). According to the data published by the World Health Organization in May
2021, there have been 157,973,438 confirmed cases of COVID-19, including
3,288,455 deaths worldwide. As for Turkey, the statistical reports of WHO show that
there have been 5,031,332 confirmed cases of COVID-19 with 43,029 deaths.
Governments acted fast in taking precautions to slow down the spread of the virus
among people. These precautions included strict or partial lockdowns, social
distancing regulations and curfews (Bozkurt et al., 2020). As a result, the global
pandemic was not only a serious public health emergency, but at the same time it

also became a political, economic and social emergency (Williamson et al., 2020).
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Starting with the closure of educational institutions to reduce physical contact,
Covid-19 has reshaped many aspects of teaching and learning (Wang et al., 2020).
Even though school enclosures and education interruptions had previously been
experienced due to different circumstances and reasons, it was the first time that
educators, students and parents experienced school enclosures more acutely and
affectively at the global level (Williamson et al., 2020). Since no institution was
anticipating such a global catastrophe, educational institutions ranging from primary
education to higher education had to act fast to ensure the continuation of education;
hence, online education was put into practice by all educational institutions (Bozkurt
et al., 2020). From a critical standpoint, this new virtual online learning environment
also brought forth the reality of social inequalities among students. Together with
this realization, it was also noticed that student populations who were aimed to be
integrated into the school or social community such as migrant students or refugee
students also faced a high level of difficulty in the adaptation and integration process
(Gornik et al., 2020).

1.2. Theoretical Framework: Reflexivity through a Poststructuralist Lens

In order to provide further insight into the global justice mind-set (Santos, 2007) of
language classrooms in which diversity is increasing day by day in an era of a global
pandemic in which displaced citizens, asylum seekers, migrants and refugees are a
critical reality, this study aims to understand how refugee students conceptualize
themselves and how they are conceptualized by EFL teachers as English language
learners; together with understanding how the EFL teachers conceptualize
themselves as English language instructors of refugee students and how they are
conceptualized by their refugee students. Apart from understanding such critical
issues, the study also aims to understand how these conceptualizations affect
language teachers’ teaching practice with refugee students and the challenges the
refugee students face. In order to gain insight into such critical issues the act of
reflexivity through a poststructuralist lens is adopted to enable the participants of the

study to critically reflect and self-examine their constructed values and ideologies of



how they position and view themselves in a social context and how they position and

view the “other”.

According to Davies (2005) post-structuralism enables to see the subject’s fictionality,
whilst recognising how powerful fictions are in constituting what we take to be real
(p.97). Similarly, through a research perspective, Creswell (2015) defines post-
structuralism as a perspective where all knowledge is indeterminate, in other words,
what we consider to be reality is created by those acts of cognition (p.25). Such
theoretical underpinnings acknowledge the relative nature of subject formations and
cognitive constructions. Creswell (2015) also explains that poststructuralist perspective
aims to understand a situation at a particular point in time and this understanding is only
one possible explanation in relation to various others. Derrida (1976) refers to this
relativity as the instability of meaning. Foucault (1977) also states that people are not
free in the sense-making and meaning construction process since the historical and the
social positioning constitute subjective individuals. In order to understand such socio-
political structures’ effect on subjective constructions, Levine (1991) suggests to ‘look
at’ rather than ‘look through’ linguistic surface and recognize how agency lies in the
constitutive force of discourse. This act of looking at rather than looking through can be
linked to what Derrida (1976) terms as deconstruction. Davies (2005) summarized
deconstruction as a source which enables us to see the things which we normally do not

acknowledge which signifies some sort of individual subject.

In terms of deconstructing personal construction through a poststructuralist perspective,
as De Jong (2009) expresses, the act of reflexivity entails individuals to critically
reflect on their own selves as individuals with culturally constructed values and
beliefs and how these constructions affect their perceptions of others. In line with this
statement, reflexivity has been linked with agency which can be defined as
individual’s capacity to act against constructed structures of institutions (Block,
2009) and to have some degree of control on own beliefs and behaviour (Duranti,
2004). Similarly, Archer (2017) also refers to ‘reflexivity’ as having a mediator role
between structure and agency. She asserts that through reflexivity individuals

become active agents who critically analyze concerns and act upon them. In other



words, it is through the cognitive process of reflexivity that individuals analyse and

restructure or adapt the prevalent social structures, ideologies or beliefs.

In the educational contexts, reflexivity has been considered as a cognitive process
which enhances understanding based on issues about diversity, being more open
minded and critical, awareness of own prejudices, and issues involving race (Kowal
et al., 2013). Similarly, the role of reflexivity among the stakeholders in multicultural
professional teaching and learning contexts can become crucial since as Frame
(2014) states, reflexivity is a process underlying all interpersonal communication
which is particularly important in multicultural encounters as it has a possible
influence on the way individuals seek to play on different cultural identities. When
applied to social interactions, reflexivity refers to the capacity to reflect on what is
said or done, analyze the possible consequences, and attempt to adjust their
behaviour, hence, it can be said that it entails a high level of open-mindedness in
issues regarding culture and race (Frame, 2014). By engaging in deep, critical
reflection, individuals can re-analyze their initial interpretations of a certain
experience and develop new understandings and eventually, through negotiating their
identities in intercultural interactions, individuals can gradually develop a sense of

appreciation for different perceptions and practices (Jackson, 2014).

Byrd Clark and Dervin (2014) argue that there is a need for a “reflexive turn” in
intercultural education (p. 2). While recognising that there are different degrees of
reflexivity and that reflexivity is a process that cannot be understood outside of our
own interactional, social and historical experiences (p. 4), they argue that reflexivity
in education involves three overlapping or interconnected dimensions. First, an
awareness of one’s own positionings and subjectivities or what can be described as
“a turning back on oneself; a process of self-reference” (Aull Davies, 1999, p. 4).
Second, a criticality of macro issues and their effects on social orders through
attunement to unequal power relations between dominant and marginalised groups.
Third, hyper-reflexivity or an attentive foregrounding of personal biographies and

subjectivities as socially located people through collaboration, and interaction with



others as we “perform the social, embrace our vulnerabilities and bring ... dilemmas

to the forefront” (Byrd Clark & Dervin, 2014, p. 26).

In order to further elaborate reflexivity in the context of English language teaching to
strengthen the boundaries of the theoretical framework of the study, a distinction
made between reflectivity and reflexivity is seen to be necessary. John Dewey
conceptualized reflective practice in teacher education and he identified reflection as
active, persistent and careful consideration of own beliefs and practices in the light of
reasons which support it (Dewey, 1933). He further emphasized on terms such as
“open-mindedness, responsibility and wholeheartedness” all of which required
teachers to focus on diverse and multiple perspectives of their own and others’
beliefs and practices (Dewey, 1933). However, as Stanley (1998) states, not until the
past 20-25 years have the concept of reflective practice in teaching gained credence.
As Akbari (2007) states, there are rather different definitions of the term reflective
practice. Marzano and Boogren (2009) define the term as the process of making
informed and logical decisions on educational matters and later evaluating their
consequences. On the other hand, Korthagon and Vasalos (2005) focused on deeper
levels of reflection which comprised on reflecting on the environment, actions,
abilities, beliefs, and identity that will help teachers to finally reach their personal
sense of mission. Van Manen (1977) has viewed reflection through questions such as
“what do I do?” “how do I do it?” and “what does this mean for me and those | work
with?”. Hence he proposed three levels of reflection in which the initial level is the
technical level, which is followed by the contextual level and later at the peak there is

the dialectical level which focuses on more critical issues.

Taking into considerations the various definitions of the terms “reflection” or
“reflectivity” in the context of teaching, it can be understood that the term refers to
teachers’ questioning of their own teaching practice either individually or
collaboratively to make meaning of events in the classroom, to understand the
challenges, and to facilitate more effective teaching. On the other hand, Ryan and
Bourke (2013) state that in terms of reflexivity in teaching teachers not only reflect

on epistemic and practical goals but also consider their personal values and
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motivations in relation to the immediate context the larger socio-political context.
They further state that the terms reflexivity can also be used interchangeably with
other terms such as critical or transformative reflection (Ryan & Bourke, 2013).
Archer (2007) views reflexivity as a regular activity of the human mind to consider
their positions in the social context and vice versa (p.4). She further states that
reflexivity entails the capability of understanding whether one is able to undertake
action after objective thoughts of movement (Archer, 2007). Through this
explanation, Ryan and Bourke (2013) suggest that, “unless teachers examine and
articulate their internal conversations and deliberations, their professional actions
may remain morphostatic, even in cases where change or transformation is necessary

for improved outcomes” (p. 247).

1.3. Purpose of the Study

Taking into consideration the important role English has on refugees as a self-
investment tool for their futures and in order to contribute to the effectiveness of EFL
classes in terms of teaching refugee students, the present study aims to explore how
the larger ideological context regarding refugees informs and influences English
language teaching and learning in an EFL context in Turkey during a global
pandemic. In line with this main aim, the study examines how refugee students
conceptualize themselves and how they are conceptualized by EFL teachers as
English language learners; together with understanding how the EFL teachers
conceptualize themselves as English language instructors of refugee students and
how they are conceptualized by their refugee students in a reflexive way. It is aimed
that these conceptualizations will reveal the constructed macro ideologies based on
concepts such as “the Self” and “the Other”.

While investigating these conceptualizations, the study also focuses on how refugee
students position themselves as EFL learners in an online education environment due
to the global pandemic and the complexities they face regarding these issues. The
study also aims to investigate how these conceptualizations influence EFL teachers’

teaching practices with refugee students in both online education and face-to-face
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environment. Given that refugee education needs further investigation in the
educational context rather than only on the policy level (Pastoor, 2017), examining
these conceptualizations and the underlying ideologies together with the faced
challenges will help depict a critical picture of the refugee crisis in the English
language teaching context in the time of a global pandemic.

1.4. Significance of the Study

This study aims to contribute to the existing literature of refugee education, EFL
teacher education research and policy requirements in refugee education in Turkey
by investigating how refugee students conceptualize themselves and are
conceptualized by EFL teachers as English language learners; together with
understanding how the EFL teachers conceptualize themselves as English language
instructors of refugee students and how they are conceptualized by their refugee
students. These conceptualizations are aimed to be reached through the act of
reflexivity during which individuals critically reflect on their constructed notions

based on certain positionings.

As Santos et al. (2007) mention, global capitalism encompasses all domains of social
life which have different economic, social and political dimensions. As a result of
global capitalism certain nations, communities or individuals can face displacement
such as becoming im/migrants, refugees or asylum seekers. Unfortunately, these
dimensions of global capitalism can create division-based ideologies regarding
exclusion, oppression, and discrimination. Shapiro et al. (2018) focus on the crucial
role of schools in the process of societal integration and achieving social justice. Not
to mention, teachers working in such critically diverse contexts have the crucial role
of ensuring and sustaining the social integration of such groups. However, in order to
do so, it is vital for teachers to have constructed such mind-sets because as Santos et
al. (2007) mention, “there is no global social justice without global cognitive justice”
(p. 19). Since there is the need for universities to prepare graduates for the
‘globalisation’ of education, with increasing diversity in schools and in the teaching

profession (Cruickshank and Westbrook, 2013) this study aims to contribute to the
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EFL teacher education literature in terms of viewing the constructed epistemologies
and ideologies of language teachers working with refugee students and how these
constructed ideologies influence teaching and learning. Understanding such
conceptualizations can provide suggestions for EFL teacher education programs in
issues dealing with ethnically diverse teaching contexts with refugee students by
focusing on issues regarding “the Self and the Other” and the act of reflexivity in

considering such complex issues dealing with diversity.

The study also aims to contribute to the scarce number of research elaborating on the
needs of refugee students (McBrien 2005; Pastoor 2015). As Pastoor (2017) states,
there are much research conducted in a quantitative tradition to understand minority
students’ learning and psychological adjustment in schools. However, these
quantitative studies often overpass contextual elaboration and an in-depth analysis of
the issue. Also, Solak and Gezgin (2019) emphasize the importance of cultural and
linguistic knowledge in the integration process of refugee students. Through
examining the conceptualization on such issues, it is aimed that this study will shed
light on the related literature by looking at how such constructions affect the teaching
and learning process in diverse English Language classrooms with refugee students.

Another aim of the study is to provide implications for policy makers and
administrators in different levels of educational contexts. Ozcurumez (2008)
expresses that rising levels of migration and increasing numbers of noncitizens
within the borders of the nation-state challenge the extent to which the state may
strike a balance between providing liberal, universally applicable rights and
preserving its inherently distinctive identity and sovereignty (p.279). This nation-
state challenge inevitably reflects itself in the educational context as well. As
McCarthy (2016) states, emergent situations can require top-down decisions in
education for refugees, thus, looking into the management of refugee crisis in the
education sector requires exploration of the decisions and practices of the central
administration, thus macro politics becomes a meaningful unit of study in Turkey (p.
224). As a result, it is believed that implications drawn from the study can shed light

on facilitating the adaptation and the teaching-learning process of refugees while it
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can also suggest opinions on the policies based on the integration process of refugee

students in Turkey.

Finally, different research studies have illustrated that the precautions put forward by
governments to stop the spread of the virus had more dramatic effects on certain
social groups, such as ethnic minorities and refugees (Clark et al., 2020; de Rooij et
al.,, 2020). Moreover, some researchers observed that school-closure hindered
educational institutions’ aim of equalization among students (Blundell et al., 2020).
Due to the scare number of research of refugee students’ experiences during a global
pandemic which resulted in online education models (Gornik et al, 2020), the study
also aims to understand the challenges the refugee students face during this
extraordinary time of the Covid-19 pandemic and how their conceptualizations are

shaped in such an era.

Research Questions:

In line with the aims of the present study, the following research questions were
developed.

1. How do the EFL teachers conceptualize their roles as language teachers in the
lives of refugee students and how do they conceptualize their refugee students as
EFL learners?

2. How do the EFL teachers’ conceptualizations of their professional self and of
refugee students influence their teaching?

3. How do the refugee students conceptualize themselves as refugees and how do
they conceptualize their EFL teachers?

4. What are the challenges the refugee students face regarding these
conceptualizations in the EFL context during the global pandemic and how do they

handle these complexities?
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CHAPTER 2

REVIEW OF LITERATURE

Within the aim of this chapter, the literature review related to the aim of the study is
given. Firstly, basic terminology such as migration, emigration, Refugee, Asylum
Seeker, and Internally Displaced Persons is given. Then, metaphorical
representations of refugee students in the literature is presented. Later, adaptation
policies in refugee education is given which is followed by refugee schooling
experiences, language teaching and refugees, teaching refugee students, and finally

online education and refugees.

2.1. Migration as an Umbrella Term (migration, emigration, Refugee, Asylum
Seeker, and Internally Displaced Persons)

Terms based on Migration can often be mixed with each other due to lack of
awareness and overgeneralization of different migrating groups. As a result, it is
essential for the present study to underline the differences between different
categories related to migration to better understand the distinction of the refugee

population.

The vast and growing body of research and evidence on migration and mobility
illustrate that migration is largely connected to the global economic, socio-political
and technological developments which affect high-priority policy issues (World
Migration, 2020). The outcomes of these high priority-policy issues pave way for
people to change their current location by creating positive or negative reasons for
mobility. Migration can be explained in two different classifications as internal and
international (Bailey, 2010). While internal migration is domestic in its nature in

which the movement of people is limited within the county’s boundaries, such as
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moving from rural areas to urban areas, international migration on the other hand can
be described as people moving to a new country for reasons such as employment,
residence, or to escape from persecution (Human Resources for Health, ). These
movements, either internal or external can be temporary or permanent depending on
the personal experience or choice of the people. “Clustering” is a feature of
international migration which is the grouping of ethnic communities such as Turks in
Germany, Moroccans in the Netherlands and Belgium, Greeks in Australia, and
Ukrainians in Canada (Epstein & Gang, 2010). The prominent reasons for these
clusters to occur is the existence of gatekeepers of these mini communities who are
previous immigrants that can help the newcomers in terms of shelter and work,
obtaining positive credit and help acculturate the immigrants to the new culture
(Gottlieb, 1987). According to the findings of the World Migration Report (2020), a
major migration and displacement event was observed in the last two years. The
report shows that the most important displacements causing many people to migrate
were due to conflict, violence together with economic and political instability. The
findings of the World Migration Report (2020) also put forward that international
migration has increased in relation to the recent trends. The total number of
international migrants is approximately estimated to be 272 million globally, with

nearly two-thirds being labor migrants.

The terms immigration and migration are often seen to be interchangeable
terminologies. However, as Bailey (2010) also explains, there are certain
discrepancies between the terms. He suggests that immigration is the act of mobility
from one country to another with the aim of permanent residency; while people who
“migrate”, which is also the movement from one location to another, generally have
the intention of remaining temporarily in the new location. Related terms are also
classified to be emigration and emigrant. Emigration can be described as people
leaving their homeland and becoming emigrants (De Haas, 2010). Reasons for
emigration can basically be classified as economic and non-economic reasons.
Before explaining these causations, it would be more explanatory to focus on the
push and pull model put forward by Ravenstein (1889) as a component of the

migration law. The basic idea of the push and pull model is to identify different
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economic, environmental, and demographic factors which are thought to push
migrants out of places of origin and direct them into destination locations or to pull
migrants to new locations for different alternative reasons (De Haas, 2010). In terms
of emigration, as Niculescu (2015) state, the most important push factor is likely to
be the economic condition of the origin country which determines the economic or
labor migration. Also, the economic pull factors for emigration can be listed as the
availability of jobs and higher rates of income compared with the origin country. On
the other hand, non-economic push factors for emigration are listed to be persecution,
abuse, bullying, oppression, ethnic cleansing or even genocide and risks of civilians
during wars and dictatorship while the major non-economic pull factor for

emigration is stated to be education (Niculescu, 2005).

Bailey (2010) suggests different migration groups which he defines as refugees,
asylum seekers, internally displaced people (IDP), development displaces and
environmental disaster displaces. The 1951 Refugee Convention is a key prominent

legal document which defines refugee as:

someone who is unable or unwilling to return to their country of origin owing to a
well-founded fear of being persecuted for reasons of race, religion, nationality,
membership of a particular social group, or political opinion.

In the 1951 convention, the key criteria mentioned “to be a refugee” are stated to be;
well-founded fear of persecution (for reasons of race, religion, nationality,
membership of a particular social group, or political opinion), is outside the country
of his nationality, is unable or, owing to such fear, is unwilling to avail himself of the
protection of that country, not having a nationality and being outside the country of
his former habitual residence as a result of such events, is unable or, owing to such
fear, is unwilling to return to it (UNHCR, 2018). In relation to these definitions as
Stein (1975) also mentions, refugees are in a highly different position than
immigrants. Immigrants are voluntary migrants who acknowledge the hardships
waiting but nonetheless venture the risk voluntarily regarding the push and pull
factors. Refugees, on the other hand, are involuntarily starting the mobile journey

since these people are fleeing the country out of necessity and fear without thinking
16



about the price of migration. Stein (1975) also mentions that many refugees have the
hope of returning to their hometown one day. The psychology that this experience
creates is mentioned to create distrust among the refugee population. Hynes also
(2003) states that the mistrust level of refugees and asylum seekers are at great
levels. With the decision to flee, the ‘ontological security’ (Richmond, 1994) of a
person gets damaged to a high degree. This means that the everyday stability and the
sense of continuity which creates a stable secure psychology for individuals is
harmed by external powers. The ‘everyday life’ that ‘depends upon routine, which
creates a sense of trust in others, has changed potentially for the rest of time being
(Hynes, 2003).

The UNHCR defines asylum seeker as “someone whose request for sanctuary has yet
to be processed”. Bailey (2010) also defines asylum seekers as people who migrate
internationally to seek protection from external socio-political crises but whose status
as a refugee is not yet been determined by the host country. In the UNCHR reports, it
is stated that 4.2 million people around the world are waiting for a decision on their
asylum claims. Bailey (2010) defines the condition of asylum seekers as a state of
limbo in the host country in which their condition of either being deported or

accepted is not yet certain.

The UNHCR has defined internally displaced people (IDP) as people who have not
yet crossed the border to find safety but, unlike refugees, are on the run in their home
countries. The statistical reports of the Internally Displaced Monitoring Centre
(IDMC) also show that 50.8 million people internationally have been living under the
conditions of internal displacement. Bailey (2010) also defines IDP as involuntary
internal migration rather than forced international migration. The reasons for IDP can
be socio-political, economic, natural disasters or developmental projects (Mooney,
2005). As a result, it is suggested that the needs of IDPs can also be met by their
governments and in extreme socio-political or economic cases international support

and help can also be required (Mooney, 2005).
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2.2. Metaphorical Representations of Refugees

Since the present study focuses on the conceptualizations of refugee students and
EFL teachers based on the issues of “the Self” and “the Other”, it seemed crucial to
look at other conceptualizations in the literature. In order to investigate such
conceptualizations, metaphors can be a significant element since it enables to

describe more complex and deep issues in a more simplistic way.

In discussing a metaphor, Collins and Green (1990) start by exploring ‘What is in a
word?’ They view ‘a word’ as a box for a set of meanings since they explain that
words are symbols that represent ideas and allow people to talk about the world.
Through this explanation, it can be understood that different connotations can be
linked to words with specific abstract or concrete meanings. In line with this meaning
formation, metaphors can be viewed as a tool for sense-making through symbolic

representations and arbitrary relations of ‘words’

Lakoff and Johnson (1980) view metaphors as mental constructs that shape human
thinking about their ontological and epistemological worlds. In line with this
explanation Saban (2006) states that metaphors structure our perception, thought and
action since they affect the way we conceptualize the world. As MacCormac (1990,
p. 9) states, “To describe the unknown, we must resort to concepts that we know and
understand, and that is the essence of a metaphor—an unusual juxtaposition of the
familiar with the unfamiliar”. Through this definition, it can be understood that
metaphorical representations can facilitate our meaning-making process by
connecting schemes. Quale (2002) defines this meaning making process through

metaphors as expressed below:

It is a descriptive analogy, serving to illuminate whatever phenomenon A is being
considered, by drawing ‘lines of association’ to some other phenomenon B that we
feel we already understand. The qualification ‘already understand’ is essential here:
the metaphor is asymmetric, in the sense that in the context of explaining A, the
referent phenomenon B is assumed to be understood! Thus, some (not all)
characteristics of B are used to explain ... some corresponding characteristics of A.
(Quale, 2002, p. 447)
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In addition, Mete and Ayranci (2016) define metaphors as conceptual meaning
connotations that are formed through one’s own emotion and thought filter. Arslan
and Bayrak¢i (2016) also state that metaphorical thinking ad learning can be
considered as an approach that can facilitate critical thinking and creative thinking
abilities of students and teachers. As Lakoff and Johnson (1980) state, metaphorical
concepts of all various types are constructed from physical and cultural experience
since they depend on culturally relative activities ad experiences. They further state
that metaphors can serve as a vehicle to comprehend a concept only through its
experiential basis (Lakoff and Johnson, 1980). According to Epsimari and Mouti
(2021) metaphor is not just about language but it also includes thought since they are

omnipresent and comprise an integral part of our conceptual system.

As Thomas and Beauchamp (2011) state, it is not always easy to explain personal
beliefs with many words. They further state that metaphors enable difficult concepts
like beliefs and identity to be examined in a vivid and insightful way which can
allow the participants to be descriptive in their thoughts. Similarly, Thomas and
McRobbis (2007) also emphasize on the “revealing” factor of metaphors since they
can help express or characterize difficult concepts in a more figurative through

accessible or relatable concepts in the individuals’ existing knowledge.

In terms of metaphorical representation studies of refugees conducted in Turkey,
According to Abid et al. (2017) the results of studies which focus on how minority
groups are conceptualized in the media indicate that these minority groups are
discriminated in media and deemed as a security, economic and hygiene threat to the
majority groups. They further compare hosting countries’, including Turkey, and
non-hosting countries’ representations of refugees in the media to understand
whether or not the negative connotations were just formed in hosting countries.
According to their study results, they have found that both corpora predominately use
‘water’ metaphors to describe Syrian refugees which represents this group as an
unwelcome disaster. In terms of studies based on different metaphorical
conceptualizations of refugees, Turnbull et al. (2022) indicate how the public

discourse in Turkey relies on metaphorical representations to characterize migration.
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Yagan (2020), has also found that the school principals in Turkey used the metaphor
“migratory bird” and “guest” the highest to describe their refugee students. Other
metaphors found in his study to describe refugee students and asylum-seekers were

“orphan, bird without a nest, orphan, destitute, oppressed, and uprooted”.

In other contexts regarding the usage of metaphors to understand people’s
conceptualizations about migration/refugees/asylum-seekers, Harper and Raman
(2008) express that these metaphorical representations used to describe migrants
comprised of diseases and other cultural, economic, political disruptions. According
to Catalano (2017), migrants are generally related to water, “spilling,” “flooding,” or
“bubbling up” into the United States. Catalano (2013) has also investigated how
Latino migrants are represented in U.S. crime reports and have found that these
representations included concepts such as ‘criminals’, ‘animals’, ‘uncooperative’,
and ‘non-human’. According to a Corpus study in Spain the word refugiado (refugee)
includes conceptualizations such as “dehumanizing and victimizing portrayals,
marking the refugee as a “non-equal, second-category being” (Soto-Almela &
Alcaraz-Marmol, 2019, p. 19). In his study Teo (2000) aims to examine the
ideological construction of racism within the structure of newspaper reporting. He
focuses on the depiction of Vietnamese immigrants in two Australian newspapers.
According to the results of his study, he argues that there is a systematic attempt to
deepen the division between the ‘Self” and the ‘Other’ in the manner in which
Vietnamese immigrants are depicted (Teo, 2000). Similarly, in their study
Gabrielatos and Baker (2008) have examined the discursive construction of refugees
and asylum seekers in a 140-million-word corpus of UK press articles. According to
the results of their corpus study, negative metaphors were generally adopted to define
such groups in the UK.

2.3. Refugee Education: Adaptation and Policies

Taking into consideration pre-migration factors and the problems faced during post
migration, it is not difficult to anticipate the formidable process refugees go through

in adapting a new life in a new setting. During such an adaptation process schooling
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and education is viewed as a fundamental way of igniting and enabling the process.
A possible explanation for this is the social nature of schools in which students from
different backgrounds get the chance to adapt to a specific socio-cultural life (Soylu
et al., 2020). Education and schooling in such emergency and critical situations can
facilitate students in myriads of ways. Sinclair (2001) has focused on some essential
points based on the cruciality of education in such emergency situations. She lists
these essential points of education in emergency situations, such as the processes
experiences by refugees, as providing a sense of normality; restoring hope through
education; supporting psychological healing from traumatic experiences through
structured social activities in a ‘safe space’; conveying life skills and values for
health and prevention of HIV/AIDS, gender equality and prevention of gender-based
violence, conflict resolution, peace-building, responsible citizenship and
environmental awareness; protecting the investment that children, families and nation
have made in children’s education; providing protection for marginalized groups
such as minorities, girls, children with disability, out-of-school adolescents (Sinclair,
2001, p.52).

The critical role of schools has also led to facilitating the transition of belonging and
citizenship (Cassity and Gow, 2005). However, this substantial role creates a
challenge for the host countries. This challenge comprises of providing access to
education for refugee children and to develop effective educational policies which
corresponds to the needs of refugee students and which supports their socialization
process into the new community (Pastoor, 2016). Taking into consideration all the
essential points in avoiding a lost generation, educational policies should both entail
academic purposes together with in-school and out-of-school socialization and
integration purposes. As Hohberger (2918) emphasizes, providing education,
especially higher education, to refugee students will inevitably create benefits for
both these students and the society they will live in. This perspective of providing
effective education to the refugee population can be associated with the term “human
capital”. Smith (1998) defines the term as acquisition of talents, including education,
which eventually benefits both the individual herself/nimself and the society.

Through providing education to refugee students, apart from facilitating the
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socialization process and preventing a lost generation, states can also view it as a
form of investing into the wellbeing of the country in the form of “enriching human

capital” by educating qualified and open-minded individuals.

2.3.1. Inclusion Strategies of Turkey

Taking into consideration the challenging experiences the refugee students face in
schooling environments in terms of adapting and feeling included it becomes
necessary to further elaborate on the inclusion strategies of Turkey in terms of
maintaining education rights for refugee students.

According to Glingdr and Soysal (2021), it is very crucial to integrate young adults to
higher education in order to ensure their social adaptation, their psychological well-
being and also to foster their personal growth as a qualified individual. The refugee
influx first took place in April 2011 and the Turkish central education authorities
administered the formation of educational services given in camps (McCarthy, 2018).
These camps were names as Contemporary Education Centers (CEC) which
presented a compatible curriculum with their home country (Soylu et al., 2020). This
application aimed to meet the deficits of Syrian students during the temporal time
they resided in Turkey. However, as time proceeded it became clear that the end of
the war was not to be seen in the near future and forced migration was to continue in
the upcoming years. This led to the closure of most CEC which enabled Syrian
refugee students to incline to Turkish mainstream education (Soylu et al., 2020). In
order to include and adapt refugee students into Turkish mainstream education a
comprehensive project named as “the Promoting Integration of Syrian Children into
the Turkish Education System (PICTES)” was carried out (Sarmini el al., 2020). This
project intended to enable the adaptation and the education of Syrian refugee students
together with supporting the Ministry of Education (MoNE) in integrating Syrian
refugees in mainstream education. The project included activities such as mother
tongue education, Turkish language education, early childhood education, catch-up

training, back-up training, raising awareness of Syrian families, awareness training
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for stakeholders, social cohesion activities and Turkish language education for Syrian
families (PIKTES, 2017)

As for higher education, Syrian refugee students can apply to public and non-profit
foundation universities through the international students’ quota that each university
identifies individually (YYavcan et al., 2017). All international students are obliged to
take the exam named as “Yabanci Uyruklu Ogrenci Smavi (YOS)”. In order to enter
this exam, students must pay a certain amount which can change according to the
university which they apply to. However, in certain instances when there is extra
quota in a university, students can still be accepted to register. Also, in order to avoid
victimization, if Syrian students have a blue card and if they have graduated from
middle school in their hometown, they can also be accepted to certain universities in
accordance with their middle school diploma (YUVA, 2018). Syrian Refugee
students can also apply to certain scholarship programs if they want to continue their
higher education in Turkey. These Scholarships are presented in Table 1 which is

adapted from Giingor and Soysal (2021).

Table 1. Scholarship Opportunities for Syrian Refugee Students

Scholarship Turkish Partners International Partners
Higher and HOPES UN, DAAD, Nuffic,
Further Education Campus  France and
Opportunities and British Council.
Perspectives for Syrians

(HOPES)

Albert Einstein  German | UNHCR Turkey German  Ministry  of
Academic Refugee Foreign Affairs

Initiative (DAFI)

Unites Nations Scholarship | UNHCR Turkey United Nations

As it can be seen in Table 1, different scholarships for refugee students can be seen
to be provided by different organizations which are all European-based. Such
scholarships can become crucial for refugee students since most of them carry the
burden to support their families financially which can create difficulties for their

education needs.
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2.3.2. Holistic Approach in Education

1t’s about a lot more than educational support, it’s the whole support of starting
something new ... so [it] is about being a carer, a mentor, a teacher, a supporter,
it’s all those things rolled up into one. (Asylum-seeker and Refugee Pupils Support
Officer, Cheston LEA).

Considering the various difficulties that refugees face, their needs vary in their
integration process. Cerna (2019) expresses these needs as safety needs,
communication needs, belonging and identity needs together with needs dealing with
overcoming loss and trauma. In more elaborate terms, these needs are classified as
need to learn the mother tongue of the host country, need to overcome the difficulties
of interrupted schooling and limited education, need to accommodate oneself a new
education system, need to successfully socialize and communicate with other
members of society, need to feel a sense of belonging, need to construct an oriented
identity, need to feel safe and need to deal with separation, loss and trauma (Cerna,
2019). Considering the different needs in the socialization and the adaptation process
of refugees makes the process more intricate than thought. Since schooling is seen as
a vital part of the socialization process of refugees and marginalized groups, it would
not be wrong to state that educational institutions should consider such needs and
should include such social, critical and pedagogical necessities and mindsets to their
educational contexts. Such key needs which range from social to emotional and to
learning components, a holistic approach is needed to be taken into consideration

when dealing with such complex and intricate issues (Pinson and Arnot, 2005).

Pinson and Arnot (2010) explain the holistic approach as “humanitarian and
humanistic concern for the child, on the one hand, and the principle of social
inclusion through the recognition of difference, on the other” (p.255). In line with
this explanation, holistic approach can also be viewed as a critical approach in
education which aims to form a reflexive mindset to avoid separation and segregation
in a social context which inevitably aims to lead successful social integration of such
marginalized groups. A holistic approach in education focusses on the human as a
whole regarding its various needs rather than focusing on individual needs (Lewis

24



and Walton 1998). As a result, holistic education has a far more extended range of
focus rather than merely focusing on the acquisition of academic skills. It also
focuses on the spirit, the mind and the body of individuals (Martin, 2002). This
provision of the holistic approach makes it integrate the aims of enabling students to
achieve academic success together with enabling a healthy emotional and social

development of students.

A prominent characteristic of this approach in education is its strong support for
asylum-seekers and refugee students (Pinson and Arnot, 2010). Since it was
understood that such marginalized populations entailed different complex needs to
adjust, adapt, to accomplish academic success and to form healthy strong identities
for the well-being of both the individuals and the community, this approach was put
forward for the development of these students and by supporting their inclusion and
by facilitating their access to the curriculum as legitimate learners (Pinson and Arnot,
2010).

Cerna (2019) explains the initiatives that educational institutions with a holistic
mindset entail. Introductory classes can be listed as a first attempt to socialize the
students to the new context and to help develop a sense of belonging. The main aim
of these introductory classes, which can last up to one or two years, is to provide
language and other subject classes to compensate the academic and language skill
gap of refugee students and to enable them to adapt to mainstream education.
However, as Crul (2016) also states, such extensive separate classes can hinder the
socialization process of refugee students since it might become difficult for them to
adapt to mainstream education after one or two years of introductory classes. It is
suggested that in order to overcome such difficulties combining separate and regular
class can be an option (Cerna, 2019). Apart from introductory classes another feature
of holistic approach in education is to provide language training and support
(McBrien, 2005). Another important factor is to establish a safe and an effective
learning environment to help such students adjust and adapt in an inclusive setting
(Cerna, 2019). In order to support refugee students’ sense of belonging and

adjustment, the stakeholders of the schooling community such as the teachers and the
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administrative staff are trained to support specific needs. The pedagogical
requirements to support such needs in a holistic approach can entail critical pedagogy
knowledge and skills together with forming an intercultural mindset with necessary
intercultural adapted pedagogical knowledge. Activities which support diversity and
diverse perspectives is needed to be included in teaching practices (Cerne, 2019).

2.3.3 Problems Encountered by Syrian Refugee Students in the Educational

Context

Children who are not formally educated are more likely to feel marginalized and
hopeless, making them vulnerable targets for radicalization (Sirin and Rogers-Sirin,
2015)

The deterioration of the educational system in Syria as a result of the Civil War is not
surprising. According to Watkins and Zyck’s (2014) report, before the Civil War,
Syria was very successful in their educational system (cited in Sirin and Rodgers-
Sirin, 2015, p.7), however, on September 2015 an estimated number of 2.7 million
Syrian students stopped going to school (Sirin and Rogers-Sirin, 2015). This
retrogression of the schooling system leads to a deeper level of deficiency once the
children come to their host countries, since apart from academic considerations, these

children also have to

learn a new language, adapt to a new culture and deal with their own emotional

trauma which can also lead to cognitive deficiencies (Sirin and Rogers-Sirin, 2015).

Education is seen as a social inclusion strategy for the refugee population and it is
seen as essential to empower such people socially, emotionally, academically by
making them become more qualified individuals (Aydin et al, 2019). This, however,
is the ideal picture in most cases. According to Sirin and Rogers-Sirin (2015), Syrian
children have encountered various problematic situations in terms of their
educational needs. Even though the rates of Syrian children enrolling to schools and
higher education has increased in the years (Gungor and Soysal, 2021) enrolment

rates have seen to vary significantly depending on settings and gender (Sirin and
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Rogers-Sirin, 2015). Unfortunately, even if Syrian children do enrol to schools, a
significant number drops out. According to several researchers, “school dropout of
immigrant and refugee students results from a complex mixture of factors, including
self-perceptions of their academic ability, antisocial behavior and rejection by peers,
lack of psychological and academic preparation, economical considerations (cited in
Aydin et al, 2019). Portes and Rumbaut (2001) also indicate that reasons such as
poverty, language barriers, cultural misunderstanding and hostile marginalization

also lead to drop-outs.

The educational crisis is seen to be more serious for Syrian girls than boys since
these girls who do not attend school are vulnerable to early marriage and sexual
exploitation (Sirin and Rogers-Sirin, 2015). Similar findings can also be found in
Hattar-Pollara’ (2019) study in which she has also stated that “the interplay of
patriarchy, tradition, and religious practices, combined with the added vulnerabilities
of protracted warfare displacement, prevent Syrian girls from being their own agents,
prevent their access to education, and expose them to even greater health risks

through coercion into early marriage” (p.241)

the number of Syrian refugee girls in Jordan marrying before the age of 18 rose 25
percent between 2013 and 2014 and there is growing evidence that many girls are
being sold into marriages or being sexually exploited by people taking advantage of
the desperation of refugee families. For instance, by taking sexual favours as
payments for rent and necessities. Thus, Syrian refugee girls are not only less likely
to complete their education, but are also at much higher risk for the mental health
problems associated with sexual trauma (Sirin and Rogers-Sirin, p. 8, 2015)

The problems faced by Syrian students who do not drop out of school can be listed as
language problems, inadequate resources, shortages of teachers and books, the
insufficient professional training of teachers to deal with such traumatized student
groups, facing marginalization and acts of verbal and physical violence (Sirin and
Rogers-Sirin, 2015). All of these factors have a substantial potential in effecting the
students’ academic, social and emotional fulfilment. Financial considerations are
also another important factor faced by Syrian refugee students since students can be

alleged to work rather than to go to school or work part time due to the family’s
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financial problems (Sirin and Rogers-Sirin, 2015). Cem and Aydin (2021) have also
found in their study that economic hardship is a problem faced commonly by Syrian
students in their context since most of the students’ parents are unemployed or are
working in unskilled jobs. According to the study conducted by Aydin and Kaya
(2017), in terms of academic achievement, “language” is seen as the most important
problem faced by Syrian students since they have stated in the study that they face
great difficulties understanding the lessons since their Turkish language proficiency
level is not sufficient. In line with this language deficiency, another factor hindering
their academic success was seen to be active participation. It was observed that
Syrian students whose language proficiency levels were higher participated more in
the lessons (Aydin and Kaya, 2017).

2.4. Refugee Schooling Experiences

According to Matthews (2008) schools inherit a stabilising feature in the transient
lives of refugee students since they have the power to provide safe zones, interactions
and learning opportunities which can ensure delivering literacy, educational success,
post-school options, life choices, social participation and settlement (p.31). In her
experiential study of fifteen adolescent Bosnian female refugees in New York City
schools, Mosselson (2006) tried to critically examine how refugees balance their
ethnic and new national identities in terms of positioning and understanding
themselves, their lives, and their representations to others in their school
environment. The study revealed that refugee students had a high motivation towards
achieving academic success. Mosselson (2006) explained this outcome through the
hypothesis of “Masks of Achievement”. In terms of highlighting the importance of
education, in her study, one refugee has expressed that being economically privileged
had no importance in terms of facilitating their journey to America, on the contrast
what really could have helped them in their new setting would have been a Harvard
degree. Gilligan et al (1990) also found a similar finding in their study in which they
explained that such high academic achievement can generally lead to masking
depression and hardship in terms of adjustment to a new setting. Nofal (2017) has

also stated in her dissertation study that the refugee students had a determination to
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thrive and to do well and succeed. Mosselson (2006) further explains that apart from
hiding depression and other psychological difficulties, the Mask of Achievement can

also lead to a tool of socialization with classmates and school professionals.

Apart from the Mask of Achievement, Mosselson (2006) also found that schooling
and education provided a context for refugees in which they created the chance from
being the “foreigner” or the “exotic” to becoming “A student”. In other words,
education and schooling generated a setting in which refugees were able to socialize
and create adapted identities in their new settings. Taking into consideration the
traumatic experiences that they had experienced and the compellement they went
through in terms of leaving their homeland, it becomes vital to help them create and
sustain an identity at schools which is not alienated, discriminated and further
traumatized. Similarly, Gay (2000) states that identification with the curricular
material facilitates one’s sense of belonging and academic growth (cited in
Oikonomidoy, 2010), in line with this explanation Oikonomidoy (2010) also found in
her study that the refugee students in her study underlined the importance of
comprehending instructional materials at school since this intrinsic meaning had a
vital role in their sense of belonging and their sense of learning and self-investment.
However, studies also reveal that in order for refugee students to be successful, they
firstly need to learn the host countries’ language (Aras and Yasin, 2016). In their
study Aydin and Kaya (2017) have also stated that the Turkish teachers in their study
had underlined the importance of refugee students’ Turkish language proficiency

levels since it had a direct effect in their academic success.

As Nofal (2017) states, schools have a crucial role in overcoming fears of
stigmatization since they have the potential to minimize isolation and make refugees
feel a sense of belonging and acceptance into the larger society. However, this is the
case when they can connect to their schooling environment and see acceptance from
the school community. Consequently, apart from the positive gains of schooling,
studies also show that schools can also detoriate refugee students’ well-being,
adaptation and discursive identity formation. Ryu and Tuvilla (2018) found in their

study that schooling can lead to marginalization among refugee students. Despite
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their struggle in learning the host country’s language, acculturate, and succeed in
their new schools, the participants in their study stated that they had experienced
subordination and marginalization due to their race, ethnicity, and language. Some
participants also expressed that they had experienced such misjudgements not just
from their peers but also from their teachers as a result they generally tend to be
friends with their students from similar backgrounds (Ryu and Tuvilla, 2018). In
Oikonomidoy’s (2010) study, the refugee students also mentioned that the teachers
had a vital role in their participation and motivation in their classes. Another point
found in Ryu and Tuvilla’ (2018) study was that refugee students generally lacked
participation in classes since, while some stated that they couldn’t get over military
control, others had stated that they were too embarrassed to be seen as the ones who
were incapable of understanding. The refugees in the study were worried about peers
and teachers underestimating her intellectual capability and knowledge because of
her English proficiency (Ryu and Tuvilla, 2018, p. 548).

2.5. Language Education and Refugees

According to UNESCO Global Education Monitoring Report (2017), in order to
leave no one behind, the fourth Sustainable Development Goal aims to accomplish
inclusive and equitable quality education and lifelong learning opportunities for
every individual in every country by 2030. It is also stated in the report that while
global higher education participation rates since 1995 have increased 5% per year,
which is a result of increased demand, greater wealth, more supportive government
policies and a growing sense of responsibility for social equity; poor students, ethnic
minorities and indigenous groups still remain behind. Some reasons for this outcome
can be linked to financial difficulties, discrimination, difficulties in being socially
accepted and alienation. Especially, in terms of displaced people and the refugee
population, another major problem can be not being able to speak the global
language or the local language of specific social setting. The 2019 Global Education
Monitoring Report states that limited language proficiency is one of the greatest
obstacles that refugees face in their post-resettlement setting. Such language

deficiencies can be an important factor to hinder the effective socialization and
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adaptation processes of refugees. Reaching such facilities of language education can
necessitate extra financial demand on behalf of individuals and the state or extra

legislative initiatives or admission requirements.

In their study, Li and Sah (2019) mention that in spite of the multiculturality and the
variety in most host countries, they all adopt a cosmopolitan monolingual approach
in their policies which aims to teach the destination language and culture. This
approach can be both viewed as positive or negative. Apart from it being assimilative
in its nature, as Aras and Yasun (2016) state, enabling the students to learn the
language of the post-resettlement setting is essential for high quality refugee
education. These children who have acquired the language of the host country can
adjust to the education system of the host country, experience less isolation, and
participate in the labour force of the host country after graduation (Aras and Yasun,
p. 81, 2019).

In 2018, in order to prevent a lost generation, the European Union contributed 12.5
million Euros to UNICEF in Turkey for a Non-Formal Education programme
(UNICEF-Turkey, 2018). Through this programme, Syrian refugee students can
benefit from classes in Basic Literacy and Numeracy and Turkish Language Courses
as well as an Accelerated Learning Programme which aims to compensate for their
lost years of schooling. Apart from providing educational equivalence (8 months for
primary education equivalence and 8 months for middle school equivalence) students
also receive intense Turkish courses. After they get their necessary certificates,
students can start their formal training in public or private schools (UNICEF-Turkey,
2018). The Turkish Language courses are provided in Youth Centres. As for
universities, Students can apply to Turkish Education Centres (TOMER) to further

improve their Turkish Language proficiency levels.

As Kerim et al (2018) state, the motivation to learn a new language can change
depending on the background of the learner. In terms of refugees, their reason to
learn the language can differ deeply than those who aim to learn a language for other

reasons. Refugees and displaced people have to learn the language of their host
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country to survive as soon as possible since they have to adapt to a new country
without their own personal consent. At this point it becomes important to discuss the
language education strategies and policies which are to be adapted in terms of
teaching the host countries’ language to refugees. As Biiyiikikiz and Cangal (2016)
state, it is essential to discuss what level of language will be taught? What will be
taught? What linguistic skills will be developed? The answers to these questions can
determine the language needs of Syrian refugees and as a result can determine the
content of the courses to be organized. According to Kerim et al (2018), one of the
biggest problems of teaching Turkish to refugees is that it is not prepared in
accordance with the education level and culture of the individuals. They further state
that the materials and the methods used in Turkish Language Teaching classes are
old-fashioned and not contemporary, hence, as an implication they advise to work
with experts while preparing the curriculum (Kerim et al, 2018). These kinds of
problems relating to the host countries’ language education programs can lead to a
longer period of adaptation to the host countries’ culture or even may create a

resistance (Biiyiikikiz and Cangal, 2016).

2.5.1. English Language Education and Refugees

Apart from learning the host country’s official language, refugees can also be
expected to learn English in such contexts for both social and academic purposes
(Akibar and Mirioglu, 2019). Conteh (2015) classifies those learning English as an
additional language into five categories which are classified as advanced bilinguals,
children new to English, sojourners, isolated learner and asylum-seekers and refugees
(cited in Akibar and Mirioglu, 2019). In line with this categorization, it can be said
that asylum-seekers and refugees can have different motivations to learn the English
language apart from their host countries’ official language. These can be social
purposes, academic purposes, self-investment in learning a global language; or in
other cases it can also be a language to facilitate a transition to another country and
home since as Steele (2017) states, the English language is transferrable to more
contexts than any other language. In such cases, English can be a valuable source of

self-investment in pre-settlement while in the country of transit (Steele, 2017).
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Similarly, according to McBrien (2005), the needs of post-resettlement refugees
basically divide into two categories which are psychosocial wellbeing and language
acquisition, He further states that, immigrant students with an efficient English
language proficiency level were seen to have adjusted easier to their new U.S. school
environments. This shows that in-transit refugees who had the chance to learn or
improve their level of English in their pre-settlement context can have a better
chance of acculturation, a sense of continuity, fewer problems with discrimination
and mistreatment, and the greater chance of getting income assistance (Steele, 2017).
In other words, as Hubing (2011) states in his study, “refugees in transit will be able
to use any education they are given, including language education, to improve their
future lives, regardless of whether they return to their country of origin, settle in their

current country or resettle to a third country” (p.13).
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Figure 1. Top Four Countries of Asylum Applications

As it can be seen in Figure 1, According to the statistical reports provided by
UNHCR Data Finder, the top four countries of asylum applications around the world
during the years 2020-2021 have remained the same as the countries shown in the bar
chart. Similar to Steele’s (2017) statements, the statistical reports of UNHCR Data
Finder show that a large majority of this population seek to refuge and settle in

communities in which English is spoken by a majority. Considering it being a global
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language, it can be said that English is a very transferable language across different
contexts. Consequently, giving importance to it in pre-settlement contexts for in-

transit refugees

and asylum seekers will create valuable contributions for such populations with a

hope to settle and start a new life.

2.6. Teaching Refugee Students

According to Musset (2010), the cruciality of teacher education has gained great
attention as it has a direct on student learning and outcome, in other words, teachers
have a great impact in student achievement. The importance of teacher effectiveness
is directly influenced by the teacher education programs both on the policy level and
the practical level. The quality of the program can have a great effect of the
effectives of teachers in their professional lives (Yavuz and Topkaya, 2013). It has
even been shown in that teachers with a high quality of instruction have a great
impact on student learning regardless of students’ low socioeconomic background
(Rivkin et al, 2005). The outcome of this study also illustrates that preparing in-
service teachers with effective policies and instruction can have major effects on the
well-being of societies. In terms of refugee education, the role of teachers become
extra important in terms of providing necessary academic background, together with
widening perspective, creating hope and easing the socialization process. As a result,
within the scope of the study, it becomes essential to firstly look at the fundamental
basis of essential teacher knowledge and its formation together with looking at the

policy level of English Language Teach education programs in Turkey.

2.6.1. The Paradigm Shifts in Language Teacher Knowledge

As Johnson (2006) states, in educational research, positivism aimed to descriptively
identify the characteristics of effective teaching and what effective teachers do to
achieve student achievement. The epistemological understanding under this notion

lies on the fact that positivism views reality of knowledge as something which is
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present out there and which aims to be discovered (Shulman, 1986). As a result,
positivist educational researchers extracted this general knowledge about effective
teaching and implemented it to the teaching curriculum. Historically, according to
the positivist epistemology in teacher education, knowledge can be transmitted to
teachers by other sources such as books, lectures workshops and so on (Johnson,
2006). This creates the notion that knowledge is generalizable, hence, transferable
(Lave, 1997). Since the 1980’s, positivist epistemology had drawn criticism due to its
decontextualized and depersonalized nature which was thought to be too simplistic in
interpreting social phenomenon (Johnson, 2006). According to Schulman (1986), life
inside of the classrooms could not be explained through any transferable
generalizations without taking into consideration the complexity of its social,
historical, political and cultural dimensions in a specific context. In opposition the
positivist epistemology in educational research, interpretive perspectives came in to
being which assumed that knowledge is socially grounded and therefore social reality
is constructed by people (Johnson, 2006). The interpretive epistemological stance
also showed its influence in the field of teacher education in terms of understanding
the complexities of teacher knowledge (Freeman, 2002). Through the interpretive
viewpoint, it was now possible to see that the teachers’ past experiences, their own
interpretations of social phenomenon and their contexts had a major influence in their

meaning making and learning process (Golombek and Johnson, 2017).

This paradigm shift in educational research was also observable in language teacher
education. Until the 1980°s Second Language (L2) Teacher Education (SLTE) had
little concern in understanding how teachers actually learned to teach since the
knowledge base of teaching was conceptualized as the "content component™ and the
"methods/skill component” (Graves, 2009). In L2 teacher education there are
basically 3 knowledge types which are the content of L2 teachers that defines what
they need to know, the necessary pedagogical knowledge to teach the content, and
the institutional forms of delivery (Johnson, 2006). This knowledge-base of L2
teacher education programs has been based upon the positivist stance which leads to
a distinction between theory and practice (Ball, 2000). In line with the paradigm

shift, Schulman (1986) introduced the concept of pedagogical content knowledge
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(PCK) which is defined as teachers’ special practical knowledge through which they
enable students to understand a specific content. In other words, the teachers’
personal ability to make the subject matter accessible to the students (Johnson, 2006).
In line with the major paradigm shifts, these insights were necessarily implemented
to teacher education curriculums and programs. As a result, it also became essential
to give important to program evaluation in order to see the link between the theory

and the practice in terms of implementing such epistemologies into the policy level.

2.6.2. English Language Teacher Education Programs and Refugee Education

Programme evaluation studies are rather essential in critically analysing a
professional program of education in which one can gain an insight about its
deficiencies and strengths (Esat et al, 2020). According to Worthen et al (1997),
program evaluation can either have a formative role, which aims to help improve the
program, or a summative role which aims to decide whether or not the program
should be continued. Anderson and Ball (1978) further state that important aims of
program evaluation are contributing to new ideas about new implementations,
contributing new ideas to decide whether or not the program should be continued,
deciding on certain changes and modifications, providing evidence to either maintain
or change the program, contributing to the basic principles and philosophies of the
program. While discussing these fundamental principles in program evaluation,
another important factor to consider is taking into consideration the dynamic changes
brought into the field within time. These changes become necessary to adapt to the
new era in which the basic fundamentals of the program are also sustained. As
mentioned earlier, the epistemological change in L2 teacher education programs is
also expected to be adapted on the policy level of curriculum design.

According to Musset (2010), the effectiveness of Initial Teacher Education programs
needs to be investigated thoroughly since it is the period during which teacher
candidates form their initial ideas of teaching which can have great impact on their
professional lives. In line with this statement, it becomes important to look at initial

teacher education of English Language Teachers in Turkey. In terms of pre-service
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English Language teacher education programs in Turkey, As Kirkgoz (2017) also
states, many changes have been made in the curriculum due to the deficiencies in the
existing system related to its goals and its responsiveness to global change. Ozturk
and Aydin (2019) have the content of the L2 pre-service teacher education programs
in Turkey in the Table 2 below.

Table 2. The Content of Pre-Service English Language Teacher Education Programs

in Turkey
Content %
Content Knowledge 48
Pedagogical Knowledge 34
General Culture 18

In the initial year of English Language Teacher Education programs in Turkey, the
major aim of the required course content is to improve the teacher candidates’ level
of English in order to strengthen the content knowledge. Apart from aiming to
improve the language proficiency level, the first-year courses also include general
introduction courses to educational sciences to form a basis of fundamental
knowledge of theories in education. In the second year of the program, the contents
of the courses aim to provide a transition for pre-service teachers to start gaining
fundamental knowledge in subject-matter courses such as linguistic, literature,
approaches to English Language Teaching, and instructional technology (Ozturk and
Aydin, 2019). In the third year of the program, methodologies of English Language
teaching start to be predominant. Courses such as Teaching English Language Skills
and Teaching English to Young Children aim to give fundamental methodological
and theoretical knowledge in teaching the English Language to different age groups.
In the final year of the program, pre-service teachers are expected to make classroom
observations and perform demo-lessons at schools within the guide of a supervisor
from their faculty (Ozturk and Aydin, 2019). When the program details are
examined, unfortunately, no such courses related to multiculturality in language
classrooms or issues dealing with reflexivity are included. Taking into consideration

the world’s condition and that the number of people searching for new homes in new
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lands in order to find peace and security are increasing, it becomes crucial to adapt

relevant policies into the system.

