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ABSTRACT

EARLY CAREER RESEARCHERS' SELF-PERCEIVED EFFECTS OF
DIFFERENT MEDIUM OF INSTRUCTION BACKGROUND IN THE ACADEMIC
CONTEXT: CHALLENGES, STRATEGIES, AND LANGUAGE PREFERENCES

Mehlika KOLBASI, Master’s Thesis,
Supervisor: Asst. Prof. Dr. Elif BOZYIGIT
Co-Supervisor: Asst. Prof. Dr. Sabahattin YESILCINAR
Sakarya University, 2025.

This qualitative phenomenological study investigates the self-perceived effects of different
medium of instruction (MOI) backgrounds on early career researchers' (ECRs) experiences
in the Turkish academic context. Specifically, the study examines the research-related
challenges ECRs encountered, the strategies they employ to overcome these challenges, and
their academic language preferences in research practices. The study includes three groups
of ECRs each including two participants who work as research assistants in Faculties of
Education at Turkish universities: those who received both bachelor's and master's education
in English medium instruction (EMI), those who received both in Turkish medium
instruction (TMI), and those who transitioned from EMI undergraduate to TMI graduate
education. Data were collected through semi-structured interviews and analysed using
reflexive thematic analysis (RTA). The findings revealed that regardless of their MOI
backgrounds, ECRs faced challenges in academic language skills, research writing and
publication, and professional development. While EMI background ECRs struggled with
dual focus on content and language, TMI background ECRs encountered difficulties with
English academic writing and publication. ECRs who transitioned between MOIs
experienced additional challenges in adapting to different academic terminologies. The
results highlight insufficient emphasis on both Turkish and English academic writing skills
and inadequate research training across different MOI contexts. To overcome these
challenges, ECRs utilized various digital tools and translation services while also developing

personal strategies. The study's findings have implications for higher education institutions



in terms of developing structured support systems and mentorship programs to better assist

ECRs in their academic development, regardless of their MOI background.

Keywords: Academic Skills, Early Career Researchers, Medium of Instruction,

Overcoming Strategies, Research Challenges, Turkish Higher Education.



OZET

FARKLI EGITIiM DiLi GECMISINE SAHIP OLAN AKADEMIK KARIiYERININ
BASINDAKI ARASTIRMACILARIN ALGILARI: ZORLUKLAR, STRATEJILER
VE DIiL TERCIiHLERI

Mehlika KOLBASI Yiiksek Lisans Tezi
Danisman: Dr. Ogr. Uyesi Elif BOZYIGIT
Ortak Danmigsman: Dr. Ogr. Uyesi Sabahattin YESILCINAR
Sakarya Universitesi, 2025.

Bu nitel fenomenolojik ¢alisma, farkli egitim dili gegmislerinin kariyerinin basindaki
aragtirmacilar tizerindeki 6z-algilanan etkilerini Tiirk akademik baglaminda incelemistir.
Calisma ozellikle, genc arastirmacilarin karsilastiklari arastirmayla ilgili zorluklari, bu
zorluklarin istesinden gelmek icin kullandiklar1 stratejileri ve akademik dil tercihlerini
arastirmistir. Arastirmaya Tirkiye'deki liniversitelerin Egitim Fakiiltelerinde arastirma
gorevlisi olarak ¢alisan her biri ikiser katilimci igeren ti¢ grup geng arastirmacilar dahil
edilmistir: hem lisans hem yiiksek lisans egitimini Ingilizce egitim dilinde alanlar, her iki
egitim diizeyini de Tiirk¢e egitim dilinde alanlar ve lisans egitimini Ingilizce, yiiksek lisans
egitimini Tiirkce dilinde alanlar. Veriler yar1 yapilandirilmis goriigmeler yoluyla toplanmig
ve yansitic tematik analiz kullanilarak analiz edilmistir. Bulgular, egitim dili gegmislerinden
bagimsiz olarak, kariyerinin basindaki arastirmacilarin akademik dil becerileri, arastirma
yazma ve yayinlama ile mesleki gelisim konularinda zorluklarla karsilagtiklarini ortaya
koymustur. Ingilizce egitim dili gegmisli arastirmacilar icerik ve dile es zamanl odaklanma
konusunda zorlanirken, Tiirkce egitim dili gegmisli arastirmacilar Ingilizce akademik yazma
ve yayin konularinda giicliikler yasamistir. Farkli egitim dilleri arasinda gecis yapan
arastirmacilar ise diller arasi akademik terminolojilere uyum saglama konusunda ek
zorluklar yasamistir. Sonuglar, farkli egitim dili baglamlarinda hem Tiirkge hem Ingilizce
akademik yazma becerilerine ve aragtirma egitimine yetersiz vurgu yapildigini gostermistir.
Bu zorluklarin tistesinden gelmek i¢in, erken kariyer arastirmacilar ¢esitli dijital araglar ve
ceviri hizmetleri kullanirken, kisisel stratejiler de gelistirmistir. Calismanin bulgulari,
yiiksekogretim kurumlarinin egitim dili gegmislerinden bagimsiz olarak, Kkariyerinin

basindaki arastirmacilarin akademik gelisimlerini daha iyi desteklemek i¢in yapilandirilmis

Vi



destek sistemleri ve mentorluk programlari gelistirmeleri acisindan 6nemli g¢ikarimlar

sunmaktadir.

Anahtar Kelimeler: Akademik Beceriler, Arastirma Zorluklar1, Egitim Dili, Kariyerinin

Basindaki Arastirmacilar, Stratejiler, Tiirk Yiiksekdgretimi.
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CHAPTER |

INTRODUCTION

This section provides a brief overview of the background to the study, the problem, the

purpose and significance of the study, limitations, along with definitions.

1.1 Background to Study

To understand the role and place of English as a lingua franca (ELF), firstly it is deemed to
grasp lingua franca as a key concept. Lingua franca is defined as “language used as a means
of communication between populations speaking vernaculars that are not mutually
intelligible” in the Encyclopedia Britannica (Mufwene, 2024, para 1). A lingua franca refers
to the language used as a bridge of communication between people who do not share a
common native language (Seidlhofer, 2011). The starting point of lingua franca dates to the
Middle Ages when communities needed a shared language to communicate effectively for
commercial, religious, and diplomatic purposes also referred to as pidgin or jargon in the
past (Mufwene, 2024). Several languages have served as lingua francas previously such as
Latin, Spanish, and French. As Bjérkman (2013) indicates, the oldest common medium of
communication lacked grammatical and lexical features which were developed later. Even
though the earliest lingua franca holds corresponding purposes with the current lingua
franca, the differences must be mentioned. While the oldest lingua franca lacked syntactic
and lexical features, the current lingua franca holds these features as it is not a mixture of
different languages. On the other hand, the current lingua franca is used in many diverse
fields and both in spoken and written formats, unlike the old lingua franca as it was only a
practical communicative language (Bjorkman, 2013). The most significant difference is that,
unlike English, which is the native and most used language in many countries, the earliest
lingua franca was not adopted as a native language. English has become the native language

in many different countries, making it the global lingua franca and a widely used language



in various fields, a development influenced by numerous historical, political, economic, and

cultural events such as massive migrations (Crystal, 2012).

Crystal (2012) points out the main reasons for a language to become a global one such as
political, economic, technological, and cultural dominance over the world. In this regard,
English stands out as the lingua franca, being the most widely used language worldwide;
therefore, ELF has been the subject of numerous studies over the years in diverse fields such
as linguistics (Ferencik, 2021; Kiyak, 2021; O’Neal and Matsumoto, 2018; O’Regan, 2014;
Reithofer, 2020; Schluer, 2015; Schmitz, 2017; Sorug and Griffiths, 2023; Wu et al., 2020),
education (Guerra et al.,, 2020; Irgin, 2020; Koyli and Tracy-Ventura, 2022;
Montakantiwong, 2020; Rose et al., 2020), business (Kaur and Birlik, 2021; Nielsen, 2019;
Nielsen, 2020; Réisénen, 2020; Rajprasit et al., 2022; Roshid and Chowdhury, 2023; Takino,
2020; Wu, 2013), medicine (Carraro, 2021; Tweedie and Johnson, 2022), and translation
and interpreting (Ehrensberger-Dow et al., 2020; Albl-Mikasa, 2022; Leal, 2021; Melchor
and Walsh, 2020); hence having an impact on many fields including academia. Many
researchers in the education field have focused on ELF from different aspects such as from
higher education (HE) aspect (Ament, 2021; Deniz et al., 2019; Gruber et al., 2023;
Kemaloglu-Er and Bayyurt, 2021; Ou et al., 2020; Zeng et al., 2022), primary education
aspect (Larsson et al., 2022), critical language education aspect (Cogo et al., 2021), and

business English as lingua franca (BELF) aspect (Altinmakas et al., 2018).

Based on these studies, it is evident that English becoming a lingua franca has greatly
affected various fields along with the academic context. These effects include language
education frameworks. The concepts of English as a foreign language (EFL) and English as
a second language (ESL) have emerged as important frameworks in the language education
field. Though they appear to be similar, they have some significant differences. ESL involves
teaching and learning English in settings where English is the dominant language, though it
is not the students’ native language. In contrast, EFL relates to situations where English is
neither the main language spoken, nor does it have an official place. The emergence of EFL
and ESL has performed as steppingstones to more targeted language learning among non-
native speakers, paving the way for the development of English for specific purposes (ESP)
which endeavors to provide learners with necessary language skills and lexicon related to
the specific field of study or work such as business, law, healthcare, and engineering

(Anthony, 2018). The emergence of EFL and ESL concepts has greatly affected the concept



of ESP which necessitates an effective usage and communication of English in specific
contexts including academic and research settings. This process has contributed to the
emergence of English for Academic Purposes (EAP)/English for Research Publication
Purposes (ERPP) as the sub-branches of ESP, also nurturing the concept of English as
Academic Lingua Franca (Hyland, 2006). With that being said, Hyland (2006) points out
different facets to academic communicative practice; teaching at different levels of HE
which encompasses task and material design, and lectures; classroom interactions such as
teacher feedback and discussions; and lastly, research-related communication (research
publications, conference presentations), writings of students (essays, exam papers, and
graduate theses), and administrative procedures (course documents, thesis defense). Based
on Jain’s (2023) definition, EAP provides non-native English speakers with the opportunity
to obtain critical skills such as effectively reading, understanding, and writing academic
English texts along with communication in English within academic contexts. Additionally,
Graddol (2000) indicates that the areas in which English is most used are international
organizations, conferences, research publications, business and economics; thus, it is
considered the academic lingua franca by researchers around the world (Flowerdew and
Peacock, 2001; Hinkel, 2017). Researchers from diverse departments and fields both in
Tiirkiye and around the world use English in their own academic contexts to read scholarly
texts, to be read by other researchers, to write scholarly texts, to attend international
conferences, and to present their own studies in these international gatherings. From the
point of English as an Academic Lingua Franca, the points provided above help us better
understand the critical role of English as an Academic Lingua Franca in influencing

educational settings.

The globalization of English in both general and academic contexts drive us to investigate
the adoption of English as a medium of instruction (EMI). To gain an in-depth understanding
of EMI, it is necessary to grasp the concept of a medium of instruction (MOI) in general.
MOI refers to the language used in the teaching-learning environment (Silver and Lwin,
2014). MOI is the language used by the teacher to teach. MOI performs as a channel that
transfers knowledge and plays a significant role in educational contexts for learners,
teachers, the learning environment, and culture in different ways, including employment,
migration, and salary as it comes to the forefront with its effect on increasing job
opportunities and salaries (Kiligaslan et al., 2018). The most important effect of MOI may

be the role it has on the learners’ academic success. In this sense, MOl may either pose a



disadvantage/challenge or an advantage which makes this a topic of discussion (Altay et al.,
2022; Biilter et al., 2023; Civan and Coskun, 2016; Curle et al., 2020; Feng et al., 2023; Rose
etal., 2019; Tang and Curtis, 2024; Thompshon et al., 2019; Xie and Curle, 2020). Research
has demonstrated that best learning occurs when learners are taught in a language they
comprehend effortlessly (Cummins, 2008). This emphasizes the significance of the fitting
choice of MOI in line with the students’ backgrounds. Baker (2011) highlights language
proficiency is linked to cognitive growth which indicates that students comprehend
complicated concepts and think critically when taught in a language they are competent in.
Given this situation, the fitting choice of MOI gains importance for educational stakeholders.

The English language has made its way as the MOI into the education field as it is the lingua
franca of the world. EMI has become a common practice all around the world (Dearden,
2015; Dimova et al., 2015; Griffiths, 2023; Murata, 2020). Understanding the underlying
reasons why many higher education institutions (HEIs) adopt EMI can provide us with a
broader perspective. MOI is seen as a means of preserving the national language and culture
(Crystal, 2012; May and Hornberger, 2010; Rubdy and Saraceni, 2006). However, there is
competition between HEIs that encourages low-ranking HEIs to outperform the higher-
ranking ones (Doiz et al., 2013) which compels the low-ranking HEIs to adopt EMI to reach
a larger group of people. In the HE context, high-quality academic research is of great
importance. Paul (2024) indicates that high-impact journals require high-quality studies to
be published in English to reach out to more readers internationally, highlighting that
publishing in English is recommended for studies to be read, rated in the best possible
academic journals, and have a greater impact in the international context. Another important
reason affecting the choice of MOI is the student profile. Students are a vital part of
universities and HEIs. Training exemplary students is the primary goal and is not restricted
to the mother-tongue instruction (MTI). Consequently, HEIs seeks to attract international
students, become higher-ranking institutions, and prepare local students for the global
market which requires the use of EMI (Doiz et al., 2013). However, this adoption entails a
high level of academic English proficiency for both students and the faculty members which
is a key aspect for involving in the complicated disciplinary content and taking part in the

global academic community.



1.2. Statement of the Problem

As MOI has a critical role in higher education, it is necessary to understand the higher
education systems better. In the Turkish context of higher education and according to articles
130 and 27 in the Constitution of the Republic of Tiirkiye (1982), universities are established
with public legal entity and scientific autonomy, consisting of various units to provide
education at various levels, scientific research publication and consultancy, and everyone
has the right to freely learn and teach science and arts, to explain and disseminate them, and
to conduct all kinds of research in these fields. Thus, this autonomy indicates various unique
methods of teaching and research engagement for universities while it means various
educational experiences for students and involved academics. As much as diversification
promotes adaptation skills, it perplexes the understanding of how different MOI
backgrounds affect students and academics involved at different universities.

The studies on EMI mainly concentrate on students (Aizawa et al., 2020; Ekog, 2018;
Macaro and Akincioglu, 2017; Sorug et al., 2018; Ugar and Sorug, 2018), academic
achievement (Altay et al., 2022; Curle et al., 2020; Yuksel et al., 2021; Xie and Curle, 2020),
and teachers’ perspectives (Briggs et al., 2018; Dearden and Macaro, 2016; Macaro et al.,
2019; Pun and Thomas, 2020); however, the experiences and perspectives of researchers
themselves remain largely overlooked (Macaro and Rose, 2023). Although some studies
have explored the implications of switching MOI across different contexts (Soru¢ and
Griffiths, 2018; Zhou and Rose, 2021; Zhou and Thompson, 2023), little attention has been
paid to how these shifts affect researchers. There is also a need for better understanding of
language preferences of researchers in academic contexts to see the effects of changing MOI
backgrounds on their preferences (Castro and Lombrio, 2021; Stockemer & Wigginton,
2019). Despite its significance, the impact of the fitting choice of MOI on researcher identity
development and researchers is understudied. Considering the effect of the fitting choice of
MOI on students and teachers, its effects on researchers and involved academics are

inevitable.

Hyland (2016) and Ekog-Ozgelik (2023) emphasize that researchers’ academic success is
assessed through their publications and research productivity. They indicate that the more
academic papers in English published in prominent journals, the greater the benefits, such

as more readers, more citations, and more advantages in terms of tenure positions, research



funding, institutional and individual prestige, and contributions to international academic
literature. These individual researchers begin their academic career journey as junior
researchers defined in the OECD (2015) Frascati Manual. As for early-stage researchers
(ESRs), the European Commission (n.d.) outlines them as individuals who are in the first
four years of their research careers and have not yet earned a doctoral degree but meet the
requirements to start a PhD. Based on these two definitions, the researcher of the current
study aims to broaden the early career researcher (ECR) definition by integrating the junior
researcher definition and including master’s level students as well in the context of the
current study. Consequently, the researcher refers to individuals who pursue more research
experience under the guidance of more experienced researchers, including master’s students

as early career researchers (ECRS).

