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From the Editor in Chief

In the Volume 9 Issue 2 of “International Journal of Curriculum and Instructional Studies” a total of 5 articles
have been published. In this issue, two articles on preservice teacher education, one article on preschool
teachers, one article on the evaluation of the new teacher training curricula and one article on the usage of
smart phones of the young people have been published. We would like to express our gratitude to all
authors for their studies and contributions to our journal.

We would like to thank to the referees who scrutinized all articles meticulously. We would like express our
thanks to our editors Prof. Dr. Kerim, Giindogdu, Prof. Dr. Cecilia Mercado, Assoc. Prof. Dr. Giilsen Unver
and Deputy Editors Dr. A. Selcen Aslangilay, Dr. Melis Yesilpinar Uyar and Dr. Gilgin Gilmez and
Proofreading Editors Assoc. Prof. Dr. Cevdet Epgagan, Assoc. Prof. Dr. Dilara Demirbulak and Lecturer Biilent
Alan for their valuable and meticulous contribution for the publication of our journal’s issue. We would also
like to thank our members of the Editorial Board.

Beginning from 2020, some changes will be actualized in the journal’s editors. | will assign my duties as the
deputy editor and editor-in-chief since 2014 to another colleague. By force of the rules of our journal, some
changes will also be made in the journal’s editors and deputy editors in the context of serving in the
editorial processes principle. | am thankful for your contributions and comments in the journal studies |
have carried out so far. | also thank to my colleagues who are continuing with the editorial process as well
as the colleagues who will be assigned with new duties and | wish you all a successful and happy term.
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Bas Editérden

“Uluslararasi Egitim Programlari ve Ogretim Calismalari Dergisi”, Cilt 9 Say1 2’de toplam bes makale yer
almaktadir. Bu sayida; 6gretmen adaylarinin egitimi konusunda iki makale, okul 6ncesi egitim 6gretmenleri
hakkinda bir makale, yeni 6gretmen yetistirme programlarinin degerlendirilmesi ile ilgili bir makale ve
genglerin akilli telefon kullanimlari ile ilgili bir makale yayimlanmistir. Yazarlari galismalarindan dolayi
kutluyor ve bu sayimiza vermis olduklari katkilardan dolayi kendilerine tesekkiir ediyoruz.

GCalismalarini dergimizde degerlendiren yazarlara ve makaleleri titizlikle inceleyen hakemlere icten
tesekkdrlerimizi sunuyoruz. Dergimizin 9. Cilt 2. Sayisina katki veren sayin editériimiz Prof. Dr. Kerim
Giindogdu, Prof. Dr. Cecilia Mercado, Dog. Dr. Giilsen Unver, Yardimci Editérler Dr. A. Selcen Aslangilay, Dr.
Melis Yesilpinar Uyar ve Dr. Gilgin Gllmez’'e ve Dil Editorlerimiz Dog. Dr. Cevdet Epgagan, Dog. Dr. Dilara
Demirbulak ve Okutman Bilent Alan’ a dergimizin yayimlanmasi icin yapmis olduklari titiz galismalari ve
katkilarindan dolayi ok tesekkiir ediyoruz. Ayrica Dergi Yayin Kurulu Gyelerine de tesekkiir ediyoruz.

2020 tarihinden itibaren dergi editorlerinde bazi degisiklikler olacaktir. 2014 yilindan beri yirittigim editor
yardimciligi ve bas editorlik gorevimi 2020 tarihinden itibaren baska bir arkadasima devredecegim.
Dergimiz icin koymus oldugumuz kural geregi dergi editorlik sirecinde gorev yapma ilkesi baglaminda dergi
asistan editor ve editorlerinde de degisiklikler olacaktir. Bugline kadar yirittigim dergi ¢alismalarinda
vermis oldugunuz katki ve elestireler icin tesekklr ediyorum. Ayrica dergi editorlik stirecine devam eden ve
yeni gorevler alan arkadaslarima tesekkiir ederken basarili ve mutlu bir donem diliyorum.

Prof. Dr. Kiymet SELVi
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Introduction

Teachers play an important role in reaching the output of educational programs (Biiylkkaragdz, Musta,
Yilmaz & Pilten, 1998; Kaptan, 1999). Therefore, it is necessary that pre-service teachers should be ready for
the profession as qualified and equipped as possible (Giliven-Yildirnm & Kokliikaya, 2017). This is more about
the fact that teachers' professional competence affects the quality of education (Basal & Taner, 2003).
Accordingly, teacher training programs offer diverse experiences in preparing pre-service teacher for the
teaching profession (Tatto, Lerman & Novotta, 2009). However, it is seen that most of the pre-service teachers
have various concerns about to be ready for the teaching profession (Akgiin & Ozgiir, 2014; Dogan & Coban,
2009; Karakaya, Avgin, Gomlek & Balik, 2017; Saracaloglu, Kumral & Kanma, 2009).

Responding appropriately to the needs of their students, classroom management, dealing with other
problems of the profession, overcoming the daily problems caused by school life are basically teachers™ main
concerns during their initial years of their teaching due to limited exposure to professional experience at their
teacher training (Arslan & Ozpinar, 2008; Stanulis, Fallona & Pearson, 2002; Thomas & Kiley, 1994). This seems
to be the reason for pre-service teachers leaving teaching in the first years of their careers (Thomas & Kiley,
1994). It is thought that this tendency is related to whether pre-service teachers and teachers are ready for the
teaching profession or not. Researchers describe the teacher education graduate as ready to teach
professionally equipped with the professional qualifications to deal with the professional difficulties (Black,
2003; Mehmetlioglu & Haser, 2013) and explains the readiness for pre-service teachers by the concept of
feeling ready to work (Mehmetlioglu & Haser, 2013). Readiness for teaching profession plays an important role
in the quality of teaching (Housego, 1990) and pre-service teachers ready for the teaching profession are faced
with fewer problems in classroom management (Li, 1999).

One of the main aims of teacher education is to equip pre-service teachers with the necessary skills which
are general culture, field of knowledge and teaching professing knowledge (Demirel, 2012) oriented for
effective teaching in different settings (Flores, 2018). However, curriculum literacy is in the forefront to
increase the professional competence of teachers (Bolat, 2017). While some researchers define the literacy
program as the capacity to have knowledge about the curriculum, to interpret the program, to develop a
critical point of view and to implement the curriculum in accordance with the learning environment (Keskin &
Korkmaz, 2017), some of them define it as the ability of teachers to fulfil educational program literacy by
themselves (Erdem & Egmir, 2018). Unlike these definitions, it is seen that some researchers define the literacy
program as the capacity of the teacher to adapt the program to new situations (Nsibande & Modiba, 2012). In
sum, it is considered that a teacher who is able to define the curriculum effectively in the fields of output,
content, learning-teaching processes and measurement and evaluation is more successful in teaching is ready
for teaching. Based on this information regarding teacher competencies, it is thought that pre-service teachers
who are highly curriculum literate are more positive for the teaching profession. It is thought that this situation
will contribute positively to the quality of learning-teaching process.

In the literature, there are various studies about both teacher readiness (Sahin & Kigtkslleymanoglu,
2015) and curriculum literacy (Beck, 2013; Bolat, 2017; Karseth & Sivesind, 2010). It is seen that a significant
part of those studies on teacher readiness are related to pre-service teachers' readiness for self-management
learning (Karatas, 2017; Karatas & Basbay, 2014; Sahin, 2010; Sahin & Kigliksileymanoglu, 2015) or for
teaching on their own (Ozbek, Eroglu & Donmus, 2017; Salas, 2010) or for technology teaching (Hung, 2016;
Instefjord & Munthe, 2016; Msila, 2015; Oliver, 2010; Singh & Chan, 2014) or for mathematics and science
teaching (Alkan & Erdem, 2013; Ng, 2013; Steele, Brew, Rees & lbrahim-Khan, 2013). To the best of these
researchers” knowledge, there are not any studies focusing on the relationship between teacher readiness and
their curriculum literacy. Research has drawn attention to the fact that teachers who are ready for teaching
recognize and effectively implement the curriculum (Ingvarson, Beavis & Kleinhenz, 2007). Accordingly, it is
considered that a teacher who is able to identify and effectively implement the curriculum is ready for the
teaching profession. Based on this information, this study focuses on the role pre-service teachers’ curriculum
literacy level in predicting their readiness for the teaching profession. In this respect, the research questions
are as follows:

1. Whatis the level of pre-service teachers’ curriculum literacy and their teacher readiness?
2. Is there a significant difference in terms of teacher’s readiness for pre-service teachers’ department,
grade level and gender?
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3. Is there a significant difference in terms of curriculum literacy for pre-service teachers’ department,
grade level and gender?

4. Is there a relationship between pre-service teachers’ curriculum literacy and readiness for the
teaching profession?

5. Are the levels of pre-service teachers’ curriculum literacy a meaningful predictor of the level of
readiness for the teaching profession?

Method

This predictive correlation model study focuses on the relationship between pre-service teachers' readiness
levels for the teaching profession and curriculum literacy levels (Buyukoztirk, Cakmak, Akgiin, Karadeniz &
Demirel, 2012). In this respect, this study examines whether pre-service teachers’ curriculum literacy levels
significantly predict their readiness for the teaching profession

Sample

Population consisted of pre-service teachers at a university located in the Marmara Region in Turkey.
Stratified sampling technique was used to identify the participants (Buyukoztiirk et al., 2012). A 95% confidence
interval was accepted for the sample to represent the population, and the formula suggested by Krejcie and
Morgan (1970) for determining sample size was used. The study was conducted in the Faculty of Education in
which approximately 3800 pre-service teachers were studying. However, the total number of teacher
candidates studying in the third and fourth grades was 1524. According to the aforementioned formula, a
sample of 310 people was proposed for the population size of 1600 people. However, 708 pre-service teachers
participated in the study because of the fact that the class level was also examined in the study and that the
number of some of the departments was higher than the others. In addition, after briefly explaining the aim of
the research, it was ensured that those who volunteered to participate in the study completed the scales.
Participants' percentage values and number according to the department they were studying are as in Table 1:

Table 1.
Number and Percent Distribution of Sampling by Department.
Sample

Department Population f %
Primary Teacher Training 271 211 29.40
Pre-school Teacher Training 306 81 11.30
Turkish Teacher Training 205 88 12.30
English Teacher Training 199 108 14.80
Psychological Counselling and Guidance Training 196 94 13.30
Computer Teaching and Technology Education Training 175 46 7.80
Science Teacher Training 172 80 11.10
Total 1524 708 100.00

In total, 708 pre-service teachers participated in the research who studied in several departments as
indicated in Table 1. 423 of the pre-service teachers were female while 285 were male. In addition, 364 of the
pre-service teachers who participated in the study were studying in the fourth grade, while 344 were studying
in the third grade.

Data Collecting Tools and Procedure

Curriculum Literacy Scale (Bolat, 2017) and Teacher Readiness for Teaching Profession Scale (Glven-Yildirim
& Kokliikaya, 2017) were employed to collect data. These scales were administered to volunteered participants
of this study at their during the spring semester of 2017-2018 academic year.

Curriculum Literacy Scale (CLS). This scale which was developed to determine the curriculum literacy of
teacher candidates. The scale is consists of 29 items. Explanatory and confirmatory factor analysis was used to
ensure the validity of the measurement tool. As a result of the tests performed, it was seen that the scale was
collected in two factor set above the factor load of .40. These factors are called Reading and Writing. The
confirmatory factor analysis was applied to test the construct validity of the scale indicates that the fit indices
were good (X2 =657.80; p <.05; sd = .38; RMSEA = .06; SRMR = .05; NFI =.94; NNFI = .97; CFl =.97; IFl = .97; GFI
=.83; AGFI = .80). As a result of the reliability analysis conducted to test the internal consistency of the scale,

205



Hanife Esen Aygiin — Uluslararasi Egitim Programlari ve Ogretim Calismalari Dergisi, 9(2), 2019, 203-220

the Cronbach Alpha coefficient was calculated as .88 for the reading factor, .90 for the writing factor and .94
for the whole scale. Participants responded by using expressions such as ‘I completely agree’, ‘Very agree’, ‘I
agree at a moderate level’, ‘l agree a lot’, ‘l do not agree with the items’, in a 5-Likert type measure. The scale
can be pointed as 1.00-1.80= Strongly disagree; 1.81-2.60= Disagree; 2.61-3.40= Undecided; 3.41-4.20= Agree;
4.21-5.00= Strongly Agree.

Teacher Readiness for Teaching Profession Scale (TRTPS). This scale, which was developed in order to
determine the readiness levels of the pre-service teacher towards the teaching profession, consists of 30 items.
In order to ensure the validity of the measurement tool, basic components have been used in factor analysis.
Thus, items with a factor load greater than .45 were found to be collected in two sub-factors. As a result of the
reliability analysis, Cronbach Alpha coefficient was calculated as .95 for the first factor, .78 for the second
factor and .93 for the whole scale as a result of testing the internal consistency of the scale. This indicates that
the instrument is valid and reliable in determining the level of readiness for teaching profession. The measuring
tool is a 5-Likert type. In this direction, the participant responds to the items through strongly agree, agree,
undecided, disagree and strongly disagree statements. Scale can be pointed as 1.00-1.80: Strongly Disagree;
Very Low; 1.81-2.60: Disagree; Low; 2.61-3.40: Undecided; Mid; 3.41-4.20: Agree; High; 4.21-5.00: Strongly
Agree; Very High.

Data Analysis

In the analysis of the research data, the suitability of the normal distribution of the data set was examined
first. Findings related to the normality of the data set are as in Table 2.

Table 2.

Kolmogorov-Smirnov Test Results.
Scale Statistic df Sig.
Curriculum Literacy Scale .04 708 .20
Teacher Readiness for Teaching Profession Scale .05 708 11

The Kolmogorov-Smirnov test was applied because the number of pre-service teachers participating in the
research was greater than 29 (Kalayci, 2010). As a result of the analysis, it was understood that the data set had
normal distribution, p> .05 (Field, 2007; Tabachnick & Fidell, 2007). Thus, it was decided that the use of
parametric tests was appropriate. T-test was used in the analysis of the data related to gender and class level,
and variance analysis was used in the analysis of the data related to the department. Pearson Correlation
coefficient was calculated when the relation of teacher readiness and curriculum literacy was examined. In
order to explore whether pre-service teachers’ curriculum literacy levels predict their readiness for the
teaching profession or not, a simple regression model was employed.

Results

Pre-service teachers' levels for the curriculum literacy and teaching profession are as shown in Table 3.

Table 3.

Results of the Descriptive Statistics on CLS and TRTPS Points.
Variable N Min. Max. Variance sd. X
CLS 708 2.03 5.00 .29 .54 3.93
TRTPS 708 1.30 5.00 .25 .50 3.96

The answers of the pre-service teachers’ curriculum literacy level was at the level of Agree (x= 3.93) and
their teacher readiness level for teaching profession was at the level of Agree (X= 3.96). The analysis of the
responses of the pre-service teachers to the scales were analysed according to the gender variable are
presented in Table 4.
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Table 4.
T-test Results of the CLS and TRTPS Points to Gender.
Variable Gender N X sd. df t p
CLS Female 423 3.96 .55 703 2.18 .03
Male 285 3.86 .51
TRTPS Female 423 4.00 .51 703 3.92 .00
Male 285 3.86 A8

When Table 4 is examined, it is understood that pre-service teachers’ curriculum literacy level was t(708)=
2.18, p< .05 and the teacher readiness level was significantly different in favour of the female teacher
candidates t(708)= 3.92, p< .05.