In terms of adapting students into their classrooms, their peers and to their micro
school systems, teachers also have a pivotal role in adapting students to the wider
social context in the societal level. As Rodriguez (2015) also states, teacher should
gain pedagogical training on building relationships with marginalized groups such as
students with colour or immigrants and refugees since this strongly constructed
relations will create a sense of belonging that will eventually foster academic
success. Taking into consideration this significant role, the teachers’ potential on
refugee students become even more important since they have the power to provide
refugee students with safe classroom environments depending on their knowledge,
values, practices and attitudes (Kovinthan, 2016). In order to become such
professionals in their fields, teachers should be provided with support and training in
order to increase the idea of reflexivity and multiculturality with the aim of
preventing isolation, discrimination and refusal in the classroom. The insufficient
training of teachers during their pre-service and in-service education period in these
concerns can lead to misinterpretation of events relating to cultural differences and
can hinder the adaptation process of both the refugee students and their families
(Hones, 2002). As a consequence of these misinterpretations, apart from trying to
overcome issues such as language deficiencies, adaptations and trauma dealing; they
also have to struggle with discrimination (Karaman, 2001).

Taking into consideration the importance of the refugee students adaptation process
in their host country, the role of teachers in the process becomes very significant.
However, teachers are generally not equipped with such skills and training in their
teacher education programs (Kovinthan, 2016). The study of Mogli et al (2020) show
that the teachers in the study lacked sufficient training in teaching refugee students,
however, they had a personal interest in teaching and helping the students adapt. The
teachers in the study also expressed that they needed to know the cultural capital of
their refugee students and they also needed to know their previous educational

system in order to adjust their teachings as much as possible together with making
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meaning and inferring certain actions in the classroom (Mogli et al, 2020). This
statement is also relevant to Kovinthan’s (2016) Narrative study in which she has
also stated that the greatest challenge that she had experienced both as a refugee
student and a pre-service teacher was the lack of awareness teachers had regarding
refugee students’ pre-migration, migration, and post-migration experiences.
Similarly, Kovinthan (2016) also mentions in her study that uncritical multicultural
values adopted by many teachers in her school could not make the distinction
between immigrant and refugee experience since their sense-making of
multiculturalism and inclusion were based on a generalizable idea that one idea can
fit all to immigrant back-grounded students. She further states that this generalization
of multiculturality among different students lies on the fact that teachers are not
aware of their own positionings and how they position their students. In other words,
it can be said that teachers lack the concept of reflexivity through which they
critically analyze their positioning based on the self and the “other”. MacNevin
(2012) also found that refugee education includes educators to be proficient and
versatile with their skills and approaches, having the necessary knowledge and ability
to overcome challenges that appear in the classes dealing with more emotional
issues, including refugee students both socially and academically, and using students’
prior experience in their teaching. In her research about the refugee action support
program, Ferfolja (2009) found that experience with refugee students helped them to
construct a sociocultural understanding based on the pedagogical implications of
diversity. She also emphasizes the importance of providing such pedagogical tools to
pre-service teachers before they start teaching since considering the fact that we are
living expanding globalized world it would be an injustice for those students who

need support.

From a different perspective, Rodriguez (2015) discusses how social science research
shapes teacher perception on refugee education. She argues firstly that research in
education generally relies on an inclusion-exclusion models which creates a “victim-
in-need” paradigm and fails to create an environment in which these students can
self-articulate their identities and cultural practices. Secondly, she also argues that

research positions refugees as students with a deficit model of thinking. She further
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states that schools generally view refugees as places in which they will be “fixed”.
Thirdly she states that academic discourse characterizes refugee students as
“disadvantaged”. And finally, she states that the least understood area is the case
study approach to understanding refugee identity and education. In relation to
Mosselson’s (2006) study, she argues that this approach can reinsert agency for
refugee students as they construct and make sense of their changing identity in their
new context. As a result, it becomes important for teachers to understand how
refugees make sense of their previous experiences before coming to their host
country together with their present experiences (Rodriguez, 2015). Rodriguez (2015)
concludes her study by stating that “the use of “compassion” is problematic if it
includes pitying students, but critically thinking through the role of the teacher can
raise awareness and teachers’ critical consciousness about the dangers of

compassion” (p.121).

2.7. Covid 19 Pandemic and Refugees

Coronavirus disease (COVID-19) has infected five hundred million people
worldwide and has caused more than six million deaths worldwide (Worldometer,
2022). The latest findings in Turkey show that nearly fifteen million people have
been diagnosed with COVID-19, and ninety-eight thousand deaths are linked to the
virus (Worldometer, 2022). Governments acted fast in taking precautions to slow
down the spread of the virus among people. These precautions included strict or
partial lockdowns, social distancing regulations and curfews (Bozkurt et al, 2020).
As a result, the global pandemic was not only a serious public health emergency, but
at the same time it also became a political, economic and social emergency
(Williamson et al, 2020). According to Sertkaya et al. (2021), Turkey is one of the
countries which has been affected quite dramatically by the pandemic, especially in
terms of its economy. They further state that the Turkish economy was not strong
enough to handle the economic burden of the pandemic and as a result double digit
unemployment levels were reached, deterioration in the financial balance together

with high inflation rates were also observed (Sertkaya et al., 2021). The annual
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inflation rate in terms of consumer price index since the Covid-19 global pandemic

has been officially noticed is given in Figure 2 below.
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Figure 2. The Annual Inflation Rate in terms of Consumer Price Index in Turkey
(TUIK, 2022)

Figure 2 illustrates that the effects of the Covid-19 global pandemic on the Turkish
economy has appeared to be quite severe. When taking into consideration the refugee
crisis, Abbasi-Shavazi (2021) state that during the Covid-19 pandemic, unlike other
countries, refugee hosting countries have the extra challenge and responsibility to
protect and look after the refugee populations residing in their borders. However, this
is not an easy task. The effects of the economic recession are likely to create extra
difficulties for refugees since most work in low-skill and low-paid jobs which are
temporary in nature (Abbasi-Shavazi, 2021). Such job conditions and family budget
potentially create the possibility of commuting to work via public transportation
which creates a higher risk of being infected from the virus (Abbasi-Shavazi, 2021).
In the study of Dempster et al (2020), which was conducted in eight hosting
countries, it was found that refugees were 60% more likely than host populations to
work in sectors such as construction, food services and manufacturing (cited in
Abbasi-Shavazi, 2021). However, with the closure of a majority of the companies
and job facilities, it became inevitable for refugee populations to experience
economic depression. Apart from experiencing such hardships, according to
Goldstein and Peters (2014), at times when societies are experiencing recession and

unemployment, people may be prone to think that refugee populations are also
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another cause for the economic crisis since the government provides job
opportunities and payments for them. This ideology can create xenophobia and

discriminatory discourse against refugees (cited in Abbasi-Shavazi, 2021).

Apart from the economic drawbacks of the Covid-19 pandemic on the refugee
population, starting with the closure of educational institutions to reduce physical
contact, Covid-19 has also reshaped many aspects of teaching and learning (Wang et
al, 2020). Even though school enclosures and education interruptions had previously
been experienced due to different circumstances and reasons, it was the first time that
educators, students and parents experienced school enclosures more acutely and
affectively at the global level (Williamson et al, 2020). Since no institution was
anticipating such a global catastrophe, educational institutions ranging from primary
education to higher education had to act fast to ensure the continuation of education;
hence, online education was put into practice by all educational institutions (Bozkurt
et al, 2020). From a critical standpoint, this new online learning environment also
brought forth the reality of social inequalities among students. While the impacts of
COVID-19 on education have not yet been comprehensively observed, the issues
dealing with equity are already quite clear (Mupenzi et al., 2020). According to
Wilson and Mude (2020),the decision to close schools exposed significant
vulnerabilities in the education system (particularly in the public school system),
with equity cohorts particularly disadvantaged (cited in Mupenzi et al., 2020, p.
1337).Together with this realization, it was also noticed that student populations who
were aimed to be integrated to the school or social community such as migrant
students or refugee students also faced a high level of difficulty in the adaptation and
integration process (Gornik et al, 2020). As a result, another major complication
facing refugees was sustaining access to their basic right of education. According to
Abbasi-Shavazi (2021), after the launch of online education systems a majority of the
refugee families could not benefit from the online education period, mainly due to
the lack of access to smartphones, the inability of parents to set up the necessary
systems, and inadequate internet access. Likewise, in their study conducted in
Australia, Mudwari et al (2021) also suggest that lower proficiency in the English

language, lack of support structures at home, poor living conditions and potentially
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acculturative stress in the host society contribute to lower achievement among
refugee students and the removal of services and supports that address these
identified impacts (such as language support) is likely to exacerbate their ability to

engage effectively with schoolwork (p. 72).

In terms of higher education Mupenzi et al. (2020) explain that arguments such as
school enclosure causing equity problems are also relevant, however, the impacts of
equity on students are perhaps less visible because of assumptions about students’
independence and pre-existing expectations about using resources such as virtual
learning environments and digital tools (p.1337). In their study, Mupenzi et al.
(2020) state that Culturally and Linguistically Diverse Migrant and/or Refugee
students in higher education have a higher chance of encountering employment loss
which leads to aggravated socioeconomic dynamics for such students which can lead
to further challenges in their lives. These students have no alternatives but to achieve
both working with studying at the same time in order to survive and take care of their
families, hence, in such myriad of difficulties it is inevitable for these students to
focus on their studies (Mupenzi et al., 2020). Another major issue that the Covid-19
pandemic and remote learning has caused in the lives of and Linguistically Diverse
Migrant and/or Refugee students in higher education have been social distancing
since the literature that tells us that these students prefer face-to-face, on-campus

services to support them with their learning (Mupenzi et al., 2020).
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CHAPTER 3

METHODOLOGY

Within the scope of this chapter, the methodology of the study is given in depth. First,
the research design of the study is outlined. After, the research setting, participants,
data collection, pilot studies, data analysis, researcher reflexivity, and trustworthiness
are set out.

3.1. Research Design

Following an interpretive research approach, this qualitative study investigates
multiple cases thoroughly to understand the phenomenon through a rich repertoire of
data. As Symin and Cassell (2012) state, a high amount of diversity can be observed
in the different methods present to the researcher aiming to understand the
organizational entity qualitatively, however, any process of methodological
engagement inevitably articulates, and is constituted by an attachment to particular
philosophical or theoretical commitments that have implications for research design
(p.15). In line with this theoretical orientation, according to Merriam (2009) it is
essential to philosophically position qualitative research since such a positioning
reflects what one believes about the nature of reality (ontology) and the nature of
knowledge (epistemology). An interpretive approach in research supports the idea
that individuals create subjective meanings through their own historical and social
experiences and it is through these subjective meanings that they comprehend the
world which they are a part of (Denzin & Lincoln, 2011). The goal of research which
adopts an interpretive approach relies as much as possible on the participants own
interpretations and views of incidents and conceptualizations (Creswell, 2013). As a
result, the goal of the researchers is to understand and interpret the meanings others

have constructed about their world (Creswell, 2013). It is believed that adopting an
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interpretive approach will help better understand the reflexive acts of individuals and
their conceptualizations based on their positionings of their self and the other.

Cresswell (2007) explains interpretivism as follows:

In this worldview, individuals seek understanding of the world in which they live
and work. They develop subjective meanings of their experiences. These meanings
are varied and multiple, leading the researcher to look for the complexity of views.
Often these subjective meanings are negotiated socially and historically. In other
words, they are not simply imprinted on individuals but are formed through
interaction with others (hence social constructivism) and through historical and
cultural norms that operate in individuals’ lives. (pp. 20 — 21)

As Creswell (2013) states, case studies explore real-life, contemporary bounded
systems over a certain period of time through in-depth data collection processes. Yin
(2009) also defines case studies as investigation of cases within real-life contexts or
settings. What is important in case studies is to provide a thick description of the
cases in order to enable the readers of the study to visualize the cases and thoroughly
understand the contexts to better critically evaluate the research (Merriam, 2009).
Merriam (2009) defines case studies as an intensive, elaborate and holistic
description and analysis of a single social unit or phenomenon. Creswell et al (2007)

express the main function of case studies in a very comprehensive way.

Case study research is a qualitative approach in which the investigator explores a
bounded system (a case) or multiple bounded systems (cases) over time through
detailed, in-depth data collection involving multiple sources of information (e.g.,
observations, interviews, audiovisual material, and documents and reports) and
reports a case description and case-based themes. (p. 245).

As Creswell et al (2007) has also expressed in their comprehensive explanation, case
studies can either investigate a single bounded system which can comprise of a single
entity, a specific phenomenon, a social unity etc. it can also investigate multiple
cases and provide rich descriptions and rich explorations for each case to gain a
better understanding of the issues being studied. Yin (2009) suggests that multiple
case studies show different perspectives of a given issue, this way the inquirer
investigates multiple cases to gain a deeper understanding of the phenomenon. Stake

(1995) calls this phenomenon being studied as “quintain” in which he expresses the
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term as “something that we want to understand more thoroughly, and we choose to

study it

through its cases, by means of a multiple case study” (Stake, 2013, p. 6). Stake
(1995) makes a comprehensive explanation of multiple case studies.

Each case to be studied has its own problems and relationships. The cases have their
stories to tell, and some of them are included in the multiple case report, but the
official interest is in the collection of these cases or in the phenomenon exhibited in
those cases. We seek to understand better how this whole operates in different
situations (p.6).

As for the present multiple case study, each case represents a group with common
backgrounds, such as being an EFL instructor and having refugee students for Case
1; and being a Syrian refugee EFL student for Case 2. The “quintain” which the
study explores is understanding their constructed conceptualizations of their “Self”
and “the Other” in the time of a pandemic. In order to gain an in-depth and complex
understanding on different levels of representations of the “quintain” a multiple case
study was adopted. Each case reveals different realities of the quintain which enables
it to evolve and become deeper and richer in its own constructed ontology. As a
result, this unravelment of multiple realities and constructions feeds the in-depth

nature of case studies.

Stake (1995) makes a distinction between instrumental case studies and intrinsic case
studies. He elaborates the distinction between the two as: “when the purpose of case
study is to go beyond the case, we call it “instrumental” case study. When the main
and enduring interest is in the case itself, we call it “intrinsic” case study (Stake,
2013, p. 8). He further states that in multiple case studies since the aim is to
understand the quintain, the interest in the selected cases will specifically be
instrumental in its nature (Stake, 2013). In line with his explanations this multiple
case study is also instrumental in its nature since it major aim is to understand and
investigate the quintain. In order to select cases for an instrumental study, Stake
(1995) suggests taking into consideration three basic criteria for multiple case studies

which are;
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“Is the case relevant to the quintain?
- Do the cases provide diversity across contexts?
- Do the cases provide good opportunities to learn about complexity and contexts?”

(Stake, 1995 p.23).

Such considerations depict a whole picture of the nature of case studies when
regarding the diverse representative nature of this inquiry; meaning that it entails a
representative nature of the selected cases in accordance with the quintain or the
major aim being studied but at the same time it seeks diversity in this representative
nature of selecting cases since a basic epistemology of case studies can be expressed
as diversity leading to richness and this richness adds more to the broad

understanding of the quintain.

Research Questions:

In line with the aims of the present study, the following research questions were

developed.

1. How do the EFL teachers conceptualize their roles as language teachers in the
lives of refugee students and how do they conceptualize their refugee students as
EFL learners?

2. How do the EFL teachers’ conceptualizations of their professional self and of
refugee students influence their teaching?

3. How do the refugee students conceptualize themselves as refugees and how do
they conceptualize their EFL teachers?

4. What are the challenges the refugee students face regarding these
conceptualizations in the EFL context during the global pandemic and how do they

handle these complexities?
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3.2. Research Setting

Since the Syrian Conflict outbreak in March 2011, millions of Syrian refugees have
escaped from their country to seek asylum (Balkan & Tumen, 2016). Turkey has
been noted to host the highest number of refugees worldwide with a total number of
4 million including 3.6 million of which are Syrian nationals (UNHCR Turkey,
2020). The national legislation of the Turkish government supports the right of
education for all children, including refugee children, in addition, public schools are
free of charge and all refugee children have the right to become students of these
schools (UNHCR Turkey, 2020). As a result, an inclusion strategy is adopted by the

Turkish government in relation to refugee students’ educational rights.

When considering Turkey’s position in respect to its English language status, it can
be stated that it is an expanding circle country (Kachru, 1992) in which English does
not have an official status and is taught as a foreign language rather than a native
language or a second language. In terms of English Language Teaching in Higher
Education in Turkey, the Council of Higher Education (2016) state that departments
whose language medium of instruction is either partially English (30% of the
departmental courses are in English) or completely English have one-year
preparatory programs conducted in the School of Foreign Languages in universities.
It is further stated in the regulations that the English preparatory programs are
compulsory to students whose departments’ adopt an English language medium of
instruction for all departmental courses and a voluntary-based preparatory program
for students whose departments adopt a partial English Language medium of
instruction (HEC, 2016). Students who are expected to attend the compulsory
education program can attend the proficiency exams of universities which are
conducted at the beginning of the year (HEC, 2016). Through this examination,
students can directly start from their departments if they are regarded to meet the
English Language proficiency standards of universities. Universities that only use
Turkish as their medium of instruction do no open compulsory preparatory programs,
however, they can open voluntary-based preparatory programs if seen as necessary

(HEC, 2016).
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The university in which this study is conducted in adopts both a 100% English
approach and a 30% English approach in different departments, hence, the School of
Foreign Languages in this specific university applies both compulsory and voluntary
preparatory programs. In order for the compulsory preparatory education students to
continue in their own departments, they need to graduate from the preparatory
program in maximum 2 years and reach the necessary language proficiency level. If
these students do meet the standards successfully within this two year time, they ‘are
dismissed from the university. On the other hand, students who participate in the
voluntary-based preparatory program have one year to participate in the English
Language education courses. If they are not successful by the end of this year, they
still have the right to pass on to their departments without any certifications. The
refugee EFL students in the study were all participating in the compulsory program,
as a result, in order to successfully graduate from the program, they firstly need to
participate at a minimum level of 85% of the total course hours. If they do not
participate to the courses at this level, they are regarded as unsuccessful even if their
examination scores are satisfactory. In terms of their year-end marks, students in the
compulsory education should receive a minimum score of 60 which is calculated
through the quizzes, the achievement exams and participation scores. However, this

minimum level of success differs for students of the ELT department.

Due to the Covid-19 global pandemic which struck the World in December 2019 and
was declared as a global pandemic by the World Health Organization in March 2020
(WHO, 2020), as governmental legislative regulation educational institutions had to
adopt online education to maintain and sustain education and to avoid the national
and worldwide spread of the virus. As a result, higher education institutions
suspended face-to-face teaching and adopted online education in which all students
had to participate in online sessions with their own classrooms. During online
education, participation was not obligatory in the institution in which this study is
conducted. Technological support for those students who lack such equipment for
online education was not provided. Since an inclusion strategy is adopted, nothing
extra was provided for the refugee students. However, after three academic semesters

of online education which was conducted both synchronously and asynchronously,
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the Institution of Higher Education decided to readopt a face-to-face mode of
teaching at the beginning of the 2021-2022 academic year due to the rising number

of vaccinations.

During the first academic year of face-to-face teaching, which was also the period
during which the data collection process of the study was conducted, students in the
school of foreign languages in which the study was conducted, received 20 hours of
English Language instruction on a weekly basis. In the previous years, the total
lesson hour for each week was 26. The reason for decreasing lesson hours from 26 to
20 was due to the Global Pandemic. The Administration aimed to decrease the risk of
being in over-crowded classes as much as possible by decreasing the lesson hours.
As a result, skill-based lesson (such as Reading, Writing, Listening and Speaking
courses) were removed from the syllabus and an integrated lesson which included all
skills and grammar teaching was included (Main Course). In terms of writing
lessons, teachers gave extra materials for students to do at home. The sitting
arrangements, in each class was settled in a way which aimed to avoid close contact.
So, the seats were widely spaced. Both students and teachers were also required to
wear masks throughout the lessons.

3.3. Participants

According to Dornyei (2007), the main aim of qualitative inquiry in terms of
participant selection is based on providing rich and varied insights into a certain
phenomenon under study rather than being concerned with representativeness. In line
with this aim, the researcher of the study employed purposeful sampling with the aim
of choosing participants who are thought to be information rich and who are thought
to provide rich insight into the issue (Patton, 1990). With the aim of gaining an in-
depth understanding, six participants (three for each case) were selected. All of the
participants were either working or studying in the same institution. The reason for
selecting three participants for each case was due to getting an in-depth
understanding of each case in a limited time scale. Since the study involves intense

socio-cognitive understandings and interpretations, a higher number of participants
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were avoided in terms of quality concerns. As Stake (1995) also mentions, even for
multiple case studies, the number of the participants should not be the highest
priority, however the variety to gain diverse insights is of more importance. In order
to select the participant individuals, the researcher followed criterion sampling,
which is a purposeful sampling strategy in which the researcher identifies some pre-
determined criterion to meet the aims of the study (Creswell, 2013). Since this is a

multiple case study, the criterion for different cases were as follows:

Case 1. EFL instructors:

a. Having graduated from an English Language Teaching (ELT) department
b. Having minimum three years of teaching experience in EFL

c. Teaching in a state university in the present city

d. Teaching a class including refugee students

e. Being voluntary to participate in the study

Case 2. Refugee students:

a. Having come to Turkey from Syria as a refugee

b. Having come to Turkey after 2011 (after the beginning of the Syrian Civil War)
c. Being a registered student at a state university in the present city

d. Being a student at the preparatory program in a state university in Turkey

e. Being voluntary to participate in the study

As Calderhead (1981) also mentions, a difference can be observed when comparing
how expert and novice teachers perceive and interpret classroom events. As a result,
the “three years of minimum experience” criterion for the voluntary EFL instructors
was due to the aim of minimizing the variation of the content of the data which is
likely to be caused by the difference between newly qualified and experienced
teachers. As Watkins (2003) states, three years can be viewed as a criterion to
delineate novice teachers. Similarly, apart from the minimum three-year teaching
experience criterion, the reason for why a state university was chosen was based on
the fact that there are no private universities in the city in which the study was

conducted. The reason for selecting the specific city in Turkey is due to the reason
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that it is the fifth city in Turkey which hosts the highest number of refugees which

consists of 257.449 (Refugee Association, 2022). The reason for this high rate is

because it contains temporary refugee centres (Refugee Association, 2022). In total,

five cities in Turkey have temporary refugee centres and the city in which the present

study is conducted in is one of them (Refugee Association, 2022). Finally, selecting

Syrian refugee students in the study was another criterion which is due to the fact

that Turkey hosts 3.6 million Syrian nationals as refugees (UNHCR Turkey, 2020)

which comprises nearly 90% of the refugee population in total.

Table 3. Profile of the EFL Teachers

Participant Gender Years of | Working Degrees of
Teaching Experience Education
Experience Obtained
Tl Female 21 years - state school | -BA degree in
(middle ELT
school) -MA degree in
- higher | ELT
education -Ph.D. degree
inELT
T2 Female 16 years -State  school | -BA degree in
(primary ELT
education) -MA degree in
-Higher ELT
education -Non-Thesis
MA in ELT
(Fulbright)
-Ph.D. degree
in ELT
T3 Female 25 years -State  school | -BA degree in
(primary ELT
education)
-Higher
education

In order to provide a more detailed profile for Case 1, the following information is

provided below based on their own accounts.
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T1’s interest towards English started at the age of 10 and continued ever since. After
having been accepted to an Anatolian High School, this interest of the language
reached a higher level of competence. She has stated in the interviews that her high
school had a major effect on her career choice. After having graduated from the
English Language Teaching department in the year 2000, T1 directly started her MA
studies in the same field and upon her graduation in the year 2003, she started her
Ph.D. degree without taking a break. She completed her Ph.D. degree in 2006.

During her MA and Ph.D. studies, T1 was working at a state school in Turkey as an
English Teacher for middle school students. Her post graduate studies evolved her
professional and emotional selves by making her wanting to become a better person
than who she was. She realized the importance of being aware of the different worlds
and realities around her which led her to pursue a new dream of becoming a part of
“the new generation”. This new motivation was a major trigger for her to start a new
teaching career at higher education. As a result, after working at a state school for 6
years, T1 applied to become an EFL instructor at the School of Foreign Languages at
a state university in Turkey. Since the year 2007, she has been continuing to work as
an EFL instructor in the same context by teaching English to young adults.

During the years of her experiences as being an EFL instructor in higher education,
she had the chance to analyze the challenges and the positive sides of the profession.
The biggest challenge for her was to see that this age group of students (17-19)
wanted to be perceived as adults but behaved quite conversely. Apart from student
behavior she was shocked, and still is shocked, to see that a majority of the student
hadn’t shown any effort to improve their English Language skills until their current
age. She finds it quite challenging to see that students expect to learn English in a
year with only the course books and the lesson hours provided. She states that she
tries her best to explain to the students that language learning is more than that. She
puts emphasis on the role of English as a social entity and that student need to use
and be exposed to it as much as they can. As a result, T1 tries to integrate various

materials apart from the course books as much as she can in order to foster this idea.
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Apart from certain challenges, T1 is a very optimistic about her profession and feels
very fulfilled when she sees the spark in her students’ eyes. However, during the
Covid-19 pandemic, T1 has stated that she experienced great difficulty. Adapting to
online teaching in technical terms was not a problem for her. The biggest challenge
was to teach through a screen with no interaction to students she has never seen
before. T1 is also a mother, so her identity as a mother and as a teacher was quite
blurred during the online education period which was very challenging for her. All in
all, regardless of the masks everyone as to wear the new academic semester, T1 feels

happy to be back at school.

T2 has had an interest towards English since very small ages. Similar to T1, after
having been accepted to an Anatolian High School, she started learning English in a
more academic level at the age of 12 (at those times Anatolian High Schools also
included middle schools). English was never an obligatory option for her, she always
had great enthusiasm for the language which led her to pursue her career in the field
of English language teaching. She was a very hardworking student who knew her
responsibilities during her middle school and high school years. Even though she was
hard-working, she always saw herself as a social student at the same time.

After graduating from high school, she became a student of the English Language
Teaching department in a state university in Turkey in the year 2001. After her
graduation, she entered the Public Personnel Selection Examination (KPSS) in 2005
and was appointed as an English Language teacher at a small primary school. In the
meantime, she started her MA degree at a state university in Turkey in 2006. In 2007,
she applied to the Fullbright programme to gain experience abroad and to broaden
her perspective. She started teaching Turkish at a college in America for two years.
She returned back to Turkey in 2008 and she completed her MA degree in 2009.
After having returned from America and having completed her MA degree, T2
realised that she wanted to continue her career in higher education. After showing so
much effort in her career, she thought that she had to nourish it further in a more

satisfying working environment.
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Apart from the professional aspect, T2 was also always passionate about the “campus
life”. She wanted to be part of it once again. As a result, she started working in the
School of Foreign Languages in a state university in Turkey in 2010. During the
same Yyear, she was also accepted to the Ph.D. program in the same university and she
graduated from the program in 2017. She views her post-graduate studies as
enlightening and empowering which fostered her self-satisfaction and fulfilment.

Since 2010, she still continues in the same institution as an EFL instructor.

In her current profession and institution, one of the things that T2 finds challenging is
dealing with the age group of the students (17-19). In smaller age-groups, T2 sees in-
class disruptive behaviour as foreseeable. However, in higher education different
egos come into play and it becomes extremely critical to handle such situations.
Apart from the challenges related to the students, another major challenge for T2 is
to adapt to the macro setting of the institution, which is applying to the standards. As
a rather humanist person, T2 sometimes wants to stretch the boundaries of the
standards such as when latecomers want to enter the class or when she wants to add
extra materials to her lessons apart from the course books. However, she states that
standards must be applied but she tries her best to especially use extra authentic
materials in her lessons such as podcasts and videos to enable the students to see the
language not as an instrument to succeed the exams and graduate from the School of
Foreign Languages, but as a social entity which they need to use and make it become
a part of their lives.

As for the Covid-19 pandemic, T2 was in her final stages of her pregnancy to her
second child. After her birth, she was all alone with only her husband and her
younger daughter due to the lockdown and couldn’t receive any help neither from her
mother or a caretaker. When her maternity-leave was officially over she started her
online courses but had great difficulty especially in terms of maintaining the peace of
the household and continuing her online lessons. Similar to T1, T2 is also very happy

to be back in her office and teaching her students in a face-to-face environment.
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T3 has been an English Language teacher for 25 years. Her interest towards the
language started at very early ages since her father was an English teacher and since
English was spoken in their house on a daily basis. Due to her father’s career, T3
grew up with the notion of living with a foreign language and sustained the
importance of learning and improving a foreign language. Another motivation to
learn English for her was travelling to America and living there for 2 years during
her childhood. Even though she was a child, she views those times as a major
element in her motivation towards English. As a result, she decided to be an English
teacher by becoming a student in the English language teaching department. At one
point in her life, she thought of becoming a lawyer but later realised that people
charging money for things you do for them even if you don’t approve was not
something she could do as a living. Teaching seemed much more influential and

inspiring.

After graduating from a state university in Turkey in 1996, T3 started working in a
government school as an English Language teacher and she taught English to
primary level students. After teaching in a government school for three years, she
decided to continue working in higher education due to the difficult conditions she
faced in her school. The school’s and the students’ attitude towards English was not
satisfying for her and she thought that her English proficiency level could also
decrease in such an environment. As a result, she decided to apply to the School of
Foreign Languages at a state university in Turkey in the year 2000. Even though T3
did not pursue an academic career by starting her post-graduate studies, she

experienced many in-service trainings in her institution.

As a teacher of English, she tries her best to motivate her students throughout their
one year of language education in the School of Foreign Languages, because she is
aware of the fact that it is very difficult for students to maintain that motivation
throughout the year. She tries to achieve this by incorporating games and
communicative activities into her lesson. She believes that even though her students
are young adults, they experience great pleasure and enthusiasm in such language

learning tasks. Another challenge for her is the conditions of the system. She is aware
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that it’s very difficult for the students to “use” the language in their daily lives and
make it become part of their lives because when they step out of the class, the whole
learning and using the language process is delayed until the next lesson the other day.
She wants the administration to give more importance to social clubs in which

student can come together after their courses finish and continue to use the language.

As for the Covid-19 pandemic, T3 also states that it was a very difficult period for
her especially professionally because she is fonder of a social-emotional learning
environment which she couldn’t experience in an online-learning process. As a

result, T3 is also very happy to be back at school.

Table 4. Profile of the EFL Refugee Students

Participant Gender Age Year of Stay | Department
in Turkey

S1 Female 22 8 English
Language
Teaching

S2 Female 22 8 English
Language
Teaching

S3 Male 22 8 Mechanical
Engineering

A more detailed profile of the participants in Case 2 will be given based on their

accounts.

S1is 22 years old. She lives with her family. She has three sisters and a little brother.
She is a student at the Foreign Languages in a state university in Turkey. Her
department is English Language Teaching. In the future she wants to be an academic
in her own field with a Ph.D. degree. Currently she knows three languages. These
languages are Arabic, Turkish, and English, which is still at progress. S1 states that
she aims to learn another foreign language which she wishes it to be either French or
German. She also wants to get a major in psychology because she is very interested
in the field.
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S1 is from Syria. She doesn’t exactly remember but she assumes that it has been
eight years since they came to Turkey. Her family tried to withstand the conditions of
the country, but they were able to put up with the circumstances for only one year

since the war in the country had reached an unbearable level.

When she first came to Turkey at the age of 14, she had certain problems with the
language. She started working in a factory during which she also started to learn
Turkish. After two years of working in a factory she decided to start school. S1 is
very grateful for her family since in Syria, she states that it is generally forbidden for
girls to go to school or work. Her family was always supportive with her and her
siblings in encouraging them to go to school. One of her older sisters is in her third
year in the Biology department and her other older sister is in the department of
computer programming. Her twin sister is currently working in a factory in
Gaziantep and her smaller brother is also working in a factory in Gaziantep

regardless of their parents’ support to enable their children to go to school.

S1 really likes the city which she goes to university. She thinks that the climate
reminds her of her hometown in Syria. The city center and the university also remind
her of the city center and the universities in her hometown. As for her own school, S1
really likes her class friends. She thinks they are all very considerate in helping her
study English and to sort out certain problems. Since school starts, she has gained
both Turkish friends and Syrian friends.

S1is a very hardworking student. She thinks that she is quite good at reading, writing
and listening in English, however, she wishes that she had more time to speak the
language. She is a very enthusiastic language learner and always seeks help from her
teachers to speak English outside of the language classrooms. For her future, apart
from being a successful academic in the field of language teaching, S1 wants to have
a simple life of her own. She wants to visit Europe, but she doesn’t have any dreams

of living there. She wants to live work in a place where she could be happy and safe.
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S2 is also 22 years old. They first came to Turkey in the year 2013. She is the oldest
of the three children in her family. Her younger brothers are 21 and 15 years old.
While one of her brothers is working at a butcher, her other younger brother is
working at a furniture store. S2 is the only child in the family who is continuing her
education. Her father was a great support for her in deciding to continue her
education. When they first arrived to Turkey, they started living in a small seaside
district of the big city where she studies. Language was a great barrier for them at the
initial stages. Her parents still cannot speak Turkish since they could not attend any
Turkish Language teaching centres. Their economic condition was also extremely
bad since her family had very limited savings. As a result, her brothers started

working in a factory when they first arrived at a very early age.

S2 wanted to work and earn money for her family but her father did not want her to
work since some bad things had happened to her female cousins who were working
at those times. Eventually, S2 decided to go to school. She applied to a Turkish
school. The school management wanted her to start from first grade rather than
continuing her education with her peers. S2 did not want this so she changed her
mind in going to school. In 2019, she decided to go to a Syrian school in the city
where she studies. She continued her education there from grade nine to grade twelve

and received a high school diploma.

S2 had always wanted to go to university. One of the biggest reasons for this
motivation was due to her grandfather who was an archaeology professor at a
university in their hometown. He was a rather enthusiastic academic who also had
working experiences at Oxford University and Tokyo University. S2’s family gave
great importance for an academic career but after the war it became very difficult for
them to pursue such dreams. After graduating from high school, S2 applied for the
Examination of Foreign Students (YOS) and got the right to enter the department of
medical documentation. Her father did not want her to start this department so he
made her study for another year to try again. In her second attempt, she managed to
become a student of the English Language Teaching Department at a state university

in Turkey. During her one extra year in studying for YOS, S2 had also attended
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“TOMER” which is a Turkish Language Teaching center. As a result, before she
started university, she also managed to receive a Cl level Turkish Language

proficiency certificate.

Currently, S2 loves her school, her teachers and her friends. Her teachers are very
caring and helpful. This surprised her a lot since she didn’t expect such behaviors. As
for her friends, S2 hadn’t had any Turkish friends before university. The only
Turkish friend she had was her neighbor who was an old lady. The Turkish boys in
her neighborhood used to tell bad things to them and beat her younger brothers.
Therefore, in general, she preferred to stay at home. After a certain adaptation
process S2 and her family started to manage their family economy, however, during
the pandemic her brother had lost their jobs and all the hardship started all over again
for their family. As for the online education process, S2 was only able to follow her
lessons from her phone since she did not have a laptop, nevertheless she did not give
up. All in all, S2 loves her department and wants to become an academic just like her

grandfather.

S3 is 22 years old. He has seven brothers and he is the second eldest child in the
family. He is a student at the mechanical engineering department at a state university
in Turkey. However, currently he is studying at the School of Foreign Languages in
order to improve his English before starting his departmental courses. S3 lives with
his brothers and his mother in the city where she goes to university. His father works
in a different city at a textile factory. All of his brothers, including himself, are
continuing their education. His elder brother is currently studying at the faculty of
theology. His younger brothers are either students of primary or secondary education.
S3’s parents are very supportive in terms of enabling the children in the family to go
to school. He says that if someone in the family implies that he does not want to go

to school, his parents will punish him.

S3’s father decided to come to Turkey thanks to his brother who has been living in
Turkey for very long years. When the conflict started to happen in the country, his

father directly decided to come to Turkey next to his brother. S3 does not have much
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memories of the war since they did not spend much time during that period, however,
he does remember that there was no electricity at a certain time and that they could
not buy any bread so they had to walk for miles with his elder brother to buy bread

for the family.

Once they came to Turkey, S3 did not socialize much for a year but then he started to
go to a Turkish language course. He did not work since his father wanted all the
children to go to school. After a year at the language school S3 continued to develop
his Turkish language skills in a natural environment through socializing. Currently,
his Turkish proficiency is very good. He states that he cannot exactly remember how
he learned the language, it just happened quite naturally for him. As a result, unlike
the other participants in the study, language was not much of a problem during his
adaptation process in Turkey. Apart from the language, even though he had some bad
incidents, generally people in his new environment were very helpful during his

adaptation process.

S3 is also a very hardworking student. He aims on improving his English language
proficiency level and later he also wants to learn another foreign language because he
is aware that in order to be successful in his future career, language is very important.
Apart from improving his language skills, S3 is also determined to be very successful
in his own department after graduating from the School of Foreign Languages. He

wishes to be a very successful mechanical engineer in the future.

3.4. Data Collection Instruments

In order to successfully understand the quintain of a case study (Stake, 1995),
reaching multiple realities and multiple epistemologies is essential. In order to reach
these multiplicities, it is essential for researchers to use various tools which can
compensate one another or which can foster each other in terms of reliability and
credibility purposes. Similarly, Creswell (2007) suggests that case studies contain a
wide range of data collection tools which promotes and helps the researcher achieve

and in-depth understanding of the case being studied. Yin (2003) categorized the
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basic data collection tools for case studies which are documents, archival records,

interviews, direct observation, participant observation, and physical artefacts.

The present research study utilized a variety of data collection instruments to
examine the issues EFL teachers’ and refugee students’ conceptualizations together
with the challenges and the implications they create in the time of a global pandemic.
In order to achieve this goal triangulation method was adopted which refers to the
use of multiple sources in qualitative research to get an in-depth understanding of the
phenomenon under study (Patton, 1999). Similarly, Cohen et al (2000) define
triangulation as “using the same method on different occasions or different methods
on the same object of study” (p.113) which also reflects the importance of variety in
the notion of appreciating multiple realities in social sciences. These multiple sources
of data collection instruments included semi-structured interviews, classroom
observations and reflexive journals. The foci of these data collection instruments are

given in Table 5.

Table 5. The foci of the data collection instruments

Data Collection | Research Question | The Major Focus of the

Instruments (RQ) Numbers Instruments

Interview | for both gaining background information of

Cases EFL teachers and refugee students.

Interview Il for Case 1 | RQ1 gaining detailed information based
on EFL teachers’

conceptualizations of their roles as
language teachers in the lives of
refugee students together with their
conceptualizations of their refugee

students.
Interview Il for Case 2 | RQ3 gaining detailed information based
on refugee students’

conceptualizations of their roles as
refugees and as English language
learners together with
understanding their constructed
conceptualizations of their EFL
teachers.
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Table 5 (cont’d). The foci of the data collection instruments

Interview 111 for Case 2 RQ4 understanding the challenges
the refugee students face and
how they handle the
complexities EFL context in
respect to the issues regarding
the preliminary findings of
the conceptualizations.

Classroom  Observation | RQ2 observing  the  teachers’
for Case 1 classroom  practice  with
refugee  students through
focusing on the analysed data
obtained from the interviews

Stimulated Recall | RQ2 teacher’s narrations based on

Interviews for Case 1 their practice with refugee
students

Reflexive Journals for | RQ1, RQ4 -gaining detailed information

both Cases based on EFL teachers’

conceptualizations of their
roles as language teachers in
the lives of refugee students
together with their
conceptualizations of their
refugee students.

- gaining detailed information
based on refugee students’
conceptualizations of their
roles as refugees and as
English  language learners
together with understanding

their constructed

conceptualizations of their

EFL teachers.)
Member-Checking RQ1, RQ2, RQS3, | member-checking the
Interview for both Cases | RQ4, analysed data for

confidentiality purposes

3.4.1. Semi-Structured Interviews

As Creswell and Béaez (2020) have emphasized, interviewing is one of the most
popular alternatives of collecting data in qualitative research which includes asking
open-ended questions to participants. One of the main advantages of interviewing for
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qualitative researchers is its potential content of allowing interviewees to express
personal perspectives to interviewers (Creswell and Baez, 2020). Similarly, in line
with the methodological and epistemological aims of qualitative research, interviews
can be designed to obtain data which are thick and rich in its nature and which
provide in-depth information based on participants’ experiences and viewpoints
(Creswell, 2007). In terms of triangulation purposes, interviews are combined with
other forms of data collection forms in order to provide the researcher with a well-
rounded collection of information for analyses (Turner, 2010). The advantages and

the limitations of conducting interviews are presented in Table 6.

Table 6. The Advantages and the Limitations of Conducting Interviews (Creswell
and Baez, 2020)

Advantages of interviews

Limitations of interviews

e Useful when participants cannot be
directly observed

e Participants can provide historical
information

e Allows researcher control over the
line of questioning

e Allows questioning over a long period
of time

e Encourages open exchanges

e Cost and time efficiency

e Provides indirect information filtered
through the views of interviewees

e Provides information in a designed
place rather than a natural setting

e Researchers’ presence may bias
responses

e Not all people are equally articulate
and perceptive

e Privacy may be an issue for online

contact

In semi-structured interviews, which are a verbal interchange, the interviewer aims to
elicit information from the interviewee through asking questions (Longhurst, 2003).
Several guiding questions, elaborated on a central issue, are prepared by the
researcher and the interviewee is encouraged to answer these questions through an
exploratory manner (Dornyei, 2007). Although a pre-determined list of questions is

formed by the researcher in semi-structured interviews, this process actually
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proceeds in a conversational manner which gives an opportunity for the participants

to further elaborate an issue they believe is crucial (Longhurst, 2003).

During the data collection process, the researcher conducted four semi-structured
interviews. In the first interview (see Appendix B), which was adapted from
Warriner’s (2003) dissertation study, the researcher aimed to gain background
information about the participants at the beginning of the semester. The main focus
of the interview for Case 1 (EFL instructors) was on their personal histories about
becoming English language teachers; and for Case 2 (refugee students) the main
focus of the first interview was based on their personal histories of displacement and
their English language learning experiences before becoming refugees. The first
interview for Case 2 was translated into Turkish and member-checking with a
colleague was also done to double check the translations. Interview Il for Case 1 (see
Appendix C), which was adapted from Heineken’s (2019) dissertation study, aimed
to explore the first research question of which focused on gaining detailed
information about EFL teachers’ conceptualizations of their roles as language
teachers in the lives of refugee students together with understanding their

conceptualizations of refugee students.

In the time of this study, online education was adopted by the Institute of Higher
Education of Turkey due to the global pandemic. However, during the time of the
data collection process, face-to-face education was decided to be started. As a result,
the questions of the interview both aimed to elaborate on ideologies based on “the
Self” and “the Other” in an online education period through a retrospective way
together with understanding these conceptualizations during a face-to-face period in
an introspective way. Interview Il for Case 2 (see Appendix D), which was adapted
from Aziz’s (2016) dissertation study, was utilized to answer the third research
question, focused on gaining detailed information based on refugee students’
conceptualizations of their roles as English language learners in an EFL context
together with understanding how they conceptualize their EFL instructors. Similarly,
through these conceptualizations, it was also aimed to gain insight based on

ideologies of the self and the other. The second interview for Case 2 was translated
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into Turkish and member-checking with a colleague was also done to double check
the translations. As for Interview Ill for Case 2 (see Appendix E), which aimed to
shed light on the fourth research question, focalized on the challenges the refugee
students face both in an online education and face-to-face EFL context in respect to
the issues regarding the preliminary findings of the conceptualizations. Interview Il
for Case 2 was adapted accordingly for each participant after analysing the previous
interviews, since the themes were necessary to further elaborate on the challenges
and their handling strategies regarding the conceptualizations that the participants
experienced. The third interview for Case 2 was translated into Turkish and member-
checking with a colleague was also done to double check the translations.

Special care was given to the creation and adaptation of the interview questions for
the refugee students in order to prevent traumatizing them. Ricchiardi (2018)
suggests interviewers to not start with difficult questions when interviewing people
which traumatic backgrounds. Instead of diving into deep issues at the initial steps,
Ricchiardi (2018) suggests to ask questions about themselves and their lives in
general. Turati (2021) has also suggested certain tips for interviewing victims of
tragedy. She initially focuses on ensuring the participants to be sure that their
information will be confidential and that they can stop whenever they want. She
further stresses that it is very important for the participants to trust you, so researcher
must clarify their professional identity and their research aim. The interview setting
is another important aspect to consider prior to conducting the interview since the
participants need to feel safe to open up and speak. Turati (2021) also states that it is
very important for the participants to know that they don’t have to answer all of the
questions and that they are free to refuse whichever question that makes them feel
uncomfortable. She further indicates that maintaining visual contact and being an
attentive listener throughout the process is crucial to sustain the trust between the
interviewer and the interviewee. Apart from emphasizing similar points of
interviewing traumatized individuals, Nobel (2018) focuses on resisting the feeling to
say “I understand you” or “I know how you feel” during the interview, since it is not
quite possible to understand such people and it also creates a feeling of insincerity.

She further emphasizes that interviewers should avoid questions beginning with
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“why” since it might imply that the interviewee is responsible for a certain act in
some way. Another reason for why interviewers should avoid “why” questions is
because people with trauma can have troubles in remembering the events clearly,
hence, they may have difficulties in making meaning of such events (Nobel, 2018).
As a result, the interview questions and the interviewing sessions with the refugee

students were done accordingly to avoid any feeling of negativity.

In terms of conducting the interviews with the refugee students, all of the interview
sessions were conducted in Turkish. On the other hand, with the EFL teachers, while
some of them preferred to do it English sometimes, other preferred to do the
interviews in Turkish. As a result, great care was given to the translation of the

interview questions.

3.4.2. Observations and Stimulated Recall Interviews

Another tool which was used in this study were classroom observation and
stimulated recall interviews in order to shed light on the second research question
which focused on understanding how the teachers’ conceptualizations influenced
their teaching in their online classrooms which their refugee students. Observations
are regarded to be essential in case studies in relation to gaining both emic and etic
perspectives in research (Stake, 1995). Pike (1967) distinguishes emic and etic
between phonemic and phonetic accounts of language. While phonemic accounts are
member-relevant rules about the sound contrasts of language that native speakers
have inside their heads, phonetic accounts are researcher-relevant distinctions about
how these sounds are observably realized by native speakers (Markee, 2013, p.1).
Similarly, Stake (1995) suggests that etic issues are accounts based on the researcher
which can be perceived as external in nature while emic issues are accounts of the
participants or of the actors being studied. As a result, Stake (1995) further explains
that in order to come down to trustworthy assertions in a case study, one must
consider both emic and etic perspectives and in order to achieve emic perspectives
observation is seen as an effective tool to reach this goal and to conclude in in-depth

assertions.
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Regarding the fact that participants might have problems in expressing themselves in
interviews or in certain cases might be involuntary to be interviewed, observations
are seen to be an ideal form of qualitative data to compensate in such cases (Creswell
and Baez, 2020). During observations, researchers take field notes on the behaviour
and activities of individuals at the research site (Creswell, 2009). Observations are
also regarded to be an efficient adjunct to interviewing since they enable comparison
of the codes and themes from findings of the interviews, as a result, a triangulation of
data sources is achieved to help focus on the accuracy of the interpretations made by
the researcher (Creswell and Béez, 2020). In Table 7, the basic advantages and the
limitations of observations are presented. Together with the observations, stimulated
recall interviews were also used to centralize on critical points which were observed
during the observations. Stimulated recall is a subset of introspective methods which
focus on eliciting data through thought processes after conducting a task or an
activity, in other words it is more based on observing internal processing about

experiencing tasks or activities rather than external events (Gass and Mackey, 2000).

Table 7. The Advantages and the Limitations of Conducting Observations (Creswell
and Baez, 2020)

Advantages of Observations

Limitations of Observations

e Researcher has first-hand experience
with participant(s)

e Researcher can record information as
it occurs

e Unusual aspects can be recorded
during observations

o Useful in exploring topics that can be

uncomfortable for participants to discuss

e Researcher may be seen as intrusive

e Private information may be observed
that research cannot report

e Researcher may not have good
attending and observing skills

e Certain participants can create special

problems in creating rapport

A pre-conference was initially held before conducting the observation. As Howard

(2015) states, a preconference enables the researcher to grasp an understanding of the
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teachers’ class, the classroom management issues, the teachers’ instructional
planning and methodological issues. During pre-conferences, teachers also become
aware of why the researcher is there to observe him/her and what the main aim of the
observation is. After the pre-conference, the researcher started observing the lesson
with an Observation Schedule (see Appendix F). The observation schedule was
formulated after analysing the interviews and deducing the themes related to the
conceptualizations of the self and the other in an online education context. The
observation schedule was created to look about how these conceptualizations were
reflected to the teaching of the EFL teachers and how the relevant dynamics evolved
during the lesson.

3.4.3. Reflexive Journals

Studies based on reflexivity involves understanding how cultural histories and
experiences shape individual subjectivities and identities together with invoking
confrontation of one’s personal prejudices based on racism and cultural or ethnic
diversity and critiquing on how these shape one’s interactions with individual and
“others” (Cloonan el al., 2017). As Smith (1999) also mentions, reflexive journals
can foster an internal dialogue for critically scrutinizing and comprehending critical
and crucial issues. Paterson (1994) further adds that reflexivity is the ability to
critically examine and use previous experience to influence further action. To further
elaborate on this statement, reflexivity can be viewed as a methodological tool to
examine constructed beliefs and conceptualizations based on past experiences in
order to make sense of future actions. Cunliffe (2016) explains reflexivity as
“questioning what we, and others, might be taking for granted—what is being said
and not said—and examining the impact this has or might have (p. 741).” She further
adds that this critical questioning helps individuals examine “assumptions, decisions,
actions, interactions, and the assumptions underpinning organizational policies and
practices and the intended and potentially unintended impact (p.741)” and helps
individuals move from a subjectivist to an intersubjective ontology (Cunliffe, 2016).
What is meant by moving from a subjectivist to an intersubjective ontology can

further be explained as changing one’s mindset into a more socio-constructivist form.
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By achieving this one can successfully understand that our mindsets are a product of
socio-historical and socio-political contexts that we are a part of. As Cunliffe (106)

states:

Intersubjectivity accepts that we are never wholly separate, that we are who we are
because of our living and lived relationships with others (p.742)

In line with these focal points, reflexive journals (see Appendix G) were incorporated
in this study to promote such issues based on self-awareness (Koch 1994) through
promoting an internal dialogue in order to gain rich data to understand complex
issues such as the constructed beliefs of the self and the other (Smith, 1999). In order
to promote such critical thinking, open-ended metaphorical representations were
asked from the participants and relevant explanations were also expected for each
metaphorical representation. As Thomas and Beauchamp (2011) state, it is not
always easy to explain personal beliefs with many words. They further state that
metaphors enable difficult concepts like beliefs and identity to be examined in a
vivid and insightful way which can allow the participants to be descriptive in their
thoughts. Similarly, Thomas and McRobbis (2007) also emphasize on the
“revealing” factor of metaphors since they can help express or characterize difficult
concepts in a more figurative through accessible or relatable concepts in the
individuals existing knowledge. As a result, it is expected that the metaphorical
representations that individuals select to depict their conceptualizations will also
depict their constructed critical beliefs and ideologies. The reflexive journals were
given to the participants after the interviews prior to the observation sessions for the
EFL teachers.

3.4.4. Member-Checking Interviews

As Candela (2019) states, member checking is frequently used in qualitative research
in order to maintain trustworthiness. Lincoln and Guba (1986) have also focused on
how member-checking interviews are essential in creating trustworthiness in

qualitative research. They further describe member-checking as:
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the process of continuous, informal testing of information by solidifying reactions of
respondents to the investigator's reconstruction of what he or she has been told or
otherwise found out and to the constructions offered by other respondents or sources,
and a terminal, formal testing of the final care report with a representative sample of
stakeholders. (p. 77)

Member-checking can also effectuate credibility purposes of the study by
maintaining triangulation goals through validating the data by the participants
themselves together with giving voice to the participants by allowing them to
confirm or deny the accuracy of the interpreted data (Stake, 1995). Birt et al. (2016)
also highlight the importance of member-checking the data since they see its absence
as an epistemological and a methodological challenge. Such challenges include
interpretations of data changing over time, ethical considerations of returning the
data to the participants, and deciding the responsibility of who should be responsible
for interpreting the data. In line with the aim of member checking interviews, it
should be stated that after analysing each data set, the preliminary findings were
discussed with the participants on behalf of their own provided data. The findings

were included in the study in regard to their approval.

3.5. Data Collection Process

The data collection process was conducted in the fall semester of 2021-2022
academic year. After getting all the necessary permission from the ethic committee
(see Appendix A) and from the participants through informed consent forms (see
Appendix 1), the data collection process started by giving the participants the
debriefing forms (see Appendix J) and started to be conducted in line with the most
appropriate schedules of the participants. Also, since data collection in qualitative
research is an iterative process, reaching saturation during collecting the data is

considered to be focal in order to gain an in-depth understanding (Dérnyei, 2010).
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Table 8. Data Collection Schedule

Procedure for Data Collection

Schedule

Piloting

October 26, 2021

Interview | for Case 1 (EFL teachers)

a) Tl November 11, 2021
b) T2 November 10, 2021
c) T3 November 12, 2021
Interview | for Case 2 (Refugee

Students)

a) S1 November 10, 2021
b) S2 November 8, 2021
c) S3 November 25, 2021
Interview |1 for Case 1

a) Tl November 17 , 2021
b) T2 November 26, 2021
c) T3 November 26, 2021
Interview |1 for Case 2

a) S1 November 23, 2021
b) S2 December 8, 2021
c) S3 December 7, 2021
Interview 111 for Case 2

a) S1 March 10, 2022

b) S2 March 23, 2022

c) S3 March 18, 2022

d) Reflexive Journals

e) Case 1 April 14, 2022

f) Case 2 May 17, 2022

g) Observation and Pre-Conference
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The data collection period of the study was started at the first month of the Fall
semester of the academic year 2021-2022 and continued in Spring Semester of 2021-
2022. After receiving the ethical committee approval form, the procedure firstly
started with conducting pilot studies for both cases to ensure the quality of the
interview questions and the reflective factor of the reflexive journals. After
conducting the pilot studies necessary adjustments were made accordingly.
Following the piloting process, the first interviews were conducted separately with
both cases to gain an in-depth understanding of their backgrounds as EFL instructors
and as refugee students. While the first interview focused on their journeys of
becoming refugees and their opinions about their current contexts for Case 2; it
focused on the EFL instructors’ journey in becoming EFL instructors, their
perceptions about their professional selves and their current contexts for Case 1.
After the first interviews, the second interview was conducted for Case 1 and the
third interview was conducted for Case 2. The fourth interview was conducted after
analysing and member-checking the analysis of the 1st, 2nd and 3rd interviews. As a
result, the fourth interview was formed after the extracted themes of the previous

interviews.