ECRs’ beginning phase of the academic journey continues and develops into becoming
experienced researchers or academicians. Proceeding from the first phase forward, ECRs
construct some sort of researcher identities which are shaped by their academic environment
and can change over time considering their social and academic contexts. During the identity
development process, various factors, including personal, social, environmental,
institutional, and academic ones play a significant role. More specifically, these factors
include research engagement and professional development activities including research
projects, conferences, workshops, or seminars (Cakmak and Celik, 2024); a collaborative
and supportive culture within the institution and the department (Baker and Lattuca, 2010;
Ennals et al., 2016), mentorship (Conant et al., 1998; Kirk and Lipscombe, 2019), and
internal factors such as motivation, personal characteristics, ideas, belief systems, and future
plans, etc. (Jorgensen and Duncan, 2015). Owan et al. (2024) highlighted the facilitating role
of mentorship followed by positive institutional culture and collaboration in research
productivity. Creating and sustaining a positive academic culture and environment is
significant for increasing research engagement, quality, and integrity, enhancing a
collaborative work/research environment, supporting novice researchers’ learning and
identity development, institutional success, researchers’ well-being, and retention etc.
Consequently, the professional and academic environment, where early career researchers
are, becomes a key factor in their journey of becoming experienced researchers and
constructing researcher identities. Considering that today’s ECRs are the future experienced
researchers and research leaders, it is important in this sense to support their learning and

identity development processes.



The consistency and the quality of ECRs’ research engagement are likely to be affected and
should therefore be investigated particularly in the Turkish context. Another issue is that the
higher education system in Tiirkiye offers the opportunity to change universities, MOI, and
disciplines between undergraduate and graduate levels of higher education making it
necessary to examine the effects of these changes on ECRs since these changes may either
present challenges or advantages in their journey of becoming experienced researchers. It
may have major effects on ECRs’ exposure to, proficiency, and utilization of different
academic languages along with their overall research engagement activities and research
skills. Even though ECRs who proceed from undergraduate to graduate level of education
encounter some overall challenges, these challenges may become even more prominent in

multicultural and multilingual contexts where the MOI varies.

With the globalization of English and the widespread adoption of EMI, changing MOls has
become more possible in the HE and academic context. The increased possibility of
changing MOls between educational levels puts researchers in a position that requires them
to adapt their academic language skills and publication practices, while also promoting
linguistic diversity in the research context. However, the current literature lacks insights into
how exactly MOI affects the research and language experiences of ECRs. The challenges
presented by different MOI backgrounds may vary from language barriers to cognitive
academic language proficiency, affecting not only the comprehension of complicated
academic content but also the skills of conducting and presenting research effectively. The
strategies ECRs use to overcome these challenges seem to be insufficiently documented,
creating a shortcoming of practices that can promote their academic and professional
development. Given these points, it is necessary to investigate the challenges experienced
by ECRs based on their MOI backgrounds, the strategies they utilize to overcome these
challenges, and their language preferences in the academic context so that we will be able to
deduce implications for the need for understanding how the results of this study can
contribute to the teaching of English language to these ECRs for their development as
researchers. Although extensive research has been carried out on EMI and MTI, EAP, and
research engagement, the reviewed literature does not provide evidence on the challenges
experienced by ECRs with different MOI backgrounds, their strategies, and academic

language preferences in Turkish context.



1.3. Aim and Significance of the Study

The number of educational institutions that use EMI has increased significantly (Bolton et
al., 2024), paving the way for new research. Along with other institutions, there has been an
increase in the number of HEIs that adopt EMI as well both nationally and internationally
(Bolton et al., 2024; Kurt and Bayyurt, 2024). Despite the increase in EMI practice, the self-
perceived effects of different MOI backgrounds on early career researchers’ journey of
becoming researchers remain underexplored as highlighted in the previous section. The
current study aims to fill this gap in literature by investigating the research-related challenges
ECRs experience, the strategies they utilize to overcome these challenges, and their
academic language preferences based on their MOI backgrounds. To conclude, this research

addresses the following questions:

RQ1. What research-related challenges do ECRs experience in line with their MOI

background?

1.1 What are the experienced research-related challenges of ECRs who had different MOls

at different levels of education? What are these challenges attributed to?

1.2 What are the experienced research-related challenges of ECRs who had the same MOlIs

at different levels of education? What are these challenges attributed to?

RQ2. What strategies do ECRs apply to overcome research-related challenges in line with
their MOI background?

2.1. What are the applied research-related strategies of ECRs who had different MOls at

different levels of education?

2.2. What are the applied research-related strategies of ECRs who had same MOlIs at

different levels of education?

RQ3. What are the academic language preferences of ECRs in research practices in line with

their MOI background? What are the underlying reasons?

The significance of the current study lies within the effects of different MOI backgrounds
on research-related experiences of ECRs in Tiirkiye where EMI universities are widespread.
Although many researchers focused on English as an academic lingua franca (Abdeljaoued
and Labassi, 2020; Chen, 2017; Faber, 2010; Mauranen et al., 2010; Mauranen, 2003),



research on MOI background effects on ECRs’ experiences and language preferences during
their journey of becoming a researcher remains limited. Therefore, the findings of the current
study contribute to the literature by filling in these gaps and elucidating the relationship
between ECRs’ academic practices, their MOI backgrounds, and how this relationship
affects their ECR experiences and academic preferences. Although research has shown that
students learn best in the MOI they comprehend effortlessly (Cummins, 2008), the EMI is a
common practice across the globe (Dearden, 2015; Dimova et al., 2015; Griffiths, 2023;
Murata, 2020). The choice of MOI impacts learning and academic success (Altay et al.,
2022; Civan and Coskun, 2016; Curle et al., 2020) as it might negatively influence the
academic success and content learning of the students in certain contexts (Bélter et al., 2023;
Curle et al., 2020). Specifically in EMI contexts, there are different factors influencing
academic success including English language proficiency, academic English skills, and self-
efficacy (Feng etal., 2023; Rose et al., 2019; Tang and Curtis, 2024; Thompshon et al., 2019;
Xie and Curle, 2020). Furthermore, Kamasak and Sahan (2023) indicate that students’
academic attainment might be positively affected, and they might encounter fewer
difficulties in terms of language if they have higher language proficiencies. Considering the
literature, language proficiency and academic English skills having impacts on EMI
academic success might indicate a connection between MOI and research-related
experiences and researcher identity development. Understanding this connection will benefit
early career researchers’ development, higher education institutions, and future researchers.
However, the issue on this matter appears to be a gap in literature and the current research

will pave the way for new research.

1.4. Assumptions and Limitations

A limitation of this study may be that the sample size is relatively small with a total of 6
participants. The experiences of the current study’s participants could not portray those of
other ECRs with different backgrounds. Given that the data collection method is semi-
structured interviews, participants could give insincere answers to the questions, or they
could fail to remember the details of their experiences. Another possible limitation is that
the current study mainly focuses on the challenges experienced, strategies used, and the

language preferences of ECRs based on the MOI background which results in disregarding



the other educational factors such as the quality of instruction, resources provided by
instructors and institutions, and institutional support systems. The study may also overlook
the differences across various academic disciplines. Each field may face distinct challenges
and use specific strategies related to MOI, which may not be represented if the participants
are from similar academic fields and backgrounds. Although the study focuses on self-
perceived effects of MOI on research engagement and research practices, other unknown
factors may have a role in research engagement and research practices as well. Another
limitation may derive from the Erasmus+ student exchange program, which would affect the
language-related perceptions and experienced challenges of the participants, altering the

overall findings.

1.5. Definitions of Terms

English as a Lingua Franca (ELF): the use of English as a common means of communication

among speakers of different native languages (Seidlhofer, 2011)

English for Academic Purposes (EAP): the teaching and study of English aimed at assisting
learners in acquiring the language skills necessary for successful participation in academic
environments (Hyland, 2006)

Medium of Instruction (MOI): the language used to teach academic subjects in schools and
other educational settings for cognitive development and academic language proficiency
(Cummins, 2000)

Mother-tongue medium Instruction (MTI): the use of students’ first language (L1), or mother
tongue, as the primary language of teaching and learning in educational settings. (Skutnabb-
Kangas, 2013)

Early Career Researcher (ECR): individuals at the initial stages of their academic careers

Research Engagement: “engagement in research (i.e. by doing it) as well as engagement with

research (i.e. by reading and using it)” (Borg, 2010, p. 391).
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CHAPTER I

THEORETICAL FRAMEWORK

This section provides an overview of the theoretical foundations the current study is based
upon, detailed explanations of two different theories, and how these theories are integrated

to interpret the findings.

2.1. Introduction

This study aims to reveal the research-related challenges experienced by ECRs from diverse
MOI backgrounds, the strategies and tools they utilize to overcome these challenges, and
their language preferences in research practices with underlying reasons. In essence, it seeks
to provide an in-depth examination of the academic experiences of ECRs across different
MOI contexts. Gaining deeper insights into how ECRs navigate different MOls requires a
theoretical framework that accounts for both the challenges they face and the dynamics
shaping their language preferences in academic settings. Thus, the study draws on two
complementary theoretical perspectives to investigate how ECRs develop, sustain, and
manage their academic language practices in both Turkish and English academic contexts:
Bourdieu’s theory of capital and the academic biliteracy framework proposed by
Hornberger. Bourdieu’s theory of capital provides a sociological perspective to see how
diverse forms of capital (economic, cultural, social, and symbolic) shape access to and
engagement with educational and academic opportunities, highlighting the role of power
structures and social hierarchies. On the other hand, Hornberger’s continua of biliteracy
emphasizes the complex and multidimensional nature of biliteracy, focusing on the role of
context, content, media, and development in bilingual experiences. Although Hornberger’s
framework was developed primarily for educational contexts, the current study applies it to
research practices, publication processes, and professional academic development by
expanding its scope (Hornberger, 1989). Hornberger’s biliteracy offers a comprehensive
perspective for understanding how language and academic skills act as valuable resources

in different academic contexts and how ECRs develop and use multiple academic languages
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in their research practices, while Bourdieu’s concept of capital provides a lens for
understanding the effects of different forms of capital and social structures on academic
experiences in diverse linguistic contexts. By combining these two frameworks, this study
aims to examine how ECRs organize these valuable resources in diverse biliteracy contexts
and how the interplay between social structures and linguistic practices shapes their

academic trajectories.

To ground these two frameworks with each other, it is necessary to understand the
connections between capital and biliteracy. The connection between these two concepts
portrays the interaction between social structures and language development in academic
settings, especially for ECRs experiencing different linguistic contexts. Howlett and Davis
(2018) found that biliterate contexts positively influenced students’ social capital and overall
well-being in their study. Based on this example, different types of capital may influence the
academic biliteracy trajectories of ECRs in terms of accessibility, development, and success.
There are possible opportunities for biliteracy development under the concept of capital.
These opportunities can be listed as educational experiences, language exposure, academic

networking and relationships, and access to various resources.

2.2. Bourdieu’s Theory of Capital

The theory of capitals is a fundamental concept in sociology, proposed by Bourdieu (1986).
To have a better understanding of the concept of capital, it is deemed to explain field and
habitus as the three concepts work together dynamically. Bourdieu’s framework
concentrates on the interplay between social structures and individual agency in shaping
human behaviour and social reproduction, conceptualizing fields as structured social spaces
with their distinct rules, power dynamics, and forms of capital where individual or
institutions (agents) strive for valuable resources or dominance within a specific field
(Bourdieu and Wacquant, 1992). These fields can be exemplified as academia, politics,
education, art, and economy. In the case of academia, for instance, researchers attempt to
achieve intellectuality, global visibility, and recognition. Each field is governed by its own
dynamics, which define what is valued and shape how agents should behave to achieve status

and power.
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On the other hand, habitus is a system of dispositions shaped by past experiences and
influenced by social, cultural, and economic conditions, which in turn shapes individuals’
perceptions, thoughts, and behaviours; as a result, habitus varies among individuals based
on factors such as experiences, social class, and economic background (Bourdieu, 1984).
Considering the scope of the current study, for example, an individual who has an English
language background may feel more comfortable in English academic contexts, while

someone without an English background may experience anxiety.

Bourdieu’s theory of capital explains how various forms of resources contribute to social
power and reproduction, defining capital as assets and resources individuals possess, which
exist in economic, cultural, social, and symbolic forms and can be exchanged or transformed
into one another (Bourdieu, 1986). In academic settings, cultural capital, such as achieving
higher academic degrees, can turn into economic capital through career enhancement and
salary increases. Similarly, social capital, such as professional networks, can lead to new
research opportunities. In essence, fields are social spaces that value different forms of
capital and where agents strive for resources. Habitus, on the other hand, refers to the fixed
skills and dispositions gained through life experiences that influence how individuals
navigate specific fields, while the access to and use of different forms of capital significantly
affects an individual’s ability to succeed within these fields (Bourdieu, 1986). The concept
of capital is a key element of Bourdieu’s framework, which comes in different forms-
economic, cultural, social, and symbolic- and is of critical importance in shaping success in
specific fields and social structures (Bourdieu, 1986). To have better insights into how
individuals succeed and achieve status in a field, it is important to scrutinize Bourdieu’s

every form of capital.

Economic Capital

Bourdieu defines economic capital as material resources that are instantly convertible into
money, involving property, investments, inherited wealth, and business ownership
(Bourdieu, 1986). These material resources allow access to other forms of capital and may
provide economic, social, or cultural advantages to individuals who possess them. Economic
capital is distinguished from other forms of capital by its convertibility and provision of
formal recognition within legal systems. Moreover, it plays a central role in sustaining social

structures by providing access to education, career opportunities, and wealth transfer across
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generations (Bourdieu, 1986). An important feature of economic capital is its dynamic
interactivity with other forms of capital, such as becoming cultural capital through education,
supporting social capital through networking, and contributing to symbolic capital by
displays of wealth and status. Bourdieu identifies economic capital as a key element in class
formation, social stratification, and the maintenance of power dynamics within the field of
power. Although economic capital offers multiple opportunities and advantages for success,
Bourdieu argues that it alone does not determine success; its effectiveness depends on the
social context and requires validation through other forms of capital, underscoring the
complex interplay between the forms of capital in affecting social hierarchies and

opportunities (Bourdieu, 1986).

Taking the academic context, economic capital is evident in the unequal distribution of
educational opportunities and outcomes. For example, doctoral students with major financial
resources can concentrate entirely on research without the necessity of working as teaching
assistants or holding part-time jobs, allowing for faster progress and more in-depth research
while also gaining access to international academic events, paid research materials,
professional editing services, statistical consultations, and self-funded studies, all of which
enhance networking opportunities and contribute to high-impact publications (Horta et al.,
2016, 2019). In the long run, these advantages contribute to stronger academic profiles, more
competitive job applications, and increased chances of securing tenure-track positions,
illustrating a clear example of the transformation of economic capital into other forms of

capital.

Cultural Capital

Bourdieu’s concept of cultural capital represents the non-financial social assets such as
knowledge, education, skills, tastes, and credentials that contribute to social mobility and
power beyond economic wealth, and it exists in three forms: embodied, objectified, and
institutionalized (Bourdieu, 1986). In its embodied state, cultural capital involves personal
traits and behaviours acquired through socialization, such as language use, mannerisms, and
tastes that signal cultural familiarity. The objectified form encompasses tangible cultural
goods such as books, artworks, and musical instruments, which necessitate cultural capital
to value and use effectively. On the other hand, the institutionalized form of cultural capital

refers to the educational qualifications and degrees that formally recognize cultural
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competence. Cultural and economic capital differ from each other in the way they are
manifested. Cultural capital requires time and socialization to acquire, often inherited

through family upbringing, which contributes to class reproduction.

To give an example, children from privileged backgrounds inherit ways of thinking,
behaviours, and cultural knowledge that align with dominant social values and are rewarded
in academic and professional settings. This process confirms social hierarchies, as the
cultural capital of dominant groups is often validated, while the cultural capital of
marginalized communities is overlooked because institutional systems such as schools and
universities function as the gatekeepers valuing and reinforcing cultural capital by favouring
the dominant class’s knowledge and values. It can, therefore, be concluded that inequalities
continue to exist both through economic factors and subtle cultural systems. Individuals who
possess the “right” cultural capital navigate academic and professional environments more
easily, gaining better opportunities and maintaining their social status across generations
(Bourdieu and Passeron, 1990). This explains the persistence of social inequality across
generations, as cultural capital is unevenly distributed, favouring those who are already
privileged. Consequently, cultural capital supports social hierarchies by legitimizing class

differences under the claim of individual merit.

Cultural capital has significant influences on the academic context and the way graduate
students and researchers navigate higher education and research. Coming from an academic
family, a graduate student may have much more familiarity with scholarly discourse,
confidence in academic conversations, and an understanding of the unspoken norms of
academic life, paving the way for easy success in an academic context (Thoa and Ju, 2023;
Zhonglu, 2022). On the other hand, another individual without an academic background may
find it much more difficult to achieve academic success and adapt to academic discourse
despite having the same intellectual potential.

