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OZET

ERASMUS DEGIiSIM PROGRAMININ TURK iNGILiZCE OGRETMEN
ADAYLARINA KATKILARININ VE PROGRAM SURECINDE
KARSILASILAN PROBLEMLERIN INCELENMESI

Giliniimiiziin kiiresellegsen diinyasinda egitimin dinamikleri her giin degismektedir.
Bloom’un (2008) belirttigi gibi, basarili bir kiiresellesme asamasinda egitim 6énemli bir rol
almaktadirlar. Uluslararas1 6grenci hareketlili§i ve yurt disi egitim programlar1 Ingilizce
ogretmeni adaylarinin gelisiminde biiyiik bir etkiye sahip olabilir. Ozellikle Avrupa’da
1987°de baslayan ve Tiirkiye’nin 2004’te katildigi Erasmus degisim programinin
yayginlagmasiyla birlikte, Tiirk 6grenciler i¢in yurt dig1 egitim tecriibesi edinmek daha kolay
hale gelmistir.

Bu calismanin amaci, Tirk ingilizce 6gretmen adaylarinin Erasmus degisim
programinin akademik, dil, sosyal, kiiltiirel, kisisel ve kariyer gelisimlerine katkilar:
hakkindaki goriislerini; ve Erasmus oOncesinde, sirasinda, sonrasinda karsilastiklari
problemleri arastirmaktir. Bu calisma olgiit drneklem yontemi ile belirlenen 37 Ingilizce
Ogretmen adayinin katilmiyla gerceklesmistir. Bu ¢alismada karma yontem kullanilmustir.
Onen (2017) tarafindan hazirlanan ¢evrimici anket ve yari yapilandirilmis goriisme yoluyla
nitel ve nicel veriler toplanmistir. Likert Olgegi, ¢oktan seg¢meli ve derece siralama
sorularindan olusan anketin ikinci boliimii nicel olarak analiz edilerek frekans ve yilizdeler
hesaplanmigtir. Yart yapilandirilmis goriismelerin igerik analizi ig¢in nitel veri analiz
programi MAXQDA 2020 kullanilmugtir.

Sonuglar, katilimcilarin Erasmus programindan 6zellikle kisisel ve kiiltiirel gelisim
acisindan yararlandigina inandiklarini ortaya koymustur. Dil gelisimleri daha ¢ok konugma
becerileri ve akicilik konusunda gergeklesmistir. Ayni zamanda katilimcilarin Erasmus
siirecinde birgok problem yasadiklari saptanmistir. Katilimeilar, Erasmus Oncesinde daha
fazla problem yasadiklarini belirtmistir. Erasmus 6ncesinde yasanan temel problemler bilgi
eksikligi ve evrak islerinden kaynaklanirken, Erasmus sirasinda genellikle akademik ve
finansal problemler yaganmistir. Bazi katilimecilar Erasmus hareketliligi sonrasinda giinliik
hayatlarina adapte olmakta zorluk gektiklerini belirtmistir. Elde edilen bulgular 1s18inda
kurumlara, gelecekte programa katilmay: diigiinen 6grencilere ve ileriki arastirmalar igin
onerilerde bulunulmustur.

Anahtar Kelimeler: Erasmus degisim programi, uluslararasi dgrenci hareketliligi,

Ingilizce 6gretmeni adaylari, katkilar, problemler.
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ABSTRACT

INVESTIGATION ON THE CONTRIBUTIONS OF ERASMUS EXCHANGE
PROGRAM TO TURKISH PROSPECTIVE EFL TEACHERS AND THE
PROBLEMS ENCOUNTERED DURING THE PROCESS

In today’s globalized world, the dynamics of education is changing each day. As
Bloom (2008) states, the education plays a vital role in the successful globalization progress.
International student mobility and study abroad programs can have a great impact on the
development of prospective EFL teachers. Especially with the prevalence of the Erasmus
exchange program, which was launched in 1987 in Europe and in which Turkey participated
in 2004, it became easier for Turkish students to have study abroad experience.

The primary goal of this study was to investigate the perceptions of Turkish
prospective EFL teachers regarding the contributions of Erasmus exchange program to their
academic, language, social, cultural, personal, and career development as well as the
problems that they encountered before, during and after the Erasmus mobility. The study was
carried out with the participation of 37 Turkish prospective EFL teachers who were selected
through criterion sampling method. The mixed methods design was adopted in the study.
Data were collected by means of an online survey developed by Onen (2017) and semi-
structured interview. The second part of the survey, which consisted of Likert-scale, multiple
choice, and rank-order scale questions, was analysed quantitatively in terms of frequencies
and percentages. For the content analysis of the semi-structured interviews, a qualitative
analysis software called MAXQDA 2020 was used.

Results revealed that the participants believed they benefited from the Erasmus
program mostly in terms of personal and cultural development. Their language development
was mainly related to speaking skills and fluency. It was also found that participants
encountered many problems in the Erasmus process. They believed that “pre-Erasmus” was
the most problematic process. While the lack of information and paper work were the main
problems encountered before the Erasmus, “during the Erasmus process” mainly academic
and financial problems were encountered. Some participants experienced “the post-Erasmus
syndrome” after the Erasmus mobility. In the light of these findings, suggestions for

institutions, future exchange students and further research were presented.

Keywords: Erasmus exchange program, international student mobility, prospective

EFL teachers, contributions, problems.



CHAPTER 1

INTRODUCTION

1.1. Introduction

The first chapter of the study presents a background information about the research
including the purpose of the study, significance of the study, statement of the problem and
the research questions. Finally, the assumptions and limitations of the study are presented.

1.2. Background of the Study

Together with the advances in the science and technology, the life in the 21st
century has changed considerably. As Osterhammel & Peterson (2005, p.3) suggest, “the
world is becoming noticeably smaller as distant lands are being linked ever more closely
together”. Although there is not a universally accepted definition of the globalisation,
various definitions were proposed by some researchers. In today’s globalized world, the
dynamics of education also have changed. Consequently, the education at all levels has been
a vital component of the successful globalization progress (Bloom, 2008). The teachers, who
are described as the communicator, educator, evaluator, an educated human being and the
agent of socialization by Fillmore & Snow (2000) have an important role at this point. In
order for teachers to take on these functions, they need to adapt themselves according to the
needs of the 21st century and help the students become more autonomous and self-confident
learners. Especially EFL teachers, who introduce a new language and a new way of
communication to the students should continuously develop themselves and broaden their
own perspectives before they can expand their students’ horizons. Teacher training is the
first step to achieve an education of high quality and there are many ways that the
prospective EFL teachers can develop themselves during their universiry education.

International student mobility can be a medium for achieving this goal.

As a result of globalization, international mobility has become an integral part of

higher education policy. Teichler (2015) presents four distinctions of international student



mobility and puts an emphasis on the distinction between horizontal and vertical mobility.
The vertical mobility is degree purpose mobility. That is, the students study in another
country until they graduate and get a degree. On the other hand, horizontal mobility is a
short-term mobility, which means there is no continuing education until graduation, and the
goal is not to achieve a degree. The students study abroad for one semester and take a few
courses in a short-term mobility. Temporary horizantal mobility has gained popularity in

Europe recently.

During the 1970s, higher education became part of the European agenda and
promotion of student mobility gained importance. As a result, the Joint-Study Programmes
(JSP) were established in 1976 and remained active for about a decade until the inauguration
of the Erasmus program in 1987. Soon after its beginning, the Erasmus program was
perceived as “the flagship of the educational programs” administered by the European Union
(Bracht et al., 2006). The program encompasses student mobility, teacher/staff mobility,
joint curriculum development, and intensive teaching programs (Puigpelat, 1989; Martin,
1990). It was seen that international student mobility become a normal option for university

students instead of a marginal phenomenon thanks to the Erasmus program.