3.6. Pilot Studies

Pilot studies were conducted to “help to refine data collection plans with respect to
both the content of the data and the procedures to be followed.” (Yin, 2009, p. 82).
The cases for the pilot study were selected from a state university with similar
criteria for the actual participant selections of the larger scale study. It was aimed
that, through conducting a pilot study, this would enable the researcher to practice
and to evaluate the effectiveness of the planned data collection and analysis
methodology (Doody & Doody, 2015).

The pilot studies were done for the first and second interviews for both and was
conducted with two representative individuals for each case. After conducting the
pilot studies, certain adjustments were made on the interview questions to gain better

insight. These adjustments included extractions of certain questions which did not
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serve the aim of the study, inserting new questions that evolved to add insight,
reordering some questions, and making the questions less direct for the refugee
students, such as extracting the question “why”. Nobel (2018) emphasizes that
interviewers should avoid questions beginning with “why” when interviewing
trauma-sensitive individuals since it might imply that the interviewee is responsible
for a certain act in some way. Another reason to avoid “why” questions is because
trauma-sensitive people can have troubles in remembering the events clearly, hence,
they may have difficulties in making meaning of such events (Nobel, 2018). Apart
from the interviews, the reflexive journals were also given to an EFL instructor to
read and elaborate. In relation to her comments, the description of what a metaphor is
was also made explicit to the refugee students individually by providing examples.

The adjustments made to each data set can be seen in Appendix J.

3.7. Data Analysis

Data analysis is an ongoing process during which the most preferred way to analyse
the data in a qualitative study is to do it simultaneously with data collection
(Merriam, 2009). When conducting a qualitative study, the researcher is aware of the
problem and has selected a purposeful sample to collect data in order to investigate
the specific issue, however, the researcher does not know what the final discovery
will be since the final product is shaped by the data that are collected and analysed
during the entire process (Merriam, 2009). Without ongoing analysis, the data can be
unfocused, repetitious, and overwhelming in the sheer volume of material that needs
to be processed, as a result, data that have been analysed while being collected are
both parsimonious and illuminating (Merriam, 2009; p.71). Similarly, as Dornyei
(2010) mentions, in order to generate new insights, qualitative data analysis needs to
be flexible and data-led. Creswell (2005) also states that, in interpretive forms of
analysis instead of starting with a theory, patterns of meaning are formed inductively
which justifies the flexible and the data-led nature of qualitative data analysis.
Merriam (2009) has summarized the complex nature of data analysis in qualitative

research:
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Data analysis is the process of making sense out of the data. And making sense out
of data involves consolidating, reducing, and interpreting what people have said and
what the researcher has seen and read — it is the process of making meaning. Data
analysis is a complex process that involves moving back and forth between concrete
bits of data and abstract concepts, between inductive and deductive reasoning,
between description and interpretation. These meanings or understandings or
insights constitute the findings of a study (Merriam, 2009, p.176)

Inductive approaches to data analysis include the collected data being related to the
focus of the inquiry, hence, hypotheses are not generated beforehand and thus the
relevant variables for data collection are not predetermined, also, the data are not
grouped according to predetermined categories, rather, what becomes important to
analyse emerges from the data itself, out of a process of inductive reasoning (Maykut
and Morehouse, 2002). The constant comparative method is one way to conduct an

inductive analysis of qualitative data (Lincoln and Guba, 1986).

In this study a constant comparative method through an inductive approach has been
adopted for interview transcription analysis. Constant comparative method enables
the researcher to identify the events in line with the aim of the research and
constantly compare them to emerging categories until saturation is reached (Glaus &
Straus, 1967). Goertz and LeCompte (1981) also describe the process as comparing a
selected meaningful unit to other meaningful units through which similar meaningful
units form categories. Once there are no similar units of meaning then new
meaningful units are researched for with the same technique. Through adopting an
inductive approach, Maykut and Morehouse (1994) summarize the process of

constant comparative method of data analysis in Figure 3.
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* inductive category coding and similtenous comparing units of
meaning across categories

refinement of the categories

explorations of relationships and patterns across categories

integration of data yielding and understanding of people and
settings being studied

Figure 3. Maykut & Morehouse’s (1994) Constant Comparative Method

The first step of Constant Comparative Method of data analysis put forward by
Maykut and Morehouse (1994) is inductive category coding. During this step it is
essential to have all of your documents related to your data collection process should
be present in front of the researcher. During this stage the researcher reviews the
initial discovery sheet of recurring concepts and themes, and combine any ideas that
overlap with one another (Maykut and Morehouse, 1994). Later, a prominent idea is
selected from the analysed document, which is viewed as the first provisional coding
category (Maykut and Morehouse, 1994). As a following step, the researcher looks
through the data to find the data related to this provisional coding category until no
other related meanings are found. During this process the ‘‘look/feel-alike’ criterion
was adopted. This criterion was advanced by Lincoln and Cuba (1986) as a way of
describing the emergent process of categorizing qualitative data by analyzing which
provisional coding category the meaning unit fits into. Through this systematic
strategy, salient categories of meaning are inductively derived (Maykut
andMorehouse, 1997). When a new data card is found that does not fit any other
provisional coding categories, then a new provisional category is formed (Maykut
and Morehouse, 1994). According to Maykut and Morehouse (1997), during this
process three additional aspects in this first step of analysis needs attention:

First, as your categorization scheme evolves, it may become evident that some data
cards fit into more than one category. We suggest copying these data cards and
taping them up under the appropriate categories. Second, if you recall information
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that counts as data for your study, but do not have it in your prepared transcripts,
field notes, journal, etc., write out the information on a blank index card so it can be
added to the analysis. For instance, you may remember something an interviewee
said before the interview was tape recorded that emerges as important in the process
of data analysis. You can write this information on a card and tape it up under the
relevant category. Third, as you proceed with analysis you may begin to see data
cards that are clearly outside the important content of the study. These data cards can
be put in a category (or box) labeled ‘miscellancous’. Before the analysis is
completed these miscellaneous cards will be reviewed again for possible inclusion
(Maykut and Morehouse, 1994, p. 127).

Examples of inductive categorization are given in Figures 4, 5, 6 and 7 which were
extracted from an example categorization presented by Maykut and Morehouse
(1994).
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Figure 4. First provisional coding category
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Figure 5. Continuing provisional coding categories
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Figure 6. Expanding provisional categories
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Figure 7. Adding new categories

After inductive category coding, the second step in constant comparative method of
data analysis is refinement of categories which is deciding on the rules of inclusion.
The goal at this stage is to understand what are the inclusion and exclusion criteria to
include data into a category. The major aim at this point is to avoid overlapping
between the categories and to set relatable limits to each category (Maykut and
Morehouse, 1994). The third step is exploration of relationships and patterns across

categories which is defined as:

The focus for this step-in analysis is to closely examine the many propositional
statements that have emerged from your careful analysis. Some of your propositions
are likely to be more important than others in contributing an understanding of your
focus of inquiry. Some of your propositions will probably stand alone, sufficiently
describing some aspect of the phenomenon under study. Other propositions are
likely to relate to each other in important ways. Your goal is to study your
propositions for those that stand alone and for those that form salient relationships
and patterns. We refer to the propositions that are formed by connecting two or more
other propositions as outcome propositions (Maykut and Morehouse, 1994, p. 132).
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The final step is the integration of data and writing the research in which the
researcher makes sense of the phenomenon being studied through the formed

categories (Maykut and Morehouse, 1994).

In respect to this study, since there were three different data collection tools, which
were semi-structured interviews, observations and reflexive journals, several steps in
data analysis were employed. First, in terms of the interviews, the audio-recorded
semi-structured interviews were transcribed verbatim in a word document format.

Table 9 presents the total duration for all interviews in minutes.

Table 9. The Duration of Interviews with the Participants in Minutes

CASE 1 CASE 2
T1 T2 T3 S1 S2 S3
1%t Interview 24” 25”7 227 24” 19” 227
2" Interview 34” 42” 29” 35” 31~ 377
3 Interview 23” 28”7 307 227 197 26”
Total Duration 817 95” 817 717 69” 75”
Overall Total Duration for the Interviews with All 4727
Participants

The second step included reading the transcripts thoroughly to make sense of the data
being collected (Creswell, 2013). During this process, the researcher also made small
notes, which according to Creswell (2013) facilitates the initial process of data
collection. Following the initial reading process, the researcher then reviewed the set
of data thoroughly by focusing on the research questions. This is also the first step of
constant comparative method which is inductive coding. During this step, the
researcher inductively identified concepts and themes, and combined the ideas that
overlap with one another and formed provisional categories. After the provisional
categories were formed for the research questions, the refinement of categories was
done by deciding on the criteria to include or exclude data sets for each category.

Following the confirmation process for each category being formed, the relationship
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between categories were identified to see which categories form salient relationships

and which categories stand alone.

For the analysis of the observations, new codes were not formed. According to Stake
(1995), observations enable the researcher to reach a better understanding of the
case(s) during which only a few aspects are focused on to provide further analysis.
As a result, the observation sessions were done after conducting and analysing the
interviews to get a better understanding of the case being studied and to further
elaborate on the categories being identified after the data analysis process of the
interviews. As a result, the observations were focused only on the teacher and her

refugee student(s).

For the analysis of the reflexive journals, as Stake (1995) states, gathering data by
studying documents follows the same line of thinking as observing and interviewing.
Since the reflexive questions on the reflexive journals were based on the research
questions, it was quite clear for the researcher to understand which category the
participants answer belonged to. Since the reflexive journals also included metaphor
selection in order to further understand the participants’ conceptualizations, the
names of the categorizations based on the reflexive journals were directly formed
through the metaphors. In other words, in-vivo codes, which are the exact words used

by the participants, were used for the selected metaphors (Creswell, 2016).

3.8. Researcher Reflexivity

Before and during the data collection process, | had two major roles; an EFL
instructor and a Ph.D. candidate. | had been teaching English to students in Turkey
for seven years together with teaching certain departmental courses, such as “Critical
Thinking Skills”, “World Languages and Human Rights” and “Research Methods” in
the Translation and Interpreting department for the last 1 year. The courses that | had
taught in the Translation and Interpreting department were mostly critical in nature.
Apart from these critical courses that | have taught, as a PhD. candidate who has

newly finished her course uptake period, the theoretical foundations that | have
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created has also shaped my perspective as a novice researcher and an EFL instructor.
During my primary education, my family and | were living in Australia. The
multiculturality that 1 had been exposed to at such an early age created an
intercultural mind-set in me which later on, | believe, has also affected my academic
interest preferences. After such a multicultural childhood, we came to a small
province in Turkey. On the contrary of such a multicultural setting that I had grown
up in Australia, I was now in quite a mono-cultural, traditional and a highly
nationalistic context. The first thing | had realized in my new context was how closed
my friends were to differences and how shocked they were towards my certain
behaviour and appearance, such as my highly perceivable Australian accent, the
clothes I wore, even the way I did my hair. Of course, I wasn’t critical in those ages,
| wanted to adapt to them rather than hold on to who | was. | remember different
times in school when other students made fun of my limited Turkish and the days I
had cried at home next to my parents for not being like the other students in class. On
the other hand, I also knew that | was admired. Children around my age were curious
about me. However, this curiosity also created another form of differentiation which
never made me feel comfortable. After my Turkish had gradually improved, my
school friends’ absurd attitude towards me also decreased, however the curiosity
towards me, as “the girl who came from a foreign country”, generally remained.
Experiencing such a childhood made me more sensitive towards issues dealing with
differences. | regarded myself lucky at certain times when | saw other kids being
completely alienated since they were “Kurds” or “Arabs” or simply because they
believed in different religions. These children were facing harsher attitudes of

discrimination.

| started being more critical towards such issues dealing with differences in my
university years and especially during my years as a post-graduate student and an
EFL instructor. | started reading more critical subjects in my post-graduate years
which made me analyse different situations | had personally or impersonally
experienced. The fact that | was teaching at university level as an EFL instructor also
made me observe my classroom atmospheres which included different ethnic groups.

| was always aware of the groupings between different groups ethnically, culturally
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or simple because they come from the same hometown. This attitude towards
“searching for the same” or “socializing with the same” gradually became more

critical for me.

I encountered my first refugee students in my 5th year of teaching. Most of them
were wonderful students, highly intelligent and eager to learn and hold on even
though they could not incorporate with the other students in the class. Other refugee
students were quite left out and very hard to reach. | tried my best to incorporate my
students to the lessons through also avoiding positive discrimination but sometimes it
became so hard to achieve. I also had a chance to go to one of the “Syrian Camps” as
a translator and felt quite depressed once | came home. These people who were
forced to migrate from their home countries were living something beyond ethnic
discrimination. As a researcher and an educator, | wanted to investigate critical
points regarding the conceptualizations that are constructed regarding the self and the

other and how they affect the language learning and socialization process.

As an EFL instructor, and especially as a native speaker of English, |1 was always
positively discriminated in my field since | had the desired “accent”. Like I have
mentioned earlier, my Australian background created curiosity among my peers for
very long years, which is still valid even in the present time. It was interesting for me
as a child or a teenager when | thought about why | was positively discriminated
while other students who came from more eastern cultures were negatively alienated.
During my post-graduate years, | have realized that the constructed language
ideologies of people were quite dominant in our field of English Language teaching.
This was another major motive for me to adopt my second theoretical framework
which is based on language ideologies and how it shapes our attitudes and
motivations towards learning the language or people who are speaking the language.
I believe that | have personally experienced this discrimination resulting from
language ideologies as a Turkish-Australian citizen in my academic field of EFL
teaching and during my childhood and teenager times. As a result, apart from
understanding the constructions of the self and the other in an EFL context with

refugee students, | also became interested in understanding the language ideologies
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refugee students have constructed towards English and how this effects their own

EFL journey in their current context.

3.9. Trustworthiness

The nature of reality does not consist of a single reality but rather there are multiple
realities (Guba and Lincoln, 1981). Hence, as Mackey and Gass (2005, p. 180) state,
“because qualitative research can be based on the assumption of multiple,
constructed realities, it may be more important for qualitative researchers to
demonstrate that their findings are credible to their research population.” In order to
achieve this aim, Guba and Lincoln (1981) suggest certain actions through which the
trustworthiness of the study can be achieved. These actions are defined as credibility,

transferability dependability and conformability.

In order to achieve credibility purposes in the study, as Guba and Lincoln (1981)
suggest, certain strategies were carried out which were prolonged engagement with
the respondents or the phenomena in the field, persistent observation of the elements
found to be significant, triangulation and the cross checking of data through which
different sources of data collection were used to gain an in-depth understanding, peer
debriefing and finally member-checking which is the process of consulting the
participants of the study based on the researcher’s constructions of the data. In order
to achieve transferability goals in the study, Guba and Lincoln (1981) suggest the
researchers to provide thick description of the context and the participants. Mackey
and Gass (2005) highlight the importance of thick description in stating that it
provides an opportunity for the readers to understand the context and the participants
of the study and decide whether or not it can be applicable to other situations. For
dependability and conformability, Lincoln and Guba (1986) suggest “audit trial”

which they define as:

...an external auditor to examine the processes whereby data were collected and
analysed and interpretations were made. The audit trail takes the form of
documentation and an account of the process (Guba and Lincoln, 1981 p. 87).
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In order to achieve this goal, the study provided a detailed description of its
methodology. Another important aspect to achieve dependability is to provide
researcher reflexivity to eliminate researcher bias (Guba and Lincoln, 1981).
Creswell (2005) has stated that in order to meet this criterion “the researcher
comments on past experiences, biases, prejudices, and orientations that have likely
shaped the interpretation and approach to the study” (p.208). As a result, the

researcher’s standpoint and personal reflexivity was also provided to achieve

dependability goals.
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CHAPTER 4

FINDINGS

Through a poststructuralist perspective, this dissertation study explores how the
larger ideological context regarding refugees informs and influences English
language teaching and learning in an EFL context in Turkey during a global
pandemic. In order to focus on these focal points interviews, observations and
reflexive journals were conveyed. This chapter aims to present the findings of the
study. In this chapter, the findings extracted from the data being collected from each
data collection tool is presented under four main sections, which are findings related
to; (1) EFL Teachers’ Conceptualizations, (2) Teacher Teaching, (3) Refugee
Students’ Conceptualizations, (4) the Challenges the Refugee Students face based on
these Conceptualizations. The procedure in presenting the findings of the study is in

relation to the sequence of the research questions of this dissertation study.

Figure 8 presents the organization of the Findings chapter based on the categories
emerged as a result of the data analysis. While the ‘orange’ color codes indicate the
findings related to the EFL teachers, the ‘blue’ color codes remark the findings
related to the refugee students.
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4.1. EFL Teachers' Conceptualizations

+4.1.1. Conceptualizations of the Self (Findings of both the Interviews and the Reflexive
Journals)

+4.1.2. Conceptualizations of the Refugee Students (Findings of both the Interviews and the
Reflexive Journals)

+4.2.1. Findings of the Observations and the Stimulated Recall Interviews

4.3. Refugee Students' Conceptualizations

+4.3.1. Conceptualizations of the Self (Findings of both the Interviews and the Reflexive
Journals)

+4.3.2. Conceptualizations of their EFL Teachers (Findings of both the Interviews and the
Reflexive Journals

4.4. The Challenges the Refugee Students Face due to these Conceptualizations and their

Coping Strategies

*4.4.1. Challenges based on the Conceptualizations
+4.4.2. Coping Strategies related to the Complexities based on the Conceptualizations
+4.4.3. Challenges based on the Covid-19 Pandemic Era and Remote Learning

+4.4.4. Coping Strategies related to the Complexities based on the Covid-19 Pandemic Era
and Remote Learning

Figure 8. Overview of the Organization of Categories Presented in the Findings

Chapter

In order to further elaborate on Figure 8, it should also be expressed that dark orange
and light orange colour codes represent a cause-and-effect relationship since the aim
of the study in this section deals with how the EFL Teachers’ conceptualizations
effect their teaching with refugee students. In a similar vein, dark blue and light blue
categories also represent a cause-and-effect relationship since the aim is to describe
what kind of challenges the refugee students face based on the conceptualization and

how they handle these issues.

4.1. Findings related to EFL Teachers’ Conceptualizations

In order to express the responses for this research question, EFL teachers’

conceptualizations are presented in different sub-sections. With the aim of making it
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more reader-friendly, these sub-sections are formed according to the tools used to
obtain the data. In order to understand the EFL teacher’s conceptualizations of “the
Self” and “the Other” through adopting a poststructuralist reflexivity orientation, this
section initially displays the findings based on the conceptualizations of the self and
later moves on to the conceptualizations of their refugee students.

EFL Teachers as a Motivator
for the Refugee Students

ad Findings of the Interviews B
EFL Teachers as Providers of|
— Standardization and
Equalization

“Peacemaker in the
Classroom”

Conceptualizations of ‘the
p— =
Self’

aad Findings of the Reflexive J. & “Supervisor”

“Tour Guide”

EFL Teachers’

Conceptualizations
EFL Refugee Students as

Ambitious Learners

Teacher Training

EFL Refugee Students as the

ol Findings of the Interviews Isolated Ones

EFL Refugee Students as
Attentive Individuals

onceptualizations of the EF|
e -
Refugee Students

“In the Mud, There is a
Flower”

ol Findings of the Reflexive J. “Worker Bees”

“Visitors Coming to my
Home”

Figure 9. Overview based on the Findings related to the EFL Teachers’

Conceptualizations

In order to make this section more reader friendly, Figure 9 was formed to present
the findings related to EFL teachers’ conceptualizations based on ‘the Self” and ‘the
Other’. While the orange colour coding represents the EFL teachers’
conceptualizations of ‘the Self’, the blue colour coding in Figure 9 represents their

conceptualizations of their refugee students. In terms of having an understanding
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about the frequency of the codes which were present in the interviews with the EFL

instructors, Table 10 was formed.

Table 10. The Frequency of the Codes extracted from the Interviews based on EFL

teachers’ Conceptualizations

EFL Teachers’ Conceptualizations
‘The Self’ ‘The Refugee Students’
Providers of Motivator Ambitious Isolated Attentive
Standardization (f=7) Learners Individuals Individuals
and (f=7) (f=7) (f=3)
Equalization
(f =19)

Table 10 illustrates the frequencies of the codes related to the conceptualizations of
the EFL teachers. It was found that conceptualizing themselves as providers of
standardization and equalization was seen to be the highest. In terms of their
conceptualizations based on their refugee students, it was found that viewing their
refugee students as ambitious learners and as isolated individuals had the same

frequency rates.

4.1.1. EFL Teachers: Conceptualizations of the Self (Findings of the Interviews)

In order to understand the conceptualization of the Self of EFL teachers through the
act of reflexivity, both semi-structured interviews and reflexive journals were used in
the study (see Table 5 in Chapter 2). In this section, the findings based on the semi-
structured interviews are presented. After analysing the transcripts of the interviews
and extracting codes from the data, member checking interviews were also conducted
to maintain trustworthiness. Apart from establishing trustworthiness, member-
checking can also effectuate credibility purposes of the study by maintaining
triangulation goals through validating the data by the participants themselves
together with giving voice to the participants by allowing them to confirm or deny
the accuracy of the interpreted data (Stake, 1995). As a result, the final codes were
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formed after the member-checking interviews which were conducted after the data

analysis process.

4.1.1.1. EFL Teachers as a Motivator for the Refugee Students

In the interviews, one of the emerging codes in the obtained data was how the
teachers conceptualized themselves as motivators in terms of encouraging the

refugee students to participate or relax in the classroom.

In her statement, T1 expresses how she is aware that refugee students come with
difficulties which make them shyer in the classroom. However, at the same time she
states that they are also young people who have dreams and hopes for the future, so
as their teacher, she expresses that with a little encouragement in the lessons they can

really show progress in their success levels:

Refugee students certainly have this shyness or timidness and when you reassure
them, when you say “come on you can do this. You can fix this. Come on try to
correct this.” they can adapt to your expectations. This is my personal observation.
So, it definitely works with them as well. They are young people and no matter what
difficulty they have been through they still have hopes and dreams. They are in
between being a kid and a young adult, so I try to be very careful and sympathetic.
However, they are very cautious, that is a fact. But they definitely progress in time
with encouragement. (T1, Interview II).

In her second interview session, T1 has also focused on teaching style of encouraging
her refugee students to participate in the lessons by promoting them to speak more
loudly so that they can normalize the process of speaking in front of their classes.
According to T1, as far as she has observed from her own students, her refugee
students are generally female. She believes that the reason for this may be due to how
male children in the family might have to work and support their families. She also
has experienced that her refugee students are generally quite shy so they prefer to sit
in front of the class in order to avoid their classmates to hear them when they want to
say something to their teachers. For T1, the reason for this might be due to their
language deficiencies together with their shyness level. As a result, in such cases
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where her refugee students try to say something to her in a low voice tone to avoid
her friends to hear her, she encourages them to say it in a higher tone:

In order to trigger my refugee students, I try as much as | can to make them speak
and participate. They generally have pronunciation issues, especially our female
students. Actually, I don’t have much male refugee students I don’t know why
maybe because they have to work and earn money for their families. So, my female
refugee students are generally introverts and they have problems with pronunciation.
They seem to be introverts and they generally sit at the front of the class and they try
to share their ideas with me before the other hear them. In such cases I try to
highlight what they said by making them share their ideas with a higher tone. This
might be due to language problems and also because of socializing problems (T1,
Interview II).

In the following statement, T2 explains how she tries to encourage her refugee
student to take part in a pair work activity. She encourages her student since s/he
does not have a pair. She further states that these kinds of situations are frequently
seen in the classrooms in which refugee students take place. According to T2, they
can generally be lonely in the classroom if they do not have a friend from a similar
background. As a result, from this given statement, she sees her presence as a
facilitator for her refugee students in situations which need further encouragements
and integration. However, while doing such incentives, T2 also expresses that she

avoids forcing the students to take part in the lessons.

We were doing a pair work activity and my refugee student in that class was sitting
at the corner of class without a pair. As far as | have seen, unfortunately refugee
students can sometimes be lonely in the classroom if they don’t have any pairs from
similar backgrounds. In these kinds of situations, | try to integrate them by giving
them responsibilities. Instead of forcing the student to participate I try to create the
impression that her presence is very important for this activity and that | appreciate
her thoughts. (T2, Interview II).

Similar to T2, T3 also expresses herself as a motivator in terms of providing an
environment in which refugee students can also take part in a more relaxed manner.
In doing so, she further explains that she can give more chances to her refugee
students to participate in her lessons. As she has stated in her extract below, T3 has
expressed how she tried to calm down her refugee student who was giving a
presentation and all of a sudden started to panic. She further explained how such
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encouragements in such critical situations in the class can have crucial effects on

students’ psychological and mental wellbeing.

I regard all of my students as equals and I don’t act differently. But sometimes | tend
to give more chances to the refugee students especially those with language
difficulties. For example, one of my refugee students was trying to do her
presentation and all of a sudden, she started to panic and shake. | tried to calm her
down and tried to give her self-courage to try again. After this attempt of mine, this
student really became more self-confident in my lessons. Sometimes these kinds of
small encouragements can really make a difference. (T3, Interview II).

T3 also mentions about refugee students traumatic background and how difficult she
conceives the situation of these students who struggle with their traumas, who try to
learn a new language of their new society and who also struggle to participate and
study for their classes. She expresses that she is aware of the difficulty of this
situation and as a result she tries to encourage her refugee students to socialize and
participate in pair-work and group work activities. In conducting such activities, she
also expresses that in order to avoid the refugee students being left out, she herself
forms the pairs; and rather than making the student speak in front of the whole class,
in order to encourage their self-confidence, she goes near the students to listen to
their language productions.

They come with traumas. Apart from trying to learn the subjects being taught, they
also try to adapt to their classroom. Without doubt they certainly have inner conflict
since it’s not easy to both struggle with their personal matter while at the same time
try to learn their school subjects. | would have liked to have extra professional
support to ease this process for them. Some refugee students are still not that good in
Turkish. Their English-Arabic translation is much better. Their classroom
participation is generally facilitated through pair work activities. In such interactive
activities I try to integrate them but they don’t volunteer much. They generally prefer
to be passive in group and pair work activities. It depends on the situation. In such
situations, 1 generally try to encourage them by forming the pairs myself rather than
making the students decide because they can be left out sometimes, or | come near
them and ask them questions about their pair work activities and listen to their
answers. But sometimes I don’t want to force them after one or two initiatives to
make them speak. (T3, Interview II).

Apart from encouraging refugee students in in-class tasks, T3 also mentioned in her
interview that as educators she also feels like the role of helping these students to

become productive individuals and citizens for our country. She expresses that apart
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from encouraging the students in in-class activities, they should also encourage them
to have responsibilities on a more social level. This way, T3 believes that she would
be a more beneficial citizen and individual for both her country and for her refugee
students. She also expresses that educators should prevent refugee students to
become lost generations. In order to prevent this loss, she further states that they

should act as motivators to encourage their wellbeing and adaptation:

I create empathy with them and as a result I can’t be cruel. On the contrary, I believe
that they should be integrated to the society. | think about how we can integrate them
and benefit from them as individuals for the whole country. | believe that educators
have a major role in this process of integration. In my opinion apart from providing
education, we should also encourage them on a social level and give them more
responsibilities. For example, | personally would like to work in Turkish education
centres for refugee students when | retire. | really believe that these students should
not be lost generations and that we should really integrate them and make them
productive individuals. | want to use my educationist identity in this way and be
beneficial both for my country and for these people. (T3, Interview II).

In relation to this explanation, T3 also mentions about how she gives certain duties to
her refugee students to encourage the feeling of “being included” in the classroom.
These duties don’t just involve academic tasks but also social roles which foster their
sense of belonging into a social context. She has also stated that as teachers they
should reflect on their acts in the classroom and readapt what they take for granted
into a form which creates more equity in the classroom. This way she believes she
can also encourage refugee students’ adaptation in both an academic level and in a

social level.

I accept the presence of my refugee students both as an educator and as a mother and
| believe that | must take on certain responsibility in this respect. Apart from
enabling them to participate into the lessons, | also believe that giving certain social
roles is also essential. For example, sometimes we use certain photocopy activities
and | ask from students to do the photocopies before the lesson. | realised that | used
to give these roles to my Turkish students before. But later | started paying attention
to ask from my refugee students to make them feel included and to make them feel
like they are helping. This way, I think that | am encouraging them to feel more
included in a more social level. | also think that as teachers we should always reflect
on ourselves and realize the point we are missing or the points we take for granted.
(T3, Interview II).
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To sum up, as being a motivator for the refugee student, it had been found that the
EFL teachers encouraged their refugee students in terms of speaking up, they gave
their refugee students more chances in achieving exercises, they tried to encourage
their students sense of belonging and they facilitated them to participate more in
group work and pair work activities.

4.1.1.2. EFL Teachers as Providers of Standardization and Equalization

After analysing the semi-structured interviews and after member-checking the major
categories with the EFL teachers, it has been seen that one of the major self-
conceptualizations of the teachers in the lives of their refugee students is how they
view themselves as providers of standardization and equalization in the class. This
concept can be observed through the given statements below that it reflects on their
personally constructed ideologies, their teaching methodologies and approaches

together with their assessment styles.

In her statement below, T2 has expressed how her refugee students are very quiet in
the classroom and how she gives certain responsibilities to show them that they are
included and that they are needed in the class. She further states that she applies this

strategy to all of her students since they are all equal for her:

When refugee students in my class are quiet, | try to integrate them by giving certain
duties or responsibilities. This isn’t integrating by force, instead, | try to encourage
them by implying that we need them and that they are important for us. Of course,
this is true for all the students in the class. They are equal form me. Sometimes when
they are too drifted away, instead of warning them in class, | prefer to speak with out
of class because they can perceive such warnings made in-class more offending (T2,
Interview II)

T2 also expresses in her second semi-structured interview that she positions all her
students as equals in the classroom and she tries to normalize the notion of being
different through giving voice to students via different cross-cultural discussion

activities. In terms of testing and assessment, T2 mentions apart from the
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standardized tests in the institutions, she can sometimes give extra scores for her

refugee students writing portfolios since she can see their extra effort:

I prefer a more egalitarian perspective in positioning my students in-class.
Sometimes it becomes necessary for them to express their differentness especially in
cross-cultural discussion and activities. But even in such situations, since all the
students mention about their different hometowns it become interesting for the other
students in the class and such cultural differences creates curiosity and interest
among other students. In terms of testing and assessment, we also adopt an inclusive
approach so all the students are assessed on equal terms. But especially for their
writing portfolios, since | see their extra effort, sometimes | can give my scores
accordingly. However out standard exams are all assessed equally. But when you
look at their scores generally, they are not below 80-90 (T2, Interview I1).

When asked what she understood from the term integration to T2, she viewed the
term in which no one or nothing is left behind. She believes that it is all about being
inclusive and prioritizing equity and acknowledges that differences should be viewed

as normal:

For me, integration is not leaving anything or anyone behind. It is about being
inclusive. Everything is included and equal. Differences shouldn’t be regarded as
absurd (T2, Interview II).

Similar to T2, T3 also aims to integrate students with different cultural backgrounds
through pedagogical implementations and adaptations such as adapting texts and
open-ended questions to make them more cross-cultural:

In terms of pedagogic considerations, when | aim to integrate and if there is a text or
an open-ended question, | try to make it cross-cultural as possible and this way I aim
to integrate students from different backgrounds (T3, Interview II).

When asked to T3 about how she viewed integration, she viewed it as being able to
adapt to a new setting by preserving one’s own identity. However, she believes that
her Syrian students are not quite successful in this matter since they generally tend to
avoid communication and tend to socialize with people from a similar background.
She believes that this is because they are afraid of being misunderstood. However, as
a teacher, she aims to decrease this fear of making mistakes in her class and tries to
make everyone feel equal:
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| believe integration is being able to communicate with people in a setting and being
able to adapt to this setting through preserving our core identity. | think that Syrians
are not quite successful in this respect. They come to the lessons, they do what they
have to do, however, in terms of integrating, they do not show any effort. They turn
back to their own community. | believe the reason is fear. They have a fear of
making mistakes and they have a fear of encountering a reaction or to be
misunderstood. When they have this fear, they cannot live freely. So, | try to
decrease this fear they feeling in class and | try to make them feel equal (T3,
Interview II).

T3 describes herself as a teacher with high socio-emotional and communicative
skills. She believes that she reflects this characteristic to her lesson which makes her

students feel more relaxed and more included:

One of my most important strengths as a teacher is my communication skills. As a
person who believes in sincere relationships, | believe that | also reflect this into my
lessons. My socio-emotional side is very strong so | try to use this to make all my
students feels relaxed and equal. | speak with them in class and out of class, I try to
make them laugh and so on (T3, Interview II).

While T1 was talking about her students, it was realized how she viewed their age
group as a critical age group which her students are neither children nor adults, so
she tries to act sincere with certain boundaries. She views all her students as young

adults with similar traits regardless of their background:

My relationship with my students is based on sincerity. Of course, | have boundaries,
but I understand their confusion at this age. They are neither high school students nor
university students. | try to go light on them during the lessons. They are all the same
with similar interests no matter where they are from. So, | can say that my
relationship with all of my students is sincere with certain boundaries and | see them
all the same (T1, Interview I1)

In her second interview session, T1l has mentioned about a pedagogical
implementation she has started to adopt in her lessons. She asks her students to do
some research about anything and talk about what they have learned in class. She has
realized that in such activities, her refugee students generally choose to talk about

their hometowns and when they share their cultural information with their
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classmates, they feel happy. T1 believes that ‘being in peace with differences is also

another definition for equality’.

These days, | always tell my students to do some research before they come to class.
This can be about history, touristic locations, and important people and so on. In
these kinds of activities, refugee students generally talk about their own countries
and they be very happy when they share it with their class. So, I think this is a good
motivation for them. We also learn about their hometowns. Of course, there are
cultural differences but they do not reflect it in class. They don’t want to attract
attention, but they really like those moments when they get the chance to share their
culture. Other students in the class also ask questions and show interest. | believe
that being in peace with differences is also another definition for equality. But for
instance, sometimes, a subject about migration can be seen in a chapter and | am sure
that they feel sad. | believe that this is not a level which we can create empathy with
and understand. We can only help them feel happy somehow and included (T1,
Interview II).

In conclusion, it was found in the interviews that the EFL teachers generally tried to
adopt cross-cultural activities, and they tried to make their refugee students feel more
included and emotionally bonded to their classes since they view all of the students

as equals.

4.1.2. Conceptualizations of the Self (Findings of the Reflexive Journals)

With the aim of making this section more reader-friendly and comprehensive, the
explanations and expressions from the EFL teachers’ reflexive journals based on how
they conceptualize their selves in the lives of the refugee students are explained

through each EFL teacher’s reflexive journals individually.

The reason for why reflexive journals were adopted in this study was because as
Thomas and McRobbis (2007) also emphasize on the “revealing” factor of
metaphors, they have the potential to help express or characterize difficult concepts
in a more figurative way through accessible or relatable concepts in the individuals
existing knowledge. Apart from this, through a poststructuralist orientation of
reflexivity, it was though that in deconstructing such complex representations,
figurative meanings can facilitate the expressions to be more revealing. As a result, it

is expected that the metaphorical representations that individuals select to depict their
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conceptualizations will also depict their constructed critical beliefs and ideologies.
After analysing the reflexive journals and the metaphorical representations of EFL
teachers based on how they conceptualize their selves in the lives of their refugee
students, the metaphorical representation can be listed as: peacemaker in classroom,

supervisor, and tour guide.

4.1.2.1. Peacemaker in the Classroom

In order to further understand the EFL teachers’ conceptualizations of ‘the Self” and
‘the Other’ in terms of their refugee students, the third question in the reflexive
journals focus on how the EFL teachers conceptualize their selves in the lives of their
refugee students. For this question, through a more inclusive mind-set, T1 has
mentioned that she feels like she is a guide for all her students including her refugee
students. However, with her refugee students, she is aware of the fact that language
can create a barrier to communicate with her refugee students which might hinder her

aim to guide them and help them, but she still tries her best:

I really don’t know what to feel or how to react just for my refugee students, but |
feel myself as a guide for all my students. Since the language seems a barrier
between the teacher and these students, it is sometimes hard to address them.
However, | try my best to help them | terms of both teaching and in other issues they
need my help (Reflexive Journal for T1).

When asked for a metaphorical explanation on how she conceptualizes herself in the
lives of her refugee students, T1 used the metaphor ‘peacemaker in the classroom’ to
express how she views herself as an EFL teacher of her refugee students. She further
explains that the reason for why she views herself as a peacemaker in the classroom
is because as the teacher in the class, she gives importance to initial critical events in
the class and adopts a strategy to avoid it becoming more dramatic and challenging.
She uses the examples such as adopting a pair-work activity when she realizes that

her refugee students in the class seem isolated and alone:

“Peacemaker in classroom setting.” But I try to encourage them to get involved in
every step of the lesson. | try to observe initial critical incidents and try my best to
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avoid them become major evet in the classroom. For example, if | observe that one
of my refugee students are feeling isolated, I try to form pair-work activities and
make that student socialize. Or if a misunderstanding is starting to spark, | directly
adopt other strategies to either stop it being discussed or solve the issue before it
becomes more dangerous (Reflexive Journal for T1).

After analysing the reflexive journals and after member-checking the findings with
T1, it can be said that she conceptualizes herself as a guide for all of her students
including her refugee students who is always open to help and support. She also
views herself as a peacemaker in the class since she gives importance to initial
critical events and tries her best to stop them from becoming major damaging events

in the classroom.

4.1.2.2. Supervisor

For her answer to the question based on how she views her presence in the lives of
her refugee students, T2 has mentioned in her reflexive journal that she views herself
as a mediator or a guide who has the potential to help her refugee students adapt to
the Turkish society and culture. She views her presence in the lives of her refugee
students as not only and EFL instructor but also as someone who can help them adapt
to the school and classroom environment together with the Turkish society in

general:

I am more like a mediator or a guide. As their teacher and a member of Turkish
society | think I can help them to bridge the gap between their culture and ours. |
think 1 am here not only to teach them English but also to guide them when they
have problems with regards to adapting to the school and classroom environment or
the Turkish society in general. Usually, | find myself trying to protect them from
feeling isolated in the classroom environment (Reflexive Journal for T2).

The final question in the reflexive journal asked the EFL teachers to use a metaphor

to explain how they conceptualized their selves in the lives of their refugee students.

For this question, T2 has used the metaphor ‘supervisor’ to express her presence. The

reason for why she chose this metaphor is because, while she views herself as a

lighthouse for her Turkish students, refugee students generally know what they want

in life since they have the ability to question. As a result, she views herself as a
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supervisor to help them whenever they need her:

Most of the time for our refugee students we are like lighthouses because few of
them know which way to go. On the other hand, when it comes to refugee students,
things are really different. They already know what they want and | feel like | am
their supervisor. They have the ability to question and get the best out of everything.
They do their job and | am here to help them whenever they need me (Reflexive
Journal for T2).

After analysing the reflexive journals and after member-checking the findings with

T2, it can be said that she conceptualizes herself as a mediator or a guide to help her
refugee students adapt to the Turkish cultural setting and she also conceptualized
herself as a supervisor since most of her refugee students know what they expect
from the future as a result, she explains that she is there to help them whenever they

need help.

4.1.2.3. Tour Guide

In the reflexive journals, it was seen that T3 conceptualizes herself as a positive
teacher with a high social and emotional personality that helps both her refugee
students and her Turkish students feel more relaxed and included in her lesson. To
exemplify this personality trait of hers, she has stated in the reflexive journal that she
inserts humour and conversation into her lesson to make everyone feel included and

to give everyone a chance to express themselves:

I view myself as positive for all of my students including my refugee students
because | believe 1 am a very humanistic person with a high social and emotional
personality. | try my best to make my refugee students feel more relaxed and
included in the classroom setting through these traits of mine, I try to insert humour
to my lessons and conversation to make everyone feel included and to give everyone
a voice (Reflexive Journal for T3).

For the final question in the reflexive journal which asks the EFL teachers to use a
metaphorical representation to show how they view their presence in the lives of the
refugee students, T3 uses the metaphor ‘tour guide’ to explain how she

conceptualizes her presence. The reason for why uses this metaphor is because she
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views herself as a helper in the process of language learning. She does not attach

other roles to her presence in the lives of her refugee students:

I would be their tour guide helping them wander in a new language environment
through which they will be able to find their own ways and get pleasure out of it
(Reflexive Journal for T3).

Following the data analysis process of the reflexive journals and after conducting
member-checking interviews with T3 in order validate the findings, it can briefly be
said that T3 conceptualizes herself in the lives of her refugee students through solely
academic interest within the boundaries of in-class language education. She views
herself as a positive and socio-emotional EFL instructor which helps her students feel
included in the lesson. She also views herself as a tour guide for her refugee students

since she facilitates their language education process.

4.1.3. Conceptualizations based on the Refugee Students (Findings of the

Interviews)

With the aim of understanding how EFL teachers conceptualize their refugee
students both semi-structured interviews and reflexive journals were used in the
study (see Table 5 in Chapter 2). In this section, the findings based on the semi-
structured interviews are presented. After analysing the transcripts of the interviews
and extracting codes from the data, member checking interviews were also conducted
to maintain trustworthiness. The final codes were formed after the member-checking
interviews which were conducted after the data analysis process. According to the
conclusion of the data analysis process, it was seen that after the deconstruction
process of the representations of their refugee students, the EFL teachers in the study
was found to conceptualize them as ambitious learners, as isolated individuals and as
attentive individuals. Each of these conceptualizations are displayed broadly in the

following sections.
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4.1.3.1. Refugee Students as Ambitious Learners

After analysing the interview sessions, it was realised that another major
conceptualization of the EFL teachers was how they viewed their refugee students as
hardworking and ambitious. Even though it can be realized that they view them as
introverted and as individuals who socialize more with their own communities, they
are also aware that the refugee students are very self-disciplined and hard-working.
In some of the statements below, it can be seen that they generally deduce this

conclusion by comparing their refugee students with their Turkish students.

In her statement below, T2 mentions about how she gives responsibilities to her
students to integrate them to her lessons and also how she is aware of the fact that
even though they can be introverted, her refugee students generally have satisfactory

academic levels.

When 1 try to integrate my students, | try to give responsibilities. Instead of making
them participate by force, | try to encourage them by making them feel that they are
important and that they are needed for this task. Of course, this is valid for all the
students in the class. When they are too drifted away, instead of warning them in-
class, | prefer to warn them out of the class, because they can perceive such warnings
as offending due to their age. But | can say that, our refugee students are always at a
satisfactory academic level. However, sometimes they can be very introverted. When
I see such students’ effort, I cannot understand how our students do not do their
homework and as an excuse tell us that they did not have any time. This
abandonment really frightens me (T2, Interview II).

Apart from her present lessons, through a retrospective conversation, T2 mentions
below about one of her refugee students in her online lessons during the lockdown
period. She mentions how she always participated to the lessons even though she was
married and had to travel frequently due to her husband’s job. Through this example

she tried to further explain how ambitious her refugee students are:

In our online lessons during the pandemic, | had a student from the ELT department.
She was a little older than the other students in the class. She struggled and worked
so hard, sometimes the participation level decreased t two students and she was
always one of them. She tried to participate to every lesson. She was married and her
husband used to work at a customs house and they had to travel frequently.
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Regardless of all of this, she always participated. But she experienced some troubles
with our standardized exams. She could not understand the Turkish explanations and
instructions (T2, Interview II).

Considering the hardworking nature of her refugee students, T2 mentions below
about how they can be different from her Turkish students in terms of their studying
habits and their motivation for the lessons. She has expressed below that this
ambitious nature of her refugee students might be because of all the hardship that
they have been through.

According to my experiences refugee students are very ambitious, hardworking, they
study hard to learn and to write. Of course, they make mistakes especially | accuracy
and spelling, however, they can be very fluent and they can communicate
effectively. | have never had a refugee student who was demotivated towards my
lessons. Their level of awareness and their motivation towards the lessons are very
high. They have come here to receive education. | sometimes think whether this is
about experiencing difficulties in life. They fight, the do not give up (T2, Interview

).

In her following statement below, T2 further expresses her refugee students’

hardworking study habits.

They work so hard. My observation is generally like this. Turkish students are very
prone to excuses even for a simple homework. Passing grade is generally sufficient
for them. When we are reading students’ papers, we can understand whether that
paper belongs to a refugee student or not. You can understand from the language
they use and their life experiences which they reflect to their writings. Their
vocabulary range is also more variable. |1 can guess up to 90%. Unfortunately, |
believe we are doing something wrong with our own students. The situation is like
this for the general population (T2, Interview II).

Similar to T2, T3 has also focused on how she conceptualizes her refugee students as
ambitious learners and how their level of motivation towards the lesson and their
studying habits are quite satisfying. She believes that this hardworking nature of her
refugee students might be because of their past experiences filled with hardships.

Our Syrian refugee students’ self-discipline is very high. They are aware of their
responsibilities. Syrians have a higher level of task responsibility. They try to finish
the tasks in time and | believe they fulfil their responsibilities quite well. When
compared to our students, they can progress quicker in short times. This might be
because they came here and they have to adapt to the new rules. They have a goal
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because they have gone through many things. They don’t have the risk of losing (T3,
Interview II).

Similar to her previous statement given above, T3 has expressed below about how
having refugee students in her class gave her a chance to compare them with her
Turkish students.

Having refugee students in my classes gave me the chance to compare our
students. The differences and the similarities between their learning styles and
our students’ learning styles has paved our way during our lessons. For
example, refugee students are more successful in terms of writing and vocabulary.
However, they make more punctuation mistakes. However, | have seen that they are
much better than our students in terms of self-expression in English (T3, Interview

).

In a similar vein, T1 has also mentioned how her refugee students are very
responsible in her lessons and how they ask for support from their teachers when
they need it. She also believes that they give importance to the criticism that they

receive and try hard to improve themselves:

Refugee students receive good support from their teachers. They ask questions such
as what they should read and how they can improve their English language. They put
much emphasize when they receive criticism about something. So, they are very
responsible and they really study hard and show progress (T1, Interview I1)

The findings of the present study reveal that the EFL teachers in the study view their
refugee students as ambitious learners since they have a self-awareness of their goals

in life and they are keen on learning.

4.1.3.2. Refugee Students as the Isolated Ones

Apart from conceptualizing refugee students as ambitious learners, another major
category extracted from the obtained data from the interviews was how the EFL
teachers conceptualized their refugee students as isolated individuals in the school
setting. After conducted member-checking interviews with the EFL teachers, this

conceptualization was included into the study.
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In her second interview session, T2 mentioned about how one of her refugee students
in her class. Due to the pandemic, students were expected to sit separately from each
other, however, T2 explains that her refugee student generally tend to sit near the
windows where none of the other students in the class intended to sit. According to
T2, this refugee student seemed very isolated in the class and in order to prevent this,
she conducted pair work activities during which she made her student work with
others and eventually socialize. Apart from such attempts, T2 mentions that since
they are young adults, she abstains from forcing her to change her seat or to socialize

more since this can hurt her feelings:

A refugee student in my class this year was more integrated at the beginning of the
year, but now she is more isolated. She always sits at the corner of the class but this
might be because of the pandemic. Students sit apart from each other during these
days but the seats towards the windows were all empty and the whole class tended to
sit on the opposite direction of the windows. Only the refugee student was sitting
near the window. The weather was cold, but we had to still open the windows due to
the pandemic and she continued to sit there. During the pair work activities, | made
her pairs with another student and changed her seat. Of course, we do not know,
maybe she wasn’t cold, maybe it was her own choice or maybe she needed some
kind of encouragement. It becomes difficult to understand everything going on in the
class because they are young adults and too much encouragement can be offending
for them. (T2, Interview II).

While talking about the isolated nature of her refugee students, T2 mentions about
one of her refugee students she had in the previous semesters. She explains how
especially two boys in the class made fun of him since he couldn’t speak English
well and also since he was a refugee. T2 further explains that the whole class started

to support this refugee student when such incidents happened:

Unfortunately, | had a male refugee student who was experiencing bullying.
Sometimes he used to hang around alone. His English level was not very good and
the other students in the class used to make fun of him. Especially two students in
the class. | also heard that they were making fun of him not only because of his
language, but also because he was a Syrian refugee. The rest of the class started to
support him a lot. They showed much reaction. Refugee students can experience
such things. People can be very cruel regardless of their age (T2, Interview II).
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Similar to T2, T3 also mentions about her refugee students can be isolated from the
majority of the class and how they generally tend to socialize among themselves. She
believes that this is an important issue, however, since her schedule is very busy, she

also states that she does not have much time to focus on everything she observes:

Believe me, we do not have much time to be concerned with everything but one of
the things | am really not happy about is how refugee students always socialize
among themselves and if there is no one, they prefer to be alone. I think we should
deal with that issue but since they are young adults, I don’t want to be too
authoritative. That is why unfortunately | cannot focus on it too much (T3, Interview

).

Considering the fact that Syrian refugee students generally tend to socialize with
their own communities, T3 believes that this is enable them to form their own
communities which should be prevented. She believes that if this situation is nor
prevented, then division on the societal level in Turkey can occur. In order to make
refugees more social in their hosting community and more included, T3 suggests that
nongovernmental organizations can come up with some social projects to integrate
them such as therapy session. T3 believes that effective change for refugee students

at in-school environments should start with change in their family environments:

As far as | have observed, they generally tend to be with people like them. Exactly
like the first generation of Turks who went to Germany. They are forming a
community. I don’t know how we can overcome this because then division can occur
on the societal level. Maybe nongovernmental organizations can do something about
it. I can’t exactly think about what can be done at the moment but maybe they can
create therapy session, maybe group therapy sessions. Maybe different
neighbourhoods can work together by making social days. I don’t know but
something should be done for refugee students’ parents, too. This isn’t just about
refugee students in school. | think change should start from the family (T3,
Interview I1)

During the semi-structured interview session, when T3 was asked about how she
viewed integration, she explained that she viewed it as being able to socialize with a
social setting while at the same time preserving one’s own core identity. However,

she believes that her refugee students fail to integrate since they only come to school
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and pay attention to their lessons. On the other hand, they do not tend to socialize

with the other students:

I believe integration is being able to communicate with people in a setting and being
able to adapt to this setting through preserving our core identity. | think that Syrians
are not quite successful in this respect. They come to the lessons, they do what they
have to do, however, in terms of integrating, and they do not show any effort. They
turn back to their own community (T3, Interview I1).

Similar to T2 and T3, T1 also conceptualizes her refugee students as isolated and shy
individuals. According to T1, one of reasons for this isolated nature of refugee
students can be due to their past experiences filled with hardships. Another reason
can be due to their inabilities to communicate in the hosting country’s native
language. She explains this situation through one of her refugee students in the past
who had attended to Turkish language education centres and who became very
successful both academically and socially. She thinks that such facilities should be
provided to refugee students to help them integrate:

At the beginning, when they first started to come, there were Turkish language
education centres which were compulsory and they were able to communicate well
in class and out of class. | know this because | was in touch with one of my refugee
students. This Turkish language education centres were very effective because
refugee students can be very shy. The things that they have going through are
already so difficult to digest so that’s why they didn’t quite participate in the lessons.
But that student of mine became very successful and was very recognized since he
was also able to communicate effectively in Turkish. | believe knowing the country’s
language can create self-courage to integrate. But I don’t know if that system is still
valid. T don’t know if the Turkish lessons continue. Because my refugee students
don’t communicate in class, they communicate among themselves. But I generally
try to mix them up in pair work activities. It can either be girl-boy, I always change
them because they always want to speak amongst themselves. In such situations |
feel like we cannot progress (T1, Interview II).

In her statement below, T1 mentions about how one of her refugee students felt so
emotional when she asked about ‘home’, she states that they are very sensitive about
such issues. She also mentions that when they have someone next to them with
whom they can socialize with, they become happier and they become more active in
the lessons. She states below that such social accompaniment gives a strength to

them.
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There are students whose eyes fill with tears when | ask them ‘have you gone home’.
They are very sensitive about such subjects. There are two refugee students who are
very close friends in class. They laugh when they hear jokes in the class and they
socialize more effectively. They become happier when they are not alone. | think
they need social support; this gives them strength. They generally tend to socialize
with their own groups but they study actively in class. However, during the breaks
they crawl into their own shelves (T1, Interview II).

To sum up, it has been found in the present study that the EFL teachers view their
refugee students as isolated individuals who are very sensitive to issues dealing with
home. They have also stated that their refugee students generally tend to socialize
with students from similar backgrounds which can inhibit the social adaptation
process.

4.1.3.3. Refugee Students as Attentive Individuals

A final conceptualization observed in the interviews was how EFL instructors have
conceptualized their refugee students as attentive individuals who pay attention to
what they say and do when they are at school in their hosting community. They
generally tend to explain this situation through the opinion that they do not want to
be misunderstood by other people. Their self —register and self-control has been
observed by the EFL teachers to be rather high in this respect.

In the interviews, T2 has touched upon this subject in her statement given below by
expressing how polite her refugee students are and how they respect authority. T2
believes that this formal register can be based on the cultural values or it can be about
their difficult past experiences which triggers the notion within refugees to not

experience any extra difficulties in their lives.

Refugee students are generally very polite. They respect authority and the teachers.
They know the formal register very well. This can be because of their culture or
because of what they have been through. They are very attentive and they pay
attention to their behaviours. That can be very obvious (T2, Interview II).

In a similar vein, T3 has also touched upon the attentive nature of her refugee

students through explaining that they have the pressure of not making any mistakes

in social contexts due to the fear of being misunderstood and due to experiencing any
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further difficulties in their lives. According to T3, this attitude of her refugee students

prevents them from being more relaxed in their lessons:

Since they came from difficult conditions, I am guessing that they don’t want to go
through any extra difficulties. They feel this pressure. They are afraid of doing the
wrong thing and drawing attention from the others. They try to not show their
emotions and as a result they have difficulty in being relaxed and in expressing
themselves (T3, Interview I1).

Finally, when asked about how she viewed integration, T3 has stated below it is
being able to communicate and adapt effectively with a new social context without
giving up one’s own identity. She further states that refugee students are not quite
successful at this point since they appear to be more isolated in nature. She further
explains that the reason for these isolations can be due to the fear of making mistakes

and the fear of being misunderstood:

| believe integration is being able to communicate with people in a setting and being
able to adapt to this setting through preserving our core identity. I think that Syrians
are not quite successful in this respect. They come to the lessons, they do what they
have to do, however, in terms of integrating, they do not show any effort. They turn
back to their own community. | believe the reason is fear. They have a fear of
making mistakes and they have a fear of encountering a reaction or to be
misunderstood (T3, Interview I1).

