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ABSTRACT This study aims to compare Turkey, Turkmenistan, Kyrgyzstan and Azerbaijan with respect to their
practicum in English language teacher education programs and making suggestions about their practice. The data
is collected using a questionnaire. The data is evaluated through content analysis and a qualitative research method.
The findings show that the four countries share commonalities in terms of factors such as the contents of reports
created in the course of education, passing requirements and performance evaluation while there are some differences
in the semester and duration of practicums and in some of the responsibilities and tasks of the teacher trainees. The
most frequently encountered problems cited by the practicum supervisors vary with the country. It is believed that
the parties in the present study can benefit from the comparison of practices and their results and from mutually
shared experiences.

INTRODUCTION

International comparative and evaluative
studies in education enable countries to com-
pare and contrast their practices with those of
others. Moreover, while countries produce edu-
cational policies to satisfy different and authen-
tic needs in their education systems, examining
and interpreting how successfully education
systems of other counties work and adopting
them as a model is more likely to provide a useful
perspective. In this sense, comparative educa-
tion “…is a field examining the education sys-
tems of other counties to analyze and describe
their own education-related problems” (Demirel
2000: 1). Comparative education is a research field
intended to help identify similarities and differ-
ences between other countries’ education sys-
tems and the researcher’s own, to determine and
evaluate present educational problems and their
causes in consideration of similar factors in oth-
er countries (Varis 1998; Demirel 2000). Several
studies compare educational systems and prac-
tices in different countries to draw conclusions
and make suggestions for improvement. Wiec-
zorek investigates the educational systems of
American and Japanese schools (2008), Inger-
soll’s study focuses on a comparative study on
teacher preparation and qualifications in six na-
tions (2007), and the report written by Wang et
al. (2003) investigates international comparisons
on education and teacher education. After the

dissolution of the Soviet Union and the seces-
sion of Turkic Republics in Central Asia as inde-
pendent countries, these countries underwent a
sudden and quick change and innovation pro-
cess. Education is a way of actively getting inte-
grated in the rapidly globalizing world and of
socially, culturally, and economically develop-
ing. To this end, one of the things to do is to
mutually share experiences so as to become more
experienced in educational practices.

In Turkey, recently more and more MA the-
ses and PhD dissertations have been dealing
with comparative research on education systems,
particularly European and Turkish systems. Uy-
gun and Akinci (2015) study the teacher training
systems of Turkey and England. Kazu and Aºkin
(2011) compare teacher-training programs in Fin-
land and Turkey. Topsakal (2003) investigates
education policies of European Union in terms
of goals and objectives of education systems,
teacher-student mobility, foreign language teach-
ing, use of education technologies, collabora-
tion, European Union citizenship education, and
the Turkish education system’s harmony with
these policies in consideration of MEB, YOK,
universities, and NGOs. Sahiner (2000) examines
Turkish and European primary school education
systems in terms of programs, structure, and
operation. Pökön (2003) makes a comparative
analysis of French and Turkish preschool edu-
cation systems, and makes some suggestions,
such as free preschool education in state schools
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and the necessity to invest more in education
systems. As a result of his comparison between
Turkish and German primary education institu-
tions, their methods and curricula, Duran (1999)
reveals the primary causes of differences to be
political and administrational structures of these
countries. Duran makes an emphasis on Turkey’s
unitary and Germany’s federal structure. More-
over, the way students are oriented towards the
next step of education has been compared ac-
cording to their academic achievements and in-
terests in order to pinpoint similarities and
differences.

Outlined next are some studies based on the
comparison of a single course. Böke (2002) com-
paratively examines goals and objectives, con-
tents, teaching methods, and evaluation systems
of mathematics classes in Turkey and England.
In this study, it has been observed that England’s
goals and objectives are more flexible, and infor-
mation and communication technologies are used
more efficiently. Durmusçebi (2007) compares na-
tive language education in Turkey and Germany
to find similarities in terms of overall goals, and
finds that in Germany some specific goals are
determined in consideration of regional charac-
teristics. Durna (2007) compares contents of the
social studies classes in Turkey and Germany
and discovers that German states have more to
say about education systems than the central
government, and finds out differences between
the subjects handled in classes.

In consideration of the comparative studies
on foreign language teaching, Camgöz (2000)
compares German primary and secondary school
education with Turkey’s 8-year compulsory ed-
ucation system in terms of the needs required by
an earlier start for foreign language teaching.
Nasman (2003) compares English language teach-
ing programs of the 4th and 5th grades in Turkey
and France in terms of goals and objectives, con-
tent, education and testing. In comparison with
Turkey, it has been observed that France attach-
es more importance to communicative skills, and
uses such linguistic aspects as grammar and
vocabulary to achieve those communicative
goals. Tan (2009) makes a comparison between
second language acquisition programs in Tur-
key and France. As a member of the European
Council, both countries aim to teach a second
language till the end of high school education.
However, Tan expresses that most of the French
students achieve this goal, and suggests some

solutions to sort out the causes of Turkish stu-
dents’ failure. The comparative study by Böge
(2005) deals with the similarities and differences
between foreign language teaching programs at
Turkish and Finnish primary schools. The study
reveals that the Finnish system offers the de-
sired behaviors in a clear, measureable and ob-
servable manner and in a way to include four
linguistic skills and learning strategies. On the
other hand, Böge finds that the Turkish system
relies on teaching of grammatical rules and use
of these rules in given cases.