Linguistic Capital

Linguistic capital, a form of embodied cultural capital, refers to the language-related
resources individuals acquire through socialization within the family and later reinforced
through education (Bourdieu, 1991). Like other forms of embodied cultural capital,

linguistic capital becomes embedded in an individual’s habitus (ingrained dispositions)
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(Bourdieu, 1984). Beyond lexical and grammatical proficiency, linguistic capital also
encompasses phonetic features such as accent, intonation, rhythm, and speech style
adaptability based on the context. For example, the ability to know when to use formal
academic language and informal conversational language reflects an individual’s linguistic
capital. One’s access to and possession of dominant linguistic forms may lead to advantages
like social recognition, professional success, and economic opportunities. However, access
to these prestigious linguistic forms most possibly requires the possession of other forms of

capital as well.

Bourdieu (1991) views language not only as a means of communication but also as a social
practice that reflects and reinforces power dynamics. He argues that the dominant linguistic
form is often regarded as the standard or elite form and imposed by those in power, acting
as a gatekeeper in social mobility. According to Bourdieu, those who speak dominant
linguistic forms may have greater access to other forms of capital, illustrating that different
linguistic practices have different values depending on the context and the individual’s social
status. This is exemplified by Received Pronunciation (RP or “BBC English™), which is
associated with upper classes and elite educational institutions. Thus, speakers of RP are
often perceived as more competent, authoritative, and intellectually capable than those with
regional accents, reflecting the social power dynamics embedded in linguistic capital (Levon
etal., 2021; Timming, 2016).

Moreover, individuals from dominant social classes have privileged access to prestigious
linguistic forms and greater opportunities, while regional accents are often considered
inferior and encounter symbolic violence (subtle social exclusion or devaluation) (Bourdieu,
1984). These speech patterns serve as markers of social status, shaping how speakers are
valued in different contexts and reinforcing social reproduction, where class advantages are
inherited through language. Thus, linguistic capital functions as a mechanism of social
stratification, where alignment with dominant linguistic norms facilitates mobility, while

deviation can result in marginalization.

Within this framework, individuals whose linguistic practices align with dominant
expectations tend to receive greater awards, such as higher grades, better job opportunities,
or social recognition. Meanwhile, those with distinct speech patterns that differ from

dominant expectations may encounter obstacles despite their intellectual abilities.
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Social Capital

The concept of social capital defined by Bourdieu as “the aggregate of the actual or potential
resources which are linked to possession of a durable network of more or less
institutionalized relationships of mutual acquaintance and recognition” refers to the
resources, advantages, and opportunities individuals gain through social relationships,
networks, and group memberships which they can mobilize for economic and social gain
(Bourdieu, 1986, p. 248). It represents the benefits that come from being part of networks
where individuals know and support each other. These networks can be formal, like
professional associations or informal, like family ties and friendships. The value of social
capital lies in the provision of access to collective resources; being part of a group enables
individuals to benefit from the group's collective knowledge, influence, and support. Thus,
the strength of social capital is based on two factors: the size of an individual’s network (how
many connections they have) and how resourceful those connections are (what kinds of
capital — economic, cultural, or social — their connections possess). However, social capital
does not develop naturally, and it requires continuous effort to build and maintain
relationships through regular interaction, mutual recognition, and exchanges of support. Like
economic and cultural capital, social capital might be considered unequally distributed as
well, reinforcing existing social hierarchies. Although building such relationships takes time
and effort, it fosters lasting bonds that can be relied upon in times of need, with elite networks
often providing exclusive advantages in employment, political power, and educational
opportunities (Liu and Wang, 2019; Tholen et al., 2013).

Considering the academic contexts, social capital plays a critical role in shaping professional
trajectories. For instance, a doctoral student joining a research group led by a highly regarded
professor might pave the way for an extensive professional network involving established
scholars, journal editors, and conference organizers (Heffernan, 2020). As for research
funding, the supervisor facilitates the process by introducing the student to people in grant
committees and provides strong letters of recommendation. As well as symbolic and cultural
benefits, social capital in the form of professional networks may help the student secure
research funding or find a job through connections, corresponding to economic benefits.
Furthermore, affiliation with a prominent research group may increase credibility and

visibility among senior researchers in the field.
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This example emphasizes that academic success is not solely contingent upon an individual
knowledge or skills (cultural capital) but is also considerably shaped by professional
networks and affiliations (social capital). The networks formed throughout one’s academic
career journey can open doors that might otherwise remain closed, providing access to key
resources, opportunities, and recognition that contribute to scholarly advancement and career

progression.

Symbolic Capital

Pierre Bourdieu conceptualizes symbolic capital as the recognition, prestige, or legitimacy
that individuals accrue in specific social settings, distinguishing it from economic and
cultural capital by its foundation in social perception and the value attributed to individuals
by others (Bourdieu, 1986). For instance, a researcher with a high number of citations holds
symbolic capital, as peers and colleagues regard their work as influential and contributory.

A notable feature of symbolic capital is its implicit nature; individuals may show respect to
those who have it without consciously understanding the rationale. This form of capital may
occur through titles (Doctor or Professor), prestigious awards, institutional affiliations, and
simply reputation built over time, with one of its key features being its transferability to other
forms of capital. A highly respected scholar, for example, may use their symbolic capital to
secure research grants (economic capital) or to attract promising students and collaborators
to work with them (social capital). Furthermore, symbolic capital is context dependent. For
example, one individual may be highly respected in one domain and hold little influence in
another. In the academic context, understanding the role of symbolic capital provides
insights into why certain voices are more influential than others. The importance attributed
to a researcher’s perspective is determined not only by the content of their arguments, but

also by their perceived status within the academic community.

To conclude, Bourdieu’s theory of capital is a powerful framework for understanding how
various forms of resources contribute to social inequality and the maintenance of power
structures. It highlights the complexity of social life, demonstrating that economic wealth
alone is not the sole factor in determining social status. Rather, cultural, social, and symbolic

resources also play a vital role.
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2.3. Hornberger’s Continua of Biliteracy Model

The continua of biliteracy model offers a comprehensive framework and valuable insights
into the complicated interplay between multiple languages in academic contexts. The central
insight of this framework is that it has several dimensions which are interconnected and
nested within each other. A better understanding of this framework requires familiarity with
its key concepts and dimensions. The model utilizes the continuum as its foundational
element to emphasize the continuous and interconnected nature of experiences, skills,
practices, and knowledge, offering a flexible and non-binary approach to understanding the
multiple dimensions of biliteracy (Hornberger, 2004). Drawing from Hornberger’s
definition, bilingual literacy or biliteracy refers to “any and all instances in which
communication occurs in two (or more) languages in or around writing” (Hornberger, 2012,
p. “1). Moreover, the continua model provides a framework for examining research,
pedagogy, and language policy in bilingual and multilingual settings. Regarding this,
Palfreyman and Van Der Walt (2017, p. 1) concentrate on biliteracy in academic contexts,
offering an adapted definition of biliteracy: “the use in a higher education context of two or
more languages in or around written text for the purpose of broadening or deepening
knowledge”. The continua model recognizes that biliteracy extends beyond proficiency in
two language systems to involve dynamic and fluid relationships across multiple
dimensions. It views academic biliteracy as a dynamic process rather than a fixed skill,
developing across first and second languages, receptive and productive skills, and oral and
written language skills (Hornberger, 2004). Adopting a holistic approach which recognizes
the interconnectedness of all four language skills, academic biliteracy involves not only
reading and writing but also listening and speaking, as these language skills are fundamental
elements of effective use of language in academic contexts, enhancing the overall literacy
development in both first and second languages (Hornberger; 1989; Hornberger and Skilton-
Sylvester, 2000; Palfreyman and VVan Der Walt, 2017). In the context of this study, biliteracy
refers to the ability to effectively engage in academic skills and discourse (reading, writing,
listening, and speaking) in more than one language in academic settings, emphasizing the
important role of both language skills and content knowledge, while drawing from and
expanding the definitions provided earlier. Hornberger’s continua of biliteracy framework

consists of four main dimensions that are interconnected and intertwined. These dimensions
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involve context, development, media, and content. Figure 1 illustrates the continuums and

the power relations in the continua model.

Continua of Biliteracy
traditionally less powerful <------------- > traditionally more powerful

Contexts of biliteracy

micro < > macro
oral < > literate
multilingual < > monolingual

Development of biliteracy

receptive < > productive
oral < > written
L1< >1.2

Content of biliteracy

minoritized < > dominant
vernacular < > literary
contextualized < > decontextualized

Media of biliteracy

simultaneous exposure < > successive exposure
dissimilar structures < > similar structures
divergent scripts < > convergent scripts

Figure 1. Continuums and Power Relations

Note: Retrieved from Hornberger, N. H., & Skilton-Sylvester, E. (2000). Revisiting the
continua of biliteracy: International and critical perspectives. Language and Education,
14(2), 96-122. doi: 10.1080/09500780008666781

2.3.1. The Four Dimensions of Continua

Context of Biliteracy

The context of biliteracy continua refers to the multidimensional environments in which

biliteracy develops and is structured around three main continua: micro-macro, oral-literate,
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and monolingual-bilingual. The micro-macro continuum symbolizes the scope of
interactions from individual and interpersonal to broader societal and institutional structures,
a micro-level context corresponding to local environments and a macro-level to global ones.
Moreover, the oral-literate continuum represents the relationship between spoken and
written language, identifying contexts based on how knowledge is mainly communicated.
Lastly, the monolingual-bilingual continuum illustrates the fluid relationship between using
one or multiple languages, pointing out the individual’s strategic use of linguistic skills and
knowledge in a way that is contextually appropriate to achieve specific academic and social
goals within their communities of practice. Thus, the main focus of this continuum is not the
individual’s use of one or multiple officially recognized languages since it acknowledges
monolingual speakers’ shift between various registers, dialects, and forms of their language

based on the context and how bilingual speakers switch between languages.

Development of Biliteracy

The development dimension focuses on how biliteracy develops in terms of interrelated and
intertwined continua. The dynamic nature of biliteracy and its not being a fixed linear
process come to the fore in this dimension. Therefore, development can begin at any point
and progress in multiple directions. The development of biliteracy is structured around three
continua, which are: L1-L2, reception-production, and Oral-Literate. The L1-L2 continuum
reveals the fluid and two-way relationship between L1 and L2. The fluid and two-way
relationship between L1 and L2 allows for biliteracy skills to move in different directions
across languages. An example that embodies this continuum would be how newly learned
vocabulary in academic English may improve academic expression skills in one’s first
language. The reception-production continuum encompasses both receptive (listening and
reading) and productive (speaking and writing) skills, challenging the traditional idea that
receptive skills precede productive skills in the development process. Instead, it
acknowledges that productive skills may also develop alongside or even ahead of receptive
skills (Weissberg, 2000). Furthermore, the oral-literate continuum explains the interaction
between spoken and written language, supporting the idea that reading skills can surpass
speaking skills or vice versa. Biliteracy development is a complex process, as the transfer of
skills across the continua is both extensive and unpredictable. Each continuum interacts with

and influences the others, creating an interconnected structure where progress in one area
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inevitably affects the development of others. Thus, each biliterate individual has
individualized pathways, influenced by their linguistic backgrounds, educational

experiences, and communicative needs.

Media of Biliteracy

The media of biliteracy helps explain the linguistic mediums in which bilingual literacy is
expressed. This dimension is structured around three interrelated continua, emphasizing how
language structures and language acquisition processes influence literacy development in
more than one language. The three continua consist of simultaneous to successive, similar
to dissimilar, and convergent to divergent. The simultaneous-successive continuum
concentrates on chronological or simultaneous language acquisition, challenging the
assumption that successive language acquisition/learning is more advantageous. Thus, this
continuum suggests that the key point is not the time or sequence of language exposure, but
rather both languages receive consistent and meaningful support throughout the
development. The similar-dissimilar continuum addresses the structural relationships
between languages, recognizing that structural proximity and distance can affect the
development of biliteracy. Given that, structural proximity can be likened to a double-edged
sword. On the one hand, similarities between the two languages may facilitate
comprehension and learning, while on the other hand, they may create traps that should be
avoided in the biliteracy development processes. Drawing from the literature, some
academic studies indicate that cognates enhance comprehension (Azieb et al., 2021; Gampe
et al., 2021; Proctor and Mo, 2009), while others assert that structurally similar languages
may result in more linguistic interference (Derakhshan and Karimi, 2015). Therefore,
individuals can better manage their biliteracy development journey by being aware of both
the supportive and interfering effects of structural proximity between the two languages.
Lastly, the convergent-divergent continuum focuses on the orthographic relationships
ranging from languages with similar writing systems to languages with different writing
systems. To exemplify, individuals attempting to acquire literacy in English and Chinese
encounter different cognitive demands than learners of Spanish and Portuguese. In essence,
the media of biliteracy emphasizes the entire communicative resources individuals use rather

than focusing on languages as bounded systems.
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Content of Biliteracy

The content of biliteracy dimension addresses the types of materials that biliterate
individuals engage with, pointing out the social and political aspects of literacy practices
across languages. This dimension is structured around three key continua including
minority-majority, vernacular-literary, and contextualized-decontextualized. The minority-
majority continuum examines the power reflected in texts, identifying the materials that
portray dominant and marginalized perspectives. The distinction between minority and
majority tackles the power hierarchies in knowledge production. In this sense, minority
refers to groups with less power, while majority refers to groups with more power rather
than demographic status. The vernacular-literary continuum signifies the texts ranging from
every day and informal literacy practices such as social media posts, text messages, and local
newsletters to formal and standardized genres such as essays, novels, and official documents.
Lastly, the contextualized-decontextualized continuum examines the connection of texts to
meaningful, real-life contexts. In other words, contextualized texts describe the lived
experiences of individuals, while decontextualized ones are more abstract and detached from
real-life contexts. Hornberger and Skilton-Sylvester (2000) argue that biliteracy practices
and educational policy tend to implicitly prioritize one end of the continua over the other,
one end being associated with greater power than the other (written over oral development,
majority over minority perspectives, literary over vernacular writing, and decontextualized
over contextualized materials). This indicates how power is negotiated through language by
individuals and institutions in biliterate settings, with certain language practices being
offered greater power and influence than others (Hornberger and Skilton-Sylvester, 2000).
In essence, this dimension illustrates that the choice of content in teaching is often biased
and affected by sociopolitical factors. Therefore, educational practices can either strengthen
the existing power structures by emphasizing majority, literary, and decontextualized
materials or encourage inclusivity with minority, vernacular, and contextualized materials

that endorse students’ multilingual identities and experiences.
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CHAPTER 111

LITERATURE REVIEW

This section provides an overview of ELF, EFL-ESL, ESP (academic and research
publication), English as Academic Lingua Franca, MOI (mother-tongue and English-

medium), and challenges of early career researchers.

3.1. The Concept of (English as) Lingua Franca and its Evolution

The concept of lingua franca has deep historical roots that inform our contemporary
understanding of ELF. Originally, ‘lingua franca’ referred to a Mediterranean trade pidgin
used between the 14th and 19th centuries. This early lingua franca borrowed heavily from
languages derived from Latin—such as Italian, French, and Spanish—to create a practical
trading language that merchants from different regions could understand (Brosch, 2015).
This practical 'language’ was used by diverse groups, including sailors, and traders,
establishing a foundation for later 'lingua franca' (Brosch, 2015; Sedlaczek, 2017).

The evolution of the lingua francas reveals their role in intellectual and commercial
exchange. Latin dominated European academia and science for centuries, followed by a
period where English, French, and German competed for prominence (Burke, 2014). The
post-World War 11 era marked English's emergence as the dominant language in scientific
and medical communication (Pennycook, 2020). This historical context helps explain the
current global position of English as a lingua franca, particularly in international business,

science, and education (Seidlhofer, 2001).

The modern conceptualization of ELF emerged from this historical foundation, initially
defined as “any use of English among speakers of different first languages™ (Jenkins and
Moran Panero, 2024). Early ELF researchers focused on laying the foundations of the field
by identifying and documenting common linguistic features that characterized ELF
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communication (Jenkins, 2015). Jenkin’s (2015) study allowed for the classification of ELF

as an academic field of study.

As the field matured, scholars' understanding of ELF underwent significant transformation.
Rather than viewing it as a static system, researchers began recognizing ELF as a dynamic
process shaped by speakers' interactions and relationships (Jenkins, 2015; Larsen-Freeman,
2017). This shift emphasized the importance of context in ELF communication, particularly
through the lens of Communities of Practice, where speakers adapt their language use

according to specific communicative needs and social relationships.

A crucial development in ELF research has been the recognition of its fundamentally
multilingual nature. This understanding challenged both the traditional dominance of native
speaker models and the potential linguistic inequality that critics have termed 'lingua
frankensteinia' (Phillipson, 2008). The emergence of 'English as a Multilingua Franca’
positioned ELF within a broader multilingual framework, acknowledging English as one of
many resources which speakers employ to achieve their communicative goals (Jenkins,
2015).

Contemporary understanding of ELF acknowledges its inherent variability across
geographical regions and communities of practice. This modern perspective rejects the
notion of a single, standardized form of ELF, instead recognizes the diversity of linguistic
practices in global English use. This view aligns with broader discussions about linguistic
diversity, as evidenced by the existence of other regional lingua franca like Lingala and
constructed languages like Esperanto (Bokamba, 2019). Such examples demonstrate that
while English currently dominates global communication, it exists within a rich tapestry of

linguistic resources that facilitate international understanding.

