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In recent years, the importance of in-service teacher training programs has
been realised for professional development. Therefore, in-service teacher training
programs have been started to be established in most educational institutions.

The purpose of this study was to investigate the teachers’ expectations for in
service programs in two universities and whether these expectations were fulfilled or not.
The research was conducted in two different institutions. 36 teacher trainees and two
trainers form Cukurova University, and 12 teacher trainees and a trainer form Hacettepe
University, Preparatory Schools participated in the study.

Data were collected through interviews and a questionnaire. The
questionnaire was administrated to teacher trainees. The in service administrators were
interviewed. The questionnaire consisted of three parts and a total of 30 items. Part 1

collected demographic data. Part 2 elicited data on expectations and fulfillment of



expectations. Part 3 provided open ended comment. There wére ten questions in the
interviews.

Data from the questionnaire (part 2) were analyzed calculating frequencies
and percentages in order to find out the teachers’ expectations. Then, the pairs of the
questions regarding expectations and fulfillment were correlated to see whether the
expectations were met or not. Data from the questionnaire (part 1, 3) and data from
interviews were analyzed focusing on the question asked.

The results of the study revealed that teacher trainees expect in-service
teacher training programs

A) to provide them new methods and trends in ELT field,

B) to provide them practical teaching skills,

C) to provide them theoretical information in ELT field,

D) to provide activities that increase their language proficiency,

E) to motivate them for further academic education,

F) to encourage them to pursue their professional development outside the

in-service program.
Also, teacher trainees expected the administrators to provide support, time and budget
them to attend in-service teacher trainig programs inside and outside the institution. They
also thought that attendance in an in-service teacher trainig program should be voluntary.

The fulfillment questions showed that not all expectations were met by the

INSET programs.
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CHAPTER 1: INTRODUCTION

Background of the Study

Teaching is a very demanding profession. Once one starts teaching, she or he
should concentrate on it primarily. Teaching is not a profession which is performed
only between working hours at an office. Preparing the next lesson, checking
assignments, dealing with students’ psychological development and scoring require
extra time out of class teaching. Therefore, teachers sometimes cannot focus on their
development. Mariani (1979) states “a teacher’s day-to-day classroom routine tends
to obscure his or her possibilities as a qualified researcher” (p. 77). Another reason
why teachers get routinized in their profession is the feeling of satisfaction in their
occupation. Head and Taylor (1997) state that it is a common attitude between most
of the teachers that they have acquired all skills necessary for teaching. In order to
get over this barrier, an inner drive to activate them is essential for further
advancement (p. 5). Fresh improvement is necessary in teaching because its main
concern is on human beings. To be able to have a fruitful communication with
learners, their needs, interests, and demands should be taken into account by
teachers. Productive teacher training programs will result in effective teaching.

An effective teacher should be aware of the innovations in the field. From
both the learners’ and teachers’ perspectives, teaching requires keeping up to date.
Most teachers believe that it is essential to update their skills and knowledge in their
profession. However, there is a minority including teachers who consider that they
do not have to develop themselves after graduation (N. Ozginar, personal

communication, November 5, 1999). Some external factors may have affected the



minority group’s attitudes. It is claimed that when teachers do not get something
concrete in their mind from in-service training activities, they do not evaluate them
as useful activities. It is believed that teachers’ decisions about their own teaching
and their further development in their professions are the starting point in such
studies.

Freeman (1989) defines language teaching as a decision-making process
based on four constituents: knowledge, skills, attitude and awareness. The teacher’s
language proficiency on the specific subject matter is considered as knowledge
whereas skill is the teacher’s teaching ability covering presentation, giving clear
instructions, managing classroom interaction. These are the knowledge base of
teaching. Attitude is a kind of bridge, influencing the effective functioning of the
individual teacher in particular situations. Attitude is unique to individuals. The last
component, awareness, is the capacity to recognize and monitor the attention one is
giving or has given to something. Of these four components, awareness is the one
that activates the teachers for further development because it is the realization
process as Gattegno (as cited in Freeman, 1989) points out “awareness is needed to
bring back what is known and work on it again to change it, make it more conscious,
more precise, more useful and connected with other...knowledge” (p. 34). It is nearly
impossible to push teachers for their own professional development if they do not
want that development. The only way to attract their attention for their further
development is to activate the self-awareness (E. U. Arisoy, personal
communication, July 26, 2000).

Researchers and writers on this subject have focused on the difference

between training and development. According to Freeman (1989), training is a



strategy for direct intervention by the collaborators to work on specific aspects of the
teacher’s teaching. Development, on the other hand, is the teacher’s generation of
change through increasing or shifting awareness. Woodward (1991) states “training
is a skill/technique and knowledge based; however, teacher development is
awareness based, angled towards personal growth and the development of
attitudes/insights” (p. 147). As these definitions mention, the striking difference lies
in the concept of awareness. The ultimate goal of teacher training is teacher
development in in-service programs. Training plays the bridging role in this process.

In well-established institutions, in-service teacher training programs are
considered as a vital element. Principles of any in-service training program should
be both same in general basic concepts and apart, because they are held in different
settings. To exemplify the common concepts, trainees’ values should be taken into
consideration in in-service teacher training activities that make use of their
experience and knowledge will be more meaningful for them. Their ethics should be
respected. When it comes to different principles, it should not be forgotten that there
is a link between what is done in the classroom and what will be performed in in-
service teaher training sessions. Each institution may have different facilitities and
this may limit or broaden the teacher’s performance. Breen, Candlin, Dam, and
Gabrielsen (1989) claim that “an in-service teacher training course or program is
likely to be most useful if it grows directly out of experiences, assumptions and
perceived problems of trainees” (p. 134).

Teachers may come to in-service training programs with different goals. It is
assumed that there will be differences between inexperienced and experienced

teachers’ goals, and all will demand their goals to be met. From the trainers’



perspective, preparing the in-service training schemes are demanding since the goals
of a range of teachers as well as the goals of administrators must be met. Wherever
the in-service training activities are held, the matching of the objectives of all parties
are essential.

Statement of the problem

This will be a descriptive study in which the importance of in-service teacher
training is focused on and principles of different training programs are dealt with. In
productive in-service training programs, the trainees’ goals are the initial point.
Kennedy (1993) concludes in her study “what we, as trainers, might want-a
theoretical underpinning to practice- may not meet the needs of our trainees in the
best way at certain stages in their careers. We should avoid making too complex the
tasks trainee teachers have to undertake on their practices” (p. 164).

An informal observation and survey in different in-service teacher training
activities indicated that the trainees do not always find in-service teacher training
programs that they attend productive because of the failure in the fulfillment of the
the trainees’ expectations. There may be many reasons for such a disappointment.
In this study, it is hypothesized that one of the reasons for experiencing
dissatisfaction in in-service teacher training programs is not to know the trainees’
expectations at the preparation phase. For this reason, the major goals of this
research are first to find out the trainees’ expectations in in-service teacher training

programs and to see whether these expectations are met or not.



Purpose of the study

In recent years, the center of INSET programmes has changed from group
studies to individuals. The differences between individuals have been given an
increasing attention. With regard to this, an individual teacher’s perception of his
needs has gained importance. For this reason, the teachers’ needs are more
significant than previous trends in ELT for INSET programs. However, whether
these needs are taken into account by trainers or organizers is a debatable topic. In
order to see specific situations in practice, two different in-service teacher training
programs were studied.

Significance of the study

In-service teacher training programs are accepted as vital for professional
development. Many efforts are put forward for preparing better in-service programs.
However, still problems can be observed. Not only the preparation of the program
but also the preparation of the trainees for the program is important. When they
realise that their expectations are given importance, it raises their motivation for the
program. Therefore, this study is a reflection of their expectations from in-service
teacher training programs.

The recent trend, the reflective teaching, in the ELT field gives emphasis on
the teachers’ ideas about their own teaching. For this reason, teachers’ inner
evaluation became main drive as well as other factors from outside. This study,
focusing on the teachers’ expectations from in-service teacher training, is important

in terms of outlining the teachers’ preferences.



Research questions

1) What are the expectations of the teacher trainees for in-service teacher

training activities?
2) Are these expectations fulfilled in the in-service teacher training programs?

Data analysis and conclusion

The data in the study were obtained from two major sources: questionnaires
and interviews. The frequencies and percentages of each question in the
questionnaire were computed to report the trainees’ expectations. Then, the
correlation between each pair of questions were found out to see whether there
was a correlation or not. As for the interviews, the data was analyzed focusing on
the question asked. Then, responses were grouped according to common points

raised.



CHAPTER 2: LITERATURE REVIEW

Introduction

As discussed in Chapter 1, in contemporary understanding of second
language teaching, teaching is accepted as a life-long process. Therefore, in-service
teacher training programs (INSET hereafter) have gained increasing importance and
interest in the field. INSET programs consist of two main participants: trainers and
trainees. In order to experience a productive training period, the connection between
the trainers and trainees is important. One of the ways to establish a healthy INSET
atmosphere is to give enough attention to the trainees’ expectations. With the
emergence of trainee-centered training in language teaching, the trainees’
expectations are accepted as a leading component of training. According to Reznich
(1985), “by expressing their expectations, participants become actively involved in
their training” (p. 277). In this study, the main goal is to define the trainees’
expectations and to find out the extent to which those defined expectations are met in
specific INSET programs. Since the primary focus is on the trainees’ expectations,
the issues that arise from research questions in the study, such as the problems
coming from their pre-service education to the INSET atmosphere, perceptions of
training and development and description of different INSET examples and models
and their implications are presented in this chapter.

Problems from pre-service teacher education

INSET programs are essentially beneficial in terms of functioning as a step

for novice teachers in order to adapt themselves to the teaching. Their pre-service

education lacks some aspects of teaching. It is observed that all pre-service teacher



education programs follow the same basic outlines. Pre-service teacher education
programs aim to integrate theory and practice in language teaching. Richards (1987)
states that “in second language teaching, teacher education programs typically
include a knowledge base, drawn from linguistics and language learning theory, a
practical component, based on language teaching methodology and opportunity for
practice teaching” (p. 209). The student teachers are first supposed to attend the
theory-based courses, and then practice based sessions. However, both experts and
the student teachers do not find the extent to which the practice teaching is
harmonized in the ELT curriculum satisfactory. Altan (1992) states that
The length of the practicum course and its positioning within a program
should be subjected to critical scrutiny to ensure that a maximum integration
of theoretical and practical components has been achieved according to the
goals of the program. The survey indicated that some respondents felt that
length of the practicum should be increased (p. 93).
In one study, Ekmekgi (1992) notes that 69% of her subjects believe that the time
span of practicum was too short. The actual situation supports this finding. In
Turkey, English teachers mostly graduate from ELT departments or
English/American Language and Literature departments. Those who graduate from
ELT departments attend pedagogy courses (sometimes called professional courses)
in their curriculum. The ones who graduate from English/American Language and
Literature departments have to take these courses by attending extra courses out of
their curriculum, and then they receive a teaching certificate. This certificate is vital
for being an official teacher in Turkey. Namely, the pedagogy courses are

introduction to education, the psychology of education, general education techniques,



measurement and evaluation, the sociology of education and personal education.
Although sufficient theoretical information related to teaching is presented in these
pedagogy courses, the practical component of teaching is lacking, so novice teachers
face many problems when they start teaching. With regard to this, further training is
a requirement for teachers who come to the teaching environment with some
problems in their pre-service training. One of the main goals of INSET is to help
novice teachers adapt themselves according to the demands of institutional teaching.
The definition of INSET also focuses on this aspect.

What is in-service teacher training?

The main features of INSET are all common in the literature. Bolam defines
INSET as “...education and training activities engaged in by...teachers and principles,
following their initial professional certification, and intended primarily or
exclusively to improve their professional knowledge, skills and attitudes in order that
they can educate children...and learners of all other ages...more effectively” (as cited
in Roberts, 1998, p. 221). INSET is an atmosphere where teachers exchange their
ideas, experiences, and problems in an academic situation. The aim in INSET is to
improve teaching, offer practical, academic solutions, and keep up to date (Kog,
1990).

Unlike pre-service training, trainees attend such activites after they have
completed their formal certification. Therefore, their background knowledge should
be considered and teachers ought to be guided to make use of their previous
education about teaching. The fact that trainees are already teaching is the other
important aspect in INSET programs. It is both advantageous and disadvantageous.

Implications from any training session can be transferred to the classroom and



10

immediate feedback can be elicited from the students while the training sessions are
still going on. Consequently, it is possible to make actual modifications about the
input that is acquired in the training program. It also brings disadvantages because
training requires extra attention and work as well as daily class load. Therefore, only
time allocated to the formal sessions may not match with the teachers’schedules.
For this reason, teachers are responsible for their own training. Mariani (1979)
points out that “teachers themselves should take care of their own professional
training, especially once they have started their career and therefore need constant
revision and research activities” (p. 77). Whatever the difficulties are, teaching, due
to its own dynamic, demands development more than other professions.

Roberts (1998) classifies types of INSET programs based on their starting
point and purpose.