Table 5.
Variance Analyses Results of the CLS and TRTPS Points to Department.
Variable Sum of Squares df Mean Square F p
CLS Between Groups 14.30 7 204 741 .00
Within groups 191.82 701 .27
Total 206.13 708
TRTPS Between Groups 6.54 7 93 3.70 .00
Within groups 175.61 701 .25
Total 182.15 708

Findings in Table 5 indicate that the curriculum literacy level [(x=4.05), F(708)= 7.41, p<.05] and teacher
readiness level [(x=4.08), F(708)= 3.70, p<.05] of primary pre-service teachers were significantly different than
the others.Findings based on the grades pre-service teachers' responses to the scales are in Table 6.

Table 6.
T-test Results of the CLS and TRTPS Points to Grade.
Variable Grade N X sd. df t p
CLS Third grade 364 3.81 .54 706 6.23 .00
Fourth grade 344 4.06 .51
TRTPS Third grade 364 3.86 .48 706 546 .00
Fourth grade 344 4.07 .51

When Table 6 is examined, it is understood that the curriculum literacy level of the fourth grade students (X
=4.06) was significantly different from that of the third grade students (X = 3.81), t(706)= 6.23, p< .05. Similarly,
it is understood that the teacher readiness of the fourth grade students to the teaching profession (x = 4.07) is
significantly different from that the third grade students (x = 3.86), t(706)= 5.46, p< .05.

Table 7 presents findings related to the relationship between curriculum literacy and teacher readiness for
the teaching profession.

Table 7.

Relationship between Curriculum Literacy and Teacher Readiness for Teaching Profession.
CLS OMH
CLS Pearson Correlation 1.000 .738(**)
Sig. (2-tailed) . .000
N 708 708
TRTPS Pearson Correlation .738(**) 1.000
Sig. (2-tailed) .000 .
N 708 708

When Table 7 is examined, the relationship of the pre-service teachers’ responses about the curriculum
literacy and teacher readiness for the teaching profession is seen. Findings indicated that there was a high
positive correlation between the pre-service teachers’ curriculum literacy level and the level of teacher
readiness for the teaching profession, r=".738 (Field, 2013).
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Table 8 shows the findings of how the curriculum literacy levels of the pre-service teachers predicted the
teacher readiness for the teaching profession.

Table 8.

Simple Linear Regression Analyses Results.

Variable B Standard Error B R R’ Standardized B t F
Constant 1.46 .10 .68 46 .680 14.44  615.97
CLS .635 .02 24.81

The results of a simple linear regression analysis of the predictability of curriculum literacy as a teaching
profession appear to be significant, (F= 615.97), p> .05. This finding, as a result of the variance analysis,
indicates that the relationship between the curriculum literacy and teacher readiness for the teaching
profession is linear, R= .680, R’= 462, p< .05. It can also be said that the level of curriculum literacy is
significantly important in terms of predicting the level of teacher readiness for the teaching profession in the
positive direction. In other words, the curriculum literacy level accounts for 46% of the total variance in being
ready for the teaching profession.

Discussion, Conclusion and Implications

The findings indicate that the pre-service teachers' level of curriculum literacy and their teacher readiness
for the teaching profession was not high but at a good level. It is understood that this finding is compatible with
the findings of similar studies in the literature both in terms of educational program literacy (Erdem & Egmir,
2018; Sural & Dedebali, 2018) and teacher profession readiness (Mehmetlioglu & Haser, 2013; Sahin &
Kuglkstileymanoglu, 2015). This is considered as positive in terms of the professional development of pre-
service teachers.

When the findings were examined considering the gender variables, it was understood that the female pre-
service teachers had higher levels of curriculum literacy and teacher readiness for the teaching profession than
the male pre-service teachers. It is believed that this finding is related to the attitudes towards the teaching
profession. When the research regarding the attitudes of the prospective teachers about the profession are
examined, the female teacher candidates likened the teaching profession to motherhood, that their attitudes
towards the profession were, therefore, more positive than the male candidates and that they preferred the
teaching profession more consciously than the male candidates (Bozdogan, Aydin & Yildirim, 2007; Budak &
Kula, 2017; Capri & Celikkaleli, 2008; Cermik, Dogan & Sahin, 2010; Cocuk, Yokus & Tanriseven, 2015; Kog,
2014; Ozsoy, Ozsoy, Ozkara & Memis, 2010; Terzi & Tezci, 2007). In addition, it is known that pre-service
teachers with positive attitudes towards the profession are more successful in their professional knowledge
courses (Ekici, 2008). Based on this information, it could be said that the female pre-service teachers are more
willing to become teachers and, that their awareness about vocational and field knowledge courses is, for that
reason, higher than the male pre-service teachers.

When the findings were examined department based it was understood that the level of curriculum literacy
and readiness of the pre-service teachers, who studied in the Department of Primary Teacher Training, are
significantly department than the others. When Primary Teacher Training Programme is examined, it is seen
that it includes Reading and Writing Teaching, Turkish Language Teaching, Maths Teaching, Life Science
Teaching, Science and Technology Teaching, Social Science Teaching, Religion Culture and Moral Knowledge
Teaching courses. These courses contribute to the pre-service teachers’ curriculum knowledge and skills
(Council of Higher Education, 2006). When looking at other teacher training programs, Pre-school Teacher
Training, Turkish Teacher Training and Computer Teaching and Technology Education Training programmes
contain a Special Teaching Methods course. In addition, English Teacher Training contains Approaches in
Teaching English, Science Teacher Training program contains Science-Technology Program and Planning,
Psychological Counselling and Guidance Training contains Curriculum Development in Guidance in addition to
Special Teaching Methods course. The pre-service teachers examine specific instructional programs in these
courses (Council of Higher Education, 2006). Primary pre-service teachers’ teacher readiness level is higher
than the other pre-service teachers. This is thought to be due to their intense exposure to field-specific and
curriculum literacy opportunity of the primary pre-service teachers helps them feel ready for the teaching
profession. It is noteworthy that the pre-service teachers who are successful in field education courses have
more positive teaching competence perception (Cayci, 2011; Ekici, 2008). Therefore, it is understood that the
obtained result is compatible with similar studies.
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Another finding in this study was that the readiness and curriculum literacy levels of the pre-service
teachers in the fourth grade were significantly different from those of the third graders. It is understood that
the result obtained is in parallel with the results of similar studies (Housego, 1992; Mehmetlioglu & Haser,
2013). This is thought to be due to the positive contributions of the Teaching Practice courses. In teaching
practice course, the pre-service teachers restructure their knowledge in many aspects of the teaching
profession throughout their undergraduate studies and in their practice schools (Karadiiz, Eser, Sahin & ilbay,
2009). As a result, the pre-service teachers both plan the practice lessons and implement it by using the
knowledge they acquire about curriculum in field education courses. Therefore, it is thought that the levels of
high curriculum literacy and high teacher readiness of the pre-service teachers in the fourth grade are related
to this situation.

In this research, the relationship between curriculum literacy and teacher readiness for the teaching
profession was examined. It is noteworthy that there is a high positive correlation between curriculum literacy
and readiness for the teaching profession and that curriculum literacy predicts teacher readiness for the
teaching profession. As stated earlier, the teacher, who is ready for work, defines himself/herself as having the
professional qualifications (Mehmetlioglu & Haser, 2013). In addition, when the General Competencies of
Teacher Profession were examined, teachers with professional knowledge and professional skills described
teacher as a person “who had curriculum and pedagogical knowledge regarding their field”, “who effectively
planned education and training processes”, “who prepared appropriate learning materials with healthy and
safe learning environments for effective learning for all students”, “who effectively executed the learning and
teaching process” and “who suitably use[s] teacher measurement and evaluation methods, techniques and
tools” (General Directorate of Teacher Training and Development, 2017). Based on this, it is thought that the
defined teacher competencies are related to curriculum literacy. Because curriculum program literacy is one of
the dimensions of the adequacy of the teacher (Bolat, 2017).

As a result, when the findings obtained from the research were evaluated in general, it was seen that the
readiness and curriculum literacy levels of pre-service teachers increased when they focused on curricular
study more. In addition, fieldwork, like teaching practice, played a role in the pre-service teachers’ curriculum
literacy and teacher readiness levels. Accordingly, pre-service teachers’ curriculum literacy levels were
predicated on being ready for the teaching profession. Namely, pre-service teachers who were highly
knowledgeable and skilled in the field-specific curriculum felt ready to work.

When the literature is examined, it is noteworthy that studies mainly geared to explore the relation
between professional competences and teacher readiness. It is thought that this study, which focuses on
teacher readiness and curriculum literacy, is original and will contribute to the field. Based on the findings of
this study, it is recommended to examine the readiness of field-specific curriculum literacy on the role of
teacher readiness.
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TURKCE SURUM

Giris

Egitim programlarinin g¢iktilarina ulagilmasinda &6gretmenlerin  6nemli rol oynadigl bilinmektedir
(BUylikkaragoz, Musta, Yilmaz & Pilten, 1998; Kaptan, 1999). Bu nedenle, 08retmen adaylarinin ¢agin
gereksinimine uygun yeterlilik ve donanim sahibi olarak meslege hazir olmalari gerekmektedir (Glven-Yildirim
& Koklikaya, 2017). Clinkl 6gretmenlerin mesleki yeterligi egitimin niteligini etkilemektedir (Basal & Taner,
2003). Buna bagh olarak, Ogretmen egitimi programlari 6gretmen adaylarini 6gretmenlik meslegine
hazirlamada c¢esitli deneyimler sunmaktadir (Tatto, Lerman & Novotta, 2009). Ancak yine de 6gretmen
adaylarinin pek ¢ogunun o6gretmenlik meslegine hazir olma konusunda gesitli kaygilarinin  bulundugu
goriilmektedir (Akgiin & Ozgiir, 2014; Dogan & Coban, 2009; Karakaya, Avgin, Gémlek & Balik, 2017;
Saracaloglu, Kumral & Kanma, 2009).

Ogretmen adaylarinin 6gretmenlik meslegine iligkin kaygilarinin énemli bir bélimi, meslegin ilk yillarinda,
ogrencilerin ihtiyaglarina uygun cevap verme, sinif ydnetimini saglama, meslegin getirdigi sorunlarla bas etme,
okul yasaminin getirdigi ginlik sorunlarin Ustesinden gelmeye yonelik endiseler ve o6gretmenlik egitimi
boyunca yeterli mesleki deneyimin kendilerine sunulmamasi ile ilgilidir (Arslan & Ozpinar, 2008; Stanulis,
Fallona & Pearson, 2002; Thomas & Kiley, 1994). Arastirmalar, meslege yonelik kaygilarla bas etmekte gigliik
¢eken ogretmen adaylarinin meslegin ilk yillarinda 6gretmenligi birakmayi disiindiklerini gostermektedir
(Thomas & Kiley, 1994). Meslegi birakmaya yonelik bu egilimin hem meslege yeni baslayan 6gretmenlerin hem
de Ogretmen adaylarinin 6gretmenlik meslegine hazir olma durumlar ile ilgili oldugu dusinilmektedir.
Alanyazindaki calismalar meslege hazir olan 6gretmeni, meslegin getirdigi zorluklarin Ustesinden gelen ve
mesleki yeterliklere sahip birey olarak tanimlarken (Black, 2003; Mehmetlioglu & Haser, 2013), 6gretmen
adaylar icin hazirbulunuslugu meslege hazir hissetme kavrami ile agiklamaktadir (Mehmetlioglu & Haser,
2013). Arastirmalar 6gretmenlerin ve Ogretmen adaylarinin meslege hazir olma durumlarinin 6gretimin
niteliginde rol oynadigini géstermektedir (Housego, 1990). Bununla birlikte, mesleki hazirbulunusluk dizeyi
yuksek olan 6gretmen adaylarinin sinif yénetimi konusunda daha az sorunla karsi karsiya kaldigi bilinmektedir
(Li, 1999).

Ogretmen egitiminin temel amaglarindan birisi, 6gretmen adaylarina farkli okul ve siniflarda etkili 6gretim
yapabilme becerisini kazandirmaktir (Flores, 2018). Ogretmen adaylarina bu becerinin kazandirilmasi, genel
kaltar, alan bilgisi ve meslek bilgisi donanimi ilgili ilgilidir (Demirel, 2012). Buna bagh olarak, 6gretmenlerin,
mesleki yeterliklerinin arttiriilmasinda egitim programi okuryazarligi 6n plana ¢ikmaktadir (Bolat, 2017). Egitim
programi okuryazarhg bazi arastirmacilar tarafindan, 6gretim programlari hakkinda bilgi sahibi olma, programi
yorumlayabilme, elestirel bir bakis agisi gelistirme ve 6gretim programini 6grenme ortamina uygun bigcimde
uygulayabilme kapasitesi olarak tanimlanirken (Keskin & Korkmaz, 2017), bazi arastirmacilar egitim programi
okuryazarligini 6gretmenlerin kendinden beklenen vyeterlikleri yerine getirebilmesi olarak tanimlamaktadir
(Erdem & Egmir, 2018). Bu tanimlardan farkli olarak, bazi arastirmacilarin da egitim programi okuryazarligini
6gretmenin programi yeni durumlara uyarlayabilme kapasitesi olarak tanimladiklari gériilmektedir (Nsibande &
Modiba, 2012). Bu tanimlara dayal olarak egitim programi okuryazarliginin 6gretmenin egitim programi
hakkindaki farkindaligi, programi yorumlayabilme ve etkili bir bicimde uygulayabilme kapasitesi oldugu
disinilmektedir. Ogretmenlerin mesleki hazir olma durumlari ve egitim programi okuryazarligi hakkindaki bu
bilgilerden hareketle, hedef, icerik, 6grenme-6gretme siiregleri ile 6lgme ve degerlendirme 6geleri agisindan
programi etkili olarak tanimlayabilen bir 6gretmenin 6gretimde daha basarili, programi bu yonleriyle taniyan
dgretmen adayinin da dgretmenlige hazir olacagi disiiniilmektedir. Ogretmen vyeterlikleri konusunda elde
edilen bu bilgilerden hareketle, egitim programi okuryazarhg yiksek olan 6gretmen adaylarinin 6gretmenlik
meslegine yonelik hazirbulunuslugunun da daha olumlu olacagl disinilmektedir. Bu durumun, 6grenme-
6gretme siirecinin niteliginin artmasina olumlu katki saglayacagi diisiiniilmektedir.