In general terms, the main goal of the Erasmus program is to improve the quality of
higher education by promoting inter-country cooperation between European universities,
recognizing students’ degrees academically and contributing to the development of
transparency. (European Commission, 2012). For the benefit of the whole, the Erasmus
program is trying to fulfill its aims through offering good practices in European countries,
helping the students gain new skills, increasing employment opportunities, improving
language skills, and enhancing personal development. It is also aimed to raise individuals
who are equipped with high quality higher education services in Europe and who respond

more to the expectations of the business World in Europe.

Turkey participated into Bologna Process in 2001, and Turkish National Agency
was founded in 2002. With the aim of implementing the Erasmus Program for all
participants, International Offices were structured within the body of Turkish universities in
the same year. Two years later, in 2004, Turkey has joined the Erasmus program. In the
2004-2005 academic year, 1.142 students participated in the Erasmus program and this
number increased to 8.759 in the 2009-2010 academic year (Ulgiir, 2011). Di Pietro & Page
(2008, p.396) states that “the number of applicants is higher than the number of places

available, universities have to set up selection processes that are based on past student



performance”. However, as for Turkey, the statistics show that the number of the students
who have benefited from the program recently is relatively low even though there are
available places. Therefore, the Erasmus program, especially in Turkey, deserves more

attention.

Being able to function under different circumstances have become an important
aspect in the teacher training process as suggested by Unlii (2015). The review of the related
literature clearly shows that studying abroad in the framework of the Erasmus program for at
least one semester brings about noteworthy contributions to the development of the
participants in various aspects. In spite of its possible contributions, the Erasmus mobility is
a demanding process during which the participants may have difficulties. Since this process
requires completely unfamiliar tasks to carry out, the participants may have various problems
throughout the process. Majority of the studies on Erasmus program were carried out with
the university students from different departments (Cantez, 2020; Cepni et al., 2018,
Jacobone & Moro, 2015; Kohn, 2015; Ozmen, 2019; Papatsiba, 2005; Raikou & Karalis,
2010). On the other hand, only a small body of research focused specificly on the Erasmus
experience of Turkish prospective EFL teachers (Aydin, 2012; Caner, 2019; Ciftci, 2016;
flter,2013; Kizilaslan, 2010; Onen, 2017; Yildirim & ilin, 2013). Aydin (2012) states that the
perceptions of the participants regarding the potential contributions during the mobility
process are a remarkable issue to evaluate the program in the sense of the efficiency,

outcomes, and impacts of the process.

Considering the issues mentioned above, it can be seen that there is need for
obtaining more information on the Erasmus exchange program, especially in ELT context. In
order to close the gap in the literature, the current study aims to investigate the contributions
of Erasmus exchange program to Turkish prospective EFL teachers’ academic, language,
social, cultural, personal and career development. Also, the problems encountered by the
participants before, during and after the Erasmus process were examined. Investigating the
Erasmus experiences of Turkish prospective EFL teachers through real-life examples may
encourage more students to participate in the program and enable the Erasmus coordinators
to sufficiently guide the Erasmus students. Finally, the findings of the study might raise
awareness on the problems encountered in the Erasmus process to minimise the problems

and maximise the contributions of the program.



1.3. The Purpose of the Study

The primary goal of this study is to investigate whether and to what extent
participants believe the Erasmus program contributed to their academic, language, social,
cultural, personal, and career development. It is also aimed to investigate whether
participants encountered any problems, and if they did, which period (before, during, or

after) of the Erasmus programme was more problematic for them.

1.4. The Significance of the Study

Together with the changing roles in the teaching profession, the process of teacher
training has also experienced changes (Unlii, 2015). Hence, the prospective teachers should
be skilled at preparing themselves to meet the demands of the globalized world. Especially
for EFL teachers, who are responsible for introducing not only a new language but also new
ways of communication, interaction, cultural patterns, and perspectives, this skill gains more
importance. In the framework of the Erasmus exchange program, Turkish prospective EFL
teachers may have the opportunity to go beyond their limits and gain a cross-cultural
experience. However, the related literature shows that only a small body of research focused
specifically on the Erasmus experience of Turkish prospective EFL teachers (Aydin, 2012;
Caner, 2019; Ciftci, 2016; ilter,2013; Kizilaslan, 2010; Onen, 2017; Yildirim & ilin, 2013).
By providing more insight into the Erasmus experiences of Turkish prospective EFL
teachers, this study may help the students be prepared for the process by illuminating the
contributions and the drawbacks of the Erasmus program. Also, the study may encourage

more participation in the Erasmus program.

Finally, this study is also expected to be useful for departmental and institutional
Erasmus coordinators. They may raise awareness of the challenges students encounter
throughout the program. Thereby, according to the needs of the students, the coordinators

can better guide the candidate Erasmus students.



1.5. Statement of the Problem

The goal of this study is to investigate whether studying abroad in the framework

of the Erasmus exchange program for at least one semester has any contributions to Turkish

prospective EFL teachers’ academic, language, social, cultural, personal, and career

development. It is also aimed to determine the problems that they encounter before, during,

and after the Erasmus process.

1.6. Research Questions

The primary goal of this study is to investigate the perceptions and reflections of

Turkish prospective EFL teachers on the contributions of the Erasmus exchange program

and the problems they encountered during the process. Therefore, nine research questions

were addressed as follows:

1)

2)

3)

4)

5)

6)

7)

8)

9)

To what extent does Erasmus exchange program contribute to prospective EFL
teachers’ development in various fields?

What are the contributions of Erasmus exchange program to prospective EFL
teachers’ academic development?

What are the contributions of Erasmus exchange program to prospective EFL
teachers’ language development?

What are the contributions of Erasmus exchange program to prospective EFL
teachers’ social development?

What are the contributions of Erasmus exchange program to prospective EFL
teachers’ cultural development?

What are the contributions of Erasmus exchange program to prospective EFL
teachers’ personal development?

What are the contributions of Erasmus exchange program to prospective EFL
teachers’ career development?

Do prospective EFL teachers encounter any problems during the Erasmus
process?

In which period (before, during, or after the Erasmus) do prospective EFL

teachers have the most problems?

10) What type of problems do prospective EFL teachers encounter in each period of

the Erasmus process?



In order to find answers to these questions, both qualitative and quantitative

research methods are used. The data is collected through semi-structured interviews and an

online survey which consists of three parts including demographics, and open and closed-

ended questions that yield information through Likert-scale, multiple choice and rank-order

scale. The first and second parts of the survey are analysed quantitatively. The data collected

through the open-ended questions and the semi-structured interviews are examined through

content analysis.

1.7. Assumptions of the Study

1.

It is assumed that the survey and the semi-structured interview are suitable data
collection tools to determine the contribution of Erasmus exchange program to
Turkish prospective EFL teachers and the problems encountered during the process.
The sample chosen for the study was assumed to have the ability to represent the
universe.

It is assumed that the participants give sincere answers to the questions presented to

them in the survey and during the interviews.

1.8. Limitations of the Study

The current study which investigates the contributions of Erasmus exchange

program to Turkish prospective EFL teachers and the problems encountered during the

process has several limitations as listed below:

1.

2.

The study is limited to 37 Turkish prospective EFL teachers studying at Dokuz Eyliil
University. It cannot be generalised to all Turkish prospective EFL teachers.