A) Programs in co-ordination with initial teacher education: The link between

trainees’ pre-service education and INSET is strengthened.

B) Centrally determined programmes: Such activities are mostly held by the

Ministry of Education in Turkey.

C) Locally determined content with local control: Trainees’ local needs such

as teaching context and facilitates are given importance.

D) Determined by individual needs: Personal demands, self-development of

teachers are reinforced (p. 223).
The four types of INSET programs reflect the importance of the trainees’ needs in
making such grouping. The more the trainees’ needs are common in a specific

program, the more productive the output will be. As can be seen especially in the
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last two types, the categorization is to gather the trainees from mostly shared
backgrounds.

The characteristics of the learner-centered approach in language teaching is
adaptable to trainee-centered approach in the training field. In the learner-centered
approach, Mariani (1979) states that “the learners, with their needs and expectations,
are taken as the core of the whole process, but are at the same viewed in their
relationships with the other subjects in the process” (p. 73). Similarly, the trainees’
needs and expectations should be the heart of the training process. In order to define
expectations, firstly needs should be articulated. According to Reznich (1985),

For a teacher training program to be effective and accountable, a clear picture

of the training needs of teachers is necessary. Assessing training needs of

teachers is a first step to giving a teacher training program direction, as well

as a first step in deciding what to teach teachers, where to begin (p. 99).

As the trainees realise their training needs, they set up expectations for a training
session. These expectations are also helpful in identifying the training objectives.
At that point, it is the trainers’ responsibility to determine clear objectives that really
derive from trainees’ needs and expectations. There is a mutual interaction among
needs, expectations and objectives. However, expectations are more concrete in
terms of articulating them. A specific expectation may have more than one need
underlying it. The relationship that I see between needs and expectation can best be
presented in a triangle because of the interactional link between them. Either a need

or an expectation may lead to determine the objective(s) of the training program.
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Trainees’ Needs

Trainees’ Expectations Identification of objectives

Figure 1. The relationship between Needs and Expectations
In addition to the trainees’ expectations, institutional expectations might affect the
outline of the program. The more the trainees’ expectations match with the
institutional expectations, the more positive outcomes are supposed to be observed.
Ozen (1997) found in her study that “teachers perceived a need for them which
would strike a balance between the expectations of the institution and the
expectations of individual teachers” (p. 82). Therefore, in order to study the trainees’
expectations, initially needs should be assessed. This raises the importance of needs
assessment in teacher training.

Needs assessment
A well-established needs assessment is a crucial factor in any INSET

program. Dubin and Wong (1990) emphasize that “IST (in-service teacher training)
usually takes place for a specific purpose, even if that purpose is not evident on the
surface; therefore, gathering information at the outset in order to produce a
meaningful needs analysis is crucial” (p. 282). Needs assessment has gained
importance in conducting INSET programs with the emergence of a trainee-centered
approach in the field. Reznich (1985) defines needs assessment in Consortium
Teacher Training Task Force (CTTF) as “an activity aimed at describing needs. In a
teacher training context, needs assessment helps to provide information to formulate
teacher training goals and objectives” (p. 99). A productive needs assessment will

result in an inventive needs analysis. Roberts (1998) points out that “Teachers’
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needs vary, and the challenge for INSET is to identify and respond to needs which
vary between individuals and which change in individuals over time” (p. 221).
According to the needs, set at the initial period of INSET programs, the ongoing
cycle of training will be more concrete in terms of addressing the trainees’
expectations. Roberts also draws the INSET cycle, focusing on needs assessment as

one of the main components of INSET.

Evaluation > Needs Assessment
Implementation < Design

Figure 2. The INSET Cycle (in Roberts, 1998, p. 231)

As can be concluded from Figure 2, needs assessment is significant in
choosing the design of the INSET program. The implementation phase is the
corresponding intersection of trainees’ needs and the appropriate activities. As a
result, a well-done evaluation of the INSET program will be expected to find out new
needs to start the INSET cycle.

Since teaching and learning is an interactive process, the learners’ demands
are important in shaping the teachers’ needs from any INSET program. Orlich states
that “An essential component of effective staff development programs is a needs
assessment that includes state and local directors, instructors, and learners.
Assessment of staff development needs should rely heavily, although not
exclusively, on the perceptions of teachers and volunteer instructors” (as cited in
Kutner, 1992). Although the learning needs are supposed to be different from
teachers’ and learners’ perspectives, the needs that intersect in terms of objectives

will lead in more productive teaching-learning environment (Berwick, 1989). It is
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clear that learners’ needs are challenging for teachers. Therefore, it can be pointed
out that learners’ needs are the main concern when teachers try to identify their
needs. As aresult, a complete needs analysis for INSET programs should also
integrate learners’ needs and take into account the relationship between learners’
and teachers’ needs.

When the trainees’ needs are known at the outset of the INSET program, the
preparation and practice phases of training will be more productive. Specific trainee
needs help to make the objectives of the training program clear. Specific activities
can then be designed for these clear objectives. The trainees may easily recognize
those activities that match their stated needs (Reznich, 1985). In contrast, some
trainees do not come into the training environment with clear, specific needs in their
mind. Roberts (1986) and Reznich (1985) agreed on the idea that teachers’
perceptions of their needs differ. Some may not admit that they need training, some
may be over enthusiastic but unable to guide their enthusiasm into appropriate
directions, some may have difficulties in practicing the techniques that they have just
learnt. For this reason, needs assesments conducted by means of questionnaires may
not satisfactorily reflect the real needs. These difficulties suggest that needs
assessment may be conducted in an interview form between trainee and trainer
because immediate follow-up questions can be asked. These interviews will be
fruitful in figuring out the trainee’s needs. The other factor that is essential in talking
about the trainees’ needs is the teaching context. The facilities that trainees
receive in their contexts are different, so the teachers’ needs might differ due to the

absence or presence of any teaching materials. With regard to this, in that
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environment, the trainees may be directed how to do their best with limited facilities
and the trainees may be guided to be more productive with available materials.
Kaufman’s perspective into needs assessment also focuses on another aspect

(113

of needs assessment. Kaufman defines “‘needs’ as a gap in results, and ‘needs
assessment’ as the planning requirement for selecting needs in order to close the gaps
in results and to see what works well as an opportunity in order to think strategically”
(as cited in Ozen, 1997, p. 25). What Kaufman defines as a gap is the realization
between what is happening in the classroom and what should be done in the
classroom. The realization of strengths and weaknesses in the classroom practice
will be expected to function as signals for teachers to motivate them for INSET
programs. When the classroom procedure attains the point which covers what should
be done in the classroom, the gaps will be filled in.

In addition, Richards and Lockhart (1996) use the same term “gap” as
Kaufman in referring to classroom procedure. Richards and Lockhart point out that
“..if teachers are actively involved in reflecting on what is happening in their own
classrooms, they are in a position to discover whether there is a gap between what
they teach and what their learners learn” (p. 4). As a result, teachers should be
observers of the gaps in their classes.

The term ‘gap’ raises another important issue for INSET programs: Self-
awareness. Self-awareness has started to be mentioned in the ELT field with the
introduction of reflective teaching. Reflective teaching functions for both
professional development of teachers and improvement of classroom teaching.

Teachers are supposed to be mirrors of themselves and find out their own teaching

strengths and weaknesses. If there are problems in classroom practice, the teachers
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are supposed to discover their own solutions. Farrell (1998) states that “Reflection-
in-action refers to teachers subjecting their beliefs and practices of teaching to a
critical analysis” (p. 10). Reflective teaching activities such as microteaching, action
research projects, and observation schemes take place in INSET programs, aiming
at activating teachers’ self-awareness.

Being reflective in our profession is not as easy as it seems. It requires a new
perspective for teaching. Bartlett (1990) claims that “Reflective teaching involves a
major shift in emphasis in our thinking and acting. Becoming reflective forces us to
adopt a critical attitude to ourselves as individual second language teachers” (p. 213).
With the emergence of reflective teaching, teachers are given a new duty for their
teaching. They are supposed to assess their profession in terms of criticizing
themselves. Once the ability to evaluate one’s own teaching is established,
professional development in teaching should be accepted as a life-long process.
Richards and Lockhart (1996) say that “Teachers who are better informed as to the
nature of their teaching are able to evaluate their stage of professional growth and
what aspects of their teaching they need to change” (p. 4). Reflective teachers can
provide better responses to a needs assessment query than nonreflective teachers.
Better needs assessment data leads to better INSET programs.

Wallace (1991) also mentions the significance of reflection in teacher training
programs for professional competence. Head and Taylor (1997) agreed with Wallace
that becoming aware of one’s knowledge and skills is determined by reflection. All
activities in reflective teaching aim at teacher development, focusing on teachers, as
individuals. Teachers should be learners throughout their careers in order to

experience ongoing improvement. Roberts (1998) takes into consideration the
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characteristics of teacher learning and he deduces some implications for teacher

development. The implications reveal the importance of needs assessment, too. As

needs are important in identifying the trainees’ expectations, a well-conducted needs

assessment at the beginning of the training period will be effective for discovering

trainees’ expectations. Through the needs assessment, trainees will feel that their

preferences are engaged in the training. Therefore, it is motivating for trainees and it

raises the trainees’ expectations from the program. In addition, by means of needs

assessment before the INSET program is conducted, the awareness about the

trainees’ personal strengths and weaknesses, and the institutional limits that may

affect their teaching can be increased. The assumptions that underlie each

implication are clear in Figure 3.

Assumption

Implication

Ownership: a sense of participation
Maximizes effectiveness at work and
in professional learning.

Participation can develop with
the use of consultative needs
assessment methods.

Teacher learning is ‘adaptive and
heuristic’ i.e. it takes place as a
series of trial and error experiences.

It is essential to incorporate
action planning with the
assessment of needs.

Teacher learning is evolutionary and non-
linear.

Perceptions of need will evolve
as the teacher experiences INSET
activities.

Teacher learning should be hnked to
curriculum development in school.

Both systemwide and individual
needs can be addressed through
participation in curriculum

development with local support.

Teacher learning is critically
influenced by school and local
constraints and opportunities.

Needs assessment must reflect
the real conditions of teachers’
work.

Teachers possess important clinical
expertise i.e. teachers know their
classroom best.

Teacher development activities
should maximize the use of
teachers’ own resources.

Figure 3. Teacher Development and Needs Assessment (in Richards, 1998, p. 232)

As can be concluded from the Figure 3, the establishment of a well-done need

assessment is crucial in talking about teacher development. While dealing with
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teacher development, many contradictory views about what constitutes teacher
development and what constitutes teacher training arise. Keeping in mind that the
trainees’ expectations from INSET programs can be influenced by their perceptions
of training and development, in the next part of the chapter, the definitions of
training and development and their possible consequences on trainees’ expectations
are presented.

The Different Conceptions of Teacher Training and Teacher Development

Distinguishing training from development is the main concern in most of the
materials about INSET programs. To what extent they are different or same
concepts is discussed by many experts in the field. In this discussion, different
aspects of this issue are brought up. Ur (1996) and Freeman (1982, 1989), while
presenting their views about the difference between training and development, give
more emphasis on the way of involvement. Kennedy (1993) and Maley (as cited in
Spratt, 1994) emphasize the fixed nature of training when compared to development.
Palmer (1993) presents his views related to that differentiation taking into account
years of experience. Woodward (1991) also discusses the same points and mentions
the period of time in training and development.

There are some differences between training and development that most of
the above mentioned experts agreed on. To begin with, the fundamental difference
comes from the person who is actively involved in training period. Freeman (1989)
says that “training is a strategy for direct intervention by the colloborator to work on
specific aspects of the teacher’s teaching whereas development is highly dependent
on the individual teacher, the colloborator, and their interaction” (p. 39). This means

that training is more trainer-based. Both Ur and Woodward support the same view
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and point out that input is from experts in training but development is done with
peers. Trainers, experts, colloborators, and trainees are all involved in not only in
training but also in development. However, their modes of involvement are subject
to variation. In training, since it is supposed to be a set of sessions, there is a fixed
syllabus. For this reason, as pointed out by Ur (see Figure 4), the course structure is

pre-determined.

Training Development

Imposed from ‘above’ Initiated by ‘self’
Pre-determined course structure Structure determined through process
Not based on personal experience Based on personal experience
Externally determined syllabus Syllabus determined by participants
External evaluation Self-evaluation
Input from ‘experts’ Input from participants
Unthinking acceptance of Personal construction of knowledge
information
Cognitive, cerebral Cognitive and affective, ‘whole person’
Isolated Collaborative
Stresses professional skills Stresses personal development
Disempowers individual teacher Empowers individual teacher

Figure 4. The contrasting list between training and development (Ur, 1996, pp. 10-
11)

The trainer prepares the possible topics or problems beforehand for the
sessions. In training, the trainer’s job is to present the topic and offer alternative

ideas. If there are pre-determined problems, some solutions are also given. Training
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becomes more effective if the trainees are also actual teachers. Therefore, it is
possible to see on-the spot feedback of training sessions. However, the trainer’s job
is to activate the teachers for carrying the responsibility of their own development.
Trainees are supposed to be active participants and also take the trainer’s role. The
on-going procedure of development is determined according to the immediate
demands of trainees. Freeman (1989) says that “development is a strategy that works
with the more indivisible, idiosyncratic aspects of a teacher’ teaching. In training,
howeyver, it is the colloborator’s role to be responsible both for the issue and its
solution” (p. 41) (see Figure 5). In training, the trainer is dominant whereas in
development, the focus is on the trainee. Freeman’ s perspective about training and
development is more than what is discussed here. This is only the simplified

presentation of the point, particular to this study.