Alanyazinda hem 6gretmen hazirbulunuslugu (Sahin & Kiigliksileymanoglu, 2015) hem de egitim programi
okuryazarligl (Beck, 2013; Bolat, 2017; Karseth & Sivesind, 2010) konusunda bazi ¢alismalar bulunmaktadir.
Ogretmen hazirbulunusluguna iliskin calismalarin énemli bir bélimiiniin égretmen adaylarinin dzydnetimli
6grenme (Karatas, 2017; Karatas & Basbay, 2014; Sahin, 2010; Sahin & Kiglkslileymanoglu, 2015) ya da kendi
kendine 6grenmeye yonelik hazirbulunusluk diizeyleri (Ozbek, Eroglu & Donmus, 2017; Salas, 2010) ile teknoloji
hazirbulunuslugu (Hung, 2016; Instefjord & Munthe, 2016; Msila, 2015; Oliver, 2010; Singh & Chan, 2014) ve
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matematik-fen konularindaki hazirbulunusluguna (Alkan & Erdem, 2013; Ng, 2013; Steele, Brew, Rees &
Ibrahim-Khan, 2013) yonelik olduklari gorilmektedir. Bununla birlikte, 6gretmen adaylarinin meslege
hazirbulunusluk diizeyleri ile egitim programi okuryazarliklarini konu alan bir ¢galisma olmadigi anlasiimaktadir.
Arastirmalar, meslege hazir olan 6gretmenlerin uygulanan programlari taniyan ve etkili olarak uygulayabilen
ogretmenler olduklarina dikkati cekmektedir (Ingvarson, Beavis & Kleinhenz, 2007). Bu nedenle 6gretmenlik
meslegine hazir olmada 6gretmenin kullanacagi 6gretim programlarini tanimasi ve etkili olarak uygulayabilme
becerisinin gelismis olmasinin énemli oldugu duslinilmektedir. Bu bilgilerden hareketle, bu arastirmada
o6gretmen adaylarinin egitim programi okuryazarlik diizeylerinin 6gretmenlik meslegine hazir olma durumlarini
yordamadaki roliine odaklanilmigtir. Bu dogrultuda arastirmanin alt amaglari agsagidaki gibi belirlenmistir:

1. Ogretmen adaylarinin dgretmenlik meslegi hazirbulunuslugu ve egitim programi okuryazarliklari ne
dizeydedir?

2. Ogretmen adaylarinin 6gretmenlik meslegi hazirbulunusluk diizeyleri cinsiyete, dgrenim gdrmekte
olduklari bolime ve 6grenim gormekte olduklari sinif diizeyine gore anlamh farklilik gostermekte
midir?

3. Ogretmen adaylarinin egitim programi okuryazarlk diizeyleri cinsiyete, 6grenim gérmekte olduklar
bolime ve 68renim gormekte olduklari sinif diizeyine gére anlaml farkhlk géstermekte midir?

4. Ogretmen adaylarinin égretmenlik meslegi hazirbulunusluk diizeyleri ile egitim programi okuryazarlik
dizeyleri arasinda iligki bulunmakta midir?

5. Ogretmen adaylarinin egitim programi okuryazarlik dizeyleri dgretmenlik meslegi hazirbulunusluk
diizeyinin anlaml bir yordayicisi midir?

Yontem

Ogretmen adaylarinin, &gretmenlik meslegine yénelik hazirbulunusluk diizeyleri ile egitim programi
okuryazarlik duzeyleri arasindaki iliskiye odaklanan bu arastirma, yordayici korelasyonel modelde
gerceklestirilmistir (BlUyukozturk, Cakmak, Akgiin, Karadeniz & Demirel, 2012). Bu dogrultuda, 6gretmen
adaylarinin egitim programi okuryazarlik duizeylerinin 6gretmenlik meslegine hazirbulunusluk dizeylerini
anlamli bir bicimde yordayip yordamadigi incelenmistir.

Evren ve Orneklem

Arastirmanin evrenini Marmara Bolgesi'nde yer alan bir Universitede 6grenim gérmekte olan 6gretmen
adaylari olusturmaktadir. ilgili fakiiltede 6grenim géren égretmen adaylarinin tiimi ¢alismaya katilmak igin esit
sansa sahiptir. Bu nedenle, arastirmaya katilacak 6gretmen adaylarinin belirlenmesinde seckisiz 6rnekleme
yonteminden olan tabakali 6rnekleme teknigi kullanilmistir (Blyukozturk et al., 2012). Buna bagh olarak,
orneklemin evreni temsil edebilmesi icin %95’lik glven araligi kabul edilmis ve Krejcie ve Morgan (1970)
orneklem buyukligini belirleme formili esas alinmistir. Arastirmanin, yurttildGgi Egitim Fakiltesi’'nde
yaklasik 3800 civari 6gretmen adayi 6grenim gormektedir. Bununla birlikte Gglinct ve doérdiinci sinifta 6grenim
goren toplam 6gretmen adayl sayisi 1524tiir. Yukarida belirtilen formiile gére 1600 kisilik evren biiytkligu icin
310 kisilik 6rneklem 6nerilmistir. Ancak arastirmada sinif diizeyi degiskeni de incelendiginden ve bazi anabilim
dallarindaki mevcudun digerlerine gére daha fazla olmasindan dolayi calismaya 708 6gretmen adayi katilmistir.
Ayrica, 6gretmen adaylarina kisaca arastirmanin amaci agiklandiktan sonra calismaya katilmaya goénalla
olanlarin 6lgme araglarini doldurmalari saglanmistir. Katiimcilarin 6grenim goérmekte olduklari bélime gore
sayl ve ylzdeleri Tablo 1’deki gibidir:

Tablo 1.
Evren ve Orneklemin Béliime Gére Frekans ve Yiizde Dagilmi.
Orneklem

Bolim Evren f %
Sinif Egitimi 271 211 29.40
Okul Oncesi Egitimi 306 81 11.30
Tirkce Egitimi 205 88 12.30
ingilizce Egitimi 199 108 14.80
Psikolojik Danismanlik ve Rehberlik Egitimi 196 94 13.30
Bilgisayar Ogretmenligi ve Teknoloji Egitimi (BOTE) 175 46 7.80
Fen Bilgisi Egitimi 172 80 11.10
Toplam 1524 708 100.00
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Arastirmaya Sinif Egitimi (n= 211), Okul Oncesi Egitimi (n= 81), Tiirkce Egitimi (n= 88), ingilizce Egitimi (n=
108), Psikolojik Danismanlik ve Rehberlik Egitimi (n= 94), Bilgisayar Ogretmenligi ve Teknoloji Egitimi (n= 46) ve
Fen Bilgisi Egitimi (n= 80) Anabilim Dal’'nda 6grenim gérmekte olan toplam 708 6gretmen adayi katilmistir.
Ayrica, adaylarin 423’ kadin 285’i erkektir. Buna ek olarak, ¢alismaya katilan 6gretmen adaylarinin 364’0
Gglncl sinifta 344’4 dordinci sinifta 6grenim gérmektedir.

Veri Toplama Araglari ve Siiregleri

Arastirma verilerinin toplanmasinda Egitim Programi Okuryazarhig Olcegi (Bolat, 2017) ve Ogretmenlik
Meslegine Yénelik Hazirbulunusluk Olgegi (Giiven-Yildirrm & Kékliikaya, 2017) kullanilmistir. Arastirma etigine
uygun gerekli izinlerin tamamlanmasinin ardindan 0Ogretmen adaylari arastirmanin amaci hakkinda
bilgilendirilmis ve 6lgekler galismaya katilmak isteyen gonilli 6gretmen adaylarina dagitilmistir. Veri toplama
islemi 2017-2018 akademik yili bahar yariyilinda gergeklestirilmistir.

Egitim Programi Okuryazarligi Olcedi (EPO). Ogretmen adaylarinin egitim programi okuryazarlik diizeylerini
belirlemek amaciyla gelistirilen bu dlgme araci 29 maddeden olusmaktadir. Olgme aracinin gegerligini saglamak
amaciyla agimlayici ve dogrulayici faktor analizinden yararlanilmistir. Yapilan testler sonucunda élgme aracinin
faktor yiki .40in Gzerinde maddelerden olusan iki faktorde toplandigi gorilmistir. Bu faktorler okuma ve
yazma olarak isimlendirilmistir. Olgme aracinin yapi gecerligini test etmek amaciyla uygulanan dogrulayici
faktor analizi sonucunda uyum indekslerinin iyi diizeyde oldugu gorilmektedir (X* =657.80; p <.05; sd = .38;
RMSEA = .06; SRMR = .05; NFI =.94; NNFI =.97; CFl =.97; IFl =.97; GFl =.83; AGFI =.80). C)Igme aracinin ig
tutarhhgini test etmek amaciyla uygulanan givenirlik analizleri sonucunda Cronbach Alpha katsayisi okuma
faktori icin .88, yazma faktori icin .90 ve 6lgegin tamami icin .94 olarak hesaplanmustir. Katilimcilar, 5’li Likert
tipinde hazirlanan oOlcekteki maddelere hi¢ katilmiyorum, az katiliyorum, orta diizeyde katiliyorum, cok
katiliyorum, tamamen katiliyorum ifadelerini kullanarak cevap vermektedir. Olgegin puanlanmasi 1.00-1.80=
Kesinlikle katilmiyorum; 1.81-2.60= Katilmiyorum; 2.61-3.40= Kararsizim; 3.41-4.20= Katiliyorum; 4.21-5.00=
Kesinlikle katiliyorum seklindedir.

Ogretmenlik Meslegine Yénelik Hazirbulunusluk Olcedi (OMH). Ogretmen adaylarinin 6gretmenlik meslegine
yonelik hazirbulunugluk duzeylerini belirleyebilmek amaciyla gelistirilen bu &lgme araci 30 maddeden
olusmaktadir. Olgme aracinin gecerligini saglamak amaciyla temel bilesenler faktér analizi yénteminden
yararlaniimistir. Boylelikle, faktor yiki .45’in Gizerinde olan maddelerin iki alt faktérde toplandigi gérilmustar.
Olgme aracinin i¢ tutarhligini test etmek amaciyla uygulanan giivenirlik analizleri sonucunda Cronbach Alpha
katsayisi birinci faktor icin .95, ikinci faktor icin .78 ve 6lgegin tamami icin .93 olarak hesaplanmistir. Bu durum
Olgme aracinin 6gretmen adaylarinin 6gretmenlik meslegine hazir olma dizeyini belirlemede gegerli ve
giivenilir olduguna isaret etmektedir. Olgme araci 5’li Likert tipindedir. Bu dogrultuda, katimcilar maddelere
kesinlikle katiliyorum, katiliyorum, kararsizim, katilmiyorum ve kesinlikle katiimiyorum ifadeleri araciligiyla
cevap vermektedir. Olcekten elde edilen puanlar; 1.00 ile 1.80 aralig:: Kesinlikle Katilmiyorum; Cok Diisiik
Dizey; 1.81 ile 2.60 araligr: Katilmiyorum; Dlstk Duzey; 2.61 ile 3.40 arahgi: Kararsizim; Orta Diizey; 3.41 ile
4.20 arahgi: Katiliyorum; Yiiksek Diizey; 4.21 ile 5.00 araligi: Kesinlikle Katiliyorum; Cok Yiiksek Dlizey seklinde
yorumlanmistir.

Verilerin Analizi

Arastirma verilerinin analizinde dncelikle veri setinin normal dagilima uygunlugu incelenmistir. Veri setinin
normal dagihm varsayimini karsilama durumuna iliskin bulgular Tablo 2’de sunulmustur.

Tablo 2.

Kolmogorov-Smirnov Testi Sonuglari.
Olgek Statistic sd Sig.
Egitim Programi Okuryazarlk Olcegi .04 708 .20
Ogretmenlik Meslegine Yénelik Hazirbulunusluk Olgegi .05 708 A1

Arastirmaya katilan 6gretmen adaylarinin sayisi 29’dan buylk oldugu icin Kolmogorov-Smirnov testi
uygulanmistir (Kalayci, 2010). Yapilan analiz sonucunda p>.05 oldugu icin veri setinin normal dagihm gosterdigi
anlasilmaktadir (Field, 2007; Tabachnick & Fidell, 2007). Bu dogrultuda, parametrik testlerin kullanilmasinin
uygun olduguna karar verilmistir. Buna bagli olarak, cinsiyet ve sinif diizeyine iliskin verilerin incelenmesinde t-
testi, bélime iliskin verilerin incelenmesinde varyans analizi kullanilmistir. Ogretmen hazirbulunuslugu ve
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egitim programi okuryazarligi degiskenlerinin birbiri ile olan iliskisinin incelenmesinde Pearson Korelasyon
katsayisi hesaplanmistir. Ek olarak, Ogretmen adaylarinin egitim programi okuryazarlik dizeylerinin,
o0gretmenlik meslegi hazirbulunugluk duzeylerini anlamli bir bicimde yordayip yordamadigini incelemek
amaciyla basit dogrusal regresyon modeli uygulanmistir.

Bulgular

Ogretmen adaylarinin egitim programi okuryazarlik ve 6gretmenlik meslegine yénelik hazirbulunusluk
diizeyleri Tablo 3’te sunulmustur.

Tablo 3.

EPO ve OMH Puanlarinin Betimsel Istatistik Sonuclari.
Degisken N Min. Max. Varyans Ss. X
EPO 708 2.03 5.00 .29 .54 3.93
OMH 708 1.30 5.00 .25 .50 3.96

Arastirmaya katilan 6gretmen adaylarinin egitim programi okuryazarlik (X= 3.93) ve 6gretmenlik meslegine
hazirbulunusluklarinin (Xx= 3.96) Katiliyorum diizeyinde oldugu goérilmektedir.

Adaylarin 6lgme araclarina vermis olduklari yanitlar cinsiyet degiskenine gore incelenmistir. Bulgular Tablo
4’te sunulmustur.

Tablo 4.
EPO ve OMH Puanlarinin Cinsiyet Dediskenine Gére t-testi Sonuglari.
Degisken Cinsiyet N X Ss. sd t p
EPO Kadin 423 3.96 .55 703 218 .03
Erkek 285 3.86 .51
OMH Kadin 423 4.00 .51 703 3.92 .00
Erkek 285 3.86 .48

Tablo 4 incelendiginde 6g8retmen adaylarinin egitim programi okuryazarlik dizeylerinin t(708)= 2.18, p< .05
ve O6gretmenlik meslegine hazirbulunusluk diizeylerinin kadin 6gretmen adaylarinin lehine anlamli farklilik
gosterdigi anlasiimaktadir( t(708)= 3.92, p< .05).

Ogretmen adaylarinin dlgme araglarina vermis olduklari yanitlarin béliim degiskenine gére anlamli fark
gosterip gostermedigine iliskin varyans analizi sonuglari Tablo 5’'te sunulmustur.

Tablo 5.
Béliime Gére EPO ve OMH Puanlarina iliskin Varyans Analizi Sonuglari.
Degisken Varyansin Kaynagi Kareler Toplami sd  Kareler Ortalamasi F p
EPO Gruplar arasi 14.30 7 204 741 .00
Gruplar igi 191.82 701 .27
Toplam 206.13 708
OMH Gruplar arasi 6.54 7 93 3.70 .00
Gruplar igi 175.61 701 .25
Toplam 182.15 708

Ogretmen adaylarinin egitim programi okuryazarlik diizeyleri ve &gretmenlik meslegine hazirbulunusluk
dizeyleri 6grenim gérmekte olduklari bélime goére incelendiginde Sinif Egitimi Anabilim Dali’'nda 6grenim
gdren dgretmen adaylarinin egitim programi okuryazarlik diizeylerinin (x=4.05), Okul Oncesi Egitimi (4.01),
Tirkce Egitimi (3.98), ingilizce Egitimi (3.84), Rehberlik ve Psikolojik Danismanlik Egitimi (3.79), BOTE (3.65) ve
Fen Bilgisi Egitimi Anabilim Dal’'nda (3.77) 6grenim gérmekte olan 6grencilere gore anlamh farkliik gosterdigi
anlasiimaktadir F(708)= 7.41, p<.05. Buna ek olarak, 6gretmenlik meslegine iliskin hazirbulunusluk dizeyleri
incelediginde, Sinif Egitimi Anabilim Dali’'nda 6grenim gdren dgretmen adaylarinin (4.08), Okul Oncesi Egitimi
(X=4.06), Tirkce Egitimi (3.91), ingilizce Egitimi (3.89), Rehberlik ve Psikolojik Danismanlik Egitimi (3.92), BOTE
(3.72) ve Fen Bilgisi Egitimi Anabilim Dal’'nda (3.93) 6grenim gérmekte olan 6grencilere gére anlamli farklihk
gosterdigi anlasiilmaktadir F(708)= 3.70, p< .05.

