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Introduction

The Erasmus programme was launched by the European Commission in 1987, and has expanded to include
students, university staff, and teaching staff to promote cooperation among higher education institutions
(Vossensteyn et al., 2010, p. 17). In addition to mobility for study, traineeship programmes have been
supported by Erasmus since 2007, and have become the second most popular mobility due to the increasing
number of students (Souto-Otero et al., 2019). Within this programme, students have the opportunity to
study or have traineeship experiences of 2-12 months in the Erasmus+ programme countries (Erasmus+
Programme Guide, 2023).

What is evident to date is that due to their increasing popularity, mobility programmes, especially Erasmus
programmes, have occupied a prominent place on the research agenda. The studies focusing on mobility for
study programme were mostly concerned with the reasons for participation as well as the benefits and
challenges. To begin with the reasons, living in a different country, travelling, location of the country, foreign
language improvement, meeting new people, and academic motivations were the main reasons for
participation, while availability, location, and having friends going to the same institution were the cited
choices for the institution (Jacobone & Moro, 2015; Van Hoof & Verbeeten, 2005; Vossensteyn et al., 2010).
As for the benefits of the programme, the relevant studies listed several cultural, personal, linguistic, and
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career contributions, including foreign language proficiency, intercultural competences, new teaching
methods, and soft skills such as knowledge of different countries, adaptability, and confidence (European
Commission, 2014; Flander & Korada, 2020; Jacobone & Moro, 2015; Nedelcu & Ulrich, 2014; Roy et al.,
2019). Such international contacts, however, are not without challenges as students could encounter
problems about adjustment, accommodation, administration, insufficient language skills (Nedelcu & Ulrich,
2014; Vossensteyn et al.,, 2010), insufficient support of their sending institution (Jacobone & Moro, 2015), and
financial difficulties due to insufficient grant amount (Borm, 2020; Fernandez Agtiero, 2017).

The Erasmus programme is stated to be important for professional development and position. To the
advocates of this line of thinking, it could offer opportunities for professional career and subsequent
employability (Bryta, 2015). However, only a small number of studies have partly focused on international
mobility programmes with traineeship experiences. Some of these studies emphasize that the mobility could
turn into a tool for academic learning, self-development, and reflection (Cuzzocrea & Krzaklewska, 2023),
while some others focus on the increased opportunities for future employment in the labour market (Holicza
& Tobth, 2018; Souto-Otero et al., 2019).

As for the current study context, student teachers in Tirkiye can benefit from various international exchange
programmes such as the Fulbright, Erasmus, and Work and Travel (Kirkgdz, 2016). Turkish scholars listed
several benefits of the programme including academic, intercultural, personal, linguistic, professional, and
social contributions such as consciousness about student-centred activities, intercultural understanding, self-
confidence, educational technology skills, comparing different educational practices, and foreign language
skills (Altintas & Saricoban, 2023; Aslan Ozdemir, 2019; Fidan & Karatepe, 2021; Giirel & Aslan, 2022; Onen,
2017; Sahin, 2008; Temel, 2022; Unlu, 2015). On the other hand, the cited difficulties included bureaucratic
issues, cultural and educational adaptation, accommodation, homesickness, cultural misunderstanding,
stereotypes, inadequate pre-departure training by the Erasmus Office, and some adaptation problems upon
arrival (Erdem Mete, 2017; Fidan & Karatepe, 2021; Kayaoglu, 2016; Onen, 2017).

Based on the relevant literature, it appears that there is a need to question the effectiveness of international
student traineeship programmes, which is still after years of research not always crystal clear. Thus, this study
aims to reveal the reflections of pre-service EFL (English as a Foreign Language) teachers who participated in
the Erasmus student traineeship programme to shed light upon various aspects of the programme, and make
recommendations for relevant stakeholders.

Reasons for the Current Research and Research Questions

There are a number of starting points for the current study. First, it is voiced in the literature that there is a
need for more qualitative studies to contribute to the quality of the international exchange programmes,
offer practical implications, and fully meet the potential of Erasmus programme (Fernandez Aglero, 2017;
Van Hoof & Verbeeten, 2005). Second, this study is underpinned by the call for future studies in the relevant
literature to investigate academic, cultural, personal, and linguistic contributions of Erasmus experiences
(Fernadndez Agtiero, 2017; Unlu, 2015).

Third, although a substantial body of research has been directed towards mobility for study programme in
different contexts (Borm, 2020; Fernandez Agliero, 2017; Flander & Korada, 2020; Jacobone & Moro, 2015;
Nedelcu & Ulrich, 2014; Roy et al,, 2019; Van Hoof & Verbeeten, 2005; Vossensteyn et al., 2010), these studies
have not addressed international teaching experiences (Bryta, 2015; Cuzzocrea & Krzaklewska, 2023; Di
Pietro, 2022; Garcia-Siso et al., 2023; Hauerwas et al., 2017; Holicza & Toth, 2018; Lee, 2009; Souto-Otero et
al., 2019), and most of these studies are not specifically about Erasmus student traineeship programme. As to
Turkish context, similarly, there are more studies about mobility for study (Altintas & Sarigoban, 2023; Aslan
Ozdemir, 2019; Erdem Mete, 2017; Fidan & Karatepe, 2021; Gurel & Aslan, 2022; Kayaoglu, 2016; Onen, 2017;
Temel, 2022; Unlu, 2015) compared to international teaching experience related studies (Sahin, 2008), and to
the best of the author’s knowledge, no research has specifically focused on Erasmus student traineeship
programme in this context. Fourth, this study was conducted as a response to the need for investigating the
outcomes of international student mobility programmes with a focus on students from countries other than
the USA, Europe, or developed countries (Di Pietro, 2022; Roy et al., 2019). Last but not least, pre-service and
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in-service English teachers appear to be under-researched groups within the scope of Erasmus student
traineeship programme in that only few studies in Tirkiye (Onen, 2017; Temel, 2022) included English
teachers, and these were not specifically about the traineeship programme. Thus, it appears that reflections
of English teachers on the Erasmus student traineeship programme, with a specific focus on before, during
and after stages, come to the fore as a research area. To this end, this study aimed to answer the following
research questions which centre on the actions and activities in the pre-while-post stages of the programme
respectively:

1- What are the reasons of the participating English teachers for applying for the Erasmus student traineeship
programme?

2- What are the reflections of the participants on receiving institutional support and application procedures?
3- What are the reflections of the participants on the contributions of the programme?

4- What are the reflections of the participants on the efficiency of the programme in meeting their
expectations?

5- What are the recommendations of the participants for future traineeship students and enhancing the
quality of the programme?

Method

Research Design

The current study aimed to gather data about different stages of an exchange programme through revealing
the past experiences of the participants at first-hand. Thus, the methodology of the study was informed by
descriptive-narrative research design where the participants relied on their past experiences in a sequence
and shared the consequences of these experiences. During this process, the link between construction of the
self and the surrounding socio-cultural circumstances is established (Chase, 2008; Floersch et al, 2010;
Riessman & Quinney, 2005). To illustrate, the participants, who were in-service English teachers and had
participated in the Erasmus student exchange programme when they were pre-service English teachers, were
asked to reflect their thoughts about their past experiences regarding the programme. While reflecting on
their past experiences, the participants were asked some questions about before, during, and after stages of
the programme in a sequence, and then expected to make interpretations about what happened as a
consequence of these past experiences by considering the unique social and cultural situation in their own
teaching context.

The current study was mainly driven by qualitative methodology for descriptive purposes. As a kind of
qualitative research, narrative studies centre on interpreting the core of first-person narrative data, and reveal
the lived experiences of individuals. In this vein, this study attempted to explore the phenomenon at hand
within its natural context, uncover the experiences and meanings of participants in a deeper sense, and
capture the richness of these experiences and meanings qualitatively. To put succinctly, this study focused on
a specific case in a specific context qualitatively (Creswell, 2009; Creswell et al., 2003; Creswell et al., 2007;
Dornyei, 2007; Hamilton & Corbett-Whittier, 2013; McKay, 2006; Patton, 2002), that is, reflections of a small
number of pre-service English teachers at a state university in Turkish context to ensure deeper analysis of
the Erasmus student traineeship programme based on the first-hand experiences of the participants.

In line with the nature of descriptive-narrative research, the current paper employed semi-structured
interviews which include probing and open ended questions to gather the individuals’ thoughts in detail
(Adams, 2015). Additionally, the flexible nature of semi-structured interviews can enable interviewees to
elaborate on their personal experiences (Cohen et al., 2007). Thus, the interviews included some open-ended
questions about before, during, and after stages of Erasmus student traineeship programme, and based on
the interaction between the interviewer and interviewee as well as the responses and comments of the
interviewee, further questions were also asked to receive deeper reflections.
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Participants

Erasmus+ programme mainly consists of student mobility and staff mobility. In this sense, higher education
institutions could implement the following mobility types: student mobility for studies, student mobility for
traineeship, staff mobility for teaching, and staff mobility for training. It should be noted that in this study,
student mobility for traineeship programme was studied in that the participants who took part in the
Erasmus student traineeship programme as pre-service English teachers were included in the study. Since the
aim of the study was to promote retrospection on the part of the participants, the participants who took part
in the Erasmus student traineeship programme one year before the study was conducted were included in
the study. After their traineeship experiences, the participants were appointed as in-service English teachers
in different cities of Tlrkiye. Thus, the pre-service English teachers turned into in-service English teachers
meanwhile, that is, they were in-service English teachers at the time of data collection.

The researcher first contacted the head of the department a state university in the Aegean region in Tirkiye
in order to reach the pre-service English teachers who previously took part in the Erasmus student
traineeship programme. While determining the list of the possible participants, the ones who finalized their
traineeship one year or two years before the data collection were preferred since a longer time duration may
have resulted in recollection of their past experiences at a lower level. Thus, there were seven students in the
list. The researcher contacted them via email, and asked for their voluntary participation in the study twice.
Four people responded to the email to take part in the study and all of them were females. Therefore, the
participants were four female teachers who completed their Erasmus student traineeship programme one
year before becoming in-service EFL teachers. Thus, they were involved in retrospection with a critical eye
while sharing their first hand reflections on their previous Erasmus teaching experiences. They were recruited
through convenience sampling (Mackey & Gass, 2005) because the researcher contacted the participants
who were within easy reach, and went on with the voluntary participants.

As for ethical considerations, all the procedures performed in this study involving humans were in accordance
with the ethical standards of the institution at which the study was conducted. The researcher obtained the
official permission from the Social and Human Sciences Research and Publication Ethics Board of the
university. Then, the participants were contacted, and the interviews were conducted with the voluntary
participants. However, at this point, a few words should be said about the potential biases in the study in that
the study was based on the self-reported data of the participants and their subjunctive perceptions might
have influenced their reflections. Due to the descriptive-narrative design of the study, employing interviews
appeared as a must rather than a luxury to gather lived experiences of the participants. With an aim to
overcome social desirability and confidentiality issues in the study, the participants -who were recruited
among the voluntary ones- were made sure that their identity would not be shared by third parties, their
answers would only be used for scientific purposes (as indicated in the consent form), and more importantly
they were given the freedom to choose a pseudonym for themselves. Last but not least, the participants were
not students of the researcher, and they had already become in-service English teachers when the study was
conducted.

Data Collection and Analysis Procedures

This study followed qualitative data analysis steps. For this purpose, a semi-structured interview form (SIF)
was employed to collect deeper reflections of the participants (Nunan & Bailey, 2009). The flexibility of the
SIF facilitated asking probing and open ended questions, and gathering more detailed responses (Adams,
2015) since the participants had the chance to elaborate on their past experiences (Cohen et al., 2007). The
researcher formed the SIF items after reviewing the relevant literature in order not to miss important aspects
or come up with irrelevant categories (Hauerwas et al., 2017; Hsieh & Shannon, 2005). In addition, while
forming the items in the SIF, the researcher paid attention to the research questions as well as context-bound
differences for the participants, and considered all the stages (before-during-after) of the Erasmus student
traineeship programme to offer a comprehensive picture about the programme. During question item
preparation stage, the researcher attempted to start with questions revealing some background data and
demographic features as lead-in questions to start the interview, and start with easy questions to answer and
then went on with controversial questions which required longer answers. The researcher also paid attention
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to writing clear and simple questions in addition to using prompts (Jacob & Furgerson, 2012). Then, think-
aloud sessions regarding the content of the first draft SIF were performed with the experts and then the
second draft of the SIF was sent to these experts via e-mail to ensure trustworthiness before implementation.
The experts were two professors at an English Language Education Department from a state university in
Tirkiye. After their feedback, the SIF was revised in terms of content, wording, and layout, and then sent back
to the experts for the second round again. After receiving their final comments, the researcher edited the
content, wording, and layout to give the SIF its final form. Based on the preferences and availability of the
participants, the data were collected via semi-structured, online interviews (See Table 1) in three weeks (from
6" to 22" November, 2021). The participants first completed the SIF in written form and then there were
online interviews to obtain deeper reflections of the participants. During these interviews, the participants
referred to retrospection with a questioning eye while sharing their past experiences they lived throughout
the programme. Each participant was given a pseudonym, based on their own choices, to ensure
confidentiality and gather in-depth reflections.

No framework or theory was taken as the basis for coding or categorising the data since a data-driven
approach was adopted in the analysis procedures. Thus, the emerging themes were formed via comparing
previous and next samples of the interview responses to crosscheck the coming flow of data due to iterative
procedures in qualitative data analysis (Dornyei, 2007; Fraenkel et al., 2012).

Table 1. Participant and Data Collection Details

Pseudonym Country From To Online interview details
Microsoft Teams
Martina Spain 02.09.2019 20.12.2019
91 minutes
Microsoft Teams
Gudu Czech Republic 01.09.2019 29.12.2019
49 minutes
Microsoft Teams
Emily Czech Republic 09.10.2019 22.12.2019
71 minutes
Microsoft Teams
Veronica Italy 30.09.2019 26.02.2020

64 minutes

Table 1 reveals demographic features of the participants. There were four females who participated in the
Erasmus student traineeship programme when they were pre-service English teachers. The participants were
all from Turkiye and visited different countries for traineeship. As indicated in the table, one of them visited
Spain, one of them visited Italy, and two of them visited Czech Republic. For example, within the scope of the
traineeship programme, Martina stayed in Spain between September 2019 and December 2019, while Gudu
stayed in Czech Republic between September 2019 and December 2019. Emily stayed in Czech Republic
between October 2019 and December 2019, and finally Veronica stayed in Italy between October 2019 and
February 2020. The interviews were held via Microsoft Teams, and the duration of the interviews varied
according to the participant (ranging from 49 minutes to 91 minutes).