The following are among the studies on the
comparison of teacher training programs in the
EU members and Turkey. Mermut (2005) com-
pares German, Austrian, Italian, Finnish and Turk-
ish ELT programs in terms of contents, educa-
tion duration and registration requirements, and
suggests a model to train English language teach-
ers in Turkey. In the study comparing English
language teacher training programs in Holland
and Turkey, Alagöz (2006) focuses on the differ-
ences among admission conditions, contents,
teacher training approaches and practice teach-
ing. Gölcük (2003) compares foreign language
teaching systems in Turkey and Germany to de-
termine the shortcomings and to suggest some
relevant solutions. Gölcük administers a ques-
tionnaire to investigate the present condition of
foreign language teaching with particular refer-
ence to the teachers’ roles and contributions to
academic achievement. Sahin (2006) draws a com-
prehensive framework to investigate the similar-
ities and differences among the teacher training
programs in England, Belgium, Spain, Poland,
Greece, and Turkey. Çankaya (2007) compares
teacher training systems in Turkey and England
in terms of their historical development, funda-
mental principles, goals and organizational struc-
tures to investigate some major differences. Demir
(1997) proposes a teacher training model for Tur-
key by comparing secondary school teacher
training programs in France and Turkey and mak-
ing use of France’s experiences. In the compara-
tive study on teacher training in Turkey, England,
Germany, Italy, and France with a specific em-
phasis on the training of physics teachers, Polat
(2005) suggests a teacher training model for pro-
spective Turkish physics teachers. Kilimci (2006)
compares primary school teacher training pro-
grams in Germany, France, England, and Turkey,
and discovers that these programs should be
revised and reformed in terms of content, school
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experience, and practice teaching. Kalkanli (2009)
compares education faculties and teacher train-
ing institutes of higher education in Turkey and
France, and points to the differences in school-
ing rates and education systems, the length of
teacher training process and operation and or-
ganization of higher education institutions.

Aldemir and Er (2012) investigate pre-service
English language teacher training systems in
Turkey and Japan in terms of higher education
programs including the entry requirements, the
courses served and the certificate programs. Sa-
racaloglu (1992) compares Turkish and Japanese
teacher training systems in terms of student ad-
missions, program diversity and contents. Al-
demir also discovers in Japanese programs that
the local governments are more dominant in ed-
ucational decision-making processes over the
central government, high school teachers are
required to hold an MA degree, and the teach-
ers’ teaching certificates should be renewed ev-
ery ten years. Uçar and Uçar (2004) compare the
Japanese education system with the Turkish one
in terms of compulsory education, middle and
higher education, teacher training, educational
management and funding, education duration
and overall problems. They highlight the inspir-
ing features of the Japanese system developed
in collaboration with schools, families, industries
and society for a higher development level. Demir
and Demir (2009) list the contributions of school
experience courses among the experiences and
socio-cultural gains of education faculty stu-
dents who have undertaken some of their study
abroad within the framework of Erasmus student
exchange program. Uygun et al. (2011) compare
practice teaching in teacher training programs in
Turkey, Germany and France, and make some
suggestions for the programs in Turkey.

The literature review reveals that almost all
the studies focus on education systems in the
European countries and comparative research on
Turkic Republics is exiguous. Peker (1999) exam-
ines Azerbaijani, Kazakhstani and Turkish edu-
cation systems in terms of goals and formal and
mass education, and detects some similarities and
differences in terms of educational activities,
length of education process, diversity of educa-
tion institutions and higher education. Social
factors affecting education systems in these
countries are investigated. Yilmaz (1996) exam-
ines science teaching at primary schools in Az-
erbaijan, Bulgaria and Turkey in terms of their

weekly schedule and specifically deals with the
teaching of “pressure” subject covered by the
books produced in accordance with these pro-
grams. Kircaalili (2001) compares preschool edu-
cation in Turkey and Azerbaijan with consider-
ation of historical development, staff, used pro-
grams, institutions’ physical structures, and in-
stitutions training preschool teachers. Ýbrahi-
mova (2002) analyzes social studies education
programs in Azerbaijan and Turkey in terms of
their structures and contents, which have been
determined in accordance with the changing
goals and objectives, and makes suggestions for
improvement. Yildirim (2006) makes a compari-
son between the social studies courses of 6th

and 7th graders in Turkey and the history course
offered to the same age group in Azerbaijan. Like-
wise, in consideration of these two countries
Aladdinov (2006) compares the curricula of ge-
ography classes at secondary schools, and Asl-
anov (2007) comparatively analyzes the content
of history classes for the 9th, 10th and 11th grades
to find the similarities and differences.