To sum up, it was found in the present study that the EFL teachers conceptualized
their refugee students as attentive individuals who pay attention to how they behave

and what they say in their school setting to avoid further disturbance.

4.1.4. Conceptualizations based on the Refugee Students (Findings of the

Reflexive Journals)

In order to make this section more reader-friendly and comprehensive, the
explanations and expressions from the EFL teachers’ reflexive journals based on how
they conceptualize their refugee students will explained based on each EFL teacher

individually.
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Reflexive journals were adopted in this study to reflect on issues such as self-
awareness (Koch, 1994) through promoting an internal dialogue in order to gain rich
data to understand complex issues such as the constructed conceptualizations of the
self and the other (Smith, 1999). In order to promote such critical thinking, open-
ended metaphorical representations were asked from the participants and relevant
explanations were also expected for each metaphorical representation. As Thomas
and Beauchamp (2011) state, it is not always easy to explain personal beliefs with
many words, as a result, metaphors enable difficult concepts like beliefs and identity
to be examined in a vivid and insightful way which can allow the participants to be
descriptive in their thoughts.

4.1.4.1. “In the Mud, There is a Flower”

The first question in the reflexive journals is to understand how the EFL teachers
conceptualize heir refugee students and what meanings they attach them. For this
question, T1 has mentioned how her first impression of her refugee students is
feeling sorry for them due to their drawbacks and their past difficult experiences.
However, she has also stated that regardless of feeling sorry for them, she also views

them as strong individuals:

My first impression about refugee students is surely first based on feeling sorry. The
way they present themselves makes me aware of the drawbacks that they
experienced in the last few years. | view them as strong people since they show their
power to all of us (T1, Reflexive Journal).

The second question in the reflexive journals focused on metaphorical
representations to understand what kind of a metaphor the EFL teacher would use to
express their conceptualizations of their refugee students. It was expected that,
through a metaphorical representation, critical beliefs about certain people or things
can become more comprehensive and deeper in meaning. As a result, in her reflexive
journals, T1 had used the metaphor “in the mud, there is a flower” to explain her
refugee students. Through this metaphor, T1 reveals her conceptualization of her
refugee students as teenagers just as same as any other teenager around the world
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who has the potential to flourish despite all the difficulties the larger contexts create

for them:

In the mud, there is a flower.” Despite all the difficulties they have, these people
especially young generation still keep in touch with life and are always s ready to
blossom just like every other teenager (T1, Reflexive Journal).

After analysing T1’s reflexive journals and after conducting member-checking
interviews with her, it can be stated that T1 feels sorry for her refugee students
because of all the difficulties that they have been through, however her metaphorical
representation also reveals that regardless of all the difficulties that they have
experienced, these teenagers are same as any other teenager in the world who has the

inner potential to flourish and become great individuals.

4.1.4.2. “Worker Bees”

For the first question in the reflexive journals given to the EFL instructors, T2
explained how she conceptualized her refugee students. According to her
explanations given below, T2 has expressed that she views her refugee students as
warriors who has fought any different obstacles in their lives. She explains this
constructed belief through an experience she has had with 2 of her Syrian refugee
students. After hearing all the difficulties that these girls had experienced when they
first came to Turkey and after seeing their strong characters which they have
constructed, she believes that they are strong individuals both professionally and

personally:

I believe that as individuals refugee students are in generally competitive,
determined, ambitious and mature. | see them as warriors who have to fight with
many different obstacles. The other day | was giving a speaking quiz to a Program
(Level) 2 class. Normally I don’t know any of the students in this class as I don’t
teach them. There were 2 female Syrian refugee students and both of them were
good at speaking English. Furthermore, they were knowledgeable individuals with
strong world-views. The two Syrian girls talked about the problems they had to face
when they first came to Turkey. They explained how they coped with the difficulties
such as people’s negative reactions and attitudes towards them. I think that they have
really strong characters and most of the time they choose to fight instead of giving
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up and losing self-confidence. It is as if the problems they encounter make them
stronger both personally and professionally (T2, Reflexive Journal).

For her second question in the reflexive journal which asked for a metaphoric
representation for her refugee students, T2 uses the metaphor “worker bees” to
explain her constructions of her refugee students. The reason for why she believes
her refugee students are like worker bees is lies on the fact that they know their goals

and nothing can stop them on their way.

| see them as worker bees because they are so focused on their goals that no one or
nothing can stop them. They believe that they are here to get a good education and
they work really hard to get it (T2, Reflexive Journal).

According to the analysed data obtained through the reflexive journals and after
member-checking this analysis with T2, it can be said that through her reflexive
journals T1 mainly focuses on the hardworking nature of her refugee students and
how this nature lies on their difficult experiences that they have gone through in the
past. She uses expressions such as ‘warriors’ and ‘worker bees’ to further explain her

conceptualizations of her refugee students.

4.1.4.3. “Visitors Coming to my Home”

In order to understand how T3 conceptualizes her refugee students through the
reflexive journals, T3 has expressed that she does not attach any special meaning to
her refugee students since they are just as same for her as her Turkish students are.
For this reason, T3 believes that since her refugee students are equal for her, they can

attend her lessons, ask any questions just as her other students do:

I have never attached them any meaning as individuals. They are the same with my
Turkish students. They have all the rights that are given to my Turkish students.
They can attend my classes ask questions freely as the way other students do (T3,
Reflexive Journal).

When asked for a metaphorical representation based on her refugee students, T3 uses

the term ‘visitors coming to me home’ to explain her refugee students. The reason for
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why she views her refugee students as visitors is due to her belief that they will wat
to return back to their home country when things get better. She further states
through a hospitable explanation that it is up to them to decide when they will return

and how long they will stay:

They are like visitors coming to my home. How they came, how long they will stay
is in their own will. | believe that when things get all better, they would like to return
to their countries since most of them state that they miss their countries (T3,
Reflexive Journal).

After analyzing T3’s statements in her reflexive journal and after member-checking
them with T3, it can be said that she views her refugee students as temporary
individuals in her country, but at the same time, regardless of their status in the
country, T3 states that they are equal to her just like her Turkish students.

4.2. Reflection of EFL Teachers’ Conceptualizations on their Teaching

(Findings of the Observations and the Stimulated Recall Interviews)

This section aims to illustrate how the conceptualization of ‘the Self” and ‘the Other’
of EFL teachers’ reflect on their teaching. In order to understand this issue
comprehensively, observation sessions and semi-structured interviews were
conducted. With the aim of making it more reader-friendly, this section focuses on
the three different observation sessions for each EFL instructor individually. While
displaying the findings of the observation sessions, the findings of the stimulated
recall interviews will also be presented. The reason for conducting observation
studies and stimulated recall interview sessions for Case 1 is due to providing

answers to the following research question:

RQ-3: How do the EFL teachers’ conceptualizations of their professional self and of

refugee students influence their teaching?

In order to explain this research question elaborately, three different observation

session were conducted after completing the first and second interview sessions with
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the EFL instructors. After analysing the observation sessions, stimulated recall
interviews were conducted for each instructor. The reason for conducting stimulated
recall interviews is because they are a subset of introspective methods which focus
on eliciting data through thought processes after conducting a task or an activity, in
other words it is more based on observing internal processing about experiencing
tasks or activities rather than external events (Gass and Mackey, 2000). As a result,

further elaboration on the observations was aimed to be achieved.

4.2.1. The Reflection of the Conceptualizations on Teacher Teaching

The findings of the observation sessions and the stimulated recall interviews are
explained through three different sections. While the first section elaborates on T1’s
one hour teaching session, the second section focuses on T2’s two-hour teaching

session and the final section focuses on T3’s two-hour teaching session.

In order to explain the third research question elaborately, three different observation
session were conducted after completing the first and second interview sessions for
case 1 and the analysis of these interviews together with the post-interview member-
checking sessions in order to provide clarity of the data. During the observation
session, the notes were taken in an unstructured format. The focus however was on

the presence of the refugee students in the class and the EFL instructors.

Prior to the observation sessions, a pre-conference was conducted for each EFL
instructor. During this visit, a conversation was done about the class dynamic in
general, the refugee students in the class, the type of the lesson and the physical
condition of the classes. The reason for this field visit was due to the aim of
providing a thick description of the context, as a result, detailed information is
provided prior to displaying the observation findings. For the analysis of the
observations, initially the notes were read holistically. In the second reading, the
crucial points based on the aim of the observation were underlined for each
participant individually. Finally, in the third reading, the observation notes were re-

read in order to abstain from any important points being left behind. After
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highlighting the crucial points in the observations, stimulated-recall interviews were
conducted. The questions of the stimulated recall interviews were created based on

the crucial points being underlined in the observation notes.

4.2.1.1. The Reflection of the Conceptualizations on T1’s Teaching

Before starting the observation session, preconference meeting with T1 was
conducted in order to get detailed information about the lesson. During the
preconference, T1 has provided the necessary prior information about the lesson
which was to be observed. The information obtained from T1 is given in Table 11.
The lesson which was to be observed was named as ‘Main Course’ which is an
integrated course that comprises of presenting the four skills (listening, speaking,
reading, and writing) in an integrated way. The duration of the course comprised of
one lesson hour which lasted for 45 minutes. The number of the refugee students in
the class was two and both of these students were female. When talking about the
refugee students in the class, T1 mentioned that they were very hardworking and
well-behaved in the class, however, they were generally quiet and did not have much
contact with the other students in the class. In order for the researcher to recognize
the refugee students, T1 described their physical appearance and their general sitting
location in the classroom setting. In accordance with T1’s explanation, both of the
students were wearing hijabs and both of them were sitting in the front row near the

windows.

Table 11. Some Essential Points based on the Preconference Meeting with T1

Name of the Duration of Number of Number of Gender of the
Course the Course Students in Refugee Refugee
Total Students in Student(s)
the Class
Main Course 45 minutes 21 2 Two female
refugee students
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When asked about whether or not she had received any education or training based
on teaching refugee students or other marginalized groups, T1 has answered that she
has not received such education, however, due to her own experiences she has
learned to adapt certain aspects of her teaching when she has refugee students in her
class:

I haven’t received any academic education or support in terms of how to
communicate with such groups or whether or not something different should be
done. But | try to pay attention to subject selection. Sometimes there can be some
subject which can hurt them about politics, about home country or family. | try to
ask such questions by making some adjustments and changes to them. If they are in
the class, | try to ask the questions without upsetting them as much as | can.
Something like that happened previously. We were speaking about whether or not
the students went somewhere after the exams and | asked if they went home, and
suddenly the student started to cry. | directly ended the conversation and then |
asked him if he was OK. Unfortunately, we can also hurt them without such
intentions. That’s why I try to be careful especially in selecting speaking and writing
subjects. This is what | do personally (Pre-conference Interview; January 07, 2022).

When asked if she does any extra preparations for her refugee students before she
enters the class, T1 replied that she does not do preliminary preparation, however,

she adopts spontaneous adaptation during her lessons while the lesson proceeds:

We cannot say preliminary preparations, but | do extra preparations during the
lesson, | generally do changes. Also, changes especially in writing can be necessary
with refugee students because their writing systems are very different. They
generally write Arabic-based. In such cases we experience problems. But have
worked together with extra materials and extra support. They never use punctuation
and capital letters for instance. So, you don’t understand where the sentence begins
and where it ends (Pre-conference Interview; January 07, 2022).

Another question asked during the pre-conference interview session was about her
students in general. While explaining her students, T1 focuses on how the new
generation is so different. She mentions about differences such as being more related
to technology, being able to learn easier through technology and a shorter attention
span. She believes that the Covid-19 pandemic has triggered this change since the
students have realised the ease that technology brought to their school life. She has

also stated that her refugee students are also the same in these respects:
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Students are different and each they continue to be different from the previous year.
There are serious differences both academically and in terms of individual skills. |
used the board yesterday and they quickly feel so tired, they start taking pictures of it
rather than taking notes. They are digital natives. They are really different from us
and we learn many new things from them. I try to adapt to them. My motto for this
year was quite different. It seems like the teacher is actually the language, not me.
They learn not inside the classroom, but outside. The classroom isn’t enough. I also
support this. I tell them that they should support it outside of the classroom. This
isn’t of course just grammar or vocabulary. I tell them to do meaningful things. I tell
them to learn the language through their own interests, through music, through films.
The Covid process has also triggered this. They saw the comfort of technology. They
want the subjects to be different, they want the subjects to be shorter and so on. The
same is true for our refugee students. I don’t know about out-of-class situation, but
in class we are all the same (Pre-conference Interview; January 07, 2022).

Another question in the pre-conference session was about T1’s teaching philosophy.
For these questions, T1 has stated that as an academic, she tries to both teach the
content of the language and focus on integrating cross-cultural issues. She believes
that since we are social beings the students’ aim should not be just to pass an exam

but to live the language that they are learning:

Since | am a member of the academic world of course you are more aware of what is
happening in the world so | try to reflect and guide my students not only through
teaching what is am/is/are but I also aim to focus on what is going on around the
world and different cultures because we are social people, we are not studying just
for the exams, we are living with this language, so as a teacher | aim to integrate
such cases while teaching English (Pre-conference Interview; January 07, 2022).

After finishing the pre-conference, the observation session started. After entering the
class, T1 introduced the researcher as an observer for an academic research. The
researcher sat at the back of the class. The class consisted of 16 students. Both of the
refugee students were also present in the class and they were sitting in the same
location that T1 had described (front row, near the window). The seating
arrangements consisted of individual chairs which were distant from one another due
to the precautions taken for the pandemic. There was a projector in the class near the

teacher’s desk. The teachers’ table and computer were at the front of the class.

T1 started the lesson by reflecting a picture of a crowd in a city square. She asked the

students to comment on the picture and to make meaning about what might be going
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on. Different answers came from the class, however, the refugee students did not
express any comments. In the stimulated recall interview session, T1 was asked
about this warm-up activity and how the refugee students did not participate. T1
answered that she was aware of the situation, however due to the dynamic nature of
the activity, she did not want to force her refugee students to participate since they

might have felt shy:

I also realized that they were not very eager to participate. It was a very interactive
activity; the other students were feeling very relaxed and they also spoke Turkish
quite frequently. In such activities in which the students’ energy level rises and they
turn to Turkish, as far as | have observed generally refugee students hesitate. At such
instanced | do not want to push them to express their opinions because they can be
very shy (Stimulated Recall Interview; January 24, 2022).

It was noted that during the lessons, the refugee students were quite quiet in terms of
chattering with other students in the class. However, it was also noted that they were
taking more notes than other students and it seemed that they only used their phones
for dictionary purposes. The other students in the class were checking their phones
more frequently. When this situation was brought up during the stimulated recall
interview session, T1 stated that she is aware of the fact and that her refugee students

are generally focused throughout the lesson:

Yes, they are always like that. They always write something on their books and take
notes. The other students are not like that. Some of them start sleeping after some
time passes. It is difficult to maintain their motivation high. But the refugee students
are different in that respect. They are generally focused (Stimulated Recall
Interview; January 24, 2022).

While one of the refugee students (“X”) was more active especially in grammar
exercises the other refugee student (“Y”) was more silent. It was noted that no
positive discrimination was visible in T1’s lesson. When “X” gave a correct or wrong
answer she received the same kind of feedback that other students received. Either a
‘thank you’ or a polite way of correcting her mistake. When asked about this issue to
T1 during the stimulated recall interviews, she replied that this is a way of her being
equal to all of her students in the class. She has also stated that she does not want to
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force her refugee students to participate since they are experiencing adaptation

problems:

“X” is more active especially in accuracy-based exercises. | try to act as equal as
possible during my lessons. I don’t put too much emphasize on them. I believe that if
I do, then it might become weird because they are not children, they are young
adults. And refugee students are also trying to adapt, they have more difficulties in
socialization because of the language. That’s why I act the same to all of my students
(Stimulated Recall Interview; January 24, 2022).

During the lesson, at certain instances it was realized that the students in the class
were laughing and making jokes in English. At these times it was noticed that the
refugee girls also laughed or smiled but refrained from making any comments. A
final incident observed in the lesson was when T1 asked “Y” to answer a question
based on a reading text. Even though “Y” had not put her hand up to speak, after a

small hesitation she gave the correct answer. T1 thanked her with a positive gesture

and said ‘see, you can do it” and moved on to the other question. When asked about

this incident to T1 during the stimulated recall interviews

| saw a spark in her eye at that moment. | knew she had something to say but
hesitated. So, I wanted to give her a small push and I think it worked. I don’t think
that we should always leave them to their comfort zone, especially if they are shy. A
small push can be good at correct times. Otherwise, it would be like ignoring the
student (Stimulated Recall Interview; January 24, 2022).

In short, after the observation session and the stimulated recall session, it was seen
that T1’s attitude was the same to all of her students in the class. Her positive and
negative feedback she gave to her students were all the same. Both of the refugee
students in her class were quiet but focused students. T1 was aware of their character
they displayed in the classroom and respected that attitude by neither pushing them

too much or accepting their silence and avoiding them.
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4.2.1.2. The Reflection of the Conceptualizations on T2’s Teaching

A pre-conference meeting was held with T2 before conducting the observation
session. The pre-conference was held in T2’s office which she shared with another
EFL instructor. During the preconference, T2 was asked certain necessary questions
prior to the observation in order to get an in-depth understanding of her teaching, of
her class, of her students and of her refugee students. The information obtained from
T2 is given in Table 12. The lesson which was to be observed was named as ‘Main
Course’” which is an integrated course that comprises of presenting the four skills
(listening, speaking, reading, and writing) in an integrated way. The duration of the
course comprised of one lesson hour which lasted for 45 minutes. The number of the
refugee students in the class was two. One of the students was male, while the other
was female. When questions were asked about her refugee students, T2 mentioned
that they were much disciplined and quiet compared to her other students. She also
mentioned that they were more idealistic. In order for the researcher to recognize the
refugee students, T2 described their physical appearance and their general sitting
location in the class. In accordance with T2’s explanation, the female student was
wearing a hijab and was sitting near her girlfriends near the teachers’ desk and at the
front row. The male refugee student was generally more individual and he generally

sat near the door on the opposite direction of the female student.

Table 12. Some Essential Points based on the Preconference Meeting with T2

Name of the Duration of Number of Number of Gender of the
Course the Course Students in Refugee Refugee
Total Students in Student(s)
the Class
Main Course 45 minutes 22 2 1 female
1 male

During the pre-conference, T2 was asked whether or not she had received any

pedagogical training or education about teaching refugee students or other

marginalized groups. She answered that she had not received such education before,
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including her doctorate lessons. However, the course “World Englishes’ had created

a foundation for a more critical approach:

I haven’t received any critical courses based on refugee education pedagogically.
Our doctorate level courses were also very limited. | think the courses are
proceeding like that for years now. In our World Englishes course there was a more
critical approach but we didn’t receive any critical pedagogical education for student
groups like refugees. But personally, | see the as equals as much as possible. In my
own opinion, I don’t think that I do any sort of discrimination. However, in terms of
positive discrimination, I can ask ‘how is it in your culture’ because in certain cross-
cultural activities we might have to focus on the differences to add something
interesting to the lesson. But in general, I don’t do anything extra. | focus on being
inclusive (Pre-Conference Interview; January 04, 2022).

Another question in the pre-conference session was whether or not she does any
extra preparations for her refugee students. T2 replied that she does not do any extra
preparations due to the strict systematic order she has to follow in the institution.
However, she focuses on the cultural richness aspect the refugee students add into
her lessons, and facilitates their integration to the class through adding their own

cultural information at certain times:

There hasn’t been an instance in which we had to focus extra on our refugee students
in terms of course work. Since we are a very systematic institution and since we
follow the teaching order very strictly, | cannot proceed individually. However,
individual and cultural differences add richness to the lesson. When there is a subject
about traditions, | try to create a cross-cultural situation and | try to integrate them.
For example, in one of our previous lessons there was a video about Greek weddings
and the video gave us information about it. When we were talking about different
cultural weddings, my refugee student also explained their traditions. So, | generally
think about how I can integrate them through a more cultural perspective. Instead of
preparing something extra, | try to integrate their cultural richness (Pre-Conference
Interview; January 04, 2022).

When T2 defined her students, she mentioned about their level of English and how
difficult it is to maintain their motivation. Level 1 students refer to elementary level

students. She has also mentioned about how the students are very grade-focused:

The students in this class are level 1 students. But, the level does not meet the
expectations. There are of course good students and students with lower levels. It’s
really difficult to maintain the students’ motivation. But it is understandable. They
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are always receiving intense English education. | should also state that they are very
grade-focused. That’s why we explain our grading system in a very detailed way for
all of our students. Apart from that they are all very sweet (Pre-Conference
Interview; January 04, 2022).

Another focus in the pre-conference interviews with T2 was to understand what her

teaching philosophy was and what she focusses on during her lesson. According to

T2, she has to focus her teaching to prepare her students to the standardized exams

formed by her institution. Even though this comprises a major aspect of her teaching,

T2 also mentions about how she gives importance to make her students understand

that they should love the language and use the language in real life matters:

There is an exam-focused system here and the students coming to this program have
very different backgrounds. Unfortunately, we have lots of students who have
received English education for years but who have very low levels. Our focus is to
prepare them well for the exams as much as possible. But of course, this is the ideal
aspect. | also focus on making the students like the language and to make them
understand that language is a tool to speak and to communicate in real life matters.
However, unfortunately, we proceed in a more exam-focused perspective. But when
| see that the students are really doing something with the language and using the
language, this creates a really nice feeling. So, my personal aim is to also make the
students love the language (Pre-Conference Interview; January 04, 2022).

T2 further adds that another mission of her professional identity, apart from

preparing her students effectively to the standardized exams, is to make the students

understand that they should embrace the language:

I what to make them realize as much as possible that they will have more pleasure
when they use the language. | try to show examples from different cultures and how
things can differ in different cultures. | always encourage them to watch a film or a
TV series. | learn lots of things from them as well when we interact like this. | want
them to use the language. | want them to be exposed to it. I tell them that they should
find people who they can communicate with. I tell them to embrace it. So, my focus
is to prepare them or the exams and also to make them embrace the language as
much as I can (Pre-Conference Interview; January 04, 2022).

After finishing the pre-conference, the observation session started. After entering the

class, T2 introduced the researcher as an observer for academic research. The

researcher sat at the back of the class. The class consisted of 18 students. Both of the

refugee students were also present in the class. The female refugee student (“X”’) was
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sitting near a group of local girls, and the male refugee student (“Y”’) was sitting two
seats in front of the researcher. So, he was in the middle areas in the class. The
seating arrangements consisted of individual chairs which were distant from one
another due to the precautions taken for the pandemic. There was a projector in the
class near the teacher’s desk. The teachers table and computer were at the front of the

class.

T2 started the lesson with a small warm-up conversation session by asking the
students how they were and whether or not they had started studying for the exam.
After 5-6 minutes of conversation, she started the lesson by opening the course book
and the projector to reflect the online version of the book. They had started a new
unit in their main course lesson. The lesson started with discussion questions which
focused on whether or not people in Turkey go to fortune tellers and the reasons for
people wanting to go to fortune tellers. The energy of the class was rather high. The
refugee students were also laughing at the answers when the majority of the class
laughed. T2 asked what kind of fortune telling was found in Turkey. The students
gave some answers such as ‘looking through Turkish coffee’ or through ‘tarot cards’.
T2 asked the class whether or not they knew about other sorts of fortune telling
around the world. After a student gave an answer, she turned to “X” and asked her if
she knew any different types of fortune telling that was in her culture. With a very
low pitch voice “X” replied in English that she did not know much with a positive
attitude. T2 thanked her and moved on to the following exercise. When asked to T2
about this incident in the class during the stimulated recall session, she expressed that
she likes to integrate cultural variety to the class when she feels like she has the

chance. She believes that the students also like this:

I try not to miss the chances when there is an opportunity to add a cultural element to
the class. Apart from that, | think it is integration, it facilitates integration. It gives
the students a moment to express something about themselves. But if | feel that the
students get uncomfortable, | change the subject (Stimulated Recall Interviews;
January 24, 2022).

It was observed in the lesson that “X” and “Y” were very focused to the lesson.

However, “X” seemed more social with the students around her while “Y” was rather
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individual in during the lesson. It was also realized that “Y” was generally taking
notes. At certain times in the lesson, T2 asked questions based on the exercises in the
book to both of the refugee students. However, this was on a very equal level with all
the students in the class. When this point was asked to T2 during the stimulated recall
interview session, she replied that she tries to create an effective balance in her class

in terms of student participation:

| believe | act the same towards all of my students, | believe | am responsible for all
of them. | try to create a balance in the class. I try to focus on all of them to let them
see that | will not leave them alone in my lessons. My eyes are on them. That way |
want them to be present in the lesson mentally. Sometimes some students can
literally sleep during the lesson. I don’t do much for them (Stimulated Recall
Interviews; January 24, 2022).

During the observation session, it was also realized that “Y” seemed rather lonely.
When there was individual time to prepare for an activity, while everyone spoke with
each other during these times, “Y” did not speak with anyone and no one spoke with
him. When this situation was asked to T2 during the stimulated recall interviews, she
replied that she was aware of the situation, however, she did not want to be
concerned with it since they were not children. She thought that it might be offending

for the students:

I have realised that in this class. “X” is not like that. I see her in the corridor with her
classmates and she is also social with her friends in the class. Not at an extreme level
but still good. “Y” is not like that. He is a very well-behaved student and very
responsible. He has come next to me a couple of times to ask questions about the
lesson or to ask for extra materials. But he has this problem with his classmates, |
don’t know what. Especially with the boys. Maybe it’s his personal choice I don’t
know or maybe it’s his character or maybe the other guys don’t want him, I don’t
know. But | have also realised this. Like I said in our previous interviews, I don’t
want to get into their issues too much because they are not children. It can be
offending (Stimulated Recall Interviews; January 24, 2022).

In terms of voluntary participation, “Y” participated two times while “X” did not
participate on voluntary basis. In terms of her refugee students’ participation level,
T2 expressed in the stimulated recall interviews that both of her refugee students

volunteer to participate in moderate levels.
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Both of them participate in moderate levels but “Y” can participate more. He like to
share things that he has done individually. For example, when 1 tell them to write a
short paragraph about something, he likes to share those kinds of personal ideas
(Stimulated Recall Interviews; January 24, 2022).

4.2.1.3. The Reflection of the Conceptualizations on T3’s Teaching

During the pre-conference session with T3, which was held in her office, certain
necessary questions were asked to her. In order to get an in-depth understanding,
these questions were based on her teaching, her class that was to be observed, her
students and her refugee students. The information obtained from T3’s pre-
conference interview session is given in Table 13. The lesson which was to be
observed was named ‘Main Course’ which is an integrated course that comprises of
presenting the four skills (listening, speaking, reading, and writing) in an integrated
way. The duration of the course comprised of one lesson hour which lasted for 45
minutes. There was only one female refugee student in the class. When questions
were asked about her refugee student, T3 mentioned that she was very quiet during
the lessons and hesitated participation. T3 also mentioned that her refugee students
did not have much friends from the class. She generally met with other Syrian
students from other classes during the breaks. In order for the researcher to
recognize the refugee student, T3 described her physical appearance and her general
sitting location in the class. In accordance with T3’s explanation, the female student
was wearing a hijab and she generally sat near the windows and near the teacher’s

desk.

Table 13. Some Essential Points based on the Preconference Meeting with T3

Name of the | Duration of the | Number of Number of Gender of the

Course Observation Students in Refugee Refugee
Total Students in Student(s)
the Class
Main Course 45 minutes 22 1 1 female
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During the pre-conference, T3 was asked whether or not she had received any
education or training based on refugee students or similar marginalized groups. T3
has stated in the interview that she had not received such education or training.
However, she wished that she had since she is aware of all the struggles these
students are going though, so she would have liked to ease the process for them in

pedagogical terms:

I did not receive any education or support, but | wish we did because they come with
traumas. They are both trying to learn and trying to adapt. | am also sure they have
inner conflict and they are struggling with all of these things. | would have wanted to
have the necessary pedagogic foundation to ease this process for them. But we are
trying to do it as much as possible (Pre-Conference Interview; January 07, 2022).

In terms of doing extra preparations for her refugee students, T3 has stated that she
does not do such preparations. However, similar to T1 and T2, she tries to integrate
their culture to the lessons when they come across activities or tasks based on

culture.

Apart from this, T3 states that she gives extra support to her refugee students in the

class when necessary:

I do not do any extra preparations for my refugee students but during the lessons, |
try to give extra chances to them and support them more when necessary. | also try
to integrate their culture in tasks based on cultural differences (Pre Conference
Interview; January 07, 2022).

When asked about her students, T3 has stated that they are Level 1 students and that
their level of English is not bad. Level 1 students are elementary level students. She
has also stated that her students in general have certain problems in sustaining their

motivation for learning English. She finds this very challenging as a teacher:

This class is a level 1 class. Their English is OK. However, it could be definitely
better. When they first start, they are all motivated but when time goes by they get
bored easily. This is true for all of our students. This is one of the most challenging
part I find in my job (Pre-Conference Interview; January 07, 2022).

When asked about her teaching philosophy and her motivation as a teacher, T3

explains that her major motivation as a language teacher is to enable her students to
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graduate from the School of Foreign Languages and understand their departmental
courses in English effectively. Apart from this, another major motivation for her is to

enable her students to communicate effectively when they go abroad:

My first motivation as a teacher is to enable the students to learn sufficient English
to go to their departments and understand their courses effectively, and to be able to
write and read something in their field. Also, when they go abroad, | want them to be
able to express themselves, to say something, communicate, and survive there (Pre-
Conference Interview; January 07, 2022).

In order to achieve this goal of teaching English to her students to make them
understand their departmental courses effectively and to communicate well when
they travel abroad, T3 mentions that she tries to make her students believe in their
selves and to never give up. She also expresses that she is a very active teacher since

she likes to integrate games to her lessons:

I always tell them that language is something precious. And | always try to motivate
themselves and to make them believe in themselves. Never to give up till the end.
Because usually this is what successful people do. It’s the key for successful people.
And to sustain this motivation I usually use games in the classes. | usually monitor
them to develop them both in language and personal development. | guess this active
side of mine in my teaching is related to my own past experiences in learning
English. | used to love listening to music, watching English films. And | also loved
to imitate. It motivated me a lot. When 1 listening to a dialogue, | tried to imitate it as
much as possible (Pre-Conference Interview; January 07, 2022).

After finishing the pre-conference interview, the researcher and T3 headed off to the
classroom to start the lesson and the observation session. After entering the class, T3
introduced the researcher as an observer for academic research. The researcher sat at
the back of the class. The class consisted of 22 students. The refugee student (“X”)
was also present in the class. She was sitting in the second front row in front of the
teacher’s desk. She was not speaking with anyone when the researcher and the
teacher entered the class. T3 started her lesson with a small warm-up conversation
with her students. She asked them questions in English about their daily lives. “X”
did not participate during this session. After the warm-up speaking session, T3 asked
the students to open their books. She also reflected the online version of the book

through the projector for the whole class to see and follow. They were at a ‘Practical
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English’ unit in which, rather than focusing on grammar, they watched videos based
on a series formed for the selected course book and later continued on with role-play
activities. T3 firstly asked the students what had happened in the last video that they
had watched. Three students raised their hands, however, “X” remained silent. After
discussing what had happened in the previous unit, T3 asked the students to focus on
the new video. After watching the video, the class answered some true-false
questions. “X” raised her hand twice during this session and T3 listened to her
answer each time. When asked about the participation level of “X” to T3 in the
stimulated recall interview session, she replied that even though she is a very silent
student, she follows the lessons quite well and tries her best to answer the questions:

She is usually very focused during the lessons. There are times of course when she
doesn’t seem much focused. In those times I don’t force her. But when | see her raise
her hand, I generally always listen to her. | believe they need encouragement at such
times because they seem shy and when they raise their hand, I feel like I shouldn’t
miss the chance (Stimulates Recall Interview; January 18, 2022).

T3 continued on with video watching and question-answer drills about the videos,
and “X” also participated four times by giving short answers. Each time she raised
her hand, T3 realized her and made her speak. The general participation level of the
class was also quite high since the unit seemed to have captured their attention. After
finishing the question-answer drill about the videos, T3 asked the students to role-
play a conversation at a restaurant ordering a meal. The reason for this subject
selection was because the videos had focused on ordering a meal at a restaurant. She
asked the students to form pairs. The students sitting next to “X” asked if they could
work in a group of three students rather than two. T3 accepted their offer, so “X” and
two other girls formed a group. While preparing for the role-play is seemed like “X”
was having fun with her friends. She was still taking notes during this activity. T3
came next to them and asked how it was going and whether or not they needed any
help. The students, including “X” said that everything was fine. T3 continued on
asking other groups how the preparation process was going and whether or not they

needed any help.
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When asked about this process of role-playing and group formation, T3 replied that
she wanted her students to form the groups themselves since they are not children.
Since they had done similar activities before, she was sure that her refugee student

would not be left out:

While forming the groups, I try not to form them myself because I think the students
should work with the students they get along the best. And also, if | form the groups,
it would be more appropriate for smaller age groups. | think it would be weird. Also
I know that my refugee student can work well with some of her friends in the class,
so | was sure she wouldn’t be isolated (Stimulates Recall Interview; January 18,

2022).

4.3. Findings Related to Refugee Students’ Conceptualizations

This section aims to present the findings related to the third research question of the

study:

RQ-3: How do the refugee students conceptualize themselves as refugees and as
being English language learners and how do they conceptualize their EFL teachers?

In this section, in order to gain an in-depth understanding of the refugee students’
conceptualizations of the “Self” and the “Other”, semi-structured interviews and
reflexive journals were used. After analysing the data and extracting meaningful
units, the final meaningful units were cross-checked with the participants through
member-checking interviews. In accordance with these findings, this section will
firstly touch upon the refugee students’ conceptualizations of the “Self”. While
examining this issue, firstly the interview findings are revealed and later the reflexive
journal findings are shared. After presenting the findings based on self-
conceptualization, this section later moves on to reveal the findings about how the
refugee students conceptualize their EFL teachers. In order to further elaborate this
issue and to make it more reader-friendly, firstly the findings of the interviews are

presented finally the reflexive journals are analysed and revealed.
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Figure 10. Overview of the Findings related to the Refugee Students’

Conceptualizations

In order to make this section more reader-friendly, Figure 10 was formed to present
the findings related to the refugee students’ conceptualizations based on ‘the Self’
and ‘the Other’. While the orange colour coding represents the refugee student’
conceptualizations of ‘the Self’, the blue colour coding in Figure 10 represents their

conceptualizations of their EFL teachers.

Table 14. The Frequency of the Codes extracted from the Interviews based on
Refugee Students’ Conceptualizations

Refugee Students’ Conceptualizations
‘The Self’ ‘The EFL Teachers’
Misunderstood | Survivors | Carrying | Unoppressive | Providers | Solemnly
(f=28) (f=23) the and Inspiring | of Equity | Lecturers
Burden (f=5) (f=4) (f=2)
(f=3)
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Table 14 shows the frequencies of the codes extracted from the interviews which
were conducted with the refugee students. According to the obtained data, the highest
frequency of the refugee students’ self-conceptualization is being misunderstood. As
for their EFL teachers, it was seen that the highest frequency was conceptualizing

their EFL teachers as unoppressive and inspiring.

4.3.1. Conceptualizations of the Self (Findings of the Interviews)

After conducting in-depth semi-structured interview sessions to understand how the
refugee students conceptualize themselves in their new setting, three major codes
emerged. According to the data obtained from the participants, the first self-
conceptualization revealed itself to be viewing themselves as “survivors”. This
conceptualization mainly focused on how the refugee students acknowledged the
hardships that they had been through and how they survived most of, if not all, the
difficulties and managed to stay alive. Another major code was their self-
conceptualization based on being misunderstood. In their statements, the refugee
students expressed their difficult experiences which they came across in their social
environments. These misunderstandings differed from not being wanted to not being
appreciated and to being seen as ignorant people. A final major code was extracted to
be how they still carry the burdens of the past. While focusing on this
conceptualization, the refugee students pointed out their traumatic experiences and

their stories from the war.

4.3.1.1. Survivors

One of the findings revealed from the interviews conducted with the refugee students
was how they conceptualized themselves as “survivors”. As S1 has stated below, one
of the major reasons why they view themselves as survivors is due to their horrific
experiences in Syria. S1 expresses how difficult it was for her back in the days when
they were experiencing the war. She expressed how death was so close to all the

people living in Syria including herself and her family. She expressed how this
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devastating situation had led her and her family to live in one room in terms of safety
considerations and in terms of staying alive. She also pointed out how this context
had affected her as a child and a young individual who couldn’t socialize, who
couldn’t go to school and who didn’t have any hope for the future. However, in the
present, she explains how she is now hopeful since she feels like she has overcome
many of the difficulties that she and her family have gone through. The sense of
overcoming such life and death matters has led her to dream about the future such as
having a car and a house in the future, together with becoming a strong and

successful person.

The “me” here and the “me” in Syria are a lot different. I was very afraid in Syria. I
didn’t use to speak with people and I didn’t go out of the house for five years. If you
g0 out to the street you die. I couldn’t speak or meet with my friends. I also didn’t
have a cell phone. The “S1” now is much stronger. I trust myself completely. I have
a hope. When | was in Syria I didn’t have any hope. I always used to say we are
going to die. Everyone thought like that. When you see people who you know die,
it’s normal to think like that. I was so small. I couldn’t go to school. I couldn’t get
out of my house. I couldn’t speak with my friends. Because an explosion can happen
anytime. That’s why we always stayed in one room. It was very difficult. My life
here is much better. I can go out; | can go to school and meet with my friends.
Everything has changed. And now | want to do my own job. | want to have my own
house, my own car. | want to be a strong and successful person. I didn’t have such
dreams in Syria. | just wanted to survive. I just didn’t want to die. I wanted to be
alive (S1, Interview II).

In another expression, S1 focuses once again on the difficulties that she has gone
through. She has stated how she couldn’t see her friend since she came from Syria
and it is a high probability that she has even heard from her friends even from social
media or any other online platform. She explains how simple things, such as going to
a park or to the cinema were things she had never experienced in her past days.
However, she restates that now she has lots of energy to do all the things that she
missed out. She also stated that she wants to be very successful in the future and that
she is positive that she can because she is aware of the fact that she has overcome
many difficulties in her life. S1 also emphasized her mother as a person she looks up
to due to similar reasons. She explains her mother as a “survivor” since her mother

has also overcome similar difficulties and yet she is still holding on to life, striving to
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live for her family and making her children happy.

Since we experienced war, a lot of things were incomplete for me. For example, |
haven’t seen my friend for 10 years. I was only ten years old and I couldn’t go to a
park or to a cinema. I couldn’t experience a lot of things. It all remains within. But
now | have lots of energy and | want to do all the things I couldn’t do and I also say
to myself that | have to be very successful. | believe in myself because | have come
so far and | will continue. | know | will. My mother also motivates me. Whenever |
see her, | feel more motivated because she is so hardworking. She does everything.
For example, she looks after us, she does housework and she also works. | want her
to be proud of me (S1, Interview II).

In another interview, S1 reemphasizes all the compelling difficulties that she had
gone through back in her days in Syria. In her expression below, she mentioned how
terrifying it was to even look out of the window since if they did, they could have
been shot from the head. She also talks about her mother’s garden filled with roses.
Unfortunately, even going out to the garden had become a dream since death was
probable in such simple pleasures. When S1 remembers all of these traumatic
experiences, she feels a sense of achievement since she expresses “overcoming” such
situations. And she further concludes that such accomplishments provide her to think
that she has to study more to achieve her dreams and to do all the things that she feels

she has missed out.

I didn’t have an easy life. We all had to stay in the same room. I couldn’t look out of
the window. It was like; if I did they would shoot me from the head. And also in our
garden in Syria there were many roses. My mother used to love roses. I couldn’t
even go out to our garden. For example, when there was a bomb attack, we couldn’t
even go out to our garden. This was a life we lived. There was no electricity, no hot
water, no internet. It was like as if you didn’t live. But now we are alive and our life
is going on. So when | remember all the things | have lived and all the things | have
overcome, | say to myself | have to study more because | have dreams now (S1,
Interview I11).

Similar to S1, S2 has also mentioned the hardships that she and her family had to go
through back in her times in Syria. She has pointed out how they had struggled in
Syria and how they are still struggling in Turkey. She has also expressed that
regardless of all the severe challenges that they had dwelled, they are still alive and

that they have overcome many things throughout the process. This statement implies
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that she views herself as a “survivor” who has survived the negativity and the
difficulties in her past. However, she further continues that regardless of all the
experiences and the adversity that they had dealt with, people can sometimes still

regard them as old-school due to certain stereotypical conceptualizations.

We came from Syria. We came from another country. | have lived and seen how it
was to be there, and I have lived and seen how it’s like to be here. I have always
struggled in this process. Our lives are continuing here but I am still striving. We
have been through and seen so many things but we are alive. We have overcome
many things. This is important. But people think that we are narrow-minded. They
think that we are old-school. Sometimes they ask ironic questions. For example,
once they asked if there were apples in our country. People are all the same. We are
very alike. There is no difference. We are all human. We should look at the
similarities, not the differences. This is not just for Syrians and Turks. (S2, Interview

).

In this section, while S1 and S2 have focused on all the hardships that they had gone
through Syria during the time of the war, they both express how overcoming such
critical experiences had led to a sense of achievement. While S1 was more hopeful
for the future, when looking at all of the complexions that she had generally left
behind, S2 on the other hand, believes that this achievement of staying alive is not
appreciated but her host community and that they judge them through preconceived
stereotypes. This expression also leads to another conceptualization, which is being

“Misunderstood”

4.3.1.2. Being the “Other” and Misunderstood

One of the major findings obtained from the interviews conducted with the refugee
students was how they conceptualized themselves as being “misunderstood” by their
host community. S2 mentions the questions she faces in public areas such as when
they will return to their country. She also conceives that media and social media have
a major role in such misconceptions and that they publish false and bad news about
Syrian people. She further concludes that the concepts of “good” and “bad” do not

have connotations for certain groups of people; however, the concept of “good” and
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“bad” can refer to people from any race or country. She further states that this is not

related to the country of origin, on the contrary, it depends on individual people.

Some people see us in the street and ask why we are here and when we will return. |
hear this question a lot on the bus. This isn’t a major problem for me but why do
they ask such questions. I feel confused. Maybe it’s because I look like a foreigner. |
don’t know. The media does lots of false news. | also see it on some Instagram
pages. They write some very bad posts. There are bad people among Syrians. But
there are both good and bad people everywhere. Everyone is not the same. There are
lots of bad people among us but so is there everywhere. This isn’t about the country
(S2, Interview II).

In her statements below, S1 points out a problem on a slightly different level than the
problem S2 has emphasized in her previous statement above. According to S1, some
of her teachers use too many hand gestures while speaking to her when they learn
that she is from Syria. The reason for the usage of such hand gestures is because the
teachers think that S1 cannot understand Turkish since she is from Syria. This
situation confuses her since she can communicate in Turkish in a rather effective way
with her teachers. She believes that the reason behind this situation is her teachers’
constructed beliefs that she is not capable of understanding Turkish since she is from

Syria. This situation does not change even if she speaks Turkish efficiently.

Some teachers think that we don’t understand them which is why they use so many
hand gestures while speaking. When I speak in Turkish and they don’t know that I
am Syrian, they speak normally. But when they know | am from Syria they use their
hands a lot when they speak. I don’t think this is polite. But my teachers do this a lot.
They think that I can’t understand them. But I can speak Turkish but despite that
they think that I don’t understand because I am Syrian (S1, Interview Il1).

In another interview, S1 points out in the given statement below how some people

from her host community are very welcoming and supportive while others can be
rather hostile. According to S1, such people accuse the Syrian population of taking
away their jobs and that they are also cowards to have run away from their country
and not fight in the war. She cannot justify these accusations and misunderstandings
that these people have against her population. She has expressed that she has tried to
explain to them that what they believe is not the case; however, she is aware that
people don’t change their minds easily. Consequently, she has decided to let it go

rather than struggling to clear off the misconceptions.
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Some people support us. They give food and money. But some don’t want us.
“You’ve come here, you got our jobs, you come to our schools, you are taking away
our places’ this is what they tell us, but I believe that everyone can do their own job.
Some even say what am | doing here. They say that | am a coward since | ran away.
And | told them may God never let anyone live anything like what we’ve lived and
that we have come here for hope. But not everyone is like this (S1, Interview II).

Similarly, S2 mentions how she believes that people conceptualize them as old-
school and that their living conditions and living styles are very old. However, S2
underlined in her statement below that the fact that people around the world are all
alike. She emphasizes a mind-set of equity which is necessary for a harmonious
world in which people do not judge each other depending on their country’s

geographical location.

The people here think we are old-school. They think that our lives are very old. But
people are all the same. We are very alike. There is no difference. We are all human.
We shouldn’t focus on the differences (S2, Interview IlI).

In a similar vein, as she has expressed in her interview statements below, S1 has
become so timid in terms of being misunderstood that she refrains and refuses to take
the first step of socializing with people. This inner feeling of distrust towards herself
and towards other people has evolved from the constructed beliefs towards refugees
in her host community. Apart from struggling with these constructed notions, she has
also stated in her interview that the effects of war on her psychology are still
prevalent. In other words, while S1 is still struggling with the influence of the
devastating effects of war, she is also struggling with socialization issues due to the

fear of being misunderstood and prejudged.

When | first came, | had no trust, neither in myself nor for other people. I used to
wonder what they would think about me. For example, if | go to speak with them,
what would they think, what would go through their minds. That’s why I refrained.
But | still refrain actually. For example, some of my friends ask me why I don’t
speak much, they tell me that I should speak more and go out more. But | am still
very much affected by the war. And since | am a foreigner, some say bad things like
I shouldn’t be here, that’s why I also refrain. So, when | first meet someone, | think
to myself, ‘should I be friends, should I speak’ but then I sometimes refuse to do it. I
tell myself that the person should speak before me (S1, Interview IlI).
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In her statements below, S2 expresses how she believes that no one cares about
people who have escaped from war. She has expressed this belief in a rather
sorrowful way. She believes that no one understands the troubles that they have been
through and no one wants them in any geographical location including the people in
her host country. Together with conceptualizing herself as being misunderstood, she

also emphasized on how they are also not-wanted due to these misrepresentations.

I still feel like this. I can’t attach anywhere. We are not important. This is what | feel.
No one cares about what we have done and how we are. No one understands us. So,
we are not important. That’s how it is. This is the truth. No one wants our people. No
one wants us anywhere. But | would have liked to belong to a country (S2, Interview

).

In one of his interviews, S3 focused on how normal it is nowadays to be a
“foreigner” in a university setting. However, regardless of this diverse setting in
higher education, S3 mentions how people still regard Syrians as ignorant people
who do not know anything. He opposes this ideology by stating that he is well aware
of many of the traditions which most are not. This judgment which he experiences at
university can also be observed in his classroom setting. Even though he states that
his class friends and he are not like-minded, he also focuses on how they do not want
him in their circle of friends. They only speak with him if they have a question about
the lessons. He also states that this behaviour of his class friends leads him to think
that they take advantage of him in such situations. As a result, S3 now generally
spends time on his own at university. He prefers to study for his lessons in his free
time. Regardless of these negative attitudes toward him, S3 also focuses on how
certain people can also be very friendly toward him. These people do not prejudge

him because he is a “foreigner”. He believes that such friends are real friends:

Currently, it’s very normal to be a foreigner at university, but my friends perceive it
like this: Syrians don’t know anything and so on. On the contrary, | know the
traditions. For example, let’s not say that I am excluded but my classmates don’t
speak with me much. | guess we are not like-minded. For example, my classmates
never study. On the contrary, | study a lot. For example, a subject comes up in a
conversation about the lessons, they ask me and | inform them. Later, they just leave.
I feel like I am being used. I don’t think it’s just because I am a foreigner, I think we
are also not like-minded. Sometimes our teacher ends the lesson 5-10 minutes early
and | generally read something during those times or look at my phone. Some of my
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friends know that | am from Syria. But they are so warm-hearted that we get along
very well. | think these are real friends. It’s very difficult to find such people. They
know that | am a foreigner from the beginning and they act like I am not a foreigner
(S3, Interview II).

In his statement below, S3 expresses how it seems to him that he has evolved two
different selves. He emphasizes that these two different characters display two
different S3’s depending on whether he is in a setting with Turkish people or in a
setting with Syrian people. He also states that, if he can bond with Turkish people all
the prebuilt conceptual barriers can be lifted and sincerity can emerge. However, he
further states that even in these situations he can still adopt self-control in order not
to be misunderstood. Additionally, he also adds that he isn’t sure if this self-
monitoring is due to his present social context and the people around him, or if it is
due to his home culture in which people generally always have boundaries:

My speaking style, clothing style, behaviours. All of these have added to my old self
and someone new has emerged. When | enter our social group, | become someone
different. When | enter a Turkish group, I am someone different. It’s like as if I have
two characters. When you bond with the Turks, you can break the barriers and it
becomes better, but | still pay attention to my behaviour and to what | say. In order
not to be misunderstood. Maybe it’s something cultural, I don’t know. Because in
our culture we always have boundaries. For example, no matter how close you are to
someone, you can’t ask someone to lend you some money because you feel
embarrassed. You don’t be that close with people. Maybe it’s cultural (S3, Interview

).

In the interviews conducted with the refugee students, one of the major themes has
been presented in this section which focuses on how they conceptualize themselves

as being misunderstood by providing different experiences and explanations.

4.3.1.3. Carrying the Burden of the Past

According to the findings based on the in-depth semi-structured interviews done with
the refugee student, conceptualizing themselves as being misunderstood and as
survivors, another conceptualization obtained from the data and cross-checked
through the member-checking interviews was how they viewed themselves as

individuals carrying the burdens of the past. This conceptualization was observable
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in mainly S1 and S2’s statements. S3 has also touched upon the issue back refrained

from focusing on it too much.

In her statement below, S1 has mentioned about the terrifying experiences she has
gone through in Syria during the war and how its effect continued for her
subconsciously. She has stated in her interview that she was especially afraid of
aeroplane noises and getting out of the house in her initial times in Turkey. She
mentioned about how the noises she heard from the street and aeroplane sounds had
affected her deeply since they were also reflected in her dreams. Even though it has
been a long time since S1 and her family came to Turkey, she stated that she still

experiences these frights.

After | came to Turkey, | couldn’t get out of the house for at least one month
because | was so scared. | was afraid of aeroplane sounds. | remember when we first
came, | heard an aeroplane sound and | was so afraid. | felt like | was back in Syria
for a second. But when | woke up, | was in Turkey. This situation lasted very long. |
was even afraid of the noises | heard on the street. | also saw terrifying things in my
dreams. | have been in Turkey for a long time but I still experience these things. It is
very frightening (S1, Interview II).

In a similar vein, S2 makes a comparison between Turkey and Syria and explains
how they can freely obtain basic human needs in Turkey. She points out the
importance of safety and how they feel safe in Turkey since it became very common
for her in her days in Syria to hear bomb sound and explosions every single day.
Being killed was a matter of luck since you had a chance of being killed even if you
went out to buy bread which is a simple everyday activity. She further expresses that
after they came to Turkey it was quite a shocking experience for her when she
stepped out of the house. This was an uncommon situation for S2 in her home
country. She wasn’t hearing any bomb explosion sounds any more. However, similar

to S1, she also states that it is really difficult for her to forget those days.

There is safety here, there is no war, and there is electricity and water. It is easy to
get these things from here. Everything is much easier than Syria. But the most
important is safety. There is safety here. This is very important for us because bombs
used to explode every day. People used to die. Even to buy bread, they used to die.
We can go out here. We couldn’t go out of the house back in Syria. We always
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stayed in the house. When we came here, it seemed very unusual for me to go out of
the house. I was very surprised. I wasn’t hearing any bomb sounds. It was very
different. I am not afraid to go out. But I still can’t forget those days (S2, Interview

).

In his statement below, even though S3 does not mention about whether or not he
still carries the burden of the past, he focuses on how difficult their life was back in
Syria during the time of the war. Similar to S1 and S2, S3 also pinpoints how
challenging it was to attain some basic human needs such as water and electricity. He
concludes his statement by referring to his gratitude to being in Turkey now.

I don’t know how I can explain it, but life was difficult back then. I was a child but I
can still conceive those difficulties. If we wanted to get water, we had to walk for
miles. There was no electricity. Every basic human need was so difficult to get. | am
just really grateful that we are here (S3, Interview I).

Through the statements provided by the participants, it was clearly understood that
the experience that they had gone through had affected them tremendously. The
effects of this experience was likely to show itself in different areas of their lives.

4.3.2. Conceptualizations of the Self (Findings of the Reflexive Journals)

In order to make this section more reader-friendly and comprehensive, the
explanations and expressions from the refugee students’ reflexive journals based on
how they conceptualize their selves are explained through each refugee student’s
reflexive journals individually. While S1 and S2 was voluntary to fill in the reflexive
journal, S3 could not take part due to personal reasons.

The reason why reflexive journals were adopted in this study was because as Thomas
and McRobbie (2007) have also emphasized, the “revealing” factor of metaphors has
the potential to help express or characterize difficult concepts in a more figurative
through accessible or relatable concepts in the individuals existing knowledge. As a
result, it is expected that the metaphorical representations that individuals select to
depict their conceptualizations will also depict their constructed critical beliefs and

ideologies. In line with this aim of conducting reflexive journals, after analysing
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them and member checking the findings, it can be said that the major
conceptualizations of the refugee students based on their selves are viewing

themselves as a mountain and as a snowdrop flower.

4.3.2.1. Mountain

The first question in the reflexive journal aimed for the refugee students to reflect on
how they would like to express themselves as an individual who came from Syria to
Turkey due to the Civil War. For this question, S1 has firstly preferred to give some
explanations for the accusations she has heard by people in her hosting community.
She has stated that they did not escape from war because they just wanted to, they
escaped from war because they had to. She has later mentioned how she views
herself as a person who never gives up and who has struggled a lot just like the other
Syrian people to overcome the difficulties:

We didn’t escape from war because we wanted to, we had to escape from war. Lots
of people told us that we had to stay there, but unfortunately, we had to. | struggled
so much to come to where | am now. We never gave up. We are just trying to forget
all the difficulties we have gone through (Reflexive Journals for S1).

When asked about a metaphorical representation to explain herself, S1 has used the
metaphor ‘mountain’ since she believes that she is just like a mountain who manages
to stay strong ad not collapse no matter what happens. This representation also shows
how the difficulties in her past experiences has shaped her identity in a way which

enabled her to become stronger and more determined.