Teacher Training Teacher Development
Process of direct intervention Process of influence
Characteristics of ~ Generally accessible; can be Idiosyncratic and individual;
aspects of teaching  mastered through specific mature through constant
focused on courses of action attention, critique, and
involvement of the teacher
in his or her teaching
Constituent base Knowledge and skills Attitude and awareness
Focus Initiated by collaborator; work  Raised by collaborator, but
carried out by teacher work initiated by teacher
Criteria for assessing External; accessible to the Internal; personal to teacher
change collaborator
Closure Can be within a fixed time Is open-ended; work
period, once criteria are until teacher decides to stop
satisfied

Figure 5. Educating Strategies (Freeman, 1989, p. 42)
The next shared point about the difference between training and development
is the fixed nature of training and flexible components of development. Training is

mostly in the form of a set of sessions following each other. However, development
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is a life-long process. There is a fixed program in training in terms of time and goals.
Since there is a fixed program, the training will be over when the program is
completed. Freeman and Maley agree that training has an end but development is
continuing (see Figures 5, 6). Freeman (1982) mentions that “training addresses
certain immediate needs...development, however, speaks to a broader, long-term
concerns” (p. 22). According to Maley, training is related to needs of courses and it
is in the form of information/skills transmission. This means that there are fixed
goals in training. However, development is related to both the needs of the
individuals and problem-solving. Therefore, it is not possible to set up goals
beforehand in development. (see Figure 6)

Differences between TT and TD

Teacher Training Teacher Development
Time-bound Continuing
Related to needs of courses Related to needs of the individuals
Information/skills transmission Problem solving
Fixed agenda Flexible agenda
Hierarchical Peer oriented
Other-directed Inner-directed
Top-down Bottom-up

Figure 6. Differences between Training and Development. Maley (cited in Spratt,
1994, p. 54)

The content of training and development also change. Classroom teaching
improvement is the main aim in training. Therefore, training activites are oriented
according to the teaching skills. Kennedy (1993) emphasizes that “training can be

seen as reflecting a view of teaching as a skill which has a finite components which
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can be learnt” (p. 162). Good models of using skills in the classroom will result in
improvement in teaching. For this reason, in most training sessions, trainers are
accepted as the symbol of good models. On the other hand, development requires
more effort in order to attain better ideas in teaching. Since development is based on
individuals, significant differences can be seen in improvement among individuals.
Kennedy (1993) explains that “development focuses much more on the individual
teacher’s own development of a ‘theory’ through personal reflection, examination
and intelligent analysis” (p. 162). Teaching is accepted as a more complicated
process in development. Freeman (1989) states that “development is a strategy of
influence and indirect intervention that works on complex, integrated aspects of
teaching; these aspects are idiosynratic and individual” (p. 40) (see Figure 5).
Palmer (1993) deals with the training and development differentiation by focusing on
experience. He says that there are three principal input styles: transmission,
problem-solving, and exploratory. If the trainees are novice teachers, the
transmission approach, which is mainly controlled by the trainer and does not require
personal investment, is more appropriate for them. As for experienced teachers, the
problem-solving approach, which is in the middle of the teacher-investment
continuum, is proper. In this input style, the involved parties are supposed to
interact. Trainees come into the training setting with their teaching experiences, and
specific problems. In the long run, both the transmission and the problem-solving
approach will gradually lead to the exploratory approach where the trainees are more
active participants than trainers who are just facilitators (pp. 168 - 170). Figure 7

shows the gradual expansion from training where low investment is required. In the
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transmission approach, skills-based activities are chosen with novice teachers in
order to provide them models.

Transmission Problem-solving Exploratory

Low investment » High investment

Figure 7. Teacher Investment Continuum (Palmer, 1993, p. 168)

Training sessions are mostly held within the specific institutions over a period
of time. After such sessions, trainees are generally given a kind of document that
represents their presence in the training sessions. To exemplify, in the 1999-2000
academic year, at Hacettepe University, trainees are given “attendance certificate”
for the sessions that they take part in. At Cukurova University, for a specific activity
that is completed successfully at the end of the academic year, trainees are given
certificates. According to Woodward, training is product/certificate weighed
whereas development is process weighed. (see Figure 8). As development aims at
life-long professional evolution, it is not possible to label it with such concrete
documents. Ur (1996) acknowledges that “teacher training may be defined as
preparation for profession usually through formal courses at colleges or universities.
It usually result in some kind of recognized accrediation, granting successful
candidates a certificate and the right to put letters after their names such as BATEFL,
PGCE, and RSA Dip. TEFLA etc” (p. 9). Acccording to her, “teacher development
usually refers to professional learning by teachers already engaged in professional
practice, usually through reflective discussion sessions based on current classroom

experience” (p. 9).
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Teacher Training

Teacher Development

Compulsory Voluntary

Competency-based Holistic

Short-term Long-term

One-off Ongoing

Temporary Continual

External agenda Internal agenda

Skill/technique and knowledge Towards personal growth

based and the development of
attitudes/insights

Compulsory for entry to the profession Non-compulsory

Top-down Bottom-up

Product/certificate weighed Process weighed

Means you can stay interested
in your job

Means you can get a job

done with experts done with peers

Figure 8. Teacher Training-Teacher Development Associations (Woodward, 1991,
p. 147)

Richards approaches the same discussion by using different terminology.
Richards (1996) emphasizes two approaches and their reflections in teacher
education. According to him, “a micro approach to the study of teaching, is an
analytical approach that looks at teaching in terms of directly observable
characteristics. It involves what the teacher does in the classroom” (p. 4). He also
adds that micro approach deals with training. Training here means acquiring better

teaching skills by direct observation. The second domain is the macro-perspective.
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Richards defines it as: “a macro approach is holistic and involves making
generalizations and inferences that go beyond what can be observed directly in the
way of quantifiable classroom processes” (p. 4). In addition, he states that “the
macro perspective reflects a view of teacher preparation as education and focuses on
clarifying and elucidating the concepts and thinking processes that guide the
effective second language teacher” (p. 149). The macro perspective underlies the
development in teacher education.

As discussed previously, the experts agreed on the main distinctions between
training and development. However, training and development are not two extreme
ends of a whole where there is no connection between them. Head and Taylor (1997)
claim that teacher training and teacher development are not two distinct notions.
They are complementary points of a continuum. The three principal input styles that
Palmer has pointed out really reflects the transition from training to development.
Development is the upper level of training. As was emphasized, training is limited
by some constraints such as time, setting, or the trainer. When the training ends,
development starts. Productive training will accelerate the self-awareness for
development. Maley (as cited in Spratt, 1994) listed the reasons that have
determined the need for development.

A — A feeling that training courses can not alone satisfy all trainees’ needs.

B - A need to go beyond more training.

C - The search for a sense of direction which characterizes the increasing

professionalism.

D - The growing confidence of teachers in their ability to shape their own

growth.
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E - The influence of the wider life-long education movement (p. 54).

A good INSET program should provide for the realization of the need for
development. Teacher development aims to attain personal and professional growth.
Due to the differences in trainees’ needs, it is not possible to address all of the needs
in a specific training course. Therefore, trainees should learn to take the
responsibility for their own learning.

Inset Examples, Models and Teacher Education

In different teaching contexts, it is more fruitful to conduct different INSET
programs, based on the expectations of trainees. In this part of the chapter,
significant INSET examples, models and their implications in teacher education will
be presented.

The first two INSET examples are important in terms of pointing out the
natural shift in the program from training to development, whether or not that
development was planned by the trainers. Throughout the programs, there were such
demands from trainees. The second similarity of these programs is the increasing
attention given to the trainees’ expectations. Immediate changes were added to the
programs in order to meet the trainees’ expectations. In the first study, the phases of
the program were planned similarly to the three principal styles that Palmer pointed
out. The second study, CTTF (1985), also follows a similar process that Palmer has
shown in the teacher-investment continuum. The second study gradually changes
from low investment to high investment.

The first example is a case study in Denmark between 1978 and 1985 with
over a hundred experienced teachers by Breen, Candlin, Dam, Gabrielsen (1989).

The main aim of the program was to introduce the teachers to new developments in
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communicative language teaching (CLT) and to show them how to adapt the
principles of CLT to their teaching materials. The Danish teachers were not happy
with their course books at that time. The crucial point in this program was that
teachers not only participated in the program but also evaluated the program
afterwards. The program had 3 phases:

A - training as transmission

B - training as problem solving

C - training as classroom decision making and investigation

All the phases were evaluated by taking into consideration these perspectives:

A - trainer and trainee roles

B - the purposes of the workshops

C - the general content and method of the workshops

D - the outcomes for the trainees’ classroom practice

E - the weaknesses the trainers deduced in their training approach which they

felt they needed to reduce or eliminate (p.114).

The trainers described the program as evolutionary because after each phase, in order
to overcome the weaknesses in the previous phase was built by them.

In the first phase, training as transmission, the main purposes were first, to
convince the trainees of the rightness of CLT and second, to involve the trainees in a
critical evaluation of their current textbooks including the classroom exercises and
activities they contained, with a view to adaptation along more communicative lines
and use in more communicative ways. During the workshops, trainers introduced

presentations in which the current theory and research was synthesized. The aim in
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these presentations was to make the trainees aware of the key criteria for good
materials in CLT. Then, current textbooks were evaluated by the trainees. Trainees
were guided to redesign the textbooks with the help of each other. Few of them liked
the new design in the class whereas some of them discovered new approaches during
the class. The weaknesses of this phase came out here. What the teachers did and
experienced in their classes was not given importance. It was a top down approach
in which the change and development was driven by the trainer.
As a response to training as transmission, according to Breen et al.(1989), the
main purposes in training as problem solving were
to consider ways in which the innovation of more communicative approaches
to teaching and learning might help solve problems identified by teachers
from their own classroom work and to build on the teachers’ own knowledge
and awareness of their own learners so that the rationale and essential
principles of CLT could be closely related to the teachers’ views of their
learners and the language learning process they undergo (p. 120).

As can be seen, the trainers were consultants whereas the trainees provided
the input for the sessions from their own classes. Although training as problem
solving is not as problematic as training as transmission, trainers are still experts
from the trainees’ perspectives.

The last phase was training as classroom decision making and investigation.
The main goals were, according to Breen et al. (1989), “to discover whether or not
particular innovations are needed, and if they are, how they can evolve with direct
learner participation through more explicit sharing of decision making with teachers

and to guide teachers to investigate their own classrooms” (p. 127). Trainees were
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supposed to be researchers. On the other hand, trainers were facilitators. From the
first phase to the third, there was a tendency to move from trainer-centered training
to trainee-centered training. It means that trainees’ needs are gradually becoming the
driving force of the INSET program.

Similar to the previous model, Reznich (1985) focuses on the teacher
competencies which include program, teaching, students, subject matter, English in
the CTTF. There are three phases of teacher development in the Consortium. The
phases were determined according to the degree of increasing independence and
effectiveness on the part of the teacher. The teachers in the program have been
mostly novice or have had little experience. In the first phase, the teachers were
guided by the supervisors and experienced teachers in the form of assigned tasks and
responsibilities. Teachers’ independent decision making was of secondary
importance in this phase. In the next phase, teachers were given more freedom and
responsibility. The supervisors supported and guided them when necessary. The
teachers are directed to make more decisions for themselves. In the last phase, the
teachers decided about their needs, and priorities for their further development.
They had become ‘independent individuals’.

Both examples are closed, time-fixed and one time programs. However, it
does not mean that INSET programs should be time-bound and have a definite
beginning and ending. Due to its own nature as expressed in its name, “in-service
teacher training,” such programs are supposed to be held within a specific institution
and in a limited time. There may be institutional limitations there.

The awareness raised in INSET programs for professional development

should lead to open-ended willingness to go on for further study. INSET programs
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should be considered a means for showing the way for professional development.
According to Ozen’s study (1997), “the respondents considered in-service TTPs as
an appropriate means for professional development” (p. 82). She conducted her
study at the Freshman Unit of Bilkent University to determine in-service TTP as one
means for professional development of staff and to determine the contents of in-
service TTPs that would best fit the structure and objectives of the Unit.

Wallace (1991) presents three models which the professional education of
different occupations have passed through. Wallace mentions each of the models,
which reflect the background of training, based on the attention they received
throughout history. The models that Wallace discussed were very similar to Breen et
al.’s (1989) in terms of evolutionary steps.