Ulas (2007) adopts a wider perspective to
comparatively examine Turkish and Azerbaijani
education systems in terms of their developmen-
tal stages and educational relationships after the
secession of Azerbaijan, and concludes that Az-
erbaijan can inspire from Turkey’s education
system in its renovation process. Boobekova
(2001) examines the primary school educations
in Turkey and Kyrgyzstan and compares these
systems in terms of their historical developments,
goals and principles, course books, teacher train-
ing and in-service training.

As is indicated above, not much educational
research has been conducted to compare Tur-
key with other countries, and the literature re-
view has yielded no noteworthy study pertain-
ing to English language teacher training and prac-
tice teaching in the Turkic Republics in Central
Asia.

Objectives

National education systems have always
been expected to meet the need resulting from
globalization, multiculturalism, fast-developing
information and communication technologies.
Therefore, it would be beneficial to examine the
education systems of other countries and pin-
point useful practices and solutions to analyze
and describe educational problems. Turkey plays
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a key part in spreading and sharing its accumu-
lated body of experiences thanks to its relations
with Turkic Republics and through reforms and
harmonization efforts in education as a part of
the process of integration into the European
Union. Further, it seems important for these coun-
ties, which are connected to each other with so-
cio-cultural and historical ties to cooperate es-
pecially in educational practices. Every year, Tur-
key admits undergraduate and graduate students
from Turkic Republics and makes efforts to in-
crease the number. Conducting research compar-
ing education systems of these two parties as a
result of the strategic cooperation and each party
benefitting from the other’s education systems is
likely to yield more successful outcomes. There-
fore, the primary concern of the current study is
to comparatively analyze the practicums in En-
glish language teaching programs in Turkey, Az-
erbaijan, Kyrgyzstan and Turkmenistan and to
reveal similarities and differences among these
programs. Plus, it is also intended to make sug-
gestions for better practices that can be achieved
through shared experiences.

From this viewpoint, the first part of the study
focuses on the related literature on comparative
research concerning teacher training programs
in Turkey. The second part emphasizes the place
and importance of practicum in these programs,
and summarizes the process and development
of practicum teaching in Turkish teacher train-
ing programs. The third part contains the ad hoc
method and research design. The obtained data
has been put into tables and comparisons have
been made in relation to methods and contents
of the practicums. The last part features conclu-
sive and evaluative remarks.

Importance of Practicum in Teacher
Training Programs

Teachers are among the most important fig-
ures determining the quality of an education sys-
tem, which can be improved with professional
education. The primary aim of successful teach-
ing training programs is to train teachers
equipped with specialized professional knowl-
edge and skills along with everyday knowledge.
Theoretical knowledge comprises one domain of
education process. Practice teaching, on the other
hand, is intended to help trainee teachers ac-
quire professional skills and behaviors. Theo-

retical knowledge becomes meaningful only
when prospective teachers come to use knowl-
edge and skills that they will need in real-life set-
tings (Azar 2003; Price 1987; Saglam et al. 2004).
Teaching skills can only be acquired when teach-
ers are actively engaged in a real teaching act
(Shulman 1987).

Munby et al. (2001: 897) express that recent
research has revealed that teaching skills can be
acquired and developed from personal teaching
experiences. Trainee teachers can discover how
to teach by teaching and reflecting on their teach-
ing experiences (Eisner 2002). Moreover, teach-
ing experience is the first step for trainee teach-
ers to develop their own teaching approaches
and beliefs. It is speculated that trainee teachers
regard school experience and practicum as the
most valuable part of teacher training and as a
way to acquire the skills they will need in actual
classes (Guyton 1989; Haigh 2001).

Practicum has always been helpful for train-
ee teachers to reflect upon their beliefs and to
realize their weaknesses and strengths (Numrich
1996). They find practicum useful to acquire pro-
fessional skills and experiences (Alakus et al.
2005; Gürbüz 2006). Besides, there is much re-
search on problems and solutions concerning
practice teaching. Conditions of practice schools,
attitudes of practicum supervisors or lecturers
and expert teachers, cooperation between facul-
ty and practice school are important factors for
practice teaching to be able to achieve its in-
tended goals. However, problems such as failure
of the practice teaching staff to offer adequate
help due to their loaded programs, the failure of
trainee teachers to effectively benefit from the
experiences of expert teachers, and their lack of
knowledge about the process, reduce the effica-
cy of practice teaching (Uslu 2001; Dönmez 2001;
Gürbüztürk 2000; Saglam et al. 2004). This is true
not only for Turkey, but many international stud-
ies state that lecturers cannot spare adequate
time for the practice teaching of trainee teachers
due to the fact that they are overloaded, short of
time, or they have to/want to spend more time on
scientific research (Borko et al. 1995; Goodlad
1994; Slick 1998).