I see myself as similar to mountains. They stay strong no matter what happens. | am
also very similar to them. Regardless of all the difficulties and pain | had gone
through, I did not collapse and | created a new life (Reflexive Journals for S1).

After analysing the reflexive journals and member-checking them with S1 it can
clearly be said that S1 views herself as a survivor and as a strong young adult who

has gone through many difficulties in life and regardless of different ill-intentioned
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accusations who has managed to overcome them and stand strong just like a

mountain

4.3.2.2. Snowdrop Flower

In order to reflect on how she views herself as an individual who came from Syria to
Turkey as a refuge, S2 has focused on how she misses her home country and her
friends back in Syria and how she experienced many difficulties in adapting to a new
culture in Turkey. However, she also expresses that she has eventually adapted to
Turkey and that now she wished to become a citizen:

I was only thirteen years old when | had to come from Syria to Turkey as a refuge.
Learning Turkish and adapting to a new culture was very difficult for me and | am
still trying to learn the Turkish traditions and customs. I miss my country, my friends
and the city | used to live a lot. But | also love Turkey and Turkish people. | have
become used to Turkey and my priority is to become a Turkish citizen (Reflexive
Journals for S2).

As for the second question in the reflexive journal, which aimed the participants to
describe themselves through a metaphor, S2 has used the concept “snowdrop flower”
which is a type of flower that can blossom even in the hardest conditions during
winter. S2 reflexively states in her journal that she resembles herself to a snowdrop
flower not just for herself but also for the people she loves:

I think my metaphor would be a snowdrop flower. | try to grow up and flourish in
harsh conditions and try to adapt just like it. Not just for myself but for the people |
love and for the people who love me (Reflexive Journal for S2).

4.3.3. Conceptualizations of EFL Teachers (Findings of the Interviews)

Following the in-depth semi-structured interview sessions to understand how the
refugee students conceptualize their EFL teachers in higher education, three major
codes emerged from the obtained data. According to the statements of the
participants, the first conceptualization of their EFL teachers revealed itself to be

viewing them as “solemnly EFL lecturers”. This conceptualization mainly focused
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on how the refugee students viewed their EFL lecturers as purely lecturers without
any socio-emotional connotations. Another major conceptualization of the refugee
students was how they viewed their teachers as “providers of equity”. In this code,
the refugee students focused on how they acknowledged their teachers’ effort in
providing equity in the classroom to avoid discrimination or any sort of separation. A
final conceptualization extracted from the interviews was how they conceptualized
their EFL teachers as being “unoppressive and inspiring”. While talking about this
view point, the refugee students mainly made certain comparisons between their
former teachers in Syria and how their former teachers were more strict and

oppressive.

4.3.3.1. Solemnly Lecturers

In the in-depth semi-structured interviews, when the refugee students were asked
about their EFL instructors, how they viewed them and how their relationship was
with them, S3 mainly focused on his EFL teachers as providers of the necessary
content knowledge to learn the English language and nothing more than that. He
justifies this situation in his extract below by stating that this is the right thing to do
at university since all the students are young adults and there is no room for further
warnings or student-teacher relations which are generally seen at lower-levels of
education such as primary or secondary education. So, the correct thing to do for S3
is for the teachers to just explain the subject as effectively as possible and nothing

more than that.

Our teachers are very busy and they don’t have much time. Also, we are not at high
school anymore, we are not children. Students should have a view on how to behave
at university. There is awareness now and when teachers intend on dealing with
student behaviour, it seems insulting. Let me explain this situation like this; if
someone is using a cell phone and the teachers say ‘stop using your phone’ it will
not be appropriate because the student is not a child. That’s why teachers don’t
follow such actions in the classroom. They just explain a subject and leave the class.
And | think this is what a teacher should do at university. Just explain and leave (S3,
Interview II).
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In his following explanations in the interviews, S3 acknowledges the fact that the
teachers have a burden of following the curricula imposed by HEC (Higher
Education Council). However, as he has stated in his extract below, he still believes
that teachers should also include their own background and personal knowledge
about the subject being taught rather than only following the book or adopting a
book-based methodology. He is quite disturbed by this situation since he talks about
an experience he had with one of his teachers from whom he asked for extra
materials to further elaborate some phrasal verbs. When the teacher refused this offer
ad insisted that the book is enough at this stage, he felt disappointed since he thought
that he hadn’t comprehended the subject fully. Through these explanations of S3, it
can be understood that when he is asked about his EFL teachers, the basic

conceptualization of his teachers is them being solemnly lecturers.

In the end, the ministry gives a curriculum to universities and tells them to follow
this program. So that’s why it won’t be appropriate to blame the teachers. But still, I
expect the teachers to both follow the program given by the ministry and also add
their own knowledge to the class. For example, there is a subject called ‘phrasal
verbs’. It is in the book. I went to a teacher’s office. The teacher said that if they give
us this subject with extra materials, we will be confused. That’s why the book is
enough. But, in fact, I have studied all of the phrasal verbs in the book. I don’t think
they focused on it that much. For example, ‘take off’. It has lots of different
meanings. They just give one meaning and they move on. If they gave us the other
meaning, this would be much more beneficial. They shouldn’t just stick to the book.
They should add their own knowledge. For example, | had a teacher at high school.
He/she used to throw the book aside and explain the whole subject by himself/herself
and this used to inspire me a lot (S3, Interview IlI).

Through the statements given above it can be understood that S3 has conceptualized
his teacher as solemnly lecturers without expecting any socio-emotional supporting
in their lessons. He expressed this conceptualization of his teachers by answering the
questions in the interview only through a perspective of effective teaching or the

teaching of the English language.

4.3.3.2. Providers of Equity

Through an inductive analysis, the data obtained from the interviews conducted with

the refugee students to view how they conceptualized their EFL teachers revealed
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that another major conceptualization was how they positioned their teachers as

providers of equity in the classroom setting.

In the semi-structured interviews done with S1, when asked about her EFL
instructors such as how she views them, what she expects from them and how her
relationship is with them, she mainly focused on the aspect of how her EFL teachers
create a classroom setting in which they do not feel excluded or marginalized. As she
has also expressed in her statement below, S1 views herself as a foreigner, however,
she also expresses that her teachers act the same toward her like she acts toward
other students. In other words, S1 focuses on how her EFL teachers have an equity-

based mind-set and how she is very fond of this situation.

The teachers act very nice. For example, | am a foreigner and she helps me exactly
like she helps the others. After they explain, they check if | understood. | love them.
They never make me feel like a foreigner. They are always very good. They are
always so good. | feel very lucky (S1, Interview II).

In her following explanation below, S1 continues on how comfortable she feels in
her EFL teachers’ lessons. This positive feeling is due to the fact that her teachers
never make her feel different, on the contrary, they make her feel comfortable and
included. Apart from the lessons, S1 also mentions that she can trust her teachers
because they seem like a fried for her. When considering her past experiences and
the attitudes that she had come across in the past, it seems that she is extremely
happy with her teachers’ attitude towards her. The fact that she views her teachers as
‘providers of equity’ is actually very critical and essential for her since this sense of
equity is something that is longed.

I only have a lesson-based relationship with my teachers but | feel so comfortable
with them. Because they make me feel comfortable. They never make me feel
different. That’s why I feel like I can explain everything to them. Like a friend. I
love them and | feel so lucky (S1, Interview II).

Similarly, S2 also focuses on the equity aspect of her EFL instructors in her
statement below since she mentions that her teachers never make her feel different

and that they have never accused her of anything that is insulting neither in-class or
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out of class. She also focuses on how her teacher encourages her to participate when
she is too quiet. She appreciates this kind of behaviour since she knows that she can

hesitate to speak in class.

I really appreciate my teachers. They never make me feel different in the classroom.
They never tell me insulting things. They help me whenever | need help. They also
try to make me join the lesson when | am too quiet. I really like that. Because
sometimes | hesitate (S2, Interview II).

Through the given statements in this section, we can easily understand that when
asked about their teachers S1 and S2’s explanations reveal that they view them as
providers of equity in the classroom. Their statements reveal that the feeling of
equity in and outside of classroom setting is something they long for. Statements
such as ‘they never make me feel different in the classroom’ or ‘they never tell me
insulting things’ or ‘they ever make me feel different’ actually point out that these
students are expecting such kind of behaviour. As a result, it becomes extra

important to experience the feeling of inclusion and equity.

4.3.3.3. Unoppressive and Inspiring

In order to understand how the refugee students, conceptualize their EFL teachers,
the conducted semi-structured interviews revealed that the refugee students
positioned their EFL instructors as unoppressive and inspiring. In order to further
explain this code, in her statement below, S1 has focused on how she admired her
EFL instructors since they represent the English language very effectively. This
positioning of her teachers has set an example for her since she now believes that she
can also speak the language. S1 further emphasizes how the lessons generally have
an unoppressive atmosphere. She states that such an environment helps her to feel

more relaxed and less nervous in the lessons.

I admire them. They speak English so well. | wonder whether | would be able to
speak English like that one day. The fact that they managed to do it makes me
believe in myself. Our lessons generally have a positive atmosphere. | never feel
nervous. Sometimes they mention their own experiences. They talk about how they
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learned English. Whenever | listen to them, | feel even more motivated. (S1,
Interview 1).

Similarly, S2 has also mentioned how unoppressive her present EFL teachers are by
comparing them to her prior teachers in Syria. She acknowledges that her teachers in
both countries are rather different from each other. The primary reason she states as a
difference is how her teachers back in Syria were more violent and oppressive in
their lessons. This oppressive nature of the teachers made her motivation toward

going to school decrease tremendously.

S2 also mentioned that this violence shown by their teachers was independent from
students’ achievements in class. Even if you had done your homework successfully
and had good grades, if a student from your class had shown misbehaviour, S2
expresses that the whole class used to get punished by either being hit on their hands
or even on their feet with a stick. She also gives a specific example of how one of her
EFL teachers had slapped her since she hadn’t done her homework. S2 believes that,
after experiencing such oppressive and violent conditions displayed by her teacher in
Syria, she felt demotivated towards going to school. When she compares her EFL
teachers in Turkey, she mentions that they are very different from her teachers in
Syria since they don’t adopt such strategies to maintain classroom discipline. She
does, however, mention that her brother had experienced such an incident at school
in Turkey with a teacher, but when they went and spoke with this teacher, this violent
behaviour didn’t occur again. She continues in her statements that her teachers in
Turkey create a relaxed classroom experience in which they also teach English very

well. She no longer feels afraid in her lessons in respect to her teachers.

The teachers are different. Our teachers in Syria were very harsh on us. They used to
beat us. | also heard that some teachers here also beat their students but it is very rare
and not at university. For instance, one of my brother’s teachers did something like
that. We went and spoke with that teacher and he/she didn’t do it again. But in Syria
the teachers were very oppressive. | used to go to school. My grades were very good
but this wasn’t important. If a student in the class did something bad, then everyone
used to get punished. They used to hit our hands and our feet with a stick. For
example, my English teacher in Syria once slapped me because I hadn’t done my
homework. These kinds of things kill your motivation. You don’t learn anything. But
our teachers here are not like that. They teach English very well. And | don't feel
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afraid in our lessons. They never frighten us. They be very good examples (S2,
Interview II1).

In a similar vein, S2 also mentions in her statement that her EFL teachers in Turkey
adopt lots of task-based activities and teaching methods. She exemplifies this
situation by expressing that they play games and fill in the blanks while listening to
English songs. This can sometimes feel odd for her when she compares it to Syria,
because she states that it can feel like she is primary school when experiencing such
tasks. However, she still believes that it is effective in learning the language. She
further explains this situation by stating that while it is quite fun and enjoyable, it is
also very effective in terms of language learning. Additionally, S2 also gives certain
examples of her EFL teacher in turkey which also justifies that she conceptualizes
them as being unoppressive and inspiring. For instance, she states that some of her
teachers from the previous semester still speak with her when she sees them in the
corridor. Other teachers also display unoppressive and inspiring behaviour in the
class by creating a relaxed and helpful atmosphere. Even though she mentions about
a relaxed classroom setting she also adds that there is a sufficient amount of
discipline in the class but not too much which can become frightening.

Sometimes the teachers do some activities and we play games. Sometimes our
teachers give us photocopies and we listen to songs and fill in the blanks. When |
compare it to Syria, sometimes it feels like primary school. But it’s still very nice
because we learn. | think everything is more relaxed and better here. We learn better
when it is fun like this and when they communicate with us. In Syria it wasn’t like
this. We couldn’t communicate with our teachers. For example, we had a teacher last
semester. Whenever | see her in the corridors we still greet and speak with each
other. They come next to us and talk about our lessons and ask if we need anything.
Sometimes our teachers even bring coffee or water to class. They give us medicine
when we have a headache. These kinds of things are very nice and they set a positive
example for us. For example, one of our friends felt bad the other day. Our teacher
quickly ended the lesson and took our friend to the hospital. There is discipline, but
it is not frightening. We can communicate without feeling frightened (S2, Interview
).

From a different perspective, even though S3 also conceptualizes his EFL teachers as

unoppressive and inspiring in certain ways, he views this unoppressive behaviour as

something which can hinder the learning process. He explains this situation in his

statements below by adding that even though his teachers in Syria used to give them

various amounts of homework he found this method as being effective in terms of
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learning. He believes that such a strict environment in a school environment provides
efficient learning. He further indicates that such unoppressive and relaxed
environments in the classrooms create a less effective environment since the students
become too relaxed. On the other hand, regardless of this unoppressive nature of his

EFL teachers, he still believes that they are very helpful and open to communication.

Our teachers in Syria seem a little more disciplined than our teachers here. | was
aware of this even though | was small in Syria. They used to give us lots of papers of
homework and they used to ask us to memorize them. They used to punish us if we
didn’t memorize but we used to learn much better. There is a more comfortable
environment here. The students are also very relaxed. This is a little too much for
me. | don’t think we should be this comfortable. But of course, they are very helpful.
They are open to communication. These are good things (S3, Interview II).

In terms of trying to understand the constructed beliefs of how refugee students
conceptualize their EFL teachers in a period in which different marginalization and
ideological interplays take place, it was seen in the semi-structured interview
findings that a major theme was how the refugee students conceptualized their EL
teachers as unoppressive and inspiring. While S1 and S2 perceived this unoppressive
nature as positive and encouraging, S3 detected this situation as something which
hinders learning. It can be inferred that he relates effective learning with a more
disciplined environment in which memorization and suitable amount of workload are
applied. These kinds of approaches in teaching is regarded to be more effective for
S3. On the other hand, S1 and S2 find this approach of their EFL instructors to be
rather inspiring and effective. Even though S2 states that sometimes it feels like
primary school, she further explains that such methodologies are still very helpful for
learning. Both S1 and S2 also focus on the relaxed classroom environment which the

EFL teachers in

Turkey create. They state that they prefer such classroom environments rather than

those which inherit fear and violence.
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4.3.4. Conceptualizations of EFL Teachers (Findings of the Reflexive Journals)

In order to make this section more reader-friendly and comprehensive, the
explanations and expressions from the refugee students’ reflexive journals based on
how they conceptualize their selves are explained through each refugee students’

reflexive journals individually.

As Dollof (1999) has sated, metaphors serve as a translation of personal image into a
tangible form and provide individuals with a means of expressing their personal
beliefs on issues which ca be more deeply representative. Taking into consideration
the crucial role metaphors can add to understanding the conceptualizations of the
refugee students in the study, they were asked to contemplate on their reflexive
journals and express their beliefs and conceptualizations through metaphors. While
S1 and S2 were voluntary to fill in the reflexive journal, S3 could not take part due to
personal reasons. Through their conceptualizations revealed via the reflexive
journals, it is understood that S1 and S2 conceptualize their EFL teachers at
university as very supportive and helpful. As a result, while S1 uses the metaphor

‘the rain’ to express her EFL teachers, S2 uses ‘snowdrop flower’.

4.3.4.1. The Rain

The third question of the reflexive journals given to the refugee students, focused on
how they viewed their EFL instructors at university. In her explanation given below,
S1 expresses her admiration and love for her EFL instructors. The reason for why she
loves them so much is because they never make her feel ‘foreign’ and they always
support her in terms of learning English. As a result, S1 states that she feel safe in her

EFL instructors’ lessons:

I love my English teachers. | value them a lot. They never made me feel foreign.
They always supported me. They always explained the points further when |1
couldn’t understand it. I never felt alone. I felt safe in the lessons and | will never
forget them (Reflexive Journals for S1).
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The final question in the reflexive journals wants the refugee students to focus on a
metaphor to explain their EFL instructors. In line with this aim, S1 has used the
metaphor ‘the rain’ to conceptualize her EFL instructors. According to her, the
reason for why she has chosen this metaphor to explain her teachers is because they

have always given hope and support to her:

My English teachers resemble the rain. Because whenever I didn’t feel safe, [ wasn’t
lonely because there was someone to support me. They always gave hope and
support for me just like the rain. When I don’t understand something, they always
explain it again without hesitation. They always ask how | am (Reflexive Journals
for S1).

4.3.4.2. Snowdrop Flower

The third question in the reflexive journals given to the refugee students focus on
how they view their EFL instructors. As a response, S2 has expressed in her reflexive
journal that she admires her EFL instructors since they set a good example for her in

terms of hard work and determination:

In all of my English teachers there are certain things that set an example for me.
They work so hard to be successful, they are determined, and they don’t give up
when things get tough. | see these things in my teachers and | try to be like them as
well (Reflexive Journals for S2).

As a response to the final question of the reflexive journal, S2 uses the same
metaphor she used to describe herself which is a ‘snowdrop flower’. The reason for
why she used this metaphor is because she feels so close to her EFL instructors and

because she sees herself in them:

Since | see myself in them and since | feel so close to them, | see them as snowdrop
flowers, too (Reflexive Journals for S2).
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4.4. Findings related to the Challenges the Refugee Students Face and their
Coping Strategies (Findings of the Interviews)

This section aims to present the findings related to the fourth research question of the

study:

RQ-4: What are the challenges the refugee students face regarding these
conceptualizations in the EFL context during the global pandemic and how do they

handle these complexities?

In order to answer this research question, and with the aim of making it more reader-
friendly, the data obtained from the participants of the study is divided into two four
sections which are; (1) challenges the refugee students face based on the
conceptualizations, (2) what they do to handle these complexities based on these
conceptualizations, (3) challenges based on the Covid-19 pandemic era and remote
learning and finally (4) what they do to handle these complexities based on the
Covid-19 pandemic and remote learning. Each section presents the findings of both
the semi-structured interviews and the reflexive journals. The findings obtained from

these data collection tools are presented jointly.

In terms of data analysis, with the aim of inductive analysis, a constant comparative
method was used to make meaning of the data (Conrad, 1978). While adopting a
constant comparative method of data analysis, Maykut and Morehouse’s (1994)
framework was used to make the process more feasible. According to this
framework, after transcribing and reading the whole transcript to get an in-depth
understanding, inductive category coding was conducted. While forming these codes,
units of meaning across categories were also simultaneously compared. During this
constant formation of units of meaning, refinement of categories was also done

during the process of data collection.

151



Language

Ambiguity

Challenges based on the
p— =
Conceptualizations

—aireeling of not being wanted|

Language as a means to
= 2dapt and fight for one’s
own rights

Endeavour as a sign of
Resilience

- Coping Strategies —t Avoiding Discussion and
ping g Standing Out

Empathy

Challenges and their Coping -
Strategies

Restraining from the Syrian
Identity

Economic Problems

Problems with
Comprehension

Challenges based on the
Covid-19 Pandemic Era

— Coping Strategies ad Teacher Inaccessibility

Figure 11. Overview of the Challenges the Refugee Students’ face and their Coping

Strategies

In order to make this section more reader-friendly, Figure 11 was formed to illustrate
the challenges the refugee students face and their coping strategies. While the orange
colour coding represents the challenges based on the conceptualizations, the purple
colour coding represents the challenges based on the Covid-19 pandemic era.

4.4.1. Challenges based on the Conceptualizations (Findings of the Interviews)

Through adopting an inductive analysis from the data acquired from the semi-

structured interviews and the reflexive journals, the major meaningful categories
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based on understanding the challenges the refugee students face are found to be
challenges based on language deficiencies, ambiguity, and the feeling of being
misunderstood. To touch upon each issue briefly, in terms of language deficiencies,
they have mainly focused on how not being able to speak Turkish effectively has led
to communication problems and even being bullied by others in their environment.
As for the challenges based on ambiguity, the refugee students have focused on their
unforeseen future since they do not know where they will end up. In this respect S2
has also stated that she feels she does not belong to any country and that she is
stateless. In terms of the final category, which is the feeling of not being wanted, they
have generally underlined certain experiences they had gone through and certain
questions they had heard which emphasized discrimination and hatred. In their
statements in the interviews, some of them also underlined the role of media in
creating xenophobic ideologies. With a more intercultural mind-set, other
participants have focused on the normality of ethically good and bad people and that
this situation is not sustained to only certain nationalities and that it can be seen

everywhere around the world.

4.4.1.1. Language

In her statement below, S1 mentioned about how not being able to speak Turkish had
led her to experience communication and socialization problems with the people
around her. One of the reasons for why she couldn’t learn the language was due to
the fact that her family had forbid her to go outside during the initial times in Turkey.
She further explains that later on when she started learning Turkish, it had seemed

very troublesome for her. She explains that it still is to a certain extent.

One of the most difficult things | experienced was not being able to speak. | wanted
to communicate but I couldn’t do it. Also, when we first came, my family forbid me
to go outside because I didn’t know where to go. That’s why it became very
impossible for me to learn the language. Later, | started to learn Turkish it was very
difficult for me. It is still sometimes challenging for me. Sometimes | have
difficulties in understanding (S1, Interview II).
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In her statement, while S1 viewed language as a mean to communicate and
understand her lessons, through her explanation below, it is clear that S2 viewed it as
a tool to avoid misunderstandings between the Turks and the Syrians since she
further explains that some Turks misunderstand them. She concludes by saying that

communication would make everything better between the two communities.

I believe everyone should learn Turkish. Because sometimes, some Turks
misunderstand us. Because Syrians can’t speak well. But if everyone can speak good
Turkish and express themselves effectively, then it would be much better.
Communication would make it better (S2, Interview II1).

It could be understood from his statement below that, on the contrary to S2, S3
viewed challenges based on language from a more individualistic point of view by
focusing on what he has personally gone through. He has expressed that, at his initial
times he had experienced much difficulty in social environments in terms of
communication, however, his uncle had acted as a gatekeeper who helped S3 and his
family along the way since he had come before them and could speak in Turkish. As
for his schooling experiences, in his first year he couldn’t go to school since he didn’t
know any Turkish, so instead of going to school, he tried to learn the language during
that year. When he started school the following year, he expresses in his statement
below that while some students tried to help him, others generally bullied him and

made fun of him since he couldn’t speak Turkish.

I had so much trouble with language. | used to have trouble when | went to a market
or when | wanted to buy something. But thankfully my uncle had come before us so
he helped us a lot. Thanks to him, we were able to get the things we needed much
easier. For school I can say that I didn’t go to school for one year because I didn’t
know Turkish. During that one year | tried to learn the language. At school some
students used to help while others bullied me. I didn’t have the potential to complain
because my Turkish wasn’t that well then. I also didn’t know how to do it (S3,
Interview I).

When talking about the challenges they face, one of the major difficulties mentioned
by the refugee students was how language deficiencies caused much problems. Each
participant touched upon a slightly different matter about language deficiency issues.

While S1 viewed it from a less critical point, such as seeing it as a source to
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communicate and learn, S2 and S3 viewed this challenge from a more critical point
of view. Briefly speaking, S2 focused on how learning Turkish in her current context
could facilitate overcoming misunderstandings in the community, in a similar vein,
S3 mentioned about how not being able to speak Turkish had led him to be bullied
both by his class friends and his teachers. He viewed language as a way to fit in and

defend one’s rights.

4.4.1.2. Ambiguity

In the interview sessions, S1 and S2 have focused on how there was so much
uncertainty and ambiguity in their lives. In her statement below, S1 expresses that
there is always uncertainty in her life. During her initial period in Turkey, she wasn’t
sure whether or not she would be able to go to school. Being accepted to university
decreased this uncertainty to a certain point, however, she expresses that there is
always uncertainty in their lives. For S1, a method to overcome this ambiguity is to

study and graduate from university.

When | first came, everything was so unclear for me. I didn’t know whether or not I
would be able to go to school or not. After | entered university, everything became
much better. But I still don’t know what will happen in the future. There is always
uncertainty. But | am struggling for my own future. | want to be successful in the
future and graduate from university. One of my biggest dreams was to enter
university and | succeeded that. And | want to continue to work hard and to be
successful (S1, Interview ).

During the semi-structured interview sessions, S2 has touched upon her feeling of
being stateless and not being wanted. She further expresses in her statement below
that she doesn’t feel like she belongs to a country and this creates uncertainty in her
life since she doesn’t know when they will have to leave Turkey. In the scenario of
returning back to Syria, she explains that everything would be worse since her father
IS an opponent, so it can be understood that she has no hope for her country.
However, she expresses that this situation has led her to become more patient about

everything that’s going on in her life. It can also be understood that regardless of this
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major uncertainty, she still shows resilience and acknowledges the fact that they have

managed to overcome much of the difficulties and that things are getting better.

Your country is not where you are. Your country is where you feel you belong. But |
still couldn’t find my country. I don’t have a country. Everything is so uncertain. |
don’t know when they will tell us to leave. But when we return everything will be
the same. But this process has added me so many things. | am much more patient
now. | have shown patience. | have struggled a lot. We started from below zero.
Everything is getting better. It is not all better, but it is getting better (S2, Interview

11).

As it could be inferred from the statements above, the feeling of ambiguity
experienced by S1 and S2 can be related to their hosting position in Turkey and
home country’s present political situation. This state of existence on a more macro

level leads to difficult conditions experienced by individuals in such circumstances.

4.4.1.3. Feeling of not being wanted

Another major challenge that all of the refugee students touched upon was their
feeling of not being wanted by their hosting community. In her statement below, S2
has focused on how some people believe that Syrian get their jobs. She believes that
this is not incorrect, however, she explains the situation by referring to the point that
Syrians accept low-paid jobs because they have to due to economic considerations.
She claims that this situation is not about the Syrians, since it is more about the
employers who pay less to Syrian workers.

People generally pity us. Some of them think that we get their jobs. I think that is not
incorrect because Syrians accept low-payed jobs because they have to. And the
employers pay less, so this is not about the Syrians. They have to work (Interview 111
for Case 2; March 23, 2022).

In her statement below, S2 mentions about how there are different perspectives
towards them, such as those who accept them and those who refuse them without any
reasonable explanation. However, regardless of all the discriminative attitudes she

has come across, S2 explains that she is now capable of understanding such thoughts
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since many communities experience such divisions. She exemplifies this situation

below with her home country as well.

There are different viewpoints towards us. Some of them don’t want us to stay here
while others are very nice. Some of them don’t accept us at all. And they don’t give
a reasonable explanation. People are likewise everywhere. People don’t have the
same characteristics. Now | can be more understanding. We also have people like
this. For example, people who come from the villages in my hometown are not
welcomed in the city centre. It’s not just about the Turks (S2, Interview III).

S3 has also experienced the feeling of not being wanted due to certain conceptualized
ideologies in respect to his community. He starts his statement below by expressing
how the past and the present is not same for him since he can now defend himself
and express himself since he learned Turkish. He also states that, since he has
improved his Turkish language quite well, no one can understand that he is from
Turkey. He states below that he restrains from telling people where he is from
because some Syrians display bad actions in public and get reaction and also because
of certain ideologies in Turkey. While some people are more accepting, he states that
other do not want Syrians in their country. As a result, due to these
conceptualizations, S3 states that he refrains from telling people where he is from.
He concludes his statement by expressing that he is also experiencing such division-

based behaviours in his present class as well.

Whenever I get included in a group and socialize with them, they don’t know where
I am from. They think that I am not from here because | have improved my speaking
a lot. | can say that I have surprised some of my friends. | have been speaking with
someone for two years. We sometimes meet as well. All of a sudden the
conversation came to the question ‘where are you from?’ and when I said that [ am
from Syria my friend was so shocked. This is because | have improved my Turkish
language. The reason for why I don’t tell people I am from Syria is because of what I
have lived in the past. As you know there are lots of refugees in Turkey and most of
these refugees are from Syria. Some Syrians behave very badly and they do some
bad things. These people create a bad reputation for other Syrians. Some Turks think
about how they can get rid of Syrians while others think that there are good and bad
Syrians. Everyone is confused. That’s why I don’t tell people that I am from Syria
because believe me I am afraid that they won’t help me if they find out. Right now,
unfortunately I am experiencing this in my class. Because | am the foreigner (S3,
Interview II).
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Through the statements and explanations given by all of the refugee students in the
study, it can be understood that all of them has experienced or is still experiencing
the feeling of not being wanted due to certain ideologies conceptualized either by
their own beliefs or by the media. It can be seen that Syrian refugees experience such
xenophobic ad discriminatory attitude from very early ages in Turkey including their
school setting and other public area settings. In some of their statements, while the
refugee students understand such behaviour of not wanting them in their country, it is
evident that as young adults they are still struggling with these accusations and

ideologies.

4.4.2. What do Refugee Students do to handle these Complexities based on the

Conceptualizations (Findings of the Interviews)?

In order to understand how the refugee students handle the complexities, they
experience regarding the conceptualizations based on how people have constructed
the concepts of the “Self” and the “Other” in their context, semi-structured
interviews, and the reflexive journals are presented holistically in this section. The
reason for this is due to the fact that the reflexive journals act as a complement to the
interviews in terms of understanding the handling strategies of the refugee students in

the study.

After completing the analysis of the data obtained from both the semi-structured
interviews and the reflexive journals together with the member-checking interviews,
five categories based on how the refugee students handle the complexities of the
constructed conceptualizations based on “the Self” and “the Other” have emerged.
These handling strategies are; learning the Turkish language as a means to adapt ad
fight for one’s own right, endeavour as a sign of resilience, avoiding discussion ad
standing out, establishing empathy, and finally restraining from the Syrian identity.
Briefly speaking, in the first category, the refugee students have expressed how
learning Turkish had become essential for them to communicate, avoid
misunderstanding related to communication and defend themselves in such

situations. Apart from learning Turkish as a handling strategy, they have also
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expressed how working and studying hard gave them hope for the future and
managed to help them to sustain their courage for the future. In situations which they
came across certain accusations based on the dominant ideological discourse based
on the refugees in Turkey, the students have expressed that they generally avoided
discussion in such situations and also avoided standing out. Another coping strategy
was establishing empathy. In expressions based on this handling method, the refugee
students have explained how they understand such mind-sets since it can be observed
anywhere around the world. Finally, through their statements, it was understood that
the refugee students also tried to restrain from their Syrian identity to elude being
foreign. In order to maintain trustworthiness, each category is explained thoroughly

with the extracted statements from the participants.

4.4.2.1. Language as a means to adapt and fight for one’s own rights

In questions from the semi-structured interviews based on the challenges the refugee
students faced in terms of adaptation and fitting in, together with how they overcame
these difficulties, one of the major categories extracted from the data was how they
viewed learning Turkish as a means to adapt and fight for one’s own rights. They
viewed the Turkish language as a means to fit in and socialize in their new
environment. It can also be understood from the statements below that they also
viewed it as a tool to defend their own rights when they were accused of

misinformation and disturbing behaviour and questions.

In her statement below, S1 focuses on how she viewed learning Turkish as a tool to
adapt and socialize with her new environment when she first arrived. However, she
has also stated that she couldn’t learn the language in her initial times since her

family had forbidden her to go out.

One of the most difficult things | experienced was not being able to speak. | wanted
to communicate and socialize but I couldn’t do it. Also when we first came, my
family forbid me to go outside because I didn’t know where to go. That’s why it
became very impossible for me to learn the language. Later, | started to learn
Turkish, it was very difficult for me. It is still sometimes challenging for me.
Sometimes | have difficulties in understanding (S1, Interview II)
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From a different perspective, S2 has mentioned below that everyone living in Turkey
should learn Turkish since this can avoid the misunderstanding between the Turks
and the Syrians. This way communication can become much more effective. In other

words, it can be said that S2 views language as a door to peace and harmony.

I believe everyone should learn Turkish. Because sometimes, some Turks
misunderstand us. Because Syrians can’t speak well. But if everyone can speak good
Turkish and express themselves effectively, then it would be much better.
Communication would make it better (S2, Interview II1).

In his statement below, S3 refers to his past experiences. At those times S3 couldn’t
defend himself since he didn’t know the language. He was not able to express
himself, however, as he has also expressed below, since he has improved his Turkish
very well, he now doesn’t go through such situations since he is currently capable of

defending himself.

The past and the present for me are not alike. Because in the past I didn’t know the
language so I couldn’t defend myself and I couldn’t reflect me emotions. But now I
can defend myself and express myself and since I can understand everything I don’t
experience any problems (S3, Interview I1).

Through this statement, it can be understood that language was a vital source for S3

to defend himself when he came across unwanted behaviour.

4.4.2.2. Endeavour as a sign of Resilience

Another major category extracted from the semi-structured interviews and the
reflexive journals was how they viewed endeavour as a sign of resilience. The
refugee students are very well aware of the difficulties that they have experienced
and that they have to work and study efficiently to become successful adults and
construct a safe future for themselves. While in some of the statements they have
viewed studying hard as a tool to compensate for the deficiencies they have in
comparison to Turkish students, in other statements they have also focused on how

they want to fulfil their dreams and how they are aware of the reality of the world.
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In her statement below, S1 has focused on how much more she has to study since she
is a foreigner in her new country. This sense of “being different” strives her two
study days before her friends start studying for exams. She explains that the reason
why she studies so much is because she had not gone to school for 4 years when they
first came to Turkey. This gap ignites her to study more and make up for those years.
She has also expressed below that her teachers were very supportive during this
period and they made her trust herself. As a result of her hard work and self-
motivation, S1 has also stated that she received 93 on her final quiz which made her

feel very happy and proud of herself.

As you know, since | am a foreigner, | have to study much more. Two times three
times more. Maybe it’s enough for some of my friends to study a couple of days
before. But | have to study several months before. When we first started, the teacher
used to speak in English and I couldn’t understand. Sometimes the teachers used to
speak in Turkish, I was able to understand a little but they didn’t want us to get used
to it. Later, I told my teacher that I couldn’t understand anything and I asked what |
could do. The teacher told me not to worry and that | would be able to achieve it in
time. She gave me some motivation and made me believe in myself. The reason why
I study so much is because I didn’t start school for 4 years when we came to Turkey.
So, the duration was very long. I didn’t get any lessons for four whole years. I had to
compensate for that lost time. Also, it is difficult for me. I can’t memorize a page
that easily. | have to do it a couple of times. | can forget it a couple of days later,
that’s why I have to do it again. But my grades are coming quite well. For instance, |
got 94 from our previous quiz. | was so happy. | had received 69 from the previous
one. | am going to study a lot for the final exam. | have to study two times more than
my friends (S1, Interview IlI).

In another statement, S1 mentioned how her hard-working mother displays an
example for her and how she wishes to be like her because she has survived many
things and is still struggling for her family’s happiness. She has also expressed how
she could not experience many social experiences because of the war, such as
meeting with her friends and going to the cinema. Such deficiencies has sparked her
inner-energy to experience all the lack of fulfilment by being successful and studying
hard.

Since we experienced war, a lot of things were incomplete for me. For example, |
haven’t seen my friend for 10 years. I was only ten years old and I couldn’t go to a
park or to a cinema. I couldn’t experience a lot of things. It all remains within. But
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now I have lots of energy and I want to do all the things I couldn’t do and | also say
to myself that | have to be very successful. | believe in myself because | have come
so far and | will continue. I know I will. My mother also motivates me. Whenever |
see her | feel more motivated because she is so hardworking. She does everything.
For example, she looks after us, she does housework and she also works. | want her
to be proud of me (S1, Interview Il1I).

Similarly, in another statement given below, S1 has mentioned how she had a life full
of challenges. They had no electricity, no water, and no internet back in Syria during
the civil war times. She could not even look out of the window since she had the
possibility of getting shot in the head. However, all of these difficulties enabled her
to become stronger since she managed to overcome many challenges, hence, she now

believes that she has to study more and make he dreams come true.

[ didn’t have an easy life. We all had to stay in the same room. I couldn’t look out of
the window. It was like; if | did they would shoot me from the head. And also in our
garden in Syria there were many roses. My mother used to love roses. I couldn’t
even go out to our garden. For example, when there was a bomb attack, we couldn’t
even go out to our garden. This was a life we lived. There was no electricity, no hot
water, and no internet. It was like as if you didn’t live. But now we are alive and our
life is going on. So when | remember all the things | have lived and all the things |
have overcome, | say to myself I have to study more because | have dreams now (S1,
Interview II).

In a similar vein, S2 has expressed in her statement below that she is aware of the
fact that her English level is higher than her classmates since she believes that her
friends do not study sufficiently and do not focus on their lessons during the lectures.
She mentions how they generally look at their phones instead of listening to their
teachers. She further states that her classmates forget why they are at the School of
Foreign Languages and why they are learning English. This statement shows her

level of consciousness and self-discipline toward studying:

I think my level of English is higher than my class friends, that’s what I think. Of
course, my other friends have also learned something but I don’t think it’s enough to
pass on to their departments. My friends don’t know it that well. They tell me that 1
am very good at English and that I can speak very well. But I think it’s because they
don’t study as much as I do. They always look at their phones during the lessons. |
think they forget why they are here and why they are learning English (S2, Interview

).
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From a different perspective, in his final interview session, S3 talks about how giving
refugees a form of ID can contribute to their devotion to the country which saved
them and protected them. He views this as a debt to be paid. According to S3, some
Syrians want to go back to their country, however, he believes that they should
accept the fact that they do not have a country anymore. Instead, these people should
accept the fact and work and study hard for the country which saved them from
death. This perspective of S3 shows how two things; how he would appreciate
belonging to a country at diplomatic levels, and how he believes that in such
situations he should work and study excessively to be a good citizen:

I don’t think that giving some form of citizenship is something bad. Especially if you
give citizenship to Syrian students you create more ambition for them. They want to
be successful and they want to graduate from university. So when young adults have
citizenship they become more hardworking and ambitious. They think that they
would study hard and be beneficial to the country. Because I don’t have anything to
add to my own country anymore. If | am to add something to a country, it would be
the country which protects me, saves me from death and which looks after me.
That’s how people should think. But, some Syrians say that they want to go back.
But you don’t have a country anymore. You have to accept this. You live here now,
so do something and contribute. Because they are protecting you (S3, Interview III).

It can be understood from the participants’ explanations that they have a strong sense
of endeavour which relates to their construction of resilience formed through the
devastating experiences they have been through during their times in the Civil War.
This sense of endeavour can be understood through their statements based on how
they believe that they should study hard to make their dreams come true after
overcoming difficulties in life and after being able to stay alive and how they feel a
sense of debt to be paid to the country which saved them. It could also be understood
that some of the participants (S2 and S3) believe that their students in Turkey lack

self-discipline and effective studying habit.
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4.4.2.3. Avoiding Discussion and Standing Out

Another major category in understanding how the refugee students in the study
handle the challenges based on the constructed conceptualizations is how they avoid
discussion in contexts where there are accusations toward them and they also avoid
standing out in different social situations. In this category, the participants have
generally focused on how careful they are in what they say and how they behave in
their Turkish contexts and how they avoid discussion and defending their rights
based on issues about the refugee crisis in Turkey because they are generally aware

that it is not easy to change people’s minds.

In her statement below, S1 has expressed how she used to refrain from socialization
during her initial times in Turkey because she had not trust neither in herself nor
other people since she did not know what they would think about her. In the present,
even though her friends encourage her to go out and speak with people, she stated
that she hesitates to do attempts since she thinks that most people can judge her
because she is a foreigner. So instead of taking the first step in socializing, she
believes it is better for other people to take the first step in speaking with her.

When | first came | had no trust, neither in myself nor for other people. | used to
wonder what they would think about me. For example, if | go to speak with them,
what would they think, what would go through their minds. That’s why I refrained.
But I still refrain actually. For example, some of my friends ask me why I don’t
speak much, they tell me that I should speak more and go out more. But | am still
very much affected by the war. And since | am a foreigner, some say bad things like
I shouldn’t be here, that’s why I also refrain. So, when I first meet someone I think
to myself, ‘should I be friends, should I speak’ but then I sometimes refuse to do it. |
tell myself that the person should speak before me (S1, Interview I11).

In addition to her previous statements, S1 has also expressed below that they did not
come here to take away everything, on the contrary, they came here to survive and
for hope. Even though she has tried to explain that it is not how they believe it is, she

now refrains from making any explanations since they do not believe her.

Some people think that we did run away. We didn’t come here to take everything
they have. | tried to explain, but they don’t listen. Then | tell myself to let go.
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Everyone can think whatever they want. I chose my own path. It doesn’t affect me
anymore. But not everyone is like this (S1, Interview III).

In a similar vein, in another interview session, S1 touched upon the issue of how
people have constructed false ideologies about refugees and how she is so tired of
explaining that that is not the reality. As a result, she has decided to ignore such

accusations rather than trying to change people’s minds.

I had talked with my friends about the different accusations. They told me that not
everyone is like that and that | should focus on my own life and that | should try to
act like I don’t hear them. That’s what I tried to do. It wasn’t easy of course because
I heard some very bad accusations. | also spoke with my family. They told me that
we had gone through worse days and that we had escaped from war and we are alive.
They told me not to be upset by these expressions. They are very right. My family
also went through the same difficulties but we have to continue, we can’t go back.
We are so tired of telling people that we are not like how they think we are, so we
decided to ignore everything (S1, Interview Il1I).

Similar to S1, S2 has also focalized on the point of how she believes it is pointless to
defend herself in a situation based on ideological constructions because her past
experiences have shown that people refuse to change their beliefs on the issues based
on the refugee crisis. She has exemplified this situation below with one of her
experiences in which she has been confronted with such accusations and questions at
a café when she was with her friends. Another person from a different department
had also joined them but S2 had not met her before. This new person in the group
had accused her of beliefs based on the dominant ideologies about refugees in
Turkey. Even though she tried to defend herself and her community, the new person
in the group was not interested in her struggle. As a result, it seems pointless for S2
to express statements that defend herself, so she prefers to avoid discussion in such

situations.

I couldn’t do anything about these misunderstandings because they are not asking.
They are saying things that they are sure about it. Nothing | say can change their
minds, that’s why I stay quiet. There is no need for discussion. Because they won’t
believe no matter what | say. | always tell this to myself; things like this happen
everywhere, it’s not just in Turkey. It’s not just about me. It happens everywhere.
For example, my cousins live in Germany and they experience similar things there as
well. Things like this happen. We are used to it. But not always. Sometimes | feel
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offended and sometimes I don’t. But no matter what, I don’t say anything (S2,
Interview II1).

In another interview session, S2 has stated below how she is very careful in what she
says and how high her self-monitoring is during socializing processes in her host
community. The reason for this behaviour is due to the need for self-protection in

order to avoid misunderstanding and accusations:

I try not to disturb anyone. | think a lot before | say something to avoid any
misunderstandings. | am very careful in what I say (S2, Interview II).

In his statements below, S3 has pointed out the reality of the refugee crisis in Turkey.
In his previous interviews, S3 had mentioned how his classmates in his present class
had excluded him. He has stated below that the refugee crisis and the role of media
during this process might be the reasons for why his classmates have a certain distant
attitude towards him. He has exemplified this situation by stating that it is almost
impossible to sit down and talk with one of his friends in class about this issue
because they will not change their minds. Consequently, he has decided to absent

himself from such situations and discussions.

There is a refugee crisis in Turkey these days. My class friends’ attitudes towards me
might be because of this. It is said that Syria is much better now so everyone can
return to their homes. But nothing is better. | wish people would do some research
before they say things like this, but when they post such things they promote other
people to think likewise. This really upsets me. For example, | have a friend in class,
it is very difficult for us to sit and speak about these issues. Because he is going to
continue to believe what he believes. That is why no matter what | say, nothing will
change. That is why | tell myself to step aside and not do anything. I just focus on
my lessons and speak with people who want to speak with me. Basically, | just
trying to live my life (S3, Interview Il1).

As it can be understood from the statements above, all of the participants have come
to the point where they avoid discussing and explaining themselves to people who
accuse them with ideology-based accusations. They have tried defending themselves
at certain points in their life but have realised that it is pointless since people deny

changing their minds when it comes to such ideology-based beliefs. Some of the
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participants have also focused on the role of media in shaping these constructed

beliefs.

4.4.2.4. Empathy

Even though it was not implied very often, another strategy to handle the
complexities based on the conceptualizations of “the Self” and “the Other” was how

they tried to establish empathy in such situations and how they tried to understand.

Considering the different ideologies and viewpoint towards the refugees in Turkey,
S2 is aware that while some people support them other want them to go back to their
countries without giving a reasonable explanation. However, she has also expressed
below that she can now be more understanding towards such discriminatory beliefs
since people like this can be everywhere, even back in her hometown where people

did not welcome peasants to the city centre.

There are different viewpoints towards us. Some of them don’t want us to stay here
while others are very nice. Some of them don’t accept us at all. And they don’t give
a reasonable explanation. People are likewise everywhere. People don’t have the
same characteristics. Now | can be more understanding. We also have people like
this. For example, people who come from the villages in my hometown are not
welcomed in the city centre. It’s not just about the Turks (S2, Interview III).

Through this statement, it can be understood how S2 understands such behaviour
from hosting countries since she believes that similar attitudes can be seen

everywhere.

4.4.2.5. Restraining from the Syrian Identity

A final category to understand how the refugee students handle the complexities
based on the conceptualizations regarding the issues based on “the Self” and “the
Other” is how they preferred to restrain from their Syrian identity in contexts where
they socialized in their hosting community. S1 and mainly S3 focused on this
category.
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In his statement below, it can be inferred that S3 abstains from people knowing that
he is from Syria in social contexts and that he prefers not to tell anyone in order to

avoid people holding negative beliefs about him.

Whenever I get included in a group and socialize with them, they don’t know where
I am from. They think that | am from here because | have improved my speaking a
lot. | can say that | have surprised some of my friends. | have been speaking with
someone for two years. We sometimes meet as well. All of a sudden the
conversation came to the question ‘where are you from?’ and when I said that [ am
from Syria my friend was so shocked. This is because | have improved my Turkish
language. The reason for why I don’t tell people I am from Syria is because of what I
have lived in the past. As you know there are lots of refugees in Turkey and most of
these refugees are from Syria. Some Syrians behave very badly and they do some
bad things. These people create a bad reputation for other Syrians. Some poeple
think about how they can get rid of Syrians while others think that there are good
and bad Syrians. Everyone is confused. That’s why I don’t tell people that [ am from
Syria because believe me | am afraid that they won’t help me if they find out. Right
now, unfortunately 1 am experiencing this in my class. Because | am the foreigner
(S3, Interview II).

In parallel with his previous statement, S3 mentions below that he has constructed
two different identities which depend on his Syrian setting and his Turkish setting.
He explains that he is much more careful in what he says in his Turkish setting and

he tries to adapt to their culture when he is with his Turkish friends.

I am not quite sure if | should say this, but it’s like we ended up having two different
characteristics. In one setting, we have a different character, in another setting we
have another different character. | am a different S3 when | am with my family. But
in a Turkish context, | am more precautious and | try to act accordingly to their
customs and try to keep in step with them. Let me also add that I don’t have any
Syrian friends at the moment (S3, Interview IlI).

In another statement, S3 has emphasized how he doesn’t have any Syrian friends

currently and how he is so used to being in Turkey that he forgets that he is Syrian:

I am very used to Turkey now and sometimes | even forget that | am from Syria. |
can forget I think this is normal. Because I don’t have a Syrian context, I don’t have
Syrian friends. I don’t have an Arab environment. I only have Turkish friends and
it’s very normal to forget that you are Syrian (S3, Interview IlI).
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Considering that S3 has experiences exclusion in his class this year in higher
education, he expresses below that the feeling of being “foreign” and being different
started this year for him. He believes that the underlying situation for this exclusion
might be because his classmates might think him to be one of those Syrians they see
on the street. However, he also expresses his gratitude when one of his friends forgot

that he was Syrian:

Let me add that, | think the feeling of being foreign started this year for me. Because
the students in our class make me feel foreign and they think that | know nothing
about them or their customs. However, during my middle school and high school
years, | always learned about the history and the customs, but they are not aware of
this. They act as if I am one those Syrians they see on the Street. So, they don’t know
anything, they think that I won’t understand what they say. This started this year.
But, a friend of mine from high school couldn’t even guess that I was from Syria.
And he/she had also told me the last time we spoke that he/she had forgotten that |
was from Syria. We laughed a lot. This gave me a good feeling. Like | said, this
feeling of being foreign started this year. Maybe it’s because they think I am like the
Syrians they know from the media (S3, Interview III).

Similar to S3, S1 has also expressed how she feels happy when she feels included ad
relates this statement to how her friends do not know that she is from Syria since she
has improved her Turkish and since her clothing style looks similar to theirs:

I have never experienced any problems in class at university. My classmates act
really nice toward me and they never make me feel foreign. They also helped me a
lot. When they see me, some even say that | am not from Syria but from Turkey.
They don’t know that I am Syrian because I have improved my Turkish and my
clothes also look similar. I feel happy when | am included (Interview 111 for Case 2;
March 10, 2022).

He statements by the participants provided above illustrate how they try to refrain

from their Syrian identity to feel more included.

4.4.3. Challenges based on the Covid-19 Pandemic Era and Remote Learning
(Findings of the Interviews)

This section aims to display the findings of the interviews in order to understand the

challenges the refugee students has faced in the time of the Covid-19 pandemic and
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the remote learning era. The analysis results of the interviews have shown that the
major difficulties that the refugee students have experienced during this era were
based on economic problems, comprehension based problems during remote learning
and also problems based on teacher inaccessibility. Obtained through an inductive
analysis, each of these challenges are presented in detail together with the refugee

students statements in the sections below.

4.4.3.1. Economic Problems

One of the major challenges the refugee students faced during the Covid-19
pandemic era and remote learning period was how they experienced extra economic

difficulties because they were Syrian refugees.

In her statement below, S1 has mentioned the economic difficulties they faced during
the Covid-19 pandemic and how they were receiving less money because they were
foreigners. She further expressed that they also expressed psychological problems

since they could not go out:

The Covid period was very difficult for us in terms of economic considerations. We
couldn’t find any jobs. Actually, some of us were working, but we couldn’t earn
much money. They were giving us less money because we were foreigners. My
brother used to work in two jobs but they cut off from the money. Our psychologies
were not good. We couldn’t go out (S1, Interview II).

Similar to S1, S2 has also expressed how serious economic problems they faced
during the pandemic and how her family members had to work for a low salary since

she states that Syrian received low payments by employers:

During the Covid period, my brothers sometimes worked and sometimes didn’t. It
was quite difficult for us. One of my brothers used to work at a furniture store. The
store closed down so he couldn’t work. My other brother continued to work but with
a very low salary. Syrians get really low payments. He was the only one working in
the family (S2, Interview Il1).

170



Apart from personal economic problems in a more general level, S2 has also focused
on how her Syrian neighbours could not afford to buy a laptop or a smartphone so the
children in the family had to attend the online courses though sharing one phone. She

believes that support is needed for such families:

It didn’t happen to me but a Syrian friend of mine, who is also our neighbour, had to
share only one phone with all of her siblings. I think there were three or four children
and all of them were trying to use the same phone during the online education
period. Some Syrian families are very poor. They don’t have any telephones or
computers. | think support is needed for them. Because it is very difficult. (S2,
Interview I11).

4.4.3.2. Problems with Comprehension

Another major adversity the refugee students faced during the Covid-19 pandemic
was how they experienced difficulties in comprehending the online lessons. One of
the reason for this hardship was because teachers generally spoke in Turkish during

the lessons.

Considering the fact that the lessons were online during the pandemic, S1 expresses
that it was very difficult to understand a majority of the subjects being taught. She
further states that she tried to compensate this inefficiency by watching education
YouTube channels:

Our school was online. | managed it, but it was very difficult. I couldn’t understand
lots of things. | tried to support it with YouTube channels. It was hard to understand
(S1, Interview II).

S1 has also mentioned in the interviews that, apart from watching the recorded
lessons two or three times and apart from watching YouTube, it was still very
difficult for her and one of major reasons for this difficulty was because the teachers

generally spoke in Turkish:

I participated in the online lessons but sometimes I couldn’t understand what the
teacher was saying. Also, | am a foreigner and the teachers generally spoke Turkish
so I couldn’t comprehend. The words were different and I had to watch the lessons 2
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or 3 times and later | used to go to YouTube and watch extra videos. So it was very
difficult for me (S1, Interview II).

From a different perspective, S2 has focused on how she was able to feel the support
of the teachers much better in face-to-face school environment and how this

facilitated effective learning.

Being at school is much better than online education. You can understand the teacher
much better. You don’t experience that much difficulty. This is important. Teachers
are also much more supportive at school. These kinds of things are very important
because | had struggled a lot to understand (S2, Interview II).

4.4.3.3. Teacher Inaccessibility

Apart from experiencing economic problems and comprehension problems during
the Covid-19 pandemic, the refugee students have also expressed that not being able
to access the teachers and get in touch with them in problematic situations had also

added to the problematic nature of online education.

Considering that students cannot receive their teachers’ phone numbers, S1 has
mentioned how it became impossible to reach the teachers in times of emergency or
problems about the lessons. She explains that such situations do not happen when
you are at school since you can put your hand up and tell your problem to your

teacher easily:

When there was something I couldn’t understand, I couldn’t ask questions to my
teachers because we couldn’t get there numbers. But when | asked my friends, they
used to help me. But it’s still not like the help of a teacher. Sometime the sound used
to get cut off or the electricity. It becomes impossible to reach the teachers. It’s not
like being in class. When you don’t understand something you can put your hand up.
But it’s not like that in online education. When there is something I don’t understand
I have to research it from the internet. It was very difficult. I can’t say that it was
beneficial on my behalf (S1, Interview II).

In parallel to S1’s statement, S2 has also expresses how she could not reach her
teachers whenever she wanted and how this situation caused her to study more

individually in order to understand the sections which she had troubles with:
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| studied a lot, I also studied individually. | studied extra. All of the books were in
my hand and I studied a lot during the online process. Because I couldn’t speak with
the teachers whenever 1 wanted to. I couldn’t tell them the sections I didn’t
understand. So | had to study myself, as much as | can (S2, Interview II).