After the interviews were conducted and transcribed, the gathered data were subjected to conventional
content analysis. Due to the recursive nature of qualitative data analysis, the researcher followed a zigzag
pattern in that s/he jumped backward and forward while analysing and comparing the coming flow of
interview data. Content analysis was adopted as it holds some benefits such as employing retrospective data,
having lower costs, tracking changes over time, and detecting trends. Specifically, the retrospection
opportunity has the potential to make content analysis unobtrusive, and remove undesired interaction
impact between the researcher and subject (Hsieh & Shannon, 2005; Kondracki et al., 2002).

Following data collection and transcription of the interviews, the researcher initially pinpointed and tallied
specific keywords that functioned as codes to quantify the presence of particular content for further
interpretation. However, it should be noted that the words and phrases with positive or negative connotation
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were meticulously taken into consideration. Subsequently, the codes were classified into categories according
to their similarities, and these categories were then organized into broader themes (transitioning from
specific codes to categories, and then to more general themes). While trying to reach a more complete
picture about the nature of data, the researcher checked and revised the previous and next samples of the
interviews several times in a zigzag pattern iteratively. Throughout the data analysis procedures, the
researcher remained aware of the fact that the nature of qualitative analysis ought to be descriptive and
interpretive (Lindgren et al,, 2020).

To ensure the trustworthiness of qualitative data analysis procedures, the researcher followed the
requirements of the credibility, transferability, dependability, and confirmability (Lincoln & Guba, 1985). First,
to ensure credibility of the study, the scope of the study was narrowed down to Erasmus teaching
experiences of English teachers; the researcher contacted the participants with previous Erasmus teaching
experiences, and prepared the interview items in light of research questions. The participants first completed
a written survey about their previous Erasmus teaching experiences and then there were online interviews
which required the participants to elaborate on their survey items by giving examples. These interview
questions went through expert opinion before data collection to ensure that they served the research
questions. Next, to ensure transferability of the study, participant profile, research context, and analysis
procedures were offered in detail. The quotations of the participants were also provided to exemplify the
emerging themes under each research question. Then, to ensure dependability of the study, the timeline of
the study was shared and steps of data analysis were clearly stated. Finally, to ensure confirmability of the
study, the participants chose a pseudonym for themselves and this pseudonym was used for all the direct
quotations to ensure confidentiality and gather in-depth reflections of the participants. After the interviews,
the content of video-recordings was transcribed and the researcher referred to constant comparison method
while analysing the data in that the researcher constantly compared and contrasted the coming flow of
information in the data. At last stage, the researcher revised the emerging themes two weeks later to ensure
intra-rater reliability.

Ethical Disclosure

Ethics Committee Approval: This research was conducted with the permission obtained by the Pamukkale
University Scientific Research and Publication Ethics Social and Human Sciences Board's decision dated
03/11/2021 and numbered E-93803232-622.02-126075.

Results and Discussion

The current paper focuses on before, during, and after stages of the Erasmus student traineeship programme
hierarchically. Thus, the findings offer evidence into what motivated the participants before the programme,
what happened during their application and traineeship procedures, and what kind of contributions were
observed after the programme, with a specific focus on the (mis)match between their prior motivations and
ultimate contributions at the end. For this purpose, the research questions (RQ) are presented respectively
and the relevant findings are discussed accordingly.

RQ1: What are the Reasons of the Participating English Teachers for Applying for the Erasmus Student
Traineeship Programme?

Three participants chose the programme due to travelling opportunities, and this is followed by practicing
teaching skills, and improving English speaking skills. In addition, it appeared that the programme offered a
gap year or refreshment opportunity for some participants as follows:

Emily: “...to improve my speaking skills, and travel to other countries.”
Martina: “Actually, my first aim was to travel.”

Gudu: "The programme was a very good opportunity rather than working as a substitute teacher or doing
nothing. This is the most important reason. Also, working and living there, and experiencing its culture via
receiving grant was a big advantage.”

Veronica: "...to practice English actually.”
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Similar to previous research (Holicza & Toth, 2018; Jacobone & Moro, 2015; Kayaoglu, 2016; Vossensteyn et
al, 2010), it should be noted that the participants’ personal and cultural reasons outweighed their
professional reasons. In contrast to Holicza and Téth (2018), opportunities in the labour market and a better
CV for future employment were not among the cited professional motivations in this study. In this sense, the
applicants need to be informed about the professional outcomes of the programme by the relevant
stakeholders to balance or approximate personal, intercultural, and professional gains in line with the aims of
Erasmus programme.

During the interviews, the participants also touched upon their reasons for choosing the receiving traineeship
institution. All the participants stated that they chose the institution due to the acceptance since they applied
to various institutions, and chose the one which accepted their application. Additionally, three participants
indicated that friend recommendation was influential in their decision. Finally, they mentioned traineeship
and accommodation options, and location as their reasons for choosing their receiving institutions.

Martina: “...it was easy because and there were lots of opportunities in Spain... | searched about
accommodation and other opportunities so | wanted to choose the cheap one. Also, one of my friends went
to Granada, so | wanted to be close to her.”

Gudu: "Just by chance. | applied there, and they confirmed me.”

Emily: “Actually, | wanted Czech Republic. It is the centre of Europe. So, | can travel to other countries ...an
institution in Czech Republic accepted my application.”

Echoing Van Hoof and Verbeeten (2005), availability and location of the country as well as having other
people in the same country came to the fore as the main reasons. Similar to Vossensteyn et al. (2010), this
demonstrates that students may prefer countries due to individual, social, and cultural issues. However, the
participants seemed less conscious about the professional aspects of the institution.

RQ2: What Are the Reflections of the Participants on Receiving Institutional Support and Application
Procedures?

The participants received the grant provided by the sending institution, and this grant included all their
expenses such as transportation, accommodation, and insurance. Thus, none of them found the grant
sufficient to cover their expenses. The financial difficulties due to payment procedures (Kayaoglu, 2016), and
insufficient grant amount have been voiced in previous research as well (Borm, 2020; Fernandez Agliero,
2017; Nedelcu & Ulrich, 2014; Vossensteyn et al., 2010). For example, Martina said that she had some private
courses to increase her income, while Emily stressed the supportive role of the receiving institution rather
than the sending institution.

Martina: “Spanish institution supported me more...but with time | had Apoyo classes, it is like private class.
...grant should be paid monthly... Now, it should be increased because of the currency... | think it should be
monthly because | can arrange everything, organize my travels.”

Emily: “Our sending institution did not help us for these accommodation problems, so we had to stay in
hostels and it was not cheap. Actually, the receiving institution in the Czech Republic really helped me and
my friend for accommodation... Our grant is not enough. Apart from the hostel price, | have only 20 euros,
and it is for transportation, telecommunication, travelling. It was not sufficient. It should be increased.”

Another issue is related to the guidance of sending institution. Similar to Jacobone and Moro (2015), the
participants attracted attention to the insufficient support of their sending institution about receiving
information, and valued the support of the receiving institution more than their sending institution. These
students were in need of more structured guidance as they held some unfavourable attitudes towards their
sending institutions due to lack of systematic support.

The participants also indicated that they felt confusion about paperwork, and could not get the needed help
from their sending institutions especially. Thus, they had to deal with the legal procedures via their individual
efforts, friends’ guidance, and online group recommendations. To illustrate, all the participants had problems
about visa issues, and three participants complained about a lack of guidance of the sending institution or
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unavailability of the staff. Additionally, two participants had challenges about banking issues. Finally, one of
them reported the difficulty of getting residence permit.

Martina: “...in my visa process...it was so difficult. | had missing papers, and my coordinator in Spain helped
me a lot for this. Also, residence permit... and when | applied for residence permit, it took one month and five
days to take this residence permit, and it was so difficult. My coordinator helped me for this, too. ... it was
also really difficult to exchange the money for me there.”

Gudu: "My biggest problem was about visa because...Our sending institution did not tell us about what is
needed to prepare. There was no information about the consulate and | did not know what kinds of
documents were needed beforehand. | did the paperwork thanks to my friends.”

Veronica: “...in Tlrkiye, so much trouble with the paperwork, with the insurance. The hardest thing is applying
for visa and getting visa...we have so many students who worked via the programme, so they helped me a
lot. | needed more guidance.”

Emily: “Actually, the biggest difficulty | saw was information about visa, acceptance letter, what is an
acceptance letter, traineeship application form or... how | can apply for visa. We sent the documents to our
university but sometimes they did not answer us, and sometimes we could not find any person in the office...
The most difficult thing is applying for visa.”

In line with the findings of Kayaoglu (2016), the reflections specifically included visa issues. The participants
suffered from a lack of proper guidance by their sending institution about the paperwork (Jacobone & Moro,
2015; Vossensteyn et al, 2010) in that they mentioned a lack of information at sending university, and
guidance of International Relations Office (Nedelcu & Ulrich, 2014). Rather than institutional support, they
relied on their own coping strategies, friends’ recommendations or receiving institutions’ guidance to cope
with their difficulties.

RQ3: What Are the Reflections of the Participants on the Contributions of the Programme?

Echoing previous research (Di Pietro, 2022; Fidan & Karatepe, 2021; Garcia-Siso et al., 2023, Lee, 2009;
Nedelcu & Ulrich, 2014; Roy et al,, 2019; Sahin, 2008; Unlu, 2015), all the participants indicated that they
improved their intercultural communication skills thanks to the programme. To illustrate, they indicated that
they had the chance to visit different countries, meet new people, see new cultures, welcome differences,
taste new food, and learn about different lifestyles and nonverbal communication elements. They also
touched upon enhancing foreign language proficiency, and learning new teaching methods, which is in
parallel with previous studies (Aslan Ozdemir, 2019; Di Pietro, 2022, Fidan & Karatepe, 2021; Garcia-Siso et al.,
2023; Lee, 2009; Nedelcu & Ulrich, 2014; Onen, 2017; Sahin, 2008; Temel, 2022; Unlu, 2015).

Martina: “Now | can speak some Spanish...l improved my own English speaking and listening skills, too... |
learned many countries that | even have never heard before... teachers there were using different techniques
and | am using their techniques now.”

Gudu: "It was absolutely a nice experience for me to see new cultures and countries. Seeing new people
changes a person deeply. We had an Erasmus Day with all the Erasmus students. They found our meal very
interesting... | do not think it improved my teaching skills because the school was so difficult for us. It was
very difficult to work with the children. It was not like teaching accurately.”

Veronica: "Yes, just a little Italian....| see that individual differences are more important in Italy.”

Emily: “...for example, their accent was very different. First, | had some difficulty while trying to understand
their accent... There was the language barrier and | used my body language.”

These findings lend support to those reported by Altintas and Saricoban (2023), and Vossensteyn et al. (2010)
since these responses demonstrate the linguistic and intercultural contributions of the programme. Seeing
different countries and cultures seem to help the participants to develop sympathy and understanding
towards differences. In this sense, it can be claimed that the programme had some interpersonal and
intrapersonal benefits (Flander & Korada, 2020). However, it appears that social and cultural contributions
were in the first place, while academic and professional contributions were secondary (Giirel & Aslan, 2022;
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Jacobone & Moro, 2015). As for challenges, limited budget was their main obstacle, and they suggested
increasing the grant for more travel opportunities, which has been voiced in previous research as well
(Altbach & Teichler, 2001; Borm, 2020; Vossensteyn et al., 2010).

RQ4: What Are the Reflections of the Participants on the Efficiency of the Programme in Meeting Their
Expectations?

The participants first shared their expectations from the programme. Their main expectations were mostly
driven by intercultural and personal needs since all of them aimed to see different cultures via travelling,
visiting different countries and tasting a different cuisine. Additionally, three of them aimed to improve their
linguistic skills (English or native language of the receiving institution) in terms of speaking, pronunciation
and native-like fluency. Besides, two stated making friends as their additional expectations. Finally, only one
participant aimed to improve her teaching practices. Improving social skills, technological skills, and building
self-confidence were their additional expectations.

Martina: “| was expecting more teaching. | was more like an assistant teacher rather than their real teacher. It
was my aim to speak well and my pronunciation. | aimed to improve my Spanish skills, too. | studied Spanish
before | went there.”

Gudu: "l thought when | go to Prague, | can speak well as a native speaker but, it did not... | wanted to see
other countries and cultures...| can say making friends but improving teaching practices wasn't my
expectation.”

Veronica: "l was not a talkative girl when | was at university so | forced myself about going abroad to be more
social. | was planning to learn making pizza, coffee in Italy... eating habits for example.”

Emily: “Improving my speaking skills and travelling.”

Interestingly, enhancing teaching experiences was mentioned only once as the expectation from the
programme. This shows that intercultural and personal expectations were superior to professional
expectations among the participants. In this sense, the applicants need to be informed about the professional
outcomes of the programme by the relevant stakeholders to balance or approximate personal, intercultural
and professional gains in line with the aims of Erasmus programmes.

During the interviews, the participants elaborated on their working conditions and teaching context. The
participants worked at state or private schools with different age groups and language levels. There were
students from kindergarten, aged between 3 and 6 or secondary and high school, aged between 12 and 21.
There were beginner level groups, elementary level groups or mixed-ability groups. The participants worked
four to six hours in a day. The ones working at kindergarten had seven to 12 students in their classes. While
two of them had no meetings in the receiving institution, the other two participants held regular meetings
with school staff, but not with parents. Specifically, Veronica touched upon the language barrier and added
that the intense oral exams did not yield in desired outcomes. The reflections of the participants regarding
their teaching context are offered below.