3.1.1 Significance of ELF in Global and Academic Context

The significance of ELF is observable via its contribution to global communication and
academic contexts though this contribution brings both opportunities and challenges.
Globally, ELF acts as a bridge between cultural and linguistic gaps, promoting interactions
in trade, business, and diplomacy (Nickerson, 2005). Beyond serving as a communication
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tool, its use allows for cultural blending and the creation of shared spaces where diverse

identities interact and transform (Dewey and Jenkins, 2010).

Moving from the global context to the specific domain of academia, ELF plays a central role
in knowledge exchange and scholarly achievement. Researchers all around the world can
communicate and cooperate by taking the dominance of English in scholarly work
(Mauranen et al., 2010). Furthermore, the adoption of EMI in universities across non-
English-speaking countries has supported cross-border academic engagement and mobility
(Bjorkman, 2018).

While acknowledging these benefits, it is crucial to consider the challenges and implications
of ELF's influence on linguistic equity and cultural preservation. Because of its domination
in many fields, critics point to ELF’s potential to overshadow local languages and cultures,
raising significant questions about linguistic hegemony (Phillipson, 2008). In academic
settings, the reliance on English may lead non-English-speaking researchers to involuntarily
comply with Anglophone norms, which could affect global research trends (Navarro et al.,
2022). This tension between the practical benefits of a global lingua franca and the
preservation of linguistic diversity remains a central challenge in both global communication
and academic contexts. For ECRs who experience a shift in MOI, such as moving from MTI
undergraduate education to an EMI graduate program, this transition can affect their research
engagement, academic confidence, and even their perception of linguistic equity. While
some may view English as a valuable resource that enhances their academic reach and
facilitates international collaboration, others may encounter challenges in adapting to
Anglophone academic conventions. This adaptation process may lead to feelings of
linguistic disadvantage, potentially affecting their engagement with global academic

discourse.

3.2 English as Foreign and Second Language

As Brown (2014) puts forward, the traditional understanding of English as a Second
Language (ESL) and English as a Foreign Language (EFL) has evolved in response to the
global spread of English as an International Language (EIL). While historical definitions
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provided clear borders between these approaches, global developments have brought

elaborate contexts for English language instruction.

Traditionally, ESL instruction operated in environments where English served as the primary
tool for communication, typically in English-speaking countries. This context necessitated a
comprehensive approach integrating language acquisition with cultural adaptation to
promote both social integration and academic achievement. Fitting in this definition, modern
ESL programs take advantage of immersive learning environments and technology-
integrated approaches to promote both linguistic and social competencies (Satullaeva and
Kurbanbaeva, 2020). However, as Brown (2014) notes, the definition of ESL has become
more complex in countries where English holds significant institutional status in education,

government, or business, despite not being the native language.

Similarly, EFL instruction traditionally focused on developing language competence in
regions where English was not commonly used in daily life. Thus, preparing learners for
international communication, educational advancement, and career opportunities, often
through cultural immersion and task-based learning methodologies was the norm (Byram,
1986). However, EFL instruction has evolved to incorporate different effective strategies,
such as incorporating scientific perspectives and later employing a more humanistic outlook

with communicative perspectives (Howatt and Smith, 2014).

However, Brown (2014) identifies two developments that have blurred the borders of these
traditional definitions. First, the formation of immigrant communities within a country has
created new opportunities for language immersion, even in traditionally EFL contexts.
Second, English content in the media, through digital platforms, has increased exposure to
authentic English usage, even in traditionally isolated settings. These changes have led to a
more flexible understanding of English language teaching, where the focus has shifted from
rigid ESL/EFL categorizations to considering English's function and to what degree it has

been integrated within society.

Both ESL and EFL have adapted to this landscape. Modern programs in both contexts
recognize the value of incorporating multilingual education models and contemporary
pedagogical approaches while leveraging students' existing linguistic knowledge through
systematic comparative methodologies. The evolution toward valuing multilingual

competencies in education advances the academic biliteracy concept where ECRs need to
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develop parallel academic literacies in both English and Turkish to thrive in their academic

careers, regardless of their MOI backgrounds.

3.2.1 EFL and ESL in Turkish Context

As with the developments around the world, EFL education in Tirkiye has also evolved.
Because English plays a critical role in international communication, Tiirkiye’s integration
of a global language into the local educational framework presents both opportunities and
challenges.

From a policy perspective, Tiirkiye has demonstrated a sustained commitment to English
language education. Educational authorities have implemented significant reforms, aiming
at alignment with European policies and standards (Kirkgdz, 2017). Despite these, the
transition from policy to practice has revealed persistent operational challenges, particularly
in curriculum design and teacher education (Oktay, 2015; Valizadeh, 2021).

These challenges are mostly evident in the day-to-day realities of English language teaching
across Turkish schools. Public schools, especially those in rural regions, struggle with
resource limitations such as qualified instructors and teaching materials. This situation has
led to a grammar-focused approach to instruction, often neglecting the development of
essential communicative competencies (Oktay, 2015). Consequently, despite years of study,
learners lack proficiency in speaking and listening skills, and motivational barriers exist as
learners view English primarily as an academic requirement rather than a valuable skill
(Dagtan and Cabaroglu, 2021; Gokge, 2021; Madalinska-Michalak and Bavli, 2018; Zaki,
2021).

However, beyond the classroom, the socioeconomic implications of English proficiency in
Tirkiye have become increasingly apparent as English language skills significantly
influence career prospects and earning potential, particularly in internationally oriented
sectors such as business and tourism (Di Paolo and Tansel, 2013). Furthermore, English
proficiency has emerged as a marker of social status and modernization within Turkish
society, reinforcing its importance in both professional and social contexts (Di Paolo and
Tansel, 2019).
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3.3 English for Specific Purposes (ESP)

Aforementioned evolutions of ESL and EFL have led to the development of approaches to
meet specific professional needs. While ESL and EFL programs have embraced multilingual
frameworks and comparative methods, a distinct branch of English language instruction

emerged to address targeted vocational and academic requirements.

The field of ESP emerged in the 1960s as a response to the growing demand for English
language skills in areas such as science, economy, and technology (Ennis and Prior, 2020).
This focus on learners' needs has since developed into a sophisticated branch of English

Language Teaching.

ESP distinguishes itself through its focused approach to meeting specialized learner needs
within specific professional and academic contexts. Determining and tending to language
needs/requirements plays a central role (Ennis and Prior, 2020). During this needs analysis,
a comprehensive assessment of needs with support from learners’ input is required (Ennis
and Prior, 2020; Rahman, 2015), which introduces a variety of ESP programs. This has led
to the development of specialized branches such as Business English (BE), Technical
English (TE), and EAP. Notably, EAP emerged as a distinct approach in 1974, expanding
beyond traditional adult learner contexts to include secondary and higher education settings
(Ennis and Prior, 2020). Rather than teaching general language competency, ESP
concentrates on how English is used in specific situations with relevant vocabulary, language
structures, and communication styles (Rahman, 2015).

As with the global development of ESL and EFL, a significant shift in ESP has been the
movement away from native-speaker proficiency as the primary goal. In today's context,
where English functions as a lingua franca, ESP has shifted towards effective
communication and meaning negotiation (Ennis and Prior, 2020). This challenges traditional
notions of language ownership and acknowledges the status of non-native English speakers

as a significant crowd (Haberland, 2011).

The effectiveness of ESP in professional development can be observed through various
fields. For example, engineering students demonstrate improved professional vocabulary

and communication skills that directly enhance their career prospects (Bekteshi and Xhaferi,
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2020). Moreover, in legal and medical fields, ESP instruction has significantly improved

practitioners' professional communication abilities (Xhaferi et al., 2015).

However, the field faces challenges in curriculum alignment and learner engagement
(Nguyen, 2017), particularly as the internationalization of higher education and the rise of
programs using English as a primary tool for instruction increase the demand for both ESP
and EAP services (Ennis and Prior, 2020). Despite these challenges, ESP's emphasis on
practical application and adaptability puts it as an effective component of English language
education, particularly in preparing learners for increasingly global professional contexts

where clear expression and shared understanding are valued.

3.3.1 English for Academic Purposes (EAP)

As mentioned earlier, demands of the academic context have led to the emergence of EAP
in 1974, initially focusing on international students at British universities, which has since
developed into a critical framework for addressing these specialized academic language
needs (Ennis and Prior, 2020; Mauranen, 2019; Mauranen et al., 2010). As expected, EAP
is no longer confined to British universities but is now taught in higher education institutions
globally, both in English-speaking and non-English-speaking contexts (Ennis and Prior,
2020; Flowerdew and Habibie, 2022).

At its foundation, EAP offers to equip learners with the sophisticated linguistic skills
required for scholarly work and academic success. This includes mastery of essential
academic tasks such as research paper writing, conference presentations, and scholarly
discussions (Flowerdew and Habibie, 2022). In today's academic environment, where
English functions as the primary medium for communication, EAP plays a crucial role in
knowledge exchange and academic networking (Mauranen et al., 2010). EAP is especially
vital in English-medium instruction (EMI) settings, enabling non-native English speakers to

effectively participate in international academic discourse (Bjorkman, 2018; Ennis and Prior,
2020).

Modern EAP instruction encompasses two main branches: English for General Academic
Purposes (EGAP) and English for Specific Academic Purposes (ESAP). EGAP courses

focus on core academic skills and general study strategies, such as critical thinking and note-
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taking, while ESAP addresses discipline-specific language requirements, supplying
specialized vocabulary, grammar, and discourse patterns of fields (Aleksandrzak, 2018;
Bond, 2020; Ennis and Prior, 2020). The ESAP approach has promoted research methods
such as genre analysis and corpus linguistics, which allow for the investigation of the
characteristics of academic language across disciplines and inform targeted pedagogical
practices (Ennis and Prior, 2020; Flowerdew and Habibie, 2022).

The growing demand for EAP in tertiary education reflects the globalization of higher
education. EAP courses aim to address the significant linguistic and literacy challenges of
students studying in a second language, granting students access to academic discourse and
enabling them to navigate their disciplines effectively (Bond, 2020; Flowerdew and Habibie,
2022; Song and Zhou, 2022). Studies suggest that task-based and interactive teaching
methods within EAP enhance both language proficiency and critical thinking skills,
contributing to better academic outcomes (Charles, 2012; Ennis and Prior, 2020).

However, the widespread adoption of EAP also brings challenges. Linguistic imperialism
and the marginalization of non-English academic traditions exist as threats (Al-Kahtany and
Alhamami, 2022; Fedorova, 2023; Navarro et al., 2022); practical issues exist in aligning
course content with diverse disciplinary needs and ensuring equitable access to resources
(Vijayan, 2019; Workie and Haregu, 2020); and the marginalization of EAP practitioners
within university structures, reflected in their placement in service units and student services
rather than a defined disciplinary home, complicates the field’s development and status

(Bond, 2020; Flowerdew and Habibie, 2022).

Despite these challenges, EAP draws upon a robust research base, including systemic
functional linguistics, genre theory, corpus linguistics, academic literacies, and critical EAP,
to inform its practices (Bond, 2020; Flowerdew and Habibie, 2022). This theoretical
foundation underscores the potential of EAP to address linguistic barriers and promote

academic success, making it a worthy tool.

3.3.2 English for Research Publication Purposes (ERPP)

ERPP has emerged as an extension of EAP to address the specific challenges of scholarly

publication. Its development was led by the dominance of English in global academic
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publishing, particularly in high-impact journals and international conferences (Flowerdew
and Habibie, 2022; Navarro et al., 2022). First introduced by Cargill and Burgess (2008),
ERPP provides researchers, especially non-native English speakers, with the linguistic tools
and cultural knowledge necessary to navigate international academic discourse, ultimately
enhancing the visibility and impact of their research (Flowerdew and Habibie, 2022;
Mauranen et al., 2010).

A key aspect of ERPP is its focus on supporting scholars in publishing research and
addressing broader linguistic challenges. While initially centered on aiding non-English-
speaking scholars, ERPP has broadened to include native English speakers who also face
challenges in academic publishing (Flowerdew and Habibie, 2022). To understand the
complexities of academic publishing research in ERPP employs various methodologies. For
example, genre analysis examines the structure and rhetorical features of research articles,
grant proposals, and other academic genres to help researchers meet the expectations of their
target audience (Flowerdew and Habibie, 2022). Influential frameworks like Swales' (2014)
CARS model provide valuable insights into the organization of research article introductions
(Flowerdew and Habibie, 2022). Additionally, naturalistic studies using ethnographic
methods offer rich accounts of scholars' experiences, shedding light on the social practices

that underpin academic writing and publication (Flowerdew and Habibie, 2022).

Despite its contributions, ERPP faces significant challenges as well. The dominance of
English in academic journals creates barriers for scholars, promoting inequalities in
knowledge production (Flowerdew, 2022). Furthermore, many universities lack formal
ERPP instruction, leaving scholars to rely on trial and error or informal support networks
(Flowerdew and Habibie, 2022).

To combat these challenges, integrating ERPP into university curricula through dedicated
courses, workshops, and mentoring programs is critical to equipping researchers with the
skills needed for successful publication (Flowerdew and Habibie, 2022). Additionally,
embracing digital transformations and leveraging online platforms for pedagogical purposes
can help researchers adapt to the changing scholarly discourse (Flowerdew and Habibie,
2022). Lastly, the lack of formal instruction highlights the need for universities to recognize
ERPP as a vital component of academic development and highlights an area for

improvement (Flowerdew and Habibie, 2022).
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Ultimately, ERPP and EAP rest at the center of having access to global academic discourse.
The globalization of education and the central role of English in spreading knowledge across
linguistic and cultural boundaries contribute to their significance. As academic publishing
continues to evolve, these frameworks are indispensable for ensuring equitable participation
in the global research community (Flowerdew and Habibie, 2022; Navarro et al., 2022).

3.4. Medium of Instruction (MOI)

The decision to adopt an instructional language, also called a medium of instruction (MOI),
emerges from cultural, political, and practical reasons and shapes both the learning processes
and outcomes. Although the situation is different in language learning, when it comes to
content learning, students learn best in the language they understand effortlessly (Cummins,
2008). This approach reinforces cultural identity and maintains linguistic heritage within
communities. However, the increasing globalization of education has led many institutions
to adopt international languages to provide students with broader access to global knowledge
networks and opportunities (Macaro and Rose, 2023). Overall, local language instruction
supports immediate comprehension and cultural preservation, while international language
instruction facilitates global connectivity and career mobility. Therefore, these benefits
create a challenge for policymakers in finding a balance since an inappropriate choice of
instructional medium can have far-reaching consequences, potentially compromising both
educational equity and learning effectiveness (Karabay and Durrani, 2024). Since the
decision extends beyond mere linguistic considerations to encompass broader questions of
educational access, cultural preservation, and preparation for an increasingly interconnected

global society, institutions must carefully consider these factors when adopting a MOI.

3.4.1. English Medium Instruction (EMI)

The use of EMI has become widespread in higher education as universities respond to
globalization and to increased number of mobilities by their staff and students. Many
institutions now offer programs taught entirely in English to establish their international

standing and prepare students for global careers. The expansion of student exchange
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programs like Erasmus and staff mobility has accelerated this trend (Flowerdew and Habibie,
2022). Research shows that EMI allows students and faculty members from different
language backgrounds to participate in shared academic discussions and access international

research networks (Macaro et al., 2017).

EMI provides clear advantages for universities. It supports international expansion, makes
cross-border education easier, and gives access to global academic resources. Students and
faculty members gain increased opportunities to engage effectively with international
academic communities, potentially improving their global competitiveness (Lasagabaster,
2022). The growing use of EMI has also led universities to develop more academic English
support programs (Flowerdew and Habibie, 2022).

However, the adoption of EMI presents challenges, and its success depends on the careful
balance of linguistic inclusivity, robust pedagogical support, and alignment with global and
local educational objectives. While research demonstrates its effectiveness in improving
language proficiency, its impact on content learning remains inconsistent. Both students and
educators often face heightened cognitive and linguistic demands when navigating this
instructional approach (Lasagabaster, 2022). In addition, in countries where English is not
the primary language, EMI can push aside local languages and traditions, making education
less accessible (Giille, 2024) and since the use of English in academic settings is not a neutral
phenomenon, it can create linguistic inequalities, potentially disadvantaging scholars who
are not native English speakers, thus creating power imbalances in academic discourse
(Flowerdew and Habibie, 2022).

Furthermore, institutions may encounter a misalignment between policy objectives and
classroom realities, especially in environments lacking adequate support systems for
linguistic and pedagogical adjustments (Lei and Hu, 2014). This gap between intention and

implementation can impact outcomes and student success rates.