Ogretmen adaylarinin vermis olduklari yanitlar sinif degiskenine gore incelendiginde elde edilen bulgular
Tablo 6’da sunulmustur.

213



Hanife Esen Aygiin — Uluslararasi Egitim Programlari ve Ogretim Calismalari Dergisi, 9(2), 2019, 203-220

Tablo 6.
EPO ve OMH Puanlarinin Sinif Degiskenine Gére t-testi Sonuglari.
Degisken Sinif N X Ss. sd t p
EPO Uglinci Sinif 364 3.81 .54 706 6.23 .00
Doérdiincu Sinif 344 4.06 .51
OMH Uglinci Sinif 364 3.86 48 706 5.46 .00
Doérdiincu Sinif 344 4.07 .51

Tablo 6 incelendiginde, doérdiincii sinif 6grencilerinin egitim programi okuryazarlik diizeylerinin (X= 4.06)
Gglnct sinif 6grencilerinin egitim programi okuryazarlik dizeylerinden (x= 3.81) anlamli farkhhk gosterdigi
anlasilmaktadir, t(708)= 6.23, p< .05. Benzer sekilde, dérdinci sinif 6grencilerinin 6gretmenlik meslegine
hazirbulunusluk diizeylerinin (x= 4.07) Uglincu sinif 6grencilerinin 6gretmenlik meslegine hazirbulunusluk
dizeylerinden (x= 3.86) anlamli farklilik gésterdigi anlasiimaktadir t(708)= 5.46, p< .05.

Tablo 7'de 6gretmen adaylarinin egitim programi okuryazarligl ile 6gretmenlik meslegine yonelik
hazirbulunusluk diizeyleri arasindaki iliskiye yonelik bulgular sunulmustur.

Tablo 7.
Egitim Programi Okuryazarhdi ve Ogretmenlik Meslegi Hazirbulunuslugu Korelasyon Analizi Sonuglari.

EPO OMH

EPO Pearson Correlation 1.000 .738(**)
Sig. (2-tailed) . .000

N 708 708

OMH Pearson Correlation 738(**) 1.000
Sig. (2-tailed) .000 .

N 708 708

Tablo 7 incelendiginde, 6gretmen adaylarinin Egitim Programi Okuryazarhigi ve Ogretmenlik Meslegine
Yonelik Hazirbulunusluk o6lgeklerine iliskin vermis olduklari cevaplarin iliskisi gorilmektedir. Bulgular
incelendiginde, O6gretmen adaylarinin egitim programi okuryazarlik dizeyleri ile 6gretmenlik meslegine
hazirbulunusluk dizeyleri arasinda pozitif yénde yiksek iliski oldugu anlasilmaktadir, r=.738.

Tablo 8de Ogretmen adaylarinin egitim programi okuryazarli§l dizeylerinin 6gretmenlik meslegi
hazirbulunusluk diizeylerini ne 6lgiide yordadigina iliskin elde edilen bulgular yer almaktadir.

Tablo 8.
Egitim Programi Okuryazarhginin Odretmenlik Mesledi Hazirbulunuslugunu Yordamasina lliskin Basit Dogrusal
Regresyon Analizi Sonuglari.

2

Degisken B  Standart HataB R R Standardize edilmis B t F
Constant 1.46 .10 .68 .46 .680 14.44 615.97
EPO .635 .02 24.81

Egitim programi okuryazarliginin 6gretmenlik meslegi hazirbulunuslugunu yordamadaki roliine iliskin basit
dogrusal regresyon analizi sonuglarinin anlamh oldugu goérilmektedir (F= 615.97), p>.05. Varyans analizi
sonucunda ulasilan bu bulgu egitim programi okuryazarligi ve 06gretmenlik meslegine hazirbulunusluk
arasindaki iliskinin dogrusal olduguna isaret etmektedir (R= .680, R’= .462, p<.05). Bu bulguya gore, egitim
programi okuryazarlik dizeyinin 6gretmen adaylarinin 6gretmenlik meslegine hazirbulunusluk dazeylerini
pozitif yonde anlamli olarak yordamakta oldugu anlasiimaktadir. Bir diger ifade ile egitim programi okuryazarlik
diizeyi, 6gretmenlik meslegine hazir olmada toplam varyansin %46’sini agiklamaktadir.

Tartisma, Sonug ve Oneriler

Arastirma bulgulari 6gretmen adaylarinin egitim programi okuryazarlik diizeylerinin katiliyorum,
ogretmenlik meslegine yonelik hazirbulunusluk diizeylerinin katiliyorum dizeyinde oldugunu géstermektedir.
Bu durum, 6gretmen adaylarinin egitim programi okuryazarlik diizeyleri ve 6gretmenlik meslegine yonelik
hazirbulunusluk dizeylerinin ¢ok yiiksek olmamakla birlikte iyi diizeyde olduguna dikkati ¢ekmektedir. Bu
bulgunun hem egitim programi okuryazarligr (Erdem & Egmir, 2018; Sural & Dedebali, 2018) hem de
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ogretmenlik meslegi hazirbulunuslugu (Mehmetlioglu & Haser, 2013; Sahin & Kiiglkstleymanoglu, 2015)
acisindan alanyazindaki benzer ¢alismalarin bulgulari ile uyumlu oldugu anlagiimaktadir. Bu durumun égretmen
adaylarinin mesleki gelisimleri agisindan olumlu oldugu duslinilmektedir.

Bulgular cinsiyet degiskeni dikkate alinarak incelediginde kadin 6gretmen adaylarinin egitim programi
okuryazarlik diizeyleri ve oOgretmenlik meslegine yonelik hazirbulunusluk diizeylerinin erkek 6gretmen
adaylarindan daha yuksek oldugu anlasiimaktadir. Bu bulgunun, 6gretmenlik meslegine yonelik tutumlar ile ilgili
oldugu dusiiniilmektedir. Ogretmen adaylarinin meslege iliskin tutumlarini konu alan arastirmalar
incelendiginde, kadin 6gretmen adaylarinin 6gretmenlik meslegini annelige benzettikleri ve bu nedenle
meslege yonelik tutumlarinin erkek adaylara gére daha olumlu oldugu ve 6gretmenlik meslegini erkek adaylara
gore daha bilingli olarak tercih ettikleri gorilmektedir (Bozdogan, Aydin & Yildirim, 2007; Budak & Kula, 2017;
Capri & Celikkaleli, 2008; Cermik, Dogan & S$ahin, 2010; Cocuk, Yokus & Tanriseven, 2015; Kog, 2014; Ozsoy,
Ozsoy, Ozkara & Memis, 2010; Terzi & Tezci, 2007). Ek olarak, meslege iliskin olumlu tutumlari olan &gretmen
adaylarinin meslek bilgisi derslerinde daha basarili olduklari bilinmektedir (Ekici, 2008). Bu bilgilerden
hareketle, kadin 6gretmen adaylarinin 6gretmen olmaya daha istekli olduklari ve bu nedenle meslek ve alan
bilgisi derslerine iliskin farkindaliklarinin erkek 6gretmen adaylarina gore daha yiksek oldugu séylenebilir.

Ogretmen adaylarinin egitim programi okuryazarlk diizeyleri ve dgretmenlik meslegine hazirbulunusluk
diizeyleri 6grenim gormekte olduklari boélim dikkate alinarak incelediginde, Sinif Egitimi Anabilim Dali’'nda
O0grenim goéren Ogretmen adaylarinin egitim programi okuryazarlik dizeyleri ve 6gretmenlik meslegine
hazirbulunusluk dizeylerinin diger anabilim dallarinda 6grenim goren 6gretmen adaylarina gore daha yiiksek
oldugu anlasiimaktadir. Sinif Egitimi Ogretmen Yetistirme Lisans Programinda; ilkokuma Yazma Ogretimi,
Tiirkge Ogretimi, Hayat Bilgisi Ogretimi, Sosyal Bilgiler Ogretimi Fen ve Teknoloji Ogretimi, Matematik Ogretimi
Din Kiltiri ve Ahlak Bilgisi Ogretimi dersleri yardimiyla égretmen adaylari égretim programlarini kazanim,
beceri, kavram vb. 6zellikler yoninden incelemektedirler (Yiksekogretim Kurulu, 2006). Diger 6gretmen egitimi
programlari incelendiginde, Okul Oncesi Egitimi, BOTE ve Tiirkce Egitimi’nde Ozel Ogretim Yéntemleri, ingilizce
Egitimi’nde ingilizce Ogretiminde Yaklasimlar ve Ozel Ogretim Yéntemleri, Fen Egitimi'nde Fen-Teknoloji
Programi ve Planlama ile Ozel Ogretim Yéntemleri, PDR’de ise Rehberlikte Program Gelistirme derslerinde
alana 6zgii 6gretim programlarinin incelendigi anlasiimaktadir (Yiiksekégretim Kurulu, 2006). Ogretmen egitimi
programlari karsilastirildiginda, Sinif Egitimi alaninda 6gretim programlarini incelemeye yonelik derslerin
oldukga yogun oldugu goérilmektedir. Bu nedenle, 6gretmen adaylarinin farkli alan egitimi dersleri araciligiyla
cok sayida Ogretim programini inceleme firsati oldugu ve buna bagh olarak egitim programi okuryazarlik
dizeylerinin diger 6gretmen egitimi programlarinda 6grenim goéren 6gretmen adaylarina gére daha olumlu
oldugu dusunilmektedir. Ayrica, Sinif Egitimi alaninda 6grenim gbren 06gretmen adaylarinin mesleki
hazirbulunusluk diizeyleri de diger 6gretmen egitimi programlarinda 6grenim goéren 6gretmen adaylarina gore
daha yiiksektir. Bu durumun, alan egitimi derslerinin katkisindan kaynaklandigi distiniilmektedir. Bir diger
ifadeyle, Sinif Egitimi alaninda 6grenim goren 6gretmen adaylarinin alan egitimi derslerine iliskin okuryazarlik
dizeylerinin yiksek olmasinin kendilerini meslege hazir hissetmesine yardimci oldugu dusinilmektedir.
Alanyazin, alan egitimi derslerinde basarili olan Sinif Ogretmeni adaylarinin 8gretmen yeterlik algilarinin yiksek
olduguna dikkati gekmektedir (Cayci, 2011; Ekici, 2008). Dolayisiyla elde edilen bulgunun alanyazindaki benzer
calismalar ile de uyumlu oldugu anlasiimaktadir.

Arastirmada dordinct sinif 6grencilerinin hem egitim programi okuryazarlk dizeylerinin hem de
ogretmenlik meslegine hazirbulunusluk dizeylerinin daha ylksek oldugu bulunmustur. Bulgunun benzer
calismalarin sonuclari ile paralellik gosterdigi anlasiimaktadir (Housego, 1992; Mehmetlioglu & Haser, 2013). Bu
durumun, Ogretmenlik Uygulamasi derslerinin 6gretmen adaylarina saglamis oldugu olumlu katkilardan
kaynaklandigi dusiiniilmektedir. Ogretmenlik uygulamasi dersinde, 6gretmen adayi, lisans egitimi boyunca
ogretmenlik meslegine iliskin edindigi bir bircok bilgi ve beceriyi uygulama okullarinda yeniden
yapilandirmaktadir (Karadiiz, Eser, Sahin & ilbay, 2009). Buna bagh olarak, aday hem uygulama dersini
planlamakta hem de 6gretmenligi deneyimlemektedir. Boylece, alan egitimi derslerinde 6gretim programlarina
iliskin edindigi bilgiyi kullanarak ders plani olusturmakta ve uygulamaktadir. Dolayisiyla, dordiinci sinifta
6grenim gbren Ogretmen adaylarinin egitim programi okuryazarlik diizeyi ve 06gretmenlik meslegine
hazirbulunusluk diizeyinin yiiksek olmasinin bu duruma bagli oldugu dislintilmektedir.

Bu arastirmada son olarak egitim programi okuryazarligi ile 6gretmenlik meslegine yonelik hazirbulunusluk
diizeyi arasinda pozitif yonde yuksek iliski bulundugu ve egitim programi okuryazarlik diizeyinin 6gretmenlik
meslegine yonelik hazirbulunuslugu yordadigi saptanmistir. Daha once ifade edildigi lzere, alanyazin meslege
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hazir olan 6gretmeni mesleki yeterliklere sahip birey olarak tanimlamaktadir (Mehmetlioglu & Haser, 2013).
Buna ek olarak Ogretmenlik Meslegi Genel Yeterlikleri incelendiginde mesleki bilgi ve mesleki beceriye sahip
dgretmen “Alanin égretim programina ve pedagojik alan bilgisine sahiptir”, “Egitim Ogretim siireclerini etkin bir
sekilde planlar”, “Bitlin 6grenciler igin etkili 6grenmenin gerceklesebilecegi saglikh ve guvenli 6grenme
ortamlari ile uygun &grenme materyalleri hazirlar” “Ogrenme ve dgretme siirecini etkili bir sekilde yiritir”,
“Olcme ve degerlendirme ydntem, teknik ve araglarini amacina uygun kullanir” seklinde tanimlanmaktadir
(Ogretmen Yetistirme ve Gelistirme Genel Midirligi, 2017). Bu bilgiler 1siginda, tanimlanan 6gretmen
yeterliklerinin egitim programi okuryazarhigi ile ilgili oldugu distunilmektedir. Clnkl egitim programi
okuryazarligi 6gretmen yeterliginin boyutlarindan biridir (Bolat, 2017).

Sonug olarak arastirmadan elde edilen bulgular genel olarak degerlendirildiginde, 6gretmen adaylarinin
O0gretim programlari ile ilgili galismalari arttikga egitim programi okuryazarlk ve mesleki hazir olma diizeyleri de
artmaktadir. Ayrica, 6gretmenlik uygulamasi gibi alan galismalari adaylarin egitim programi okuryazarligi ve
meslege hazir olma diizeyleri Gzerinde rol oynamaktadir. Buna bagl olarak, adaylarin egitim programi
okuryazarlik dizeyleri 6gretmenlik meslegine hazir olma durumlarini yordamaktadir. Yani, alana 6zgi 6gretim
programina iliskin bilgi ve becerisi yliksek olan 6gretmen adaylari kendilerini meslege hazir hissetmektedir.

Alanyazin incelediginde, genellikle mesleki yeterlikler ile hazirbulunusluk arasindaki ¢alismalar dikkati
¢ekmektedir. Egitim programi okuryazarhg ile 6gretmenlik hazirbulunusluguna odaklanan bu galismanin 6zgiin
oldugu ve alana katki saglayacagl disiunilmektedir. Bu galismadan elde edilen bulgulara dayali olarak,
o6gretmen adaylarinin alana 6zgii 6gretim programi okuryazarlklarinin hazirbulunusluk Gzerindeki roliiniin
incelenmesi 6nerilmektedir.
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Introduction

In its broad definition, assessment is a process for gathering information to make decisions about children's
development and learning, instruction, programs, and interventions (Carr, 2001; Mindes & Jung, 2015;
Wortham, 2011). The role of formative assessment is increasingly recognized as important for providing
guidance and feedback to teachers and learners for a meaningful instruction. Formative assessment is not only
assessment but also a mean for learning; it is an essential piece of effective pedagogy. When applied to young
children, assessment should provide a rich picture of the ways in which they learn, think, and act (Bowman,
Donovan, & Burns, 2001; Twombly, 2014).