From a different perspective, even though S3 also expressed that he could not reach
his teachers when he had comprehension difficulties, he explained himself as an
individualistic learner so even though he could not reach his teachers at essential

times, he was able to study by himself and meet the deficiencies:

It wasn’t very difficult for me. I had a computer and a cell phone. Even though not
that often, | was still able to attend the lessons. I didn’t experience such difficulties
in that respect. However, | am not sure about whether or not it was beneficial. Since
I am an individualistic person in studying, I can’t say that was a problem for me. No
matter how good a teacher explains a subject to me, when | go home, | analyse the
subject ad study it all over again. However, we couldn’t reach our teachers during
the online teaching period. So that was a problem. It wasn’t like being in class. So
that’s why it was good for me to be an individualistic person. It is OK for me to go
and study for 2 or 3 more hours, as long as | understand the subject. | add on to it
(S3, Interview I).

The findings related to the complexities the refugee students face during the time of
online teaching and Covid-19 pandemic reveal that while some of the participants
viewed the process as being very isolated, a differing opinion based on favouring this

individual nature of online teaching was also observed.

4.4.4. What did the Refugee Students do to handle these Complexities based on
the Covid-19 Pandemic Era and Remote Learning? (Findings of the Interviews)

A major common category in order to overcome the difficulties of the Covid-19
pandemic and online education period was how they adopted a more “individualistiC
working strategy with back-up materials” when they could not reach their teachers or
could not understand the online courses due to language deficiencies regarding both
English and Turkish or technological problems such internet problems or power cut-
offs. In such situations the refugee students in the study have expressed in the

interviews that they watched extra videos from YouTube, made some research about
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the subject from the internet or watched the recorded sessions a couple of times to

understand the subjects completely.

In her statements below, S1 has focused on how she applied to extra supporting
materials such as YouTube channels and extra videos in order to understand the
online lessons more effectively since she has also expressed that she could not

understand the lessons due to language deficiencies:

I participated in the online lessons but sometimes I couldn’t understand what the
teacher was saying. Also, | am a foreigner and the teachers generally spoke Turkish
so I couldn’t comprehend. The words were different and | had to watch the lessons 2
or 3 times and later | used to go to YouTube and watch extra videos (S1, Interview

).

In order to further elaborate the issue, when asked about her coping strategies during
the Covid-19 pandemic era and online education period, S1 has again focused on
how she watched extra videos from YouTube and watched the recorded sessions a
couple of times to understand the subjects completely. She further emphasizes that
she has understood how difficult it was especially after face-to-face education has
started since she can see that asking her friends and her teachers about the points she
could not comprehend really facilitates the process:

It was very difficult sometimes. And now | understand better when school started. |
see how my teachers try so hard to teach us and they always ask whether or not we
understood. Also, when I don’t understand I can ask my friends as well because now
we can talk and be friends but in online education I didn’t know anyone so I had to
study on my own. | used to use YouTube channels and | used to watch the recorded
lessons until | learned the subject (S1, Interview III).

Similarly, as a coping strategy to compensate for the deficiencies of online courses,
S2 has also focused on how she adopted an individualistic studying style to further

understand her lessons which they saw in the online courses:

I studied a lot, I also studied individually. | studied extra. All of the books were in
my hand and | studied a lot during the online process. Because I couldn’t speak with
the teachers whenever 1 wanted to. I couldn’t tell them the sections I didn’t
understand. So | had to study myself, as much as | can (S2, Interview II).
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When asked for extra elaboration on the handling strategies based on the problems
she had experienced during the Covid-19 pandemic era and online learning, S2
mentioned about how she used YouTube channels and listened to the lessons both in
English and in Arabic to understand the lessons more elaborately. She has also

expressed that individual learning was not as effective as teachers explaining in class:

When I couldn’t understand my teachers or when there was a problem with the
internet, | tried to study on my own. | generally used YouTube channels. There are
lots of lectures both English and Arabic, so | tried to understand as much as | can.
But of course it wasn’t as effective as a teacher explaining a subject (S2, Interview

).

Considering the fact that S3 views himself as an individualistic learner he has
expressed in his statement below that it was not much of a problem for him when he
could not understand the lessons since he prefers to study alone and it does not cause

any trouble to study couple of more hours to understand the subject better:

However, we couldn’t reach our teachers during the online teaching period. So that
was a problem. It wasn’t like being in class. So that’s why it was good for me to be
an individualistic person. It is OK for me to go and study for two or three more
hours, as long as | understand the subject. | add on to it (S3, Interview II).

In another interview session, when he was asked about how he handled the specific
problems of online teaching during the Covid-19 pandemic, S3 stated that it was not
much of a problem for him since he is an individualistic person in terms of studying.
He has also stated that he would have preferred this year to be online, too.
Furthermore, he expressed that his classmates’ discriminative attitudes towards him

also influences him in thinking like this:

When I couldn’t understand the lessons or when I couldn’t reach my teachers |
studied on my own. To tell the truth, this wasn’t a problem for me because I prefer
this kind of studying, | always study like this. Actually, 1 sometimes wish that this
year was also online. | would sometimes attend and sometimes not attend the
lessons. | also prefer to study English individually. But of course the in-class
situations with my friends also effect this situation. That’s why being at home and
studying from home would have been better for me (S3, Interview I1I).
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In summary, in order to overcome the difficulties experienced by the Covid-19
pandemic in terms of online education, it could be understood by the participants’
expressions that they generally adopted a more individualistic approach in
understanding their lessons. The reason for this was due to language deficiencies,

teacher inaccessibility and the drawbacks of following courses online.
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CHAPTERS

DISCUSSION

Despite a system that tends to silence refugees, we hear their voices emerge from the
literature (Sarr and Mosselson, 2010)

Within the scope of the study, the findings were interpreted in order of the research
questions through relevant studies in relevant fields. After discussing the findings of
the study in line with the research questions, a framework regarding the
conceptualization of EFL teachers and refugee students is suggested and explained.

Finally, the chapter concludes with further implications.

5.1. Discussion in Relation to Research Question 1: How do the EFL teachers
conceptualize their roles as language teachers in the lives of refugee students

and how do they conceptualize their refugee students as EFL learners?

As Rothman (2014) states, being able to see yourself and understand how you
comprehend and filter information through your own cognitive, experiential, and
cultural lenses is a powerful tool in life, however, consciousness of one’s
consciousness is both challenging and liberating. Deep insight about self and context
provides a basis for empathy with others, in which one’s own self-awareness can
become a tool for deep insight into another’s life and situation (Rothaman, 2014,
p.4). Through a reflexive orientation, in order to understand the EFL teachers’
constructed conceptualizations based on their selves as EFL instructors in the lives of
their refugee students together with their conceptualizations of their refugee students,
semi-structured interviews and reflexive journals were conducted in the study. In
order to make it more reader-friendly, this section is divided into two sections. While
the first section focuses on an overview of the findings related to EFL teachers’

conceptualizations based on “the Self”, the second section focuses on the overview
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of the findings and discussion related to EFL teachers’ conceptualizations based on

their refugee students.

5.1.1. Discussion in Relation to EFL Teachers’ Conceptualizations based on “the

Self”

This section presents the overview of the findings based on EFL teachers’
conceptualizations based on “the Self” and the discussion of these findings. Through
a poststructuralist perspective and through deconstructing the EFL teachers
epistemological and ethical constructions of their personal subjective positioning in
the lives of their refugee EFL students, it was found that the EFL teachers
conceptualized their selves as “motivators for their refugee students” and as
“providers of standardization and equalization” which reflect a global justice mind-
set (Santos et al., 2007).

Goodwin (2020) states that the effects of globalization on teaching and learning is
immense and crucial, as a result, a global mind-set refrained from stereotypical
divisions as a conceptual lens becomes necessary for ontological rethinking and
eventually pedagogical reframing. This way, teachers can nurture their students and
future world citizens to be thoughtful, discerning, empathetic and empowered
(Goodwin, 2020, p. 10). Similarly, Andreotti et al. (2018) also express the
importance of ontological change of being. They express that in a world of chaotic
change which includes war, refugees, migration, economic and politic instability,
neither methodological change (forming policies and communications) nor
epistemological change (forming more data or information) is sufficient, on the
contrary, an ontological change which focuses on how we exist in relation to each

other is far more crucial (Andreotti et al., 2018).

In terms of being a motivator for their refugee students, during the reflexive
interview sessions of self-awareness, the teachers have focused on how they viewed
their professional selves as a tool to help and encourage their refugee students to feel

included and to adapt to the new classroom setting. Through this conceptualization,
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they have also focused on how they felt the need to encourage their refugee students
to participate in the lessons and to express their feelings and opinions. The other
conceptualization based on “the Self” was how they viewed themselves as “providers
of equalization and standardization”. Through this conceptualization, the teachers
have focused on how they view their refugee students as equals to their peers and
how they try to make them feel as equals. In order to achieve this, they have
expressed in the interviews that they adopt certain strategies such as giving duties to
their refugee students or decreasing their fear of expressing presence in the class. The
reflexive journals given to the EFL teachers also reveal that they view themselves as
“peacemakers in the class” together with being “supervisors” who guide their refugee
students ad help them whenever they need it, and also another EFL instructor views
herself as a “tour guide”. These findings reveal that the EFL teachers in the study
view their refugee students as individuals who need extra support and they view their
professional selves as individuals who facilitate this process of adapting and learning
in the classroom. Even though that had not received any prior training o issues
dealing with diversity integration in EFL settings, the teachers were seen to display
an ontological foundation of being which formulated around a global justice mind-

set.

Similar to the findings of this study, Savaskan (2019) has also found that the teachers
in his study thought that refugee students need further support to adapt to the school
setting. This support includes, integrating activities based on cultural diversity and
teaching the host country’s language (Savaskan, 2019). The teachers in the study
have also focused on certain teacher efficacies such as being open-minded, tolerant,
and caring when teaching refugee students together with providing ongoing and
constructive feedback (Savaskan, p. 72). Such findings reveal that the teachers in
Savaskan’s (2019) study view their professional selves as individuals who facilitate

the adaptation and learning process of their refugee students.

In Barret and Berger’s (2021) study, the teachers were aware of the fact that their
refugee students had rather tragic traumatic backgrounds and that they were aware of

the notion of relationship building being fundamental in fostering a sense of safety,
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security and wellbeing for students from refugee backgrounds with trauma exposure
(Barret and Berger, 2021, p.1266). The teachers in the study have also focused on
how providing more practical support at school, such as food items, clothing, or
financial help to assist with school excursions could assist the process of building
trusting relationships. Even though both the teachers in Barret and Berger’s (2021)
study and in this study aim to provide extra support and encouragement to facilitate
the process of adaptation ad equalization, it is noticed that the EFL teachers in this
study did not focus on extra financial or cultural support apart from support provided
during class times and based on courses. It is thought that this might be due to the
fact that the teachers in Barret and Berger’s (2021) study were primary school
teachers while the teachers in the present study are higher education teachers. The
interviews with the EFL instructors in the present study also revealed that they
avoided extra support since the target group consisted of young adults and they
restrained from making them feel embarrassed with extra support.

Additionally, in line with the present study’s findings, Cerna (2019) states in her
study that teachers play a crucial role in strengthening the feelings of the refugee
students to connect to the school by providing encouraging and inclusive classroom
environments. She further states well-skilled and well-supported teachers who focus
on diversity as an important matter in instructional approaches can facilitate their

refugee students to achieve.

Furthermore, Karsli-Calamak and Kilinc (2021) have found in their study that the
more importance the teachers give to redistribution, recognition, and representation,
their actions became more inclusive toward their refugee students. However, if the
teachers show limited or no understanding of the issues around the social justice
dimensions, they exhibit inaction or exclusionary actions (Karsli-Calamak and
Kilinc, 2021, p. 267). They further state that teachers who recognize refugee students
as individuals and acknowledge their traumatic backgrounds and emotional
vulnerability develop more inclusive practices. However, some of the teachers in
their study adopted a more exclusion-based approach since they prioritized their

Turkish students’ needs due to different explanations such as finding the rising
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refugee number as intimidating and viewing the Syria population as a threat for the
future. As a result rather than integrating them and providing a harmonized
environment, they preferred to adopt exclusion-based approaches. Other reasons for
such exclusion-based approaches in teacher teaching were seen to be economic
distribution since some teachers in the study believed that the government allocated

too much budget to the refugee population.

From a different perspective, Soylu et al. (2021) present in their study how the
teachers view themselves as inadequate in terms of teaching refugee students. The
reason for this representation is due to the incomplete systematic regulations based
on inclusive education in Turkey. They further explain in their study that the teachers
view themselves as not qualified professionally for sustaining teaching processes
regarding the existence of refugee students. Similarly, Bergen et al. (2020) state that
justice-oriented teacher education programs are insufficient and they generally ignore
the socio-political context of teaching and fail to enable teacher candidates to
understand social positionings in relation to inequitable power structures. Miles and
McKenna (2016) also support in their study that teachers should be qualified enough
to teach refugee students. Similarly, Karsli-Calamak and Kiling (2021) also focus on
the unavailability of educational resources to teachers teaching refugee students.
UNESCO (2018) has also focused on the shortages of qualified teachers in order to
teach refugee students (cited in Cerna, 2019). Similarly, Jenkins (2021) has also
expressed that language instructors do not view themselves as adequate to provide
support and encourage socio-emotional adaptation for their refugee students.
Furthermore, Sirkeci (2017) states that in Turkey, it is estimated that 80 000
additional teachers could be necessary if all school-age Syrians started school. Even
though the EFL instructors in the present study have expressed in their first interview
sessions that none of them had received any educational training based on teaching
refugee students, they have implied both in the interviews and in the reflexive
journals that they do not conceptualize themselves as inadequate in terms of teaching
refugee students. On the contrary, they viewed themselves as peacemakers or

supervisors in the classroom.
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5.1.2. Discussion in Relation to EFL Teachers’ Conceptualizations based on

their Refugee Students

As Macbeth (2001) states, reflexivity is a deconstructive exercise which focuses on
elaborating on the intersections of individuals, micro and macro structures and
representations. Through deconstructing and engaging in reflexivity in terms of
triggering self-awareness based on the constructed conceptualizations related to
refugee students’ subjective positioning in an EFL context in higher education, the
overview of the interview findings reveal that the EFL teachers view their refugee
students as “ambitious learners”, “isolated individuals”, and “attentive individuals”.
The reflexive journals on the other hand, reveal that the EFL teachers conceptualize
their students as “flowers thriving through the mud”, “worker bees”, and “visitors”.
These conceptualizations evince certain explanations. It can be inferred from the
findings that the EFL teachers conceptualize their refugee students as students who
are aware of their goals and ambitions and who work hard to achieve that goal,
individuals who are internally and externally isolated, individuals who pay attention
to what they say and do to avoid any attention or accusations, and individuals who

are temporary in their stay and will leave the country when the right time comes.

As Macbeth (2001) also emphasizes that through reflexivity individuals can
deconstruct the dualities of power and anti-power, insider and outsider to reveal and
describe how our representations of the world and those who live there are indeed
organized. Through a reflexive orientation, while teachers’ conceptualizations of
refugee students in Turkey can differ in different contexts (Alpaslan, 2019; Yildiz-
Yilmaz & Demir, 2021), it was seen in the present dissertation study that the EFL
teachers positioned their refugee students through an inclusive mind-set. Such an
inclusive and a global justice mind-set can also, to a certain extent, be related to
teaching in higher education since university students have succeeded in investing in
their futures through a sense of self-discipline and study ethic. Such a student profile
can foster teachers’ act of reflexivity in a transformative way in terms of

deconstructing and analysing certain representations in society.

182



It is also evident in the literature that high academic achievement can generally mask
depression and adjustment (Mosselson, 2006; Gilligan et al, 1990). Mosselson (2006)
explains this attribute through the hypothesis of Masks of Achievement. According
to this hypothesis, Mosselson claims that refugees can adopt this mask to hide
depression, post-traumatic stress disorder (PTSD), and their feeling of loneliness.
Apart from this, it can also facilitate the refugee students to connect with their
classmates and the school professionals (Mosselson 2007). Additionally, Mosselson
(2007) has also found in his study with young adult Bosnian refugees that they
viewed education as being the most compelling reason as to why they remain in the
United States. He further states that female refugees were more motivated to attend
schools since they had expressed that they could not have gone to college if they
were not in the U.S. (Mosselson, 2007). The female refugee participants in
Mosselson’s (2007) study also view education as security in an insecure world (p.
105). A reason why they prioritize education at this level is due to the fact that they

view it as a tool to rebuild oneself no matter what happens.

Apart from putting faith into academic success, in line with the present study’s
findings, the literature also suggests that refugee students can be rather isolated in
schooling communities. In Crowling and Anderson’s (2021) study, the teachers
reported that due to the presence of prejudice towards refugees within Malaysia, their
students’ desire and ability to integrate, assimilate, and participate within Malaysian
society decreased tremendously. As a result, many refugees tended to retreat and
isolate themselves within their own little communities (Crawling and Anderson,
2021). Additionally, Onsando and Billet (2009) have also found in their study that
the effects of racial discrimination resulted in the refugee students’ feelings of being
isolated and stereotyped as inferior beings. Such stereotyping led participants being
isolated in the classroom. In her study, Davilla (2012) also focuses on how the
refugee students in English as a Second Language classes are isolated and views this
as a result of the immersion approach since it leaves the refugee students
academically and linguistically unprepared and socially isolated in their mainstream
classes. She further explains this situation as “sink or swim”. Furthermore, Naidoo

(2021) also focuses on the isolated nature of refugee students in higher education in
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Australia and suggests that the reason for this can be due to the fact that they are
forced to work and support their studies together with the fact that their cultural
resources they brought with them were devalued at university. As a result, this led to
marginalisation and alienation with feelings of being isolated (Naidoo, 2021). Smith
and Halbert (2013) have also focused on the isolated nature of the refugee students
and according to the participants in the study, this was due to their lack of sense of
belonging to their new community. In a similar vein, Sarr and Mosselson (2010) also
state that while refugees can be regarded as survivors of serious tragedies, society
and school systems tend to silence them and render them invisible (p.559). They
further state that due to reasons such as promotion of discrimination, low
expectations of refugee populations, prejudice, teachers not being aware of their
presence, and misrecognition, many refugee students experience isolation and

invisibility in the school context (Naidoo, 2021)).

Another major finding of the present study related to EFL teachers’
conceptualizations based on their refugee students is how they view them as
attentive, well-behaved and silent individuals in the classroom setting. Szente et al
(2006) also focuses on a similar point in their research in which a teacher in their
study state that the refugee students are generally very respectful towards teachers
and other children, nonetheless, behaviour problems do occur. From a
psychotherapeutic perspective, Melzak’s (1992) suggests that war silences children
and that this silence is a way of handling traumas and disturbances. Papadopoulos
(2002) views this silence factor of refugee students in a more positive way since it
entails both vulnerability and resilience. He suggests that refugees can generally be
silent on voluntary basis and that this silence allows healing to take place over time.
Apart from this, he further suggests that the maintenance of silence by refugees also
has protective functions (Papadopoulos, 2002). Similar findings were also seen in the
present study in which the teachers attributed this silent and well-behaved nature of
their refugee students as a way of protecting themselves from being misunderstood or
from getting attention. Additionally, Celik (2020) has also found that some of the
refugee students in her study preferred to stay away from the class or act ice to the

class to avoid any problems. In their study, Saklan and Erginer (2017) also found that
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the teachers in the study were aware of the fact that refugee students in their classes
were also quiet due to language deficiencies and also due to the fear of making

mistakes and due to other students making fun of them.

From a different perspective, Davila (2011) has stated that the teachers in her study
viewed their refugee students as well-behaved, on the other hand, academically not
successful. Smith and Halbert (2013) have also focused on a similar point by saying
that trying to adapt to a new setting can hinder the process of academic achievement.
Davila (2012) also suggests that immersion programs can leave the refugee students
academically and linguistically unprepared and socially isolated in their mainstream
classes. In comparison to the findings of the present study, in Saklan and Erginer’s
(2017) study it was found that some teachers came across aggressive attitudes of
refugee students and saw this as a result of them giving up on their culture, habits,
customs and everything else. In other words, the reason for this misbehaviour can be
due to the refugee students feeling of not belonging neither to the host countries’

culture nor their native culture. They have given up on many values and hopes.

5.2. Discussion in Relation to Research Question II: How do the EFL teachers’
conceptualizations of their professional self and of refugee students influence

their teaching?

As Goodwin (2020) states, the moral dimension of a global mind-set necessitates
teachers and teacher educators to re-center their work on humanity and on social
action. Such a focus on the humanitarian aspect of teaching entails a mind-set which
aims for a better world and a more academically and ethically successful generation
on a global scale. Through a poststructuralist perspective, in order to achieve such a
global justice mine-set (Santos et al., 2007), it becomes essential to create self-
awareness of constructed ideologies in a globalized world in which mobility due to
different causes is highly observable. Such an awareness of subject positionings
together with the structural effects on individual agency can facilitate the process of
readapting pedagogical constructions for the better in more diverse classroom

settings.
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In order to understand how the EFL teachers’ conceptualizations of their professional
selves and of their refugee students influence or reflect on their teaching, semi-
structured interviews and observations were conducted. According to the findings of
the interviews and the observation sessions, even though the EFL teachers had not
received any prior education or training based on refugee education, they adopt
certain strategies such as adjusting the tasks or avoiding certain subjects to avoid any
emotional damage, providing extra support and extra chances in the lessons to

facilitate participation and self-trust, and integrating cross-cultural activities.

In terms of integrating cross-cultural activities, the teachers in the present study have
stated that they try to include cross-cultural activities in their lessons and when they
have the chance, they try to incorporate refugee students’ native culture into their
lessons. They have also stated that in such instances, the teachers have experienced
that the refugee students feeling happy when they get the chance to share their home
culture with the class. In this respect, Gay (2002) focuses on culturally responsive
education as the use of cultural knowledge, previous experiences and performance
styles to make learning more relevant and effective for students. The fundamental
foundation of culturally responsive education lies in the fact that culture influences
learning styles of students, consequently, teachers should be aware that behaviours
and thoughts of individuals are affected by cultural constructions (Karsli-Calamak
and Kilinc, 2021). In such a culturally responsive learning environment, teachers and
the students become aware of differences and eventually normalize this
multiculturality (Gay, 2002). In line with this theoretical background, Gay (2018)
suggests that effective learning can take place when lessons are conducted in a way
which gives voice and presence to students’ own life experiences and culture.
Through a poststructuralist perspective, this entails a specific context in which
students get the chance to display their subjective constructions and normalize their
differences in the eyes of the other stakeholders. In their study, Daniel and Zybina
(2019) have also found that the refugee students in their study appreciated culturally
responsive lessons and that they would prefer their teachers to know who they were,

where they came from, what they had experienced, and what their goals and interests
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were, because this knowledge would improve their relationships with the

stakeholders within the school context.

When considering refugee students’ possibly traumatic background experiences,
apart from considering culturally responsive pedagogies, it also becomes important
for teachers to be able to adapt certain tasks and subjects to avoid triggering traumas
in the class. This can include teachers’ abilities to pay attention to initial critical
moments and act fast during the lesson or preview what the lesson will cover prior to
beginning the class and adjusting any problematic subjects beforehand. The teachers
in the present study have also expressed that they adopt such strategies during the
lesson rather than previewing the lesson prior the class, and making certain
adjustments as much as possible for their refugee students. A similar finding belongs
to Berret and Berger’s (2021) study in which the teachers felt uncertain about what to
present as learning topics in order to avoid sensitive issues related to refugee
students’ trauma since certain teaching materials had the potential to trigger
traumatic memory. In terms of educational intervention for refugee students,
Hamilton and Moore (2004) also suggest material adaptation through a more
ecological perspective that takes into consideration relativity rather than essentialism.
In other words, while adapting materials for refugee students it is important to pay
attention to avoid culture-specific and stereotypical adjustments, on the contrary, it is
important to consider individually specific constructions. In relation to
poststructuralist notions of epistemologies, it becomes crucial to understand the
diversity of knowledge rather than seeing as uniform. Such a modernist view on
cultural integration can transform the teachers’ naive intention to integrate diverse
group of students to actually facilitating stereotypical and artificial notions of cultural
identity.

At this point, it can become essential to mention teacher agency in refugee education.
Rose (2019) suggests that without strong teacher agency, whether individually or
collectively, there is a risk of refugee students missing crucial support (p. 78). It can
further be inferred from her research that through teacher agency via an ecological

approach, teachers can have the potential to adapt materials and classroom
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procedures concerning their refugee students’ needs (Rose, 2019). However, a
teacher may not simply have the capacity for agency since teachers may come to
school equipped with the knowledge and skills necessary to conduct teacher agency,
however, due to internal forces such as policy, funding, and school leadership, this
can become difficult to conduct (Biesta et al. 2015). The teachers in the present study
also focused on a similar aspect since they had stated that they suffered from the
strict and standardized curriculum and assessment procedures. As a result, they did
not have many opportunities to adapt and include many different subjects or
materials. On the other hand, teacher agency is not enough on its own. To conduct
teacher agency on a more effective level in diverse classroom settings, the underlying
ethical and epistemological constructions should be based upon a more global-justice

mind-set.

From a different perspective, in terms of culturally integrated pedagogy, Kotluk and
Kocakaya (2018) have revealed in their study that some teachers viewed culturally
integrated teaching as inapplicable due to certain reasons such as being too difficult
for the teachers to take into account the culture of the students while teaching or due
to the reason that incorporating different cultural values into educational processes
can negatively impact social cohesion. Morrison et al (2019) also mention about
certain challenges of culturally integrated pedagogy such as increasing student
diversity can make it challenging for pedagogies to be sufficiently expansive enough
to engage these differences. Through a poststructuralist perspective, they further add
that such a pedagogical integration can lead to the danger of cultural essentialism
which entails the assumption that all members of a certain cultural group of people
share the same or similar identifications. This can have the potential to stereotype the
students in the class concerning stereotypical cultural representations while
eliminating the cultural diversity and richness one beholds. Similarly, Hamilton and
Moore (2004) also suggest in their study based on refugee education that rather than
adopting cultural categorizations in refugee education, a more comprehensible
framework through a more ecological perspective should be taken into consideration.

Ecological perspective in refugee education can shift the focus on context-specific
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situations in development rather than larger stereotypical categorizations
(Bronfenbrenner 1992).

Another major finding of the present study in terms of understanding the reflection of
EFL teachers’ conceptualizations on their teaching is how they provide extra support
and extra chances in the lessons to facilitate participation and self-trust. In line with
the findings of the present study, Daniel and Zybina (2019) have also revealed that
the refugee students in their study expected the teachers to provide more help and
encouragement in their learning process and not to ignore them in the class. Some of
the refugee students in the study even expressed that they would prefer their teachers
to give them chances to express their opinions and speak in English and ask them if
they need help since they can be scared to ask for support or participate in the
lessons. Similarly, Brown (2004) also focuses on how important it is for teachers to
demonstrate personal interest toward their refugee students and create a safe
environment for their students in which they can have the courage to freely
participate. In facilitating the creation of such an atmosphere, it can be necessary for
teachers to encourage their students in expressing their voices through unthreatening
and not marginalising certain groups. Brown (2004) further states that several
teachers in the study are aware of the fact that their refugee students need
opportunities for socialization and adaptation to the classroom setting and that this
should be part of instructional activities and designed learning experiences. Teachers
of second-language learners were observed to be particularly more conscious of

students’ need for verbal interaction during class time (Brown, 2004).

5.3. Discussion in Relation to Research Question Ill: How do the refugee
students conceptualize themselves as refugees and how do they conceptualize
their EFL teachers?

In order to understand refugee students constructed conceptualizations based on their
selves and on their EFL instructors, semi-structured interviews and reflexive journals
were conducted in the study. With the aim of making it more reader-friendly, this

section is divided into two sections. While the first section focuses on an overview of
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the findings related to refugee students’ conceptualizations based on “the Self”, the
second section focuses on the overview of the findings and discussion related to

refugee students’ conceptualizations based on their EFL instructors.

5.3.1. Discussion in Relation to Refugee Students’ Conceptualizations based on

“the Self”

Through a poststructuralist perspective, as Norton (1995) states, identity involves
individuals’ active negotiation and contestation which is shaped by others and
themselves. This active meaning-making process in terms of identity construction
and self-conceptualization is not free from the power dynamics in macro and micro
contexts. This subject’s fictionality constructed through socio-political structures can
constitute what we take to be real (Davies, 2005). With the act of reflexivity, the
overview of the interview findings related to refugee students’ conceptualizations of
the Self reveal that they view themselves as survivors who managed to tackle the
dramatic problems in their lives, as individuals being misunderstood, and finally as
individuals carrying the burden of the past. Apart from the interview findings, the
reflexive journals also reveal that the participants conceptualize themselves as” a
snow drop flower” which can blossom even in the harshest conditions in winter, and
also as “a mountain” which manages to stay strong and firm regardless of the
external conditions. These findings reveal that even though they are aware that they
carry the burdens of the past and experience alienation and discrimination, they

strongly believe in their courage to overcome the difficulties in their lives.

In terms of discussing one of the major findings of self-conceptualization of the
refugee students in the study which was being misunderstood, in his article based on
“The Politics of Recognition’ Charles Taylor underlines that acknowledging and
showing recognition is not just a courtesy we owe people but it is a vital human need
(Taylor, 1992, p. 26). As a result, it can be said that it is a basic human right to be
recognized either individually or collectively. Taylor (1992) suggests that the
importance of recognition has become of utmost importance together with the rise of

multicultural notions and with becoming aware of minority groups. He further states
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in his article that recognition and misrecognition have a major role in identity
formation which can lead to serious damages when misrecognition takes place.
Taylor states that misrecognition can inflict harm, can be a form of oppression,
imprisoning someone in a false, distorted, and reduced mode of being (p. 25).
However, regardless of the importance of recognition and its impact on existence on
behalf of individuals, people in minority or low status positions, such as refugees and
asylum-seekers, often face stigma and disparagement solely based on their standing
as representatives of the devalued category (Turtiainen & Hiitola, 2019). In their
study, which was conducted among the asylum-seekers in Finland aged between 14
and 17, Korkiaméki and Gilligan (2020) have found that these individuals had
experienced serious misrecognition by being categorized as “refugees” with negative
connotations. This is quite similar to the present study’s findings in which the
refugee students had also expressed how they had also experienced misrecognition
due to different accusations and stigmatized categorizations such as getting money
from the government, ruining the economy or running away from their country rather
than defending it. While discussing their findings Korkiaméki and Gilligan (2020)
have expressed how the participants experienced their self, existence and capabilities
as not being recognized by the society and the people around them due to their
‘refugee’ position. This was observable both in the micro and macro level contexts.
This “misrecognition” derived both from the influence of negative public discourse
about refugees, and also from the bureaucratic rules of refugee governance
(Korkiamiki and Gilligan, 2020, p.5).

Similarly, through a poststructuralist perspective which highlights the individual
experiences of refugees rather than stereotyping them collectively, Sarr and
Mosselson (2010) focus on the importance of comprehending the heterogeneity
aspect of refugee populations. They further state that when taking into consideration
the various forms of refugee diversity including cultural differences among refugees
and within groups of country nationals, family situations; it is imperative not to lose
the individual behind the refugee (p.555). In the present study, the refugee students
also mentioned how people generalized them to the refugees they saw on the news

with disturbing behaviours. They struggled to explain that not everyone was like
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those people shown on the news and that there were good and bad people everywhere
and that it was not about ethnicity or country of origin. Regardless of these
explanations, the participants also stated that people refused to believe such
explanations.

Apart from conceptualizing themselves as being misunderstood, another major
finding of the study is how the refugee students conceptualized themselves as
survivors. Raghallaigh and Gilligan (2010) have expressed that the refugee
participants in the study were individuals who acted independently and who
perceived themselves to be quite self-reliant. They further state that this
individualistic and self-reliant nature of the refugee students had an empowering role
in terms of aiding them to cope with challenging circumstances (Raghallaigh and
Gilligan, 2010). Even though their relationships with peers and with teachers were
crucial in their perspective, the participants were never dependent on these
relationships since they were more prone to deal with problems and overcome them
individually. This finding relates to the resilient nature of the refugee population and
justifies the present study’s findings relating to the fact that the refugee students in
the study conceptualized themselves as survivors who have overcome many
difficulties and who have the potential to overcome such more. In their article,
Strekalova and Hoot (2008) focus on the different challenges that the refugees face
such as being forced to leave their home country, experiencing war, and trying to
adjust to a new country. According to the present study’s findings, such difficulties
have formed an empowering self-conceptualization of being a survivor. In the
findings related to the present study, some of the participants have expressed how
they value being alive and continuing to live as healthy beings. It has been observed
that such a traumatic experience of coming face to face with a life or death condition
has the potential to make people experiencing such conditions become more
appreciative toward who they are and what they have. In relation to this issue,
Eisenbruch (1988) postulates that “even the most catastrophic losses can lead to
growth” (p. 284). Cole (1970) also suggests in his book that individuals who have
suffered terribly and who have been victimized can find fresh initiatives that can be

achieved in new countries.
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Even though in the present study the refugee students generally conceptualized
themselves as survivors of a traumatic experience, Eisenbruch (1988) suggests that
even though there are refugees who can adapt and find a second chance to live in a
new country, he also suggests that some individuals may not be that lucky.
According to Eisenbruch (1988), assumptions based on refugee children as being less
cognizant of trauma and more adaptive and resilient do not describe the whole
picture since uprooting children can disrupt emotional meanings attached to persons,
places so forth. He further contends that personal bereavement and cultural
bereavement are complementary in terms of refugees’ adaptation to a new
community, hence, during the post-settlement period such bereavements can seed
problems in terms of identity development and adjustment. Eisenbruch (1988) also
postulates that the double disruption of developmental and cultural continuity is the
real long-term damage done by large-scale enforced migration; it can affect refugee
children later in their lives, and may prove to a future of unborn generations (p. 285).
In terms of the present study, even though the refugee students conceptualized
themselves as survivors, it was also found that they were still carrying the burden of
the past traumas. This finding also illustrates that this population is experiencing
severe trauma due to personal and cultural bereavement. Even though they are trying
to be as resilient and as hardworking as possible, it can also be observed that the

refugee students are still experiencing post-traumatic disorders.

5.3.2. Discussion in Relation to Refugee Students’ Conceptualizations based on

their EFL Instructors

As an overview of the interview findings related to refugee students’
conceptualizations based on their EFL instructors, it was found that they
conceptualized their EFL instructors as solemnly lecturers who came to class and
taught them the required subjects. Additionally, it was also found that they
conceptualized their EFL instructors as providers of equity in the classroom and
unoppressive and inspiring. The reflexive journals obtained from the refugee students
also reveal that as a metaphorical representation while one of the refugee students

conceptualized their EFL instructors as “the Rain” which supported them whenever
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they did not feel safe in the classroom just like the rain supports the earth; another
metaphorical representation was “Snowdrop Flower” since this participant viewed
her teachers just like she views herself as hardworking and struggling regardless of
the difficulties.

As mentioned previously, one of the major findings of the refugee students’
conceptualizations based on their EFL instructors was how they viewed them as
solemnly lecturers.  While mentioning these conceptualizations, one of the
participants also focused on how they were very book-driven and did not add any
extra materials or personal teaching techniques to the lessons. This was a problem for
these students since an ideal EFL teacher for him was one who could integrate
creative tasks with extra supporting materials. In relation to this finding, some of the
EFL teachers in the present study also focused on how they were very limited in
terms of flexibility due to standardized curriculum and assessment procedures. The
teachers also mentioned that due to the strict syllabus they did not have much time to
deal with everything that happened in the classroom. At this point, it can be ideal to

mention teacher agency.

According to Saloman (1992) teacher agency entails the capacity of actors to make
practical and normative judgements among alternative possible trajectories of action,
in response to the emerging demands, dilemmas, and ambiguities of presently
evolving situations (cited in Priestly and Biesta, 2015, p.6). Priestly and Biesta
(2015) contend that in order to achieve practical-evaluative dimension of agency,
teachers should have been immersed in such teaching conditions as learners in their
own professional histories or it should also be fostered by the larger institution. As a
result, a teacher may not simply have the capacity for agency since teachers may
come to school equipped with knowledge and skills, necessary to conduct teacher
agency, however, due to internal forces such as policy, funding, and school

leadership, this can become difficult to conduct (Biesta et al. 2015).

It can be inferred from the present study and the related literature that in mainstream

education teachers have to follow strict syllabuses and curricula through conducting
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standardized tests. When taking into consideration students with special needs
including refugee students, immersion programs can lead to a clash on behalf of both
the teachers and the students with special needs. The reason for this clash can be
linked to the standardized procedures that the teachers have to follow with high
teaching hours and institutional responsibilities which can hinder the refugee
students’ adaptation process since they can need extra support or different materials
for effective learning to take place. Another problematic issue at this point can be
related to the teachers’ lack of education or training related to refugee education. As
a result, even if they did have the optimal conditions provided by the institutions to
conduct teacher agency to foster their refugee students’ learning, their pedagogical

content knowledge regarding refugee education might not be sufficient.

Apart from conceptualizing their EFL instructors as solemnly lecturers, another
major conceptualization obtained from the study was how the refugee students
conceptualized their EFL instructors as unoppressive and inspiring. In their study,
Celik et al (2013) have researched effective EFL teacher attributes. According to
their study results, it was found that the students expected their teachers to make
them feel relaxed in the classroom and be fair and friendly. Such socio-emotional
attributes of EFL teachers are even more necessary for refugee students. Szente et al
(2006) also focus on the positive atmosphere the teachers should create when
teaching refugee students. Such attributes can be crucial since such group of students
come with traumas and apart from the devastating traumas that they had been
through, they are also to a high extent, experiencing stigmatization and
discrimination. The attitude of the teacher at this point can become essential in terms

of helping the students to adjust and not be lost.

While two of the participants in the present study were fond of their EFL teachers’
unoppressive attitudes in the classroom, the third participant regarded this to be
ineffective in teaching. He believed that teaching should be stricter rather than
learning the language with games and pair-work activities based on dialogues, he
preferred more structured lessons which explained the logic of language in an in-

depth way and which included memorization. According to this participant (S3), the
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teaching methods used in his own country which was more grammar and
memorization based. In a study conducted by Hajar (2017) which focused on English
Language teaching both in Syria and in Britain, it was stated that the EFL teachers in
Syria generally favoured students who were good at grammar and this was reflected
in their teaching in which they generally focused on isolated grammar drills and
memorization of paragraphs. As a result, a participant in the study preferred to use
repetition and memorisation strategies during most of his academic life in Syria since
they were considered to be effective strategies to be successful in exams. In relation
to this study, it can be understood that S3’s past language learning experiences were
effecting his present learning style in his host country. S2 had also stated even
though some tasks such as playing games in the classroom were a little childish, she
expressed that she still had fun. As a result, it can be inferred that while teaching
refugee students, it can be important to take into consideration their past learning

styles and strategies.

As a final conceptualization to be discussed in this section, it was found that the
refugee students conceptualized their EFL instructors as providers of equity. In line
with this conceptualization, in her study, Cerna (2019) contends that teachers play a
crucial role in strengthening the feelings of the refugee students to connect to the
school by providing encouraging and inclusive classroom environments. Teachers
who have adequate skills and training with refugee students and who focus on
diversity as an important matter in instructional approaches can facilitate their
refugee students to adapt and become successful in their lessons. Furthermore,
Karsli-Calamak and Kilinc (2021) have found in their study that the more importance
the teachers give importance to redistribution, recognition and representation, their
actions became more inclusive toward their refugee students. However, if the
teachers show limited or no understanding of the issues around the social justice
dimensions, they exhibit inaction or exclusionary actions (Karsli-Calamak and
Kilinc, 2021, p. 267).
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5.4. Discussion in Relation to Research Question 1V: What are the challenges
the refugee students face regarding these conceptualizations in the EFL context

during the global pandemic and how do they handle these complexities?

In order to understand the challenges the refugee students face regarding the
conceptualizations in the EFL context during the global pandemic and their coping
strategies, the findings related to the semi-structured interviews are discussed in this
section by comparing them with the relevant literature. With the aim of making it
more reader-friendly, this section is divided into two sub-sections. While the first
sub-section discusses the challenges the refugee students face regarding the
conceptualizations and the handling strategies regarding these conceptualizations,
and the second sub-section discusses the challenges the refugee students face

regarding the pandemic and their coping strategies together.

54.1. The Challenges the Refugee Students Face regarding the
Conceptualizations in the EFL context during the global pandemic and their

Coping Strategies

Poststructuralist perspective emphasizes the existence of plurality and diversity of
meanings rather than unities and enables alternative ways on thinking about diversity
without reversing hierarchies or confirming them (Scott, 2018). Through the act of
reflexivity by adopting a poststructuralist perspective, different subject
representations and meanings can be questioned and reframed since it enables to see
the subject’s fictionality (Davies, 2005). However, considering the socio-political and
the socio-historical background of contexts, it is not an easy task to break free from
such structures. Such structural formations based on subjective meanings can

inevitably create challenges for those bearing and experiencing these representations.

As an overview of the interview findings related to understanding the challenges the
refugee students face regarding the constructed conceptualizations based on “the
Self” and “the Other”, the major challenges the refugee students face are challenges

based on having difficulties with the hosting country’s native language. The refugee
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students have stated how they could not defend themselves in Turkish when they
faced accusations and discrimination especially during the initial times in Turkey.
Another major challenge was how they faced ambiguity. What is meant by ambiguity
is their feeling of not belonging anywhere and not knowing what is waiting them in
the future. The final major challenge was found to be the feeling of not being wanted.
While expressing this challenge the students focused on how they felt that a majority

did not want them due to the present status of being Syrian refugees.

Studies which focus on Syrian Refugee education in Turkey often illustrate how
language barriers are one of the most crucial problems experienced both by the
teachers and the refugee students (Saklan & Erginer, 2017; Aydin & Kaya, 2017,
Topcu et al., 2019; Taskin & Erdemli, 2018). According to Sarmini et al (2020)
Syrian students began attending Turkish public schools in large numbers without any
preparation in Turkish language competency. While some of these refugee students
had begun their education in Syrian schools, others had not received any education
(Sarmini et al, 2020, p.1). This influx of Syrian refugees into an unknown
educational system has created major challenges for them including lack of
awareness of available services, socio-economic barriers, school drop-outs and of
course language barriers (Sarmini et al, 2020). While the literature mainly focuses on
how learning the hosting country’s national language is crucial for adaptation to the
new social community and high academic success at schools (Saklan & Erginer,
2017; Aydin & Kaya, 2017; Topcu et al., 2019; Taskin & Erdemli, 2018), through a
social justice perspective, the findings of the present study reveal how learning the
language was seen as a major source to understand the accusations they face and to

fight for one’s rights and self-defence.

As a coping strategy regarding not knowing the hosting country’s language and not
being able to defend one’s rights when facing discrimination, the participants in the
study have mentioned how learning Turkish eased the process of self-expression
when facing such alienations and discriminative accusations. It was inferred from
their expressions that learning the language enabled them to gain more legitimate

power in their new community. In relation to this issue, Corson (1993) contends that
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all kinds of power are directed, mediated and resisted through language. In other
words, even though teaching a dominant language to a minority group displays a
macro-level of power, through a micro perspective, by learning the hosting country’s
language, cultural or social minority groups can gain power in different domains
such as social adaptation, academic, legitimacy and self-expression. In a similar vein,
Bourdieu (1991) focuses on the importance of language as the core of social
organization, power, and individual consciousness, and as a form of symbolic capital.
In line with this major power of language, Wenger (1998) mentions how learning the
language of a community can enable an individual to gain legitimacy and power in

the communities of practice.

Another major challenge focused on in the interviews was the feeling of ambiguity
related to not belonging anywhere and not knowing what is waiting them in the
future. Similarly, in his study Sourander (1998) found how refugee children reported
somatic complaints and uncertainty about their future. Raghallaigh and Gilligan
(2009) have also stated in their study how refugees face difficulties in terms of
adjusting to a new society and dealing with uncertainty surrounding their futures.
Such a sense of uncertainty and ambiguity was also observed in the present study’s
findings since the refugee students did not know where they belonged and what was
waiting them in the future. Similarly, in a study conducted by Guo et al. (2019), it
was found that the refugee students were facing feelings of isolation, separation and
not belonging to their new context. Some of the students’ parents even reported that
their children felt lost and that they cried for months when they first arrived since
they felt that they did not belong (Guo et al., 2019)). they further state that the three
major factors that contributed to this feeling of social isolation and not belonging was
due to the difficulties they faced in developing friendships with local students,

bullying and racism, and discriminatory attitude of teachers (Guo et al., 2019, p. 95).

In terms of struggling to overcome this feeling of ambiguity and not belonging
anywhere, one of the major coping strategies observed in the present study’s
interviews was how the participants used endeavour as a sign of resilience. They

were found to be very well aware of the difficulties that they had experienced and
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that they had worked and studied efficiently to become successful adults and
construct a safe future for themselves. While in some of the statements they have
viewed studying as a tool to compensate for the deficiencies they had in comparison
to Turkish students, in other statements they have also focused on how they wanted
to fulfil their dreams and how they wanted to construct a bright future for themselves
regardless of all the negativity they have gone through. This way, they aimed to
maintain continuity in their lives. In their study, Raghallaigh and Gilligan (2009)
aimed to understand the coping strategies of refugee students and they also found
that these students had also focused on trying to maintain continuity in a changed
context. In the present study, it was noticed that the refugee students were trying to
maintain continuity by showing signs of endeavour in their academic lives. Gilligan
et al (1990) also found a similar in their study that academic achievement can
generally lead to masking depression and hardship in terms of adjustment to a new
setting. Similarly, Nofal (2017) contends in her dissertation study that the refugee
students had a determination to thrive and to do well and succeed. Such attempts
have been noticed in the present study that through resilience and endeavour, the
refugee students were also trying to clear away the fog in their lives by trying to
make their futures brighter.

A final challenge faced by the refugee students in the present study was they felt they
were not wanted in the present context. They have generally underlined certain
experiences they had gone through and certain questions they had heard which
emphasized discrimination and hatred. In their statements in the interviews, some of
the refugee students also underlined the role of media in creating xenophobic
ideologies in their current contexts. Such conceptualizations based on being “the
Other”, have led the participants to experience the challenge of not being wanted.
Regardless of the importance of recognition in identity evolvement (Taylor, 1992),
people in the minority or low-status positions, such as refugees and asylum-seekers,
often face stigma and disparagement solely based on their standing as representatives
of the devalued category (Turtiainen & Hiitola, 2019). In their study, which was
conducted among the asylum-seekers in Finland aged between 14 and 17,

Korkiamiki and Gilligan (2020) found that these individuals had experienced serious
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misrecognition by being categorized as “refugees” with negative connotations. While
discussing their findings Korkiaméki and Gilligan (2020) have expressed how the
participants experienced their self, existence and capabilities as not being recognized
by society and the people around them due to their ‘refugee’ position. This
“misrecognition” derived both from the influence of negative public discourse about
refugees, and also from the bureaucratic rules of refugee governance (Korkiaméki
and Gilligan, 2020, p.5). Similarly, in Gozpinar’s (2019) study, a participant also
states how he/she does not want to be recognized as an immigrant or a refugee but as

a normal individual.

In order to handle such challenges regarding the feeling of not being wanted, the
refugee students in the present study generally adopt strategies such as avoiding
discussion and standing out, creating empathy and restraining from the Syrian
identity. In terms of avoiding discussion and standing out, Raghallaigh and Gilligan
(2009) have also found in their narratives that the participants generally wished to
remain silent about their past and present and that they wished to suppress difficult
thoughts and emotions. They further state that some of this silence may have
stemmed from different cultural norms of self-disclosure and emotional expression
(Raghallaigh and Gilligan, 2009). However, in the present study, it was observed that
the students intentionally preferred to be silent to not attract any attention in critical
situations to avoid being further discriminated and otherized. Similarly, Korkiamaki
and Gilligan (2020) have also expressed in their study that as a coping strategy, the
refugee students claimed ordinariness. This is quite relevant to the present study’s
findings relating to avoiding discussion and standing out as a coping strategy since
the refugee students adopt this strategy as a consequence of awareness of being

different or being “the Other” in the context.

Apart from avoiding discussion and standing out, another coping strategy was found
to be creating empathy. In terms of creating empathy, one of the participants in the
study (S2) expressed how she normalized the process of discrimination and how she
can understand people’s reactions to Syrian refugees in Turkey. She further stated in

the interviews that this is not just about Turkey and that it can be observed
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everywhere around the World, even in her hometown where the locals used to resist
the peasants coming from the villages. This can be linked to how Macbeth (2001)
views reflexivity as not only simply an inward analysis, but also looking and
analysing social contexts as in biographical sedimentations. Such deconstruction of
societal values and representations can create a scheme for the individual to
normalize such representations to a certain extent since the individual reaches a

meta-understanding of why such representations have evolved.

From a different perspective, Raghallaigh and Gilligan (2009) explain ‘adopting a
positive outlook’ for such instances in which many of the young people seemed to
cope by focusing on the positive aspects of their situations. This can be another
explanation for creating empathy towards discrimination and it can show how hard
they are trying not to give up on their psychological and social well-being by
adopting a positive outlook.

As a final coping strategy, some of the participants in the present study have
expressed how they tried to restrain from their Syrian identity and how they felt
happy when people thought that they were locals. In Raghallaigh and Gilligan’s
(2009) study, one of the participants has stated how she would not talk to her future
children about her country of origin. Such examples can show letting go of one’s
own national identity due to reasons such as discrimination or resentment. Strekalova
and Hoot (2008) also mentioned how refugees can go through forming multiple
identities and that such formation can trigger psychological, social and cultural
conflicts that can threaten the stability and ontological security. From a different
perspective, Ajdukovic (1998) points out another reason for identity complications
among refugee children and contends that war makes children doubt ethical values
and this results in complexities in terms of personal, group, and “philosophical”
identity. Korkiamaki and Gilligan (2020) also point out that the participants in their
study reported conformity to dominant cultural expectations as a way of talking back
to instances of experienced misrecognition. Such needs to be like the local culture
and conform to the dominant society can also be linked to restraining from the Syrian

identity as it is seen to be a way of overcoming misrecognition. As a poststructuralist,
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Bourdieu (1991) mentions about fields which are structured and structuring contexts
and institutions in which individuals orient their action. He further focuses on how
individuals come into fields with a pre-constructed habitus formed through different
capitals such as economic, social or cultural capitals. However, since each field has
its own rules and capitals, in order to become legitimate participators individuals can
experience certain challenges in adapting and participating in such fields. Bourdieu
(1991) sees this form of legitimate rules in a specific field as the dominant source of
power. Similarly, the statements of the refugee students in the study have also shown
that in order to become legitimate participators in a new field, the refugee students
have experienced challenges in terms of adapting their pre-constructed habitus.

5.4.2. The Challenges the Refugee Students Face regarding the Covid-19
Pandemic in the EFL context and their Coping Strategies

The study also focused on the online education period retrospectively to shed light on
what refugee students can go through since we are still experiencing the Covid-19
pandemic worldwide. As an overview of the interview findings in relation to the
challenges faced by the refugee students regarding the Covid-19 Pandemic and their
coping strategies, the present study suggests that the participants mainly had
problems dealing with economic issues, problems with comprehension regarding
online education, and teacher inaccessibility. In terms of coping with these
difficulties, all of the participants expressed that they preferred to study individually
by using different tools such as videos and extra materials to compensate for the

lessons they could not understand well.

In a similar vein, Fujii et al (2020) contend that during the period of online education
increasing risk of exclusion from education emerges for young refugees due to a lack
of technical access, media expertise, language skills and personal support. These turn
out to be major challenges in enabling the educational participation of vulnerable
groups such as young refugees (Fujii et al., p.37). Fujii et al (2020) also state that
teachers reported in their study that they had difficulties in staying in contact with

their refugee pupils. The contact between teachers and parents or educators in
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residential youth welfare institutions took place mainly by e-mail and was primarily
based on questions and feedback from teachers on how the pupils handle the tasks,
however, this was not sufficient (Fujii et al., p. 40) similar problems were also
observed in the present study’s findings since the refugee student was experiencing
problems with not being able to access their teachers.

Even though it was not found in the present stud, Kollender and Nimer (2020) focus
on the inequities refugee students faced during the online education period. They
claim that the main priority should be helping refugee children access online
education since they experience a lack of access to technological devices and internet
connections. Kollender and Nimer (2020) further state that in Turkey, about half of
refugee children (48%) cannot access online learning due to not having access to
technical means such as a television or computer (p.5). Similarly, in terms of higher
education, Mupenzi et al. (2020) explain that arguments such as school enclosure
causing equity problems are also relevant, however, the impacts of equity on students
are perhaps less visible because of assumptions about students’ independence and
pre-existing expectations about using resources such as virtual learning environments
and digital tools (p.1337).

5.5. A Suggested Framework for EFL Teachers’ and Refugee Students’
Conceptualizations based on “the Self” and “the Other” through the Act of
Reflexivity

Considering the findings of the present study, a data-driven framework on the EFL
teachers’ and Refugee EFL Students’ conceptualizations on “the Self” and “the
Other” deduced via poststructuralist reflexivity is suggested in Figure 11. The
framework is formed through the data obtained from the semi-structured interviews
and the reflexive journals which were conducted in both cases. The data obtained via
these tools were analysed by adopting a constant comparative method of data
analysis through an inductive approach. Through conducting this in-depth study, it
was aimed to understand how both cases conceptualize “the Self” and “the Other”

through the act of reflexivity. For the EFL teachers, another major aim was to
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understand how these conceptualized reflected their language teaching practices in-
class; while for the refugee students, another major aim was to understand the
challenges these conceptualizations make them face and their coping strategies.
Since the study was conducted during the Covid-19 pandemic, even though it was
not included in the framework, the study also reveals the challenging factors online
education and the pandemic created for the refugee students and how they handled

these complexities.

Initially, the framework presents a detailed explanation for EFL teachers’
conceptualizations based on “the Self” in their refugee students’ lives together with
the conceptualizations based on their refugee students. The framework illustrates
how the EFL teachers view their professional identities in the lives of their refugee
students as motivators who encourage them to speak up and participate and also as
providers of equity and standardization. As for their conceptualizations based on
their refugee students, the framework shows how they position their refugee students
in their language classes as ambitious learners who are aware of their goals, as
isolated individuals who generally prefer to be alone or with students with similar
backgrounds, and as attentive individuals who pay attention to what they say and

how they behave in order not to be misunderstood or judged.

In terms of the effects of these conceptualizations on EFL teachers’ teaching, even
though they have received no formal education and training, the framework
illustrates how they adjust their tasks to their refugee students’ needs, how they avoid
certain subjects such as “home” which can affect their psychology, how they provide
extra support, and how they use cross-cultural activities to integrate their refugee
students’ culture to the classroom and give them the chance to talk about their home

culture and background.