To address these challenges and preserve the benefits of EMI while maintaining linguistic
and cultural diversity, contemporary research advocates for more nuanced implementation
strategies (Rose et al., 2022). A multilingual approach has shown promise in creating more
equitable and effective learning environments. In addition, the integration of ERPP support
within EMI programs has been proposed to help students meet the demands of academic
writing in English, thereby enhancing their ability to succeed in their studies and eventually

publish research (Flowerdew, 2022; Flowerdew and Habibie, 2022). By integrating students’
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broader linguistic capabilities and providing comprehensive support systems, institutions

can work toward creating more inclusive and successful EMI programs (Giille, 2024).

These possible challenges and benefits associated with EMI adoption are also relevant for
ECRs who have changed MOIs during their academic trajectory. As highlighted before, the
implementation of EMI in a way that balances linguistic inclusivity, pedagogical support,
and alignment with educational objectives requires careful planning and support systems,
such as multilingual approaches and ERPP programs. For ECRs who transition from MTI to
EMI, the presence and absence of such support systems can shape their academic
experiences, affecting their research engagement, confidence in academic writing, and
overall linguistic adaptation. Thus, the current study examines how MOI transitions affect
ECRs’ self-perceived research and language experiences, providing insight into the role of

EMI adoption in shaping ECRs’ academic trajectories.

3.5 Early Career Researcher (ECR)

Defining ECRs in the literature presents a challenge, as there are several different terms and
definitions used. ECRs are often referred to as junior researchers/academics, early-stage
researchers (ESRs), early-career academics (ECASs), or emerging researchers. Although
these terms seem to describe the very same group of people, their definitions vary across
studies and contexts. Considering these different terms, junior researchers are defined as
individuals engaged in academic research including master’s students, doctoral candidates,
and PhD students who strive for more research experience under the supervision of
experienced researchers in the OECD (2015) Frascati Manual. As for Early-Stage
Researchers (ESRs), the European Commission (n.d.) defines them as individuals who are
in the first four years of their research careers and have not yet earned a doctoral degree but
acquired a degree meeting the requirements to start a PhD regardless of their intent to engage
in postgraduate studies. However, Bosanqguet et al. (2016) provides a variety of criteria with
which researchers defined ECRs: having a PhD status, time since PhD completion, length of
academic employment, research output, and stable academic appointment. Similarly, Locke
and Freeman (2017) point out that ECR status is determined by multiple factors: meeting

researchers' criteria, time since doctorate completion, securing permanent academic
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positions, winning external grants, and experience as a principal investigator, putting
forward two key milestones that mark the transition to mid-career: obtaining a permanent
full-time academic position and successfully leading an externally-funded research project
as principal investigator. According to Bazeley (2003), an ECR is defined as someone within
their initial five-year period of research employment after completing postgraduate studies,
provided this period allows for continuous and stable research development. Lastly, Kenny
et al. (2024) characterize ECRs as researchers in the transitional phase between PhD
completion and becoming established independent investigators, typically occupying
positions like senior postdocs, research fellows with external funding, or early-career
lecturers. Thus, among these varied definitions, Bosanquet et al.’s (2016) idea of challenging
these defining factors by proposing that it is not possible to have a singular and objective

definition of ECRs become more reasonable.

Bearing these definitions in mind, the researcher aims to broaden the ECR definition by
including master’s level students in the context of this study. Therefore, ECRs referred to in
this study involve individuals who aim for more research experience under the guidance of
more experienced researchers regardless of their intent to pursue an academic career

including master’s students.

3.5.1 Challenges Faced by Early Career Researchers (ECRS)

Early Career Researchers (ECRs) face numerous significant challenges that can be
categorized into several key areas, with implications spanning financial, professional, and
emotional dimensions. The literature presents these obstacles and emphasizes the pressing
need for instructional and structured support systems (Christian et al., 2021; Signoret et al.,
2019). Studies across different academic fields show these issues create consistent barriers

to career advancement.

Among the most significant challenges, job insecurity stands at the forefront of ECR
concerns. Research indicates that many researchers operate under short-term contracts, with
studies showing that most ECRs work on contracts of two years or less, with their positions
often contingent upon external project-based funding (Alderson et al., 2023; Christian et al.,

2021; Signoret et al., 2019). This uncertainty creates substantial barriers to long-term
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planning and generates considerable stress. The situation is further complicated by the rising
cost of living in major research centres, which adds another layer of financial pressure to

early-career researchers (Thomas et al., 2024).

The role of mentorship emerges as another critical factor in ECR development, though
access to quality guidance remains inconsistent across institutions (Boeren et al., 2015;
Hurley et al., 2015). While some researchers receive formal mentoring, others must rely on
informal relationships that may not provide complete guidance (Kamler, 2008; Mgaiwa and
Kapinga, 2021). This uneven access not only affects skill development but also influences
researchers' sense of belonging and professional identity within academia (Hemmings, 2011,
Kirk and Lipscombe, 2019).

The academic environment's emphasis on publications creates additional pressure for ECRs,
particularly those navigating language barriers as non-native English speakers (Cheung,
2010; Shamsi and Osam, 2022). These researchers often encounter significant obstacles
when attempting to publish in international journals, while general anxieties about rejection
and research quality affect the broader ECR population (Aydin et al., 2023; Drosou et al.,
2020). The complex demands of conducting literature reviews, synthesizing findings, and
managing the publication process present ongoing challenges that can impede career
advancement (Chen et al., 2016; Daniel, 2022), creating what many refer to as the “publish
or perish” culture (Da Silva, 2021).

Additionally, mental health concerns have emerged as a challenge among ECRs because of
high stress, anxiety, and depression, especially among doctoral students and temporary
contract holders (Cilli et al., 2023). These psychological challenges are often multiplied by
limited access to coping mechanisms and support services, potentially altering researchers'
academic trajectory (Signoret et al., 2019). Moreover, the combination of high workloads
and research pressures contributes significantly to these mental health concerns (Hollywood
et al., 2020). Lastly, during the transition from graduate student to independent researcher
developing a distinct research identity result in feelings of isolation and inadequacy (Kirk
and Lipscombe, 2019).

The struggle to maintain work-life balance represents another significant challenge, as ECRs
attempt to manage teaching responsibilities with research demands (Hollywood et al., 2020).
This pressure could lead to burnout and diminished job satisfaction (MacDonald et al.,

2014), while institutional barriers such as administrative constraints and limited funding
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opportunities put further stress on the researcher (Da Silva, 2021; Tayaban and O'Leary,
2022).

Furthermore, many ECRs encounter significant challenges in relation to language in their
research practices, especially in writing, publishing, and communicating research. These
stem from challenges in writing academic English, lack of institutional support, and
insufficient training during graduate studies (Ekog¢-Ozcelik, 2023). As a result, the language-
related challenges can affect their academic career trajectories, collaboration opportunities,
and visibility in the global research community (Hanauer et al., 2018; Ramirez-Castafeda,
2020; Zheng and Guo, 2018). The dominance of English in academia offers both
opportunities and barriers for researchers, affecting how ECRs access to academic literature,
publish scholarly works, network with peers, and lastly contribute to knowledge production.
Given that, many researchers from non-Anglophone contexts struggle to write and publish
in high-impact international journals, which often requires English-written works (Canli and
Yagiz, 2024; Ekog-Ozgelik, 2023; Hyland, 2016; Kuzembayeva et al., 2022; Shamsi and
Osam, 2022). This limits ECRs ability to engage deeply with English academic literature,

creating an imbalance in knowledge dissemination.

The challenges that ECRs face reflect the issues within academic institutions and handling
these concerns requires a developing stable funding mechanism, robust mentorship
programs, enhanced mental health support, and policies that prioritize both professional
development and personal well-being (Arslantas et al., 2020). Such solutions are crucial for
raising the next generation of researchers and ensuring their success in the global academic
landscape since future academic research depends largely on how effectively institutions can
address these structural and technological limitations while supporting their early-career
scholars (Da Silva, 2021; Tayaban and O'Leary, 2022).
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CHAPTER IV

METHODOLOGY

This chapter concentrates on the current study's methodology by outlining and explaining
the research design, aims, research questions, the setting, the participant group, data

collection, and analysis procedure in detail.

4. 1. Research Design

The complex relationship between MOI and academic development requires careful
examination, particularly in Turkish higher education context, where researchers can
experience MOI transitions in their academic trajectories. To examine this phenomenon in
depth, the study adopts a qualitative phenomenological research design to uncover the lived
experiences of ECRs who navigated different MOIs in their academic journeys. The
phenomenological approach allows the researcher to uncover rich and detailed insights into
how these MOI transitions shape ECRs’ research experiences, challenges, coping strategies,
and language preferences in research practices that would be difficult to capture through
other methodological approaches. Understanding the complex nature of MOI transitions
necessitates deep insights into the participants experiences, and how these experiences shape
their researcher identity and practices. Through this lens, the current study addresses the

following research questions:

RQ1. What research-related challenges do ECRs experience in line with their MOI
background?

1.1 What are the experienced research-related challenges of ECRs who had different MOIs

at different levels of education? To what are these challenges attributed?

1.2 What are the experienced research-related challenges of ECRs who had same MOIs at

different levels of education? To what are these challenges attributed?
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RQ2. What strategies do ECRs apply to overcome research-related challenges in line with
their MOI background?

2.1. What are the applied research-related strategies of ECRs who had different MOls at

different levels of education?

2.2. What are applied research-related strategies of ECRs who had same MOlIs at different

levels of education?

RQ3. What are the academic language preferences of ECRs in research practices in line with

their MOI background? What are the underlying reasons?

Aiming to find answers to the research questions above, the current study adopts a qualitative
phenomenological research method which seeks to investigate the lived experiences of
participants in-depth (Creswell, 2014). Several researchers have described phenomenology
in similar ways. For example, Given (2008, p. 466) defines phenomenology as a “theoretical
system of ideas that discusses the ways in which humans experience phenomena in the
world” and points out that the phenomenological research method focuses on investigating
and a deeper understanding of how individuals make sense of their own lived experiences
through a meticulous examination. Creswell (2014) explains phenomenology as a qualitative
research method that involves an in-depth understanding of participants’ thoughts,
perceptions, and experiences of the phenomenon being studied. Cohen et al., (2018) indicate
that everyone in a group may perceive or experience a situation, or phenomenon differently
while emphasizing the focus of phenomenological research, which is participants' subjective
experiences. Phenomenological research method necessitates in-depth interviews to be able
to understand the lived experiences and perceptions of the participants (Cohen et al, 2018;
Denscombe, 2014). Furthermore, Fraenkel et al. (2022) point out that researchers
concentrate on a specific event, gather data through in-depth interviews, and then define
what is common to their viewpoints. Given that the researcher of the current study aims to
explore the participants’ experiences, thoughts, and perceptions of a particular phenomenon
in depth, the qualitative phenomenological research design stands out as the most suitable
one among other research designs. The definitions and key features of qualitative
phenomenological research design help the researcher to find it as the most appropriate
research method for the current study because the phenomenological research method aims
to investigate the participants’ lived personal experiences, thoughts, and perceptions about a

situation in depth.
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4.2. Participants and Setting

The researcher utilized the non-probable purposive sampling method to reach the study’s
aims. Non-probable purposive sampling was defined as the intentional selection of
participants based on the “researcher’s judgement and/or knowledge of the population” and
with the goal of drawing out the necessary data (Mackey and Gass, 2022). Moreover, Cohen
et al. (2018) highlight that purposive sampling is a fundamental aspect of qualitative
research. In non-probable sampling methods, the researcher aims for a specific group of
people even though they do not represent the whole population. In qualitative research, as
the name suggests, purposive sampling involves researchers purposefully selecting
participants who they believe best represent the characteristics relevant to their study. This
method of sampling enables researchers to concentrate on participants and cases that tend to
offer meaningful insights into the phenomenon being studied. Although this type of sampling
has its upsides as it offers significant depth to the research, it also has downsides in terms of
generalizability compared to probability sampling. Purposive sampling enables the
researcher to collect in-depth information on issues and cases (Dovetail Editorial Team,
2023). The main aim in purposive sampling is to obtain in-depth data from the specific group
of people who are chosen based on the researcher’s judgement. Researchers utilize their
judgement to pick a sample that they assume will offer the data they seek (Fraenkel et al.,
2022). Thus, the non-probability purposive sampling method is the most appropriate method
to be used in the current study since the aims of the research require in-depth data collection

on a specific issue and participants to be selected according to certain criteria.

The participants of this current qualitative study consisted of three groups of ECRs actively
working as research assistants in the Faculties of Education at Turkish Universities. The first
two groups were those who received their B.A. and M.A. education in the same language
without changing the MOI between the two education levels (ENG-ENG, TR-TR). The third
group was those who received their undergraduate education in English and their graduate
education in Turkish (ENG-TR). Each group contained 2 participants for a total of 6
participants. Initially, the (TR-ENG) group who received their undergraduate education in
Turkish and graduate education in English was included as a participant group. However,
the researcher ultimately excluded this group due to challenges in reaching this group of

participants.
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To ensure the reliability of the results, participants needed to meet the specific requirements
of the current study’s population. All the participants were actively working under the
umbrella of the Faculty of Education as research assistants at universities in Tiirkiye. This
study contains certain inherent limitations in terms of its participants as well. As a result of
the apparent discrepancy between educational fields, ECRs who made a change of field
between undergraduate and graduate degrees were not included in the current study along
with ECRs who participated in the Erasmus+ Exchange Program. Additionally, ECRs who
are doctorate students were not included in this study due to their possible additional
experience in academic engagement and teaching practices. The following Figure 2 and

Table 1 demonstrate the participant group and numbers.

Table 1

Participants and their MOI Backgrounds

MOI of ECRs ENG (BA) ENG (BA) TR (BA) Total
TR (MA) ENG (MA) TR (MA)
Participants 2 2 2 6
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Figure 2. Participant Pool

After receiving ethical permission (Appendix 1), the researcher sought to reach out to the
target population step by step through acquaintances using e-mail and WhatsApp. The
researcher prepared the informed consent form on Microsoft Forms and a Google Sheets
document to schedule the semi-structured interviews. The informed consent form included
their language preferences for the semi-structured interviews. The interviews were

conducted online on Google Meet, recorded and transcribed into text.

To provide the full framework of the participants, it is necessary to understand different
definitions of the participant group and education levels. According to ISCED 2011
Operational Manual (2015), the International Standard Classification of Education (ISCED)
is “the reference classification for organizing education programs and related qualifications
by education levels and fields”. Based on the ISCED Operational Manual (2015), the levels
of education are divided into eight starting from zero corresponding to early childhood

education. Levels in ISCED Operational Manual (2015) are provided below.
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ISCED 2011 has nine levels of education, from level O to level 8:
= |SCED O: Early childhood education

= |[ISCED 1: Primary education

= |[SCED 2: Lower secondary education

= |ISCED 3: Upper secondary education

= |ISCED 4: Post-secondary non-tertiary education

= [SCED 5: Short-cycle tertiary education

= |SCED 6: Bachelor’s or equivalent level

= |ISCED 7: Master’s or equivalent level

= |SCED 8: Doctoral or equivalent level

Figure 3. Education levels and fields by ISCED

In the context of this study, ISCED levels 6-7 and 8 are the most relevant ones. While the
education levels are listed this way in the ISCED Operational Manual (2015), these levels
are taken into consideration to describe junior researchers in the OECD (2015) Frascati
Manual. The OECD (2015) Frascati Manual defines junior researchers as individuals
engaged in academic research including doctoral candidates, PhD students, and master’s
students who aim for more research experience under the supervision of experienced
researchers and research leaders. As stated in the OECD (2015) Frascati Manual, doctoral
candidates, PhD students, and master’s students are considered in the “junior researchers”
group as they are in the ISCED 7 and 8 education levels. As for the early career researchers
(ECRs) also known as early-stage researchers (ESRs), the European Commission (n.d.)
describes them as people who are in the first four years of their research careers and have
not yet earned a doctoral degree. Moreover, these first four years begin when they acquire a
degree meeting the requirements to start a PhD irrespective of their intent to engage in
postgraduate studies. Bearing these definitions in mind, the researcher aims to broaden the
ECR definitions by including master’s level students in the context of this study. For this
reason, ECRs referred to in this study involve individuals who pursue more research

experience under the guidance of more experienced researchers including master’s students.
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Table 2

Overview of the Participants

MOI Background . Language
Participant Gender Department . .
Undergrad/Grad P P Education/Experience
E.E1 F Science Education K12. Education
Tertiary Preparatory Year
EMI/EMI psvchological K12 Education
y .g Additional Courses for
E.E2 F Counselling & .
. Language Skills & Exam
Guidance .
Preparation
ET1 M Science Education K12_ Education
EMI/TMI Tertiary Preparatory Year
ET2 F Primary K12 Education
' Education Tertiary Preparatory Year
K12 Education
_— M Primary Highschool Preparatory Year
' Education Formal Additional Courses
T™MUTMI v 4 Language Exam Preparation
InstrSctional KIacation
T.T2 M Formal Additional Courses

Technologies

(CEIT) Language Exam Preparation

An overview of the participants is illustrated in Table 2. As mentioned earlier, there are three
different groups in this study, each group comprising two ECRs and having different MOI
backgrounds. The study involves six participants in total, comprising three females and three
males distributed across different groups. The departments of the participants include
Science Education, Primary Education, Psychological Counselling & Guidance, and
Computer & Instructional Technologies (CEIT). In the current study, all participants
completed their K-12 education in Turkish schools following the standard curriculum, with
English language proficiency ranging from Al-A2 to B1-B2 levels in line with CEFR.
However, the participants with EMI backgrounds additionally received intensive preparatory
education before their undergraduate studies. In this respect, E.E1 indicated experiencing
difficulties in the transition process from the preparatory year to the undergraduate program,
as the prep year was not concentrated on field content in English but on general and academic
English. Furthermore, E.E2 reported that she was exempted from the preparatory year at the
tertiary level by taking the institution’s four-skills based language exam and proceeded

directly to her undergraduate studies, which demonstrates her high level of English language

45



proficiency. On the other hand, E.T1 stated that he was able to pass the preparatory year
successfully after three years which exceeds the standard time limit, sharing his struggles in
productive skills and attributing this issue to rote learning of English in K-12 education. T.T1
also expressed his concerns that their English language education was primarily based on
rote learning of language structures and noted that it had negative effects on his language
learning experiences. However, T.T1 also added that attending an EMI preparatory language
program in high school contributed to the development of his English proficiency. Moreover,
both E.E2 and TMI/TMI participants received extra language support for exam preparation.