Martina: “It was primary, kindergarten, and also secondary...Mine were 5 to 14 and also | had some speaking
classes there so | had students at the age of 21. There were different levels, from A1 to B2. | was working for
five hours a day... We had meetings on every Wednesday morning at 9.”

Gudu: “l worked at a kindergarten. Mostly they were 3 years old and beginners. | worked for four days in a
week. We started at 9 o’clock and left at 12 or 1. There were seven or ten students in the classes. There were
activities such as some games or paperwork, worksheets or paintings and many toys.”

Veronica: "That was a technical high school. Their ages were from 12 to 21 actually. | worked like four or six
hours in a day. We had one class and three teachers actually. One trainee, one main teacher, one for
observing the class; three teachers in the same class... Well, they don't understand English, | don't know
[talian... First, | studied Italian and then | had to teach in English... They have a lot of oral exams each week
but still the students couldn’t talk in English. How is it possible?”
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Emily: “Actually, our traineeship was a private kindergarten. They were 3 to 6 years old and beginners. There
were 12 students...As | said, we were like babysitters so there was no English progress for the children and no
need for a meeting.”

In light of the issues raised above, Erasmus traineeship students should be involved in regular meetings with
the school staff to exchange ideas, materials and activities in order to contribute to their professional
experiences. In a similar vein, time to time, they can be given the chance to attend the meetings held with
parents so that they can gain awareness about how to interact with different stakeholders and respond to
their needs and expectations accordingly. Finally, they can be given the main teacher role time to time to get
used to classroom dynamics more.

After sharing their expectations at initial stage and providing a number of details about their teaching
experiences during their time abroad, the participants exemplified how the programme fulfilled these
expectations in different aspects. For example, the participants stated that they had the opportunity to learn
about different cultural patterns, improve their linguistic skills, gain teaching experiences, learn about online
materials, broaden their horizon, go abroad, travel, make friends, and finally develop their coping strategies
and self-confidence. Such cultural, personal, and linguistic contributions were also voiced in previous
research (Jacobone & Moro, 2015). Despite these contributions, the participants shared various drawbacks. In
contrast to Jacobone & Moro (2015), all the participants reported that their expectations from the
programme were partially met due to some reasons. For instance, for Martina, her teaching practices were
less than her expectations.

Martina: “While sharing the house with people from different countries, | improved my intercultural
communication skills. We were talking about our cultures, different food, weddings, traditions, and they were
also showing me theirs...I was expecting more teaching, actually, but it was not like that. They gave me...
like... | was more like an assistant teacher rather than their real teacher, and | did not expect to work that
hard, and late working hours due to siesta... We learned about their language system...They have so many
holidays and ferias...they colour their faces, and wear different clothes.”

Veronica, on the other hand, could not improve her teaching, technology, or linguistic skills as much as she
expected. In contrast to Sahin (2008), enhancing educational technology skills was not emphasized by this
participant.

Veronica: “| went to different countries but... | was planning to practice English in Italy but when | went there |
saw that there were not many people speaking English. So | was disappointed about it. But for teaching
experience, | learned a lot of things in this high school... | learned a lot of technical words in English. First, |
learned them in Italian, and after that | learned them in English. Also, | expected Italy to be very technological
than Turkiye but when we went there, they even did not have smartboards. They had black boards in some
classes.”

Similarly, Emily stated that the programme partially met her professional expectations as she had difficulty in
improving her linguistic and teaching skills. Although she touched upon her increased self-confidence
(European Commission, 2014), she stressed that she was more responsible for looking after children rather
than teaching them English, and that she could not travel as much as she expected due to budget issues.

Emily: "Actually, | was expecting to teach them English. Rather than that, they expected us to be a babysitter
for them. We helped them with their toilet needs. Yes, we delivered English lessons but it was very limited...
Rather than speaking English, Czech language was spoken. The children were talking to one another in the
Czech language, and we could not understand... not only my speaking skills but also my travelling
expectations were not good for me. It was not enough for me because | had a little money to live and to
travel. | wanted to do so but | could not because | had no money...Of course, | had some friends from other
cultures. We had some events about our Culture Night... Finally, my self-confidence is higher now...”

Although self-confidence is a cited contribution of the programme (Di Pietro, 2022; Roy et al., 2019; Sahin,
2008; Temel, 2022; Unlu, 2015), only one participant mentioned this issue. In parallel with Fernandez Aglero
(2017), it is seen that the potential of Erasmus programmes was not fully met. Due to the challenges, the
participants seemed to hold more personal gains rather than professional gains in that linguistic and cultural



C. Atmaca 308

contributions outweighed academic and professional contributions (Jacobone & Moro, 2015). Additionally,
working as the main teacher rather than the assistant teacher seems to be needed for experiencing teaching
in real sense for professional ends.

RQ5: What Are the Recommendations of the Participants for Future Traineeship Students and Enhancing
Quality of the Programme?

Similar to previous research (Garcia-Siso et al., 2023; Nedelcu & Ulrich, 2014; Van Hoof & Verbeeten, 2005),
the participants recommended the programme for future students, and gave different responses regarding
their advice for future Erasmus traineeship students. Some of the participant quotes are as follows:

"

Martina: “...they should be careful about the country, the residence permit. First, learn about exchanging
money before going, and search for cheap accommodation.”

Veronica: "Pay attention to paperwork. They also need to be careful about banking issues.”

Emily: “Since sending institution does not share much information about the details, do not hesitate to ask
more questions even if it seems irritating. | also recommend them to have some alternative institutions to
choose from.”

Their advices included banking issues, accommodation, travelling, time management, learning native
language of the receiving country, paperwork details, and traineeship alternatives. These recommendations
can be considered by relevant stakeholders to facilitate the adaptation and integration of future Erasmus
traineeship students.

Finally, the participants made offered final comments about the programme. To illustrate, Martina
highlighted the lack of guidance and help of the sending institution, which is voiced in the literature as well
(Jacobone & Moro, 2015; Kayaoglu, 2016).

Martina: “Everybody must go, | think. You can enjoy your days with Erasmus people. You can learn something
about your job, and you can have a great time in Europe... About Turkish coordinators, | want them to help
more about these details. They can say some websites about these things.”

Veronica, on the other hand, pointed out the personal benefits of the programme, and suggested a longer
time limit, whereas Emily stressed the opportunities of the programme despite some challenges:

Veronica: “It should be like six months because like... the first month you do not understand what is going on
around. In the second one | am trying to adapt. In the third month, you are totally there. And the other three
months you are all done there... As a vision, it changes a lot of things.”

Emily: “This is a very good opportunity given to the students. Though not in terms of professional
development, it has really a huge impact on personal gains. Trying to survive abroad, coping strategies when
you are alone in another country... it is something really maturing. Despite these challenges, it has many
positive sides.”

In their final comments, all the participants reported that they wanted to have the same teaching experience
abroad again in the future since they loved either the city/country or they wanted to live abroad again. Gudu
added the lifestyle, architecture, and living standards of the country, while Martina stressed the cultural
attraction of the city to teach English.

Martina: "l want to live there. It would be Portugal because | went to Lisbon and it was great. So many people
speak English from all around the world and such a mixed culture in Portugal. So, it would be really nice to
teach English there probably.”

Gudu: "l want to go to Spain or Holland but it doesn’t matter. Lifestyle, architecture, and living standards.”

Veronica: "Of course, | never regret about this. This time | would like to try Spain maybe. A really nice place to
go and | want to go there again.”

Emily: "Yes, of course. It can be Italy. | am crazy about the country.”
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The reflections of the participants remind us the slogans of “Once Erasmus, always Erasmus” (Glrel & Aslan,
2022) as well as “The more mobility, the better” (Cuzzocrea & Krzaklewska, 2023). Finally, they foregrounded
the benefits in terms of problem-solving, adaptability, and maturity (Garcia-Siso et al., 2023; Hauerwas et al,,
2017; Roy et al, 2019; Temel, 2022), all of which illustrate some of the soft skills gained via the Erasmus
programme (European Commission, 2014).

In sum, it appears that some expectations remained unmet or partially met due to several reasons. Regarding
the professional expectations, trainees should be given the floor to act as the main teachers- at least time to
time under the guidance and observation of the main teacher- rather than assistant teachers, with an aim to
prepare them for the complexities of real classroom management strategies more effectively. Another area
which deserves attention is the changing or different roles and responsibilities of trainees in the receiving
institution in that while some trainees are assigned to deliver classes, some others may be mainly charged
with looking after learners, especially young learners, rather than teaching them the relevant content.
Furthermore, some trainees are likely to suffer from language barrier as they may possess low level of
linguistic proficiency in the native language/local variety of the language spoken in the receiving institution.
As to the personal expectations, travelling dimension seems to be an important issue which has the potential
to cause dissatisfaction among some trainees owing to budget issues or a lack of financial support of
receiving institutions. As a response to these unmet/partially met expectations from the programme, various
educational and professional implications of the current study should be considered.

Conclusion and Implications

The current paper aimed to attract attention to the hidden aspects of Erasmus student traineeship
programme, and contribute to the understanding of international teaching practices. What is interesting
about the research findings is that they corroborate the bulk of previous research findings in some aspects.
Although the programme was stated to be beneficial in terms of personal, professional, and intercultural
contributions to some extent, personal contributions appeared to outweigh professional contributions.

The relevant literature has listed several recommendations for Erasmus programmes, including increasing
funds, establishing a buddy system to facilitate adaptation, promoting longer periods of stay, and having
introduction courses for students (Fernandez Agliero, 2017; Vossensteyn et al, 2010). Apart from these
recommendations, a number of educational implications have been concluded in light of participant
reflections to contribute to the intricacies of the programme. It has been revealed that some practical issues
still persist as the results of the current study echo those of previous studies. In this sense, there are a
number of caveats that need to be mentioned in the context of this study so that relevant actions can be
taken by sending institutions, receiving institutions, and Erasmus traineeship students themselves.

First of all, sending institutions should offer more guidance about paperwork, visa issues, residence permit,
and accommodation alternatives. In this vein, in the first place, sending institutions -specifically the Office of
International Relations of the relevant institution (The Office hereafter)- may set up a help desk system in
which officers, charged with sharing information about paperwork and application procedures, provide both
face-to-face and online support. In the second place, visa information system of European Commission can
be introduced to the outgoing students via official documents and websites. In the third place, the outgoing
students may involve in specialist advice sessions (face-to-face and/or online) which are arranged by the
Office. Alternatively, the students who previously took part in the international mobility programmes could
be invited to share their lived experiences and suggestions with an aim to provide the outgoing students
with a clear path to follow throughout their traineeship procedures.

The participants indicated that they mostly referred to friend recommendations to apply for the programme,
and institutional guidance appeared to be missing. Thus, sending institutions can announce a list of possible
traineeship institutions with the help of departmental coordinators and previous traineeship students to help
future students to find appropriate traineeship institutions more easily. Additionally, sending institutions
could arrange various informative seminars/meetings, and if possible previous Erasmus traineeship students
can be included in these activities to share their previous experiences and guide new applicants.
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A few words must also be said about receiving institutions in that although teaching as an assistant teacher
creates theoretical and practical awareness to some extent among traineeship students, these trainees can
become main teachers time to time to feel teaching experience in real sense, control the class, and
implement new practices. In addition, the participants in this study shared different weekly working hours in
their classes, which necessitates a standard method or rule for every receiving institution via arranging weekly
minimum-maximum teaching hours to make traineeship programme experiences similar for all trainees.
However, at this point, it should be highlighted that arranging the minimum and maximum teaching hours
for trainees should be officially decided and announced by the relevant authorities (European Commission)
rather than assigning receiving institutions to make institutional decisions. In this way, common practices and
standardised procedures could be implemented for trainees more easily and effectively. As a practical
strategy, receiving institutions may be asked to record teaching hours of their trainees on a weekly basis to
inform the relevant stakeholders about the progress of trainees continuously. For this purpose, an online
system may be set up for collective use of relevant stakeholders in receiving and sending institutions.

Of equal concern is the fact that the participants in this study touched upon the language barrier with their
students. Therefore, future students are advised to learn some basic expressions in the native language of the
receiving country to facilitate their daily interactions. Trainees could also fill in an evaluation form about the
performance of both sending and receiving institutions for relevant authorities to ensure quality, and sustain
stability in the long run.

In a nutshell, in order to achieve the intended outcomes of Erasmus student traineeship programme, a
number of actions could be taken by authorities at international level. Firstly, to maximize the match between
trainee expectations and programme outcomes, caution needs to be exercised upon informing trainees
about both personal and professional contributions of the programme via relevant institutional stakeholders.
In this way, they can benefit from the programme personally and professionally in a similar vein. Secondly,
grant amount could be increased and/or a monthly payment schedule could be organized. Last but not least,
traineeship programme duration could be extended so that trainees could get the chance to observe and
teach for a longer time period.