When participants’ characteristics are taken into consideration the results of the
study cannot be generalised to prospective EFL teachers from different counties.
Although the triangulation design model was adopted, the data collection tools used
in the study are limited to the online survey developed by Onen (2017) and the semi-

structured interview.



CHAPTER 2

LITERATURE REVIEW

2.1. Introduction

The scope of this chapter is to review the literature with regard to the international
student mobility with a focus on the Erasmus program and its impact on various contexts,
especially in English Language Teaching (ELT). The following topics are discussed:
Globalization in higher education, international student mobility, the Erasmus exchange
program, the aims of the Erasmus program, studies on the Erasmus program, and studies

with Turkish prospective EFL teachers.

2.2. Globalization in Higher Education

Together with the globalization, it has become easier for the people from different
countries to come together and exchange goods, services, ideas, and information. The
societies go beyond their borders and their interdependence increases day by day. As
Osterhammel & Peterson (2005, p.3) suggest, “the world is becoming noticeably smaller as
distant lands are being linked ever more closely together”. Consequently, the people’s
thoughts are moving from the national level to the international level (Balay, 2004).
Although the effects of globalisation have become significantly crucial for the world, it does
not have a universally accepted definition. It is a historical and social phenomenon that has
been defined and interpreted through different perspectives over the years. Various

definitions of globalisation by some researchers are illustrated in Table 1:



Table 1

Definition of ‘Globalisation'

Researchers

Definition

Giddens (1990, p.64)

“the intensification of worldwide social relations
which link distant localities in such a way that local
happenings are shaped by events occurring many

miles away and vice versa.”

Spich (1995, pp. 10-11)

“a mind set, an idea set, an ideal visualization, a
popular metaphor and, finally, a stylized way of

thinking about complex international developments.”

Laidi (2002, p. 69 as cited in Al-
Rodhan & Stoudmann, 2006, p.16)

“a process of intensifying social relations on a

worldwide scale that results in an increasing

disjunction between space and time.”

Szeman (2003, p. 94 as cited in Al-
Rodhan & Stoudmann, 2006, p.17)

“the moment of mass migration, multiculturalism,

and cosmopolitanism.”

Spich (1995, pp. 10-11.)

“a mind set, an idea set, an ideal visualization, a
popular metaphor and, finally, a stylized way of

thinking about complex international developments.”

Al-Rodhan & Stoudmann
(2006, p.5)

“a process that encompasses the causes, course, and
consequences of transnational and transcultural

integration of human and non-human activities”

Maringe & Foskett (2012, p.27 as
cited in Kohn, 2015, p.9)

“the creation of the world relations based on the

operation of free-markets”




These examples show that the definition of globalization varies based on some
dimensions. For instance, Giddens (1990) proposed a four-fold classification of the
globalisation (Figure 1) and evaluated the term based on four dimensions: Nation-state
system, international division of labour, world capitalist economy, and world military order.
He further explained that although these were connected in various ways, neither could be

explained in terms of the other.

Nation-state system

World capitalist economy World military order

International division of labour

Figure 1. The dimensions of globalisation (Giddens, 1990, p.71)

According to Kehm (2003, p.100 as cited in Caglar-Erdogan, p.11),
“internationalisation is wider than europeanisation but not as wide as globalisation; because
borders continue to exist and with these also inclusions and exclusions”. Teichler (2004b,
p.6) argues that terms which end with "-sation" usually signal that “there was a problem in
the past and an opportunity for improvement.” In this sense, globalisation is a good example
for his assertion. In today’s globalized world, together with the advances in science and
technology, also the dynamics of education change direction. Consequently, the education at
all levels has been a vital component of the successful globalization progress (Bloom, 2008)
and higher education has become the most crucial target of globalization (Kohn, 2015).
International student mobility plays an important role in the globalization process of higher

education institutions.
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2.3. International Student Mobility

The development of an individual’s skills can be achieved mainly through
education and universities are the best places for this. With the aim of educating students and
enriching their worldview, universities have established more connections with the world
and adopted “borderless education approach” as a key strategy (Kohn, 2015, p.15). As Ward
(2015) states, internationalisation is one of the main goals of higher education institutions.
Consequently, international mobility has become an integral part of higher education policy.
In order to foster global engagement, the comprehensive internationalization model was
proposed by American Council on Education (ACE). Comprehensive internationalization is
defined as a strategic and coordinated framework that integrates policies, programs,
initiatives, and individuals to make colleges and universities more globally oriented and
internationally connected. As can be seen in Figure 2, there are six dimensions involved in
this approach and student mobility is an important component of these internationalization

strategies.

Arficulated Administrative Curriculum, | Faculty policies Student Collaboration
institutional leadership, co-curriculum, | and practices mobility and
commitment sfructure, and and learning partnerships
staffing outcomes

Comprehensive Internationalization
J

\

Figure 2. American Council on Education (ACE) Model for Comprehensive
Internationalization (Ward, 2015, p. 10)
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With the intention of understanding the character and possible impact of student

mobility, Teichler (2015, p.16) presents four distinctions made as a result of in-depth

analyses:

1. “Foreign students” and “study abroad” versus student mobility;

2. Temporary mobility (occasionally called “credit mobility”’) versus mobility for the

whole degree programme (occasionally called “degree mobility”);
3. “Horizontal” versus “vertical” mobility;

4. Inward versus outward mobility

Among the four distictions of student mobility, Teichler (2015) puts and emphasis

on the third distinction, horizontal and vertical student mobility. He claims that it is an

important distinction that will never show up in official statistics and further explains the

terms as follows:

“In the former case, students move from an academically and often
economically less favourable country or institution, to a more favourable
country and institution. This is based on the hope that the quality of one’s
competences will be substantially enhanced by such a leap upwards, and
adaptation to the host country and institution is the imperative. In the latter
case, students are mobile between countries and institutions of a similar
academic level: learning from valuable contrasts is the aim, rather than a
leap upwards.” (Teichler, 2015, p.17)

Temporary horizantal mobility has gained popularity in Europe, especially
together with the Erasmus exchange program, which is viewed as promoting
‘horizontal mobility’ (Teichler, 2004a). Learning the value of diversity in another
country is claimed to be achieved through horizontal mobility rather than vertical
mobility. The Sorbonne Declaration in 1998 and the Bologna Process in 1999 played
crucial roles in creating a new higher education system by increasing the objectives
of the universities. It was aimed to train students within the framework of certain
quality and qualifications, to serve economic growth and development. (The Council
of Higher Education, 2010).

The main goal of the Sorbonne Declaration in 1998 was to increase student
mobility in Europe by reforming and modernizing the European higher education
system. As a continuation of this reform, in 1999, the Bologna Declaration was
signed by 29 European countries (Austria, Belgium, Bulgaria, the Czech Republic,
Denmark, Estonia, Finland, France, Germany, Greece, Hungary, Iceland, Ireland,

Italy, Latvia, Lithuania, Luxembourg, Malta, Netherlands, Norway, Poland,
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Portugal, Romania, Slovakia, Slovenia, Spain, Sweden, Switzerland, United

Kingdom). International organizations such as the European Commission, the

European council and university associations, rectors, and European students

participated in this process (European Commission, 2010). Their common aim was

to achieve an integrated and harmonised academic degree and quality standards.

Figure 3 illustrates the development of Bologna Proces from Sorbonne to Yerevan
(1998-2015) in a detailed way.