E.E2 noted that she received a four-skills based language course.

4.2.1 Detailed Overview of The Participants

E.E1

This participant is a 26-year-old Turkish female working as a research assistant at a state
university in Tiirkiye in the Department of Science Education and her mother tongue is
Turkish. She has completed her undergraduate and graduate education at the same university
and one of Tiirkiye’s renowned universities in the same department in English. Although the
participant’s mother tongue is Turkish, since she received both undergraduate and graduate
levels of education in English, she believes she is fluent in English but not as fluent as a
native speaker. Upon completing her master’s degree, she is also planning to initiate her
doctoral education. Apart from her academic life, she has multiple hobbies such as frisbee,

camping, trekking, painting, and bird observation.

When asked about her story with the English language, she said that her journey with
learning English started from primary education and continued with secondary and tertiary
level education. She indicated that she did not have any specific motivation to learn the
English language at these levels of education. Thus, the participant stated that she completed
her secondary education without any proper learning of the English language. After having
been accepted to an EMI university, she felt obliged to study the preparatory year. Moreover,
she asserted that she considered English language learning as a prerequisite for her

undergraduate education and that’s why she pursued her preparatory education. However,

46



the participant described the first two years of her undergraduate education as very
challenging and attributed her low GPA to the EMI. Regarding the underlying reasons for
the challenges experienced in the transition between the prep year and the undergraduate
year, the participant asserted the obvious discrepancy between the English language in the
prep year and the undergraduate years adding that their purposes differed in terms of content
and language. Given that the field courses in undergraduate years aimed to provide field
knowledge in English and the prep courses aimed to increase English language proficiency,
the participant’s opinions and experiences could be valid. Apart from that, the participant
pointed out the undergraduate instructors’ assumption that students had comprehensive
knowledge of field English, adding that the undergraduate instructors delivered the field
knowledge in English in a hasty manner and without considering the background field
English knowledge of the students. The participant claimed that her English skills had
improved considerably by the time she reached her master’s level. She also noted that there
were many opportunities to improve her English skills to the point of master’s level such as
additional readings assigned by teachers, in-class discussions in pedagogical courses, and
English presentation courses. While the participant believed she was insufficient in daily
English-speaking skills and could not express herself well, she considered taking daily
English-speaking lessons from informal educational apps such as ‘OpenEnglish’ and
‘Cambly’. On the other hand, she states that she is more confident in speaking academic
English. As an early career researcher, the participant’s research productivity consists of a

conference paper and her master’s thesis.

In conclusion, the participants’ experiences demonstrate the challenges of adjusting to EMI
and the hard work needed to develop academic language skills. Although she experienced
difficulties at first, she improved her English through EMI undergraduate and graduate
education and now feels more confident in academic settings. Her dedication to improving
her colloquial English reflects her special attention and efforts to self-improvement. Through
regulating both academic and personal goals, she establishes a well-balanced portrait as an

early career researcher.

E.E2

This participant is a Turkish female working as a research assistant at one of Tiirkiye’s

renowned state universities in the Department of Psychological Counselling and Guidance
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within the Faculty of Education. She specializes in Psychological Counselling and Guidance
and is currently pursuing a PhD at the university previously mentioned where she is currently
in her second year of doctoral education. Although her mother tongue is Turkish, she began
learning English at a very early age in private schools, starting from kindergarten, which she
claimed offered higher-quality education. Therefore, she identifies English as her second
language. She did not prefer studying the prep year at university. As a result, she decided to
take additional language courses tailored for exams assessing all four language skills
(reading, writing, listening, and speaking) and then reaped the benefits. She completed her
undergraduate and graduate degrees at two of Tiirkiye’s best-known universities in EMI

programs.

The participants emphasized her fast language-learning skills and her keen interest in
learning languages. The participant actively used English throughout her education,
particularly during her EMI tertiary studies. She is currently a teaching assistant, teaching
students how to conduct statistical analyses, report results, etc. in computer labs. As the
university she works at operates in English, these courses are also delivered in English. Even
though daily communication is carried out in Turkish, English is used in academic contexts
within her institution. Additionally, her academic readings mostly constitute articles, books,
and academic papers written in English adding that her education and career 90% consist of

English now.

When asked about her journey with the Turkish language, she stated that it began in the
house where she was born and raised. She received her preschool, primary, and secondary
education in TMI. After receiving EMI tertiary education and working at an EMI university,
she indicated that there has been a noticeable decrease in her overall use of Turkish across

three key areas of her life: education, career, and daily life.

The participant has not received any formal training in conducting research or project
management beyond the university courses. However, she is currently involved in a project
conducted in Turkish and she is independently working on a research article. Additionally,

she is receiving therapy training.

When asked about the transition process from undergraduate education to graduate
education, the participant indicated that undergraduate education had little depth into it and
in contrast, the knowledge transfer was too much. Considering the more crowded classrooms

and previously mentioned aspects, the participant stated that the importance and attention
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given to the individual was much less. On the other hand, graduate education was different
from undergraduate in many ways, for example, much fewer students in the classes at the
master’s level, fewer courses and the necessity of producing science, and presenting the
product. Hence, the participant stated that she found the graduate education process
challenging, specifically due to the demanding nature of thesis writing. Moreover, the
participant said that although there are fewer courses the content of these courses was much
heavier, and the expectations were much higher. Along with these aspects, she indicated that
the expectations and tasks increased considerably at the master’s level, adding that these
aspects increased the necessity of involvement and burden of the process, as well as the
given importance and attention to the individual. Therefore, the participant pointed out the
ever-increasing anxiety she experienced in the process of graduate education. Knowing that
the expectations would be higher, the participant was a bit relieved by reminding herself that
the quality of education would be higher. The participant also pointed out the process of

familiarizing with the school system, and functional, and personal changes.

In conclusion, the participant’s experiences highlight the significant shift from
undergraduate to graduate education and the challenges of working at an EMI university.
Having a special interest in and motivation towards language learning, she began learning
English from an early age. Thus, she identifies English as her second language. As she
progressed in her education, she aimed to improve her language skills in every aspect.
Currently, in the second year of her PhD, she completed both undergraduate and graduate
degrees at an EMI university. She is also a teaching and research assistant at the university
where she is receiving her doctoral education. The participant noted a decrease in the use of
the Turkish language due to the dominance of English in her academic environment.
Reflecting on her experiences, she noted that undergraduate education lacked depth and
importance given to individuals, while graduate education necessitated much more effort
and posed challenges. Moreover, she claimed to experience amplified anxiety and pressure
due to the high expectations of educators. Nevertheless, she acknowledged the higher quality

of education and opportunities for improvement and benefited from these opportunities.

E.T1

This participant is a Turkish male working as a research assistant at one of Tiirkiye’s state

universities in the Department of Science Education, having completed his bachelor’s and
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master’s at two different prestigious universities in Tiirkiye in the same department. MOI
was English at the undergraduate level and Turkish at the graduate level. The diverse
linguistic and educational experiences formed his current academic career. He stated that he
experienced challenges in the transition from EMI at the undergraduate level to TMI at the
graduate level. When he began his current position as a research assistant, his master’s course
period was nearing an end. As a result, he transferred his registration to the university where
he is now employed. After completing his thesis, he pursued his doctoral education at the

same institution.

The participant’s mother tongue is Turkish, and he regards himself as proficient in English.
Considering his journey with English, he stated that he began learning English in primary
school and continued until after his undergraduate preparatory education. However, he
pointed out that the English language education he received before university had little to no
effect, reporting it as ineffective and misleading. He underlined that his journey with the
English language only began during his preparatory year at university as a beginner learner.
He finished the preparatory year in three years due to an insufficient language background
and irregular attendance which brought about challenges. Subsequently, the participant has
made efforts to enhance his language skills and knowledge on his own and believes he has
done so. Consuming English content, he gradually increased his proficiency in English and
did not need to take additional language courses. He indicates that the current position of

English in his life is mostly in the academic sense such as academic reading and writing.

Reflecting on his journey with the Turkish language, he believed that primary and secondary
Turkish education was at the surface level and did not contribute to his Turkish language
development. His development of a reading habit during long commutes during his
university years promoted his Turkish language skills, as he claims. Additionally, he believes
this reading habit had positive effects on his academic writing experiences in terms of
sentence structure, punctuation, word use, etc. which also helped him in the process of

master’s thesis writing and other academic writings.

Considering the transition process from undergraduate degree to graduate degree, the
participant expressed his experiences and challenges emphasizing the intense undergraduate
education in terms of content, EMI in content courses (Physics, Chemistry, Biology), and
the simplicity of these processes at the graduate level after experiencing such difficulties at

the undergraduate level. Other experiences in the transition process include not having a
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good command of relevant fields in Turkish but in English; hence, this appeared as a problem
in graduate student exams and research assistant recruitment interviews as interviewers
expected field knowledge in Turkish, as he expressed. However, he also mentioned that he
managed to overcome this issue by being exposed to field knowledge in Turkish and gaining

experience in academia.

In essence, the participant completed his undergraduate degree in EMI and his graduate
degree in Turkish, which posed problems in the transition process between two different
language mediums. The participant’s overall experiences show the impacts of two different
levels of education with different MOI on his current academic career and educational life.
His educational path demonstrates the difficulties of tailoring the academic field knowledge
from English to Turkish. The participant found primary and secondary education superficial
in terms of language education; thus, he independently enhanced his both language skills
through exposure and self-motivated learning strategies which had positive influences on his
current academic reading and writing. Regardless of initial challenges with both languages,

his commitment and self-directed efforts to improve his language skills show persistence.

E.T2

The participant is a female research assistant at a state university in Tiirkiye having
completed her undergraduate and graduate degrees at prestigious universities in the
Department of Primary Education. She completed her undergraduate degree at an EMI
university and her graduate degree at a TMI university and is now pursuing her doctoral
education at another prestigious university. This transition of MOIs might have influenced
her academic and linguistic experiences. The participant’s native language is Turkish and

foreign language is English. Additionally, she can understand Arabic but cannot speak.

When asked about her journey with the English language, she expressed her feelings towards
English and stated that English has always been her favorite language. She also adds that she
has always been intertwined with foreign culture whether it is TV series or songs. She first
started talking about her experiences at university and did not mention primary or secondary
language education. Her story with the English language begins in the preparatory year at
university as she tells, where significant emphasis was given to English language learning.

Currently, she indicates that the English language takes part in the research and cultural
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aspects of her life, as she usually does research on foreign literature. Furthermore, she did
not take any additional formal courses on language and research-related aspects apart from

school education.

When asked about her story with the Turkish language, she did not share much detail but
said that she utilizes Turkish all the time to carry out daily activities as it is her native
language. However, she reported using Turkish for research purposes as well, though less

often than English, as she feels less confident in Turkish compared to English.

The participant described the transition phase from undergraduate to graduate degree as very
challenging due to completing 6 years of EMI undergraduate education. Since the participant
received her undergraduate education in English for 6 years, she has had a good command
of the field knowledge in English; hence, she encountered some challenges when she started
her TMI graduate education. These challenges primarily stemmed from the fact that she did
not have a good command of field and research knowledge in Turkish. These challenges
include answering instructors’ questions using Turkish terminologies, graduate student
exams, and research assistant recruitment interviews. Furthermore, she reported that her
having difficulty remembering the Turkish terminologies that are field and research-specific
was considered strange by other people. Having faced these difficulties, the participant
attempted to overcome these issues through self-directed efforts and Turkish academic
resources. Even though she experienced initial challenges in the process of adapting to
transitioning from EMI to TMI, she managed to improve her academic skills in Turkish as

well.

In conclusion, the participant is a Turkish native speaker with a good command of English.
The exposure to the English language through cultural content, preparatory year, and EMI
undergraduate education enhanced her English language skills. The participants’
experiences demonstrate the complicated nature of changing MOIs between education
levels. Considering the experiences the participant shared, the adaptation process has been
highly challenging in terms of academic and field-specific terminologies. Regardless of the
experienced challenges at first, her efforts allowed her to manage the transition process and
improve her language skills in both languages.
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T.T1

This participant is a male Turkish research assistant at a state university in Tiirkiye
specializing in Primary Education. Having completed his bachelor’s degree at another state
university in the Department of Primary Education, his master’s in the same field and at the
university he is currently employed and is pursuing his doctoral education at his
undergraduate alma mater. His mother tongue is Turkish, and he has intermediate English
proficiency, as evidenced by his scores of 72.5 and 85 points on Tiirkiye’s two different
standard foreign language exams. His achieving these points on standardized foreign
language exams reflects an intermediate level of proficiency, which is adequate for academic
reading and writing tasks. Apart from this, the participant also applied for the double major
undergraduate program at the department of English Language Teaching (ELT) which has a
preparatory year. The participant stated that after applying for the ELT program to obtain a
double major undergraduate degree, he also took the preparatory exam held within the ELT
department and passed. However, the participant claimed that the personal circumstances

did not allow it, and he could not pursue the double major undergraduate degree.

Reflecting on his journey with the English language, it started at a very early age in primary
school continuing with secondary and tertiary level education. The participant asserted that
the English language education at initial levels was inefficient. For example, he criticized
the memorization-focused grammar instruction and found this practice ineffective in terms
of building practical language skills. Moreover, the participant received an English
preparatory education in high school, laying a strong foundation of English language
proficiency and aiding him in getting high points from the standard language exams. The
participant found the high school preparatory year effective as the teacher employed EMI.
The preparatory year delivered in EMI, not only improved his fundamental English skills
but also evoked his interest towards the English language. Apart from the formal education
he received, he stated that he did not take any additional language courses. Regarding the
research aspect, the participant reported that he attended short-term seminar sessions for
project writing at the institution where he is employed. These sessions, intended to improve
project writing and management skills, provided him with practical knowledge for academic
projects. At both undergraduate and graduate levels, the participant received his education
in TMI except for a few language-related courses at university including Academic English

as an elective course. However, as the participant mentioned, the Academic English course
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did not have an academic dimension at all. The participant stated that undergraduate
education required minimum English proficiency, and his master’s degree required English
reading skills for course materials and research. He added that while there were no language
prerequisites for graduate education programs in Primary Education; proficiency in English
was essential for the necessary reading tasks to be done during the course period. Therefore,
the participant’s other classmates who were not proficient in English encountered challenges
in doing these readings. Although he believes he has better English proficiency compared to
his classmates in master’s class, he clearly stated that he also encountered certain challenges
while doing these readings such as unfamiliar concepts, terminologies, and words. Hence,
he depended on digital tools such as DeepL, Google Translate, and ChatGPT to comprehend
these unfamiliar concepts and terminologies crucial for his academic goals, enabling him to
access academic field literature and publish research in international academic journals.
These tools helped with understanding the complex content and simplifying the process of
publishing in international journals through translation. He utilized these tools to translate
his Turkish-written studies to English for international publication purposes adding that he
always cross-checks the translated texts. Regardless of the educational aspect, the participant
aimed to expose himself to the target culture and improve his language skills by watching
foreign TV series and movies. Currently, English plays a crucial role in his academic
research, specifically in accessing, reading, and citing the original works. While Turkish is
primarily used for initial thought development and writing processes. Additionally, he
expressed that he ability to think in English is a different point, that not everyone can reach

that point, and that he does not feel confident enough in this regard.