Limitations and Suggestions for Further Research

This study included a small group of EFL teachers from Tirkiye due its descriptive-narrative research design.
Thus, future studies can include a larger population, different teaching branches or countries to add a
different perspective. In addition, the current paper included self-reported data of the participants. However,
future studies can employ scales, diaries, and observation forms to triangulate data. Moreover, the reasons
for the unmet/partially met expectations could be specified in future studies with the help of counter-
narratives or negative experiences to offer a fuller picture of the efficacy of the Erasmus programme. Finally,
there were in-service teachers in the current study, and future researchers can focus on different stakeholders
to bring a more comprehensive picture about the Erasmus student traineeship programme.
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AnahtarKeIimg . Hareketlilik programlan hakkinda cok sayida calisma yapilmistir; ancak, staj
Erasmus 6grenci staj programi, programlarina odaklanan cok az calisma vardir. Bu nedenle, bu betimleyici anlati
Ingilizce 6gretmeni egitimi, caligmasi, dort ingilizce 6gretmeni adayinin Erasmus égrenci staj programi deneyimleri
Mesleki gelisim, hakkindaki dusiincelerini retrospektif olarak ortaya koymayr amagclamistir. Kolayc
Betimleyici anlati arastirmasi drnekleme yoluyla secilen dért kadin ingilizce 6gretmeni calismaya katilmigtir,

Katilimcilar Turkiye'de gérev yapan hizmet ici ingilizce 6gretmenlerinden olusmaktadir.
Ancak, katimcilar 6gretmen adayl olduklari dénemde Erasmus Odrenci staj
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Yayin: 30.06.2025 programa katildiklarini bildirmislerdir. Katilimcilar ayrica bazi kdlttrel, dilsel ve kisisel

katkilari paylagsalar da mesleki katkilarin zayif oldugunu ve 6gretim beklentilerinin
kismen karsilandigini  ifade etmislerdir. Beklentiler ile deneyimler arasindaki
uyumsuzluk, génderen kurumlarinin desteginin olmamasina, yetersiz hibe miktarina,
programin sinirli stiresine ve dil engeline baglanmistir.
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Giris
Erasmus programi 1987 yilinda Avrupa Komisyonu tarafindan baslatiimis ve yiksekdgretim kurumlari
arasindaki is birligini tesvik etmek icin 6grencileri, Gniversite personelini ve 6gretim personelini de kapsayacak
sekilde genisletilmistir (Vossensteyn ve dig., 2010, s. 17). Egitim amagl hareketlilige ek olarak, staj programlari
2007'den beri Erasmus tarafindan desteklenmekte olup artan 6grenci sayisi nedeniyle ikinci en popller
hareketlilik haline gelmistir (Souto-Otero ve dig., 2019). Bu program kapsaminda &grenciler Erasmus+

program Ulkelerinde 2-12 aylik egitim veya staj deneyimi edinme firsatina sahiptir (Erasmus+ Program
Rehberi, 2023).

Bugtline kadar ortaya ¢ikan somut sonug, artan ragbet nedeniyle hareketlilik programlarinin, 6zellikle Erasmus
programlarinin arastirma glindeminde 6nemli bir yere sahip olmasidir. Egitim amacl hareketlilik programina
odaklanan galismalar ¢cogunlukla katilimin nedenleri, faydalari ve zorluklari ile ilgilenmistir. Programa katiima
nedenleri olarak, farkli bir llkede yasamak, seyahat etmek, Ulkenin konumu, yabanci dil gelistirmek, yeni
insanlarla tanismak ve akademik motivasyonlar belirtilirken; erisilebilirlik, konum ve ayni kuruma giden
arkadaslarin olmasi kurum icin belirtilen tercihler olmustur (Jacobone ve Moro, 2015; Van Hoof ve Verbeeten,
2005; Vossensteyn ve dig., 2010). ilgili alan yazininda programin faydalari konusunda ise yabanci dil yeterliligi,
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kilturlerarasi yetenekler, yeni 6gretim yontemleri ve farkli Glkeler hakkinda bilgi edinmek, uyum saglama ve
Ozguven gibi beceriler de dahil olmak Uzere cesitli kultirel, kisisel, dilsel ve mesleki katkilar siralanmistir
(Avrupa Komisyonu, 2014; Flander ve Korada, 2020; Jacobone ve Moro, 2015; Nedelcu ve Ulrich, 2014; Roy ve
dig., 2019). Ancak bu tir uluslararasi temaslar cesitli zorluklar da barindirmaktadir. Ornegin, katilimailar
ogrenciler ile uyum, konaklama, yonetim, yetersiz dil becerileri (Nedelcu ve Ulrich, 2014; Vossensteyn ve dig.,
2010), kurumlarinin yetersiz destegi (Jacobone ve Moro, 2015) ve yetersiz hibe miktari nedeniyle cesitli
zorluklarla karsilasabilirler (Borm, 2020; Fernandez Aguliero, 2017).

Erasmus programinin mesleki gelisim ve is konumu igin 6nemli oldugu belirtiimektedir. Bu gorisu
destekleyen calismalara gore, Erasmus programi mesleki kariyer ve ardindan istihdam edilebilirlik icin firsatlar
sunabilir (Bryta, 2015). Ancak, az sayida calisma staj deneyimleri iceren uluslararasi hareketlilik programlarina
kismen odaklanmistir. Bu ¢alismalardan bazilari hareketliligin akademik 6grenme, kisisel gelisim ve yansitma
icin bir ara¢ haline gelebilecegini vurgularken (Cuzzocrea ve Krzaklewska, 2023), digerleri ise is glicu
piyasasinda gelecekteki istihdam icin artan firsatlara odaklanmaktadir (Holicza ve Toth, 2018; Souto-Otero ve
dig., 2019).

Mevcut calisma baglaminda, Turkiye'deki 6gretmen adaylar Fulbright, Erasmus ve Work and Travel gibi cesitli
uluslararasi degisim programlarindan yararlanabilir (Kirkgdz, 2016). Turkiye'deki arastirmacilar bu programin
ogrenci merkezli faaliyetler hakkinda biling kazanma, kultlrlerarasi anlayis gelistirme, 6z giiven kazanma,
egitim teknolojisi becerilerini gelistirme, farkli egitim uygulamalarini karsilastirma ve yabanci dil becerilerini
gelistirme gibi akademik, kultirlerarasi, kisisel, dilsel, mesleki ve sosyal katkilar da dahil olmak Uzere gesitli
faydalarini siralamiglardir (Altintas ve Saricoban, 2023; Aslan Ozdemir, 2019; Fidan ve Karatepe, 2021; Giirel ve
Aslan, 2022; Onen, 2017; Sahin, 2008; Temel, 2022; Unlu, 2015). Ote yandan birokratik sorunlar, kiltiirel ve
egitimsel uyum, konaklama, vatan &zlemi, kiiltlirel yanhs anlasiimalar, basmakalip inanislar, Erasmus Ofisi
tarafindan hareketlilik 6ncesi sunulan yetersiz egitim ve hareketlilik sonrasi bazi uyum sorunlari belirtilen
zorluklar arasindadir (Erdem Mete, 2017; Fidan ve Karatepe, 2021; Kayaoglu, 2016; Onen, 2017).

ilgili calismalara dayanarak, uluslararasi 6grenci staj programlarinin etkinligini sorgulama ihtiyaci oldugu
anlasilmaktadir ki bu konu yillar siiren arastirmalara ragmen halen netlik kazanmamistir. Bu nedenle, bu
calisma, Erasmus égrenci staj programina katilan ingilizce 6gretmen adaylarinin gérislerini ortaya koymay,
programin gesitli yonlerine 1sik tutmayi ve ilgili paydaslar i¢in dnerilerde bulunmayr amaclamaktadir.

Mevcut Arastirmanin Nedenleri ve Arastirma Sorulari

Mevcut calisma icin bir dizi baslangic noktasi bulunmaktadir. ilk olarak, ilgili alan yazininda uluslararasi
degisim programlarinin kalitesine katkida bulunmak, uygulama icin ¢ikarimlar sunmak ve Erasmus
programinin potansiyelini tam olarak karsilamak icin daha cok nitel calismalara ihtiya¢ duyuldugu dile
getirilmektedir (Fernandez Aglero, 2017; Van Hoof ve Verbeeten, 2005). ikinci olarak, bu calisma Erasmus
deneyimlerinin akademik, kulttrel, kisisel ve dilsel katkilarini arastirmak icin ilgili alan yazininda dile getirilen
arastirma cagrilarina bir cevap niteligindedir (Fernandez Aglero, 2017; Unlu, 2015). Uclincii olarak, farkh
baglamlarda 6grenim programi hareketliligine yonelik dnemli sayida arastirma olmasina ragmen (Borm, 2020;
Fernandez Agliero, 2017; Flander ve Korada, 2020; Jacobone ve Moro, 2015; Nedelcu ve Ulrich, 2014; Roy ve
dig., 2019; Van Hoof ve Verbeeten, 2005; Vossensteyn ve dig., 2010), bu calismalar uluslararasi 6gretim
deneyimlerini ele almamustir (Bryta, 2015; Cuzzocrea ve Krzaklewska, 2023; Di Pietro, 2022; Garcia-Siso ve dig.,
2023; Hauerwas ve dig., 2017; Holicza ve Téth, 2018; Lee, 2009; Souto-Otero ve dig., 2019) ve bu calismalarin
cogu Erasmus 6grenci staj programi ile ilgili degildir. Turkiye baglaminda da benzer sekilde 6grenim amacli
hareketlilik ile ilgili calismalar (Altintas ve Saricoban, 2023; Aslan Ozdemir, 2019; Erdem Mete, 2017; Fidan ve
Karatepe, 2021; Gurel ve Aslan, 2022; Kayaoglu, 2016; Onen, 2017; Temel, 2022; Unlu, 2015), uluslararasi
ogretim deneyimi ile ilgili calismalara (Sahin, 2008) kiyasla daha fazladir ve Erasmus 6drenci staj programina
odaklanan bir arastirmalarin sinirh oldugu gorilmektedir. Dérdiinct olarak, bu calisma ABD, Avrupa veya
gelismis Ulkeler disindaki Ulkelerden gelen &grencilere odaklanarak uluslararasi 6grenci hareketlilik
programlarinin giktilarini arastirmayi amaglamistir (Di Pietro, 2022; Roy ve dig. 2019). Son olarak, hizmet
dncesi ve hizmet ici ingilizce 6gretmenleri, Erasmus &grenci staj programi kapsaminda yeterince
arastinlmamis gruplar olarak gériinmektedir; ¢linkii Tiirkiye'de yalnizca birkac calisma (Onen, 2017; Temel,
2022) ingilizce 6gretmenlerini icermistir ve bunlar ézel olarak staj programina odaklanmamistir. Bu nedenle,
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ingilizce 6gretmenlerinin Erasmus égrenci staj programi hakkindaki diistincelerinin, ézellikle program éncesi,
sirasi ve sonrasl asamalarina odaklanarak, bir arastirma alani olarak 6n plana ciktigi goriilmektedir. Bu amacla,
bu calisma, sirasiyla programin &ncesi-sirasi-sonrasi asamalarindaki eylemler ve faaliyetlere odaklanan
asagidaki arastirma sorularini yanitlamayi amaclamistir:

1- Arastirmaya katilan ingilizce &gretmenlerinin Erasmus &grenci staj programina basvurma nedenleri
nelerdir?

2- Katilimcilarin kurumsal destek alma ve basvuru streclerine iliskin diistinceleri nelerdir?

3- Katilimcilarin programin katkilarina iliskin distinceleri nelerdir?

4- Katilimcilarin programin beklentilerini karsilamadaki etkinligine iliskin diistinceleri nelerdir?

5- Katilimailarin gelecekteki staj 6grencilerine ve program kalitesinin artirilmasina yénelik dnerileri nelerdir?
Yontem

Arastirma Deseni

Mevcut calisma, katiimcilarin gegmis deneyimlerini somut bir sekilde ortaya koyarak bir degisim programinin
farkli asamalari hakkinda veri toplamayl amaclamistir. Bu nedenle bu ¢alismanin yontemi, katilimcilarin
geg¢mis deneyimlerini bir sira halinde dikkate alarak bu deneyimlerin sonuglarini paylastiklar betimleyici-
anlatisal arastirma deseni ile yapilandiriimistir. Bu slrecte, benligin insasi ile bireyi cevreleyen sosyo-kiilturel
kosullar arasindaki baglanti kurulmaya calisiimistir (Chase, 2008; Floersch ve dig., 2010; Riessman ve Quinney,
2005). Ornek olarak, arastirma sirasinda hizmet ici ingilizce 6gretmenleri olan katilimcilardan égretmen adayi
olduklari dénemde katildiklari Erasmus Ogrenci degisim programi ile ilgili gegmis deneyimleri hakkindaki
duslincelerini yansitmalari istenmistir. Katilimcillar ge¢mis deneyimleri hakkinda paylasimda bulunurken,
katilimcilara programin Oncesi, sirasi ve sonrasi asamalari hakkinda sirayla bazi sorular sorulmustur ve
ardindan bu katiimcilardan kendi 6gretim baglamlarina 6zgiin sosyal ve kultirel durumu g6z 6niinde
bulundurarak bu ge¢mis deneyimlerin sonucunda neler oldugu hakkinda yorumlar yapmalari istenmistir.

Mevcut calisma, betimsel amaclar dogrultusunda nitel yonteme dayanmaktadir. Nitel arastirmanin bir tari
olarak anlati calismalari, birinci sahis anlati verilerinin 6ziini yorumlamaya ve bireylerin yasanmis
deneyimlerini ortaya cikarmaya odaklanir. Dolayisiyla bu calisma, ele alinan olguyu dogal baglami icinde
arastirmayi, katiimcilarin kendi deneyimlerini ve anlamlarini daha derin bir sekilde ortaya ¢ikarmayi ve bu
deneyimlerin ve anlamlarin zenginligini nitel olarak elde etmeyi amaclamistir. Ozetle, bu calisma nitel olarak
belirli bir baglamdaki belirli bir duruma odaklanmistir (Creswell, 2009; Creswell ve dig., 2003; Creswell ve dig.,
2007; Ddrnyei, 2007; Hamilton ve Corbett-Whittier, 2013; McKay, 2006; Patton, 2002). Bir baska deyisle,
katihmcilarin birinci elden deneyimlerine dayali olarak Erasmus 6grenci staj programinin daha derin bir
analizini saglamak icin Tirkiye baglamindaki bir devlet Gniversitesindeki bir grup ingilizce égretmen adayinin
gorusleri incelenmistir.

Betimleyici-anlatisal arastirmanin dogasina uygun olarak, bu makalede bireylerin dislincelerini ayrintili olarak
elde etmek icin acik uclu sorular iceren yari yapilandiriimis gorismeler kullaniimistir (Adams, 2015). Ayrica,
yari yapilandirilmis goérismelerin esnek yapisi, goristlen kisilerin kisisel deneyimlerini ayrintili olarak
anlatmalarini saglayabilmektedir (Cohen ve did., 2007). Bu nedenle, goérismeler Erasmus &grenci staj
programinin oncesi, sirasi ve sonrasi asamalariyla ilgili bazi acik uglu sorulari icermistir ve gorismeci ile
gorusulen kisi arasindaki etkilesime ve gorisllen kisinin yanitlarina ve yorumlarina dayanarak daha derin
gorusler elde etmek icin baska sorular da sorulmustur.