Formative assessment is a process that informs and supports teaching while learning is taking place (Black &
Wiliam, 1998; Heritage, Kim, Vendlinski & Herman, 2009). Shepard (2009) asserted that assessment should be
placed in the center of the teaching and learning process instead of being conducted at the end of the
instruction. Systematic, ongoing assessment of learning has become a critical characteristic of high-quality
programs (Donovan, Bransford, & Pellegrino, 2000). Recent research reports that formative assessment is a
fundamental strategy for improving student learning (Dunn & Mulvenon, 2009; Hattie & Timperley, 2007;
McMillan, Venable & Varier, 2013). Authors of a longitudinal research project assert that the importance of
formative assessment depends on how it meets children’s needs and supports their learning (Siraj-Blatchford
et al., 2002). The contributions of formative assessment to the teaching process are so great that Black (2001)
recognizes it as a tool for educational reform. The evidence obtained from formative assessment practices has
an impact on the adaptation of teaching so as to meet children’s needs (Black, Harrison, Lee, Marshall &
Wiliam, 2004). Especially in early childhood settings, teachers need more curriculum-embedded assessment
strategies to meet complex learning processes of young children. Formative assessment also enables teachers
to provide effective feedback during learning moments. In addition to research studies, the National
Association for the Education of Young Children, the National Council of Teachers of English, and the National
Council of Teachers of Mathematics have long promoted the use of formative assessment early childhood in
learning contexts.

Observation is the cornerstone of the formative assessment process and is seen as the foundation of all
assessment techniques (Gullo & Ambrose, 1987; Wortham, 2012). During observations teachers purposefully
document evidence of children’s learning and development via multiple tools. Teachers make decisions based
on their observations during their many hours with students and decide about what and how to teach and
which materials to use. They make decisions about both the children's and their own roles during activities.
They analyze children’s interactions and decide how to provide feedback and guide their learning experiences.
Early childhood professionals view classroom observation based on specific criteria as one of the best methods
for determining a child's strengths and weaknesses (Seefeldt, 1998). Observation is also recognized as a
valuable way to gather information about students’ progress and to become aware of children’s individual
characteristics (Wortham, 2012). Children's natural behaviors in a normal setting provide more important clues
about their development than formally designed assessments or instruments (Beaty, 2012). Especially during
the early years, when children are unable to express themselves fully with words, observation is eminently
valuable.

Though the theoretical contributions of formative assessment are well documented in the literature,
especially in early childhood learning environments, there are limited studies on this critical issue. Formative
assessment is also theoretically highlighted in teacher education and training programs, yet it is also pointed
out that teachers do experience difficulties and conflicts while practicing it to support learning (Black &
William, 2005; Yin & Buck, 2019). Existing studies indicate that teachers do not feel confident implementing
formative assessment in their classrooms (Aydin, 2005; Cakan, 2004; Pilten, 2001). Planning instructions based
on assessment information is difficult (Heritage, Kim, Vendlinski, & Herman, 2009; Schneider & Meyer, 2012)
and is a complex process (Vinglese, 2014). The tendency on summative assessment hinder curriculum-
embedded assessment (Bennett, 2011; William, 2006). Some studies report that the formative assessment
process can be extremely confusing to teachers (Ruiz-Primo & Furtak, 2006; Wininger & Norman, 2005).

In response to these difficulties, researchers have recommended professional development to increase
teachers’ understanding and practice of formative assessment (Dixon, 1999; Hill, 2000). Shepard (2000)
suggested that teachers need professional guidance and assistance while learning to implement formative
assessment in their classrooms. There is also a lack of research examining how to effectively help teachers
implement a high-quality formative assessment practice and the role of professional development models on
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formative assessment and their impact on both teacher practice (Andersson & Palm, 2018; Schneider & Randel,
2010). Limited research on this issue indicated that teacher learning on assessment account for teacher
implementations on assessment for learning (James & Pedder, 2005). Aschbacher and Alonso (2006) indicated
that when teachers use formative assessment to understand student thinking, they increase children’s
learning. Supporting this idea through their mixed methods study, Ruiz-Primo and Furtak (2006) concluded that
informal formative assessment is beneficial when teachers understand it as a process and use this process to
adjust their plans. In the light of research, this study aimed to investigate the change process of early childhood
teachers’ formative assessment practices via collaborative action research design.

The current research questions are:

e What are the changes in early childhood teachers’ practices as teachers learn how to practice formative
assessment?

¢ How can formative assessment practices improve early childhood teachers’ instructions?
Method

This research was qualitative in nature and was undertaken as a collaborative action research design aiming
to improve the practices of teachers. Action research is a way that teachers participate in an authentic
professional learning process which improves their classroom practices (Darling-Hammond, Wei, Andree,
Richardson, & Orphanos, 2009; Ryan, et. al., 2017; Somekh & Zeichner, 2009). The aim of action research is to
improve the quality of organizations, families, or schools (Stringer, 2007). The researcher engages in the
process and participants to improve their practices and tries to contribute to change in the classrooms
(Creswell, 2012).

Among the types of action research, collaborative action research provides a culture of “shared expertise”
(Mitchell, Reilly & Logue, 2009) for the improvement of practice. The collaboration with researchers and
teachers have an essential role in bridging theory and practice for the enhancement of instruction. The type of
professional development is needed to be “closer” and the nature of the connection between researchers and
teachers should be meaningful and applicable for classroom teaching (Cochran-Smith, 1991; Mitchell, Reilly &
Logue, 2009). Collaborative action research enables teachers to collaborate with different stakeholders as co-
researchers for a new climate of inquiry.

A successful collaborative action research relationship established with university researchers as mentors or
critical friends (Kember et al., 1997) can inform teachers’ pedagogic practice in the classroom; and can provide
support for their professional development and learning (Mitchell, Reilly, & Logue, 2009). The researcher
engages in the process and participants to improve their practices and tries to contribute to change in the
classrooms (Creswell, 2012).

The study took place in a preschool located in Ankara, Turkey. The motivation of this study began after a
teacher training seminar at the beginning of the academic year. | met with teachers and conducted meetings
on the topics to be covered through these pieces of training. During our meetings, it was obvious that teachers
need additional knowledge on assessment implementations. Research questions of the study were formulated
during these meetings conducted with teachers. In this study, the aim is to change practices of early childhood
teachers on formative assessment and enable them to use formative assessment to guide their further plans.
My role in the study, as a teacher educator, was mentoring teachers through their formative assessment
practices. At the beginning of the process informed consent was obtained from participant teachers. The in-
service teachers at this preschool were the participants of the study. There were three participants of the
study. Two of the teachers were experiencing the first years of their teaching life, the second year as another
teacher. Participant teachers are graduates of two-years early childhood teacher education programs. The
teachers did not receive any training for assessment and stated that they found themselves insufficient in the
assessment practices.

| visited teachers in their classrooms, made observations, and took field notes. At the end of the training, |
conducted interviews with teachers again about their experiences. Data were gathered through semi-
structured interviews and observations conducted in each classroom in the study. Each teacher was visited
once a week for a total of 10 weeks. Each field visit took approximately 50-60 minutes. At the end of the
procedure, each teacher was interviewed related to their experiences on formative assessment.
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For the data analysis of the study, an inductive approach based on constant comparative data analysis
method was followed (Strauss and Corbin, 1998). The data were coded in the first stage by structured coding.
In this process, researcher have analyzed initial codes by reading the interview solutions and field notes. In the
second stage, the relation of the obtained codes with each other was examined and re-coded and categories
were generated by axial coding (Saldana, 2016).The analysis process was ended by unifying codes under more
inclusive themes.

Some strategies were employed by the researcher to address credibility and trustworthiness of the study.
Triangulation was one of the strategies among the multiple data sources used to draw conclusions. Prolonged
engagement and persistent observation were also utilized for the credibility of the study (Lincoln & Guba,
1985). Adequate time was spent in collecting data, understanding of the practices of participants and
persistent observation was conducted for the depth of the study. The study also provides a description of the
strategies and rich quotes from the participants for the credibility of the study (Merriam, 1998).

Action research has a spiral of reflective cycle including planning, acting and observing, and reflecting steps
(Kemmis & McTaggart, 2000). Figure 1 demonstrates the reflective cycle of this study.

7~ N\

eTeacher Practices:

Phase 2

eTeacher Practices: Systematic P h ase 4
Ongoing observations
observations eFeedbacks
without eTeacher Practices: *Group discussions eTeacher Practices:

documenting Teachers began to on descriptive Portfolio
eTeachers offered develop notes. Ready for development
support on observation interpreting child eFeedback for
formative recording tools data portfolios
assessment eTeachers offered eAssesment for

feedback on their
implementations

Phase 3

adjustment of

Phase 1 further plans

./ N

Figure 1. The reflective cycle of the collaborative action research.

Phase 1: In the first phase of the study the teachers were provided in-service teacher trainings on formative
assessment; including observation, observation tools, data gathering from children, interpretation and sharing
the data with stakeholders, making decisions for further teaching. After this training | conducted observations
in three classrooms and took field notes about their assessment practices. Three of the teachers stated that
they recognized the role of assessment for learning but got difficulty on practicing it in their real classrooms.
Teachers were only conducting ongoing observation. Teachers offered for a new training on assessment tools.
We decided a meeting for discussing and reflecting on their experiences.

Phase 2: We conducted a meeting with the teachers on their assessment practices together. Teachers
complained about the difficulty of making systematic observation and gathering data from children. We
conducted discussions with concrete samples of observation tools that | had provided for them. We discussed
on the role of obtained data through the assessment tools on their planning and teaching. This phase ended
with teachers’ decision on preparing their own observation recording tools and using them in their classrooms.
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Phase 3: Teachers began to conduct systematic observation. Throughout my observations in their classrooms, |
saw different data gathering tools on their tables and/or folders. They asked for feedback for their tools, so we
conducted mini-meetings on each of their experiences. We also discussed about their observations and taking
meaningful and effective anecdotal records. Teachers reflected on that they used the observational data in
their decisions about children’s learning and development. Teachers felt ready to gather their recordings in a
portfolio.

Phase 4: Teachers organized individual children’s portfolios with the engagement of children into decision-
making processes of their own portfolios. Teachers began to use assessment data for their further plans.

Results
The value of systematic observation and documentation for formative assessment

In the beginning, we realized a need to improve observation practices for an effective formative
assessment. My first observations also pointed out that teachers’ sole assessment practice was photographing.
They were only conducting ongoing observations and taking photographs of children during their activities to
be sent to parents. They were not taking any anecdotal records or recording observational notes. They were
also not using any assessment tool for monitoring children’s development and learning. Teachers asked for a
meeting on assessment tools at which we discussed their classroom implementations. | asked each of the
teachers about their observations and gave concrete examples of how to record their observations. Since they
asked me for samples of observation recording tools provided samples for recording observations such as
checklists, rubrics, anecdotal records. Teachers reflected on that they felt more confident after seeing the
samples. We discussed the role of obtained data through the assessment tools on their planning and teaching.
They stated that the plans that include these tools would be different from their ordinary plans as it would be a
guide for them about children’s development and learning. This phase ended with teachers’ decision on
preparing their own assessment tools and using them in their classrooms. Teachers began to develop
assessment tools. Throughout my observations in their classrooms, | saw different data gathering tools on their
tables or folders. Teachers were developing developmental checklists, taking observational notes, and
capturing children’s photographs that reflect their any learning moment.

The data of the study revealed that teachers became more systematic during their observations. In the first
weeks of the field visits, teachers were conducting only observations that are not systematic. However, as the
trainings went on, their practices of systematic observation and observation gathering tools improved. The
teacher 1 stated formative assessment guided her to be more systematic and supported her observation
implementations. Among assessment tools that she used she expressed that anecdotal records and narrative
notes were very beneficial for her. She asserted that descriptive assessment tools were valuable in terms of
being aware of the progress of each child and also the whole children in the classroom. In the words of her: “/
wrote some things (evidences) that reflect children’s learning and it is also useful for our own development. For
instance, while | was recording A.’s (a child’s name) indicators, we experienced a progress which occurred step
by step. | was systematically recording A.’s development and learning evidences and then change or revise my
teaching strategies or materials in order to support his development. But then | realized that this progress was
not seen regarding with some other children in the classroom. Those children were the ones that | wrote
anecdotal records less.”

Teacher 2 told that it was not possible for making plans without observations. She stated that at the
beginning of the semester she did not take any observational notes and assessed children’s development and
learning based on what she remembers. She added that “After these practices, | recognized that to be more
systematic, | should take notes and record what | have observed in the classroom.”

Teacher 3’s quotations also indicated that her awareness of the crucial contribution of the observation
process on teaching and learning improved. She further pointed out that “Observation is about knowing
children into the light in their eyes. Observation makes us visualize the whole process in the classroom and the
teachers’ practices. It is a system that makes everything (experienced in a classroom) visible and clear.” The
teacher noted that at the beginning of the process she encountered the difficulty of taking observational notes
while making an activity with children. She reflected on her own learning process through the action research
phases and defined how she was able to improve her skills by implementing formative assessment. In the
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words of her, “Now I know that it is effective to record evidences of children’s learning, it is important to take
notes when | catch a child demonstrating a specific learning goal.”

Formative assessment as a guiding tool for valuing children’s voice on further planning

The participant teachers began this process expecting the formative assessment to be a tool for increasing
children’s voice and responding to children’s needs. During my beginning observations, | realized that teachers’
practices were quite far away from assessment-embedded instructions. Teachers only asked question for
children at the end of the activities to assess their learning. During our planning and reflecting sessions,
teachers agreed that they had to reconstruct classroom experiences in order to integrate formative
assessment. It was evident that teacher-centered activities do not allow teachers conduct formative
assessment. Teachers designed less structured activities for children and tried to be a “guide” instead of
“lecturer” during classroom activities. This child-centered manner allowed teachers to listen to children and
consider children’s voice in their instructional decisions. The teacher 3 emphasized on her point of view
regarding with children in the classroom. She asserted that she took the children on the center of the
curriculum and reflected on previous activities. She stated that “I was deciding on an activity to be completed
in a predetermined time and was forcing children to complete their works, then | told myself that | should stop,
listen to children, and consider what or how they want to do.”

Participants pointed to contribution of formative assessment that it changed the point of the teacher
through being more child-centered. Teacher 3 said that, “/ will consider children’s needs more, | want to move
on their needs more after this process.” She also emphasized the value of interpretations of teachers on
children’s development and learning after gathering data from children through variety of assessment tools. In
the words of her, “It is important to assess children’s development and learning, but it is not the case. We
should contribute them (children’s development and learning) depending on our assessments.”

Observations and interviews conducted with the participant teachers indicated that teachers had
recognized the importance of assessment for further planning. The observations revealed that teachers
became to use their assessment data for their lesson plans. Teachers observed as referring to their
observational notes and making decisions on their implications based on these notes. An important issue that
emerged from the teacher 1’s perspective of the value of formative assessment was that it guided her
instructional plans. The teacher noted that formative assessment practices helped her decide where the
classroom experiences should go next: “I will make my plans through children’s needs and interests, | will be
more systematic.” She also asserted that it is important after now to consider children’s developmental needs
and decided on activities that will support those needs. She stated that through an examination of multiple
assessment tools she was able to reflect on the ways for improving children’s learning.

Teacher 2 reported that formative assessment data provided them with information on children’s learning
and development. She noted that formative assessment was part of the instructional process. She believed
that there is a need to ensure that the instructional process meets the needs of each child. She compared her
previous implementations in terms of making plans and stated that “/ was looking for ready activities and
implementing them in classroom and if many of the children were happy with the activities then | would be
happy too... However, now | know that it should be more child-centered.”