As for his journey with the Turkish language, he started telling the story from the very
beginning and added that the story starts from the times he cannot remember since his native
language Turkish. Having started by hearing, listening, and reading, in other words by being
exposed to it, the journey with his mother tongue has continued as a developing and changing
process as he described. Furthermore, he explains that he has a special devotion to the
Turkish language and is careful to use the language properly. He also believes that he is
competent in terms of comprehension, grammar and self-expression in Turkish, although he
believes he has some imperfect areas as well. Therefore, he continuously tries to improve
himself in terms of his native language. Regarding the current role of The Turkish language
in his life, he predominantly uses Turkish for his academic studies apart from his daily

communication.
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Evaluating the transition process, he emphasized critical differences between the two levels
of education such as individual responsibility, class sizes, the expectation to produce
scholarly work, active participation, etc. He reported that the undergraduate education he
received provided a strong foundation which accelerated his transition to a more practical
and applied focus of graduate education. He reported that being entitled to a research
assistant position while continuing his master’s had notable repercussions but did not
elaborate on whether these repercussions were related to workload, professional
development, academic performance, etc. While undergraduate studies prioritized group
work and reduced individual accountability, graduate education gave more importance to
individual accountability and scholarly output. Graduate studies required much more
individual responsibility compared to the collaborative nature of undergraduate education
and there was a process of putting a production out such as articles, book chapters, or theses.
Another main difference is the number of students in the classes as graduate classes have
much fewer people compared to undergraduate ones. The number of students at the
undergraduate level was much higher causing a feeling of insignificance. Therefore, the
participant expressed his feelings as more like an individual at the graduate level since there
is a focus on each student separately. Moreover, the participant claims that the graduate
classes necessitated active participation due to the low number of students including
engaging in discussions, leading the discussions, and making presentations. He noted that
the in-depth discussions and peers with diverse academic backgrounds broadened his
perspectives in different aspects. On the other hand, the participant noted that students could
often compensate for a lack of active participation through last-minute efforts. In this regard,
he added that graduate education was at another level in terms of required consistent effort

and commitment.

To conclude, the participant’s academic journey demonstrates the experiences of studying
at different educational levels in the same MOI. His efforts to improve his English
proficiency and reinforce his native language illustrate his commitment to both academic
and personal development. The shift from undergraduate to graduate education increased his
active involvement in research, amplified his knowledge and perspectives, and promoted a

greater sense of responsibility.
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T.T2

This participant is a male Turkish research assistant at one of Tiirkiye’s best-known
universities in the field of Computer and Instructional Technologies (CEIT) in the Education
Faculty. His job involves assisting and teaching lab-based lectures. His academic journey
started with a bachelor’s education at a state university in the same department, currently
pursuing a master’s education at another prestigious university within the Faculty of
Education. Even though he has received both levels of education in TMI, his current position
as a research assistant requires English for academic discourse since he teaches in lectures
and is also a teaching assistant and lectures are carried out in EMI. Thus, he speaks English
as a foreign language. Moreover, he has studied Spanish for 3—4 months as an additional
language but indicates that he is at a beginner level. Regarding his language education
background, the participant began learning English at a very early age at primary school,
and then secondary school. He continued learning English until his senior year of high
school; however, he indicated that the language education received up to that point did not
contribute to his four language skills and he also did not prioritize learning English himself.
He also reported having taken additional formal English language courses but finding them
inefficient. Additionally, he stated that there were no contexts in which he needed to use the
English language before the tertiary level. The necessity of English language proficiency
gradually increased from his point of view upon qualifying for university. Following his
bachelor’s degree graduation, the participant aimed for academia and endeavored to be an
academician. To be able to become a research assistant, in other words, an academician,
there is a prerequisite of having initiated graduate education. Therefore, the participant took
the Academic Staff and Graduate Education Entrance Exam and Foreign Language
Proficiency Test which are necessary for research assistant positions and graduate education
entrances. In line with the purpose of being an academician, the participant indicated that he
viewed the English language as a threshold to be overcome. Subsequently, English has taken
a greater place in his life and current work life in terms of teaching and academic discourse
compared to the past. He became aware and considered the English language as a must in
academic contexts while working as a research assistant for purposes such as seeking
international academic positions, attending international academic conferences, reading and
comprehending English-written scholarly works, and writing and publishing high-quality

English academic papers. He also reported not having received any formal education or
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seminars on research conducting and writing, project writing and management apart from

his formal tertiary-level courses.

Regarding his relationship with the English language, it developed considerably over time.
Even though he began learning English at a very early age, his proper engagement with
English started along with his beginning of graduate education and employment. He tried to
improve his English for exam preparation and language proficiency tests thus far and
acknowledged his true language proficiency was lower than expected once he got involved
in academia. Currently, English takes a significant place in his life while teaching, reading
related field literature, writing and publishing high-quality academic papers, and lastly

pursuing academic positions abroad.

As for his journey with his native language, Turkish has been at the centre of his academic
and personal life. Although the participant’s native language is Turkish and he is good at
expressing himself, he mentioned having deficiencies in Turkish academic writing.
Following his master’s supervisor’s several remarks on his academic writing and his advice
on taking additional academic writing courses to enhance his writing, he stated that he
acknowledged his own deficiencies in Turkish academic writing and aimed for

improvement.

When asked about the transition experiences from a bachelor’s to a master’s degree, the
participant mainly remarked on the face value of the universities such as the university
environment, buildings, the city, etc. He reported that the quality of his undergraduate
university was below his expectations in terms of face value, not mentioning the educational
aspect elaborately. However, he indicated that the number of competent instructors at the
undergraduate level was low besides one or two. Additionally, he explained that the scoring
system differs largely between the two institutions. For example, getting the minimum
passing score on exams was adequate to be considered competent in a course at the
undergraduate level, unlike his graduate education. Therefore, we can infer from this
information that he found undergraduate education inefficient in general. As for graduate
education, he stated that transforming from one institution to another prestigious one and
changing cities bore certain challenges in terms of adaptation, personal and social life;
however, he expressed his admiration and good feelings about his graduate institution

regarding its face value, educational quality, and instructors.
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In conclusion, the participant is a male Turkish research assistant in the Department of
Computer Education and Instructional Technology (CEIT) at one of the prestigious
universities in Tiirkiye. Apart from the research aspect of his job, he also teaches lab-based
lectures in EMI even though he received both undergraduate and graduate education in TMI.
Having initiated his academic journey with undergraduate education at a state university,
now he pursues his graduate degree at another renowned university. In the initial stages, he
viewed English as a threshold for being admitted to the graduate program and research
assistant positions and aimed to enhance his language test scores through additional formal
education and self-study. Upon being qualified for the research assistant position, English
language proficiency has become vital in terms of teaching in English-medium, international
research and academic opportunities. Although he is a native Turkish speaker, he is aware
of his own deficiencies in Turkish academic writing particularly, which were remarked by
his master’s supervisor. Regarding the transition phase from undergraduate to graduate
studies, the participant noted the low quality of his undergraduate education in contrast to
the graduate. The participant’s experiences demonstrate his adaptation to different contexts,
dedication to self-improvement, and commitment to his academic journey despite initial

challenges.

4.2.2 Setting

This study was conducted in the higher education context in Tiirkiye, where English has a
key role in academic and professional settings. The Turkish education system provides a
standardized K-12 education nationwide, with English language education beginning in
primary school and continuing through secondary education. However, the scope and quality
of English courses in K-12 education vary significantly, depending on the decisions of
institutions and instructors. Even though there is a standard curriculum, instructors have the
freedom to conduct English Language courses as they wish in the K-12 education context,
meaning they may adopt EMI or TMI. Primary and secondary English language education
provided in Tiirkiye corresponds to A1-A2 and B1-B2 in the Common European Framework
of Reference for Language (CEFR) as followed by the Ministry of Education in theory
(MoNE, 2018a; MoNE, 2018b). Students who wish to pursue tertiary-level education apply

for university entrance exams. Like all other national tests, national university entrance
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exams are also organized and administered by the Measuring, Selection, and Placement
Centre (OSYM). While not all universities and departments in Tiirkiye offer EMI, high
school graduates who attain a qualifying rank in the national university entrance exam are
eligible to enrol in EMI programs, irrespective of their English language proficiency level.
To mitigate the language-related challenges students may encounter in their undergraduate
studies, Turkish universities provide a compulsory preparatory year to support and improve
the language proficiency of the students before their undergraduate education. Although
preparatory education is compulsory for EMI students, they can skip it by submitting a
passing score from standardised national or international foreign language tests or by taking
and passing the four-skills-based exam conducted by the institution. However, certain HEIs,
such as Bosphorus University and Middle East Technical University (METU), do not accept
national foreign language test scores, and they conduct their own language exams. The
preparatory year before EMI undergraduate education concentrates on developing all four
language skills (reading, writing, listening, and speaking) to prepare students for English-
medium academic studies. However, HEIs are autonomous according to articles 130 and 27
in the Constitution of the Republic of Tiirkiye, which results in different methods,
approaches, and programs for teaching in each university. This includes the preparatory
programs as well. Additionally, according to the regulation published in the Official Gazette
number 32489 put forward by the Presidency of the Council of Higher Education, the Senate
of higher education institutions determine the regulations regarding the qualification of
foreign language proficiency through preparatory classes or other means and the assessment
of the level of foreign language proficiency. Therefore, the Senate of each university has the
right to plan and implement its own preparatory programs freely within certain frameworks
and rules. As a result, while one HEI may aim to improve the general English proficiency of
students, others may concentrate on academic English regardless of the undergraduate
program. Either way, the curriculums of preparatory programs in HEIs do not include field-

specific content tailored for undergraduate studies.

As for the career aspect, pursuing an academic career involves meeting specific examination
requirements. Two key examinations are particularly relevant: ALES (the Academic
Personnel and Graduate Education Entrance Exam) and language proficiency tests such as
YDS (National Foreign Language Test) and YOKDIL (National Higher Education
Institutions Foreign Language Test) administered by OSYM, along with international

standardised language tests such as TOEFL IBT or IELTS. Even though the two national
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tests are similar, YOKDIL differs from YDS in its item sub-section structure and the
distribution of questions across sections. Additionally, it incorporates discipline-specific
language to assess proficiency more effectively in three different fields. Applicants can
choose from three specialised fields including Science, Social Sciences, and Health
Sciences. The national language proficiency tests involve 80 multiple-choice questions
which aim to assess foreign language grammar and vocabulary knowledge, reading
comprehension, and translation skills of the test-takers, excluding listening, writing, and
speaking skills. The scores obtained from the language proficiency tests can be used for
various purposes. These purposes include promotion in academic degree, salary increase for
public personnel, employment in academic positions, application to postgraduate programs,
and skipping the preparatory education provided that the institution accepts YDS and
YOKDIL scores. After obtaining qualifying scores on two tests (ALES and any language
proficiency test), individuals apply for graduate programs at universities and are ranked
based on their scores. Following this process, institutions invite those who rank higher to
take the field proficiency exam, aiming to assess the field and research knowledge of the
applicants. After being admitted to a graduate program, individuals can apply for faculty
positions announced by universities, be ranked according to their test scores (ALES and
Language Proficiency Test), and take the field proficiency exam conducted by the institute,
as previously mentioned. Upon successfully completing all stages and securing a position,

they can begin working as research assistants while continuing their master's studies.

While the language proficiency test scores are compulsory for securing academic positions
and admission to postgraduate education programs, the national language proficiency tests
primarily assess grammar and vocabulary knowledge, reading comprehension, and
translation skills rather than all four skills and academic language competencies. This creates
a notable gap between test scores and the actual academic language competencies required
for successful participation in national and international academic discourse. As a result,
even individuals with high scores on these tests may not necessarily have developed the
academic literacy skills required for research, writing, and publication in English. The
discrepancy between language test performance and actual academic language proficiency
often leads to a gap where scholars possess certified English proficiency yet have difficulties

in research-related linguistic demands.
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This situation underscores the significance of EAP and ERPP training in Turkish academia,
as mastering academic English extends beyond passing standardised tests. While scholars
achieve sufficient scores on national language tests, they may often require additional
language support for their research practices, or they may not prefer the English language in
such practices due to low levels of English competency, lack of confidence, and challenges
in academic writing. From another perspective, some scholars may lack Turkish academic
literacy even though they are native speakers of the language as they have an EMI
background. Addressing these issues requires a transition towards a more holistic academic
biliteracy approach, where scholars receive targeted training in both Turkish and English
academic discourse, including not only reading and writing but also listening and speaking.
By enhancing support systems for academic writing and publication, the higher education
system in Tirkiye could better equip ECRs to engage with global academic communities. In
essence, the language proficiency assessed by national tests and academic language
proficiency in research practice follows different trajectories. Regardless of the MOI
background, researchers may experience academic language-related challenges in their
research practices, whether in Turkish or English. As mentioned before, this situation creates
a gap between theory and practice for researchers in Turkish academia. To bridge this gap,

actions should be taken to unify these two separate trajectories into one.

4.3. Data Collection Procedure

The current study aimed to gather in-depth data and a deeper understanding of the self-
perceived effects of different MOI backgrounds on the journey of becoming a researcher.
Following the principles of Interpretative Phenomenological Analysis (IPA), which
emphasizes detailed examination of lived experiences and how participants make sense of
these experiences (Smith, Flowers, and Larkin, 2009), the study employed in-depth semi-
structured individual interviews as the primary data collection instrument. IPA was
particularly suitable for this research as it allows for a detailed exploration of how
participants interpret their educational and professional experiences through the lens of their
MOI backgrounds. This methodological approach aligns with the study's focus on
understanding the subjective experiences and meaning-making processes of researchers who

have navigated different language-of-instruction environments throughout their academic
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careers. The semi-structured interviews were designed to facilitate deep reflection and rich
narrative accounts, enabling participants to articulate their personal experiences, challenges,
and adaptations in their journey toward becoming researchers. This approach is consistent
with IPA's idiographic commitment to understanding experiential phenomena in detail and
from the perspective of particular people in a particular context (Smith and Osborn, 2015).

The researcher conducted in-depth semi-structured individual interviews. Interviews enable
researchers to explore phenomena that are not apparent and noticeable, such as participants’
self-reported perceptions, attitudes, and beliefs (Mackey and Gass, 2022). Structured or
standardized interviews involve a set of predetermined questions, and they mirror verbal
questionnaires. However, semi-structured interviews, which are frequently employed in
qualitative interpretive research, are less fixed. Researchers use predetermined questions as
a model and have the freedom to digress and investigate for further information (Mackey
and Gass, 2022). On the other hand, unstructured interviews resemble natural conversations
since interviewers do not use a predetermined set of questions. Therefore, semi-structured
interviews were adopted as the data collection tools to gather in-depth data on the self-

perceived effects of MOI background on the ECRs’ journey of becoming researchers.

Interview questions comprise four separate sections, each concentrating on a different
aspect. The researcher and thesis supervisors developed the interview questions, which were
then refined through a process of expert opinion (Appendix 2), revision, and piloting to
ensure the instrument’s validity and reliability. Although the interview questions were
predetermined, the researcher digressed and investigated for further information to gain a
deeper understanding of the phenomena when necessary. The sections of the interview

questions are given in Table 3.

Table 3

Sections of the Interview and Topics

Sections Topics

Section 1 Language Proficiency and Preferences
Section 2 Reading/Listening to Academic Papers
Section 3 Writing and Publishing Academic Papers
Section 4 Speaking and Academic Conferences
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Participants were asked about their preferred language for the interview which could be
conducted in either English or Turkish based on their choice. The researcher began the data
collection process by finding the appropriate participant groups with different MOI
backgrounds that are coherent with the objectives of the current research. Subsequently, the
participants’ Higher Education Information websites were analyzed to gain insights into

ECRs’ academic engagement and productivity.

The interviews were conducted online on Google Meet for applicability since the
participants were from different parts of Tiirkiye. The researcher prepared a Google Sheets
document to schedule the interviews with each participant taking both interviewer’s and
interviewees’ availability into account. To reach the participants, the researcher examined
the academic staff webpages of different universities in Tiirkiye. The researcher examined
the personal higher education information websites of research assistants working in
departments within the Education Faculty in different universities and created a participant
list according to their MOI backgrounds. Following this process, the researcher contacted
the participants via Gmail to find out whether they are suitable for the study and to invite

them to take part in the research (Appendix 3).

4.4. Data Analysis

The primary focus in qualitative data analysis is the in-depth, rich data and meanings
provided by the participants driven by their subjective experiences and specific contexts with
the researcher serving as the main research instrument (Cohen et al., 2018). In qualitative
data analysis, the starting point is the already gathered data. The qualitative data comes from
several sources such as observations, interviews, documents, and websites. The researcher
proceeds from the data to “understand, explain, and interpret the phenomena in question”
(Taylor and Gibbs, 2010, p.1). Newby (2014) draws an analogy for the qualitative data
analysis process by comparing it to extracting valuable minerals, copper, or gold. Newby
(2014) states that to reach the valuable mineral (our main resource), the rock surrounding
the mineral needs to be mined either by physical or chemical processes. The qualitative data
analysis approach is similar in how we divide it into smaller units. Some parts are discarded,
while others are reorganized to determine the structure that best conveys the meaning of the

data. Cohen et al. (2018) add that there is no one way to analyse, interpret, and demonstrate
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the meaning of the data; hence, the approach to qualitative data analysis should be guided
by how well it fits the intended purpose. The intended purpose is to reveal the common
patterns of meaning across participant groups which address the research questions and
identify the relationship between these patterns. Thus, two different data analysis methods
were adopted for the current study. First, interpretative phenomenological analysis (IPA)
was utilized to gain insight into the participants’ educational backgrounds and past
experiences. Secondly, reflexive thematic analysis (RTA) was adopted for the analysis

process of the semi-structured interviews in line with the research questions.