Katilimcilar

Erasmus+ programi temel olarak 6grenci ve personel hareketliliginden olusmaktadir. Bu baglamda,
yuksekogretim kurumlari su hareketlilik tdrlerini uygulayabilir: 6grenim amach 6grenci hareketliligi, staj
amagh 6grenci hareketliligi, 6gretim amacl personel hareketliligi ve egditim amagl personel hareketliligi. Bu
calismada, staj amacl dgrenci hareketliligi programi ele alinmistir; yani ingilizce 6égretmen adayi olarak
Erasmus dgrenci staj programina katilan katilimcilar bu calismada yer almistir. Calismanin amaci katilimcilar
acgisindan retrospektif bakis acisini tesvik etmek oldugundan, calisma yapilmadan bir yil 6nce Erasmus 6grenci
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staj programina katilan katihmcilar calismaya dahil edilmistir. Katilimcilar staj deneyimlerinin ardindan,
Turkiye'nin farkli sehirlerinde hizmet ici ingilizce dgretmeni olarak atanmislardir. Dolayisiyla, ingilizce
dgretmen adaylar bu siirecte hizmet ici ingilizce &gretmenleri olmustur, yani veri toplama sirasinda
katilimailar hizmet ici ingilizce 6gretmenleri olarak gérev yapmaktadirlar.

Arastirmaci, daha énce Erasmus dgrenci staj programina katilmis olan ingilizce 6gretmen adaylarina ulasmak
icin oncelikle Tarkiye'nin Ege Bdlgesi‘'ndeki bir devlet Universitesinin bolim baskaniyla iletisime gecmistir.
Olasi katihmcilarin listesi belirlenirken, veri toplama tarihinden bir veya iki yil 6nce staj hareketliligini
tamamlayanlar tercih edilmistir; ¢linkii daha uzun bir zaman diliminin ge¢mis deneyimleri daha dustk
seviyede hatirlamaya neden olabilecegi varsayiimistir. Bu nedenle listede yedi 6grencinin oldugu bildirilmistir.
Arastirmaci bu kisilerle e-posta yoluyla iletisime ge¢mistir ve calismaya gonilli olarak katilmalari bu kisilere
iki kez hatirlatilmistir. Calismaya katilmak icin e-posta davetine dort kisi yanit vermistir ve yanit verenlerin
hepsi kadindir. Bu nedenle, katilimcilar, hizmet ici ingilizce 6gretmeni olmadan bir yil énce Erasmus égrenci
staj programini tamamlayan dort kadin 6gretmenden olusmaktadir. Dolayisiyla bu katilimcilardan, énceki
Erasmus ogretmenlik deneyimleri hakkindaki dustncelerini paylasirken elestirel bir gozle gec¢mis
deneyimlerini sorgulamalari istenmistir. Bu katiimcilar kolayci 6rnekleme yoluyla segilerek calismada yer
almiglardir (Mackey ve Gass, 2005) ¢linkl arastirmaci kolayca ulasilabilen katiimcilarla iletisime gegmis ve
gondllu katilimcilarla calismaya devam etmistir.

Etik hususlar konusunda ise, bu calismada insanlar lzerinde yapilan tim suregler, ¢calismanin yiritildigu
kurumun etik standartlarina uygun olarak ylrttilmustir. Arastirmaci, ilgili UGniversitenin Sosyal ve Beseri
Bilimler Arastirma ve Yayin Etigi Kurulu'ndan resmi izin almistir. Daha sonra katilimcilarla iletisime gecilerek
gondllt katihmcilarla gériismeler gergeklestirilmistir. Bu noktada belirtiimesi gereken bir husus ise calismada
elde edilen bulgularin katilimcilarin kendi anlatimlarindan ve 6znel dislincelerinden elde edilmis olmasidir.
Galismanin betimleyici-anlatisal tasarimi nedeniyle, katiimcilarin ge¢mis deneyimlerini elde etmek icin
gorusmelerin kullaniimasi bir tercih olmaktan ziyade bir zorunluluk olarak ortaya ¢ikmistir. Calismada sosyal
istenirlik ve gizlilik sorunlarini gidermek amaciyla, katilimcilara kimliklerinin Gglinct kisilerle paylasilmayacag,
cevaplarinin yalnizca bilimsel amaclarla kullanilacagi (onam formunda belirtildigi gibi) ve daha da &nemlisi
kendileri i¢in bir rumuz se¢me 0zgurligu taninacadi belirtilmistir. Son olarak, katiimcilar arastirmacinin
dgrencileri arasindan secilmemistir ve calisma yiritildiginde hizmet ici ingilizce égretmeni olarak gérev
yapmaktaydilar.

Veri Toplama ve Analiz Siirecleri

Bu calismada nitel veri analizi adimlari izlenmistir. Bu amacla, katilimcilarin dislncelerini daha detayli
toplamak igin yari yapilandirilmis gortisme formu (YGM) kullaniimistir (Nunan ve Bailey, 2009). YGM'nin
esnekligi, derinlemesine ve agik uglu sorular sormayi ve daha ayrintili yanitlar toplamayi kolaylastirmistir
(Adams, 2015); ¢inkl katihmcilar gegmis deneyimlerini ayrintili olarak anlatma sansina sahip olmuslardir
(Cohen ve dig., 2007). Arastirmaci, 6nemli yonleri kagirmamak veya ilgisiz kategoriler olusturmamak adina
onceki galismalari inceledikten sonra YGM maddelerini olusturmustur (Hauerwas ve dig., 2017; Hsieh ve
Shannon, 2005). Ayrica, arastirmaci YGM'deki maddeleri olustururken arastirma sorularini ve katilimcilar igin
baglama 6zgu farkliliklari dikkate almis ve program hakkinda kapsamli bir resim sunmak igin Erasmus 6grenci
staj programinin tim asamalarini (6ncesi-sirasinda-sonrasi) incelemistir. Soru maddesi hazirlama asamasinda
arastirmaci, gorismeyi baslatmak icin giris sorular olarak bazi 6z ge¢mis verilerini ve demografik 6zellikleri
ortaya koyan sorularla baslamayi ve cevaplanmasi kolay sorularla baslayip daha uzun cevaplar gerektiren
sorularla devam etmeyi tercih etmistir. Arastirmaci tesvik edici ipuglar kullanmanin yani sira net ve basit
sorular olusturmaya da 6zen gostermistir (Jacob ve Furgerson, 2012).

Daha sonra, ilk taslak olan YGM'nin igerigiyle ilgili uzmanlarla tartisma oturumlar yapilmis ve ardindan
YGM'nin ikinci taslagi, uygulama 6ncesinde guvenilirligini saglamak igin e-posta yoluyla bu uzmanlara
génderilmistir. Uzmanlar, Tiirkiye'deki bir devlet tniversitesinin ingiliz Dili Egitimi Anabilim Dal'nda gérevli iki
profesérden olusmustur. Bu uzmanlarin geri bildirimlerinden sonra, YGM icerik, ifade ve diizen agisindan
revize edilmis ve ardindan ikinci tur igin tekrar uzmanlara gonderilmistir. Arastirmaci, uzmanlarin son
yorumlarini dikkate aldiktan sonra, YGM'ye son seklini vermek icin icerik, ifade ve dizen bakimindan son
degisiklikleri yapmistir. Katihmcilarin tercihlerine ve erisilebilirliklerine bagl olarak, veriler (i¢ haftada (6-22
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Kasim 2021 tarihleri arasinda) yari yapilandirilmis, ¢evrim igi gortismeler (Bkz. Tablo 1) yoluyla toplanmistir.
Katilimcilar dnce YGM'yi yazili bi¢cimde tamamlamislardir ve ardindan katiimcilarin dustincelerini daha
derinlemesine elde etmek icin ¢evrim igi gorismeler gerceklestirilmistir. Bu goriismeler sirasinda, katiimcilar
program boyunca yasadiklari gecmis deneyimlerini paylasirken sorgulayici bir gozle retrospektif olarak
paylasimda bulunmuslardir. Gizliligi saglamak ve distinceleri derinlemesine toplamak amaciyla her katilimciya
kendi tercihine gore bir rumuz verilmistir.

Analiz asamalarinda veri odakli bir yaklasim benimsendiginden, verilerin kodlanmasi veya kategorize edilmesi
icin herhangi bir cerceve veya teori temel alinmamistir. Bu nedenle, nitel veri analizindeki yinelemeli slregler
nedeniyle gelen veri akisini ¢apraz kontrol etmek icin goriisme yanitlarinin 6nceki ve sonraki drneklerinin
karsilastirilmasi yoluyla ortaya ¢ikan temalar olusturulmustur (Dérnyei, 2007; Fraenkel ve dig., 2012).

Tablo 1. Katilimci ve Veri Toplama Bilgileri
Rumuz  Ziyaret edilen lilke  Staj baslangic tarihi Staj bitis tarihi Cevrim ici gorlisme detaylari
Microsoft Teams

Martina Ispanya 02.09.2019 20.12.2019 o s
Gudu Cek Cumhuriyeti 01.09.2019 29.12.2019 Mic;‘;g:(r::ms
Emily ek Cumhuriyeti 09.10.2019 22122019 Mic;?sglraams

Veronica ltalya 30.09.2019 26.02.2020 Micgjsg;tkr:ms

Tablo 1 katiimcilarin demografik dzelliklerini géstermektedir. ingilizce 6gretmen adayi iken Erasmus 6grenci
staj programina katillan dort kadin 6gretmen calismaya katilmistir. Katilimcilarin hepsi Turkiye'den olup staj
icin farkl Ulkeleri ziyaret etmislerdir. Tabloda belirtildigi gibi, biri ispanya'yl, biri italya'yi ve ikisi Cek
Cumhuriyeti'ni ziyaret etmistir. Ornegin, staj programi kapsaminda Martina Eylil 2019 - Aralik 2019 arasinda
ispanya'da, Gudu Eylil 2019 - Aralik 2019 arasinda Cek Cumhuriyeti'nde, Emily Ekim 2019 - Aralik 2019
arasinda Cek Cumhuriyeti'nde ve son olarak Veronica Ekim 2019 - Subat 2020 arasinda italya'da kalmistir.
Gorusmeler Microsoft Teams Uzerinden yapilmistir ve goérismelerin slresi katiimciya goére degisiklik
gOstermistir (49 dakikadan 91 dakikaya kadar).

Gorusmeler yapilip konusmalar yaziya gecirildikten sonra toplanan veriler geleneksel icerik analizine tabi
tutulmustur. Nitel veri analizinin tekrarlayan yapisi nedeniyle arastirmaci, elde edilen gértisme verilerini analiz
ederken ve karsilastirirken zikzak bir desen izlemistir. icerik analizi, geriye déniik verileri kullanma, daha diistik
maliyet, zaman icindeki degisiklikleri izleme ve egilimleri tespit etme gibi bazi faydalar sagladigi icin bu
calismada kullanilmistir. icerik analizi geriye déniik inceleme firsati sunmakla birlikte arastirmaci ile katiimc
arasindaki istenmeyen etkilesim etkisini de ortadan kaldirmaya yardimci olmaktadir (Hsieh ve Shannon, 2005;
Kondracki ve dig., 2002).

Veri toplama ve goriismelerin yaziya gegirilmesinin ardindan arastirmaci, daha fazla yorumlama icin belirli
icerigin varligini nicellestirmek Uzere kod islevi goren belirli anahtar kelimeleri belirleyerek bir araya
getirmistir. Ancak, olumlu veya olumsuz cagrisimlara sahip kelimelerin ve ifadelerin titizlikle dikkate alindig
belirtiimelidir. Bir sonraki asamada, kodlar benzerliklerine gore kategorilere ayrilmis ve bu kategoriler daha
sonra temalar olarak diizenlenmistir, yani, belirli kodlardan kategorilere ve ardindan daha genel temalara
gegilmistir. Arastirmaci, verilerin icerigi hakkinda daha butlin bir resme ulasmaya calisirken, gérismelerin
onceki ve sonraki orneklerini zikzak bir desende yinelemeli olarak birkag kez kontrol ederek diizenlemistir.
Veri analizi stirecleri boyunca arastirmaci, nitel analizin dogasinin tanimlayici ve yorumlayici olmasi gerektigini
dikkate almistir (Lindgren ve dig., 2020).

Nitel veri analiz sireglerinin guvenilirligini saglamak amaciyla arastirmaci, glvenilirlik, aktarilabilirlik, tutarlilik
ve dogrulanabilirlik gereksinimlerini takip etmistir (Lincoln ve Guba, 1985). ilk olarak, calismanin givenilirligini
saglamak icin calismanin kapsami ingilizce égretmenlerinin Erasmus dgretim deneyimlerine daraltilmistir;
arastirmaci, daha 6nce Erasmus 6gretim deneyimlerine sahip olan katihmcilarla iletisime ge¢mis ve gorisme
sorularini arastirma sorulari 1siginda hazirlamistir. Katilimcilar éncelikle Erasmus 6gretim deneyimleri hakkinda
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yazili bir anketi tamamlamis ve ardindan katiimcilardan anket sorularini 6rnekler vererek ayrintili olarak
aciklamalarini gerektiren gevrim ici goriismeler yapilmistir. Bu goériisme sorularinin arastirma sorularina cevap
verdigini temin etmek amaciyla veri toplanmadan 6nce uzman gorisi alinmistir. Sonrasinda, calismanin
aktarilabilirligini saglamak icin katiimci profili, arastirma badlami ve analiz siregleri ayrintili olarak
sunulmustur. Her arastirma sorusu altinda ortaya ¢ikan temalari 6rneklendirmek icin katilimcilarin alintilari da
verilmistir. Ardindan, calismanin tutarliigini saglamak igin calismanin zaman cizelgesi paylasiimis ve veri
analizinin adimlari acik¢a belirtilmistir. Son olarak, calismanin dogrulanabilirligini saglamak icin katilimcilar
kendileri icin bir rumuz se¢mis ve bu rumuz, gizliligi saglamak ve katimcilarin distincelerini derinlemesine
toplamak igin tim dogrudan alintilar icin kullaniimistir. Gériismelerden sonra, video kayitlarinin icerigi yaziya
dokllmis ve arastirmaci, verileri analiz ederken sirekli karsilastirma basvurmustur, yani arastirmaci, verilerden
gelen bilgi akisini siirekli olarak birbiri ile karsilastirmistir. Son asamada, arastirmaci, degerlendirici igi
glvenilirligi saglamak igin ortaya ¢ikan temalari iki hafta sonra revize etmistir.