1- The Craft Model
2 - The Applied Science Model
3 - The Reflective Model
The Craft Model

In this model, “the wisdom of the profession resides in an experienced
professional practitioner. Someone who is expert in the practice of the ‘craft’. The
young trainee learns by imitiating the expert’s techniques and by following the
expert’s instructions and advice” (Wallace, 1991, p. 6). When the characteristics of
training are recalled from the previous part of the chapter, it is clear that the craft
model is completely based on training. In the field of teaching, experience is always

supposed to be a key criterion for being a good teacher.
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Study with master practitioner { — | practice —3p | professional

Demonstration&instruction competence

Figure 9.  The craft model of professional education

According to Figure 9, observation of experienced teachers became the main
component of INSET programs. It was proposed that by studying with experienced
expert in the field and practicing, a novice person could gain professional
competence. However, teaching is not a profession which can entirely be acquired
through imitation or observation. For this reason, the programs that only take the
craft model for establishing INSET programs will not be satisfactory, especially in
today’s conditions. Also, in the craft model, the personal characteristics of teachers
are ignored. Every teacher has his own philosophy. Just through observation of
master practitioner, personal attributes of teachers are paid no attention.

The Applied Science Model

The applied science model is one-way directed. Wallace (1991) says that
“the findings of scientific knowledge and experimentation are conveyed to the
trainee by those who are experts in the relevant areas” (p. 9). The first two phases in
Breen et al.’s program, training as transmission and training as problem solving may
be characterized as Wallace’s craft model and the applied science model, because
they are trainer-centered.

In this model, the scientific knowledge in the field is highly important in
establishing the relevant background. However, as the previous studies argue,

research or literature should be left to the trainees. Trainers present and convey the
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refinement and resultsof scientific research. After that point, trainees are given the
chance to implement what they have presented by the trainers. The problem here is
in the presentation of results (see step 3 of Figure 10). Results can be penetrated
differently by each trainee. As was explained in the craft model, trainees come into
training environment with their individual differences. Trainees were not given
chance to bring something from themselves. This lack gives rise to a new model, the

reflective model, in the historical process.

| Scientific knowledge |

v

I 2 Application of scientific knowledge/
Refinement by experimentation

3 Results conveyed to
Trainees

4 Periodic up-dating
(in-service)

Practice

v

Professional Competence

Figure 10. Applied Science Model
The Reflective Model
In the discussion of the reflective model, Wallace mentions that two kinds of
knowledge development should be included in structured professional education.
The first one is the received knowledge. Wallace (1991) states that “In this the
trainee becomes acquainted with the vocabulary of the subject and the matching
concepts, research findings, theories and skills which are widely accepted as being

part of the necessary intellectual content of the profession” (p.14). The second one
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is the experiential knowledge. Wallace (1991) says that “the trainee will have
developed knowledge-in-action by practice of the profession, and will have had,
moreover, the opportunity to reflect on that knowledge-in-action” (p. 15).
Therefore, both the theoretical and practical background came together in the
reflective model. After learning both of them, the trainees are given chances to
practice what they get through practice and reflection sessions. This practice-
reflection cycle may occur so many times. Ideally, it should be continuous. During
the practice-reflection cycle, the insight gained may effect the received and
experiential knowledge because after experiencing practice-reflection cycle, the new
perspective gained will affect the background. For this reason, I may add two

dimensions to this figure, pointing out the back going in the process.

Received 4
Knowledge \ l T
P! Practice Reflection |—p| Professional
competence
Previous experiential / i T
Knowledge

Figure 11. Reflective model

When the models, as presented by Wallace, are followed, practice gains more
importance. The background experience that the trainee brings into the training
environment receive more attention. The last model, the reflective model, is
accepted as the most productive one in terms of integrating theory and research in
recent years by Richards and Lockhart (1994). However, although the craft and
the applied science model seem that they have lost their popularity, the underlying
assumption of reflective model derives from lacks of both the craft model and the

applied science model. As can be seen in three of the models, the historical
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evolution in professional education gives increasing attention to trainees’ beliefs
and opinions. With the inclusion of received and experiental knowledge, the
negative points that were discussed in the craft and the applied science model
were overcome.

Williams (as cited in Ozen, 1997) offered two models of teacher training.
Ozen (1997) states that “in Williams’s model, the first one reflects the traditional
way of training teachers, that is giving theory as an input and providing feedback
after the teachers practice techniques derived from theory while the trainers
observe the performance of the teacher in the classroom” (p. 17). It is similar to
the applied science model of Wallace in the way that the input is presented. The
second model is more reflective and supports the cooperation between trainees
and trainers. Ozen (1997) claims that “...creating a mutual understanding and
sharing environment are considered useful sources of input in this design” (p. 17).

Give teachers theory — . teachers practice ——_p.classroom
And desired techniques observations

Feedback to teacher

Figure 12. Teacher Training Model 1 (Williams, 1988 as cited in Ozen, 1997, p-18)
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input from teachers’ p»  mapping onto existing
knowledge and experience knowledge/views

t v
teachers’own beliefs

v

new ideas teacher takes decisions
A about what to do in the
light of his/her own

teaching situation

constant review g reflection on «4— teaching and observing

of decisions classroom practices what happens

Figure 13. Teacher Training Model 2 ( Williams, as cited in Ozen, 1997, p. 18)
Murdoch (1994) offers a trainee-centered approach to INSET. According to

him, lectures and model lessons are given in typical training courses. The normal

training syllabus focuses on the trainer. However, the focus should be on active

involvement. He presents the phases of most existing training courses as follows

| Trainer input |

:

| Trainer’s model teaching |

v

| Observation of trainees |

v

| Feedback from trainer |

v

[ Further Input |

Figure 14. Normal structure of an in-service training course (p. 51)
In his trainee-centered approach, Murdoch (1994) claims that trainees should
be active participants. He states that “we must practice what we preach in the

sense of providing the trainee with an experience of the role of the involved and
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interested learner” (p. 52). In his model, the trainer should be the arbiter of

feedback, not the pronouncer of absolute judgements. (see Figure 15)

Activities related to skills/techniques
Of component

I

Group discussion of principles/methods

v

Peer teaching tasks and presentations

v

Group feedback on peer teaching

'

Teacher-trainer expansion of
Component topic

l

Individual consultations and
classroom follow-up

Figure 15. Structure of Trainee-Centered In-Service Training Course

Though each model uses different terminology, the ideas presented are mostly
shared. The gradual expansion of trainees’ expectations is revealed in all
mentioned models. To summarize the common areas in all discussed models;
professional development has become increasingly important in our field in recent
years. The act of teaching is no longer considered presenting what is known by
the experts to the target group who consists of learners. Teacher empowerment
which underlines the bottom-up approach to teacher learning has begun to be

considered essential. The shift from a trainer-centered approach to a trainee-
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centered one in INSET programs is clear in these models. The models that focus
on trainers’ expectations have lost their popularity. In addition, trainees demand
more development-based curricula in INSET programs, such as experiential and
awareness-raising activities, research-based activites. Trainee-centered
approaches are more directly involved in development when compared trainer-
centered ones in which the main emphasis is on training. According to a study
conducted by Ergiidenler in 1995 at the Eastern Mediterranean University,
Preparatory School, “analysis of data shows that the current in-service programme
at EMUEPS mainly employs a teacher training approach where most of the
decisions are taken by tutors/trainers” (p. 90). The trainees’ expectations, and
needs were not given much importance. When it comes to the trainees’
preferences, it was mentioned that “teachers indicated that they prefer
programmes which employ a problem-centered model backed up with classroom
findings. According to the data, teachers at EMUEPS want an in-service
programme which employs both problem-solving and exploratory approaches” (p.
91). Therefore, it is so significant that teachers are also willing to take the
responsibility for their learning and they want to express their preferences more in
decision-making.
Conclusion
As is clear in the introduction of different models of teacher training and the
discussion about teacher training or development, many different trends have
developed throughout history in the related literature. The literature suggests that the
ultimate goal in all training sessions is effective teaching. Every professional

improvement in teachers is expected to upgrade teaching. We may like or benefit
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from any specific training activity. However, teaching requires continuous
professional development because the main tool in our profession is learners who are
dynamic and open to changes. Learners are mirrors in terms of reflecting teachers’
performances. The profession of teaching demands keeping up to date so much.
Pennington (1989) points out that “In some cases, in-service workshops might be
intended not only to upgrade and expand teaching capabilities but also to reorient
teachers to cope with changing conditions in the field or in the society at large which
affect the priorities and objectives of the school or which require changes in the
language program” (p. 94). Any field of profession requires training, but teaching,
owing to its dynamic nature, emphasizes continuing development more than other
fields. In recent years, teaching has been accepted as a decision-making process.
Teachers are guided to see their own position in the profession and make decisions
about themselves. For this reason, the concept that “teachers are also learners” is so
often emphasized. With the rising importance of teachers’ needs and expectations as
the governing force, trainee involvement in INSET programs has increased

accordingly.
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CHAPTER 3:METHODOLOGY
Introduction

This research is a descriptive study, focusing on trainees’ expectations in
INSET programs. The study investigates the trainees’ expectations and attempts to
find out whether the on-going INSET programs in two specific universities serve
these expectations. This research also guides the trainees to evaluate the INSET
programs in their institutions. In order to understand the INSET programs that were
studied in this research, activities in the programs are also explained in the study.
This chapter presents the participants, the instruments, and data collection procedures
that were used in this descriptive study.

Participants

This study was conducted in two different institutions. The participants in the
research were trainees and trainers at Cukurova University and Hacettepe University.
In both cases, the trainees and trainers were teachers in the Preparatory Schools
which are part of the Foreign Languages Department. Cukurova University
(YADIM) and Hacettepe University Preparatory Schools were chosen because they
were mostly alike in the program that they have been giving. Both institutions
provide intensive preparatory language programs to students for their academic
studies in their own departments. In addition, in both universities, the medium of
instruction is Turkish. There are both undergraduate and graduate students in both of
them.

Although nearly 70 teachers from Cukurova University and 80 teachers from

Hacettepe University were invited to take part in the research, only 36 trainees from
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Cukurova University and 12 trainees from Hacettepe University volunteered to
participate in the study.

The age range of the participants from Cukurova University is between 22
and 47. As for experience in teaching, 10 teachers from Cukurova University have
more than 10 years experience in teaching. Five of them have taught less than 1
year. Twenty one of them have taught between 2 and 9 years. Out of 36 subjects, 14
of them have attained their MA degrees at Cukurova University. One of them is still
a Ph.D.student. Thirty two teachers from Cukurova University are graduates of ELT
departments, two of them from English/American Language and Literature, one of
them from Linguistics. Only one participant did not answer this question.

The age range of the participants from Hacettepe University is between 23
and 47. Five teachers have more than 10 years experience in teaching. Three of
them have been teaching less than 3 years. Four of them have been teaching between
5 and 7 years. Out of 12 subjects, two of them have attained their MA degrees.
Seven of them graduated from ELT, one of them from Linguistics, one of them from
English/American Language and Literature and one of them chose the ‘other’ option.

Trainers are the other group of the participants in this research. There is only
one teacher trainer at Hacettepe University. She has been teaching nearly 9 years.
She has several certificates as a teacher trainer from the British Council and
Cambridge University, UCLES. There are two teacher trainers at Cukurova
University. Both of them have been teaching for 7 years. They have not attended

any special teacher training courses.
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The Description of the INSET program at Cukurova University, YADIM

The activities that are included in the INSET program are categorized under
three headings.
A- Language Proficiency activities: In this group, there are two main activities. The
Cambridge Exam for English language teachers (CEELT hereafter) is given at
Cukurova University, YADIM. YADIM is an official center for administering the
CEELT exam. The goal of the CEELT exam is to assess the language proficiency of
non-native English teachers. The second language proficiency activity is the KPDS
(The Foreign Language Proficiency Exam for State Employees) and TOEFL
preparation program. TOEFL and KPDS are not compulsory exams. The volunteer
instructors at YADIM, who plan to take those exams, gather and study once a week
for two hours.
B- Teaching-based activities: The first activity in this group is the preparatory
studies for the COTE exam (Cambridge University Certificate for Overseas Teachers
of English) The COTE exam is designed for non-native English teachers. The
certificate is recognized internationally and is a kind of label for professional
teaching. The next activity is called “exploratory learning group”. The aim in this
group is to improve individual teaching, discover problems to solve
cooperatively.The third activity is the induction program which is conducted with
novice teachers in order to introduce them to the system at YADIM and to improve
their classroom skills. The last activity is the presentation. Instructors present a
classroom activity that works well or share an article or an idea from their classroom
experience at those presentations.

C- The academic programs: Two different presentations are included in this group:
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MA and Ph.D. thesis presentations and School-University Collaboration Seminars.

In the first group, the instructors who have completed their MA or Ph.D degrees
introduce their studies. In the latter, instructors from YADIM and teachers from
secondary education gather in order to work collaboratively. Presentations are held
to introduce new trends in the field, to share common problems in the classrooms and
to produce solutions.