Teachers’ awareness of the importance of gathering meaningful data from children to guide their plans was
increased. For instance, teacher 1 stated that at the beginning of the semester, she was only noting down the
responses of children to her specific questions related to the classroom activities. She added that “/ realized
that | should also note their statements, quotations during their interactions or while they are working on an
activity as well as their responses to my questions.”

Observations and interviews indicated that formative assessment implementations enabled teachers to
improve their teaching practices. An important issue that the teachers commented on the value of formative
assessment was that it modified and improved their teaching. For example, teacher 3 reflected on her
experiences and noted that “/ think on what to do after taking observational notes. Especially, when | observed
a negative aspect in the classroom | began to decide on ways of improving my implementations.” Teacher 2 also
pointed that formative assessment enabled her to act in a more evidence-based manner. She said that “/ like
the process as it is evidence-based, it allows us to demonstrate evidences (of children’s development and
learning)”.
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Portfolio as a complementary reflective tool for formative assessment practices

In the beginning, teachers’ portfolio implementations were limited to children’s artifacts and products. All
members of the collaborative team agreed that portfolio is a strong documentation tool for formative
assessment and decided that existing portfolios of the participant teachers should be improved. The existing
portfolios were not providing a holistic picture of children’s development and learning. We realized that along
with implementing formative assessment, we had to reconstruct portfolio as a documentation tool and
reflective practice. We expanded a lot of effort in our meetings in terms of organizing portfolio with the
collected data during systematic observation to be shared with children, parents, and teachers. Teachers were
suggested to use multiple tools and methods, such as anecdotal records, observational notes, checklists,
rubrics, capturing learning moments of children by photographs, and children’s portfolios, to assess young
children’s learning and development. Teachers systematically gathered evidence of children’s development and
learning in children’s individual portfolios. Children’s portfolios included multiple observational tools and notes
that they gathered during their systematic classroom observations. Each child’s portfolio included multiple
evidences for each developmental area. Teachers collected anecdotal records, photographs of learning
experiences, checklists, observational notes, and child artifacts and products in the portfolios. Teachers
organized individual children’s portfolios with the engagement of children into the decision-making processes
of their own portfolios. Feedbacks were provided for teachers’ portfolio contents and teachers made
evaluations regarding with the children’s learning and their classroom practices.

Teachers especially exemplified portfolios and asserted how a holistic portfolio enabled them to decide on
whether adjustments were needed in her teaching. Teacher 2 stated that “/ see what | should do to cover the
holistic view of the development. | looked at the portfolio and recognized if there is something missed in the
curriculum or decided on the issues to be considered.” She also noted that when she evaluated the portfolios
she realized that most of the children had selected early literacy activities to be included in their portfolios
which is an indicator that those activities had made sense on children.

Participant teachers also commented on contributions of portfolio on their implementations in terms of
engaging children to the decision making processes of their activities. During the observations conducted in the
classrooms it was seen that teachers provided opportunities for children to revisit and reflect on their learning.
Especially, in their portfolio implementations, they asked children to decide on the artifacts and products they
wanted to include in it. Teacher 2 stated that inviting children for the assessment process enabled her to see
what the learned. It is emphasized that re-visitations done by children were valuable in terms of enhancing
previous learning experiences.

Discussion, Conclusion and Implications

Teachers’ participating in the study described formative assessment as a guide for their instructional plans.
Consistent with the findings of Torrance and Pryor (2001), the present study confirmed that formative
assessment enabled teachers to improve their teaching practices. The implementation phases of formative
assessment were initially the emergence of self-awareness of teachers on their existing practices. According to
Torrance (2001), pedagogical self-awareness is the important point for effective formative assessment
experiences. As teachers experienced formative assessment in a collaborative action research period, they
initially recognized their practices and reflected on them. Then they came to recognize that formative
assessment is potentially more effective in supporting instructional processes in the classroom (Black & Wiliam,
2009; Shepard, 2000). This study highlighted that formative assessment is a crucial way for assessment for
learning. It helped teachers to adjust their decisions on instructional plans. Teachers emphasized that
formative assessment was effective in identifying children’s needs and adjusting their teaching accordingly.
Teachers were able to see the impact of differencing experiences on the progress of children’s’ learning.
Consistent with the findings of Buldu (2010), formative assessment informed teachers about children’s learning
experiences and the systematic collection of data gathered from children served as a tool to be used for
instructional purposes. Adapting instructional strategies and pedagogical decision making to children’s needs
and interests requires a comprehensive knowledge and skill base. Besides, research on intentional teaching
highlight the effect of intentional teaching on positive teacher-child relationship (MclLaughlin, Aspden &
Snyden, 2016).
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The findings of the study also revealed that the practice of formative assessment enabled teachers to listen
to children. The study conducted by Sak, Tantekin-Erden, and Morrison (2018) found Turkish teachers’
assessment practices as being inappropriate in terms of child-centeredness. This present study indicates that
collaborative action research can be a valuable tool to improve teachers’ child-centered assessment
implementations. Teacher participants of this study stated that they started to listen to children and hear them
more and give them the opportunity to assess their own learning. Black and Wiliam (2009) emphasized
activating children as the owners of their own learning as a strong aspect of formative assessment practices.

Another important finding of the study was the transformation of portfolio practices in each classroom. It
was observed that a holistic portfolio also provided a strong platform for children’s voice. Teachers’ portfolio
implementations invited children to the process and portfolios with multiple tools helped children to
remember and revisit their previous learning experiences. Portfolios also provided teachers the opportunity to
systematically document each child’s learning and development and drawing conclusions. Research also
recommends teachers to use portfolios to enhance children’s classroom experiences and support teachers’
practices (Laski, 2013; Seitz, 2008). The portfolio is an archive for a child’s progress over a period of time,
supports children's past experiences, supports teachers' assessment practices, and is an effective tool for
communication with families.

The process in this study enabled teachers to have a professional look of what they have seen, to assess
children’s development and learning, and provide direction for the curriculum implementation, as this issue
has been emphasized in the literature (Morrison, 2012). Teachers in the present study also commented on the
role of systematic observation on their classroom experiences. A systematic and purposeful observation will be
helpful for curriculum planning and instructional strategies which will be used by the teachers (McAfee &
Leong, 2011). Research conducted with early childhood teachers on assessment practices also reveal that
teachers mostly benefit from observation in the assessment of children (Hanes, 2009; Kogak, 2005; Schappe,
2005; Sezer, 2010). Teachers view of observation was as a valuable tool to see the child as a whole and to see
many components at the same time (Schappe, 2005). Studies conducted on pedagogical documentation as a
formative assessment tool (Buldu, 2010; MacDonald, 2007) also revealed the essential role of observation and
documentation process on teachers’ instructional decisions. The findings of this study also indicated that
formative assessment practices enabled not only to monitor children’s learning but also to evaluate their own
instructional practices. They emphasized the role of formative assessment to be aware of their practices and
guide them to decide on whether adjustments were needed in her teaching. It is important for assessment
practices to be used to examine and improve teaching practices (Shepard, 2009).

This present study aimed to contribute to the literature in terms of the benefits of formative assessment in
early childhood settings and the importance of collaboration between researchers and teachers. Formative
assessment, which is an under-researched issue, is encountered by teachers as difficult to implement and
teachers seem to be confused by its complex process. However, within this study, it is asserted that with a
professional collaboration, teachers are able to implement this assessment procedure in their classrooms and
interpret the assessment data for adjustment of new plans.

Research focuses on teacher knowledge and learning on formative assessment and suggest professional
development activities for teachers to improve their formative assessment practices (Black & Wiliam, 2009;
Shepard, 2000). This study used collaborative action research to improve teachers’ practices and the findings
indicated participant teachers’ progress on their formative assessment experiences. Research indicated that
formative assessment practices challenge teachers and are not often used by teachers (Aydin, 2005; Cakan,
2004; Pilten, 2001; Shepard, 2000). This study revealed that teachers can apply formative evaluation practices
in their classes with the process of action research. In this case, if support is provided to the teachers, they can
not only improve themselves in terms of assessment but also the whole classroom experiences. Teachers need
professional help and knowledge to implement formative assessment in their classrooms (Bennett, 2011).
Collaboration between researchers and teachers have a strong potential to affect teachers’ practices and result
with improved achievement (Tayler, 2012) Then, the transformative power of action research in changing
teachers’ approaches can be highlighted through this present study as it was mentioned by Pine (2009). Action
research studies conducted with teachers also pointed on the critical contribution of action research on
teachers’ improvement regarding with their classroom implementations (Pine, 2009).
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Assessment has a critical role in teaching and learning, especially in early years. Young children’s
development and learning process is complex and is difficult to be assessed through summative and traditional
methods. Teachers need more curriculum-embedded strategies while working with young children. Systematic
observation, multiple tools to record pieces of evidence of development and learning, purposeful
documentation, interpretation of the gathered data and using assessment data for further planning are
fundamental characteristics of formative assessment. It is asserted by research that teachers need to improve
their assessment practices. Through this study collaborative action research is recommended as a method for
supporting teachers’ professional learning on formative assessment. Teachers are invited to use assessment for
learning instead of assessment of learning in early years. Implementing a holistic child portfolio is also
suggested for early childhood teachers. Portfolios are valuable tool for monitoring children’s progress,
evaluating program implementations, and informing parents about children’s development and learning.

The scope of this research is limited with teacher implementations and perceptions on formative
assessment without investigating the role of formative assessment on children’s development and learning.
This research lacks examining how the process resulted from the children’s side. It is crucial to investigate the
impacts of formative assessment practices in early year’s development and learning.

Research assert the role of professional development designs for assessment for learning. It is needed to
investigate the professional needs of teachers on their assessment practices and develop professional
development models to meet their needs and contribute to their practices. Longitudinal research is needed to
study with more teachers and improve their practices on formative assessment. Particularly in national context,
robust studies, that will serve to raise the importance of formative assessment, are needed both to investigate
early childhood teachers’ formative assessment practices and be responsive to their professional needs and
provide necessary assistance for their classroom implementations.
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TURKCE SURUM

Giris

Degerlendirme, en genis tanimiyla, ¢ocuklarin gelisimi ve 6grenmesi, 6gretim sureglerinin programlanmasi
ve sinif i¢ci midahaleler hakkinda karar vermek igin bir bilgi toplama, yorumlama ve paylasma surecidir (Carr,
2001; Mindes & Jung, 2015; Wortham, 2011). Ogretmenlere ve grenenlere rehberlik ve geri bildirim saglayan
bicimlendirici degerlendirmenin, bir diger adiyla 6grenme icin degerlendirmenin énemi giderek artmaktadir.
Bicimlendirici degerlendirme sadece degerlendirme degil, ayni zamanda 6grenme igin bir aractir; bu etkili bir
pedagojinin temel bir pargasidir. Kigik cocuklara uygulandiginda degerlendirme, 6grenme, disinme ve
davranis bigcimlerinin zengin bir gériintlisiini saglamalidir (Bowman, Donovan & Burns, 2001; Twombly, 2014).

Bigimlendirici degerlendirme, 6g8renme sirasinda gerceklesen, 6gretim sireglerine rehberlik eden ve bu
suregleri destekleyen bir yéntemdir (Black & Wiliam, 1998; Heritage, Kim, Vendlinski & Herman, 2009). Shepard
(2009), degerlendirmenin 0gretim sonunda yapilmak yerine, 6gretme ve 6grenme slirecinin merkezine
yerlestiriimesi gerektigini ileri slirmustir. Sistematik bir sekilde devam eden 6grenmenin degerlendirilmesi,
yiiksek kaliteli programlarin kritik bir 6zelligi haline gelmistir (Donovan, Bransford & Pellegrino, 2000). Ogrenme
siirecinin merkezinde yer alan bu degerlendirme tiirl egitim reformu igin bir arag¢ olarak kabul edilir (Black,
2011). Son arastirmalar, bicimlendirici degerlendirmenin cocuklarin gelisim ve 6grenmesini iyilestirmek icin
temel bir strateji oldugunu bildirmektedir (Dunn & Mulvenon, 2009; Hattie & Timperley, 2007; McMillan,
Venable & Varier, 2013). Bigimlendirici degerlendirmenin 6nemi g¢ocuklarin ihtiyaglarina cevap vermesi ve
gelisim ve 6grenmelerini desteklemesinden kaynaklanmaktadir (Siraj-Blatchford et. al., 2002). Bigimlendirici
degerlendirme uygulamalarindan elde edilen kanitlar ve bilgiler, cocuklarin gereksinimlerini karsilamak icin
dgretimin adaptasyonu (zerinde etkilidir (Black, Harrison, Lee, Marshall & Wiliam, 2004). Ozellikle erken
cocukluk ortamlarinda, 6gretmenlerin kiiglik cocuklarin karmasik 6grenme sireglerini karsilamak i¢in daha fazla
mifredata gomili degerlendirme stratejilerine ihtiyaci vardir. Bicimlendirici degerlendirme ayni zamanda
O0gretmenlerin 6grenme anlarinda etkili geri bildirim almalarini saglamaktadir.

Bigcimlendirici degerlendirme uygulamalarinin énemli unsurlarindan birisi sistematik gézlemdir. (Gullo &
Ambrose, 1987; Wortham, 2012). Gozlemler sirasinda 6gretmenler, ¢ocuklarin 6grenme ve gelisme kanitlarini
birden fazla aragla amacl bir sekilde kayrt altina almaktadir. Ogretmenler, gocuklara yénelik uzun saatler
boyunca gozlemlerine dayanarak kararlar alirlar ve neyi, nasil Ogreteceklerini ve hangi materyallerin
kullanilacagina karar verirler. Sinif ici deneyimler sirasinda hem cocuklarin hem de kendi rolleriyle ilgili kararlar
alirlar. Cocuklarin etkilesimlerini analiz eder ve nasil geri bildirim verecegine ve 6grenme deneyimlerine nasil
rehberlik edecegine karar verir. Erken ¢ocukluk profesyonelleri, sinif ici gozlemleri, bir cocugun gigli ve zayif
yonlerini belirlemek igin en iyi yontemlerden biri olarak belirli kriterlere gore gorirler (Seefeldt, 1998). Gozlem
ayrica c¢ocuklarin ilerlemesi hakkinda bilgi toplamanin ve gocuklarin bireysel 6zelliklerinin farkinda olmanin
degerli bir yolu olarak kabul edilmektedir (Wortham, 2012). Normal bir ortamda ¢ocuklarin dogal davraniglari,
onlarin gelisimi hakkinda resmi olarak tasarlanmis degerlendirmelerden veya araglardan daha énemli ipugclari
saglar (Beaty, 2012). Ozellikle ¢ocuklarin ilk yillarinda, cocuklarin kendilerini kelimelerle tam olarak ifade
edemedikleri durumlarda, gézlem ¢ok 6nemlidir.