Practicum in English Teacher Training
Programs in Turkey

Practicum in Turkey has been a part of teach-
er training since 1848, when the College of Teach-
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er Training for Secondary Education (then Darül-
muallimi-i Rüsdi) was opened, which used to
train teachers by adopting a Western perspec-
tive (Akyüz 2007). Over time, teacher training pro-
grams have undergone some changes and as a
result, practicums have been diversified. The
most drastic change was made with the “Pre-
Service Teacher Training Project” within the
framework of the World Bank National Educa-
tion Development Project in 1997. The aim of this
project, which was implemented with the collab-
oration of the Ministry of National Education
(MEB) and The Turkish Council of Higher Edu-
cation (YOK), was to restructure education fac-
ulties which were founded in 1982 and to help
them serve their purposes, namely training high-
ly qualified and specialized teachers who can
keep up with the rapidly changing world (YOK
2007).

This project was intended to train well-round-
ed graduates not only theoretically but also prac-
tice-wise. In this sense, YOK entered into a pro-
tocol with MEB to reinforce and sustain the rela-
tionship between education faculties and prac-
tice schools in order to increase the number of
practicums (YOK 2007). This radical change has
enabled trainee teachers to observe expert teach-
ers while teaching and to practice teaching for
short times. In the reformed education program,
the “School Experience” course was designed
to allow prospective teachers to get to know
about school organization and administration,
to observe daily routines of a school, to partici-
pate in extracurricular activities, to observe and
learn from expert teachers, to work with students
individually or in groups, to do teaching for a
while, and to better understand the teaching pro-
fession (MEB 1998; Tebligler Dergisi 1998: 2493).
The course is also expected to allow trainee teach-
ers to analyze the school, the students inside
and the teaching profession from various per-
spectives and to find a basis for their undergrad-
uate courses. At the end of this practice, pro-
spective teachers are supposed to have learned
about the practice school, its programs and stu-
dents, and its academic and administrative staff
(Sands vd. 1997).

On the other hand, the “Teaching Practice”
course helps teacher trainees acquire teaching
skills in a specific field in real classroom settings
and allows them to teach a given course in a
well-planned fashion. It is also thought to set
the ground to discuss and evaluate teaching

activities (MEB 1998; Tebligler Dergisi 1998:
2493).

In the teacher training program reformed with-
in the framework of YOK/World Bank National
Education Development Project (1997), more
emphasis is laid on practicum (Ataman 1998;
Duman 2005; Kavcar 2002; Dönmez 2001:20;
Aykaç 2004:38). The previous program used to
contain only one-semester practice teaching and
after 1998 three courses focusing on faculty-
school cooperation, namely (School Experience
I (3 credits), School Experience II (3 credits) and
Teaching Practice (5 credits)), which were inte-
grated into the program. After the implementa-
tion of the program, studies have been conduct-
ed to investigate the efficacy of those courses
and to what extent they have achieved the in-
tended goals and been useful to trainee teach-
ers, which resulted in dissenting opinions on their
usefulness (Aksu 2000; Ari et al. 1999; Azar 2003;
Gürbüz 2006; Kavcar et al. 1999; Korkmaz et al.
2000; Harmandar et al. 2000; Köroglu et al. 2000).
Expert teachers at practice schools regarded this
increase (from one semester to three semesters)
as an increasing burden in their workload
(Gürbüz 2006).

Gürbüz (2006) conducts a study on percep-
tions of senior ELT students in relation to School
Experience I and II and suggests in the study
that offering School Experience I in the first year
causes problems although the overall percep-
tion concerning practicum is positive. Trainee
teachers describe these challenges as “the feel-
ing of incompetency caused by the lack of ade-
quate knowledge of teaching methods and tech-
niques (as of the term the course is offered)” and
“identity problems of trainee teachers in class-
rooms” (Gürbüz 2006: 69). Further, the study sug-
gests that because the course is solely based on
observation, trainee teachers feel inactive, nei-
ther like a teacher nor a student, and feel like
going back to school years they have just fin-
ished. On the other hand, trainee teachers have
a more positive perception concerning School
Experience II. The study also shows that trainee
teachers are able to observe and practice teach-
ing more efficiently soon after they take teach-
ing methods courses.

In the 2006 amendments to the programs of
the education faculties, failing sides of the reno-
vation process initiated in 1997 were revised with
consideration to the feedback from administra-
tive and academic staff of education faculties
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(YLK 2007). High numbers of students visiting
practice schools, especially in larger cities and
education faculties, have caused some coordi-
nation and operation problems (Kavcar 2002).
One of the modifications to the revised program
concerns practice teaching. Because of the prob-
lems encountered at practice schools and due to
the view that students visit these practice
schools without acquiring the necessary theo-
retical teaching background, the hours allocated
for practicum have been reduced and the School
Experience course has been switched to a fur-
ther term (that is, the 7th term), in which prospec-
tive teachers supposedly hold more advanced
professional knowledge. During the course of
practice teaching, trainee teachers spend one day
a week (6 hours) at practice schools as required
by the School Experience course in the first term
and by Teaching Practice course in the second.