IPA is a qualitative research approach concerned with the examination of how people
experience and make sense of their lived experiences (Smith et al., 2009). It is theoretically
grounded in phenomenology, hermeneutics, and idiography. IPA adopts a double
hermeneutic approach and an idiographic stance in which the researcher interprets the
participants’ interpretations of their experiences, examining each case in depth before
looking for patterns across cases (Eatough and Smith, 2017). IPA allows for an in-depth
understanding of personal and emotional experiences, valuing the first-person insights into
how individuals attribute meaning to their experiences. Therefore, IPA is particularly
suitable for understanding educational backgrounds and past experiences of participants in
the context of this study. As for RTA, according to Braun and Clarke (2006) p. 79, “Thematic
analysis (TA) is a method for identifying, analysing and reporting patterns (themes) within
data”. The analysis process entails systematic organization of the data to reveal common
patterns of meaning in the dataset. According to Given (2008), TA is a method for reducing
and analysing qualitative data by dividing it into segments, categorizing it, summarizing key
elements, and reorganizing it to highlight significant concepts within the qualitative dataset.
On the other hand, RTA is a means of approaching TA emphasizing the active and reflective
role of the researcher in the analysis process (Braun and Clarke, 2022). Researcher
reflexivity includes the practice of critically reflecting on your role as a researcher along
with your research practice, and processes (Braun and Clarke, 2022). The role the researcher
takes in the TA processes shapes how data is interpreted and informs the way the researcher
constructs meaning from it. Epistemologically, the constructionist perspective allows for
social construction and continuous reproduction of meaning and experience. (Braun and
Clarke, 2006).
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The qualitative data can be analysed through inductive (bottom-up) or deductive (top-down
or theoretical) approaches. Inductive approach involves coding the data without any prior
coding frameworks or analytic assumptions while deductive coding is data-driven, and the
researcher’s theoretical and analytic viewpoint is of importance (Braun and Clarke, 2006).
This approach to data analysis aims to provide a “detailed analysis of some aspect of the
data” (Braun and Clarke, 2006, p. 84).

Consequently, RTA is a flexible qualitative data analysis method for discovering shared
patterns of meaning in qualitative data. In addition to its flexible features, RTA is more time
and resource-efficient for the context of the current study. Moreover, the researcher of the
current study believes that the reflexive viewpoint the researcher adopts might contribute to
the process of extracting useful information from the dataset. Considering the adopted
approaches, the analysis procedures such as coding and creating themes revolve around the
research questions. As RTA acknowledges the active interpretive role of the researcher in
theme development, subjectivity is not considered a bias but rather an integral part of the
analytical process. Therefore, inter-rater reliability is not required, as RTA does not seek to
achieve coding consensus but values the unique analytical insights of the individual
researcher. With a constructionist and inductive approach, the data gathered from semi-
structured interviews are analysed through RTA methods following Braun and Clarke’s

(2022) suggested stages of RTA analysis. Table 4 presents the phases of RTA.

Table 4

Braun and Clarke (2022) Six Stages of Reflexive Thematic Analysis (RTA)

Phases Descriptions

Familiarizing with the dataset Immersing oneself in the data through reading, re-
reading the data (listening to the recordings), and taking

notes
Coding Identifying the parts that are interesting, relevant, and
meaningful to your research aims, and creating codes.
Generating initial themes Finding the common patterns of meaning, a shared idea

or concept which have a potential to answer your
research questions. Creating initial themes.

Developing and reviewing Checking if the initial themes serve your research
themes questions, make sense in the sense of coded data and the
full dataset.
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Refining, defining, and naming Refining to ensure each theme is distinctly defined and

themes centred around a clear core.

Writing up Reporting the results of the analysis which is an integral
phase of the analysis process.

The coding process followed the RTA framework, which underscores the researcher’s active
role in knowledge construction and the analysis process. As mentioned earlier, the codes
were developed inductively, allowing participants’ experiences to guide the analysis process.
Initially, the recorded data was transcribed utilizing an Al application named ‘Transkriptor’
and then thoroughly reviewed by the researcher to correct errors and ensure accuracy. After
the thorough review of transcriptions, the researcher transferred each document to Google
Drive and then immersed in the data, focusing on each case (participant) separately in line
with IPA approach. In the first phase of data analysis, the researcher engaged in an iterative
process of reading and re-reading the data to develop initial ideas of codes, highlighting and
noting them down to become familiar with the data. The second phase involved the
formation of codes based on the detailed notes taken. The notetaking and coding process was
carried out on Google Docs using commenting and highlighting. The notes taken were then
analysed and interpreted in a different file to report the lived experiences of the cases in
detail. The researcher focused on each case individually and sequentially, interpreting the
past experiences and educational backgrounds of each participant. In the first and second
phases, the researcher highlighted and took notes on parts of the data that answered the
research questions as well to reduce the extra workload besides the coding process of past
experiences. For RTA, the researcher utilized color-coded highlighting to organize the data
in line with the research questions in the analysis process, which helped maintain focus on
study’s objectives. Moreover, the researcher herself experiencing similar research-related
challenges facilitated the process of familiarization with the data and the context. In the
following process, the researcher ensured that the preliminary codes should align with the
research aims, scope, and address the research questions, identifying and fine-tuning the
codes accordingly. For the next phase, the researcher reviewed and aimed to find out
common patterns of meaning in the coded dataset between participant groups of ECRs who
have different mediums of educational backgrounds, creating preliminary themes. For
example, academic writing challenges emerged with initial codes such as “vocabulary
limitations”, “academic tone difficulties”, and “paraphrasing challenges” in the analysis

process of research-related challenges. These codes were grouped into broader themes to
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create preliminary themes. The researcher sought to create clear, concise, and ideal codes

and themes for readers to make sense of the findings while remaining true to participants’

experiences. The analysis process was recursive as it involved going back and forth between

each phase, analysing, reviewing, and refining both the codes and themes. An example of

initial codes and preliminary themes are provided in Table 5.

Table 5

Initial Codes and Preliminary Themes

Theme

Sub-theme

Codes

Excerpts

Research

Methodological

Literature review
Finding a gap
Participant Finding
Research Design

Ensuring the quality of data
collection tool

Discussion

“...it'is very challenging for me to
review the literature and find a gap.”
(E.T1)

“Literature is the scariest place for me to
navigate. Because there is such a vast
amount of knowledge, and synthesizing it
is required.” (E.E2)

“Things like meeting the required
number of participants, the quality of the
tool, and so on. | mean, methodology is
challenging in that sense, but especially
establishing the research design is also a
challenging aspect.” (E.E2)

“You get past that, then you struggle to
decide on your instrument—it's very
difficult. Then you move on to data
collection, but will people even want to
provide data? How motivated are they?
What can | do to get better data from
them? I had a lot of these concerns.”
(E.E1)

“Then you try to discuss your findings.
Discussing is already a whole different
challenge. Why do | call it a challenge?
Because there’s an overwhelming
amount of information to consider and
trying to take it all in can make you feel
completely lost.” (E.E1)

Academic
Language
Skills

Reading
Writing
Listening
Speaking

Unknown concepts and
comprehension

Accent Intelligibility
Setting the academic tone
Vocabulary & Paraphrasing

Speaking anxiety

“You encounter numerous unfamiliar
concepts—academic terms and
vocabulary. | would read them and try to
understand their meanings.” (T.T1)

“| could understand the questions of
Turkish students. However, | had
difficulty understanding foreign students,
particularly Indian and Iraqi students.”
(T.T2)

“British English can sometimes be
different in terms of vocabulary or
accent, which can make it more
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challenging and cause some anxiety.
There tend to be more things I don’t
understand in those situations.” (E.E2)
“Sometimes, | feel like I've written
something in a very plain and informal
way. So, | think, 'Let me add a more
structured linking sentence here.' When
making such additions, | occasionally
refer to resources like a phrase bank.”
(E.E1)

“Since we need to paraphrase, having a
broad vocabulary is essential. The
challenge comes with avoiding
repetition. | notice that I tend to rely on
certain words automatically when
writing. The hardest part for me is
finding alternatives—both in terms of
vocabulary and sentence structures”
(E.E2)

“l usually give presentations under a lot
of stress, and the same goes for speaking
in English. People say that it’s not
noticeable from the outside, but I am
fully aware of the stress | experience
internally.” (E.T1)

“In English, before forming a sentence, |
would construct it in my mind first—Is it
correct? Is my pronunciation correct? |
would overthink it and had to pay much
more attention to these details. Naturally,
I wasn’t as comfortable as I am in
Turkish.” (E.T2)

Institutional
&
Professional

Occupational
Systemic
Requirements

Communication with
colleagues

Academic promotion criteria

“Someone asks me a question—How did
you select your sample? What was it
called in Turkish? And at that moment, |
completely forget it. Then I start thinking
in English, and I wonder, 'Are these
professors misunderstanding me?' This
might also be related to my colleague not
being as proficient in English as | am.”
(E.E1)

“Because the criteria for things like
associate professorship and full
professorship are constantly changing
here. I understand people as well—
there’s the reality of survival and
sustaining a career. However, sometimes
works that lack strong content or quality
progress more quickly in this system.
(E.E2)

“There are promotion criteria, and within
these criteria, high-impact journals are
generally preferred. Of course, there are
also TRDizin and other journals in
Tiirkiye, some of which publish in
English. For this reason, | would most
likely prefer to advance in English and
publish my work in English.” (E.T1)
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4.5. Trustworthiness

To ensure trustworthiness for the current phenomenological study, the researcher adopted
Shenton’s (2004) suggested quality criteria for credibility, transferability, dependability, and

confirmability as seen in Table 6.
Table 6

Shenton’s Suggested Quality Criteria

Quality Criterion Possible provision made by the researcher

Credibility Adoption of appropriate, well recognised research methods
Development of early familiarity with culture of participating organisations
Random sampling of individuals serving as informants
Triangulation via use of different methods, different types of informants and
different sites
Tactics to help ensure honesty in informants
Iterative questioning in data collection dialogues
Negative case analysis
Debriefing sessions between researcher and superiors
Peer scrutiny of project
Use of “reflective commentary”
Description of background, qualifications and experience of the researcher
Member checks of data collected, and interpretations/theories formed
Thick description of phenomenon under scrutiny
Examination of previous research to frame findings

Transferability Provision of background data to establish context of study and detailed description
of phenomenon in question to allow comparisons to be made

Dependability Employment of “overlapping methods”
In-depth methodological description to allow study to be repeated

Confirmability Triangulation to reduce effect of investigator bias

Admission of researcher’s beliefs and assumptions

Recognition of shortcomings in study’s methods and their potential effects
In-depth methodological description to allow integrity of research results to be
scrutinised

Use of diagrams to demonstrate “audit trail”

Note: Retrieved from Shenton, A. K. (2004). Strategies for ensuring trustworthiness in

qualitative research projects. Education for information, 22(2), 63-75.

As highlighted by Shenton (2004), credibility in qualitative research is one of the most
important components, comprising the process of ensuring that the study’s measurement
tools or tests fit the intended purpose. Therefore, the semi-structured interview questions
underwent several processes of different experts’ opinions along with double piloting of the
questions. Following the expert opinion and piloting processes, the researcher refined the

questions with the help of the thesis supervisors.
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The researcher adopted the research methods best aligned with the aim of exploring
participants’ research-related experiences and applied strategies through consultation with
the supervisors, other experts in the field, and peers. As the participants of the current study
already had an active role in academia as research assistants, they bore a sense of honesty in
their responses and the researcher ensured their confidentiality for confirmability,
encouraging them to share their true experiences. Moreover, the researcher experiencing
similar challenges within the master’s thesis writing process facilitated the personal
connection with the participants and the context familiarization process, developing a better
understanding of participants’ backgrounds and educational contexts in Tiirkiye. As another
means of ensuring credibility, the researcher asked each participant to provide overall
feedback on the study and the interviews, actively improving the interviewing process
continuously. As for the data analysis, the researcher utilized the 15-point checklist for good
thematic analysis suggested by Braun and Clarke (2006) presented in Table 7.

Table 7

15-point checklist by Braun and Clarke

Process No. Criteria

Transcription 1 The data have been transcribed to an appropriate level of detail, and the
transcripts have been checked against the tapes for ‘accuracy’.

Coding 2 Each data item has been given equal attention in the coding process.

Themes have not been generated from a few vivid examples (an anecdotal
approach), but instead the coding process has been thorough, inclusive and
comprehensive.

4 All relevant extracts for all each theme have been collated.
5 Themes have been checked against each other and back to the original data set.
6 Themes are internally coherent, consistent, and distinctive.
Analysis 7 Data have been analysed — interpreted, made sense of — rather than just
paraphrased or described.
8 Analysis and data match each other — the extracts illustrate the analytic claims.
9 Analysis tells a convincing and well-organized story about the data and topic.
10 A good balance between analytic narrative and illustrative extracts is provided.
Overall 11 Enough time has been allocated to complete all phases of the analysis adequately,

without rushing phase or giving it a once-over-lightly.
Written report 12 The assumptions about, and specific approach to, thematic analysis are clearly

explicated.

13 There is a good fit between what you claim you do, and what you show you have
done — ie, described method and reported analysis are consistent.

14 The language and concepts used in the report are consistent with the
epistemological position of the analysis.

15 The researcher is positioned as active in the research process; themes do not just
‘emerge’.

Note. Retrieved from Braun, V., and Clarke, V. (2006). Using thematic analysis in
psychology. Qualitative Research in Psychology, 3(2), 77-101.
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Additionally, the researcher discussed the results of the study considering the literature. The
focus of this study indicated a gap in literature in relation to how the MOI changes affect
research-related experiences. Seeing that the literature on EMI from researchers’
perspectives remains a gap and the literature mainly focuses on teachers’ or students’
perspectives, the current study will lead the way for new research. Furthermore, the
researcher reported the methods and actions taken throughout the study as detailed as
possible for other researchers to replicate the study in different contexts and to ensure
dependability. The researcher explicitly acknowledged her beliefs and assumptions,

sustaining transparency through reflective notes.

4.6. Reflexivity

As the researcher, it is acknowledged that personal and professional background has shaped
how this study was approached, how data were gathered, and how findings were interpreted.
The researcher is also an early career researcher who has witnessed firsthand the challenges
arising from the MOI in academic contexts. Observing how MOI influences the experiences
of early career researchers led the researcher to investigate these challenges and explore the

strategies they use to overcome them.

In this study the researcher adopts a constructionist perspective, viewing knowledge and
meaning as co-created within social and institutional settings. This implies that participants’
accounts reflect not only their individual experiences but also broader academic discourses.
Also, the researcher recognizes that real institutional structures, such as language
requirements and publication standards, affect early career researchers beyond mere

discourse.

Because the researcher is also in the early stages of an academic career, participants may
have viewed the researcher as a peer sharing similar concerns rather than an authority figure.
This shared status could have made them more comfortable in disclosing their experiences,
but it might also have led them to assume certain perspectives were already understood. To

foster genuine discussion, the researcher clarified the intent to learn from participants’
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viewpoints and maintained a focus on confidentiality and openness, encouraging honest

reflections on the challenges and strategies related to the medium of instruction.

Overall, the researcher’s stance influenced both the methodological choices and the
subsequent analysis. Recognizing that findings are not purely objective, the researcher
presents them as one possible interpretation, shaped by personal experiences.
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CHAPTER V

RESULTS

Chapter V presents the findings of the study based on the analysis of the collected data. The
results are organized around the main research questions and include insights gathered from
semi-structured interviews. Emerging themes and patterns are discussed in detail, supported

by relevant participant quotations and interview excerpts.

5.1. Findings

The reflective thematic analysis of Braun and Clarke (2022) was conducted inductively from
a constructionist viewpoint. The researcher provided the analysis results in line with the
research questions. In the analysis process, the researcher employed Braun and Clarke’s

(2022) suggested Six Stages of Reflexive Thematic Analysis as can be seen in Table 8.

Table 8

Six Stages of Reflexive Thematic Analysis (RTA)

Phases Descriptions

Familiarizing with the dataset Immersing oneself in the data through reading, re-reading
the data (listening to the recordings), and taking notes

Coding Identifying the parts that are interesting, relevant, and
meaningful to your research aims, and creating codes.
Generating initial themes Finding the common patterns of meaning, a shared idea or

concept which have the potential to answer your research
questions. Creating initial t