Mobility of Mobility also | Social Portability of | Attention to visa | Attention also to Benchmark of 20 % |Explore path to Implementation
students and | for researchers | dimension loans and and work permits | pension systems | by 2020 for student |automatic of key commitments
teachers and of mobility grants and recognition mobility recognition
administrative of academic
staff qualifications
A common Easily readable | Fair recognition QF-EHEA NQFs by 2010 NQFs by 2012 Roadmaps for Implementation
two-cycle and Development of SN of adopted countries without  |of key commitments
degree comparable | joint degrees National NQF
doctoral level S
system degrees e thirdcvelo Qualifications
% Frameworks
(NQFs) launched
Social Equal access | Reinforcement | Commitment to National targets Widening access  |Social inclusion
dimension of the social national action for the social and completion rates
dimension plans dimension to be
measured by 2020
Lifelong Alignmentof | Flexible learning | Partnerships to LLL as a public Enhance Employability
learning (LLL) [ national LLL | paths improve responsibility employability, LLL
policies employability Focus on and entrepreneurial
Recognition of employability skills through
Prior Learning cooperation with
(RPL) employers
Use of credits | A system of ECTS and ECTS for credit Coherent use of Implementation of |Ensure that Adoption
credits (ECTS) Didieaa accumulation tools and Bologna tools Bologna tools are  [of ECTS Users
Sup lement (DS) recognition based on learning  |Guide
PP practices outcomes
European Cooperation QAat European Creation of the Quality as an Allow EQAR Adoption of revised
cooperation in| between QA and | institutional, | Standardsand | European Quality | overarching focus |registered agencies |ESG and European
quality recognition nationaland | Guidelines for [ Assurance Register | for EHEA to perform their Approach to QA of
assurance professionals European level | quality assurance | (EQAR) activities across the |joint programmes
(QA) (ESG) adopted EHEA
Europe of European Attractiveness of | Links between | International Strategy to improve | Enhance global Evaluate
Knowledge | dimensions the EHEA higher cooperationon | the global policy dialogue implementation of
in higher education and | the basis of dimension of the through Bologna  [2007 global
education research areas | values and Bologna Process | Policy Fora dimension strategy
sustainable adopted
development
Learning and
Teaching:
Relevance and
quality
pree o o oo R S
Sorbonne Bologna Prague Berlin Bergen London Leuven/ Bucharest Yerevan
Declaration ~ Declaration =~ Communiqué Communiqué Communiqué Communiqué Louvain-la-Neuve Communiqué Communiqué
Communiqué

Figure 3. The Bologna Process: from Sorbonne to Yerevan, 1998-2015

(European Commission, 2018, p.18)
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2.4. The Erasmus Exchange Program

The name of the Erasmus program comes from the abbreviation of its official name
(EuRopean Community Action Scheme for the Mobility of University Students). In addition,
this abbreviation refers to Dutch Desiderius Erasmus (1465-1536) who was the writer,
greatest scholar of the northern Renaissance and the figure of the early humanist movement.
As the most prominent educational scientist in the early 16th century, he studied classical
literature and Latin in Paris, where he was introduced to Renaissance humanism. During his
life time, he had a chance to travel to many parts of Europe, including France, Germany,
Italy and Switzerland. He met some of the most brilliant thinkers of Europe. As an
independent and intellectual scholar, Erasmus reflected his humanist desires on his works
and encouraged a better morality, and greater understanding between people. Moreover, by
criticizing strict administrations, he was an advocate of innovations, and especially an
education system based on humanism. When the nature and aims of the program is
considered, “Erasmus” seem to be the most compatible name for a student exchange
program that enables the university students and faculty members to spend a period of time
in European countries, develop themselves in their academic fields, and get to know the
cultures of European countries more closely.

During the 1970s, higher education became part of the European agenda and
promotion of student mobility gained importance. As a result, the Joint-Study Programmes
(JSP) were established in 1976 and remained active for about a decade until the inauguration
of the Erasmus program in 1987. Soon after its beginning, the Erasmus program was
perceived as “the flagship of the educational programmes” administered by the European
Union (Bracht et al., 2006). It was seen that the program helped international student

mobility become a normal option for university students instead of a marginal phenomenon.

Turkey participated into Bologna Process in 2001, and Turkish National Agency
was founded in 2002. With the aim of implementing the Erasmus Program for all
participants, International Offices were structured within the body of Turkish universities in
the same year. Two years later, in 2004, Turkey has joined the Erasmus program and 65
Turkish universities received The Erasmus Charter for Higher Education (ECHE). Together
with the foundation of new universities, 190 Turkish universities are holding ECHE today
(Seyhan-Caglar, 2019). Table 2 exhibits the chronological flow of the Erasmus program

with more details.
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The chronological development of the Erasmus program

Erasmus programme launched with first exchange of just over 3
000 students between 11 Member States (Belgium, Denmark, Germany,

17th June 1987 Greece, France, Ireland, Italy, Netherlands, Portugal, Spain and United

Kingdom).

1988 Luxembourg joins Erasmus.

1992 Six European Free Trade Association (EFTA) countries join the
programme (Austria, Finland, Iceland, Norway, Sweden and
Switzerland).

1994 Liechtenstein joins Erasmus.

1997 Erasmus teacher exchanges introduced.

1998 Six Central and Eastern European countries join the programme (Cyprus,
Czech Republic, Hungary, Poland, Romania and Slovakia).

1999 Six Central and Eastern European countries join the programme
(Bulgaria, Estonia, Latvia, Lithuania and Slovenia).

2000 Malta joins Erasmus.

2002 Celebration of the One Millionth Erasmus student.

2003 Erasmus University Charter introduced.

2004 Turkey joins Erasmus.

2007 Start of the Lifelong Learning Programme with new actions introduced
to Erasmus, such as student traineeships and staff training.

2009 Celebration of the Two Millionth Erasmus student and Croatia joins the
programme.

2009/2010 3000 higher education institutions send students and staff abroad.

2011 Switzerland rejoins the programme (33 countries now take part in

Erasmus).
2012/2013 Three Millionth Erasmus student expected.
2014 Launch of new Erasmus for All programme.

Source: European Commission, 2012, pp. 6-8.
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Erasmus Program Guide (2020) provides some information on the implementation of the

procedure as below:

e For Erasmus exchanges, there must be a valid Bilateral Agreement signed between
the home university and the host university. Also, both parties must have Erasmus
University Charter (EUC).

e In order to participate in the Erasmus program, the students must be a full-time
university student at any of the formal education levels. Furthermore, the selection
criterion is mainly based on past school performance and foreign language
competence. That’s why, grand point average of the students must be at least 2.0 / 4
or 70/100. In addition, they need to pass foreign language exams organized by their
institutions.

¢ If the conditions stated above are met, they can also benefit from the Erasmus grant.

e The financial support provided by the National Agency is not requested back.
However, the Erasmus grant is not intended to cover all expenses of the students.
The purpose of financial support is to assist in additional expenses during the
mobility. While 80% of the grant is paid during the mobility period, 20% is paid
after successfully completing the program.

¢ Finally, the students who decide to participate in the Erasmus program must contact
with the Erasmus coordinators at their universities and follow their directions.

e The Learning Agreement must be signed by all parties before the Erasmus study
mobility period begins.