METHODOLOGY

Research Model

In this study, descriptive model has been
used to reveal similarities and differences by
comparing the practicums in English teacher
training programs of the countries in question.
For the purpose of the study, the techniques
such as demonstration, definition and analysis
have also been employed, which are quite com-
mon in comparative educational studies. The

qualitative data have been obtained using a ques-
tionnaire on the teaching processes. Practicums
in these countries have been compared partly
with a vertical but mostly a horizontal approach.
Previous studies and results have been compiled
by conducting a literature review, and it has been
concluded that such a comparison will be fruit-
ful to help countries share their experiences. The
data has been obtained through a questionnaire
administered on the lecturers teaching practicum
in the foreign language teacher training programs
in Turkey, Azerbaijan, Kyrgyzstan, and Turkmen-
istan. The teaching methods of experienced lec-
turers teaching the courses intended to help stu-
dents acquire pre-service teaching experience
have been analyzed and as a result the similari-
ties and differences in practice have been laid
down.

Participants

In this study, the questionnaire on practicums
has been sent via e-mail to the departments in
Turkic Republics in Central Asia. Four countries
that satisfactorily responded to the questionnaire
have been included in the study. Practice teach-
ing methods of three lecturers each from Turkey
and Azerbaijan and two each from Kyrgyzstan
and Turkmenistan have been compared. The
data has been obtained through face-to-face in-
terviews in Turkey and via a questionnaire and
e-mail in the others. Table 1 shows lecturers, in-
stitutions, and their professional experiences.

Table 1: Practicum lecturers

Lecturers Country Institution    Professional
     experience
         (year)

Tr_1 Turkey Gazi University, Gazi Faculty of Education, 15
  English Language Teaching

Tr_2 Turkey Gazi University, Gazi Faculty of Education, English 27
  Language Teaching

Tr_3 Turkey Gazi University, Gazi Faculty of Education, English 25
  Language Teaching

Azr_1 Azerbaijan Azerbaijan University of Languages 23
Azr_2 Azerbaijan Azerbaijan University of Languages 20
Azr_3 Azerbaijan Baku Slavic University, English Language and Literature 28
Krg_1 Kyrgyzstan International Ataturk Alatoo University, English 20

  Language and Literature
Krg_2 Kyrgyzstan International Ataturk Alatoo University, English 18

  Language and Literature
Trkm_1 Turkmenistan Devletmammet Azady Turkmen National Institute of 15

  World Languages
Trkm_2 Turkmenistan Devletmammet Azady Turkmen National Institute of 22

  World Languages
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 Data Collection Tools

Open-ended questions in the questionnaire
are determined in consideration of the Project of
Faculty-School Cooperation and have been im-
proved by reviewing the related literature and in
the data collection session in Turkey in accor-
dance with the suggestions of expert practicum
lecturers. In the current research, the contents
of the responses by the participant lecturers have
been analyzed and described for the purpose of
the study. In addition, the participants have been
asked via email to provide extra data.

Data Analysis

In this study, mainly a qualitative research
method has been adopted. Themes and codes
achieved via content analyses of the lecturers’
responses to the questionnaire items have been
comparatively described. The data obtained
through comparisons have been compiled to re-
veal as many similarities and differences as pos-
sible. Then this data has been put into tables.
The detected similarities and differences have
been evaluated to make solution-oriented sug-
gestions about practice teaching.

RESULTS  AND  DISCUSSION

Practicum teaching in all countries follows
the process of observing expert teachers and the
school setting and then the teaching practices.
However, there are differences in the duration of
practicum classes and in semesters in which they
are offered. Data on practicum classes, semes-
ters and frequencies are presented in Table 2.

 Semesters and frequencies of practicums
vary across countries. In Turkey, teacher train-
ees go to practice schools once a week every
week in their last academic year. Trainee teach-
ers in Azerbaijan and Turkmenistan participate

in teaching practice for about two months in the
last two academic years whereas practicum class-
es in Kyrgyzstan are offered in different semes-
ters (5th, 7th, and 10th semesters) for shorter peri-
ods of time. In Kyrgyzstan, practice teaching
starts earlier than for the others. On the other
hand, Turkey has adopted a long and extensive
practice teaching process rather than a short and
intensive one. Practicum offered in the last year
is likely to allow teacher trainees to visit schools
as equipped with specialized knowledge and thus
to more efficiently observe and appreciate the
practice in the light of theoretical knowledge.
Table 3 outlines the various duties and respon-
sibilities of the trainee teachers during their practi-
cum in the respective countries.