Bigimlendirici degerlendirmenin teorik katkilari alanyazinda, 6zellikle de erken ¢ocukluk donemi 6grenme
ortamlarinda vurgulanmasina ragmen, bu kritik konuda sinirli ¢alismalar bulunmaktadir. Bigimlendirici
degerlendirme ayni zamanda 6gretmen egitimi ve 6gretim programlarinda teorik olarak vurgulanmaktadir,
ancak oOgretmenlerin 6grenmeyi desteklemek icin uygularken zorluklar ve g¢atismalar yasadiklari da
belirtiimektedir (Black & William, 2005; Yin & Buck, 2019). Mevcut arastirmalar, 6gretmenlerin siniflarinda
bicimlendirici degerlendirme uygulamalari konusunda kendilerini yeterli hissetmediklerini gostermektedir
(Aydin, 2005; Cakan, 2004; Pilten, 2001). Degerlendirme bilgilerine dayanarak planlama yapmanin zor oldugu
o6gretmenler tarafindan belirtilmektedir (Heritage, Kim, Vendlinski & Herman, 2009; Schneider & Meyer, 2012)
ve karmasik bir sirectir (Vinglese, 2014). Sonug¢ odakl degerlendirmeye yonelik egilim, mifredata gomiuli
degerlendirmeyi engellemektedir (Bennett, 2011; William, 2006). Bazi ¢alismalar bigimlendirici degerlendirme
siirecinin 6gretmenler igin son derece kafa karistirici olabilecegini bildirmektedir (Ruiz-Primo ve Furtak, 2006;
Wininger & Norman, 2005).
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Bu zorluklara cevap olarak, arastirmacilar 6gretmenlerin bigimlendirici degerlendirme anlayisini ve pratigini
arttirmak igin mesleki gelisim o6nermektedir (Dixon, 1999; Hill, 2000). Shepard (2000), O6gretmenlerin
siniflarinda bigimlendirici degerlendirme yapmayi 6grenirken profesyonel rehberlige ve yardima ihtiyag
duyduklarini énermistir. Ayrica 6gretmenlerin ylksek kaliteli bir bigimlendirici degerlendirme uygulamasi ve
mesleki gelisim modellerinin bigcimlendirici degerlendirme lzerindeki rolini ve her iki 6gretmen uygulamasi
Gzerindeki etkilerini etkili bir sekilde nasil kullanabileceklerini inceleyen bir arastirma eksikligi de bulunmaktadir
(Schneider & Randel, 2010; Andersson & Palm, 2018). Bu konuda yapilan sinirli arastirma, 6gretmenlerin
degerlendirme uygulamalarinin gelistirilmesinin uygulamalarina yansidigini géstermektedir (James & Pedder,
2005). Aschbacher ve Alonso (2006) 6gretmenlerin 6grenenlerin diisinmesini anlamak igin bigimlendirici
degerlendirme kullandiklarinda, ¢ocuklarin 6grenmelerini artirdiklarini belirtmislerdir. Bu diistinceyi karma
yontemler calismalariyla destekleyen Ruiz-Primo ve Furtak (2006), 6gretmenler bunu bir siire¢ olarak
anladiklarinda ve bu siireci planlarini ayarlamak igin kullandiklarinda bigimlendirici degerlendirmenin yararli
oldugu sonucuna varmislardir. Arastirmalar 1siginda, bu calisma, erken ¢ocukluk dénemi 6gretmenlerinin
bicimlendirici degerlendirme uygulamalarinin degisim sirecini isbirlikci eylem arastirmasi tasarimi ile
incelemeyi amaglamistir.

Arastirma sorulari:

e Okul o©ncesi Ogretmenlerinin eylem arastirmasi sireci ile birlikte bicimlendirici degerlendirme
uygulamalarindaki degisiklikler nelerdir?

e Bigimlendirici degerlendirme uygulamalari, okul 6ncesi 6gretmenlerinin 6gretim sireglerini nasil
gelistirmektedir?

Yontem

Bu arastirma 6gretmenlerin uygulamalarini gelistirmeyi amaclayan nitel bir ¢calisma olarak tasarlanmistir.
Eylem arastirmasi, 6gretmenlerin sinif uygulamalarini gelistiren gercek bir profesyonel 6grenme sirecine
katilmasinin bir yoludur (Darling-Hammond, Wei, Andree, Richardson & Orphanos, 2009; Ryan et. al., 2017;
Somekh & Zeichner, 2009). Eylem arastirmasinin temel amaci, 6gretmen uygulamalarinin, ailelerin veya
okullarin kalitesini arttirmaktir (Stringer, 2007). Arastirmaci bu siiregte, uygulamalarini gelistirmek igin siirece
katilir ve katilimcilari siniflardaki degisime katkida bulunmaya calisir (Creswell, 2012).

Eylem arastirmasi tirleri arasinda isbirligine dayali eylem arastirmasi, uygulamanin gelistirilmesi icin bir
“ortak uzmanhk” kaltirt (Mitchell, Reilly & Logue, 2009) saglar. Arastirmacilar ve 6gretmenlerle isbirligi
yapmak, 6gretimin gelistirilmesi icin teori ve pratik arasinda kdpri olusturmada 6nemli bir role sahiptir. Bu
arastirma tirli ayni zamanda bir mesleki gelisim tlrtdir ve arastirmacilar ile 6gretmenler arasindaki
baglantinin niteligi sinif 6gretimi igin anlaml ve uygulanabilir olmasini amaglamaktadir (Cochran-Smith, 1991;
Mitchell, Reilly & Logue, 2009). isbirlikci eylem arastirmasi, 6gretmenlerin yeni bir arastirma ortami icin ortak
arastirmaci olarak farkli paydaslarla isbirligi yapmalarini saglar.

Arastirmacilar ile kurulan basarili bir isbirligine dayali eylem arastirmasi iliskisi (Kember et. al., 1997)
ogretmenlerin siniftaki pedagojik uygulamalarina rehber olabilmekte; mesleki gelisimleri ve 6grenmeleri igin
destek saglayabilmektedir (Mitchell, Reilly & Logue, 2009). Arastirmaci, 6gretmenlerin uygulamalarini
gelistirmek icin strece katilir ve katimcilari siniflardaki degisime katkida bulunmaya calisir (Creswell, 2012).

Calisma Ankara’da bulunan bir anaokulunda gergeklestirilmistir. Bu calismanin motivasyonu, akademik yilin
basindaki 6gretmen egitimi seminerinden sonra baslamistir. Arastirmaci 6gretmenlerle tanismis ve bu egitimler
kapsaminda ele alinacak konular hakkinda toplantilar yapilmistir. Toplantilarda, 6gretmenlerin degerlendirme
uygulamalari hakkinda destege ihtiya¢ duyduklari kararina varilmistir. Arastirmanin arastirma sorulari,
o6gretmenlerle yapilan bu toplantilarda formiile edilmistir. Bu calismada, erken g¢ocukluk 6gretmenlerinin
bicimlendirici degerlendirme uygulamalarini degistirmek ve ileriye doéniik planlarini yonlendirmek igin
bicimlendirici degerlendirme kullanmalarini saglamaktir. Calismadaki bir 06gretmen egitimcisi olarak
arastirmacinin rolli 6gretmenlere bigimlendirici degerlendirme uygulamalari araciligiyla danismanlik yapmaktir.
Surecin basinda katilimci 6gretmenler bilgilendirilmis ve c¢alismaya dair onaylari alinmistir. Calismanin
katiimcilarini ¢ okul dncesi 6gretmeni olusturmustur. Ogretmenlerden ikisi, 6gretmenlik deneyimlerinin ilk
yillarini, diger 6gretmen ise ikinci yilini deneyimledigi slirede ¢alisma gerceklesmistir. Katilimci 6gretmenler
tniversitelerin &nlisans programlarindan mezuniyet derecesine sahiptir. Ogretmenler degerlendirme igin
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herhangi bir egitim almadiklarini ve degerlendirme uygulamalarinda kendilerini yetersiz buldugunu
belirtmislerdir.

Ogretmenler siniflarinda ziyaret edilmis, gézlemler yapilmis ve saha notlari alinmistir. Egitim sonunda
O0gretmenlerle deneyimleri hakkinda goériismeler yapilmistir. Veriler, yari yapilandiriimis gorismeler ve
calismadaki her sinifta yapilan gézlemlerle toplanmistir. Her 6gretmen haftada bir kez toplam 10 hafta ziyaret
edilmistir. Her saha ziyareti yaklasik 50-60 dakika sGirmistir. Strecin sonunda, her 6gretmen ile bigimlendirici
degerlendirme deneyimleri ile ilgili yari yapilandirilmis gérismeler yapiimistir.

Calismanin veri analizi igin, strekli karsilastirmali veri analizi yontemine dayanan endiktif bir yaklasim
izlenmistir (Strauss & Corbin, 1998). Veriler ilk asamada yapisal kodlama ile kodlanmistir. Bu siiregte,
arastirmaci gériisme c¢oziimlerini ve alan notlarini okuyarak ilk kodlari analiz etmistir. ikinci asamada, elde
edilen kodlarin birbirleriyle olan iligkileri incelenmis ve yeniden kodlanmis ve kategoriler eksenel kodlama ile
olusturulmustur (Saldana, 2016). Analiz slreci, kodlari daha kapsayici temalar altinda birlestirerek
sonlandirnimistir.

Arastirmaci tarafindan arastirmanin glivenilirligini ve glvenilirligini saglamak icin bazi stratejiler
kullanilmistir. Ucgenleme, sonug cikarmak icin kullanilan ¢ok temel veri kaynaklari arasindaki stratejilerden
biridir. Caismanin guvenilirligi i¢in ayni zamanda uzun sireli katihm ve kalici gézlem kullanilmistir (Lincoln &
Guba, 1985). Verilerin toplanmasi, katilimcilarin uygulamalarinin anlagilmasi ve arastirmanin derinligi igin
surekli gozlem yapilmasi icin yeterli zaman harcanmistir. Galisma ayni zamanda katilimcilarin galismanin
guvenilirligine iliskin stratejilerinin ve zengin alintilarini detayli bir sekilde sunmaktadir (Merriam, 1998).

Eylem arastirmasi, planlama, uygulama ve gézlemleme, yansitma ve tekrar karar almayi iceren bir yansitici
donguye sahiptir (Kemmis & McTaggart, 2000). Sekil 1, bu ¢alismanin yansitici donglsiini gostermektedir.
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Sekil 1. isbirlikci eylem arastirmasinin yansitici déngiisii.

1. Asama

1. Asama: Calismanin ilk asamasinda 6gretmenlere gozlem, gézlem araglari, cocuklardan veri toplama, verilerin
yorumlanmasi ve paydaslarla paylasiimasi, ileri 6gretim igin kararlarin alinmasi siireglerini iceren bigimlendirici
degerlendirme konusunda egitimler verilmistir. Bu egitimden sonra (¢ sinifta gozlemler yapilmis ve
degerlendirme uygulamalari hakkinda saha notlari alinmistir. Ogretmenlerin  timi, &grenme igin
degerlendirmenin roliinliin farkinda olduklarini ancak siniflarinda uygulamada zorluk gektiklerini belirtmistir.
Ogretmenlerin sadece sistematik olmayan gozlem yaptiklari ilk gdézlem notlari arasinda yer almistir.
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Ogretmenler, degerlendirme araglari hakkinda yeni bir egitim talebinde bulunmus ve deneyimlerini tartismak
lzere yeni toplanti karari alinmistir.

2. Asama: Ogretmenlerle birlikte degerlendirme uygulamalariyla ilgili bir toplanti gerceklesmistir. Ogretmenler,
sistematik gozlem yapma ve c¢ocuklardan veri toplama sireglerinde yasadiklari zorluklari dile getirmistir.
Kendilerine sunulan somut gozlem araglari o6rnekleriyle tartismalar yapilmistir. Elde edilen verilerin
degerlendirme araglari araciligiyla planlama ve 6gretme Uzerindeki roli hakkinda konusulmustur. Bu asama
ogretmenlerin kendi gézlem kayit araglarini hazirlama ve bunlari siniflarinda kullanma karariyla sona ermistir.

3. Asama: Ogretmenler sistematik gézlem yapmaya baslamislardir. Yapilan gézlemlerde masalarinda ve / veya
klasorlerinde farkl veri toplama araclari kullandiklar gérilmustir. Kendi araglari igin geri bildirim istemisler,
her deneyimlerinde mini toplantilar gergeklestirilmistir. G6zlemlerini anekdot kayitlar ile kayit altina aldiklarini
belirtmislerdir. Ogretmenler, gdzlem verilerini cocuklarin égrenmeleri ve gelismeleri hakkindaki kararlarinda
kullandiklarini ifade etmistir. Ogretmenler kayitlarini bir portfolyo (gelisim dosyasi) esliginde dokiimante
etmeye baslamistir.

4. Asama: Ogretmenler, bireysel ¢cocuk portfolyolarini, cocuklarin kendi portfolyo karar alma siireglerine dahil
edilmesiyle organize etmislerdir. Ogretmenler daha sonraki planlari igin degerlendirme verilerini kullanmaya
baslamiglardir.

Bulgular
Bicimlendirici degerlendirme icin sistematik gozlem ve dokiimantasyonun dnemi

Siurecin baslangicinda gergeklestirilen toplantilarda, etkili bir bicimlendirici degerlendirme igin godzlem
uygulamalarinin iyilestirilmesi gerektiginin farkina varilmistir. ilk gézlemlerde, 6gretmenlerin tek degerlendirme
uygulamasinin fotograf cekmek oldugu gériilmistir. Ogretmenlerin fotograflar ailelere géndermek {izere
cektikleri ve degerlendirme amagli kullanmadiklari tespit edilmistir. Herhangi bir betimsel kayit almadiklari veya
gozlemlerini kayit altina almadiklari gézlemlenmistir. Ayrica ¢ocuklarin gelisimini ve 6grenmesini izlemek igin
herhangi bir degerlendirme araci kullanmadiklari not edilmistir. Ogretmenler, sinif uygulamalarini tartistigimiz
degerlendirme araglariyla ilgili bir toplanti talebinde bulunmustur. Her 6gretmene gozlem siregleri sorulmus ve
gozlemlerinin nasil kaydedilecegine dair somut 6rnekler sunulmustur. Katilimci 6gretmenlere kontrol listeleri,
degerlendirme listeleri, anekdot kayitlari gibi gesitli kayit gézlemleri icin drnekler gésterilmistir. Ogretmenler,
ornekleri gordiikten sonra kendilerini daha gilivende hissettiklerini ifade etmistir. Elde edilen verilerin
degerlendirme araglari araciligiyla planlama ve 6gretme Uzerindeki roli tartisiimis ve bu araclarn iceren
planlarin siradan planlarindan farkl olacagi, ¢linkii cocuklarin gelisimi ve 6grenmeleri icin onlara yol gosterici
olacagi 6gretmenler tarafindan belirtilmistir. Bu asama 6gretmenlerin kendi degerlendirme araglarini hazirlama
ve bunlar siniflarinda kullanma karariyla sona ermistir. Ogretmenler degerlendirme araglari gelistirmeye
baslamistir. Siniflarinda yapilan gozlemlerde sinif tablolarinda veya klasorlerinde farkli veri toplama araglari
gorilmistir. Ogretmenlerin gelisimsel kontrol listeleri gelistirdikleri, gézlem notlari aldiklari ve ¢ocuklarin
6grenme anlarini yansitan fotograflarini cektikleri gézlemlenmistir.