Di Pietro and Page (2008,p. 396) proposed that “the number of applicants is higher
than the number of places available, universities have to set up selection processes that are
based on past student performance”. According to his statement, the students who have good
academic records have higher chances to be selected than their peers who have poor
academic records. In the 2004-2005 academic year, when the Erasmus program started in
Turkey, 1.142 students participated in the Erasmus program and this number increased to
8.759 in the 2009-2010 academic year (Ulgiir, 2011). With a special focus on Dokuz Eyliil
University, Table 3 presents the number of outgoing and incoming Erasmus students
between 2003-2018. It can be seen from the table that there have been a gradual decrease in
the number of outgoing and incoming Erasmus students after the academic year of 2013-
2014.
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Table 3

The numbers of outgoing and incoming Erasmus students at Dokuz Eyliil University

between 2003-2018

Academic Year Outgoing Students Incoming Students
2003 - 2004 7 -
2004 - 2005 36 13
2005 - 2006 69 23
2006 - 2007 75 32
2007 - 2008 104 45
2008 - 2009 91 62
2009 - 2010 144 62
2010 - 2011 164 74
2011 - 2012 210 93
2012 - 2013 326 115
2013 - 2014 343 145
2014 - 2015 196 158
2015 - 2016 259 131
2016 - 2017 270 69
2017 - 2018 282 41

Total 2.576 1.063

Source: DEU International Relations Office (2021)

In line with the statistics illustrated above, the related literature shows that the
number of the students who have benefited from the program recently is relatively low in
spite of available places. In this respect, it can be suggested that the Erasmus program,
especially in Turkey, deserves more attention and it is crucial to encourage the students to

participate in the program.
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2.5. The Aims of the Erasmus Program

According to the agreement of the National Agency in 2014, the target audience of
the Erasmus program is as follows:

e Institutions / organizations active in education, youth and sports
e Students who continue their education in higher education institutions
e Academic and administrative staff of universities

e Associations, foundations, non-governmental organizations

In the current study, however, the main focus is on the the students who continue their
education in higher education institutions. As for the objectives of the Erasmus program in
this context, prior to presenting its aims, it might be a good start point to review what the
Erasmus program is not about as listed by the International Relations Office of DEU (2021):

e The Erasmus Program is not a “foreign language learning programme”.
e The Erasmus Program is not exactly a “scholarship” programme.
e The Erasmus Program is not a “diploma” programme.

e The Erasmus Program is not a “research” programme.

Then, what are the aims of this program? In general terms, the Erasmus program aims to
improve the quality of higher education by promoting inter-country cooperation between
European universities, recognizing students’ degrees academically and contributing to the
development of transparency. (European Commission, 2012). For the benefit of the whole,
the Erasmus program is trying to fulfill its aims through offering good practices in European
countries, helping the students gain new skills, increasing employment opportunities,
improving language skills, and enhancing personal development. It is also aimed to raise
individuals who are equipped with high quality higher education services in Europe and who
respond more to the expectations of the business World in Europe. To sum up, the general
aims of the Erasmus program can be summarised as removing boundaries, fostering new
ideas, promoting synergy across different fields of education, training and youth, and raising

individuals who respect the differences by gaining European Citizen ldentity.
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2.6. Studies on the Erasmus Program

The review of the related literature shows that there is a growing body of research on
the Erasmus program and the phenomenon has been evaluated through various focal points.
In earlier studies, the Erasmus program was evaluated based on the participants’ motivations,
expectations and satisfaction levels as well as the contributions of the program (Papatsiba,
2005; Sigalas, 2010a; Sahin, 2007; Teichler & Janson, 2007; Yagc1 et al., 2007). Teichler
(2001) addressed the effects and consequences of studying abroad and claimed that the
Erasmus students benefit from international job opportunities more easily compared to the
non-Erasmus students. Moreover, the Erasmus experience was reported to have positive
effects on the academic, cultural, personal, and linguistic development of the participants as
well as on their first job applications. The fact that the Erasmus program has potential
contributions to the participants’ development in many fields makes the issue an appealing
reserach area. The contributions of participating in the Erasmus program and the problems
encountered in the process have been handled with various focus of areas in the literature.

Some examples for these studies are presented below.

There are several studies evidencing that the Erasmus program has positive impact
on the academic development of the participants (Aslan & Jacobs, 2014; Bakioglu & Certel,
2010; Botas & Huisman, 2013; Endes, 2015; Ozdem, 2016; Papatsiba, 2005). In a mixed-
study, Papatsiba (2005) analyzed the Erasmus experiences of 80 participants through student
accounts. Results showed that the academic experience was the most developed component
as reported by the participants. They appreciated the quality of the education they received in
the host country. Similarly, Bakioglu & Certel (2010) focused specificly on the academic
lives of the Turkish Erasmus exchange students. The qualitative data gathered from 30
university students revealed that the participants found studying abroad academically
important and advantageous. They were especially affected by the learning environments and
the student-centered teaching method they witnessed. In addition, Aslan & Jacobs (2014)
examined the views of 95 Erasmus students and qualitative findings indicated that the
participants mainly appreciated practicing opportunities, social projects, flexible exams,

teamwork, flexible attendance and elective course opportunities.

On the other hand, Di Pietro & Page (2008) draw attention to a crucial point in terms
of the impact of the Erasmus program on the academic development. They claim that early
school performance is one of the most important predictors of studying abroad. In other

words, the students who have a chance to benefit from the Erasmus program already
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effective academic skills prior to their mobility. As they put forward, “The students with
poor academic records are less likely to go abroad with Erasmus than their peers who have
good academic records. Since the number of applicants is higher than the number of places
available, universities have to set up selection processes that are based on past student
performance” (Di Pietro & Page, 2008, p. 396). Apart from the early academic records,
another important predictor of participating in the Erasmus program is the language
competence of the participants. In Souto-Otero’s (2008) study, it was observed that the
participants were already competent in foreign languages before the Erasmus mobility. The
reason for this situation is “the selection processes” employed by the universities. By means
of these processes, only the students who have a good command of foreign languages and

good early school performance are selected as Erasmus participants.

In spite of some specific requirements, it was proved by many studies that the
Erasmus program contributes to the language development of the participants in several
aspects (Aslan-Ozdemir, 2019; Cantez, 2020; Caglar-Erdogan, 2019; Cepni et al., 2018;
Jacobone &Moro, 2015; Kayaoglu, 2016; Llanes et al., 2012; Ozmen, 2019). To illustrate,
Aslan-Ozdemir (2019) explored the effects of studying in European countries where English
is used as a lingua franca on 140 Turkish Erasmus exchange students’ English reading,
listening, grammar and vocabulary proficiency development. In this quasi-experimental
study, the data was collected through Erasmus Online Linguistic Support (OLS) test. Before
and after the mobility, the students completed OLS test which included grammar, reading,
listening and vocabulary sections. The results revealed that the participants improved their
reading, listening, vocabulary and grammar English proficiency levels significantly after the
Erasmus mobility. While the vocabulary was the most improved area, there was decrease in
some participants’ reading and grammar level. Additionally, Llanes et al. (2012) conducted
an empirical study in order to examine the effects of Erasmus experience on the written and
oral performance of 24 Spanish Erasmus students studying English as a second language in
the UK. As a result of the written and oral data elicited from the participants, it was found
that the linguistic gains were more significant in oral than in written production. Similarly, in
Kayaoglu’s (2016) study more improvement was observed in the participants’ oral
proficiency. It was seen from the students’ self-reports that they appreciated the opportunity
to use English in a meaningful context. As more contemporary examples, Caglar-Erdogan
(2019) and Cantez (2020) also observed positive results in terms of speaking skills of the
Erasmus students. The findings of the mixed-method research by Caglar-Erdogan (2019)

indicated that the students developed self-confidence in using English after the Erasmus



20

mobility. Moreover, Cantez (2020) investigated the views of the Erasmus participants
regarding their foreign language motivation and speaking fluency development. The
qualitative findings showed that Erasmus exchange program contributed to participants'

English speaking fluency and foreign language learning motivation.