Etik Bildirim
Etik Kurul izin Bilgisi: Bu arastirma, Pamukkale Universitesi Bilimsel Arastirma ve Yayin Etigi Sosyal ve Beseri
Bilimler kurulunun 05/11/2021 tarihli E-93803232-622.02-126075 sayili karari ile alinan izinle yuratilmustur.

Bulgular ve Tartisma

Bu calisma, Erasmus 6grenci staj programinin &ncesi, sirasi ve sonrasi asamalarina hiyerarsik olarak
odaklanmaktadir. Bu nedenle, bulgular katimcilari programdan 6nce neyin motive ettigine, basvuru ve staj
sUrecleri sirasinda neler olduguna ve programdan sonra ne tir katkilarin gozlemlendigine dair kanitlar
sunmaktadir. Calisma Ozellikle katiimcilarin staj dncesi motivasyonlar ile staj programinin nihai katkilari
arasindaki uyum / uyumsuzluk eslesmesine odaklanmaktadir. Bu amacla, arastirma sorulari (S) sirasiyla
sunulmakta ve ilgili bulgular buna gore tartisilmaktadir.

S1- Arastirmaya katilan Ingilizce 6gretmenlerinin Erasmus 6grenci staj programwna basvurma nedenleri
nelerdir?

Uc katihmcr seyahat firsatlari nedeniyle programi sectigini belirtmistir ve bunu 6gretim becerilerini uygulama
ve ingilizce konusma becerilerini gelistirme takip etmistir. Ayrica, programin bazi katilimcilara asagida
belirtildigi gibi bos yil veya yenilenme firsati sundugu ortaya ¢ikmistir:

Emily: “...konusma becerilerimi gelistirmek ve diger tlkelere seyahat etmek.”
Martina: "Aslinda, ilk hedefim seyahat etmekti.”

Gudu: “Program, sozlesmeli 6gretmen olarak calismaktan veya hicbir sey yapmamaktan ¢ok daha iyi bir
firsatti. En 6dnemli neden bu. Ayrica, orada calismak ve yasamak ve hibe alarak kultlirini deneyimlemek
biyuk bir firsatti.”

Veronica: “...aslinda ingilizce pratik yapmak.”

Onceki arastirmalara benzer sekilde (Holicza ve Toéth, 2018; Jacobone ve Moro, 2015; Kayaoglu, 2016;
Vossensteyn ve dig., 2010), katilimcilarin kisisel ve kdlttrel nedenlerinin mesleki nedenlerinden daha agir
bastigi belirtilmelidir. Holicza ve Toth (2018) calismasinin aksine, is glici piyasasindaki firsatlar ve gelecekteki
istihdam icin daha iyi bir 6z ge¢mis, bu calismada belirtilen mesleki motivasyonlar arasinda yer almamistir. Bu
anlamda, programa basvuranlarin Erasmus programinin amaclar dogrultusunda kisisel, kdilturlerarasi ve
mesleki kazanimlari dengelemek veya yakinlastirmak icin programin mesleki ¢iktilari hakkinda ilgili paydaslar
tarafindan bilgilendirilmesi gerekmektedir.

Katilimcilar, gértismeler sirasinda stajyerlik kurumunu segme nedenlerine de deginmislerdir. Tim katilimcilar,
cesitli kurumlara basvurduklari ve basvurularini kabul eden kuruma gittikleri igin, ilgili kurumu sectiklerini
belirtmislerdir. Ayrica, U¢ katilimc arkadas tavsiyesinin kararlarinda etkili oldugunu belirtmistir. Son olarak
katihmcilar, stajyerlik ve konaklama secenekleri ile konumu, stajyerlik kurumlarini segme nedenleri arasinda
gOstermistir.
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Martina: “..kolay oldu clinkii ispanya'da cok sayida firsat vardi... Konaklama ve diger firsatlar hakkinda
arastirma yaptim ve bu ylzden ucuz olani segmek istedim. Ayrica arkadaslarimdan biri Granada'ya gitti, bu
yuzden ona yakin olmak istedim.”

Gudu: "Sadece sans eseri. Oraya basvurdum ve beni kabul ettiler.”

Emily: “Aslinda Cek Cumhuriyeti'ni istiyordum. Avrupa'nin merkezi. Bu ylzden diger ilkelere seyahat
edebilirim... Cek Cumhuriyeti'ndeki bir kurum basvurumu kabul etti.”

Van Hoof and Verbeeten (2005) calismasinda oldugu gibi, tlkenin erisilebilirligi ve konumu ile ayni dlkede
taninan kisilerin olmasi ana nedenler olarak 6ne cikmistir. Vossensteyn ve digerlerinin (2010) elde ettigi
bulgulara benzer sekilde, bu durum, égrencilerin Ulkeleri bireysel, sosyal ve kiltlrel sebepler nedeniyle tercih
edebilecegini gostermektedir. Ancak, katilimcilarin programin mesleki yonleri konusunda daha az bilingli
oldugu gorulmustdr.

S2- Katiimcilarin kurumsal destek alma ve basvuru stireclerine iliskin diisiinceleri nelerdir?

Katihmcilar génderen kurum tarafindan saglanan hibeyi almis olup bu hibe ulasim, konaklama ve sigorta gibi
tim masraflari kapsamaktadir. Dolayisiyla katilimcilardan higbiri bu hibeyi masraflarini karsilamaya yeterli
bulmamistir. Odeme siireclerinden kaynaklanan finansal zorluklar (Kayaoglu, 2016) ve yetersiz hibe miktari
Onceki arastirmalarda da dile getirilmistir (Borm, 2020; Fernandez Agiero, 2017; Nedelcu ve Ulrich, 2014;
Vossensteyn ve dig., 2010). Ornegin Martina gelirini artirmak igin 6zel dersler verdigini sdylerken, Emily
gonderen kurumdan ziyade kabul eden kurumun destekleyici rolini vurgulamistir.

Martina: “ispanyol kurum bana daha fazla destek verdi... Ama zamanla Apoyo dersleri verdim, ézel ders gibi
oldu. ...hibe aylik 6denmeli... Su an icin doéviz kuru nedeniyle artiriimali... Bence aylik olmali ¢linki her seyi
ayarlayabilirim, seyahatlerimi diizenleyebilirim.”

Emily: “Gonderen kurumumuz konaklama sorunlari icin bize yardimci olmadi, bu ylizden pansiyonlarda
konaklamak zorunda kaldik ve ucuz degildi. Aslinda, Cek Cumhuriyeti'ndeki kabul eden kurum konaklama
konusunda bana ve arkadasima gergekten yardimci oldu... Hibemiz yeterli degil. Pansiyon fiyatinin disinda
sadece 20 avrom var ve bu da ulasim, telekomiinikasyon, seyahat icin. Yeterli degildi. Artinlmal.”

Baska bir konu da gonderen kurumunun rehberligiyle ilgilidir. Jacobone ve Moro (2015) calismasina benzer
sekilde, katilimcilar kendi gonderen kurumlarinin bilgi verme konusundaki yetersiz destegine dikkat ¢ekmisler
ve kabul eden kurumun desteginin génderen kurumun desteginden daha fazla oldugunu belirtmislerdir. Bu
katilimcilarin, sistematik destegin eksikligi nedeniyle gonderen kurumlara karsi bazi olumsuz tutumlara sahip
olduklari igin daha yapilandirilmis rehberlige ihtiyag duyduklari gézlemlenmistir.

Katihmcilar ayrica evrak islerindeki bazi konularda kafa karisikhgi yasadiklarini ve &zellikle gdnderen
kurumlardan ihtiya¢ duyduklar yardimi alamadiklarini belirtmislerdir. Bu nedenle katilimcilar yasal sireglerle
bireysel cabalari, arkadaslarinin rehberligi ve cevrim ici grup Onerileriyle basa ¢ikmak zorunda kaldiklarini
vurgulamislardir. Ornegin, tim katiimcilar vize sorunlariyla ilgili sorunlar yasadigini belirtirken, (i katilimci ise
gonderen kurumun rehberlik eksikliginden veya personel yetersizliginden dolayr olumsuz goris paylasmistir.
Ek olarak, iki katiimci bankacilik igslemleriyle ilgili zorluklar yasadigini ifade etmistir. Son olarak, katiimcilardan
biri oturma izni almanin zorlugundan bahsetmistir.

1]

Martina: “..vize siirecimde... Stire¢ cok zordu. Eksik evraklarim vardi ve ispanya'daki koordinatérim bu
konuda bana ¢ok yardimci oldu. Ayrica oturma izni... Ve oturma iznine basvurdugumda, bu oturma iznini
almam bir ay bes giin strdii ve ¢ok zordu. Koordinatériim bu konuda da bana yardimci oldu. ...orada para
degisimi yapmak da gergekten zordu.”

Gudu: "En blyilk sorunum vizeyle ilgiliydi ¢linki... Gonderen kurumumuz bize ne hazirlamamiz gerektigini
soylemedi. Konsolosluk hakkinda higbir bilgi yoktu ve ©6nceden ne tir belgelere ihtiya¢ oldugunu
bilmiyordum. Evrak islerini arkadaslarim sayesinde yaptim.”

Veronica: “...Turkiye'de evrak isleriyle, sigorta isleriyle cok fazla ugrasmak zorunda kaldim. En zor sey vizeye
basvurmak ve vize almak... Program kapsaminda calisan ¢ok sayida 6grenci var, bu ylizden bana ¢ok yardimci
oldular. Daha fazla rehberlige ihtiyacim vard..”
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Emily: “Aslinda yasadigim en biylk zorluk vize, kabul mektubu... kabul mektubu nedir, staj basvuru formu
veya... vizeye nasil bagvurabilirim...Belgeleri Gniversitemize génderdik ancak bazen bize cevap vermediler ve
bazen ofiste kimseyi bulamadik... En zor is vizeye basvurmak.”

Kayaoglu'nun (2016) bulgulari dogrultusunda, bu bulgular 6zellikle vize konularini icermektedir. Katimcilarin,
gonderen kurumlarinin evrak isleri hakkinda uygun rehberliginin eksikliginden olumsuz yonde etkilendigi
gozlemlenmistir (Jacobone ve Moro, 2015; Vossensteyn ve dig., 2010). Soyle ki katihmcilar gdénderen kurum
konumunda olan Universitelerindeki ve Uluslararasi iligkiler Ofisi'nin rehberligindeki bilgi eksikliginden
(Nedelcu ve Ulrich, 2014) bahsetmislerdir. Kurumsal destekten ziyade, katilimcilar karsilastiklari zorluklar
konusunda kendi bas etme ydntemlerine, arkadaslarinin tavsiyelerine veya kabul eden kurumlarin
rehberligine basvurmuslardir.

$3- Katilimcilarin progranmn katkilarina iliskin ddstinceleri nelerdir?

Onceki arastirmalara (Di Pietro, 2022; Fidan ve Karatepe, 2021; Garcia-Siso ve dig., 2023, Lee, 2009; Nedelcu
ve Ulrich, 2014; Roy ve dig., 2019; Sahin, 2008; Unlu, 2015) benzer sekilde, katilimcilarin tamami program
sayesinde kiltirleraras iletisim becerilerini gelistirdiklerini belirtmislerdir. Ornegin, katilimcilar farkh Glkeleri
ziyaret etme, yeni insanlarla tanisma, yeni kilttrler gérme, farkhliklara olumlu yaklasma, farkli yemekleri
tatma, farkli yasam tarzlari ve sozel olmayan iletisim 6geleri hakkinda bilgi edinme sansina sahip olduklarin
belirtmislerdir. Katimcilar ayrica yabanci dil yeterliligini gelistirme ve yeni 6gretim ydntemleri 6grenme
konularina da deginmislerdir ki bu da énceki calismalarla paralellik géstermektedir (Aslan Ozdemir, 2019; Di
Pietro, 2022, Fidan ve Karatepe, 2021; Garcia-Siso ve dig., 2023; Lee, 2009; Nedelcu ve Ulrich, 2014; Onen,
2017; Sahin, 2008; Temel, 2022; Unlu, 2015).

Martina: “Simdi biraz ispanyolca konusabiliyorum... Kendi ingilizce konusma ve dinleme becerilerimi de
gelistirdim... Daha &nce hi¢ duymadigim bircok Ulkeyi 6grendim... Oradaki 6gretmenler farkli teknikler
kullaniyordu ve ben de simdi onlarin tekniklerini kullaniyorum.”

Gudu: "Yeni kultirler ve tlkeler gérmek benim igin kesinlikle giizel bir deneyimdi. Yeni insanlar gérmek insani
derinden degistiriyor. TUm Erasmus 6grencileriyle bir Erasmus Gunu gecirdik. Yemegimizi ¢ok ilging buldular...
Okul bizim igin ¢ok zor oldugu icin 6gretme becerilerimi gelistirdigini disinmuyorum. Cocuklarla calismak
cok zordu. Olmasi gerektigi gibi 6gretmenlik yaptim diyemem tam olarak.”

Veronica: “Evet, sadece biraz italyanca... italya'da bireysel farkliliklarin daha énemli oldugunu gériyorum.”

Emily: “...6rnegin, aksanlar ¢ok farkliydi. ilk olarak, aksanlarini anlamaya calisirken biraz zorluk ¢ektim... Dil
engeli vardi ve beden dilimi kullandim.”