What trainee teachers have to do during prac-
tice teaching is quite similar in all countries. Reg-
ular and long visits to schools, observation re-
ports, discussion, and ultimately participation in
education process by practicing teaching are
required for the development of teaching skills.
Thus, all trainee teachers are expected to attend
practicums regularly. Reporting or keeping jour-
nals is an integral part of each country’s practi-
cum teaching and their contents aim at helping
students better understand the school’s admin-
istrative and academic procedures, classroom
management, efficient teaching methods and
techniques, students’ characteristics and evalu-
ation processes. In Kyrgyzstan, it has been ob-
served that it is very important for practicum lec-
turers to observe trainee teachers communicate
with students and get to know them. Each train-
ee teacher is asked to prepare a report about a
student and to give information about him/her,
for example, about his/her character, interests and
the likes, if possible. Moreover, the trainee teach-
er is expected to organize activities such as stag-
ing a short play in English or organizing an out-
of-class activity. This requirement suggests that
the responsibility of trainee teachers is not only

Table 2: English teaching practicums

Turkey Azerbaijan Kyrgyzstan Turkmenistan

Name of the course -School experience -Teaching observation -Passive pedagogical -  Observation
-Teaching Practice -Practice   practice  - Practice

-Active pedagogical
  practice

Practice semester/ 7th and 8th semester  3rd year 1 month 5th semester – 2 weeks 4th and 5th year
yearand frequency   (fall and spring in the  4th year 1 month 7th semester – 2 weeks 5/6 hours every

  last year)  Every day  everyday 10th semester – 8 weeks day during
  in a week (3 days a week) 7-8 weeks
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to effectively employ and transfer his/her skills
but also to know each student well. In Kyr-
gyzstan, trainee teachers’ evaluating the prac-
tice process and sharing their experiences with
junior classes is believed to be useful.

The criteria for trainee teachers to be suc-
cessful are similar in all the countries being con-
sidered. Trainee teachers are required to regular-
ly visit schools both, for observation and prac-
tice periods. The final grade is calculated on the
basis of observation reports, final gains reports,
teaching performances, and practice teacher’s
opinions (Table 4).

 It is evident that lecturers in these countries
have made their own suggestions to overcome

problems of top priority. Overpopulated classes
and problems resulting from the lack of coordi-
nation are among the most common problems.
Due to busy schedules, practicum lecturers have
difficulty observing teaching practices in crowd-
ed groups more than once and giving effective
feedback. Furthermore, it has been stated that
trainee teachers also go through problems in the
event that coordination with the practice schools
is not ensured (Table 5).

Lecturers in Azerbaijan note that the dura-
tion of the practicum is insufficient and trainee
teachers should stay longer at practice schools,
and that practicums should start from the first
year itself. In Turkey, this suggestion was put

Table 3: Duties and responsibilities of trainee teachers during practicum

Duties and responsibilities of trainee teachers during practicum

Turkey Trainee teachers report and file their observations as determined within the context of
practicum courses. They are expected to attend practicums regularly.   They work with a
practice supervisor and fulfill their duties without delaying the schedule.Firstly, they observe
daily activities and course planning processes and then practice what they have learned
under the control of the practice supervisor and with consideration of his/her feedback.
They help the teacher of the observed class with preparations. They observe and learn
about such aspects as administrative and academic procedures, teaching plans, teaching
processes and activities, course materials and classroom management. They also familiarize
themselves with students and communicate with them, evaluate them and actively participate
in the process under the guidance of practice supervisor.

Azerbaijan Trainee teachers begin teaching practice after observing experienced schoolteachers for a
week. They are required to keep observing and practicing on a regular basis. They prepare
daily reports about their observations. Some of the report contents include details about
the students’ behaviors, academic achievement, classroom management, methods, use of
portfolio in assessment and collaborative learning.Trainee teachers are required to prepare
course documents for at least two or three lessons for practicum lecturers to be able to
evaluate their performances. Apart from lesson plans, they observe and report the students’
activities and psychological moods individually and in groups.Feedback meetings are held
with practice supervisors and lectures after practices. Trainee teachers also observe each
other’s lessons.

Kyrgyzstan Trainee teachers are required to attend practicums.They regularly keep practice diaries (about
teaching methods, in-class activities and behaviors, students’ individual behaviors, and
teachers’ teaching methods).They thoroughly observe lessons of experienced teachers and
produce reports on their observations.They help teachers with material preparation and
the likes.They are expected to organize a social activity with students (for example,
drama).Trainee teachers are required to prepare lesson plans and expected to prepare such
lesson plans for 15 to 20 lessons in the course of practice.   They keep diaries during the
practice and prepare reports on their lessons. They are expected to observe and analyze a
student, to describe his/her in-class habits, and to write a character reference letter about
him/her.  They are expected to organize out-of-class activities. Finally they should submit
a report concerning their pedagogical gains. Moreover, they are supposed to give a seminar
to share their experiences with junior classes.