Focusing on a different aspect of language development, several studies investigated
the impact of the Erasmus program on the participants’ attitudes towards learning English as
a foreign language (Karadeniz-Cisdik, 2014; Mulcar, 2019; Yardimci, 2014). For instance,
with a focus on the high school students who participated in the Erasmus Plus Key Action 2
mobilities, Mulcar (2019) investigated the attitudes of 84 high school students toward
English language before and after the mobility. The findings of this mixed-method study
revealed that the students’ attitudes toward learning English improved as a result of the
intercultural interactions during Erasmus Plus KA2 mobilities. Similarly, in Yardimect’s
(2014) study, it was indicated that the university students realized the importance of
speaking English especially in an international context. On the other hand, Karadeniz-
Cisdik’s (2014) study revealed that Turkish Erasmus students’ overall beliefs remained
almost the same after the Erasmus program. Although some of their beliefs such as the
importance of grammar in language learning significantly changed, it was suggested that

short-time periods spent abroad might not result in significant changes in students’ beliefs.

The studies in which the language development was found to be mostly in terms of
oral skills are in line with Kinginger’s (2008) assertion. She claims that the Erasmus
experience particulary contributes to the oral skills of most Erasmus participants. The
Erasmus exchange program enables the students to spend a part of their education abroad,
get to know a different culture in a different country and meet new people for a certain
period of time. Even though the students do not know the native language of the host
country, they communicate in English as acommon language in order to meet their daily and
academic needs. This situation gives them a chance to use English for communicative
purposes in a genuine context. Jacobone & Moro (2015, p.325) emphasized the importance

of communicating in a meaningful context as follows:

“One of the principal advantages of study abroad is its power to expand the
four walls of the traditional language classroom to include the streets and
people of any given culture. Out-of-class contact, whether interactive (with
host families and friends) or noninteractive (going to the theatre, cinema,
listening to music, etc.), plays a critical role in second language acquisition.”
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According to the findings of the related studies and the assertions by Kinginger
(2008) and Jacobone & Moro (2015), it can be seen that the Erasmus program positively
contributes to the language development of the participants, especially to their oral skills.
However, as mentioned before, basic knowledge of foreign languages is necessary in order
to have a chance to participate in the program. Therefore, it should not be regarded as a
language learning program.

Some studies on the Erasmus program also proved that participating in the program
positively affected the social development of the participants (Bakioglu & Certel, 2010;
Botas & Huisman, 2013; Bryta, 2015; Celik, 2018; Sigalas, 2010; Sahin, 2019). In the
framework of the Erasmus program, the participants had an international social environment,
which enables them to form international friendships (Bryta, 2015), socialize with Europeans
(Sigalas, 2010a), and improve their social capitals (Botas & Husiman, 2013). Additionally,
in a recent study Sahin (2019) evaluated the opinions of 30 university students regarding
their Erasmus experiences in terms of management. In this qualitative research, the data was
gathered through interviews conducted face-to-face or e-mail environment. The results
indicated that the participants made international friends, contributed to their social relations,

and established business network connections.

As can be seen in the studies mentioned above, the Erasmus program creates chances
for the participants to develop their social skills in a multicultural environment. This kind of
social context pave the way for cultural development as evidenced in various studies
(Bozkaya & Erdem-Aydin, 2010; Demirel & Demir, 2016; Gokten, 2017; Kagnic1, 2016;
Mulcar, 2019; Mutlu et al., 2010; Ozisik, 2017; Ozmen, 2019; Pehlivaner, 2006; Sancak,
2009; Sari, 2014; Sigalas, 2010). These studies focused on the cultural development from
different perpectives. Some researchers investigated the impact of the Erasmus program on
European identity (Kagnici, 2016; Pehlivaner, 2006; Sari, 2014; Sigalas, 2010a), others
focused on the role of the program in intercultural dialogue (Bozkaya & Erdem-Aydin, 2010;
Sancak, 2009), and also cultural intelligence was another focal point that was investigated
(Demirel & Demir, 2016; Gokten, 2017). Sancak (2009) aimed to uncover the role of the
Erasmus program in intercultural dialogue through the eyes of the participants and she
concluded that the program plays a crucial role in intercultural dialogue and also it reinforces
the intercultural relations. Moreover, it was emphasized by the participants that the European
students who had had wrong and negative points of view about Turkey broke their prejudices
when they got to know Turkish students. This example illustrates that the Erasmus students

also have chances to represent their culture during their mobility.
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The degree of cultural development can vary based upon the nationality of the
Erasmus students. A comparative study carried out by Mutlu, Alacahan and Erdil (2010)
attempted to make a comparison of the personal and cultural change taking place between
European Union (EU) students and Turkish students throughout the Erasmus program. In
order to gather data, face-to-face interviews were conducted with a total of 257 Erasmus
students. Based on the research findings it was concluded that “the rate of change, of shaking
off prejudices, of becoming more understanding, of achieving individualism and self-
realization, of forming different world views and learning to take risks is higher among
Turkish students” (p.42). To put it simply, although certain personal and cultural changes
occurred among all participants, the ratio of these changes were higher among Turkish
students compared to EU students. This finding proves that Erasmus program is a valuable

experience especially for Turkish students.

When the literature on the Erasmus exchange program is examined, it is seen that
personal development was proved to be one of the most valuable contributions of the
Erasmus program by various studies (Akman, 2014; Cepni et al., 2018, Jacobone & Moro,
2015; Kasapoglu-Onder & Balci, 2010; Kohn, 2015; Mutlu et al., 2010; Ozdem, 2016;
Ozmen, 2019; Papatsiba, 2005; Raikou & Karalis, 2010; Yiicelsin-Tas, 2013). In the
framework of the Erasmus exchange program, the students spend a whole semester in a
different country away from their families. Consequently, they need to take their own
responsibility, which increases their self-confidence. For instance, Kohn (2015) examined
the cultural, social, personal, and academic influences of the Fulbright and Erasmus
exchange programs through the participants’ perspectives. In this phenomenological study,
data were collected from 41 students (24 Erasmus and 17 Fulbright students) through face-
to-face and semi-structured interviews. According to the findings, the participants
emphasized their personal gains in terms of self-confidence and improving leadership skills
such as overcoming problems, decision-making, planning and taking responsibility.
Similarly, in their qualitative study conducted with 13 Erasmus students, Cepni et al. (2018)
revealed that the participants described themselves as stronger individuals after their
Erasmus experience. They freed from their fears, learned how to deal with challenges and

manage their stress.

Furthermore, Papatsiba (2005) analyzed 80 Erasmus students’ accounts on their
experiences and the results indicated that the Erasmus mobility triggered personal growth
and individual autonomy. The participants reported that they were better able to face

changing environments, monitor themselves, and take control on their life-path. The
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findings of the aforementioned studies seem to be in parallel with the idea that mobility
becomes a feature of “clective biography”, which is described as a form of “do-it-yourself
biography” by Beck & Beck-Gernsheim (1999, p. 157 as cited in Papatsiba, 2005, p.33).
This assumption suggests that the mobility programs encourage the participants to become
freer individuals by embracing change and accepting risks, which results in personal

fulfilment.