Bu bulgular, Altintas ve Saricoban (2023) ile Vossensteyn ve digerleri (2010) tarafindan bildirilen bulgulari
desteklemektedir ¢lnkl katilimcilarin - bu  gorusleri  programin  dilsel ve kiltlrlerarasi  katkilarini
gostermektedir. Farkli Ulkeleri ve kilttrleri gormek, katiimcilarin farklihklara karsi sempati ve anlayis
gelistirmelerine yardimc olabilmektedir. Bu anlamda, programin bazi kisilerarasi ve igsel yararlar oldugu
soylenebilir (Flander ve Korada, 2020). Ancak, sosyal ve kiltirel katkilarin ilk sirada yer aldigi, akademik ve
mesleki katkilarin ise ikincil planda kaldigi gorilmektedir (Girel ve Aslan, 2022; Jacobone ve Moro, 2015).
Zorluklar agisindan ise sinirli bltge en blyuk engeli olusturmus ve katiimcilar daha fazla seyahat firsati icin
hibe miktarinin artirilmasini dnermislerdir ki bu durum &nceki arastirmalarda da dile getirilmistir (Altbach ve
Teichler, 2001; Borm, 2020; Vossensteyn ve dig., 2010).

S$4- Katiimcilarin programin beklentilerini karsilamadaki etkinligine iliskin diistinceleri nelerdir?

Katihmcilar oncelikle programdan beklentilerini paylasmislardir. Katilimcilarin baslica beklentileri cogunlukla
kilturlerarasi ve kisisel ihtiyaglardan kaynaklanmaktadir; ¢linki tim katihmcilar seyahat ederek, farkli tlkeleri
ziyaret ederek ve farkli bir mutfagi deneyerek farkh kaltirleri gérmeyi hedeflemistir. Ek olarak, G¢ katilimc
konusma, telaffuz ve ana dil diizeyinde akicilik acisindan dil becerilerini (ingilizce veya kabul eden kurumun
ana dili) gelistirmeyi hedeflemistir. Ayrica, iki katihmci arkadas edinmeyi ek beklentileri olarak belirtmistir. Son
olarak, yalnizca bir katilimci 6gretmenlik becerilerini gelistirmeyi hedefledigini sdylemistir. Sosyal becerileri,
teknolojik becerileri gelistirmek ve 6z giiven olusturmak da beklentiler arasinda yer almistir.
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Martina: “Daha fazla ders vermeyi bekliyordum. Onlarin gercek égretmeninden ziyade yardimci 6gretmen
gibiydim. Amacim iyi konusmak ve telaffuzumu gelistirmekti. ispanyolca becerilerimi de gelistirmeyi
amacladim. Oraya gitmeden énce ispanyolca calistim.”

Gudu: "Prag'a gittigimde ana dili ispanyolca olan biri gibi iyi konusabilecegimi diisiindiim ama 8yle olmadi...
Baska Ulkeler ve kilturler gérmek istedim... Arkadas edinmek istedigimi sdyleyebilirim ama o&gretim
uygulamalarini gelistirmek beklentim degildi.”

Veronica: “Universitedeyken konuskan bir kiz degildim, bu yiizden daha sosyal olmak icin yurt disina gitmeye
calistim. italya'da pizza yapmayi, kahve yapmayi... Ornegin, yeme aliskanliklarini 6grenmeyi planhyordum.”

Emily: “Konusma becerilerimi ve seyahat becerilerimi gelistirmek.”

Ogretim deneyimlerini gelistirmenin programdan beklenti olarak yalnizca bir kez belirtiimesi beklenmeyen bir
bulgu olarak ortaya cikmistir. Bu durum, katiimcilar arasinda kulttirlerarasi ve kisisel beklentilerin mesleki
beklentilerden Ustiin oldugunu gdstermektedir. Bu anlamda, Erasmus programlarinin amaclar dogrultusunda
katihmcilarin kisisel, kultirlerarasi ve mesleki kazanimlari dengelemek veya yakinlastirmak igin ilgili paydaslar
tarafindan katilimcilara programin mesleki ¢iktilari hakkinda bilgi verilmesi gerekmektedir.

Gorusmeler sirasinda katimcilar calisma kosullar ve 6gretim baglamlari hakkinda ayrintili bilgi sunmuslardir.
Katihmcilar farkli yas gruplar ve dil seviyelerine sahip devlet veya &zel okullarda calismislardir. Ornegin,
katihmcilardan ikisi 3-6 yas arasi ¢ocuklari kapsayan anaokulunda calistiklarini belirtirken diger bir katilimci
ortaokulda, bir digeri ise lisede calistigini belirtmistir. Dil seviyesi olarak baslangi¢ seviyesi gruplari, orta seviye
gruplar veya karisik yetenek gruplari oldugu ifade edilmistir. Katilimcilar glinde dort ile alti saat arasinda
cahstiklarini da eklemislerdir. Anaokulunda calisanlarin siniflarinda 7-12 arasinda 6grenci oldugu belirtilmistir.
Katihmcilardan ikisi kabul eden kurumda hi¢ toplantilara katilmadigini belirtirken, diger iki katimci okul
personeliyle dizenli toplantilar yaptigini ancak velilerle yapmadigini soylemistir. Veronica ozellikle dil
engeline deginmistir ve yogun so6zli sinavlarin istenen sonuglar vermedigini vurgulamistir. Katilimcilarin
ogretim baglamlarina iliskin distinceleri asagida sunulmaktadir.

Martina: “ilkokul, anaokulu ve ayrica ortaokuldu... Benimkiler 5-14 yaslar arasindaydi ve orada konusma
derslerim vardi. Bu yiizden 21 yasinda 6grencilerim vardi. A1'den B2'ye kadar farkli seviyeler vardi. Glinde bes
saat calisiyordum... Her Carsamba sabahi saat 9'da toplantilarimiz oluyordu.”

Gudu: "Bir anaokulunda calisiyordum. Cogunlukla 3 yasinda ve baslangi¢ seviyesindelerdi. Haftada doért glin
cahsiyordum. Saat 9'da basliyor ve 12'de veya 1'de ¢ikiyorduk. Siniflarda 7-10 6grenci vardi. Bazi oyunlar veya
evrak isleri, calisma kagitlar veya resimler ve bircok oyuncak gibi etkinlikler vardi.”

Veronica: "Benim okulum teknik liseydi. Yaslarn aslinda 12-21 arasindaydi. Gliinde 4-6 saat calisiyordum.
Aslinda bir sinifimiz ve ¢ 6gretmenimiz vardi. Bir stajyer, bir esas 6gretmen, sinifi gdzlemleyen biri; ayni
sinifta ¢ 8gretmen... Ogrenciler sanki ingilizceyi pek anlamiyorlardi, ben de italyanca bilmiyordum... Once
italyanca calistim ve sonra ingilizce 6gretmek zorunda kaldim... Her hafta cok sayida sézlii sinav oluyor ama
yine de égrenciler ingilizce konusamiyordu. Bu nasil miimkiin olabilir?”

Emily: “Aslinda stajyerligimiz 6zel bir anaokulundaydi. 3-6 yas arasi ve baslangi¢ seviyesindelerdi. 12 6grenci
vardi... Dedigim gibi, biz bebek bakicisi gibiydik, bu yiizden cocuklarin ingilizce seviyesinde ilerlemesi yoktu
ve toplantiya da gerek yoktu.”

Yukarida belirtilen konular i1siginda, Erasmus dgrencilerinin mesleki deneyimlerine katkida bulunmak adina
fikir, materyal ve etkinlik alisverisinde bulunmak icin okul personeliyle diizenli toplantilara katilmasinin tesvik
edilmesi gerektigi sylenebilir. Benzer sekilde, Erasmus 6grencilerine ebeveynlerle yapilan toplantilara katilma
sansi verilebilir, boylece farkli paydaslarla nasil etkilesim kuracaklari ve bu paydaslarin ihtiyaclarina ve
beklentilerine gore nasil yanit verecekleri konusunda farkindalik kazanabilirler. Son olarak, sinif dinamiklerine
daha fazla alismalari icin Erasmus 6grencilerine zaman zaman ana 6gretmen roli verilebilir.

Katilimailar, baslangig asamasinda beklentilerini paylastiktan ve yurt disinda gegirdikleri siire boyunca
yasadiklari 6gretim deneyimleri hakkinda bir dizi ayrinti verdikten sonra, programin bu beklentileri farkli
yonlerden nasil karsiladigini belirtmislerdir. Ornegin, katiimcilar farkli kiltirel yapilarn 6grenme, dil
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becerilerini gelistirme, 6gretmenlik deneyimi kazanma, gevrim ici materyal gelistirmeyi 6grenme, farkli bakis
acllari edinme, yurt disina gitme, seyahat etme, arkadas edinme ve son olarak basa ¢ikma stratejileri ve 6z
glven konularinda kendilerini gelistirme firsatina sahip olduklarini belirtmislerdir. Bu tur kiiltirel, kisisel ve
dilsel katkilar 6nceki arastirmalarda da dile getirilmistir (Jacobone ve Moro, 2015). Bu katkilara ragmen,
katihmcilar cesitli zorluklardan da bahsetmistir. Jacobone ve Moro'nun (2015) aksine, tim katiimcilar
programdan beklentilerinin bazi nedenlerden dolayi kismen karsilandigini bildirmistir. Ornegin, Martina icin
o6gretmenlik uygulamalari beklediginden daha az sekilde gerceklesmistir.

Martina: “Evde farkh Glkelerden insanlarla birlikteyken, kultlrlerarasi iletisim becerilerimi gelistirdim.
Kaltirlerimiz, farkli yemekler, diginler, gelenekler hakkinda konusuyorduk ve onlar da bana kendi kaltirlerini
gosteriyorlardi... Aslinda daha fazla 6gretmenlik yapmayi bekliyordum ama oyle olmadi. Ben... sanki... gercek
ogretmenleri olmaktan ¢ok yardimci 6gretmen gibiydim ve bu kadar ¢ok calismayi beklemiyordum ve siesta
nedeniyle gec saatlere kadar calisma... Dil sistemlerini 6grendik... Cok fazla tatilleri ve senlikleri var... Yiizlerini
boyuyorlar ve farkh kiyafetler giyiyorlar.”

Veronica ise ogretim, teknoloji veya dil becerilerini bekledigi kadar gelistiremedigini belirtmistir. Sahin'in
(2008) aksine, bu katimci egitim teknolojisi becerilerini gelistirme katkisindan bahsetmemistir.

Veronica: "Farkl lkelere gittim ama... italya'da ingilizce pratik yapmayi planliyordum ama oraya gittigimde
ingilizce konusan ¢ok fazla insan olmadigini gérdiim. Bu ytzden hayal kirikligina ugradim. Ama 6gretmenlik
deneyimi icin bu lisede ¢ok sey dégrendim... ingilizce bircok teknik kelime &grendim. Once bu kelimeleri
italyanca 6grendim ve sonra da ingilizce 6grendim. Ayrica italya'nin Tirkiye'den cok daha teknolojik olmasini
bekliyordum ama oraya gittigimizde akilli tahtalar bile yoktu. Bazi siniflarda kara tahta vard:."

Benzer sekilde Emily, dil ve 6gretmenlik becerilerini gelistirmede zorluk c¢ektigi icin programin mesleki
beklentilerini kismen karsiladigini belirtmistir. Artan 6z glvenine deginmesine ragmen (Avrupa Komisyonu,
2014), cocuklara ingilizce 6gretmekten ¢cok onlara bakmaktan sorumlu oldugunu ve biitce sorunlari nedeniyle
istedigi kadar seyahat edemedigini vurgulamistir.

Emily: “Aslinda, onlara ingilizce égretmeyi bekliyordum. Bunun yerine, bizim onlar icin bir bakici olmamiz
istendi. Onlarin lavabo ihtiyaglarini gidermelerine yardimai oluyorduk. Evet, ingilizce dersleri veriyorduk ama
cok sinirhydu... ingilizce konusmak yerine Cek dili konusuluyordu. Cocuklar birbirleriyle Cek dilinde
konusuyorlardi ve biz anlayamiyorduk.. Sadece konusma becerilerim degil, ayni zamanda seyahat
beklentilerim de benim igin iyi degildi. Benim icin yeterli degildi ¢linkii orada yasamak ve baska yerlere
seyahat etmek icin az param vardi. Bunu yapmak istiyordum ama yapamadim ¢linkl param yoktu... Elbette,
baska kilttrlerden birkag arkadasim vardi. Kiltir gecemiz igin bazi etkinlikler yaptik... Sonunda, 6z glivenim
artik daha yuksek..."”

0Oz glven, programin belirtilen bir katkisi olmasina ragmen (Di Pietro, 2022; Roy ve dig., 2019; Sahin, 2008;
Temel, 2022; Unlu, 2015), yalnizca bir katilimci bu konudan bahsetmistir. Fernandez Agiiero’'nun (2017)
calismasi ile paralel olarak, Erasmus programlarinin potansiyelinin tam olarak karsilanmadigi gorilmektedir.
Ayrica, dilsel ve kiltirel katkilarin akademik ve mesleki katkilardan daha agir basmasi nedeniyle katilimcilarin
mesleki kazanimlardan ziyade kisisel kazanimlari daha fazla elde ettikleri gériilmektedir (Jacobone ve Moro,
2015). Bu baglamda, yardimc 6gretmen olmak yerine asil 6gretmen olarak calismanin, mesleki amaclara
uygun olarak 6gretmenlik yapmak icin gerekli oldugu gorilmektedir.

S5- Katilimcilarin gelecekteki staj 6grencilerine ve program kalitesinin artirdmasina yonelik onerileri nelerdir?

Onceki arastirmalara benzer sekilde (Garcia-Siso ve dig., 2023; Nedelcu ve Ulrich, 2014; Van Hoof ve
Verbeeten, 2005), katihimcilar bu programi gelecekteki 6grenciler icin dnermislerdir ve gelecekteki Erasmus
stajyerlik 6grencileri icin farkli tavsiyeler sunmuslardir. Katihmcilarin bazi énerileri su sekildedir:

Martina: “...ilke, oturma izni konusunda dikkatli olmalilar. Oncelikle, gitmeden énce para degisimi hakkinda
bilgi edinin ve ucuz konaklama arayin.”

Veronica: “Evrak islerine dikkat edin. Ayrica bankacilik konularina da dikkat etmeleri gerekiyor.”
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Emily: “Gonderen kurum ayrintilar hakkinda fazla bilgi paylasmadigindan, daha fazla soru sormaktan
cekinmeyin. Ayrica, aralarindan secim yapabilecekleri alternatif kurumlara sahip olmalarini da éneririm.”