Turkmenistan One teacher at the practice school supervises two trainee teachers. Commitment and regular
attendance to observations and practices is obligatory. Trainee teachers visit practice
schools every weekday, observe lessons and take notes. When in classroom with the
teacher, they write down about their observations on issues such as grammar teaching,
materials used, classroom management, students, and evaluation.After observing lessons in
company with different teachers in different classes for the first two weeks, trainee teachers
are assigned to different practice classes.After trainee teachers have experienced teaching
practice in the rest of practicum, the practicum lecturer observes them at least twice and
then provides them with feedback.
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into practice but the efforts failed. Because trainee
teachers are unable to make effective observa-

tions without theoretical background, transfer-
ring observation practice from the first to the

Table 4: Criteria for passing practicum course and performance evaluation

Criteria for passing practicum course and performance evaluation

Turkey Apart from regular attendance, all observation reports should be delivered and practice
tasks should be fulfilled. The practicum lecturer together with the practice teacher
calculates the final grade, after reports are examined and practice performances are
observed.

Azerbaijan Apart from regular attendance, all observation reports should be delivered. For grading,
trainee teachers are expected to prepare for two or three lessons. The practicum lecturer
and the practice teacher calculate the final grade. In addition to the practicum lecturer,
a pedagogue or a psychologist may also observe the trainee teachers.

Kyrgyzstan During the 3rd and 4th year of the training, observations and reports are evaluated. On the
other hand, in the last year trainee teachers are evaluated on the basis of their teaching
performances. Apart from the practicum lecturers and the practice teachers, sometimes
principals, other English teachers, and co-heads of departments observe performances
of trainee teachers.

Turkmenistan Apart from regular attendance, all observation reports should be delivered and practice
tasks should be fulfilled. The practicum lecturer and the practice teacher calculate the
final grade.

Table 5: The most frequent problems of practicum lecturers and solution-oriented suggestions

The most frequent problems in practicum Solution-oriented suggestions for a better practicum

Turkey - Lack of cooperation and coordination - As the number of trainee teachers per practice teacher
    with practice school’s administrative decreases (for example, 1 or 2), they will surely be
    staff and teachers and their more willing to spare some of their courses for
    unwillingness to allocate their classes visiting trainees and to be a more dedicated mentor.
    for practice teaching. - If in-service training becomes widespread, in-class
- Disappointment of trainee teachers practices of expert teachers may not become obsolete.
    as a result of the fact that practice  - Teacher training certificate programs offered to
    teachers who are non-field graduates non-ELT graduates should include teaching methods
    or who suffer from burnout cannot and practicums peculiar to foreign language
    exhibit the behaviors the trainee teaching.
    teachers have been expecting to see.

Azerbaijan - Exiguous practicum- Trainee teachers’ - It can produce more fruitful results to offer
    difficulty earning respect as a teacher observation-based classes as of the first year in
    and establishing authority. order for prospective teachers to better know real

school settings.
- Content of classroom management courses can be

made more comprehensive and more time can be
allocated for this particular course. Expected
problems and probable solutions can be discussed.

Kyrgyzstan - Practicum lecturers face difficulty - If trainee teachers are divided into smaller groups,
    monitoring 25-30 trainee teachers more mentoring and guidance will surely become more
    than once due to his/her busy programs. effective and organized. - It can be useful to provide
    school. more detailed information about classroom
- Problems due to lack of coordination management and to encourage practice school
    with practice teachers to offer more guidance and help for
- Trainee teachers’ problems in managing trainee teachers.
    teenagers.

Turkmenistan - Trainee teachers’ lack of motivation - Meetings can be held in order to increase cooperation
    to participate in practice teaching and with academic and administrative staff at practice
    their tendency to avoid practice courses schools.- The number of trainee teachers per expert
    for a variety of excuses- Intensive teacher at practice schools is not high (2 trainee
    programs of practicum lecturers teachers) but to increase their motivation

levels, it should be helpful to increase the
opportunities of teaching profession to make it
more attractive.
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last year may prove useful and exemplary for
Azerbaijan. This case may be taken into consid-
eration to reorganize the practicum teaching.

Lecturers in Kyrgyzstan express that it is like-
ly to be efficient to provide more detailed theoret-
ical knowledge, a more dedicated mentorship and
support, and a well-planned orientation especial-
ly in classroom management. Moreover, lecturers
also note that they are encumbered by the obser-
vations as of the 3rd year of the five-year teacher
training and the practice in the last year. They are
of the opinion that the process can effectively be
implemented with smaller groups.

The most significant problem according to
Turkmen lecturers is that majority of the prospec-
tive teachers do not wish to do teaching but bet-
ter paying jobs after graduation, which makes
them reluctant to participate in practicums. They
express that this situation can be improved by
bettering the working conditions of teachers.