Table 1 The INSET background of participants from Cukurova University, YADIM

Activity Number of teachers (N=36)
The subjects who had the CEELT certificate 17

The subjects who had the COTE certificate 15

The subjects who attended the exploratory group 7

The subjects who are still attending induction group 5

Out of 36 subjects in the study, one of them had the CERTELT (certificate for
English Language Teachers) certificate and one of them had the DIPELT certificate
(Diploma for English Language Teachers) both of which were acquired outside the
institution. Other acitivities such as university-school collaboration were not asked
the subjects because this activity was not conducted in the academic year that this
research was conducted.
The Description of the INSET Program at Hacettepe University, Foreign Languages,
Preparatory School
A- Training with novice teachers: The Hacettepe University, Foreign Languages
Department, Preparatory School generally hires 15 - 20 new teachers every academic
year. However, in 1999 - 2000 academic year, only 6 new teachers were hired.

Therefore, instead of organising regular sessions, individual training sessions were
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held with new teachers. The aim in this program is to introduce the system at the
department and to help the new teachers familiarize themselves with the current
textbooks. It is similar to the program, called induction, at Cukurova University,
YADIM.

B- Training in coordination with the British Council: In the 1999-2000 academic
year, the INSET program at Hacettepe University was conducted with the aid of the
British Council. In a period of nearly three months, regular presentations were
given by the trainer from Hacettepe University and the trainers from the British
Council. Since the class hours were fixed within the academic year, some teachers
could not attend presentations. The same program will be held in next days for the
instructors who are willing to attend. That program has been called “Motivating and
Moving Teachers and Learners”

Table 2 The INSET background of participants from Hacettepe University, Foreign

Languages,Preparatory School

Activity Number of teachers (N=12)
Training with novice teachers 6
Training in coordination with the British Council 9

Out of 12 subjects in the study, one of them had the RSA (Royal Society of
Arts) and DOTE (Diploma for Overseas Teachers of English) certificates, acquired
outside the institution. Two of them mentioned that they also attended the seminars

held by USIS and the British Council.



Instruments/Materials

In this research, two instruments were used: A questionnaire with teacher
trainees and a set of interview questions with teacher trainers. This study employed
qualitative and quantitative data. The data from open-ended questions in the
questionnaire and the interviews held with the trainers formed the qualitative data
whereas the quantitative data were from the questionnaire, which included questions
with Likert-type scale response forms.

Interviews

A set of interview questions were prepared beforehand (see Appendix A).
The interview questions were to some extent parallel with the questions in the
questionnaire, which was given to the trainees in order to see whether the trainees’
expectations and trainers’ preparations were in harmony or not. The interviews were
held only with the teacher trainers. The trainers were also guided to add anything
about the INSET programs in their institutions that the interview questions did not
cover. There were 10 questions in the interviews. The first three questions
revealed the trainers’ background education. The other questions were directly
related to the INSET programs in the institutions. Both interviews and the
questionnaires were held in English because of using the INSET terminology
comfortably.

Questionnaire

The same questionnaire was administrated at Cukurova University, and at
Hacettepe University Preparatory Schools (see Appendix B). The questionnaire that
was administrated in Ozen’s study (1997) was used as a starting point to develop the

questionnaire used in this research. The questionnaire was designed in order to



45

investigate the trainees’ expectations and to see whether the on-going INSET
programs meet their expectations. In this questionnaire, there are three sections and
a total of 30 items. In section 1, questions focusing on the trainees’ professional
background were asked. This information was collected for descriptive purposes.

In section 2, questions 1, 3, 5, 7, 9, 11, 13, 15 were constructed to determine what
trainees thought about the main components of INSET. In the study, it was supposed
that through clarifying expectations, the trainees’ needs can also be found out.
Therefore, they were in the form of “should” propositions. Questions 2, 4, 6, 8, 10,
12, 14 were presented in order to see whether the specific expectations were met by
the current INSET program or not. Open-ended questions were added, so that
subjects might feel free to express their ideas about INSET programs and such
responses are guides for the researcher of follow-up studies.

The specific questions to be included in this study were constructed based on
the literature review in Chapter 2. Ozen (1997) and Ergiidenler (1993) were
particulary helpful. One of the components of INSET is focused on language
proficiency. Keeping in mind that English is taught as a second language in Turkey,
some institutions such as Cukurova believe that it is important to include this
component in the program. However, language proficiency in INSET curricula has
not been given adequate attention. To exemplify, I found only two studies focusing
on language proficiency. Cullen (1994) claims that it should not be forgotten that
gradual improvement in proficiency will help teachers feel more confident in the
language and express themselves freely. They will acquire better command of
language with the support of proficiency-based activities. In addition, in a study,
conducted by Berry (1990), (as cited in Cullen, 1994), language improvement was
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ranked as the most important need by the participants. Therefore, questions 7 and 8
were included in the questionnaire.

Secondly, INSET programs should positively challenge the trainees for
further development. According to Head and Taylor (1997), doing an MA or a Ph.D
means development for some teachers. For this reason, questions 9 and 10 were
included in the questionnaire in order to see whether this aspect was valued in the
specific programs or not .

Another underlying assumption in the questionnaire derives from the ideas
that reflective teaching inspired. In the long run, reflective teaching aims at
changing trainees to independent researchers in their own classrooms. Since
reflective teaching and the trend that it has inspired are widely accepted in the ELT
field, questions 11, and 12 were added to evaluate this aspect.

Next, whether theoretical or practical topics must be included in INSET
programs are strongly discussed by experts and trainers in the literature. Some claim
that since novice teachers also attend INSET programs, practical guidance should be
mentioned. Altan’s (1992) and Ekmekg¢i’s (1992) studies, as discussed in Chapter 2,
point out the noice teachers’ lack of experience when they start teaching. Theoretical
knowledge of the field has also gained attention. According to Wallace’s
evolutionary models (see pages 30, 31, 32), with the emergence of the applied
science model, the scientific model of any field was given considerable attention. In
order to explore the balance between theory and practice that trainees expect,
questions 3, 4, 5, 6 were asked of participants in this study.

Informal observation and survey among colleagues were also helpful in

determining the trainees’ common expectations. For most of teachers, INSET
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programs are the primary way for keeping up to date with new trends and methods in
the field. For this reason, participants were directed to answer the first two
questions, covering new trends and methods in the questionnaire.

Lastly, the mutual understanding between administrators and teachers creates
a more productive INSET programs. Pennington (1989) says that “Faculty members
expect to negotiate and interact with the program administrator in a climate of
participative decision-making” (p. 107). Therefore, a good harmony between
administrators and teachers will result in fruitful teacher education. Questions 13,
14, 15, 16 related to administrators and attendance were expected to meet this need
in practice.

As for the responses, for questions 1, 3, 5, 7, 9, 11, 12, 13, 14, Likert-type
scale was chosen (strongly agree-agree-undecided-disagree-strongly disagree)
because these questions were about hypothetical situations, that is, expectations and a
string of these expectations. The five point scale was offered because participants
may not want to be held to such extreme points as yes or no. For questions 2, 4, 6, 8,
10, frequently-sometimes-never were chosen as response types because I wanted to
know whether the expectations were being fulfilled. I wanted the participants to
assess the speciijlc activities in their program with regard to their expectations. For
questions 15, 16, yes-no form was preferred due to the questions’ direct response
nature. No problems with these scales were discovered during piloting.

Procedures

The questionnaire was piloted with Bilkent University 1999-2000 MA TEFL

students during the period of March 6 - 10, 2000 in order to check whether the

format and the items of the questionnaire were clear to the subjects. The subjects
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were asked to write any questions or comments about thet items that were not clear
on the questionnaires. Piloting was helpful in terms of making necessary alterations.
Based on the given feedback, the revised version of the questionnaire was prepared.
The questionnaires were administrated at Cukurova University, English Preparatory
School during the period of March 20 - 24, 2000 and at Hacettepe University,
Foreign Languages Preparatory School during the period of April 10 - 14, 2000.
The second step in the procedure was interview administration. The interviews at
Cukurova University took place during the period of May 25 - 29, 2000. The trainer
at Hacettepe University was interviewed on June 2, 2000.
Data analysis

In this study, the questionnaire and interviews were the main data collection
instruments. The data were analyzed both quantitatively and qualitatively. The
closed-ended items of the questionnaire were evaluated with the aid of SPSS.
Frequency and percentage of each item in the questionnaire were computed. The
closed-ended items of the questionnaire required match comparisons across each pair
of questions in the questionnaire. For this reason, Pearson-product correlation was
used. The quantitative data analysis were presented in written and tabular form.
The questionnaire also employed open-ended items. Open-ended items were
analyzed using qualitative data analysis. The second instrument in the study was the
interviews. The interviews were analyzed by factoring and categorizing responses.
The interviews with three teacher trainers were recorded and transcribed (see

Appendices C, D, E).
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Conclusion

In this study, the expectations of trainees were pre-determined by reviewing
the related literature. The pre-determined expectations were presented to the subjects
with the aid of questionnaire. The trainee-subjects were first instructed to evaluate
whether the pre-determined specific idea in the relevant literature was expected to be
included in the INSET program in their institution. Then, they were asked to point
out if this component was really taken into account in their INSET program.
Therefore, in this research, the relationships between each pair of the questions in the
questionnaire were highly important. The same procedure was also employed during
the interviews. In the following chapter, the data obtained through questionnaire and

interviews were analyzed.
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CHAPTER 4: DATA ANALYSIS

The analysis of the questions of part 2 will be presented in four separate
groups. The first part covers the questions 1, 3, 5, 7, 9, 11, 13. They were
constructed as statements using “should” in order to probe the respondents’
expectations. The scale of this group of questions consisted of five options: strongly
agree, agree, disagree, strongly disagree. In order to compare results across groups,
strongly agree and agree responses were categorized as agree, strongly disagree and
disagree were grouped as disagree. Therefore, there were three main response forms
in the tables: agree-undecided-disagree. The second part includes the questions 2, 4,
6, 8, 10 which investigates whether or not trainees’ expectations are fulfilled.
Although this group of questions was constructed in the form of questions, the
responses use the scale frequently, sometimes, never. In the third and fourth groups,
there are questions 12, 14, 15 and 16 which focus on the trainees’ attitudes about the
INSET program in terms of institutional approaches. As the response types of each
pair in this group are different, they are displayed separately in tables. For questions
15 and 16, yes-no scale was chosen in order to see the trainees’ exact views. The
frequencies and percentages of each question will be presented in tables in the

following part.
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Expectations
Table 3

Teachers’ Expectations: Cukurova University (N=36)

1 2 3 4

f % f % f % f %
Q1 (new methodsand 34 94 - - 2 6 - -
trends)
Q 3 (practical teaching 34 94 1 3 1 3 - -
skills)
Q 5 (theoretical 27 75 3 8 6 17 - -
information)
Q 7 (language 29 80 1 3 6 17 - -
proficiency)
Q 9 (further academic 29 80 5 14 2 6 - -
education)
Q 11 (encouragement 29 80 5 14 2 6 - -
for pro. dev. outside
the ins.)
Q 13 (administrators’ 34 94 2 6 = - = -
support)

Note. 1= Agree; 2 = Undecided; 3 = Disagree; 4 = No response

At Cukurova University, questions 1 and 3 elicited strong positive responses.
For both questions, there is 94% agreement. This response means that teachers
expect INSET programs to provide them with new methods and trends in the ELT
field (question 1) and to provide them with practical teaching skills such as class
organization, dealing with four skills, giving instructions, correcting errors (question
3). Questions 5, 7, 9 also elicited positive responses. There is nearly 80% agreement.
In questions 5 and 7, there is 17% disagreement and in question 9, the disagreemnt
percentage is 6. When compared to questions 5 and 7, in question 9, the undecided
response percentage (14%) is high. When the specific questions in the questionnaire
5 and 7, in which the disagree option was chosen, was looked at in details, no
significant factors about the respondents’ academic and demographic background
were observed. Question 11 also elicited 80% agreement. Teachers expect INSET

programs to encourage them to pursue their professional development outside the in-
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service program such as attending conferences, reading journals on their own.
Question 13 elicited strong agreement. 94% of the teachers expect administrators to
provide support, time and budget them to attend in-service teacher training programs
inside and outside the institution.

Table 4

Teachers’ Expectations: Hacettepe University (N =12)

1 2 3 4

f % f % f % f %
Q 1 (new methods and 12 100 - - - - - -
trends)
Q 3 (practical teaching 12 100 - - - - - -
skills)
Q5 (theoretical 8 67 1 8 3 25 - ;
information)
Q7 (language 7 58 2 17 2 17 1 8
proficiency)
Q 9 (further academic 5 42 6 50 1 8 - -
education)
Q 11 (encouragement 11 92 1 8 - - - -
for pro. dev. outside
the ins.)
Q 13 (administrators’ 12 100 - - - - - -
support)
Note. 1= Agree; 2 = Undecided; 3 = Disagree; 4 = No response

At Hacettepe University, there is strong agreement (100%) in questions 1 and
3 too. Teachers expect INSET programs to provide them with new methods and
trends in ELT field (question 1) and to provide them with practical teaching skills
such as class organization, dealing with four skills, giving instructions (question 3).
In questions 5 and 7, there is greater variability but most responses are still in the
agree range. In question 5, 67% of teachers expect INSET programs to provide them
with the theoretical information in ELT field such as theories of second language
acquisition, the information processing of brain. There is 25% disagreement in
question 5. In question 7, 58% of teachers expect INSET programs to provide them

activities that increase their language proficiency. However, in question 7, there are



53

17% disagree and 17% undecided responses. In question 9, the range of responses
vary. Only 42% of the participants showed that INSET programs should motivate
them for further academic education such as MA, Ph.D. 50% of the participants
were undecided whereas 8% of them disagreed. Question 11 elicited strong
agreement that teachers expect INSET programs to encourage them to pursue their
professional development outside. There is a complete agreement in question 13 that
participants expect administrators, within the limits of resources available, should
provide support, time and budget them to attend in-service teacher training program
inside and outside the institution.