Katilimcilarin tavsiyeleri arasinda bankacilik sorunlari, konaklama, seyahat, zaman ydnetimi, ev sahibi tlkenin
ana dilini 6grenme, evrak detaylari ve staj alternatifleri yer almistir. Bu oneriler, ilgili paydaslar tarafindan
gelecekteki Erasmus staj 6grencilerinin uyumunu ve entegrasyonunu kolaylastirmak icin dikkate alinabilir.

Son olarak, katimcilar program hakkinda bazi yorumlarda bulunmuslardir. Ornek olarak, Martina génderen
kurumun rehberlik ve yardim eksikligini vurgulamistir ki bu durum 6nceki calismalarda da dile getirilmistir
(Jacobone & Moro, 2015; Kayaoglu, 2016).

Martina: "Herkesin gitmesi gerektigini duslnldyorum. Erasmus katilimcilariyla ginlerinizin  tadini
cikarabilirsiniz. isiniz hakkinda bir seyler égrenebilir ve Avrupa'da harika zaman gegirebilirsiniz... Tirkiye'deki
koordinatorler konusunda ise, bu ayrintilar hakkinda daha fazla yardimci olmalarini istiyorum. Bu konular
hakkinda bazi web siteleri 6nerebilirler."

Ote yandan Veronica, programin kisisel faydalarina isaret etmis ve daha uzun bir zaman dilimini énermistir;
Emily ise bazi zorluklara ragmen programin firsatlarini vurgulamistir:

Veronica: "Alti ay gibi olmali ¢clinkii... ilk ayda etrafinizda neler olup bittigini anlamiyorsunuz. ikinci ayda uyum
saglamaya calisiyorsunuz. Uclincii ayda tamamen oradasiniz. Ve diger (i¢ ayda oraya alismis oluyorsunuz... Bir
vizyon olarak, bircok seyi degistiriyor.”

Emily: "Bu 6grencilere verilen cok iyi bir firsat. Mesleki gelisim agisindan olmasa da kisisel kazanimlar (izerinde
gercekten cok buylk bir etkisi var. Yurt disinda yasamaya calismak, baska bir tlkede yalnizken basa ¢ikma
stratejileri... Gergekten olgunlastirici bir sey. Bu zorluklara ragmen, bircok olumlu yani var.”

Son yorumlarinda, tim katilimcilar gelecekte ayni 6gretim deneyimini tekrar yurtdisinda yasamak istediklerini
cuinkl ya sehri / Ulkeyi sevdiklerini ya da tekrar yurt disinda yasamak istediklerini bildirmislerdir. Gudu tlkenin
yasam tarzini, mimarisini ve yasam standartlarini éne cikarirken Martina ise ingilizce égretmek icin sehrin
kiilturel cazibesini vurgulamistir.

Martina: “"Orada yasamak istiyorum. Portekiz olurdu c¢linkii Lizbon'a gittim ve harikaydi. Dinyanin her
yerinden ¢ok sayida insan ingilizce konusuyor ve Portekiz'de cok karisik bir kiltiir var. Bu yiizden muhtemelen
orada ingilizce 6gretmek gercekten giizel olurdu.”

Gudu: “ispanya'ya veya Hollanda'ya gitmek istiyorum ama fark etmez.. Yasam tarzi, mimari ve yasam
standartlar..”

Veronica: "Elbette, bundan asla pisman degilim. Bu sefer belki ispanya'yl denemek isteyebilirim. Gitmek icin
gercekten guzel bir yer ve oraya tekrar gitmek istiyorum.”

Emily: “Evet, elbette. italya olabilir. O Glkeye bayiliyorum.”

Katihmcilarin bu gorusgleri “Bir kez Erasmus, her zaman Erasmus” (Gurel ve Aslan, 2022) ve “Ne kadar fazla
hareketlilik, o kadar iyi” (Cuzzocrea ve Krzaklewska, 2023) sloganlarini hatirlatmaktadir. Son olarak katilimcilar
problem ¢6zme, uyum saglama ve olgunluk agisindan cesitli faydalar 6n plana gikarmislardir (Garcia-Siso ve
dig., 2023; Hauerwas ve dig., 2017; Roy ve dig. 2019; Temel, 2022), ki bu bulgularin tamami Erasmus
programi araciligiyla kazanilan bazi becerilere isaret etmektedir (Avrupa Komisyonu, 2014).

Ozetle belirtmek gerekirse, cesitli nedenlerden dolayi katiimcilarin bazi beklentilerinin karsilanmamis veya
kismen karsilanmis oldugu gorilmektedir. Mesleki beklentilerle ilgili olarak, stajyerlere yardimci 6gretmenler
olmak yerine en azindan zaman zaman sinif dgretmenin rehberligi ve gézlemi altinda ana 6gretmen olarak
hareket etme firsati verilmelidir; boylece gercek sinif ydnetimi stratejilerinin dinamiklerine daha etkili bir
sekilde hazirlanmalari saglanabilir. Dikkat edilmesi gereken bir diger nokta ise, stajyerlerin kabul eden
kurumdaki degisen sorumluluklardir; bazi katilimcilar ders vermekle gorevlendirilirken, digerleri, -6zellikle
cocuklar basta olmak Uzere- 6grencilere ilgili icerigi 6gretmekten ziyade onlara bakmakla gorevlendirilmistir.
Dahasi, bazi katiimcilarin calistiklar kurumda konusulan ana dilde veya yerel dil gesitliliginde dusik dizeyde
dil yeterliligine sahip olabilecekleri icin dil engeli yasamalari muhtemeldir. Kisisel beklentiler hususunda ise,
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seyahat boyutu, bltce sorunlar veya kabul eden kurumlarin mali desteginin olmamasi konular goéze
carpmaktadir. Programda karsilanamayan veya kismen karsilanan beklentilere yanit olarak, bu ¢alismanin
cesitli egitsel ve mesleki ¢ikarimlari dikkate alinmalidir.

Sonug ve Oneriler

Bu calisma, Erasmus Ogrenci staj programinin ele alinmamis yonlerine dikkat ¢ekmeyi ve uluslararasi
ogretmenlik uygulamalarinin daha iyi anlasilmasina katki sunmayi amaclamistir. Arastirma bulgularinin bir
kismi, bazi yonlerden onceki arastirma bulgularinin cogunu dogrulamaktadir. Programin kisisel, mesleki ve
kaltarlerarasi katkilar agisindan bir dereceye kadar yararh oldugu belirtilmis olsa da kisisel katkilarin mesleki
katkilardan daha agir bastigi gérilmustar.

Onceki calismalar Erasmus programlari icin fonlar artirmak, uyumu kolaylastirmak icin bir arkadaslk sistemi
kurmak, daha uzun sireli kalma siresini tesvik etmek ve dgrenciler igin tanitici kurslar vermek gibi cesitli
Oneriler siralamistir (Fernandez Aglero, 2017; Vossensteyn ve dig., 2010). Bu &nerilerin disinda, katimailarin
vermis olduklar cevaplar 1siginda programin niteliklerine katkida bulunmak icin bir dizi egitsel onerilere
ulasiimistir.  Mevcut calismanin  sonuglarinin  6nceki ¢alismalarin  sonuglarina stk tutmasi sebebiyle
uygulamadaki bazi sorunlarin hala devam ettigi ortaya ¢ikmistir. Bu baglamda, génderen kurumlar, kabul
eden kurumlar ve Erasmus stajyer dgrencilerinin kendileri tarafindan ilgili eylemlerin gerceklestirilebilmesi igin
bu calisma baglaminda ele alinmasi gereken cesitli 6neriler bulunmaktadir.

Oncelikle, génderen kurumlar evrak isleri, vize konulari, oturma izni ve konaklama alternatifleri hakkinda daha
fazla rehberlik saglamalidir. Bu baglamda, ilk olarak génderen kurumlar -6zellikle ilgili kurumun Uluslararasi
iliskiler Ofisi (bundan sonra Ofis olarak anilacaktir)- evrak isleri ve basvuru siirecleri hakkinda bilgi
paylasmakla vazifeli gorevlilerin hem yiiz ylize hem de cevrim ici destek sagladigi bir yardim masasi sistemi
kurabilir. ikinci olarak, Avrupa Komisyonunun vize bilgi sistemi resmi belgeler ve web siteleri araciligiyla giden
dgrencilere tanitilabilir. Uclincli olarak, giden &grenciler Ofis tarafindan dizenlenen uzman tavsiye
oturumlarina (ylz ylize ve/veya cevrim ici) katilabilir. Alternatif olarak, daha ©nce uluslararasi hareketlilik
programlarina katilmis dgrenciler, giden dgrencilere staj strecleri boyunca izleyecekleri net bir yol saglamak
amaciyla yasamis olduklari deneyimlerini ve nerilerini paylasmaya davet edilebilir.

Katihmcilar programa basvururken cogunlukla arkadas tavsiyelerine basvurduklarini ve kurumsal rehberligin
eksik kaldigini belirtmiglerdir. Bu nedenle génderen kurumlar, gelecekteki 6grencilerin uygun staj kurumlarini
daha kolay bulmalarina yardimci olmak amaciyla bolim koordinatérlerinin ve daha once staj hareketliligine
katilmis 6grencilerinin destegiyle olasi staj kurumlarinin bir listesini duyurabilir. Ek olarak, gdnderen kurumlar
cesitli bilgilendirici seminerler / toplantilar dizenleyebilir ve mimkiinse 6nceki Erasmus staj 6grencileri,
yasamis olduklari deneyimlerini paylasmak ve yeni basvuranlara rehberlik etmek icin bu etkinliklere dahil
edilebilir.

Alici kurumlar hakkinda ifade edilmesi gereken bazi hususlar da bulunmaktadir. S6z gelimi yardimci
O6gretmen olarak 6gretmenlik yapmak, stajyer 6grencilerde belirli bir olclide teorik ve pratik farkindalik
yaratsa da bu stajyerler gercek anlamda o6gretmenlik deneyimini hissetmek, sinifi kontrol etmek ve yeni
uygulamalari hayata gecirmek icin zaman zaman ana 6gretmen roliinde olabilirler. Ayrica, bu ¢alismadaki
katihmcilar farkl haftalik calisma saatleri belirtmislerdir, bu da tim stajyerler icin staj programi deneyimlerini
benzer hale getirmek amaciyla haftalik asgari-azami ders saatleri diizenleyerek kabul eden her kurum igin
standart bir yontem veya kural gerektirmektedir; ancak bu noktada, stajyerler icin asgari ve azami ders
saatlerinin duzenlenmesi kararinin kabul eden kurumlara birakilmasi yerine ilgili otoriteler (yani Avrupa
Komisyonu) tarafindan resmi olarak kararlastirlmasi ve duyurulmasi gerekmektedir. Bu sekilde, ortak
uygulamalar ve standartlastiriimis surecler stajyerler icin daha kolay ve etkili bir sekilde uygulanabilir. Pratik
bir strateji olarak, kabul eden kurumlardan stajyerlerinin ders saatlerini haftalik olarak kaydetmeleri istenebilir,
boylece ilgili paydaslar stajyerlerin etkinlikleri hakkinda surekli olarak bilgilendirilebilir. Bu amacla, kabul eden
ve gonderen kurumlardaki ilgili paydaslarin ortak kullanimina ydnelik ¢evrim ici bir sistem kurulabilir.

Ayni derecede 6nemli olan bir diger husus ise bu calismadaki katiimcilarin 6grencileriyle aralarindaki dil
engeline deginmis olmalaridir. Bu nedenle, glinlik etkilesimlerini kolaylastirmak icin gelecekteki 6grencilere
ilgili Ulkenin ana dilindeki bazi temel ifadeleri 6grenmeleri Onerilmektedir. Ayrica, katiimcilar kaliteyi
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saglamak ve uzun vadede istikrari surdirmek icin ilgili makamlara hem godnderen hem de kabul eden
kurumlarin performansi hakkinda bir degerlendirme formu doldurabilirler.

Ozetle belirtmek gerekirse, Erasmus &grenci staj programinin amaclanan ciktilarina ulasmasi icin uluslararasi
diizeydeki yetkililer tarafindan bir dizi énlemler alinabilir. ilk olarak, stajyer beklentileri ile program ciktilari
arasindaki uyumu en {st duizeye ¢ilkarmak amaciyla stajyerlere programin hem kisisel hem de mesleki katkilari
hakkinda ilgili kurumsal paydaslar aracihgiyla bilgi verilebilir. Bu sekilde katiimcilar programdan kisisel ve
mesleki anlamda benzer sekilde faydalanabilirler. ikinci olarak, hibe miktar artirilabilir ve / veya aylik 6deme
takvimi dizenlenebilir. Son olarak, stajyerlerin daha uzun sire gézlem yapma ve ders verme sansina sahip
olabilmeleri icin stajyerlik programi siiresi uzatilabilir.

Sinirhiklar ve Arastirma icin Oneriler

Bu calisma, betimleyici-anlatimsal arastirma tasarimi nedeniyle Tirkiye'deki bir grup ingilizce 8gretmenini
icermektedir. Bu nedenle, gelecekteki calismalar farkh bir bakis acisi elde etmek adina daha ok sayidaki
katihmci grubunu, farkli 6gretmenlik dallarini veya Ulkeleri igerebilir. Ek olarak, mevcut calisma katilimcilarin
kendi belirttikleri gorislere dayanmaktadir. Ancak, gelecekteki calismalar verileri cesitlendirmek igin 6lgekler,
glnlikler ve goézlem formlari da kullanabilir. Ayrica, karsilanmamis veya kismen karsilanmis beklentilerin
nedenleri, Erasmus programinin etkinligini artirmak adina gelecekteki calismalarda incelenebilir. Son olarak,
mevcut calismada hizmet ici 6gretmenler yer almistir ve gelecekteki arastirmacilar Erasmus 6grenci staj
programi hakkinda daha kapsamli bir resim sunmak icin farkli paydaslara odaklanabilir.
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