The third major aim of the study is to understand the conceptualizations of the
refugee students based on “the Self” and based on their EFL teachers. Initially, in
terms of self-conceptualization through the act of reflexivity, the framework presents

how they view themselves as survivors who have survived tragic obstacles in their
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lives. Through this self-conceptualization, the refugee students point out the value
they give to being alive and the value they give to their struggle and effort. Another
self-conceptualization the framework shows is how they view themselves as being
“the Other” and misunderstood, and finally as individuals who carry the burden of

the past.
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In terms of refugee students’ conceptualizations based on their EFL teachers through
a context-specific perspective, the framework shows how they conceptualize their
EFL teachers as solemnly lecturers who come to the lessons and teach the necessary
content. A second major conceptualization is viewing them as providers of equity in
their language classes and finally the framework illustrates how the refugee students
conceptualize the EFL teachers as being unoppressive and inspiring. However, in
terms of conceptualizing their EFL teachers as unoppressive it should be noted that
while two of the participants viewed this as a positive attribution, one of the

participants viewed it as a hindering opponent in effective learning.

A final major aim of the study is to understand what kind of challenges these
conceptualizations create for the refugee students and how they handle these
complexities. The framework presents three major challenges the conceptualizations
create for the refugee students. These are challenges related to having difficulties
with the local language of the hosting country, challenges related to the ambiguity
the refugee students face in terms of not knowing what is waiting them in the future,

and finally the feeling of not being wanted.

In terms of coping strategies, the framework suggests five different approaches
conducted by the refugee students. For challenges related to language which can
hinder them to defend themselves in situations which they face discrimination and
alienation, the framework presents the coping strategy of learning the hosting
country’s language to fight for one’s rights. For the challenge of facing ambiguity,
the framework suggests that the refugee students can show endeavour as a sign of
resilience through which they create hope for a happy and successful future
regardless of all the ambiguity. Finally, for the challenge related to the feeling of not
being wanted, as a coping strategy, the framework shows how the refugee students
avoid discussion and standing out, how they can adopt empathy to understand the
xenophobic attitude they face and how they can restrain from their Syrian identity to

be more included.
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5.6. Implications of the Study

Taking into consideration the chaotic situations around the world and the great influx
of refugee populations experienced by different countries, and also taking into
consideration refugee students’ need of learning the English language for social
purposes, academic purposes, self-investment in learning a global language or in
other cases to facilitate a transition to another country, this study contributes to the
literature on the conceptualizations based on “the Self” and “the Other” of both
refugee students and EFL teachers in English language classrooms during the time of
the Covid-19 pandemic through adopting reflexivity through a poststructuralist lens
to understand the diverse constructed meanings of representations. On behalf of the
EFL teachers, even though they had received no prior training or education with
minority groups experiencing critical conditions like refugee students, the findings of
the study show that the conceptualizations of “the Self” and “the Other” have an
effect on their language teaching practices with their refugee students. On the other
hand, in terms of the refugee students, the study shows relevance to the literature in
terms of refugee students’ self-conceptualizations. Related to the pre-constructed
conceptualizations, the study reveals the challenges that the refugee students face and
their personal coping strategies. Taking into consideration the increasing
multiculturalism and diversity in language classrooms and especially the presence
and the needs of displaced students such as refugees, the findings of the study have
significant implications for policy makers and administrators, EFL teacher education

programs, and EFL teachers in terms of teaching refugee students.

5.6.1. Implications for Policy Makers and Administrators

Making change and achieving harmony and quality on different societal levels
depend primarily on the effectiveness of correct policy formations. As Bourdieu
(1991) also mentions, individuals come into new contexts with structured capitals
and these structured capitals display the dominant power relations in specific fields

or contexts. By making necessary changes in the policy level, it is believed that
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policy making and the integration of these policies on the practical level in terms of

the educational needs of refugee students can have enduring effects.

e As the refugee EFL students in the present study has also expressed in the
interviews (“At school some students used to help while others bullied me because
I was a foreigner. Some people used to make fun of me because I couldn’t speak
Turkish. Some of the teachers were the same” S3, Interview I) one of the major
problems of refugee students is the feeling of being lost in the hosting country’s
education system. In order to overcome this problem, institutional support centres
for refugee students can be established at all levels of education. These
institutional support centres can generate projects to facilitate the integration
process of the refugee students by cooperating with administrators and other
stakeholders in institutions. These projects can focus on (1) strengthening the
emotional well-being of refugee students by making therapy sessions or group
therapy sessions in which students can have the chance to share their experiences
and give voice to their feelings (2) helping to create an inclusive mind-set for the
teaching staff, the administration staff and students by establishing sessions or
seminars about who refugees are, their pre and post-migration experiences, what
they go through via a humanitarian perspective. This process can also include
question-answer sessions since one of the major problems is miscommunication
and information pollution, (3) creating guidelines to help refugee students adapt to
their school setting. For example, especially in higher education, since it is a more
autonomous level of education, such guidelines can help refugee students to
comprehend their rights in their schooling environment, know the different
scholarships that they can apply for, have an awareness of how to use the
schooling website, the testing and assessment criteria, and be aware of the
facilities in institutions. In creating such guidelines, the institutional support
centres can work together with different departments. (4) In terms of financial
support, institutional support centres can also arrange bilateral agreements with
sponsors or charities. This way, refugee students’ burden to work and support
their families financially would be decreased. (5) Refugee students can also

create projects for the well-being of culturally and linguistically diverse student
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groups. This way, by having the chance of being actively involved and by being
given the potential to make a change, refugee student groups can have the chance
to be active participants rather than being more isolated and receptive. (6) Finally,
these institutional support centres can also create data for organizations such as
MoNE, the Higher Education Council, the Ministry of Interior, and the Directorate
General of Migration Management. The reason for such data formation is because
data based on refugees outside of camps is seen to be very inadequate (Coskun
and Emin, 2016). Such data can help generate policies based on refugee lives on
different scales, such as education, health, financial and social support, and skills
and qualifications of both the refugee students and their family members.

In terms of integrating refugee students into the schooling setting, administrators
can enable the formation of orientation programs. These orientation programs can
include guidelines on the policy level about refugee students’ own rights, the
facilities which they can use, information about the schooling environment and the
classes, the testing and assessment criteria, and contact information for any further
questions. These orientation programs can also focus on the fact that the

administrative and the teaching staff are there to help and facilitate the process.

A major issue in the literature is the gap between the top-down policies and the
unpreparedness of administrators to work with refugees as culturally and
linguistically different populations (McCarthy, 2018). Such top-down policies
create challenges dealing with infrastructure and equipment deficiencies,
deficiencies based on human resources and problems about institutional capacity
(McCarthy, 2018). In order to overcome such policy-based problems, financial
support from intergovernmental organizations such as the UN, can be obtained.
Apart from financial support, importance can be given to allocating higher
numbers of teachers in locations where student numbers per classroom are higher

due to the refugee influx.
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e In the present study, the participants stated how not knowing the Turkish
Language had created challenges for them during their adaptation process (“One
of the most difficult things | experienced was not being able to speak. | wanted to
communicate but I couldn’t do it.” S1, Interview II). Even during the online
education period, they stated how it was difficult for them to understand when the
teachers started speaking in Turkish rather than English (“I participated in the
online lessons but sometimes I couldn’t understand what the teacher was saying.
Also, I am a foreigner and the teachers generally spoke Turkish so I couldn’t
comprehend” S1, Interview II). Language-related issues had created academic and
social problems. One of the major problems in the literature is also teaching the
native language of the hosting community to the refugee population (Gungor and
Soysal, 2021).

Different Turkish Language Education Centres for refugees can be listed as Public
Education Centres - in primary education, nongovernmental organizations,
Turkish Language Education Centres (TOMER) - in higher education, and
Turkish Language classes provided by municipalities (Coskun and Emin, 2016).
Especially, in terms of higher education, more standardization of Turkish
Language Education Centres can be managed. The reason for the need for such
standardization is because certain higher education institutions or job applications
can require a certain level of the Turkish Language. However, since the certificate
provided by TOMER is not based on standardized procedures, such institutions
can have the right to not accept this certificate (Gungor and Soysal, 2021). As a
result, standardization in terms of accreditation, curriculum design, material
design, teaching methods and testing and assessment should be achieved. Such

standardization can also increase the quality of education.

e Syrian Teachers can be designated as advisors or supervisors by MoNE. This way,
Syrian teachers can provide insight in helping refugee students with adaptation
and comprehension problems. This can also form a representation of refugee

students on a more power related level.
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e Temporary Education Centres (TEC) are centres provided by MoNE to prevent
the educational loss of refugee students when they arrive in Turkey. TEC relies on
the temporary stay of refugees and as a result, conducts its lessons in Arabic and
teaches its syllabuses. Such a formation can be more tempting for both refugee
students’ families and themselves since they can bond easily without having any
trouble in socially adjusting to their schooling environment and without facing
any discriminatory acts. All of the refugee EFL students in the present study had
also participated in TEC’s. However, such education centres can create the
situation of giving the right of mother tongue education to other nationals in
Turkey since providing mother tongue education to a certain group of people and
not giving the same right to other social groups is not rightful and humanitarian in
its nature. Another issue can be problems related to diploma equivalency. The
process of gaining equivalency can become very complicated once the students
graduate. Finally, TEC’s can inhibit social adaptation and inclusion. Taking into
consideration that the dispute in Syria does not seem to end soon and the
“temporary” situation of the refugee situation seems not so temporary, such TEC’s
can be readjusted to fit the national curriculum to avoid complexities. Another
solution may be to turn them into public schools to also overcome the issue of
infrastructure and equipment deficiencies faced in public schools due to the
refugee influx (McCarthy, 2016).

e |t was stated in the interviews conducted with the EFL teachers that they did not
have much time to notice everything in the classroom due to the strict curriculum
that they have to follow. In regard to this issue, administrators of schooling
communities can provide space for teacher agency when teachers have refugee
student(s) in their classroom. Rose (2019) suggests that without strong teacher
agency, whether individually or collectively, there is a risk of refugee students
missing crucial support (p. 78). In a similar vein, Martinez and McAbee (‘020)
also state that administrators should provide a degree of professional autonomy in
the classroom to ensure a productive environment for teaching. This way, EFL
teachers can have more time in selecting appropriate materials, adapting course

content, or providing extra support when needed.
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5.6.2. Implications for EFL Teacher Education Programs

The findings of the study reveal certain implications for EFL teacher education
programs. However, initially, it should be stated that before mentioning the correct
methods and techniques, putting human rights at the core of English language teacher

education programs should be an initial must for all courses.

e Considering the findings of the dissertation study, the first implication suggested
for EFL pre-service teacher education is to enhance student teachers’
epistemologies on issues dealing with diversity and to promote a more global
justice mind set (Santos et al., 2007). The EFL teachers in the present study had
expressed that they had not received any education dealing with refugees. In order
to achieve this, lessons based on diversity can be integrated into EFL teacher
education programs. To enhance the impact of these lessons which can be “World
Englishes and Intercultural Education in the EFL setting”, the course content can
include both theoretical and practical insights. In terms of a post-structural
theoretical foundation for issues dealing with diversity, theoretical concepts such
as culture, interculturality, intercultural awareness, identity, multiculturalism,
Transnationalism, Globalization, Critical Interculturality in the context of
language education can be introduced to student teachers. After reading and
discussing these theoretical concepts, especially articles within a qualitative
methodology can be selected to see how such concepts reflect in Language
classrooms, both through teachers’ perspectives and students’ perspectives. The
reason for selecting qualitative articles and research papers is to depict an in-depth
picture of such issues and to make them more effectively comprehensible in such
context-based cases. This way, student teachers can have the chance to form a
theoretical foundation and see how this theory leads to practice in EFL settings.
As a result, teachers will have the chance to form a foundation for later practices

with refugee students and with other diverse student groups.

On the practical level of these theoretical courses, different techniques dealing

with noticing and normalizing diversity can be introduced. These techniques can
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be listed as the importance of forming and using reflexive journals. While forming
reflexive journals, EFL teacher candidates can be equipped with guidelines such
as understanding what to question such as personal beliefs about diversity or the
refugee influx, the reason behind these thoughts, the validity of these thoughts,
divergent opinions and matters on the issue, the relevance of such divergence, and
creating empathy. Through oral and written guidance and these practical courses,
student teachers will be guided to reflect on issues dealing with pre-constructed
conceptualization on “the Self” and “the Other”. This process can help student
teachers develop a more inclusive and global justice mind-set before becoming an
in-service EFL teacher.

Other practical lessons can include, Experiential Learning (Kolb, 1983) to foster
student teachers to make meaning of the teachings with students of diverse
backgrounds. Also, as Johnson (2006) states, teacher inquiry seminars, peer
coaching, cooperative development, teacher study groups, lesson-study groups,
narrative inquiry, critical friend groups, action research, and classroom research
are all designed to create more equitable social roles and typically take place in
settings that are more connected to daily practice. As a result, such techniques can
be introduced to EFL teacher candidates to promote their understanding and
formulate a basis for their personal theories in teaching in diverse classroom

settings and with refugee students.

A course based on refugees and teaching English to refugees can also be included
either as an elective or a must course in EFL teacher education programs. The
course content can include issues based on migration (migration, emigration,
Refugee, Asylum Seeker, and Internally Displaced Persons) and displacement and
the role of English as a source of hope in the lives of refugee students since in-
transit refugees who have the chance to learn or improve their level of English in
their pre-settlement context can have a better chance of acculturation, a sense of
continuity, fewer problems with discrimination and mistreatment, and the greater
chance of getting income assistance (Steele, 2017). Apart from providing crucial

terminologies, the course content can also focus on refugee students through
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different categories to enable student teachers to know and understand these
students when they start teaching. Possible categories can be (1) understanding
reasons for migration (2) pre-migration / post-migration concepts and socio-
emotional experiences (3) resettlement and adaptation (4) Post Stress Traumatic
Disorder (PTSD) and what can be done as EFL teachers.

Trauma-Sensitive pedagogy can be given as an elective course to provide
pedagogical implications in teaching refugee students. According to Scannel
(2021) the implementation of trauma sensitive instruction does not seek to
pathologize the experience but aims to identify effective ways to engage students
with traumatic backgrounds. Walton-Fisette (2020) provide certain guidelines in
trauma-sensitive pedagogy. These steps can be summarized as (1) providing terms
and definitions related to trauma, (2) techniques and strategies to create self-
awareness (techniques to promote reflexivity and become cognizant), (3) Foster
Resilient Learners through creating physically and emotionally safe spaces by
asking students what their understanding of physically and emotionally safe
environments mean for them and contemplating on how you can adjust such
beliefs in teaching (Sutherland & Parker, 2020); formulating positive and healthy
relationships through learning names, greeting students, giving high-fives as they
meet their goals, asking the students questions to learn more about their personal
information, using non-verbals such as a smiles or thumbs-up to let them know
you notice them (Walton-Fisette, 2020); developing responsibility through
engaging in a growth mind-set and mindfulness activities such as focusing on
problem-solving strategies, enabling self-reflection and self-monitoring; engaging
in self-regulation to help develop a healthy response to stress (Walton-Fisette,
2020).

PTSD and its possible effects on language learning together with short-term and
long-term memory, can be provided through courses related to psycholinguistics.
This way student teachers will have a knowledge basis when they have refugee
students and when they experience difficulties in listening, reading, writing,

speaking or remembering. As a result, rather than labelling refugee students and
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other traumatized student groups as asocial, isolated, or retarded, teachers will be
able to understand the possible process that some might be going through in terms

of experiencing levels of post-traumatic stress.

In terms of integrating English Language teaching methods to refugee students,
the implications provided by the literature based on post-traumatic stress and its
effects on refugees’ language learning process can be adopted. As a result, student
teachers can be equipped with necessary language teaching methods and
techniques such as the importance of repetition, and skill teaching strategies to
decrease problems related to cognitive difficulties. For instance, in terms of
reading, student teachers can be introduced with various pre-reading activities to
activate such students’ schema which can ease the process of reading. Pre-reading
activities can involve KNEFL Charts in which students will have the chance to
reflect on what they know about a subject, what they need to learn about the
subject, what they expect the text will include, what facts they need to research,
and what they have learnt about the subject. (Snarski, 2017). Another pre-reading
activity to promote the schema is doing pre-reading quizzes in pairs during which
teachers can distribute handouts so that students can make predictions about the
text. Later, the students can read and discuss to what extent their predictions were
correct (Snarski, 2017). Another implication can be to adopt repetition more

frequently to overcome memory-related issues.

Textbook and material analysis techniques in terms of diversity can be
emphasized in courses such as Material Design and Adaptation in terms of
Language Teaching. Language teaching materials should be humanistic and
inclusive since learners’ experiences of life, their attitudes and feelings are
essential when teaching refugee students. In lie with a poststructuralist
perspective, McDonough and Shaw (1993) emphasize the importance of
“personalizing”, “individualizing”, “localizing”, and “modernizing” the content in
material adaptation. Personalizing the content deals with making connections
between the content and students’ interests and their academic needs.

Individualizing aims at the learning styles of the students while localizing focuses
217



on local features and being aware that what might work for one context might not
work for another. The localization of such materials can be done through adding,
deleting, modifying, simplifying and reordering (McDonough & Shaw, 1993). In
terms of deleting content, teachers can take into account subjects such as family,
home, war, and homesickness. In terms of simplifying, teachers can reword the
activities to make it more comprehensible or they can use visuals or digital media
to facilitate comprehension. As for reordering, teachers can rearrange the ordering
of the tasks to meet student needs. For instance, in terms of refugee students, they
might not have the necessary background knowledge about a specific reading
passage, so teachers can firstly integrate discussion based sessions to enhance the

understanding before moving on to the text.

5.6.3. Implications for EFL Teachers

The findings of the present study reveal certain implications for EFL teachers in
order to enable them to be more effective within a scope of a global justice mind-set

(Santos et al., 2007) in teaching refugee students and other diverse groups.

e Even though inclusive education is adopted by the Turkish governments in terms
of integrating refugee students into the national educational system, school
administration and EFL teachers can come together to form meaningful policies
for testing and assessing refugee students’ academic achievement since

standardized forms of assessment can jeopardize refugee students’ success.

e Since teaching refugee students in mainstream education can be challenging for
teachers, online platforms and face-to-face platforms can be formed for EFL
teachers who teach refugee students to share their experiences with their refugee
students and to reflect on such instances to ease the process. These collaborations
can be in the form of teacher inquiry seminars, peer coaching (Auckland, 2000),
cooperative development (Edge, 1992), teacher study groups (Burns, 1999),
narrative inquiry (Golombek & Johnson, 200), and critical friends groups

(Bambino, 2002). Such collaborative nature of teacher learning can enhance the
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adoption of a global justice mindset through enabling the EFL teachers to reflect
on their teachings and on their dispositions by critically evaluating their beliefs

and their teaching styles with refugee students.

EFL Teachers can take into consideration that it is not easy for refugee students’
parents or guardians to adapt to a new setting since they can be experiencing
various concerns such as economic, social, health and so on. Such problems
related to transition and adaptation can also reflect on the refugee students
schooling success. As a result, EFL teachers should pay attention to individual
stories of refugee students by speaking with them outside of the classroom. Such

bonding can also create trust and belonging for the refugee students.

In order to avoid discrimination and marginalization in the classroom setting, EFL
teachers can integrate reading, speaking or listening activities based on refugee
experiences and migration. This way, through knowledge attainment on issues
dealing with diversity and migration, students in the class can be fostered to think
about their beliefs on this issue. Apart from such integration of tasks and
activities, EFL teachers can adopt group work and pair work activities both in in-
class and out-of-class settings to facilitate the socialization process. These group-
work and pair-work activities can include projects based on diversity,
globalization, and migration and students can come up with projects to foster a
diverse mind-set in the schooling setting. Or they can do interviews with people
who have migrated from different countries, including refugees, and as a final
project, they can present their findings as a speaking task. This way, students can
both have the chance to use the language and at the same time, critically deal with
issues with their groups. While forming groups or pairs, teachers can pay attention

to promoting diversity.

In terms of speaking lessons, Speaking Cycles can be created to let each student
talk about themselves, their background information, their likes and dislikes, and

do some question-answer drills to enable the students from diverse backgrounds to
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get to know each other and to communicate with each other in English. Apart
from speaking cycles, EFL teachers can conduct telecollaborations for speaking
activities which is a network-based language teaching model that shifts the focus
from single classrooms to long-distance collaborations involving two or more
classrooms, often in different countries which expands the focus from language

learning to an emphasis on culture (Johnson, 2006).

One of the teachers in the study have expressed how she faces difficulties in
teaching writing to her refugee EFL students since the two language structures of
Arabic and English is very different (“changes especially in writing can be
necessary with refugee students because their writing systems are very different.
They generally write Arabic-based. In such cases we experience problems” T1,
Pre-Conference Interview). Ezza et al. (2010) have also found in their study that
immature mastery of rhetorical structure of the English text and Arabic discourse
transfer were listed as some of the major problems Arab EFL learners
experienced. To overcome such difficulties, EFL teachers should be aware of the
differences of the rhetorical patterns of the learners' L1. Also, Mohammad and
Hazarika (2016) suggest (1) bridge-courses in which teachers can focus on
capitalization, punctuation, spelling, and discourse markers (2) writing topics
based on students’ interests can be selected to trigger motivation, and (3)

maximizing writing sessions to ensure practice opportunities.
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CHAPTER 6

CONCLUSION

Within the scope of this chapter, initially a summary of the study is given. Following
the summary, the limitations of the study are presented. Finally, suggestions for

further research are given.

6.1. Summary of the Study

Since education is referred to as being a basic human right in the 1989 Convention
on the Rights of the Child and the 1951 Refugee Convention, the United Nations
aimed to ensure an “inclusive and equitable quality education” together with aiming
to achieve “lifelong learning opportunities for all”. As a result, in the United Nations
General Assembly held in 2016, different governments, including Turkey, took part
in taking responsibility for refugee education (UNHCR Turkey, 2020). Such
initiatives bring the question of efficient and successful integration process of
refugee youth into the educational system and from a broader perspective into the
new social context. In terms of adjusting refugee students into the educational
system, an inclusive strategy can be adopted by countries experiencing refugee
influx. Through an inclusive strategy, firstly intensive language learning support is
provided and later the students are incorporated into mainstream classrooms. This
type of inclusive education requires a more holistic approach toward refugee

education.

In terms of language education for refugee students, it is essential for them to learn
the hosting country’s native language to facilitate the adaptation and socialization
process. Apart from learning the national language, it is also essential for the refugee
youth to learn English which is a global language. This is especially crucial for

refugees in an outer circle or an expanding circle country. Asylum-seekers and
221



refugees can have different motivations to learn the English language apart from their
host countries’ official language. These can be social purposes, academic purposes,
self-investment in learning a global language; or in other cases it can also be a
language to facilitate a transition to another country and home since as Steele (2017)
states, the English language is transferrable to more contexts than any other
language. In such cases, English can be a valuable source of self-investment in pre-
settlement while in the country of transit (Steele, 2017). Similarly, according to
McBrien (2005), the needs of post-resettlement refugees are basically divided into
two categories which are psychosocial wellbeing and language acquisition, He
further states that, immigrant students with an efficient English language proficiency
level were seen to have adjusted easier to their new U.S. school environments. This
shows that in-transit refugees who had the chance to learn or improve their level of
English in their pre-settlement context can have a better chance of acculturation, a
sense of continuity, fewer problems with discrimination and mistreatment, and the

greater chance of getting income assistance (Steele, 2017).

Having mentioned the inclusive policies in refugee education and the role of English
Language teaching, the present study specifically aimed to understand the
conceptualizations of refugee students and their EFL teachers in the context of
English language teaching classes in higher education. Through the act of reflexivity
from a poststructuralist lens, it was aimed to understand the conceptualizations of
“the Self” and “the Other” of both cases. Apart from understanding the
conceptualizations, the study also aimed to understand how these conceptualizations
reflected to EFL teachers teaching practice with their refugee students; and also how
these conceptualizations created challenges for the refugee students and what kind of
strategies they adopted to overcome these difficulties. Moreover, another major aim
of the study was to understand the Covid-19 Pandemic and online education era

affected the refugee students.

The significance of understanding reflexivity lies in the fact that it entails individuals
to critically reflect on their selves as individuals with culturally constructed values

and beliefs and how these constructions affect their perceptions of others (De Jong,
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2009). In the educational context, reflexivity has been considered a cognitive process
which enhances understanding based on issues about diversity, being more open-
minded and critical, awareness of own prejudices, and issues involving race (Kowal
et al., 2013). Similarly, the role of reflexivity among the stakeholders in multicultural
professional teaching and learning contexts can become crucial since as Frame
(2014) states, reflexivity is a process underlying all interpersonal communication
which is particularly important in multicultural encounters as it has a possible

influence on the way individuals seek to play on different cultural identities.

Having adopted an epistemological lens of reflexivity through a poststructuralist
theoretical foundation, semi-structured interviews and reflexive journals were given
to both cases to get an in-depth understanding of the multiple constructions of
conceptualizations based on “the Self” and “the Other”. After a constant comparative
method of data analysis, the study found that EFL teachers’ self-conceptualizations
with respect to their refugee students are constructed around being a motivator for
their refugee students in which they have focused on how they viewed their
professional selves as a tool to help and encourage their refugee students to feel
included and to adapt to the new classroom setting. Moreover, they have also focused
on how they felt the need to encourage their refugee students to participate in the
lessons and to express their feelings and opinions. Additionally, the other
conceptualization based on “the Self” was how they viewed themselves as “providers
of equalization and standardization”. Through this conceptualization, the teachers
have focused on how they view their refugee students as equals to their peers and
how they try to make them feel as equals. In order to achieve this, they have
expressed in the interviews that they adopt certain strategies such as giving duties to
their refugee students or decreasing their fear of expressing presence in the class. The
reflexive journals given to the EFL teachers also reveal that they position themselves
as “peacemakers in the class” together with being “supervisors” who guide their
refugee students and help them whenever they need it, and also another EFL

instructor views herself as a “tour guide”.
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In terms of EFL teachers’ conceptualizations based on their refugee students, the
present study revealed that the EFL teachers view their refugee students as
“ambitious learners”, “isolated individuals”, and “attentive individuals”. The
reflexive journals, on the other hand, reveal that the EFL teachers conceptualize their
students as “flowers thriving through the mud”, “worker bees”, and “visitors”. These
conceptualizations basically provide certain explanations. It can be inferred from the
findings that the EFL teachers conceptualize their refugee students as students who
are aware of their goals and ambitions and who work hard to achieve that goal,
individuals who are internally and externally isolated, individuals who pay attention
to what they say and do to avoid any attention or accusations, and individuals who

are temporary in their stay and will leave the country when the right time comes.

Apart from understanding EFL teachers’ conceptualizations of “the Self” and “the
Other” another major aim for the first case was to see how such conceptualizations
reflect to the EFL teachers’ teaching practice. The study concluded that even though
the EFL teachers had not received any prior education or training based on refugee
education, they adopted certain strategies such as adjusting the tasks or avoiding
certain subjects to abstain from any emotional damage, providing extra support and
extra chances in the lessons to facilitate participation and self-trust, and integrating
cross-cultural activities to give voices to their refugee students in the classroom

setting to feel more related and to feel more socially and emotionally bonded.

Moreover, the study also focused on understanding the refugee student’s
conceptualization based on “the Self” and their EFL instructors. The findings of the
study reveal that they view themselves as survivors who managed to tackle the
dramatic problems in their lives, as individuals being misunderstood, and finally as
individuals carrying the burden of the past. Apart from the interview findings, the
reflexive journals also reveal that the participants conceptualize themselves as” a
snow drop flower” which can blossom even in the harshest conditions in winter, and
also as “a mountain” which manages to stay strong and firm regardless of the

external conditions. These findings reveal that even though they are aware that they
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carry the burdens of the past and experience alienation and discrimination, they

strongly believe in their courage to overcome the difficulties in their lives.

In terms of refugee students’ conceptualizations based on their EFL teachers, it was
found that they conceptualized their EFL instructors as solemnly lecturers who came
to class and taught them the required subjects, and as providers of equity in the
classroom and unoppressive and inspiring. The reflexive journals obtained from the
refugee students also reveal that as a metaphorical representation, while one of the
refugee students conceptualized their EFL instructors as “the Rain” which supported
them whenever they did not feel safe in the classroom just like the rain supports the
earth; another metaphorical representation was “Snowdrop Flower” since this
participant viewed her teachers just like she views herself as hardworking and

struggling regardless of the difficulties.

Apart from understanding the conceptualizations of the refugee student, the present
study additionally aimed to reveal how such conceptualizations created challenges
for the refugee students and the coping strategies they adopted to overcome or deal
with these problems. One of the major challenges the refugee students faced is
challenges based on having difficulties with the hosting country’s native language.
The refugee students have stated how they could not defend themselves in Turkish
when they faced accusations and discrimination especially during the initial times in
Turkey. Another major challenge was how they faced ambiguity. What is meant by
ambiguity is their feeling of not belonging anywhere and not knowing what is
awaiting for them in the future. The final major challenge was found to be the feeling
of not being wanted. While expressing this challenge the students focused on how
they felt that a majority did not want them due to the present status of being Syrian

refugees.

Their coping strategy for such challenges related to the conceptualizations were
revealed to be learning the language to defend one’s rights, showing endeavour as a

sign of resilience, avoiding discussion and standing out, creating empathy by trying
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to understand such discrimination they face, and finally restraining from the Syrian

identity to feel more included.

Since the present study was conducted during the first academic year of the face-to-
face education while experiencing the Covid-19 pandemic, it also aimed to
understand what challenges the refugee students faced due to the Covid-19 pandemic
and online education era retrospectively. The present study concludes that the
participants mainly had problems dealing with economic issues, problems with
comprehension regarding online education, and teacher inaccessibility. In terms of
coping with these difficulties, all of the participants expressed that they preferred to
study individually by using different tools such as videos and extra materials to

compensate for the lessons they could not understand well.

6.2. Limitations of the Study

Even though the present study was conducted meticulously with great attention at
every phase, it should be expressed that there are still certain limitations related to
the research. In terms of gaining an in-depth understanding of context-specific cases,
the present study adopted purposeful sampling with pre-set criteria for both cases.
Hence, it should be acknowledged that a small number of participants were selected
for both the representations of EFL teachers and refugee students. As a result, the

findings of the research represent context-specific conceptualizations.

Additionally, another limitation of the study can be listed as limited observation.
Even though one observation session of a 45-minute lesson was conducted for each
EFL teacher, it was realized that further observations could have led the researcher to
gain a more in-depth understanding of EFL teachers’ teaching practice with refugee
students. A major reason for this was due to the fact that the number of refugee
students in each class was either one or two, as a result, the student-teacher
interactions were quite limited. Nevertheless, during the 45-minute observation

sessions, the present study still managed to capture specific instances to shed light on
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the issue of how conceptualizations reflect on EFL teachers’ teaching practice with

refugee students.

Moreover, while the two refugee EFL students were students of the English
Language Teaching department, the third refugee EFL student was a student of the
Mechanical Engineering department. It can be stated that such a difference in
departments can also reflect on the students’ motivation towards learning English

and being in the School of Foreign Languages.

A final limitation of the study can be listed as how the third refugee student (S3)
withdrew from the study in the final phase of the data collection process. As a result,
he did not participate in the reflexive journals. He later expressed to the researcher
that it was a very stressful period for him due to his final examinations and therefore
could not concentrate on anything. Consequently, this deficiency of data in the study

led to a limitation of triangulation purposes.

6.3. Suggestions for Further Research

Considering the limitations and the scope of the study, suggestions for further
research can be provided. Initially, further research can be conducted to see if there
are any similarities or differences in the context-based findings. Such studies can
shed light on how the consequences of the act of reflexivity can change or show
similarities in differing contexts on issues related to deconstruction of positonings in
EFL refugee education. As mentioned above, the study had certain limitations.
Therefore, further research can be conducted in relation to these limitations. Such
studies can focus on EFL teachers’ teaching practice in more detail to see how pre-
constructed conceptualizations based on “the Self” and “the Other” can affect their

teaching.

Further research can also focus on the more macro level of refugee education both in
the EFL context and other teaching contexts. These studies can also emphasize the

administrative level of teaching contexts by investigating the pre-constructed
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conceptualizations and how these reflect to the policy and administrative level of
refugee education. Such studies can shed light on issues dealing with power effects in
the classrooms.

To get a more in-depth understanding, researchers can also focus on out-of-school
contexts of refugee students to extend the findings of the adaptation processes. Such
studies can also help make sense of refugee students’ schooling experiences.
Moreover, it can create a foundation to further understand the social roles and social

adaptation processes of refugee students.

Furthermore, studies can also focus on refugee students’ level of success in different
levels and subjects of EFL instruction. In the present study, S3 mentioned how he
preferred memorization as a learning style rather than communicative activities since
he thought that such task-based instruction was not quite effective. The results of
such studies can also shed light on program evaluators and curriculum designers who

focus on refugee integration.

Additionally, the present disserttaion study focused on experienced EFL teachers.
Further research on a related subject can also focus on novice EFL teachers, or
perhaps compare novice and experienced EFL teachers’ conceptualizations and their
teaching practices with their refugee EFL students to understand whether experience
creates a change in such situations. Apart from including a novice EFL teacher
dimension, further studies can also concentrate on local students’ conceptualizations
about refugee students and see how such conceptualizations reflect to positionings

and its outcomes in a classroom settings with refugee students.

Finally, the effects of post-traumatic stress on refugee students’ language learning
abilities can be investigated to come up with suitable teaching techniques and
methods for refugee students. Understanding what they experience through a
neurologic and psycholinguistic perspective can help form a stronger basis to

understand certain behaviours of refugee students.
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B. INTERVIEW I: PROTOCOL USED WITH REFUGEE STUDENTS

“THE CONCEPTUALIZATIONS OF “THE SELF AND THE OTHER” OF EFL
TEACHERS AND THEIR REFUGEE STUDENTS” IN THE TIME OF THE
COVID-19 PANDEMIC”

Time of Interview:

Date:

Place:

Interviewer:

Interviewee:

Gender and Age of the Interviewee:

Introduction: The following questions were used to guide interviews with the
refugee students in this study, but since this is a semi-structured interview none of
the interview questions followed a strict format. Evolving themes or subjects are also

further evaluated.

1) Can you please talk about yourself? How old are you? Where are you from? What
is your department? Your family? Your dreams for the future?

2) How long have you been living in Turkey?

3) Did you live anywhere else before coming to Turkey? What was that like?

4) What was it like during your first days in Turkey? What do you think about living
here in this city? What do you like about it? What do you find difficult about living
here?

5) How does your life here compare with the life you had in your home town?

6) What are your opinions about your university?

7) What is your motivation in studying English? What do you like about studying
English? What part of studying English is most difficult for you?

8) What do you want to do after you finish this program?

9) What are your expectations of the future? What is your dream job for the future?

What kind of information do you need to reach that goal?
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10) How has the Covid-19 pandemic process been for you so far? How was
online teaching? How do you feel to be back in school?

11) Is there anything else that you would like to add?

INTERVIEW I: PROTOCOL USED WITH EFL INSTRUCTORS

“THE CONCEPTUALIZATIONS OF “THE SELF AND THE OTHER” OF EFL
TEACHERS AND THEIR REFUGEE STUDENTS” IN THE TIME OF THE
COVID-19 PANDEMIC”

Time of Interview:

Date:

Place:

Interviewer:

Interviewee:

Gender and Age of the Interviewee:

Introduction: The following questions were used to guide interviews with the
refugee students in this study, but since this is a semi-structured interview none of
the interview questions followed a strict format. Evolving themes or subjects are also

further evaluated.

1) Tell me a little about your background and experience as an EFL instructor. When
did you start teaching EFL? Where have you taught? How long have you been
working here?

2) Where/when did you learn English?

3) How did you decide to work in higher education? What were you motivation(s)?
4) What is the purpose of your job here? How do you see your role in the school, the
classroom, and the lives of your students?

5) What do you expect of your students? What skills and knowledge do you hope
they will have when they leave this program?

6) How do you motivate your students? What does the ideal student look like?
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7) 'm going to ask you some questions about the environment (desks, books,
schedules, curriculum, forms, etc.): what do you like about this learning
environment? What would you change about it?

8) As a non-native speaker of English, a former student of English, and a bilingual
person, what do you bring to this job? What are some of the differences between
native and non-native teachers of English? How do you use your bilingualism in this
job?

9) What do you like most about your job? What do you find most rewarding?

10)  What do you find most challenging about your job?

11)  If you were the administrator, what would you do differently?

12)  How has the Covid-19 pandemic process been for you so far? Can you please

talk about the online teaching process and how is it to be back at school again?
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C. SECOND INTERVIEW PROTOCOL FOR CASE 1: EFL TEACHERS’
CONCEPTUALIZATIONS OF THE SELF AND THE OTHER

“THE CONCEPTUALIZATIONS OF “THE SELF AND THE OTHER” OF EFL
TEACHERS AND THEIR REFUGEE STUDENTS” IN THE TIME OF THE
COVID-19 PANDEMIC”

Time of Interview:

Date:

Place:

Interviewer:

Interviewee:

Gender and Age of the Interviewee:

Introduction: The following questions were used to guide interviews with the
refugee students in this study, but since this is a semi-structured interview none of
the interview questions followed a strict format. Evolving themes or subjects are also
further evaluated. The main aim of this interview protocol is to understand EFL
teachers’ conceptualizations of their roles as language teachers in the lives of refugee
students together with their conceptualizations of their refugee students in an online

education context.

1. As an EFL instructor, how much have you worked with refugees?

2. How has the influx of refugees to Turkey impacted your coursework before the
pandemic and after the pandemic?

3. Did you have any professional development opportunities about working with
refugees or other minority groups?

4. Do you make any extra preparation to work with refugee students? If so, can you
please talk about these preparations?

5. How can you describe your relationship with your students?

6. How has the addition of refugees affected your teaching experience before the

pandemic and after the pandemic?
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7. Do you have any knowledge about the expectations of your university about
refugee students’ academic success? If so, how do you feel about the schools
expectations for refugee students’ academic success?

8. How do you think refugees are socio-politically situated?

9. Has this positioning affected your teaching in any way? If so, how?

10. How do you view your refugee students?

11.  What do you think are some of the challenges that refugee students face in
Turkish higher education institutions?

12. In terms of online education, how are your refugee students’ participation
levels both in the online education and face-to-face education periods?

13. Do refugee students seek any help or support from you or the other teachers
during and prior the pandemic? Either academically or personally?

14, How about your own refugee students? Do you think they should get any
extra support? If so, what kind of support?

15.  What does integration mean to you?

16. Do you apply any integration methods for refugee students in your
classrooms? Please explain why yes?/why no?

17. How do you think the pandemic and the online education era effected the
integration of refugee students?

18. How would you describe your role in the lives of your students?

19. In which ways does your role differ or stay the same for your Turkish and
refugee students?

20. How might your students describe your role in their lives?

21.  How familiar are you with your refugee students’ home culture?
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D. SECOND INTERVIEW PROTOCOL FOR CASE 2: REFUGEE
STUDENTS’ CONCEPTUALIZATIONS OF THE SELF AND THE OTHER

“THE CONCEPTUALIZATIONS OF “THE SELF AND THE OTHER” OF EFL
TEACHERS AND THEIR REFUGEE STUDENTS” IN THE TIME OF THE
COVID-19 PANDEMIC”

Time of Interview:

Date:

Place:

Interviewer:

Interviewee:

Gender and Age of the Interviewee:

Introduction: The following questions were used to guide interviews with the
refugee students in this study, but since this is a semi-structured interview none of
the interview questions followed a strict format. Evolving themes or subjects are also
further evaluated. The main aim of this interview protocol is to understand refugee
students’ conceptualizations of their roles as refugees and as English language
learners in an EFL context together with understanding their constructed
conceptualizations of their EFL teachers. The interview comprises of 3 different

sections. If the participants wish, after each section a break will be given.

Section 1:

1) I’'m going to ask you some questions about your past experiences. Will you be
able to remember them?

2) What do you remember about your immigration journey to Turkey?

3) What were some motivations for you and your family to take refuge in Turkey?

4) How did you negotiate your transition from your home country to Turkey?

5) What was your perception of Turkey when you first arrived?

6) What are your perceptions of Turkey now?
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Section 2:

7) Is it OK with you, if | ask some questions about your present experiences here in
Turkey?

8) When you think about your adaptation process in your new country, what were
certain challenges and positive things that you can remember?

9) When thinking about your adaptation process, how can you summarize people’s
attitude towards you both in out-of-school and in-school contexts? Are they
supportive in any way? Or are they challenging? Would you like to share any
specific experiences?

10)  What is your experience in how the Syrian community is positioned within
Turkey?

11)  What do you think about these perceptions?

12)  How are you and your family handling the Covid-19 pandemic economically?
Socially? Emotionally?

13)  If you had to express how you identify yourself as an individual in a couple
of sentences in your current context, what would those sentences be?

14)  If you had the chance to make yourself heard to the whole world, what would
you like to say?

Section 3:

15)  What do you remember about the similarities and the differences of schools
in Turkey and in your hometown?

16)  How did you handle the online education era? Were you able to attend the
online lessons? How effective do you think they were? Do you have any suggestions
to improve the effectiveness?

17)  How does it feel to be back at school? If there are any, what are some
challenges and positive sides of being back?

18)  How do you perceive your English language classes in Turkey? How is your
motivation to attend the classes?

19)  How about your English language instructors? How do you view them?

20)  When you compare your English teachers with your teachers back in your

home town, what are some similarities and differences?
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21)  How can you identify your teacher-student relation with your English
language instructors? Do you feel like you can bond with them? Are there any times

when you feel isolation or not understood?

264



E. THIRD INTERVIEW PROTOCOL FOR CASE 2: THE CHALLENGES
THE REFUGEE STUDENTS FACE

“THE CONCEPTUALIZATIONS OF “THE SELF AND THE OTHER” OF EFL
TEACHERS AND THEIR REFUGEE STUDENTS” IN THE TIME OF THE
COVID-19 PANDEMIC”

Time of Interview:

Date:

Place:

Interviewer:

Interviewee:

Gender and Age of the Interviewee:

Introduction: The following questions were used to guide interviews with the
refugee students in this study, but since this is a semi-structured interview none of
the interview questions followed a strict format. Evolving themes or subjects are also
further evaluated. The main aim of this interview protocol is to understand the
challenges the refugee students face regarding the conceptualizations of the Self and
the Other and regarding the challenges they faced during online teaching.

INTERVIEW QUESTIONS FOR S1
1. In our previous interview, you mentioned about being misunderstood sometimes
by some people. For example, sometimes you have come across people accusing the
Syrian population of getting their jobs and accusing them of not defending their
country. How do you handle these situations? Do you do anything in particular?
2. Are there any other situations in which you feel misunderstood by people in your
own context? Or people in your school? If it is ok for you, can you share your
experiences?
- What do you do as a coping strategy in such cases?
3. In our previous interview you also focused on how you struggled and worked hard
to adjust and to be successful at school. You also mentioned about your dreams in the
future and how you want to be very successful. Does this create a certain challenge

for you? How do you handle it?
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4. You mentioned before that for a long time you were afraid of planes in the sky
and the noise they created. Do you think you overcame it completely? If so, how do
you think you overcame it?

5. Do you think you are a successful survivor? How? Can you please explain?

- Were there any specific situations that you would like to share in which you felt
like a survivor?

6. In our previous interview, you mentioned that your teachers were very helpful and
they treated everyone as equals in the classroom. Can you give me some examples
which led you to think like that?

7. You have mentioned in your previous interviews that you had experienced certain
problems during the Covid-19 online education period such as not understanding the
lessons or not being able to reach the teachers. What did you do to overcome these
difficulties?

INTERVIEW QUESTIONS FOR S2
1. In our previous interview, you mentioned about being misunderstood sometimes
by some people. For example, you mentioned about how the media can publish false
information. How do you handle these situations? Do you do anything in particular?
2. Are there any other situations in which you feel misunderstood by people in your
own context? Or people in your school? What do you do as a coping strategy in such
cases?
3. You have also mentioned in our previous interviews that you felt stateless
because it is still not certain whether or not you will return. Does this situation cause
any problems for you? Do you want to overcome this feeling? If yes, how do you
intend to overcome this feeling?
4. You have mentioned in your previous interviews that you had experienced certain
problems during the covid-19 online education period such as not understanding the
lessons or not being able to reach the teachers. What did you do to overcome these
difficulties?
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INTERVIEW QUESTIONS FOR S3
1. In our previous interviews, you had mentioned about how your EFL teachers were
too book-based and how they didn’t add any of their own values and knowledge into
their lessons. Is there anything you do to overcome this deficiency?
2. You have also mentioned about your relationship with your classmates and the
certain problems you experience with them regarding being different from one
another. What kind of a problem does this cause you and are there any strategies you
employ to overcome this problem?
3. You have also expressed how you felt like you had two different personalities in
socializing with your Syrian social group and your Turkish social groups. Does this
division cause any problems for you? If so, is there anything you do to overcome this
problem?
4. You have mentioned in your previous interviews that you had experienced certain
problems during the Covid-19 online education period such as not understanding the
lessons or not being able to reach the teachers. What did you do to overcome these

difficulties?
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F. OBSERVATION SCHEDULE

Lesson: Main Course
Number of Students:21

Duration: 45 min.

Number of Refugee Students: 2 (“X” and “Y”)

I11. Areas to be FOCUSED BY THE OBSERVER:

1. Refugee students and EFL teacher interaction
2. Refugee students interactions

. Refugee Student
Themes Teacher Activity/Speech Activity/Speech
1)Refugee students are
sitting in the front row near - -
the window. (pandemic

pre-cautions: one chair in
between & masks.
2)Warm-up activity

4) general class

atmosphere

5) general refugee students
motivation

6) participation of X

7) teacher initiation

2) started the lesson with a
picture of a crowd in a
city square. Asked the
students to comment and
make meaning

3) asks question about
vocabulary exercise pre-
reading (says: thank you
very much X)

4) teacher makes a joke
about the reading text

6) thanked X with a smile.
and continued to the next
questions.

7) asks Y to answer the
question for the reading
text. (after Y gives correct
answer, teacher says: see,
you can do it)

2) no participation both X
and Y

3) X answers correctly

4) X and Y are also
enjoying and laughing

5) High concentration
observed for both X and Y.
But no participation of Y. X
and Y Always taking notes.
6) X gave an answer to a
grammar  activity  (past
cont.)

7) Y gives the correct
answer

Final notes: Teachers general attitude was very positive throughout the lesson. She
made jokes and laughed with the students. The refugee students also seemed to enjoy
the lesson. X participated 4 times during the lesson. She seemed more comfortable,
however didn’t talk apart from participating. Y only participated once with the help
of the teacher. No interaction of the students with the class was observed.
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G. REFLEXIVE JOURNALS

Reflexive Journal for EFL Teachers
While writing down on this journal, please focus on the focal points given below;
v" How do you conceptualize your EFL refugee students? In other words, how do
you view them? Do you attach any meanings to them as individuals?
v" If you were to explain refugee students through a metaphor, what would it be and
why?
v How do you view your presence in the lives of your refugee students?
v" If you were to explain your presence in the lives of your refugee students through

a metaphor, what would it be and why?

Reflexive Journal for the Refugee Students
Bu arsivi tamamlarken liitfen asagidaki 6nemli noktalara odaklanin;
v' Suriye’den Tiirkiye’ye gelen bir birey olarak kendiniz hakkinda ne sGylemek
istersiniz? Kendinizi nasil anlatmak istersiniz?
v" Kendinizi anlatan bir metafor diisiiniirseniz o ne olurdu? Liitfen sebebiyle beraber
aciklayin.
v’ Derslerinize giren Ingilizce dgretmenlerinizin hayatimizda nasil bir yeri var? Sizin
i¢in ne ifade ediyorlar?

v’ Ingilizce 6gretmenlerinizi nasil bir metaforla agiklayabilirsiniz?
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H. INFORMED CONSENT FORM

This PhD. dissertation study is conducted under the supervision of Assoc. Prof. Dr.
Perihan Savas by Kiibra Orsdemir Sagin who is a PhD. Candidate at Middle East
Technical University and an EFL instructor at a state university. The aim of this PhD.
dissertation study is to investigate the concepts of the Self and the Other in an EFL
context through two different groups; EFL teachers and their refugee students. The
study also aims to examine how these conceptualizations reflect on EFL teachers
teaching practices in their classrooms with their refugee students; together with
understanding what challenges these conceptualizations create for the refugee
students in different aspects. These conceptualizations based on “the Self and the
Other” are aimed to be investigated through the act of reflexivity.

Participation in the study must be on a voluntary basis. No personal identification
information is required throughout the study. Your information will be kept strictly
confidential and evaluated only by the researcher. The obtained data will be used for
scientific purposes only. Your name will not be added to any document. Identity will
be confidential.

During participation, for any reason, if you feel uncomfortable, you are free to quit at
any time. In such a case, it will be sufficient to tell the researcher that you don’t want
to continue in taking part in the research.

Your questions related to the study will be answered at any necessary time. | would
like to thank you in advance for your participation in this study. For further
information ~ about the study, you <can contact Kiibra Orsdemir
().

I am participating in this study totally on my own will and am aware that I can quit
participating at any time | want/ | give my consent for the use of the information I
provide for scientific purposes. (Please return this form to the data collector after

you have filled it in and signed it).

Name Surname Date Signature Course Taken
S A S—


mailto:kubraorsdemir@

I. DEBRIEFING FORM

This PhD. dissertation study is conducted under the supervision of Assoc. Prof. Dr.
Perihan Savas by Kiibra Orsdemir who is a PhD. Candidate at Middle East Technical
University and an EFL instructor at a state university in Turkey. This study aims to
investigate the concepts of the Self and the Other in an EFL context through two
different groups; EFL teachers and their refugee students. The study also aims to
examine how these conceptualizations reflect on EFL teachers teaching practices in
their classrooms with their refugee students during a global pandemic; together with
understanding what challenges these conceptualizations create for the refugee
students in different aspects. These conceptualizations based on “the Self and the
Other” are aimed to be investigated through the act of reflexivity. It is assumed that
understanding such conceptualizations can provide suggestions for teacher education
programs in issues dealing with ethnically diverse teaching contexts with refugee
students. The study also aims to contribute to the scarce number of research
elaborating on the needs of refugee students together with their needs and challenges
in an online education period.

It is aimed that the preliminary data from this study will be obtained at the beginning
of October 2021. The data will be utilized only for research purposes. For further
information, about the study and its results, please refer to the following name.

Thank you for participating in this study.

Ins. Kiibra Orsdemir (E-mail: ] )
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J. ADJUSTMENTS MADE IN FIRST AND SECOND INTERVIEWS FOR
CASE 1 AND CASE 2 AFTER THE PILOTING STUDIES

Adjustments Made in First Interviews for Both Cases:

15t Interviews

Extracted Questions Added Questions
Case 1: What  principles guide How did you decide to
EFL your decision-making with work in higher education?
Teachers regard to materials and What were you
activities you use in your motivation(s)?
classroom?  (for ESL
coordinator) with regard to (Reason for adding: In
policies and practices that order to further elaborate
you promote or enforce on the EFL teachers’
current teaching context)
(Reason for extraction:
the school of Foreign
Languages has a
standardized  curriculum
and standardized course
books and materials. As a
result, teacher agency
together with material and
activity selection was very
limited)
Case 2: Why did you decide to What are your opinions
Refugee come to Turkey? about your university?
EFL
Students (Reason for extraction: (Reason for adding: In
hesitation was observed order to further elaborate
while the student in the on the refugee EFL
piloting study tried to Students’ current teaching
answer the question. Also, context)
“Why” questions were
extracted from the How do you feel to be
interview questions since back in school after online
they might be too teaching?
demanding to answer for
students with  trauma- (Reason for adding: In
sensitive backgrounds) order to further elaborate
on refugee EFL students’
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online teaching
experience)

Is there anything else that
you would like to add
about yourself?

(Reason for adding: In
order to create a space for
the refugee EFL students
to further express
themselves)

Adjustments Made in Second Interviews for both Cases:

2"d Interviews

Extracted Questions

Added Questions

Case 1: - How might work with Do refugee students seek
EFL refugee students impact any help or support from
Teachers your future career plans? you or the other teachers
during and prior the
(Reason for extraction: It pandemic? Either
was reached to the academically or
conclusion  that  the personally?
question did not answer
Research Question 11.) (Reason for adding: In
order to further
- How much contact do you understand  the  EFL
have with your refugee teacher and refugee EFL
students’ parents? Students’ communication
and bonding level)
(Reason for extraction:
Since it was higher
education, contact with
parents was not of
primary importance)
Case 2: - Why did you decide to Will you be able to
Refugee come to Turkey? remember them?
EFL
Students (Reason for extraction: (Reason for adding: This

hesitation was observed while the
student in the piloting study tried
to answer the question. Also,
“Why” questions were extracted
from the interview questions since

question was added to
“I'm going to ask you
some questions about your
past experiences” since
during the piloting stage it
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they might be too demanding to
answer for students with trauma-
sensitive backgrounds)

was seen that the student
felt the need to answer but
felt bad when not
remembering questions
based on past experiences)

What are your perceptions
of Turkey now?

(Reason for adding: In
order to add more insight,
this question was added
after asking about students
perception of Turkey when
they first arrived)

If you had the chance to
make yourself heard to the
whole world, what would
you like to say?

(Reason for adding: In
order to create a space for
the refugee EFL students
to further express
themselves)
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L. TURKISH SUMMARY / TURKCE OZET

Ingilizce, miiltecilerin hayatin1 kolaylastirmak agisindan &nemli bir unsur olarak
goriilmiistiir. Bu baglamda, Ingilizce miilteci popiilasyonlar1 acisindan &nemli bir
gelecege yatirim araci olarak algilanmamaktadir (Steele, 2017). Transit konumdaki
miilteciler, yerlesim oOncesi baglamlarinda Ingilizce seviyelerini 6grenme veya
gelistirme sansina sahip olduklar1 zaman daha iyi bir adaptasyon sansina, stireklilik
duygusuna sahip olmakla birlikte diinya capinda daha az iletisim soruna sahip
olabilir (Celik, 2017). Bu gibi durumlar, hayatlarinda devam etmeleri i¢in umut
kaynagi olarak ¢ok Onemli faktorlerdir. Bu aciklamalar dogrultusunda, UNHCR
istatistik raporlari, Ingilizcenin gogunluk tarafindan konusuldugu iilkelere sigmmak

ve yerlesmek istediklerini gosteriyor.