Expectation Fulfillment

The second group of questions were analyzed in order to see whether the
expectations are fulfilled or not. They were constructed in question form. Three

options (frequntly, sometimes, never) were chosen as response forms.

Table 5

Expectation Fulfillment: Cukurova University (N = 36

1 2 3 4

f % f % f % f %
Q 2 (new methods and 7 19 27 75 1 3 1 3
trends)
Q 4 (practical teaching 17 47 15 42 1 3 3 8
skills)
Q 6 (theoretical 8 22 15 42 12 33 1 3
information)
Q 8 (language 10 28 18 50 7 19 1 3
proficiency)
Q 10 (further academic 6 17 24 66 5 14 1 3

education)
Note. 1=Frequently; 2 = Sometimes; 3 = Never; 4 = No response

At Cukurova University, in almost all of the questions in this group, there is a
great variability in responses. In question 2, the majority (75%) indicated that their

INSET program sometimes provided them with new methods and trends in the ELT
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field. 19% of the participants chose “frequently”. In questions 4 and 6, 42% of the
participants indicated that their INSET program sometimes provided them with
practical teaching skills such as class organization and the theoretical information in
the ELT field such as theories of second language acquisition. In question 6, 33% of
the participants chose “never” and 22% of them chose “frequently”. In question 8,
50% of the participants indicated that their INSET program sometimes provided
activities that increase their language proficiency. 19% of them chose “never” and
28% of them chose “frequntly”. In question 10, 66 of the participants indicated that
their INSET program sometimes motivated them for further academic education such
as MA, or Ph. D. 17% of them chose “frequently” whereas 14% of them chose
“never”.

Table 6

Expectation Fulfillment: Hacettepe University (N = 12)

1 2 3 4

f % f % f % f %
Q 2 (new methods and 4 33 8 67 - - - -
trends)
Q 4 (practical teaching 4 33 8 67 - - - -
skills)
Q 6 (theoretical 1 8 7 59 4 33 - -
information)
Q8 (language 1 8 4 34 6 50 1 8
proficiency)
Q 10 (further academic 1 8 3 25 8 67 - -
education)

Note. 1 =Frequently; 2 = Sometimes; 3 = Never; 4 = No response

At Hacettepe University, questions 2 and 4 elicited “sometimes” response
more. 67% of the participants in both questions indicated that their INSET program
sometimes program them with new methods and trends in the ELT field and with
practical teaching skills such as class organization. The percentage of “frequently”

response (33%) is same in both questions. In question 6, 59% of the particpants
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indicated that their INSET program sometimes provided them with theoretical
information such as theories of second language acquisition. 33% of the participants
chose “never”. The questions 8 and 10 elicited “never” responses more. In question
8, 50% of the participants indicated that their INSET prgoram never provided
activities that increase their language proficiency. In question 10, 67% of the
participants indicated that their INSET program never motivated them for further
academic education. Only 25% of them chose “sometimes”.

Table 7

Professional development outside Institution Cukurova University (N = 36)

1 2 3 4
f % f % f % f %

Q 12 (encouragement 23 64 8 22 3 8 2 6

for pro. dev. outside

the institution)

Q 14(administrators’ 12 33 11 31 11 31 2 6
support)

Note. 1= Agree; 2 = Undecided; 3 = Disagree; 4 = No response

At Cukurova University, although question 11 elicited 80% agreement (see
table 3), in question 12, teachers indicated only 64% agreement that their INSET
program encouraged them to pursue their professional development outside the in-
service program such as attending conferences. In question 14, the responses vary.
33% of the participants agreed that their administrators, within the limits of resources
available, provided support, time and budget for them. 31% of the participants were

undecided and 31% of the participants disagreed.
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Table 8

Professional development outside Institution Hacettepe University (N = 12)

1 2 3 4
% f Yo f % f %
Q 12 (encouragement 6 50 4 33 2 17 - -
for pro. dev. outside
the institution)

Q 14(administrators’ 4 33 2 17 6 50 - -
support)

Note. 1= Agree; 2 = Undecided; 3 = Disagree; 4 = No response

At Hacettepe University, although there was a strong level of expectation for
development in question 11 through external activities (92%) (see Table 4), in
question 12, only 50% of the teachers indicated that their INSET program
encouraged them to pursue their professional development outside the in-service
program such as attending conferences. In question 14, though there is a variability
in responses, 50% of the participants were in disagree range. It indicates that only
33% of them agreed that their administrators, with the limits of resources available,
provided upport, tiem and budget for them.

The last group covers questions 15, 16 which are about the matters that derive
from institutional attitudes.

Table 9

Voluntary attendance guestions Cukurova University (N =36)

1 2 3

f % f % f %
Q 15 (voluntary 31 86 4 11 1 3
attendance)
Q 16(fulfillment of 12 33 22 61 2 6
voluntary attendance)

Note. 1 = yes; 2 =n0; 3 =no response
At Cukurova University, there is an acceptance in question 15. 86% of the
participants thought that attendance in an in-service teacher training program should

be voluntary. Only 11% thought that in-service teacher training programs should be
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compulsory. In question 16, 61% of the participants indicated that attending the in-
service teacher training program has not been truly voluntary in their institution.
However, 33% responded that attending the in-service program has been truly
voluntary in their insitutitons.

Table 10

Voluntary attendance questions Hacettepe University (N = 12)

1 2 3

f % f % f %
Q 15 (voluntary 9 75 3 25 - -
attendance)
Q 16(fulfillment of 4 33 7 59 1 8
voluntary attendance)

Note. 1=yes; 2 =no; 3 =no response

At Hacettepe University, the majority (75%) indicated that attendance in an
in-service teacher training program should be voluntary whereas 25% of them
responded that it should be. In question 16, 59% of the participants indicated that
attendance has not been truly voluntary their institution whereas 33% responded it
has.

In order to answer the second research question in the study whether the
expectations were fulfilled or not, each pari of questions was correlated.

Table 11

The correlation and significance level of questions from Cukurova University

Q1-Q2 Q3-Q4 Q5Q6 Q708 Q9-Q10 Q11-Q12 Q13-Q14 Q15-Q 16

Pearson .095 .209 313 463 116 .073 .161 .303
correlation

Sig. level .589 243 .067 .005 507 .682 .363 .081
P<.05

As can be seen from Table 11, there was no significant correlation among questions
Q1-Q2, Q3-Q4, Q5-Q6, Q9-Q10, Q11-Q12, Q13-Q14, Q15-16 at Cukurova

University. Only the correlation between Q7-Q8 was significant at Cukurova
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University. The positive correlation in this pair of questions meant that what the
teachers expected from INSET programs about language proficiency activities was
presented them in their INSET program. The lack of correlation in other questions
indicates that the trainees believe that their expectations were not fulfilled.

Table 12

The correlation and significance level of questions from Hacettepe University

Q1-Q2 Q3-Q4 Q5Q6 Q7-Q8 Q9-Q10 Q11-Q12 Q13-Q14 Q15-Q 16

Pearson - - .365 .403 .487 270 - .810
correlation

Sig. level - - .243 219 .108 .397 - .003
P<.05

At Hacettepe University, again, there was no significant correlation among
questions Q5-Q6, Q7-Q8, Q9-Q10, Q11-Q12. The correlation could not be
calculated in the pairs of Q2, Q4, Q14 because there is a complete agreement in
questions Q1, Q3, Q13. Only between questions Q15-Q16, the correlation was
significant. The teachers thought that attendance in an in-service teacher training
program should be voluntary and attending the in-service teacher training program
has been truly voluntary at Hacettepe University (see Tables 4, 6).

Analysis of open-ended questions in the questionnaire

Although 36 participants from Cukurova University and 12 participants from
Hacettepe University took place in this study, only 20 of them from Cukurova
University and 4 of them from Hacettepe University responded to the open-ended
questions in the questionnaire. The data from the open-ended questions were
analyzed by focusing on each question. When necessary, the recurring themes were
organized. There were three open-ended questions in the questionnaire. The data

from Cukurova University and Hacettepe University were analyzed separately.
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What do you like about your in-service teacher training program? Why?
Nearly all participants who responded to the open-ended questions in the
questionnaire from Cukurova University emphasized that the INSET program is
positive because it is a chance for them to share their problems and experiences with
toher colleagues. INSET programs are good for teachers to improve themselves to
discover more about the content and value of their profession. In addition, the
comments of trainees about “action research group” at Cukurova University are so
significant. All action research participants maintained that action research group
provided them with the idea that the best researcher for their problems is themselves.
The next positive idea about the INSET program is about the induction group. Most
of the teachers explained that induction group is of great help to the new teachers for
adapting themselves to the system at YADIM and to the profession.

Are there any aspects of your in-service teacher training program, which you
feel could be improved?

As explained before, COTE and CEELT certificate courses are given at Cukurova
University. COTE courses were given by native teacher trainers nearly four years
ago. With related to this, most participants indicated positive tendency towards
native trainers. Since there are no native teacher trainers now, they expressed their
need for native teacher trainers. Two of the participants indicated that there could be
more readings of current ELT newspapers and magazines in order to be familiar with
the current issues in teaching English. One of the participants mentioned that there
should be more certificate based courses that are recognized world-wide but they
should be financed a bit by the administration. Two of the participants mentioned

that practical teaching skills and language proficiency activities should be increased.
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Most of the trainees expressed their positive attitudes about trainers whereas three of
them emphasized that the trainers should improve themselves and should be more
experienced.

Any other comments?
One of the participants indicated that there should be an on-line system connecting
with other institutions by the help of computers in order to exchange ideas.

What do you like about the in-service program? Why?
All of the participants who responded to the open-ended questions in the
questionnaire from Hacettepe University claimed that the INSET program broadens
their horizon and makes them more creative.

Are there any aspects of your in-service teacher training program, which you
feel could be improved?
One of the participants told that the trainer(s) should have the necessary qualities
both professionally and personally. Also, the number of activities in the INSET
program should be increased.

There were no further comments from Hacettepe University.

Interview Analysis

The second main data in the study came from the interviews held with the
teachers trainers at Cukurova University and Hacettepe University. The data
collected through interviews were analysed by focusing on each question asked. The
questions were pre-determined before the interviews. The interview questions were
parallel to some extent with the questions in the questionnaire.

After some questions about the academic background of trainers were asked,

firstly they were asked what their overall aim in conducting INSET program in their
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institutions was. The teacher trainer at Hacettepe University explained that the aim
of the training is to train those teachers to become better teachers at the Hacettepe
University, Preparatory School. She said that they teach with the latest coursebooks
and the teachers should know how to apply those coursebooks into their classes so
that students will benefit from the teachers. The teacher trainers at Cukurova
University told that the aim is to present the various programs that aim at
improvement in teaching at teaching methods to the instructors at YADIM.

In question 2, they were asked what factors they took into account during the
preaparation phase, What their procedure was, and who was involved in the
planning. The teacher trainer at Hacettepe University told that they take into account
the coursebooks, what the teachers need, the necessary qualifications for teaching,
the new techniques, like NLP, multiple intelligence. Since they were also teaching at
the same time, she told that she knew what the teachers needed. She added that they
plan the training sessions with all group and according to the teachers’ needs. She
told that informal interviews are always helpful at this step. The teacher trainers at
Cukurova University explained that they offer programs according to the observed
and perceived needs of the trainees by the administrators. Then, the trainees’
suggestions, complaints are taken into account. They told that they have some kind
of evaulation questionnaires. In this questionnaires, trianees are asked if they are
satisfied with the current program. They are always in contact with the trainees by
means of informal interviews. They maintained that at the beginning of the year,
they introduce the activities in the program, so the trainees know what the program

COVCrS.
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In the next question, they were asked whether a kind of needs assessment is
conducted during the preparation phase. The teacher trainer at Hacettepe University
told that they know what their trainees’ needs because they have been teaching at the
same institution. Hovewer, there is no formal needs analysis. The teacher trainers at
Cukurova University explained that they give questionnaires at the end of the term to
the teachers. They ask them what kind of in-service training they would like. If
there are suggestions, they are given importance. If htere are not, they introduce
some suggestions.

Then, they were asked how they plan the training program in their institution.
The teacher trainer at Hacettepe University indicated that they first offer pre-service
program for novice teachers. Then, regular INSET sessions are prepared. The
teacher trainers at Cukurova University told that they plan the program according to
the availability of the materials, the needs of teachers and the feasibility. During the
summer before the academic year, they have preparations. At both institutions,
trainers told that they make necessary changes throuhgout the academic year.