The studies which provided evidence for the positive impact of the Erasmus program
on the career development are also high in number (Aktan & Sari, 2010; Celik, 2018; Ece,
2018; Engel, 2010; Jacobone & Moro, 2015; Messer & Wolter, 2007; Raikou & Karalis,
2010; Stilianos et al., 2013; Teichler & Janson, 2007; Tekin & Hig-Gencer, 2013). The
common finding of these studies in terms of career development is that the participants
believed studying abroad for one semester in the framework of the Erasmus program would
distinguish them from their peers in the work place. In a quantitative study, Endes (2015)
investigated the contributions of Erasmus experience to the career development of the
participants. The data was gathered from 50 university students via the Erasmus Satisfaction
Survey. The findings illustrated that the participants believed their Erasmus experience to
create a plus to their Curriculum Vitae. In addition, in a review of empirical studies about the
impact of Erasmus mobility on the professional career, Engel (2010) stated that the Erasmus
students “feel to be better prepared for future employment and to be somewhat better at field
specific knowledge and skills” (p.5). Moreover, as Messer & Wolter (2007) put forward, the
students who participated in the Erasmus exchange program had higher starting salaries upon

their graduation.

There are also studies which focused on the Erasmus experiences of Turkish
prospective teachers (Demir & Demir, 2009; Ersoy, 2013; Ersoy & Giinel, 2011, Unlii,
2015). In their qualitative study, Demir & Demir (2009) evaluated the Erasmus experiences
of 12 Turkish students who studied at the Faculty of Education. The findings revealed that
their experience contributed to their professional skills by enabling them to feel confident in
teaching, learn about the educational systems of different countries, and become more
efficient in communication as future teachers. Ersoy & Giinel (2011) analysed the same issue
through the eyes of foreign prospective teachers who came to Turkey in the framework of
the Erasmus program. They found that cross-cultural experiences of foreign pre-service
teachers helped them to improve their professional skills and contributed to their individual
development. It was also indicated that diverse field experiences assisted the participants to

understand the importance of infusing multicultural approach in their classrooms. During
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their experience in the university, they also became aware of various instructional methods

and different teacher-student relationships.

Apart from these studies, some other studies specifically focused on the career
development of the Erasmus students from various majors such as Nursing, Architecture,
and Tourism and Management. Zerman (2014) investigated the Erasmus experiences of
tourism major students, Biger et al. (2014) explored the contributions of the Erasmus
Program to the nursing students, Aksayan (2010) examined the Erasmus program through
the eyes of architecture students and Ozkan & Mutdogan (2018) evaluated the opinions of
the interior architecture and environmental design students, who participated in the Erasmus
Program. According to the findings of these studies, the Erasmus program positively affected
the participants’ career development regardless of their major. Also, the studies of Akman
(2014) and Ece (2018) showed that the participants felt more confident in career planning
after the Erasmus mobility. All these studies seem to confirm Teichler and Janson’s (2007)
claim that the Erasmus program had a positive impact on subsequent employment and career
of the participant.

The review of the related literature clearly shows that studying abroad in the
framework of the Erasmus program for at least one semester brings about noteworthy
contributions to the development of the participants in various aspects. However, it was also
seen in many national and international research that the Erasmus process was not easy and
the participants encountered a wide range of problems and challenges throughout this
process (Aktemur, 2019; Aslan & Jacobs, 2014; Brown & Aktas, 2011; Endes, 2015; Erdem-
Mete, 2017; Ersoy, 2013; Keles, 2013; Sancak, 2009; Souto-Otero et al., 2013; Vevere et al.,
2017; Yanpar-Yelken et al., 2012; Yicelsin-Tas, 2013; Zerman, 2014). Among the common
problems faced by the participants, there were linguistic, cultural, financial, academic

problems.

Intercultural dialogue between the Erasmus students can be achieved through
cultural exchange and the language has a crucial function in this process as a tool for
transferring culture. In the transfer of culture, students from different countries must have
good command of the common language they use to communicate with each other. If the
command of this language is low, it affects the communication negatively (Sancak, 2009).
Zerman'’s study (2014) illustrates this situation. Based on the experiences of the students it
was revealed that the participants had difficulty in communicating since they found

themselves linguistically inadequate during the mobility period. In a similar vein, Yanpar-
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Yelken et al. (2012) carried out a descriptive study in order to compare the problems
encountered by the Erasmus students in two different countries: Turkey and Belgium.
Through an 18-item questionnaire, the data was gathered from 81 students (23 in Turkey and
58 in Belgium). The findings indicated that the most common problem faced by the Erasmus
students in Turkey and Belgium was the language related problems. Besides, the participants
in Belgium had academic-related problems such as compulsory attendance, too many
presentations and too much homework. They also had problems related to accommodation,
finance, weather, transportation, and visa procedure. In another study, Yiicelsin-Tag (2013)
examined the the problems encountered by students who went to France within the
framework of the Erasmus program, before they departed, during their education abroad and
after they returned. The research data were gathered through a questionnaire with open-
ended questions from 40 Erasmus students studying in the Department of French Language
Teaching. According to the findings, the most important problem encountered in the pre-
Erasmus process was the late arrival of documents from the host universities, the most
important problem encountered during their education abroad was the lack of sufficient
foreign language competence, and the most prominent problem after their return was

academic problems related to the matching of courses.

Another example for the problems encountered by the Erasmus students was
provided by the study of Vevere et al. (2017). In their empirical study, they researched the
critical aspects of cultural adaptation process of Erasmus students in Latvia. According to
research data, the most problematic factors in the participants’ cultural and social adaptation
were the lack of crucial information about the receiving country and the host universities.
They experienced culture shock due to the differences in lifestyle, food and dining traditions,
difficulties in communication, etc. The participants had difficulties in communicating with

the local residents and largely perceived Latvian people as being introverted.

Finally, the majority of the studies in the related literature indicate that the Erasmus
students encountered financial problems even though they received Erasmus grant. Yanpar-
Yelken et al. (2012) state that the economic situation of the Erasmus students depends on the
socio-economic condition of their host country. However, in Souto-Otero et al.’s (2013)
study which was conducted with a large group of participants from seven European
countries, the financial problems were mentioned regardless of the host countries of the
students. The participants of the study consist of 11.517 Erasmus students, 4.974 students
who consider participation in Erasmus but did not take part, and 1.354 students who did not

consider participation in the program. The data were derived from a web survey
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commissioned by the European Parliament and carried out in 2010 in seven countries (Czech
Republic, Finland, Germany, Spain, Poland, Sweden, United Kingdom). According to the
findings, the financial problems were perceived as an important barrier to the student
mobility. The study drew attention to the importance of financial support for Erasmus
mobility and advised that the amount of grant should be increased in order to stimulate
participation in the Erasmus program.

Contrary to the aforementioned studies, in a recent study conducted by Aktemur
(2019) the results were different. With the aim of examining the difficulties faced by the
Erasmus participants, a questionnaire was applied to 50 university students and it was found
that most of the Erasmus students did not experience cultural, religious or social problems in
their host countries. Only the problems related to the daily habits were reported by some
participants. Accordingly, it was concluded that the Erasmus participants did not encounter
serious problems. In spite of this unique result, overall results of the previously mentioned
studies suggest that throughout the Erasmus process, the students encountered mainly
linguistic, cultural, financial, and academic problems. In order to minimise the problems,

various suggestions and coping strategies were presented in the related literature.

All studies mentioned in this section focused on the Erasmus experiences of the
students from different departments. As stated before, the review of literature on the Erasmus
program shows that there is a lack of research which investigate the impact of the Erasmus
program by focusing solely on Turkish prospective EFL teachers. In the following part, the
studies which evaluated the Erasmus program through the eyes of Turkish prospective EFL

teachers are presented in a detailed way.