Heidelberg Uluslararast1 Catigma Arastirmalart Enstitiisi  (HIICR), catismalarin
devami olarak 2019'u en siddetli catisma yili olarak belirlemistir. BM Miilteci
Ajansi'nin (2019) istatistik raporlar1 gosteriyor ki, toplam miilteci sayisinin %57’si
Suriye, Afganistan ve Giiney Sudan’dan gelmektedir. Bu verileri, 6zellikle iilkede
artan sayida siginmacinin dramatik bir durumuna yol acan 2011 yilindak Suriye I¢
Savasi ile ilgilidir (Eruyar et al., 2018). Miilteci akiminin 6niimiizdeki donemlerde de
devam edecegini diislinerekten egitim basta olmak {izere farkli alanlarda
diizenlemeler yapilmasi gerekmektedir. Ayrica miilteci akininin sinirhi oldugu da

gorilmektedir.

Ev sahibi {ilkeler arasinda, 3,6 milyonu Suriyeli olmak {izere toplam 4 milyon
miilteciye ev sahipligi yapmasindan dolayr Tiirkiye diinya ¢apinda en fazla miilteci
popiilasyonuna sahip cikan iilke oldugu kaydedilmistir (UNHCR, 2020). Ayrica
Suriyeli miilteci topluluklarin %98'inden fazlasimin Tiirkiye genelinde 81 ilde
yasadig1 belirlenmistir (UNHCR, 2020). Bu popiilasyonun topluma entegrasyonu ve
adaptasyonu kritik bir konu haline gelmistir (Stephan, 2012). Cesitli baglamlarda
gortldiigli gibi, yerel halkin kitlesel gocte rahatsiz oldugu belirlenmekle birlikte b

rahatsizligin ilerleyen donemlerde Onyargiya ve yabanci diismanligina Yol
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acabilecegi belirtilmistir. Bu tutumun nedeni dnceden olusturulmus 6nyargilar veya
kiiltirel ve sosyo-tarihsel arka plan bilgisi eksikligi gibi farkli sosyo-politik
nedenlerle birlikte isini kaybetme kaygisi, gelirin azalmasi, emegin artmasi gibi

sebeplere bagli olan ¢esitli ekonomik nedenlerden kaynaklanabilir.

Miilteci popiilasyonu goz oOniine alindiginda bu popiilasyonunun ¢ogunu genglerin
olusturdugunu belirtmek gerekir. Bu bilginin yani sira, 1989 yilinda yapilmis olan
cocuk haklar1 ve 1951 yilinda yapilmis olan miilteci haklar1 sézlesmelerinde egitimin
temel hak olarak varsayilmigtir. Bu bakis agisi dogrultusunda, Birlesmis Milletler
(BM) kapsayici ve esitlikgi egitimle beraber herkes i¢in hayat boyu 6grenme fikrini
saglamayr hedef almistir. Sonu¢ olarak, 2016 yilinda yapilmis olan BM Genel
Toplantisinda Tiirkiye de dahil olmak tizere pek ¢ok iilke miiltecilerin egitim hakki
icin sorumluluk almistir. Egitim temel bir insan hakki olmasinin yani sira, topluma
saglikli entegrasyon i¢in de bir ara¢ olarak goriilmektedir, boylece ev sahipligini
yapan toplumun sosyokiiltiirel yapisina miilteci topluluklarin adaptasyonu daha etkili
bir sekilde olabilmektedir. Fakat egitim araciligiyla gerceklesmesi diisiiniilen bu
sosyalizasyon siireci ¢cok kolay bir siire¢ degildir. Bunun sebebi olarak ev sahipligi
yapan lilkenin olusturdugu ve gelistirdigi sosyal yapilarin yanin sira, miilteci
topluluklarin ayni sekilde bu ortama getirdigi sosyo-kiiltiirel yapilanmalarin farkl
olmasindan dolay1 olabilmektedir. Bunun sebebi olarak bireylerin tarihsel ve sosyal
acidan konumlanmis olmalaridir. Bu noktada, bu sosyal yapilandirmalar
anlayabilmek adina i¢ gozlemsel bir doniis yapmak ve bu sosyal yapilandirmalarin
miiltecilerin egitim baglamlarindaki sosyalizasyon siirecine etkisini anlamak onem

arz etmektedir.

Yasanan miilteci kriziyle beraber, Diinya ayn1 zamanda 2019 yilinin Aralik ayinda
tim diinyay1 biiyiik bir hizla saran bir viriis felaketiyle karsilagti. Mart 2020°de
Diinya Saglik orgiitii Covid-19 salginin diinya ¢apinda bir salgin oldugunu duyurarak
insanlar1 hizli yayilmi konusunda uyardi. Mayis 2021°de Diinya Saglik Orgiitii
tarafindan yayinlanan verilere goére diinya caginda salgina dayali 3,288,455 6liim
gozlemlenmistir. Bu Oliimler dogrultusunda devletler onlem kapsaminda sokaga

cikma kisitlamalar1 getirmistir. Boylece, pandemi sadece saglik sektoriinde degil,
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aynt zamanda politik, ekonomik, ve egitim alanlarin1 da derinden etkilemistir.
Okullarin ¢evrimigi egitime gegmesiyle beraber, Covid-19 egitim ve Ogretimi
yeniden yapilandirmistir. Elestirel bir bakis acisindan bakildiginda, ¢evrimici
Ogrenme ortami beraberinde pek ¢ok sosyal esitsizligi de getirmistir. Bu farkindalikla
beraber, egitim araciligtyla sosyal baglama entegrasyonu amaglanan go¢men ve

miilteci topluluklarin adaptasyonu konusunda problemler gozlemlenmistir.

Geleceklerine énemli bir yatirim araci olan Ingilizcenin miilteciler {izerindeki énemli
roliinii g6z &niinde bulundurarak, ve ayn1 zamanda Ingilizcenin Yabanci Dil olarak
ogretildigi siniflarda bulunan miilteci dgrencilerinin egitim siirecine katki saglamak
amactyla mevcut c¢alisma, Covid-19 pandemisi sirasinda Yabanci Dil Olarak
Ingilizce 6gretimi (EFL) baglaminda diisiiniimsellik eylemi iizerinden “Ben” ve
“Oteki” kavramlarm iki farkli grup iizerinden arastirmayr amaclamaktadir; EFL
Ogretmenleri ve miilteci EFL 6grencileri. Calisma ayrica bu kavramsallastirmalarin
Ingilizce &gretmenlerinin miilteci dgrencilerle dil &gretimi uygulamalarina nasil
yansidigini incelemeye odaklanmakla birlikte bu kavramsallagtirmalarin farkli
acillardan miilteci EFL Ogrencileri i¢in ne gibi zorluklar yarattigini anlamayi
amaglamaktadir. Bunun yani sira, ¢alisma ayni zamanda Covid-19 pandemi
siiresinde gerceklesmis olan ¢evrimigi egitim doneminde yasadiklar1 zorluklari
anlamakla beraber bu zorluklarmn {stesinden asil geldiklerini kavramayi

hedeflemistir.

Dil siiflarindaki global adalet zihin yapisini tetikleyebilmek adina mevcut ¢aligma
bu konular1 inceleyebilmek i¢in teorik altyapr olarak post-yapilandirilicilik temelli i¢
gozlemselciligi ele almistir. Bu baglamda i¢ gozlemselcilik bireylerin kedi 6z
beliklerindeki olusturmus olduklar kiiltiirel ve inan¢ degerlerini sorgulamaya itmekle
beraber bu yapilandirmalarin “Gtekiler” baglamindaki algilarini nasil etkiledigini
anlamayr amaglar. Bu agiklama ek olarak post-yapilandirilicilik temelli i¢
gozlemselcilik bireylerin olusturulmus yapilara karsi daha aktivist davranabilme
kapasitelerini tetikler. Benzer bir sekilde, i¢ gozlemselcilik araciligiyla elestirel bir
sekilde tutumlar iizerine yogunlasilabilip bu alanda gerekli degisiklik yapilabilme

potansiyelini veya temelini olusturur. Diger bir deyisle, bilisse bir siire¢ olan i¢
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gozlemselcilik araciligiyla bireyler benlik sistemlerinde olusturduklart veya
olusturulan  ideolojik  temelli  inanglart  ve  sosyal  yapilandirmalari
sorgulayabilmelerini saglar. Egitim baglaminda, i¢ gozlemselcilik okul ortaminda
mevcut olan cesitlilik iizerine daha elestirel ve acik goriislii olma bilincini

gelistirmeyi hedef alan biligsel bir siiregtir.

Bu calisma, mevcut amaclar kapsaminda miilteci egitimi literatiiriine, EFL 6gretmen
egitimi literatlirline ve Tiirkiye’deki miilteci 6grenci egitimi konusundaki yasal
diizenlemelere katki saglamay1 amaclamaktadir. kiiresel kapitalizm, farkli ekonomik,
sosyal ve politik boyutlar1 olan toplumsal yagamin tiim alanlarin1 kapsar. Kiiresel
kapitalizmin bir sonucu olarak belirli uluslar, topluluklar veya bireyler miilteci veya
siginmaci olmak gibi yerinden edilmeyle kars1 karsiya kalabilir. Ne yazik ki, kiiresel
kapitalizmin bu boyutlari, dislama, baski ve ayrimcilikla ilgili bolinme temelli
ideolojiler yaratabilir. Arastirmacilar, toplumsal biitlinlesme ve sosyal adalete ulagsma
siirecinde okullarin hayati roliine odaklanmaktadir. Bu tiir kritik cesitlilikteki
baglamlarda ¢alisan 6gretmenler, bu tiir gruplarin sosyal entegrasyonunu saglama ve
siirdiirme konusunda ¢ok onemli bir role sahiptir. Ancak, bunu yapabilmek i¢in
Ogretmenlerin bu tiir zihniyetleri insa etmeleri hayati 6nem tasimaktadir, ¢iinkii
kiiresel biligsel adalet olmadan k iiresel sosyal adalet olmayacagi savunulmaktadir.
Okullarda ve Ogretmenlik mesleginde artan cesitlilikle birlikte egitimin
'kiiresellesmesi' i¢in {iniversitelerin bu konuya hazirlikli mezunlar hazirlamasina
ihtiya¢ duyuldugundan, bu ¢alisma, miilteci 6grencilerle ¢alisan dil 6gretmenlerinin
insa edilmis epistemolojileri ve ideolojileri ve bu insa edilmis ideolojilerin 6gretme
ve dgrenmeyi nasil etkiledigi amaci dogrultusunda Ingilizce dgretmenligi egitimi
literatiirtine katkida bulunmayr amaglamaktadir. Bu tiir kavramsallastirmalari
anlamak, “Benlik ve Oteki” ile ilgili konulara odaklanarak ve gesitlilikle konulari ele
alirken diisiiniimsellik eylemine odaklanarak miilteci 6grencilerle etnik olarak g¢esitli
ogretim baglamlariyla ilgilenen konularda Ingilizce 6gretmenligi egitimi programlari

icin Oneriler saglamay1 amaglamaktadir.

Caligma ayni zamanda miilteci Ogrencilerin ihtiyaglarini inceleyen az sayidaki

aragtirmaya da katkida bulunmay1. Azinlik 6grencilerinin okullarda grenmelerini ve
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psikolojik uyumlarin1 anlamak i¢in nicel bir gelenekte yiiriitiilen ¢ok sayida arastirma
vardir. Bununla birlikte, bu nicel ¢alismalar genellikle baglamsal ayrintilandirmay1
ve konunun derinlemesine bir analizine odaklanmamaktadir. Ayrica, miilteci
Ogrencilerin entegrasyon siirecinde kiiltiirel ve dilsel bilginin 6nemi olduk¢a ¢oktur.
Bu tiir konulardaki kavramsallastirmay1 inceleyerek, bu tiir yapilarin miilteci
ogrencilerle farkli Ingilizce dil smiflarinda 6gretme ve 6grenme siirecini nasil

etkiledigine bakarak ilgili literatiire 151k tutmasi amac¢lanmaktadir.

Calismanin bir diger amaci, farkli egitim baglamlarinda yasal diizenleyiciler ve
yoneticiler i¢in c¢ikarimlar saglamaktir. Acil durumlar miilteciler i¢in egitimde
tepeden inme kararlar1 gerektirebilir, bu nedenle egitim sektoriinde miilteci krizinin
yonetimine bakmak, merkezi yonetimin karar ve uygulamalarinin arastirilmasini,
dolayisiyla makro politikalarin arastirilmasi  gerekli olabilir. Sonug¢ olarak,
calismadan elde edilen ¢ikarimlarin miiltecilerin uyum ve dgretme-6grenme siirecini
kolaylagtirmaya 151k tutabilecegi ve Tiirkiye'deki miilteci dgrencilerin entegrasyon

stirecine dayali politikalara iliskin goriisler sunabilecegi diisiiniilmektedir.

Son olarak, farkli arastirma g¢alismalari, Covid-19 viriisiin yayilmasmi durdurmak
icin hiikiimetler tarafindan 6ne siiriilen 6nlemlerin etnik azinliklar ve miilteciler gibi
belirli sosyal gruplar iizerinde daha dramatik etkileri oldugunu géstermistir. Ayrica
bazi arastirmacilar, okullarin kapanmasiin egitim kurumlarinin 6grenciler arasinda
esitleme amacii engelledigini gozlemlemislerdir. Cevrimigi egitim modelleriyle
sonuglanan kiiresel bir pandemi sirasinda miilteci 6grencilerin deneyimlerine iliskin
korkutucu aragtirma sayis1 nedeniyle calisma ayni zamanda miilteci 0grencilerin

Covid-19 salgin1 doneminde karsilastiklar1 zorluklart anlamay1 da amaglamaktadir.

Yorumlayici bir arastirma yaklasimini takip eden bu nitel ¢aligma, fenomeni zengin
bir repertuar araciligiyla anlamak i¢in c¢oklu vaka arastirmasi yapmaktadir. Nitel
arastirmayi felsefi olarak konumlandirmak bu ¢alisma i¢in esastir, ¢linkii boyle bir
konumlandirma gergekligin dogas1 (ontoloji) ve bilginin dogasi (epistemoloji)
hakkinda inanilanlar1 yansitir. Arastirmada yorumlayici yaklasim su disiinceyi

desteklemektedir: bireyler kendi tarihsel ve toplumsal yasantilar1 aracilifiyla 6znel
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anlamlar yaratirlar ve bu siibjektif anlamlar dogrultusunda pargas: olduklari
diinyadaki deneyimlerini anlamlandirirlar. Yorumlayict yaklagimi benimseyen
arastirmacilarinin  temel amaci mimkiin oldugunca katilimcilarin olaylar ve
kavramlar hakkindaki kendi yorumlarin1 okuyucuya aktarmaktir. Sonug olarak,

arastirmacilarin amaci bagkalarinin anlamlarin1 anlamak ve yorumlamaktir.

Vaka calismalar1 gergek hayati, konumlandirilmis baglamsal boyuttaki simirlar
cergevesince derinlemesine veri toplayarak arastirmayi hedef alir. Bagka bir deyisle,
vaka caligmalar1 ger¢cek yasam baglamlari igindeki vakalarin arastirilmasini amaglart.
Vaka c¢aligmalarinda 6nemli olan vakalarin kalin bir tanimimni saglamaktir boylece
vakalarin okuyucularinin goziinde canlanmasi hedef alinmaktadir. Vaka g¢aligmalari
ayni zamanda yogun, ayrintili ve biitiinciil bir tanimlama olarak da tanimlamaktadir.
Vaka c¢alismalarina bagli olarak, ¢oklu vaka calismalari belirli bir konunun farkl
bakis agilarini gosterir, bu sekilde arastirmaci fenomeni daha derinden anlayabilmek
icin birden fazla vaka lizerinden calismayr amaclar. Bu sebepte oOtiirli mevcut
calisma EFL Ogretmenlerinin ve ayni baglamdaki miilteci 6grencilerinin benlik ve
oteki kapsamindaki kavramsallastirmalarini anlayabilmek adma yorumlayict bir
yaklasim g¢ergevesinde ¢oklu vaka calisma yontemini kullanmistir. Birinci Vaka EFL

ogretmenlerini kapsarken, ikinci vaka, onlarin miilteci 6grencilerini kapsamaktadir.

Arastirmanin gergeklestigi baglami daha derinden anlayabilmek adina, veri toplama
stirecinin Covid-19 pandemi siireci dahilindeki yiiz ylize egitimin tekrardan ilk defa
basladig1 2021-2022 akademik yilinda Tiirkiye’deki bir devlet {iniversitesinde
bulunan Yabanci Diller Yiiksekokulu'nda gergeklestigi belirtilmelidir. Veri toplama
siirecinin  gergeklestigi 2021-2022 akademik yilinin giiz déneminde Ggrencilere
haftalik 20 saat Ingilizce egitimi verilmekteydi. Onceki yillarda, her hafta icin toplam
ders saati 26'idi. Ders saatlerindeki bu diislis sebebi Kiiresel Pandemi siirecindeki
sosyal temasin minimuma indirgeme amacidir. Ders saatlerinde bu azalmaya karsilik
olarak beceri temelli dersler (Okuma, Yazma, Dinleme ve Konugsma dersleri)
miifredattan ¢ikarilmis ve tiim dil becerilerini biitiinsel bir sekilde kapsayan “Ana
Ders” adi altindaki ders entegre edilmistir. Bunun yani sira, yazma dersini

yogunlagtirabilmek adina, EFL 6gretmenleri 6grencilerinin evde yapabilmeleri igin
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ekstra materyaller verdiklerini belirtti. Bunun yani sira, pandemiden 6tiirii oturma her
sinifta yakin temastan kaginacak sekilde olusturulmustur ve ders boyunca maske

takmak zorunlu idi.

Katilimcilarin  secilimi konusunda ise, niteliksel bir arastirma modeli {izerinde
calisma yiiriitiildiigli i¢in, arastirmanin temel amaci belirli bir duruma iliskin zengin
ve gesitli iggoriiler saglamaya dayanmaktadir. Temsil edicilikle ilgilenmekten ziyade
incelenen fenomen baglamsal cergeveler icerisinde detayli bir sekilde arastirilmay1
amaglanir. Bu amag¢ dogrultusunda katilime1 se¢iminde amagli 6rnekleme yontemi
kullanmistir. Bunun sebebi, konuya zengin bir i¢ gorii saglamak adina, bilgi saglama
acisindan zengin oldugu diisiintilen katilimcilarin seg¢ilmesidir. Derinlemesine bir
anlayis kazanmak amaciyla alti katilimci (her vaka igin ii¢) secilmistir. Biitiin
katilimcilar1 ayni kurumda yer almaktadir. Her vaka i¢in ii¢ katilimer segmenin
nedeni, derinlemesine bir bakis agisi saglayabilmektir. Arastirmada, sosyo-biligsel
anlayislar ve yorumlar gibi yogun bir ¢alisma igerdiginden dolay1 daha fazla sayidaki
katilimcidan kalite kaygilar1 acisindan kaginilmistir. Coklu vaka caligmalarinda,
katilimer sayist en yiiksek oncelik olmamalidir, Arastirmaci, katilimeilar: belirlerken
amacli Ornekleme stratejisi kullanmistir. Bu g¢alisma c¢oklu bir vaka caligmasi
oldugunda dolayi, her vaka i¢in katilimci se¢iminde farkli kriterler belirlenmis olup,
katilmcilar bu kriterler dogrultusunda katki saglamak isteyenler ¢ercevesince

secilmistir.

Birinci Vaka’daki ilk EFL 6gretmeni olan T1’in Ingilizceye meraki ¢ok kiigiik
yaslarda baglamisti. 2000 yilinda Ingilizce Ogretmenligi boliimiinden mezun
olduktan sonra yine ayni boliimde yiiksek lisans egitimine devam etti. Mezuniyetini
takiben, 2003 yilinda meslege baslamis olup ara vermeden aymi alanda doktora
egitimine baslamistir. Yiiksek lisans ve doktora calismalar1 sirasinda T1, Tiirkiye'de
bir ortaokulda Ingilizce 6gretmeni olarak calistyordu. Yiiksek lisans calismalari ve
doktora calismalar1 onu gelistirdi ve bu sebepler cercevesince yiiksekdgrenimde
ogretmenlik kariyeri baglamis oldu. Sonug olarak 6 yil bir devlet okulunda ¢alistiktan
sonra 2007 yilinda T1 su anki iniversitesinde bulunan Yabanci Diller Yiiksek

Okulu'na EFL 0gretim gorevlisi olarak ise basladi.
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Birinci Vaka’nin diger katilimcisi olan T2 de yine T1 gibi ¢ok kiigiik yaslardan beri
Ingilizce'ye ilgi duymaktaydi. Ingilizce onun igin higbir zaman zorunlu bir segenek
olmadi, o her zaman bu alanda kariyerine devam etmesinin neden olan bu dile kars1
biiyiik bir motivasyon besliyordu. Ogrencilik yillar1 boyunca hem cok ¢aliskan hem
de cok sosyal bir kisiydi. Liseden mezun olduktan sonra 2001 yilinda Tiirkiye’deki
bir devlet iiniversitesinde Ingiliz Dili Egitimi 6grencisi oldu. 2005 yilinda Kamu
Personeli Se¢me Sinavi'na (KPSS) girdi ve kiiciik bir ilgedeki bir ilkokula Ingilizce
Ogretmeni olarak atandi. Bu arada 2006 yilinda Tiirkiye'de bir devlet iiniversitesinde
Ingilizce gretimi alaninda yiiksek lisans egitimine basladi. 2007 yilinda yurt disinda
deneyim kazanmak icin Fullbright programina basvurdu ve Amerika'da bir kolejde
Tiirkce Ogretmeye basladi. 2008 yilinda Tiirkiye'ye dondii ve 2009 yilinda yiiksek
lisansin1 tamamladi. Amerika'dan dondiikten ve yiiksek lisansini tamamladiktan
sonra T2, kariyerinde yiiksekdgrenimde devam etmek istedigini anladi ve boylece

2017 yilinda

hem Ingilizce &gretimi alaninda doktora programina katilmakla beraber ayni
zamanda su andaki calistig1 {iniversitenin Yabaci Diller Yiiksekokulu’'nda goéreve

basladi.

Birinci Vaka’nm iigiincii ve son katilimcist olan T3 25 yildir ingilizce Ogretmeni
olarak calismaktadir. Babasmin Ingilizce 6gretmeni olmas1 nedeniyle dile ¢ok erken
yaslarda ilgisi ve farkindahigi baslamustir. Ingilizce merakini tetikleyen bir diger
sebep ise ¢ocuklugu boyunca Amerika’ya gerceklestirmis olduklar1 seyahatlerdir.
Boylece zaman igerisinde ingilizce 6gretmeni olmaya karar vermistir. 1996 yilinda
Tiirkiye'de bir devlet iiniversitesinden mezun olduktan sonra, T3 bir devlet okulunda
ilkokul seviyesinde Ingilizce 6gretmeni olarak ise basladi. Bu devlet okulunda ii¢ y1l
ogretmenlik yaptiktan sonra, yasadigi zor kosullar nedeniyle yiiksekdgretimde
calismaya karar vererek mevcut kurumu ve {iniversitesinde 2000 yilinda goreve

basladi.

Ikinci Vakanm ilk miilteci 6grencisi olan S1 22 yasinda olup. Ailesiyle birlikte

yasamaktadir. U¢ kiz kardesi ve bir kiiciik erkek kardesi vardir. Tiirkiye'de mevcut
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calismanin yiriitildigi devlet tiniversitesinde Yabanci Diller boliimii 6grencisidir.
Esas boliimii ingilizce Ogretmenligidir. Gelecekte akademisyen olup kendi alaninda
doktora derecesine sahip olmay1 istemektedir Doktora derecesi ile kendi alaninda
derece. Su anda ii¢ dil biliyor. Bu diller Arapca, Tiirkge ve Ingilizcedir ve halen
gelisme asamasindadir. S1 baska bir dil olarak Fransizca ve Almancayi da 6grenmek
istemektedir. Bunlarin yani sira, psikoloji alanina da ¢ok ilgisi oldugundan dolay1 bu
alanda yiiksek lisans yapmay1 istemektedir. S1 Suriye’den geleli 8 yil olmustur.
Ailesi sartlara dayanmaya calisip daha fazla dayanamadiklart i¢in kendisi 14
yasindayken Tiirkiye’ye gelmislerdir. Tiirkiye'ye ilk geldiginde, bazi sorunlar1 vardi.
Bu sorunlarin baginda dil geliyordu. Bir fabrikada ilk ise basladiginda Tiirkgesini
biraz gelistirebildi. Bir fabrikada iki yil ¢alistiktan sonra okula baslamaya karar

verdi. S1 ilerisi i¢in giivende ¢alisip yasayabilecegi bir yer istiyor.

Ikinci Vakanmn ikinci miilteci grencisi olan S2 de 22 yasindadir. Tiirkiye'ye ilk
olarak 2013 yilinda geldiler. Ailede egitimine devam eden tek ¢ocuk S2'dir. Babasi,
egitimine devam etmeye karar vermesinde ona biiylik destek oldu. Dil, ilk
asamalarda onlar i¢in biiylik bir engeldi. Anne babasi hala Tirk¢e konusamiyor
cinkii Tiurkge dili Ogretim merkezlerine devam edemediler. Bu silire zarfinda
ekonomik durumlart da son derece kotiiydii. Sonu¢ olarak, erkek kardesleri bir
fabrikada calismaya basladi. S2 calisip ailesi i¢in para kazanmak istedi ama babasi
onun ¢aligmasini istemedi. Sonunda, S2 okula gitmeye karar verdi. Bir Tiirk okuluna

basvurdu.

Okul yonetimi onu devam ettirmek yerine birinci siniftan baglamasini istedi. S2 bunu
istemedi, bu ylizden fikrini degistirdi. 2019 yilinda okudugu sehirde bir Suriye
okuluna gitmeye karar verdi. Dokuzuncu siniftan on iki sinifa kadar orada egitimine
devam etti ve lise diplomasi almaya hak kazandi. Liseden mezun olduktan sora, S2
Yabanct Ogrenci Smavina girerek Ingilizce Ogretmenligi boliimiine girmeye hak

kazandi.

Ikinci Vakanin iiciincii ve son katilimcist olan S3 22 yasindadir. Yedi erkek kardese

sahip olup kendisi ailenin en biiylik ikinci c¢ocugudur. Mevcut ¢alismanin
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yiiriitiildiigli devlet iiniversitesinde makine miihendisligi bolimi 6grencisidir. Ancak
su anda Yabanci Diller Yiiksek Okulu'nda Ingilizce egitimi almaktadir. Kendisi dahil
tim kardesleri egitim hayatlarina devam ediyor. S3'liin ebeveynleri ailedeki
cocuklarin okula gitmeleri konusunda ¢ok destekleyiciler. S3'iin babasi, Istanbul'da
uzun yillardir yasayan kardesi sayesinde Tiirkiye'ye gelmeye karar verdi. Ulkede
catigmalar yasanmaya baslayinca, Baba, agabeyinin hemen yaninda Tiirkiye'ye
gelmeye karar verdi. S3 Tirkiye'ye geldikten sonra bir yil boyunca pek
sosyallesmedi ama sonra sosyallesmeye basladi. Tiirkge Dil okulunda bir yil
gecirdikten sonra S3 Tiirkce dil becerilini dogal bir ortamda sosyallesme araciligryla

gelistirmeye devam etti

Mevcut arastirmada benlik ve oteki baglamindaki kavramsallagtirmalari anlamak,
hem Ingilizce 6gretmenleri hem de miilteci kokenli dil dgrenenler tarafindan insa
edilen ideolojiler hakkinda i¢ goriiler saglayarak Ingilizce Ogretmen Egitimi
literatiiriine katkida bulunmanin yanmi sira miilteci 6grencilerle etnik olarak farkli
Ogretim baglamlariyla ilgilenen konularda 6gretmen egitimi programlari i¢in 6neriler
sunar. Bu odak noktalarim1 arastirmak i¢in, yorumlayici bir arastirma yaklagiminin
ardindan, hem Ingilizce 6gretmenleri hem de miilteci dgrencileri elestirel olarak
incelemek icin coklu bir vaka g¢aligmasi tasarimi benimsenmistir. Veri toplama
araglar1 agisindan ¢aligma, yar1 yapilandirilmig goriismeler, yiiz yiize siif gozlemleri
ve i¢ce-doniislii glinliikler gibi tiggenleme amaclarina ulagsmak i¢in ¢esitli veri toplama

araclarini benimsemistir.

Sozli bir degis tokus olan yar1 yapilandirilmig gorligmelerde gorligmeci, sorular
sorarak goriisiilen kisiden bilgi almayr amaglar. Merkezi bir konu {izerinde
detaylandirilmis birkag yol gdsterici soru arastirmaci tarafindan hazirlanir ve
goriisiilen kisi bu sorular1 bir kesif yoluyla yanitlamaya tesvik edilir. Onceden
belirlenmis bir soru listesi olusturulsa da yar1 yapilandirilmis goriismelerde
arastirmaci, bu siire¢ icerisinde katilimcilara daha fazla ilerleme firsat1 verecegine
inandiklar1 konularla detaylandirabilirler. Veri toplama siirecinde arastirmaci
tarafindan dort adet yar1 yapilandirilmis goriismeler kullanilmistir. Uyarlanan ilk

goriigmede arastirmacilarin arka planlarina yonelik bilgi edinimi amacglanmistir.
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Vaka 1 (EFL egitmenleri) i¢in yapilan ilk goriismedeki odak noktalar, onlarin kisisel
gecmisleri ve Ingilizce 6gretmeni olma yolundaki ilerleyisleri hakkindaydi. Vaka 2
(miilteci Ogrenciler) icin ilk gériismedeki ana odak noktas1 onlarin Tiirkiye’ye
gelmesiyle ilgili kisisel ge¢mislerine ve Ingilizce 6grenme deneyimleri iizerine idi.
Vaka 1 i¢in uygulanan ikinci goriismedeki temel hedef, EFL &gretmenlerinin
kendilerini  miilteci  0grencilerinin  hayatinda  profesyonel acidan nasil
kavramlastirdiklarin1 anlamakla birlikte, miilteci 6grencilerini de yine ayni sekilde

nasil kavramlagtirdiklarini anlamaya yonelik idi.

Vaka 2 i¢in gergeklestirilmis olan ikinci goriisme, ¢alismanin iiglincii arastirma
sorusunu cevaplamayi amaglamaktadir. Bu ama¢ dogrultusunda EFL baglaminda
kendilerini nasil kavramsallastirdiklarini anlamakla beraber EFL 6gretmenlerini de
nasil kavramsallastirdiklarini anlamay1 hedeflemistir. Benzer sekilde, bu amagclar
dogrultusunda benlik ideolojilerine dayali kavrayislar1 anlamak da hedeflenmistir.
Vaka 2 i¢in iiglince goriisme dordiincii aragtirma sorusuna 1s1k tutmakta olup, miilteci
Ogrencilerin bu kavramsallagsmalar karsinda karsilastigi zorluklar ve bu zorluklarla
bas etme yontemlerine odaklanmaktadir. Ayni sekilde, hem ¢evrimigi bir egitimde
hem de yiiz ylize EFL baglaminda karsilasin kavramsallastirmalarin 6n bulgularina
iliskindir. Vaka 2 i¢in Miilakat III onceki goériismeler analiz edildikten sonra her

katilimci i¢in bireysel olarak olusturulmustur.

Bu calismada kullanilan diger bir ara¢ ise smif gozlemi ve uyarilmis odaklanan
goriigmeleridir. Her iki veri toplama aract da ikinci arastirma sorusuna 11k tutmak
icin olusturulmustur. ikinci arastirma sorusunun temel amaci EFL &gretmenlerinin
benlik ve dteki kavramsallastirmalarinin miilteci dgrencilerine Ingilizce 6gretimini
nasil etkiledigini anlamaya yonelik idi. Gozlemler hem emik hem de etik bakis
acilarinin kazanilmasiyla ilgili vaka ¢aligmalarinda esastir. Bir vaka g¢alismasinda
giivenilir iddialar, hem emik hem de etik goz Oniinde bulundurulmalidir, emik
perspektiflere ulasmak amaciyla gbzlem yiiriitmek derinlemesine iddialarda
bulunmak igin etkili bir aractir. Katilimcilarin kendilerini ifade etmede sorun
yasayabilecekleri konusunda miilakatlar sorun yaratabilir. Go6zlemler bu gibi

durumlarn telafi etmek i¢in ideal bir nitel veri toplama bigimi olarak goriilmektedir.
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Gozlemler sirasinda, arastirmacilar davranigt ve bireylerin arastirma sahasindaki
faaliyetleri hakkinda alan notlar1 alir. G6zlemler karsilastirmayr miimkiin kildigindan

dolay1 goriismeye etkili bir yardimcr olarak kabul edilir.

Arastirmada kullanilan bir diger veri toplama araci ice doniigli gilinliiklerdir.
Diisiinsellige dayali caligmalar, kiiltiirel tarihlerin ve deneyimlerin, cagrisimlarla
birlikte bireysel 6znellikleri ve kimlikleri sekillendirdiginin farkindaligindadir. Ice
dontisli giinliikler elestirel bir sekilde kisisel kavramlastirmalarimizi incelemek ve
anlamak i¢in bir i¢ diyalogu tesvik eder. Bu bakimdan elestirel diislinme yetenegini
de  barindirmaktadir.  Ice  doniisiimliiliik/diisiniimsellik  bu  gibi  kritik
kavramlastirmalar1 incelemek i¢in metodolojik bir ara¢ olarak goriilebilir. Bu odak
noktalar1 dogrultusunda, ice doniislii giinliikler caligmaya dahil edilmistir. Bu
calismada, 0z-farkindaliga dayali bu tiir konular1 sorgulamay1 tesvik etmek adina
dahili bir diyalogu tesvik edebilmek icin agik u¢lu metaforlar katilimcilardan
istenmistir. Metaforlarin inanglar ve kimlik gibi zor kavramlarin canli katilimcilarin
diistincelerinde agiklayici olmalarina olanak taniyan anlayish bir yoldur. Metaforlar,
zor kavramlar1 daha kapsamli bir sekilde ifade etmeye veya karakterize etmeye

yardimci olabilir.

Ice doniislii giinliiklerin kullaniminin  yam sira, iiye kontrolii goriismesi de
yiriitilmistir. Nitel arastirmalarda iiye kontrolii ¢alismanin giivenilirligini korumak
adma siklikla kullanilmaktadir. Uye kontrolii goriismesi ayrica, verilerin
katilimcilarin - kendileri tarafindan dogrulanmasi yoluyla {i¢genleme hedefleri
dogrultusunda bu analizleri onaylamalarina veya reddetmelerine izin vererek
katilimcilara ses verir. Calismadaki yoklugu epistemolojik ve metodolojik bir
eksiklik olusturur. Bu amaglar dogrultusunda, analiz edilen her veriden elde edilen

bulgular, veriyi temin eden katilimcinin onayiyla arastirmaya dahil edilmistir.

Veri toplama siireci 2021-2022 akademik yili giiz doneminde gerceklestirilmistir.
Etik kuruldan gerekli tiim izinler alindiktan sonra ve katilimcilardan bilgilendirilmis
onay formlarinin temin edilmesinden sonra araciligiyla veri toplama siireci baglatildi.

Ver toplama siireci katilimcilarin programlarmma en uygun sartlar dogrultusunda
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yirlitiilmistiir. Ayrica nitel arastirmalarda veri toplama yinelemeli bir siire¢ olmakla
beraber, verilerin toplanmasi sirasinda doygunluga ulasilmasi hedef olarak kabul

edilmistir.

Arastirmanin veri toplama dénemi 2021-2022 egitim-0gretim yilinin ilk yariyili olan
Giiz doneminde baslamis ve Bahar yariyilinda devam etmistir. Etik kurul onay formu
alindiktan sonra oOncelikle pilot ¢alismalar yiiriitiilmistiir. Pilot ¢aligmalarda temel
hedefi olusturulan goriisme sorularinin kalitesini arttirmaya yonelik idi. Pilot
calismay1 yuriittiikten sonra veri toplama araglarina gerekli diizeltmeler yapilmistir.
Pilotaj siirecinin ardindan, ilk goriismeler, EFL egitmenleri ve miilteci 6grenciler
olarak gecmislerini derinlemesine anlayabilmek amaciyla her iki vakayla ayri ayri

yapilmistir.

Mevcut ¢caligmada veri analizi devam eden bir siire¢ olarak algilanmakla beraber veri
toplama ile es zamanl olarak yapilmistir. Nitel bir arastirma yliriitiirken, arastirmaci
problemin farkindadir ve bu spesifik durumu arastirmak i¢in veri toplamak ig¢in
amacli bir 6rneklem se¢mistir. Bununla birlikte, arastirmaci, arastirmadan bu yana
nihai kesfin ne olacagini bilmez. Nihai iiriin, tiim siire¢ boyunca toplanan ve analiz
edilen verilerle sekillenir. Yeni i¢ goriiler olusturmak igin nitel veri analizinin
yapilmas1 gerekmektedir ve bu analiz yontemleri esnek ve veri odaklidir.
Yorumlayict analiz bi¢imlerinde, bir teori ile baslamak yerine, anlam kaliplari
timevarimsal olarak olusturulur. Veri analizine yonelik tiimevarimsal yaklasimlar,
veri analiziyle ilgili toplanan verileri igerir. Arastirmanin odak noktasi tlimevarimsal
bir yaklasim oldugundan, hipotezler 6nceden iiretilmez ve dolayisiyla veri toplama
icin ilgili degiskenler onceden belirlenmemistir. Bundan ziyade, daha ¢ok neyin
onemli oldugu verilerin kendisinden, timevarimsal bir akil yiiriitme siireciyle ortaya
cikar. Sabit karsilagtirmali yontem, nitel verilerin tiimevarimsal analizini yiiriitmenin
bir yoludur ve bu g¢alismada bu yontem kullanilmistir. Veri analizinde sabit
karsilagtirmali yontem, arastirmaciya arastirmanin hedefi dogrultusunda olaylari
belirleme ve ortaya cikan kategorileri doygunluga ulasana kadar karsilastirma
olanagi sunar. Bu siire¢ aynt zamanda se¢ilmis anlamli bir {iiniteyi baska

kategorilerden elde edilmis diger anlamli {initelerle karsilastirmay1 saglar. Veride
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baska benzer anlamlar tasiyan kategoriler ortaya ¢ikmayinca artik yeni anlamlar

lizerine odaklanmaya baslanilabilir.

Maykut ve Morehouse (1994) tarafindan sunulan veri analizinde Sabit karsilagtirma
metodundadaki ilk adim timevarimsal kategori kodlamasidir. Bu adim esasinda veri
toplama siirecinde elde edilmis olan biitiin dokiimanlarin arastirmacinin Oniinde
bulunmasi esastir. Bu siire¢te arastirmaci siirekli olusa anlamsal kavramlar1 ve
temalar1 ilk asamada belirleyerek bir birleriyle Ortlisen fikirleri saptar. Sonrasinda,
analiz edilen dokiimanda baskin bir fikir segilir ve bu ilk gecici kategori kodlamasini
olusturur. Bir sonraki adimda, baska benzer bir anlam bulunmayana kadar
arastirmaci bu kategori kodlamasiyla ortiisen anlamlar1 belirler. Bu sistematik strateji
sayesinde goze carpan anlamsal kategoriler tiimevarimsal yontemle elde edilir.
Herhangi bir kategori kodlamasiyla alakali olmayan yeni bir veri bulundugunda yeni
bir gecici kategori kodlamasi olusturulur. Veri analizinde sabit kiyaslamali metotta
tiimevarimsal kategori kodlamasindan sonraki ikinci kategori aritmasidir. Bu siiregte
aragtirmaci kategorilere dahil edilecek olan anlamlarin kriterlerini belirler. Bu siirecin
temel hedefi kategoriler aras1 anlamsal oOrtiismelerin Oniine ge¢mektir. Sonrasinda,
arastirmaci kategoriler arasinda bir baglant1 olup olmadigina bakar. Veri analizinde
son adim olarak, arastirmaci elde edilen kategoriler c¢ergevesince verileri

anlamlandirmaya galigir.

Gozlemlerin analizinde yeni kodlar olusturulmamistir. Gozlemlerin temel amaci
belirli konu iizerinde daha fazla bilgi edinebilmek adina belirli noktalara daha fazla
odaklanmay1 saglamaktir. Bu sebepten dolayi, gozlemler, gorlismeleri yiiriitiip
analizini yaptiktan sonra arastirilan vakalardan elde edilen anlamlar hakkinda daha

fazla bilgi edinmek amaciyla yiiriitiilmiistiir.

Ice déniislii giinliiklerde mevcut olan sorular direk arastirma sorulariyla alakali
oldugu i¢in ve katilimcilardan kavramsallagtirmalari hakkinda metaforlar istendigi
i¢cin arastirmacinin kategori olusturmasi gayet acgik bir sekilde yapilmistir. Diger bir
deyisle, katilimcilart kullandiklar1 kodlar direkt olarak kategori kodlamasi olarak

alinmistir, bu sebepten dolayi in-vivo kodlama yontemine bagvurulmustur.
291



Nitel calismalar insa edilmis c¢oklu epistemolojileri ve ontolojileri incelediginde
dolay1, bu alanda arastirma yapan arastirmacilarinin bulgulariin gilivenilirligini
saglamalar1 ve bunu arastirmada belirtmeleri esastir. Bu amaci gergeklestirebilmek
adina katilimcilarla detayli goriismeler, gézlem yapilacak olan1 fenomeni ve baglami
detayli inceleme, verilen iiggenlemesi, elde edilen verilerin katilimcilar tarafindan
teyit edilmesi gibi siireglere basvurulabilir. Bir diger yontem, incelenilecek olan
vakalarin detayli tasvirlerinin yapilmasidir. Detayli tasvirler, okuyucularin
arastirmanin yapildigi baglami daha iyi anlamalarin1 saglamakla beraber bagka

baglamlarda da otiigiilebilirligini tartismaya olanak saglar.

Calismanin bulgular1 dort temel kategoride okuyuculara sunulmustur. i1k kategori
EFL 6gretmenlerinin kavramsallastirmalarina yonelik bulgulari sunar. Bu bulgular
sunarken ilk olarak EFL 6gretmenlerinin miilteci 6grencilerinin hayatlarindaki benlik
kavramlarina  bakilmig olup sonrasinda miilteci 6grencilerine  yonelik
kavramsallagtirmalarma  yonelik bulgular verilmigtir. Ikinci kategori, EFL
ogretmenlerinin olusturmus oldugu bu kavramsallastirmalarinin, miilteci 6grencileri
tizerinden olan dgretimlerine etkisine yonelik bulgulari sunmaktadir. Bu boliim her
tic EFL 6gretmeni i¢in ayr ele alinmis olup, gézlem bulgulariyla beraber gozlem
oncesi ve sonrasinda gerceklesmis olan goriisme bulgularmi da icerir. Ugiincii
kategori miilteci 6grencilerin kavramsallastirmalarina yonelik bulgular1 sunar. Bu
bulgular1 sunarken ilk olarak miilteci 6grencilerinin benlik kavramlarina bakilmis
olup sonrasinda EFL Ogretmenlerine yonelik kavramsallastirmalart okuyucuya
sunulmustur. Son kategoride ilk olarak bu kavramsallastirmalarin miilteci 6grencilere
yarattig1 zorluklar ve bu zorluklarla bas etme yoOntemlerini sunarken sonrasinda
calisma Covid-19 pandemi siirecinde gergeklestigi i¢in miilteci 6grencilerin
cevrimi¢i egitim siirecinde yasadiklar1 zorluklarla beraber bu zorluklarla bas etme

yontemlerini de sunmaktadir.

EFL 6gretmenlerinin miilteci 6grencilerinin hayatlarindaki benlik algilarina yonelik
kavramsallastirmalara bakildiginda, kendilerini genel olarak standardizasyon ve
esitlik saglayicilari olarak ve motivasyon saglayicilar olarak

kavramsallastirmiglardir. EFL  Ogretmenlerinin  miilteci 0grencilerine  yonelik
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kavramsallastirmalarina bakildigina, miilteci 6grencilerini hirsli 6grenenler olarak,
izole bireyler olarak ve dikkatli bireyler olarak kavramsallagtirmislardir. EFL
O0gretmenlerinin bu kavramsallastirmalarinin  6gretimlerine etkisine bakildiginda,
materyallerini miilteci 6grencilerinin ihtiyaglar1 dogrultusunda uyumlamayi tercih
ettiklerini, belirli konular1 derslerine dahil etmediklerini (ev, yuva, savas gibi),
miilteci 0grencileri i¢in ekstra destek sagladiklarin1 ve firsatin1 buldukga kiiltiirler

aras1 konular1 derslerine entegre ettikleri bulgularina varilmistir.

Miilteci 6grencilerin benlik kavramsallagtirmalarina bakildiginda, kendilerini genel
olarak hayatta kalmay1 basarmis bireyler olarak, yanlis anlasilmis bireyler olarak ve
geemisin yiikiinii tasiyan bireyler olarak kavramsallagtirdiklar: bulunmustur. Diger
bir yandan, EFL 6gretmenlerini baskici olmayan bireyler olarak, esitlik saglayicilar
olarak ve sadece Ingilizce ogretmeni olarak kavramsallastirdiklar bilgisine
ulagilmistir. Bu kavramsallastirmalarin miilteci 6grenciler icin yaratti§i zorluklara
gelecek olursak yerel dili bilmemelerinden kaynakli olarak kendini savunmada
zorluk yasadiklarini, bulunduklari “miilteci” konumundan otiirii geleceklerinin
belirsiz  olmasindan, ve bulunduklar1 ortamda istenmeme psikolojisinden
bahsetmislerdir. Bu zorluklarla bas edilmek adina Tiirkce dilini 1yi 6grenmeyi hedef
almiglardir; hayatta kalma stratejisi, istenmeme duygusuyla bas etme stratejisi,
hayatlarindaki belirsizligi ortadan kaldirma stratejisi olarak c¢ok calisip akademik
hayatlarinda basarili olmayr hedeflemislerdir; kendilerine yanlis ithamlarda
bulunulan ortamlarda tartismamay1 ve Suriyeli olma kimliginden kaginma yollarina
bagvurmuslardir. Miilteci 6grencilerinin Covid-19 pandemi siirecindeki ¢evrimigi
egitim donemine iliskin sorunlar1 ekonomik sorunlar, 6gretmenlerine ulasamamaya
yonelik sorunlar ve dersleri anlamaya yonelik sorunlardan bahsetmiglerdir. Bu
problemlerle bas etme yontemi olarak ¢alismadaki biitiin miilteci 6grenciler bireysel
calisma yontemlerine basvurduklarini ve bu anlamda farkli c¢evrimicgi siteleri

kullandiklarin1 ve bol bol tekrar yaptiklarindan bahsetmislerdir.

Diinyadaki kaotik durumlar1 ve artan miilteci popiilasyonunu g6z Oniinde
bulundurdugumuzda, bu durumu daha spesifige indirgeyerek  miilteci

popiilasyonlarinin sosyal, akademik, ve kisisel yatirim amaglar1 dogrultusunda Ingiliz
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dilini 6grenme ihtiyaglari agisindan bu c¢alisma Covid-19 pandemi siiresinde
yiiksekdgretimde Ingiliz Dili egitimi smiflarinda yer alan EFL 6gretmenleri ve
miilteci Ogrencilerinin benlik ve oteki kavramsallastirmalarima bakarak ve bu
baglamda EFL o&gretmenlerinin bu kavramsallagtirmalarini  6gretimlerine nasil
yansidigina odaklanmakla beraber bu kavramsallastirmalarin miilteci 6grenciler
agisindan yarattig1 zorluklara da deginerek ve biitiin bu siireci post-yapilandiricilik
teorik slizgeciyle inceleyerek ilgili literatiire katki saglamay1 amaclamaktadir. EFL
Ogretmenleri miilteci egitimi konusunda herhangi bir egitim almamalarina ragmen,
calismanin bulgular1 EFL &gretmenlerinin  kavramsallagtirmalarinin - 6gretimleri
lizerine etkisinin oldugunu gostermektedir. Diger bir yandan, mevcut ¢calisma miilteci
Ogrencilerinin  kavramsallastirmalarinin literatiirle bagdastigint  bulmustur. Dil
smiflarindaki artan multikiiltiirliiligl ve cesitliligi ve bilhassa miilteci dgrencilerinin
ihtiyaclarmi g6z oniinde bulundurdugumuzda, mevcut ¢alismanin bulgular1 politika
belirleyicilerine, EFL 6gretmen yetistirme programlarina ve EFL ¢gretmenlerine bu

alanda implikasyonlar sunmaktadir.

Politika belirleyicileri ve yoneticiler i¢in sunulan bazi implikasyonlar miilteci
ogrenciler i¢in kurumsal destek merkezlerinin olusturulmasi, icerigi etkili ve
bilgilendirici olan oryantasyon programlarinin olusturulmasi, tepeden inme
yontemiyle olusturulan politik kararlarin zararlarini en aza indirgeme agisindan
altyap1, ekipman ve personel yetersizligi gibi konularda hiikiimetler aras1 birliklerden
destek saglama, TOMER merkezlerindeki sertifikasyonlarin etkinligini arttirabilmek
adina standardizasyonu saglama ve boylece yerel dili Ogretimde daha basarili
olabilme, Suriye asilli Ogretmenlerin danisman olarak gorevlendirilip miilteci
Ogrencilerin egitim O6gretim ortamlarindaki kiiltiirel ve akademik algilarini daha iyi
anlayabilme, Gegici Egitim Merkezlerinde Tiirk Egitim Sistemi miifredatina uyum
saglama boylece Ogrencilerin adaptasyon siirecini kolaylastirma gibi Oneriler

belirtilmistir.

EFL 6gretmen yetistirme programlari i¢in sunulan bazi implikasyonlar bu programda
yer alan G&grencilerin 68renci ¢esitliligine ve global esitcilik zihin yapisina sahip

olabilmeleri acisindan ders igerikleri hazirlama, multikiiltiirel 6grencilerin 6grenim
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stireci ve EFL 6gretmenlerinin bu anlamdaki 6gretimlerini giiclendirebilme adina
deneyimsel 6grenme metodlar1 saglama, miilteci kavrami ve miiltecilere Ingilizce
Ogretimi lizerine ders igerigi hazirlama, travmaya duyarli pedagoki iizerine ders
icerigi hazirlama, travma sonrasi stres bozuklugu {izerine psiko-dillbilimsel agidan bu
rahatsizligin miilteci 6grencilerin dil 6grenim siirecine olusturabilecegi durumlari
iceren ders igerigi hazirlama ve bunun sonucunda Ogretmenlere bu zorluklar
karsisinda kullanabilecekleri 6gretim teknikleri saglama, ders igerisinde miilteci
ogrenciler icin kullanilacak olan materyallerin lokalizasyonunu saglayabilmek adina
materyal olusturma ve adaptasyonu dersine yonelik ders igerigi hazirlama gibi

Oneriler belirlenmistir.

Son olarak, mevcut ¢alismada EFL Ogretmenleri icin sunulan bazi implikasyonlar
miilteci  dgrencilere Ingilizce 6gretimi EFL  dgretmenleri icin  zorlayict
olabileceginden dolay1 6gretmenlerin tecriibelerini paylasip birlikte c¢alisabilecegi
cevrimi¢i ve yliz ylize platformlar kurmasi, Ogrencilerin kisisel hayatlarinda
yasayabilecekleri problemleri 6n gorip bu Ogrencilerle smf disi gerekli
gorildiiglinde konusmalar yapip giiven iligkisini kuvvetlendirmesi, ayrimcilik ve
marjinallesmeyi Onleyebilmek adima EFL Ogretmenlerinin miilteci kavrami ve
deneyimlerini iceren okuma, konusma, yazma metinlerini derse entegre etmesi,
miilteci Ogrencilerine kendilerini anlatabilmeleri adma konusma ¢emberleri
olusturma, Ingilizce yazma dersleri acisindan Arapca dilinin bu siirece etkisi

tizerinde bilgilenip bu anlamda destek saglama gibi oneriler belirlenmistir.

Mevcut calisma her bir asamada biiyiik bir titizlikle yiiriitiilmesine ragmen yine de
belirli siirlamalar mevcuttur. Vakalara yonelik derinlemesine bir anlayis
kazanabilmek adina 6nceden hazirlanmis kriterler dogrultusunda amacl 6rnekleme
yontemi kullanilmistir. Bu sebepten dolayr ver iki vaka icin kiigiik sayida
katilimciyla ¢alisilmistir. Bu sebepten dolayr mevcut ¢alismanin sonuglar1 baglamsal
sinirlar ¢ergevesindedir. Buna ek olarak, her bir EFL ogretmeni icin smif igi
gozlemler 45 dakika ile smirli olmustur. Simif i¢i &gretimlerine yonelik daha
derinlemesine bilgi edinimi saglayabilmek adina bu siire¢ ¢ok yeterli olmamig

olabilmektedir. Bunun disinda ikinci vakadaki miilteci 6grencilerden ikisi Ingiliz Dili
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Egitimi bolimii 6grencisiyken, kalan diger 6grenci Makine Mihendisligi boliimii
Ogrencisidir. Her ne kadar calis iiniversite ortaminda bulunan yabanci diller
yiiksekokulunda Ingilizce 6grenen miilteci dgrencilerle yiiriitiilmeyi amag edinse de,
bu farkliligin i¢ goriilerde farklilik yaratabilecegi de belirtilmelidir. Son kisitlama
olarak miilteci 6grencilerden bir tanesinin ice doniisli giiliikklerde ver saglamayisi
olmustur. Bunun sebebi ise Ogrencinin o donemde yofun smav stresi igerisinde

olmasindan dolay1 buna vakit ayirramayisidir.

Mevcut c¢alismayr temel alarak, ileriki calismalara sunulacak Oneriler de
belirtilmistir. Bu Onerilerin basinda benzer ¢alismalarin farkli baglamlarda
yiirlitiilerek kavramsallagtirmalar ve bunlar1 farkli alanlardaki etkilerine bakilarak
degiskenleri ve benzerlikleri belirlenebilir. Bunun disinda, bu kavramsallastirmalar
incelerken yonetim gibi daha makro boyuttaki algilara da yer verilebilir. Ayrica,
mevcut ¢aligma tecriibeli EFL 6gretmenleriyle yiiriitiilmiistiir. Meslege yeni baslayan
EFL 6gretmenleriyle yine benzer bir ¢aligma yiiriitiiliip degiskelere bakilabilir veya
ayni sekilde c¢alismaya yerel Ogrenci kavramsallastirmalart da eklenerek
kavramsallastirmalar daha ekolojik boyutta incelenebilir. Son olarak travma sonrasi
stres bozuklugunun miilteci 6grencilerinin dil 6grenim siireclerini inceleyen psiko-

dilbilimi ¢aligmalar1 da yine alana katki saglayabilecegi diisliniilmektedir
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