As a last question, they were presented the ideas in the questionnaire that was
given to the trainees. According to the relevant literature,

a) The INSET programs should include a theoretical component and a practical
component.

b) The INSET programs should provide you with new trends and methods in the
field.

c¢) The INSET programs should provide activities that increase the trainees’

language proficiency.
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d) The INSET programs should motivate the trainees for further academic education
such as MA,, Ph.D.

e) The INSET programs should encourage the trainees to pursue their professional
development outside the in-service program such as attending conferences,
reading journals on their own, doing personal action research projects.

f) Administrators, within the limits of resources available, should provide support,
time and budget the trainees to attend in-service teacher training programs inside
and outside the institution.

Then, they were asked if they thought that their INSET program meet those
expectations. The teacher trainer at Hacettepe University explained that since the
trainees ask for new sessions and follow-up training, their INSET program meets
those expectations. She told that they try to offer different activities in the program.
(for detailed information about the actitivities at Hacettepe University, see page 42)
The teacher trainers at Cukurova University thought that their INSET program meets
those expectations. They said that in order to address different demands of trainees,
they try to offer many activities. They told that they are also Ph.D students. It meant
that they learn new things and share with the trainees in the program. Especially
they claimed that their INSET program is motivating for further academic education
because novice teachers plan to do their MAs. (for detailed information about the
activities at Cukurova University, see page 41).

As can be realised at both instituitons, the teacher trainers cliam that they take
into account their trainees’ demands and prepare the program accordingly.

Discussion of the findings

According to Ismat (1996), effective professional development :



is on-going;

includes training, practice, and feedback; opportunities for individual

reflection and group inquiry into practice; and coaching or other follow-up

procedures;

is school-based and embedded in teacher work;

is colloborative, providing opportunities for teachers to interact with peers;

focuses on student learning, which should, in part, guide assessment of this

effectiveness;

encourages and supports school-based and teacher initiatives;

is rooted in the knowledge base for teaching;

incorporates constructivist approaches to teaching and learning;

recognizes teachers as professionals and adult learners;

provides adeaquate time and follow-up support; and

is accessible and inclusive.

The principles that Ismat puts together in explaining the effective
professional development do not mention the starting point. An effective
professional development should start from teachers’ needs and expectations. This
study reflects the teachers’ expectations in terms of their level identified in the study.
Previously, the expectations were presented in terms of frequencies and percentages.
However, here, they were grouped in terms of level of expectations. The level
between 100%-80% was accepted as high, 79%-60% as middle, 59%-40% as mixed.

At Cukurova University, as the statistical data indicates, teachers point out
high level of expectations about INSET programs;

A) to provide them with new methods ans trends in ELT field,
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B) to provide them practical teaching skills such as class organization, dealing with
four skills,
C) to provide them activities that increase their language proficiency,
D ) to motivate them for further academic education such as MA, Ph.d,
E ) to encourage them to pursue their professional development outside the in-service
program such as attending conferences, reading journals on their own.
Also, teachers indicate high expectation that INSET programs should provide them
support, time and budget for them to attend in-service teacher training programs
inside and outside the institution. They also point out high expectation that
attendance in an in-service program should be voluntary.

They indicate middle level of expectation about INSET programs
A) to provide them with theoretical information such as theories of second language
acquisition, the information processing of brain.

There was no mixed level of expectation at Cukurova University.

At Hacettepe University, as the statistical data indicates, teachers point out
high level of expectations about INSET programs,
A) to provide them with new methods and trends in the ELT field,
B) to provide them practical teaching skills such as class organization, dealing with
four skills,
C) to encourage them to pursue their professional development outside the in
service program such as attending conferences, reading journals on their own.
As in Cukurova University, teachers at Hacettepe University indicate high

expectation that administrators, within the limits of resources available, should
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provide them support, time and budget for them to attend in-service teacher training
programs inside and outside the institution.

Teachers reveal middle level of expectation about INSET programs
A) to provide them with theoretical information such as theories of second language
acquisition, the information processing of brain.

Also, teachers indicate middle level of expectation that INSET programs should be
voluntary.

Teachers show mixed level of expectation about INSET programs
A) to provide them language proficiency activities,

B) to motivate them for further academic education such as MA, Ph.d.

Another level of analysis in the research came from the ideas that were put
forward in the literature by the experts. Although the questions were prepared
intending to differentiate teachers’ perspectives whether they demand training or
development, during the study it was realised that teacher training and teacher
development are not two distinct notions. Questions 1, 3 were intended to explore
teacher training aspect, Q 5, 9, 11 were intended to investigate teacher development
aspect. Q 7 was difficult to differentiate and it was not included in this
categorization. Q 13, 15 were for institutional perspectives.

As can be seen from the statistical data, as an overall conclusion, the
expectations of teachers were not fulfilled by the specific INSET programs.
Although it was the case, during the interviews, according to the teacher trainers’
perspectives at both institutions, they thought that the INSET programs meet the

expectations of the teacher trainees.
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CHAPTER 5: CONCLUSION

In recent years, as professional consciousness in education has risen, the
number of on-going in-service programs has increased. The role of trainees has also
changed in this process. They have become more involved in the preparation process
rather than being only participants. Their demands have been started to have value
as the driving force for in-service teacher training programs. With regard to this, this
study was conducted in order to determine the teacher trainees’ expectations for in-
service teacher training programs. The second concern in the study was to see
whether their expectations were fulfilled in the specific settings.

In order to find out the trainees’ expectations and to see their perspectives
about whether their expectations were fulfilled or not, a questionnaire was
administrated to the trainees. The questionnaire consisted of three parts. The first
provided data about both biographical and academic background of the trainees. The
data in this part were analyzed by grouping. In the second part, there were questions
that focused on the trainees’ expectations (1, 3, 5, 7, 9, 11, 13, 15) and the fulfillment
of the expectations (2, 4, 6, 8, 10, 12, 14, 16). In order to report the trainees’
expectations, the frequencies and percentages of the questions were computed.
Correlation among each pair of questions was calculated to show if there is a
fulfillment or not. In part 3, open-ended questions were asked. The responses were
analyzed according to each item asked. The interviews with teacher trainers were
tape-recorded and transcribed. They were analyzed according to the question asked.
The research was conducted at two different settings. 36 trainees and two teacher
trainers from Cukurova University and 12 trainees and a teacher trainer from

Hacettepe University Preparatory School participated in the study. The data from
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both institutions was studied and analyzed separately because different INSET
programs were held in both cases.
The Summary of the Findings

The first research question in the study indicated that teachers expect INSET
programs;
A) to provide them with new methods and trends in the ELT field,
B) to provide them practical teaching skills such as class organization, dealing with
four skills,
C) to motivate them for further academic education such as an MA, or Ph.d.,
D) to encourage them to pursue their professional development outside the in
service program such as attending the conferences, reading journals on their own,
doing personal action research projects,
E) to provide them language proficiency activities,
F) to provide them theoretical information, such as theories of second language
acquisition, information processing in the brain, or theories of second language
teaching.
Also, they expect administrators to provide them support, time and budget for them
to attend in-service teacher training program inside and outside the institution. With
regard to this; Jones&Lowe, 1982; Lieberman, 1988 (as cited in Kutner, 1992) state
that “Teachers need to be “rewarded” (with money, release time, advancement) for
engaging in staff development, “recognized” for their achievements, and “respected”
as professionals. They also need time and support to pursue new learning and to
experiment in their classrooms”. They expect that attendance in an in-service teacher

training program should be voluntary.
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The second research question revealed that the expectations of the trainees

were not completely met in the current programs.
Institutional Implications

Based on both the description of the activities in the two programs at
Hacettepe University and Cukurova University and responses given to the open-
ended questions in the questionnaire, some implications for each institution will be
offered here.

When the activities in the program were taken into account, it was realised
that Hacettepe University Preparatory School offers training-based in-service teacher
training program. Although a kind of informal needs analysis was done in the
preparation period of the program, the study showed that the trainees’ expectations
were not met in the program. Consequently, a well-done, wider needs assessment
can be conducted during the preparation phase in the institution.

When the question for teacher development (question 11 in the questionnaire)
(see appendix B) was considered, the expectation percentage was very high (92%).

It meant that there is a demand for encouragement to pursue their professional
development outside the in-service program such as attending conferences, reading
journals on their own, doing personal action research projects. Therefore, some
activities to address this expectation should be included in the program. To
exemplify; the trainees’ attitudes about exploratory learning group (action research
group) at Cukurova University were very positive. Such an activity can be
implemented in the in-service teacher training program at Hacettepe University. In
addition, the expectation percentages in questions 1 and 3 were so high (see appendix

B). It showed that activities for both introducing new trends and methods in the



70

ELT field (question 1) and practical teaching skills (question 3) must be increased.
At that point, a further expectation analysis can be done in the institution in order to
understand what kind of specific activities the trainees demand for dealing with these
components such as workshops, presentations. As an alternative, many possible
activities can be introduced to the trainees and then, they may be asked what they
prefer in their in-service teacher training program.

As for Cukurova University, the in-service teacher training program is more
teacher-development based when compared to the program at Hacettepe University.
Since there is a demand for development, more activities can be included in the
program. Also, at Cukurova University, the percentage of question 9 (80%) was
quite high. Teachers expected INSET programs to motivate them for further
academic education such as an MA or Ph.D. With regard to this, different further
education programs can be introduced to the trainees. They can also be supported in
terms of time and promotion.In open-ended questions, trainees mentioned their wish
to have native trainers in the in-service teacher training program because during the
COTE exam preparation phase, most trainees worked with native trainers in the past.
Therefore, some short-term programs with the support of the British Council, and
the US Embassy can be conducted in the institution. It may be a chance for native
trainers to visit the institution.

Assessment of the Study

The main limitation of the study came from the number of the participants.
Although nearly 80 participants from each institution were invited to take part in the
study, only 36 trainees from Cukurova University and 12 trainees from Hacettepe

University took part in the research. For this reason, the participants may not be a
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good representative unit of their institutions. The questionnaire consisted of an
“informed consent form” (see appendix F). It was pointed out in the consent form
that if teachers did not turn back the questionnaire at the announced deadline, they
would not be part of the study. Therefore, the participants in the study were all
volunteers. The questionnaire did not obtain data from a large portion of the
teaching staff at either institution.

Also, for fulfillment questions, another option could have been included.
They may find the activity included in the INSET program satisfactory. The scale
provided may not express their views whether the assumed component is enough or
not. For example, in Q 3 at Cukurova University, 94% of the participants agreed
that practical teaching skills should be included in INSET programs.they responded
at 42% with “sometimes” included. What we do not know is whether sometimes is
enough, too much or too little.

The statistical data revealed that not all expectations were met in the current
programs. However, the statistics reflect the actual situations more extreme. For
this reason, statistical findings of the study might have been supported by other data.

In addition, different versions of the same questionnaire in terms of the tense
used in the questions were administrated in two institutions. Although the
shortcoming of this point has not been realised during the study, the questionnaire
that was given at Hacettepe University may have guided the participants to take into
account a longer time period owing to the tense used in the questionnaire (the present

perfect tense) more than the Cukurova University participants.
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Suggestions for further studies

In this study, first, the teacher trainees’ expectations in in-service teacher
training programs were explored. Then, it was studied whether these expectations
were addressed in their INSET program. As a follow-up study, each expectation can
be analyzed more deeply and activities can be offered to meet this particular
expectation. The contrast between the high level of “agreement” in the expectation
questions, what a program should have, and the high frequency of “sometimes”
choice in the fulfillment questions suggests that the respondents’ expectations are not
fulfilled. But we can not be sure because “sometimes” may be “enough”. In
addition, different in-service teacher trainig programs at different universities can be
studied and by using data from each of them, a better model for the Turkish
educational setting can be introduced. Also, trainees might be asked whether they
find the activities that are presented to them in their INSET programs satisfactory in

terms of addressing specific expectations.
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Appendix A

Interview Questions
Where did you graduate from?
Do you have any degrees such as MA or Ph.D?
How long had you been teaching before you started training?
Are you still teaching or only training? If you are teaching, what English
program are you teaching?
What is your background as a teacher trainer?
What is your overall aim in conducting INSET program in your
institution?
What factors do you take into account during the preparation phase? What
is your procedure? Who is involved in the planning?
Is a kind of needs assessment conducted during the preparation phase?

How do you plan the training program in your institution?

10- According to the relevant literature,

a-

The INSET programs should include a theoretical component and a
practical component.

The INSET programs should provide you with new trends and methods in
the field.

The INSET programs should provide activities that increase the trainees’
language proficiency.

The INSET programs should motivate the trainees for further academic

education such as MA., Ph.D.
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e- The INSET programs should encourage the trainees to pursue their
professional development outside the in-service program such as
attending conferences, reading journals on their own, doing personal
action research projects.

f- Administrators, within the limits of resources available, should provide
support, time and budget the trainees to attend in-service teacher training
programs inside and outside the institution.

Do you think that the INSET program in your institution meets these

expectations? How?