Turkish lecturers point out that practice
school principals and teachers might be reluc-
tant due to the excessive number of trainee teach-
ers simultaneously visiting practice schools es-
pecially in overcrowded cities and departments.
The lecturers have associated their reluctance
with the number (that is, around 6) of the trainee
teachers allocated to each expert teacher and
suggested that this problem can be solved with
smaller groups.

Trainee teachers state that discrepancies
between requirements of their training in foreign
language education and practices they observe
are demoralizing. They note that inappropriate
practices of the expert teachers they have visit-
ed are disappointing. The lecturers in Turkey
state that in-service trainings should be conduct-
ed and teachers who graduated earlier than the
changes in the recent training program should
also attend in-service trainings to catch up on
how to teach young learners.

In this respect, they point out that non-ELT
graduates are employed as English teachers due
to the fact that the number of ELT graduates can-
not satisfy the need for foreign language teach-
ers. Therefore, they suggest that pedagogy ed-
ucation offered to non-ELT graduates should
include and focus on foreign language teaching,
in particular foreign language teaching to young
learners.

CONCLUSION

As the need for integration into the rapidly
developing world rises, comparative education-

al studies have become increasingly important.
From this viewpoint, because Turkey has been
going through a process to become an EU mem-
ber, it has taken for granted for the Turkish aca-
demia to carry out studies concerning the EU
countries and their education systems. Howev-
er, there is exiguous comparative research on
education systems of Turkic Republics with
which Turkey holds historical and cultural bonds
and is socio-economically and strategically get-
ting more connected. Therefore, educational
cooperation with Turkic Republics is as impor-
tant as an economic partnership. Thus, it would
be beneficial to pinpoint the similarities and dif-
ferences in practicums being an integral part of
English language teacher training programs in
the aforementioned countries.

The present study aims to investigate how
expert lecturers organize and coordinate the prac-
tice teaching in Turkey, Azerbaijan, Kyrgyzstan,
and Turkmenistan, to reveal similarities and dif-
ferences in practicums, to pinpoint the most fre-
quently encountered problems, and to make
some solution-oriented suggestions. Qualitative
data on practices have been collected using a
questionnaire. Although practices are centralized
and supposed to be standardized in these coun-
ties, individual approaches of lecturers can be
quite effective indeed. Therefore, the results are
limited to the lecturers’ practicum teaching ap-
proaches, their views about the problems they
have encountered and probable solutions. In
other words, it is limited to one-to-one practices
and lecturers’ approaches. The questionnaire is
administered face-to-face in Turkey and through
e-mail in Azerbaijan, Kyrgyzstan, and Turkmeni-
stan. Data is assumed to be reliable.

Once the findings of the study are made com-
parable through the qualitative analysis meth-
ods, it becomes easy to find similarities and dif-
ferences. Practicum courses can be performed
more effectively as a result of systematic inter-
action among the parties to inform each other
about their own practices, gains and problems.
For instance, lecturers in Azerbaijan emphasize
the importance of practicum and note that prac-
tice teaching and observation should begin in
the first year. Similarly, in the previous recon-
struction process in Turkey (1997), the School
Experience I was included in the first year pro-
gram. Nevertheless, due to the problems faced
during the implementation of the program, this
course was removed from the revised program in
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2006 and a new practice was introduced in the
last year when trainee teachers were supposed
to have already acquired background knowledge
and could benefit from the process more effec-
tively. It will be useful that lecturers in Azerbaijan
are informed about this once-practiced-then-
abandoned program. Likewise, thanks to shared
experiences, practices considered to prove use-
ful can be generalized. Mini seminars, which are
organized by lecturers in Kyrgyzstan wherein
trainee teachers share their experiences with jun-
ior teacher trainees, can be included in the train-
ing programs by lecturers in other countries. It
will be useful for junior teacher training students
to learn about experiences, difficulties, or sug-
gestions of the senior trainees at a meeting or
seminar that the seniors will organize before their
graduation. Even if not indicated in the program,
practicum lecturers can take initiatives to intro-
duce such activities in the practice teaching pro-
grams of other countries. A trainee teacher’s get-
ting to know a student, writing a report about
his/her character and interests, and organizing
(out-of-class) social activities can be counted
among “the best practices”. Practices of this kind,
which primarily indicate that trainee teachers hold
the responsibility arising from the very nature of
teaching profession rather than mere background
knowledge, can be incorporated in their practi-
cum classes by lecturers.

RECOMMENDATIONS

The researchers expect the results obtained
in this study to establish the ground for a more
comprehensive study with the participation of a
larger corpus of countries and via official insti-
tutions. Moreover, student and lecturer mobility
programs between Turkey and Turkic Republics
like the ones with European countries are be-
lieved to prove fruitful to compare and develop
education programs, share experiences, and im-
prove intercultural communication.
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