2.7. Studies with Turkish prospective EFL Teachers

There is an increasing body of research on the impact of the Erasmus exchange
program as illustrated in the previous section. However, the majority of these studies were
conducted with the Erasmus students from the other departments. Only a small body of
research focused specifically on the Erasmus experience of Turkish prospective EFL
teachers (Aydin, 2012; Caner, 2019; Ciftci, 2016; ilter,2013; Kizilaslan, 2010; Onen, 2017;
Yildirim & ilin, 2013). The review of litereture on the Erasmus exchange program clearly
shows that studying abroad in the framework of the Erasmus program for at least one

semester is a valuable experience for the participants. Blair (2002) argues that teacher
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preparation programs need to include more international and global experiences in order to
enable prospective teachers to become more sensitive toward the diverse student population
that they will find in their classrooms. He claims that an increase of global and cross-cultural
perspectives can greatly assist teachers in effectively teaching the changing student
population around the world and such perspectives may be enhanced through study abroad
experiences. Taking into consideration the fact that Turkish prospective EFL teachers have a
chance to study in a multicultural context through the Erasmus program, it is essential to

explore the impact and outcomes of the mobility process.

In a recent study, Caner (2019) examined the perceptions of 19 prospective EFL
teachers qualitatively regarding the contribution of short term Erasmus experiences to their
career development. The analysis of the data gathered through two-round e-mail interviews
revealed that studying in an international environment positively affected the participants’
future profession by raising their awareness on active learning, inclusive practices and
international education policies. It was also underlined that those gains were achived by all
participants regardless of the qualities of their host institutions. In addition, with a more
holistic approach, Aydin (2012) conducted a qualitative study and collected data from 23
prospective EFL teachers through a background questionnaire, interviews, group discussions
and essay papers. The results revealed that the Erasmus program contributed considerably to
participants’ language skills and knowledge, their professional and personal development,
and their perceptions towards culture and recreational activities. On the other hand, it also
brought about some potential problems related to formal procedure, adaptation process,
linguistic and cultural differences. In a similar vein, Onen (2017) explored the contributions
of the Erasmus program to 30 Turkish prospective EFL teachers and the problems
encountered in the process. According to the findings, the participants benefited from the
program mostly in terms of cultural accumulation and personal development. It was also
found that the pre-Erasmus period was reported as the most challenging period by the
participants especially due to the paper work. Indeed, the formal procedure seems to be an
overwhelming process for most of the Erasmus students. The same result was also found in
Ciftgi’s (2016) study which focused on the pre-mobility phase of the Erasmus program. In
his phenomenological study, he analysed the lived and imagined experiences of three
Turkish prospective EFL teachers who studied in England for 4 months in the framework of
the Erasmus program. The preparation process of the participants were observed through
semi-structured interviews, smartphone messages and reports written by the participants. It

was found that the participants experienced a stressful formal preparation which involved
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excessive paper work and strict visa procedures. Since they had to allocate most of their time
to the formal preparation period with insufficient guidance, they lacked awareness about the
informal preparation. Moreover, the participants developed a fear of speaking English and
had stereotyped attitude toward the host country. These kinds of stereotyped attitudes and
perceptions may decrease the cultural gains provided by the Erasmus program. For instance,
Kizilaslan (2010) conducted a qualitative study with the participation of 10 prospective EFL
teachers who benefited from the Erasmus program and found that prior to their successful
acculturation, the participants had to deal with preconceptions about their home country,
specifically regarding women issues, religion, and family life. Similarly, Yildinm & ilin
(2013) explored the Erasmus experiences of 55 prospective EFL teachers with specific
reference to how they managed to adapt to a new culture. The analysis of the data collected
by Sociocultural Adaptation Scale, reports, and interviews indicated that the participants
experienced problems at affective, behavioural, and cognitive levels. The bias towards their
home country was reported to be the greatest obstacle to the adaptation process of Turkish
prospective EFL teachers. In spite of these inhibiting factors, it is proved that the Erasmus
experience creates changes in the perception of the participants. In a qualitative study, ilter
(2013) investigated whether the prospective EFL teachers who joined the Erasmus exchange
program changed their point of view about different cultures and raised their language and
cultural awareness of different countries. The data was gathered from 10 participants via the
semi-structured interviews and the results revealed that the participants not only gained
cross-cultural awareness but also improved awareness of their own culture. Moreover, they
gained both individual and social responsibilities, felt ready for their future career and

perceived themselves as a global citizen by means of the Erasmus exchange program.

As it is illustrated in the abovementioned studies, Turkish prospective EFL teachers
who participated in the Erasmus program returned their hometown with valuable gains. On
the other hand, they encountered various problems througout their Erasmus experience. In
order to maximize the contributions and minimize the problems, it is essential to gain deeper
insight into the issue. However, there are insufficient amount of studies which focused on the
Turkish prospective EFL teachers. Hence, this study attempts to narrow the scope and solely
focus on the Erasmus experiences of Turkish prospective EFL teachers in order to explore

the contributions of the program and the problems encountered in the process.
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CHAPTER 3

METHODOLOGY

3.1. Introduction

The third chapter of the study presents the methodology of the research by
introducing research design, research questions, participants, data collection tools, data

collection procedure and data analysis. Lastly, the role of the researcher is also mentioned.

3.2. Research Design

The current study has been conducted using the triangulation design model, which is
the most common approach to mixed methods (Creswell et al., 2003). The term “mixed
methods” refers to “a methodology of research that systematically integrates or mixes
guantitative and qualitative data within a single investigation” (Wisdom & Creswell, 2013).
This design is used “to obtain different but complementary data on the same topic” (Morse,
1991, p. 122) to best understand the research problem. Cohen and Manion (1986) define
triangulation as an‘“attempt to map out, or explain more fully, the richness and complexity of
human behaviour by studying it from more than one standpoint” (p.254). In the light of this
method, the current study firstly implemented the online survey to describe the
characteristics of the participants, and to answer the research questions. Then, semi-
structured interviews were carried out in order to be able to explain the survey results in a

detailed way.

The aim of this study was to investigate the contributions of Erasmus exchange
program to Turkish prospective EFL teachers’ academic, language, social, cultural, personal,
career development and the problems they encountered during the process. By combining
guantitative and qualitative research methods, it was aimed to gain a broader understanding

of the experience of the participants in order to answer the research questions below:

1) To what extent does Erasmus exchange program contribute to prospective EFL

teachers’ development in various fields?
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2) What are the contributions of Erasmus exchange program to prospective EFL
teachers’ academic development?

3) What are the contributions of Erasmus exchange program to prospective EFL
teachers’ language development?

4) What are the contributions of Erasmus exchange program to prospective EFL
teachers’ social development?

5) What are the contributions of Erasmus exchange program to prospective EFL
teachers’ cultural development?

6) What are the contributions of Erasmus exchange program to prospective EFL
teachers’ personal development?

7) What are the contributions of Erasmus exchange program to prospective EFL
teachers’ career development?

8) Do prospective EFL teachers encounter any problems during the Erasmus
process?

9) In which period (before, during, or after the Erasmus) do prospective EFL
teachers have the most problems?

10) What type of problems do prospective EFL teachers encounter in each period of
the Erasmus process?

3.3. Participants

The study was conducted with the voluntary participation of 37 prospective teachers
studying English Language Teaching (ELT) at Dokuz Eyliil University who participated in
the Erasmus Exchange Program for at least one semester. Their age ranges between 18 and
22. Although a gender-based analysis was not within the scope of this study, it should be
noted that the majority of the participants are females. Twenty-seven (73%) participants

were female and ten (27%) were male in the study.

In order to determine the participants of this study, Criterion Sampling, one of the
Purposeful Sampling methods, was used. In this sampling method, the individuals are
selected based on the assumption that they possess knowledge and experience with the
phenomenon of interest and thus will be able to provide ‘detailed (depth) and generalizable
(breadth)’ information (Palinkas et al., 2015, p.539). In other words, they 