11-1Is there anything else you want to add? Any suggestions?
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Appendix B

Questionnaire
Dear Colleaque,
This questionnaire is designed to investigate your expectations from an in-service
teacher training program and the extent to which your expectations are met by your
in-service teacher training program. Therefore, your co-operation would be much
appreciated. Please, answer honestly.

Please note that in this questionnaire, in-service teacher training courses mean
seminars, workshops, conferences and training related to language teaching.

I look forward to receiving your replies. Once again, thank you for your
participation.
Feyza Altinkams TURKAY
PART 1

Age:

The department you graduated from: (please tick the appropriate choice.)
____Linguistics _____English Language Teaching Dep.
_____English/American Language and Literature ____Other
Years of work experience in your current institution: _____

Years of ELT experience in general: ___

Academic background (please tick the appropriate choice)

BA MA Ph. D

Have you attended in-service sessions? (please, tick the appropriate choice)
(If your answer is yes, please answer the following three questions.)
Yes No

ELT in-service course(s) attended (please, list all):

Reasons for attending the course(s) mentioned:

Content of the course(s) mentioned:
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PART 2
Please tick the box on the scale that best represents your opinion.

1. In-service teacher training programs should provide you with new methods and trends in
ELT field.

Strongly Agree Undecided Disagree Strongly
agree diagree
m o o o o

in ELT field.?

Frequently

Sometimes

Never

a

[m]

O

2. Does your in-service teacher training program provide you with new methods and trends

3. In-service teacher training programs should provide you with practical teaching skills
such as class organisation, dealing with four skills, giving instructions, correcting errors.

Strongly Agree Undecided Disagree Strongly
agree disagree
O ] O o =]

4. Does your in-service teacher training provide you with practical teaching skills such as
class organisation, dealing with four skills, giving instructions, correcting errors ?
Frequently Sometimes Never

5. In-service teacher training should provide you with theoretical information in ELT field
such as theories of second language acquisition, the information processing of brain, theories
of second language teaching.

Strongly Agree Undecided Disagree Strongly
agree disagree
o 0 o g o

theories of second language teaching?

Frequently

Sometimes

Never

6. Does your in-service teacher training program provide you with theoretical information
such as theories of second language acquisition, the information processing of brain,
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7. In-service teacher training programs should provide activities that increase your language
proficiency.

Strongly Agree Undecided Disagree Strongly
agree disagree
o o o i o

Frequently

Sometimes

Never

0

]

u]

8. Does your in-service teacher training program provide activities that increase your
language proficiency? '

9. In-service teacher training programs should motivate you for further academic education
such as MA. , Ph. D..

Strongly Agree Undecided Disagree Strongly
agree disagree
m] O o o ]

10. Does your in-service teacher training motivate you for further academic education such
as MA., Ph. D.?

Frequently Sometimes Never

(=] [m] (=]

11. In-service teacher training programs should encourage you to pursue your professional
development outside the in-service program such as attending conferences, reading journals
on your own, doing personal action research projects.

Strongly Agree Undecided Disagree Strongly
Agree Disagree
o m o o o

12. Your in-service teacher training program encourages you to pursue your professional
developmet outside the in-service program such as attending conferences, reading journals
on your own, doing personal action research projects.

Strongly Agree Undecided Disagree Strongly
Agree disagree
O u] o o o




13. Administrators, within the limits of resources available, should provide support, time

and budget you to attend in-service teacher training programs inside and outside the

institution.
Strongly Agree Undecided Disagree Strongly
Agree disagree
o O o o o

14. Administrators, within the limits of resources available, do provide support, time and

budget for to attend in-service teacher training programs inside and outside the

institution.
Strongly Agree Undecided Disagree Strongly
Agree disagree
O o o o o

15. Should attendance in an in-service teacher training program be voluntary?

16. Is attending the in-service teacher training program truly voluntary in your institution?

Yes

No

Yes

No

82
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PART 3
Please add anything that you feel that this questionnaire does not cover.

1. What do you like about your in-service program.? Why?

2. Are there any aspects of your in-service teacher training program, which you feel could
be improved?

3. Please add any other comments that you might have.



1-

2.
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Appendix C
The transcription of the interview with the teacher trainer, Nazan Oz¢inar, at
Hacettepe University, Foreign Languages, Preparatory School
Where did you graduate from? (BA Degree and MA degree)
From Holland, ZMA College
Do you plan to complete your Ph.D.?

No.

3- How long had you been teaching before you started training?

I started teaching in 1987 and I started with my teacher training in 1996. About 9
years then.

What is your background as a teacher trainer?

I have got all qualifications in teacher training. I have a teacher training
certificate from Fitz William Colleg Cambridge. Another certificate from the
British Council in teacher training. I have a diploma in teacher training from the
British Council in Ankara.

Are you still teaching? If yes, what program are you teaching at?

That is what I like here at Hacettepe University. I also teach. Iteach about 8
hours a week. Iteach at prep school graduates.

How do you plan the training program in your institution?

We started of with two people. That was me and Giilten Ogiitel in 1996. We
started planning pre-service program that took about a week. And then, INSET
which was once a week with the new teachers only. And then, in 1997, one of

our teachers also joined us. Her name is Havva Songiil Baysan. She also
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finished all her qualifications in teacher training. We started of with three
people.

Is a kind of needs assessment conducted during the preparation phase?

Of course. We know what our trainees’ needs actually. Because we have been
teaching at Hacettepe University for many years. And we know the course
books. First of all, we plan with all group what they need and we plan the
program accordingly.

What do you take into account during the preparation phase?

We take into account the coursebooks, what they need, the necessary
qualifications for teaching, what they need and the new techniques, for example,
something like NLP, multiple intelligence, we try to add these things in our
training program as well.

What is your overall aim in this program?

The miidiir is really behind this program, Giiray K6nig. The aim of the training
is to train those teachers to become better teachers at our prep school. We teach
with the latest coursebooks and they should know how to apply those
coursebooks into their classes so that students will benefit from those teachers.
The connection between teachers and the learners is very strong.

Do you think that the INSET program in your institution meets those
expectations that were mentioned in the relevant literature?

In a way, I think it does. Because they see us as an example. They keep up
asking questions what I can do after this training, where I can go, if I could help

help them, if they should take DOTE or DIPELT or other diplomas and I think it



helps. Because we have at Hacettepe University lots of people who go to the

courses at the British Council. We try our best to do at Hacettepe University.
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Appendix D
The transcription of the interview with the teacher trainer, Figen Sat Yilmaz at
Cukurova University, YADIM.
Where did you graduate from? (BA and MA degree)
BA Degree is from Cukurova University, MA degree is from Bilkent University.
Do you plan to complete your Ph.D.?
I am currently doing my Ph.D.
How long had you been teaching before you started training?
For two years but I also had the experience of being a member of Testing Unit.

Are you still teaching or only training? If yes, what program are you teaching?

- I am teaching but to some private groups.

4- What is your background as a teacher trainer?

5.

Actually, I did not take any trainer-training, apart from trainer-training for
CEELT which lasted for a short time and started at the time when I was a trainee
in the course. So, I was both trainer and trainee, which was a very interesting
experience for me. I think I learnt training through “apprenticeship” as I took
advantage of almost all the training program in and out of my institution.

What is your overall aim in this program?

- There is a kind of mission statement. The aim is to present the various programs

that aim at improvement in teaching and teaching methods to the instructors at

YADIM.

6- How do you plan the training program in your institution?

According to availability of the materials, the needs of teachers and the

feasibility.
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Is a kind of needs assessment conducted during the preparation phase?

Yes, for example, for the induction program that we have been running for two
years, we gave a questionnaire at the beginning, besides we let the trainees
express their immediate needs, and we try to help them. Most of the time, the
skeleton is prepared beforehand according to the perceived needs, but on the spot
changes are made.

What factors do you take into account during the preparation phase? What is your
procedure? Who is involved in the planning?

Usually we offer a program according to the observed and perceived needs to the
administrators. We talk about its feasibility. And then, we involve the trainees.
They make suggestions, complaints, complements etc. But we have some
standard programs such as CEELT. For these programs we can not change its
content but we rearrange the schedule according to the needs.

Do you think that the INSET program in your institution meets these
expectations mentioned in the relevant literature?

The induction program covers theoretical and practical component. The action
research group study and the theses presentations partly encourage professional
development. Also, through action research and weekly meetings for
presentations, new methods and trends are introduced. We also have programs

for KPDS and TOEFL, which aimed directly to increase the trainees’ proficiency.
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Appendix E

The transcription of the interview with the teacher trainer, Emine Cakir Siirmeli, at

Cukurova University, YADIM
Where did you graduate from? (BA and MA degree)
I graduate from Hacettepe University, ELT Department in 1993. I did my MA at
Bilkent University. Currently I am doing my Ph.D. at Cukurova University,
ELT Department.
How long had you been teaching before you started training?
Actually 3 years.
Are you teaching now? If yes, what program are you teaching at?
At the moment I am not teaching. In the previous period, I was only responsible
for training.
What is your background as a teacher trainer?
Actually, I started with COTE. After COTE, I was chosen as a teacher trainer for
CEELT and I had a kind of training myself for CEELT, how to give CEELT, so I
started teacher training with CEELT. Later on, actually, I did not have
professional training. I do not have any certificates. Not maybe a certificate but
I have a kind of certificate from YADIM to be a teacher trainer. It is also from
YADIM. As ]I said it is not universal or not known by other people. I have a
certificate that states that I am at eacher trainer at Cukurova University.
How do you plan the training program in your institution?
Actually, during the summer, with Figen, the coordinator of our unit, we had

preparations but of course since we have to evaluate during the course, we
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always change our program. But the main preparations are in the summer, during
the course we make modifications.

Is a kind of needs assessment conducted during the preparation phase?

Yes, actually as you know we give questionnaires at the end of the term to the
teachers. We have around 60 instructors. Then, we ask them what kind of in-
service training they would like. According to their suggestions, but if there are
no suggestions, we give suggestions. And as you know we have one compulsory
in-service course, theses presentations. You know training should not be
compulsory but unfortunately, at least, this is also Ozden Hamim’s belief, one
teacher training course should be compulsory. But the others are voluntary. In
the past, CEELT and COTE, in a way, were compulsory. Unfortunately, we do
not have COTE since there are no trainers for it. CEELT is voluntary now.
People like and when they demand, we open such a course.

What factors do you take into account during the preparation phase?

Of course, during the year, we have some kind of evaluation questionnaires. In
this questionnaires. In this questionnaire, we ask them if they are satisfied with
the current program, if they have any suggestions. And we always make
informal interviews, we get feedback from their evaluations about the current
program. According to that, we try to suggest activities in the new program. It is
really difficult to make people happy. We try to advertise our program. At the
beginning of the year, in a meeting, we introduced our activities in the program,
so they know what the program covers. Still, I believe there should be more

people involved in such a program.
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8- Do you think that the INSET program in your institution meets those expectatios,
mentioned in the relevant literature?

- Definitely, we had different kind of programs this year. One of them is induction
program. It is for first year teachers. They are not aware of the system at
YADIM, the students, teachers. In induction program, we first give information
about teaching. Actually, they know the theory of the field beforehand. But we
integrate theory with practice. Because they are teaching at the moment, so we
have skill training, classromm management training, even such small things like
blackboard usage. We try to establish an atmosphere in the classroom which we
are in the equal basis. We never want to make our colleagues feel that we are
trainers and thet are trainees. We just share, try to reflect our experiences. When
it comes to new trends, since we started our Ph.D. with Figen, the coordinator of
our unit, we have a chance to introduce new ideas. In order to introduce
something new, we should learn something new first, so we always say to our
administrators that we need something new in our program such as trainer-
training. Thanks to Ph.D, we learned so many new things this year. We are
proud of presenting something new this year. Trainees are so happy with action
research. Since we do not have any native speakers, we always speak in English
in our activites. In a way, we increase our proficiency. For further academic
education, our program is really motivating. In the induction group, 2 or 3 of our

colleagues plan to do their MA at Bilkent University.
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Appendix F

INFORMED CONSENT FORM

Dear Participant;

You are being asked to participate in a qualitative study. The aim of the
study is to find out what kind of expectations the trainees have for in-service
programs and the extent to which your expectations are met in your current in-
service teacher training program. In order to attain available data, you are being
asked to fill out a questionnaire.

Your participation in this study will bring invaluable contributions to my
study. Any information given to the researcher will be kept confidential. This study
involves no risk to you. You are free to withdraw from the study at anytime if you
wish.The deadline for returning the questionnaire will be announced in your
institution. If you do not return the questionnaire until the announced deadline, it
will be assumed that you are not willing to take part in this study.

I would like to thank you for your participation in advance.

Very Truely Yours,

FEYZA TURKAY
Bilkent University
MA TEFL Program
Tel:0312 290 60 44
e-mail: fturkay@hotmail.com

I have read and understood the information given above. I know that I am
free to withdraw from the study at anytime. I hereby agree to participate in the
study.

University:

Date:

TC. YOKSEKOGRETIM Xyt i
YON MERKEZi