Arastirmanin verileri 6gretmenlerin gézlemler sirasinda daha sistematik olduklarini ortaya koymustur. Saha
ziyaretlerinin ilk haftalarinda, 6gretmenlerin yalnizca sistematik olmayan yani informal gézlemler yaptiklari not
edilmistir. Ancak, egitimler devam ettikge, sistematik gozlem ve goézlem toplama araglari uygulamalarinin
gelistirildigi g6zlemlenmistir. Ogretmen 1, bigimlendirici degerlendirmenin daha sistematik olmasina rehberlik
ettigini ve gézlem uygulamalarini destekledigini belirtmistir. Kullandigi degerlendirme araglari arasinda anekdot
kayitlarin ve anlati notlarinin onun igin ¢ok faydali oldugunu ifade etmistir. Betimsel degerlendirme araglarinin,
her cocugun ve ayni zamanda siniftaki tim cocuklarin gelisiminden haberdar olmalari bakimindan degerli
oldugunu belirtmistir. Onun sozleriyle: “Cocuklarin 6grenmesini yansitan bazi seyler (kanitlar) yazdim ve kendi
gelisimimiz icin de faydali oldugunu gérdiim. Ornedin, A.’nin (cocudun adi) géstergelerini kaydederken, adim
adim gergeklesen bir ilerleme yasadik. A.’nin gelisim ve 6grenme kanitlarini sistematik olarak kaydediyordum ve
ardindan gelisimine destek olmak igin 6gretim stratejilerimi ya da materyallerimi degdistiriyorum ya da revize
ediyorum. Ama sonra, bu ilerlemenin siniftaki diger bazi ¢cocuklarda gériilmedigini fark ettim. Bu ¢ocuklar, daha
az anektod kayitlar yazdigim ¢ocuklard:.”

Ogretmen 2 gbzlem olmadan plan yapmanin miimkiin olmadigini séylemistir. Dénem basinda herhangi bir
gozlem notu almadigini ve hatirladiklarina dayanarak ¢ocuklarin gelisim ve 6grenmelerini degerlendirdigini
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belirtmistir. “Bu uygulamalardan sonra daha sistematik oldugumu, not almam gerektigini ve sinifta
gozlemlediklerimi kaydetmem gerektigini 6grendim.”

Ogretmen 3’ln ifadeleri de, gézlem siirecinin 6gretme ve 6grenmeye katkisinin dnemine dair farkindaliginin
arttigini gostermektedir. “Gézlem, ¢cocuklari gézlerinde 1siga tanimakla ilgilidir. G6zlem, tiim sireci sinifta ve
oégretmenlerin uygulamalarinda gérsellestirmemizi saglar. Her seyi (bir sinifta deneyimlenen) gériiniir ve net
yapan bir sistemdir.” Ogretmen, siirecin basinda gocuklarla etkinlik yaparken gézlem notlari almakta zorluk
cektigini belirtmistir. Eylem arastirmasi asamalar kendi 6grenme siirecine yansimis ve bigimlendirici
degerlendirme uygulayarak becerilerini nasil gelistirebilecegini tanimladigi gérilmistir. Onun sozleriyle, “Artik
cocuklarin 6grenmesinin kanitlarini kaydetmenin etkili oldugunu biliyorum, belirli bir 6Grenme hedefini gbsteren
bir cocugu yakaladigimda not almak 6nemli.”

ileriki planlamalara gocuk katilimini esas alan bigimlendirici degerlendirme ile yon vermenin dnemi

Katilimci 6gretmenler, bigimlendirici degerlendirmenin ¢ocuklarin dinlenerek ve g¢ocuklarin ihtiyaglarina
cevap vermek icin bir ara¢ olmasini bekleyerek bu siirece baslamislardir. Baslangigctaki gozlemler sirasinda,
ogretmenlerin uygulamalarinin miifredata gémiliu degerlendirme uygulamalarindan oldukga uzak oldugu fark
edilmistir. Ogretmenlerin sadece 6grenmelerini degerlendirmek icin etkinliklerin sonunda ¢ocuklara soru
sorduklari gézlemlenmistir. Planlama ve yansitma toplantilarimizda 6gretmenler, bigimlendirici degerlendirmeyi
bitiinlestirmek icin sinif deneyimlerini yeniden kurmalari gerektigine karar vermistir. Ogretmen merkezli
etkinliklerin &gretmenlerin bicimlendirici degerlendirme yapmasina izin vermedigi fark edilmistir. Ogretmenler
cocuklar icin daha az yapilandiriimis etkinlikler tasarlamis ve sinif etkinlikleri sirasinda “6gretim gorevlisi” yerine
“rehber” olmaya calismislardir. Bu c¢ocuk merkezli yaklasim 6gretmenlerin cocuklari dinlemelerine ve
gocuklarinin sesini kararlarinda dikkate almalarina olanak saglamistir. Ogretmen 3 sinifta cocuklarla ilgili bakis
acisini vurgulamistir ve cocuklari mifredatin merkezine aldigini ve dnceki faaliyetlere yansidigini vurgulamistir.
“Onceden belirlenmis bir siirede tamamlanmasi gereken bir faaliyete karar verdidimi ve cocuklari calismalarini
tamamlamaya zorladigimi, sonra kendime durmam, ¢ocuklari dinlemem ve ne yapmak istediklerini diisiinmem
gerektigini fark ettim”.

Katilimci 6gretmenler bigimlendirici degerlendirme uygulamalarinin gocugu merkeze almasi ile 6gretmen
roliinii de degistirdigini ifade etmistir. Ogretmen 3, “Cocuklarin ihtiyaclarini daha fazla diisiinecedim, bu
siiregten sonra onlarin ihtiyaglarina daha fazla 6nem vermek istiyorum” demistir. Ayrica, gesitli degerlendirme
araglariyla cocuklardan veri topladiktan sonra 6gretmenlerin cocuklarin gelisimi ve 6grenmesine iliskin
yorumlarinin degerini vurgulamistir. Onun sozleriyle, “Cocuklarin gelisimini ve égrenmesini degerlendirmek
6nemlidir, ancak durum sadece béyle degil. Degerlendirmelerimize bagl olarak onlara katkida bulunmaliyiz
(cocuklarin gelisimi ve 6grenmesi).”

Katilimci 6gretmenlerle yapilan gozlemler ve goriismeler 6gretmenlerin ileri planlama icin degerlendirmenin
onemini kabul ettigini gostermistir. Gozlemler, 6gretmenlerin degerlendirme verilerini ders planlari igin
kullandiklari ortaya ¢ikmistir. Ogretmenler gdzlem notlarina atifta bulunurken ve bu notlara dayanarak etkileri
konusunda kararlar alirken gézlemlenmistir. Ogretmen 1’'in bicimlendirici degerlendirmenin degeri
perspektifinden ortaya ¢ikan dnemli bir konu, &gretim planlarina rehberlik etmesi olmustur. Ogretmen 1,
bigimlendirici degerlendirme uygulamalarinin, sinif deneyimlerinin bir sonraki asamada nereye gitmesi
gerektigine karar vermesine yardimci oldugunu su sekilde belirtmistir: “Planlarimi ¢ocuklarin ihtiyaglari ve ilgi
alanlarina gére yapacagim, daha sistematik olacagim.” Ayrica, gocuklarin gelisimine bakmanin 6nemini
vurgulamistir. Ayrica, c¢oklu degerlendirme araglarini inceleyerek cocuklarin 6grenmelerini gelistirmenin
yollarini yansitabildigini belirtmistir.

Ogretmen 2, bicimlendirici degerlendirme verilerinin onlara ¢ocuklarin 8grenmesi ve gelisimi hakkinda bilgi
sagladigini ifade etmistir. Bicimlendirici degerlendirmenin 6gretim sirecinin bir pargasi oldugunu belirtmistir.
Ogretim siirecinin her ¢ocugun ihtiyaclarini karsilamasini gerektigine inandigini belirterek, planlarini yapmada
onceki uygulamalarini karsilastirmis ve su ifadeleri iletmistir: “Hazir etkinlikler ariyordum ve bunlari sinifta
uyguluyordum ve gocuklarin bircogu aktivitelerden memnunsa ben de mutlu oluyordum ama simdi biliyorum ki
daha fazla ¢cocuk merkezli olmaliyim.”

Ogretmenlerin, cocuklarin 8grenme deneyimlerini yénlendirmek icin degerlendirme yapmanin énemine dair
artan farkindaliklari edinilen bir diger bulgudur. Ornegin, Ogretmen 1, dénemin basinda sadece sinif
etkinlikleriyle ilgili sorularina ¢ocuklarin cevaplarini not ettigini belirtmistir. “Etkilesim sirasinda veya bir faaliyet
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tizerinde ¢alisirken sorularima cevaplarinin yani sira ifadelerini, alintilarini da not etmem gerektigini anladim”
diyerek 6z-degerlendirme yapmistir.

Gozlemler ve goriismeler bicimlendirici degerlendirme uygulamalarinin  6gretmenlerin  6gretmenlik
uygulamalarini gelistirmelerini sagladigini géstermistir. Ogretmenlerin bicimlendirici degerlendirmenin degeri
hakkinda yorumda bulunduklari dnemli bir konu, 6gretimlerini degistirmesi ve gelistirmesi gerektigi ile ilgilidir.
Ornegin, Ogretmen 3 deneyimlerine yénelik yansitmalarda bulunmus ve “gézlem notlari aldiktan sonra ne
yapacagimi disiiniiyorum. Ozellikle, sinifta olumsuz bir yén gérdiigiimde uygulamalarimi gelistirme yollarina
karar vermeye basladim.” demistir. Ogretmen 2 ayrica bicimlendirici degerlendirmenin daha kanita dayal bir
sekilde hareket etmesini sagladigina dikkat cekerek “Siireci kanita dayali oldugu igin seviyorum, kanit
gdstermemize izin veriyor (¢cocuklarin gelisimi ve 6grenmesi)” demistir.

Bicimlendirici degerlendirme uygulamalari igin tamamlayici ve yansitici bir arag olarak portfolyo

Surecin ilk agamalarinda katilimci 6gretmenlerin portfolyo uygulamalarinin gocuklarin Uriinleri ile sinirli
oldugu godzlemlenmistir. isbirlikgi eylem arastirmasi ekibinin tim dyeleri, portfolyonun bicimlendirici
degerlendirme igin glicli bir dokiimantasyon araci olduguna ve katilimci 6gretmenlerin mevcut portfolyolarinin
gelistiriimesi gerektigine karar vermistir. Mevcut portfolyolar, cocuklarin gelisimi ve 6greniminin buttnsel bir
resmini sunmaktan uzak olarak tanimlanmistir. Bigimlendirici degerlendirmenin uygulanmasiyla birlikte,
portfolyonun bir dokiimantasyon araci ve yansitici uygulama olarak yeniden yapilandiriimasi gerektiginin
farkina varilmistir. Yapilan toplantilarda, ¢ocuklarla, velilerle ve 6gretmenlerle paylasilacak sistematik gozlemler
sirasinda toplanan verilerle Portfolyo diizenleme konusunda uzun siireler harcanmistir. Ogretmenlere, kiigiik
cocuklarin 6grenme ve gelismelerini degerlendirmek icin betimsel kayitlar, gézlem notlari, kontrol listeleri,
degerlendirme listeleri, ¢cocuklarin fotograflarini ve cocuklarin portfolyolari gibi ¢oklu araglar ve yontemler
kullanmalari &nerilmistir. Ogretmenler sistematik olarak ¢ocuklarin bireysel portfolyolarinda c¢ocuklarin
gelisimine ve 6grenmelerine dair kanitlar toplamistir. Cocuk portfolyolari, sistematik sinif gozlemleri sirasinda
topladiklari bircok gozlem kayit araglari icermektedir. Her gocugun portfolyosu, her gelisim alani igcin birden
fazla kanit icermeye baglamistir. Ogretmenler betimsel kayitlarini, 6grenme deneyimlerinin fotograflarini,
kontrol listelerini, gdzlem notlarini ve cocuk eserleri ile Griinlerini portfolyolarinda toplamistir. Ogretmenler,
bireysel cocuk portfolyolarini, ¢ocuklari kendi portfolyolarinin karar alma siireclerine katilimiyla organize
etmislerdir. Ogretmenlerin portfolyo icerikleri icin geri bildirimde bulunulmus ve &gretmenler gocuklarin
6grenmesi ve sinif uygulamalari ile ilgili degerlendirmelerde bulunmustur.

Ogretmenler o6zellikle portfolyolari érneklemisler ve biitiinsel bir portfolyonun 6gretim siireglerinde
ayarlamalar igin karar vermelerine nasil yardimci oldugunu dile getirmistir. Ogretmen 2, “Gelisimin bitiinsel
gorusiinl ele almak igcin ne yapmam gerektigini anladim. Portfolyoya baktim ve mifredatta cevapsiz bir sey
olup olmadigini veya dikkat edilmesi gereken konulara karar verilip verilmedigini gérdiim” demistir. Ayrica, bu
O0gretmen c¢ocuk portfolyolarina bakarak c¢ocuklarin en ¢ok erken okuryazarlik ile ilgili ¢alismalarina
portfolyolarinda yer vermek istediklerini gérmiis ve bu yoniiniin glgli oldugunu gérmesine olanak sagladigini
dile getirmistir.

Katihmci 6gretmenler ayrica portfolyoyu, ¢ocuklarinin faaliyetlerinin karar verme sireclerine dahil edilmesi
konusundaki uygulamalari konusundaki katkilari hakkinda yorum yapmislardir. Ogretmenlere portfolyo
uygulamalarinda, c¢ocuklara da s6z hakki vermeleri, gocuklari karar verme siireglerine dahil etmeleri
onerilmistir. Siniflarda yapilan gozlemler sirasinda 6gretmenlerin portfolyo siireglerine gocuklari dahil ederek,
cocuklara tekrar 6grenmeleri ve 6grenmeleri hakkinda dislinmeleri igin firsatlar sagladigi gorilmustir.
Ogretmen 2, cocuklari degerlendirme siirecine davet etmenin 6grendiklerini gérmesini sagladigini belirtmistir.
Cocuklarin yaptigi 6z-degerlendirmelerin, onceki 6grenme deneyimlerini arttirma acisindan degerli oldugu
o6gretmenler tarafindan vurgulanmistir.

Tartisma, Sonug ve Oneriler

Arastirmaya katilan 6gretmenler, bicimlendirici degerlendirmeyi, egitim planlari igin bir rehber olarak
tanimlamistir.  Torrance ve Pryor (2001) 'in bulgularina paralel olarak, bu c¢alisma bigimlendirici
degerlendirmenin 6gretmenlerin  6gretmenlik uygulamalarini  gelistirmelerini  sagladigini  gdstermistir.
Bicimlendirici degerlendirmenin uygulama asamalari baslangi¢ta 6gretmenlerin mevcut uygulamalari hakkinda
kisisel farkindaliklarinin ortaya ¢ikmasi ile sonuglanmistir. Torrance'e (2001) gore, pedagojik 6z-farkindalik, etkili
bicimlendirici degerlendirme deneyimleri icin énemli bir noktadir. Ogretmenler isbirligine dayali bir eylem
arastirmasi doneminde bigimlendirici degerlendirme yasadik¢a, var olan uygulamalarini tanimis ve onlara
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yansitmalarda bulunmustur. Daha sonra, bicimlendirici degerlendirmenin siniftaki 6grenme ve Ogretim
sureglerini desteklemede potansiyel olarak daha etkili oldugunu kabul etmeye baslamistir (Black & Wiliam,
2009; Shepard, 2000). Bu ¢alisma, bicimlendirici degerlendirmenin 6g§renme degerlendirmesi igin cok 6nemli bir
yol oldugunu vurgulamistir. Ogretmenlerin kararlarini 6gretim planlarinda diizenlemelerine yardimci olmustur.
Ogretmenler bigimlendirici degerlendirmenin gocuklarin ihtiyaglarini belirlemede ve dgretimlerini buna gére
diizenlemede etkili oldugunu vurgulamistir. Ogretmenler, farkli deneyimlerin gocuklarin &grenmesinin
ilerlemesi Gzerindeki etkilerini gorebilme firsati bulmustur. Buldu'nun (2010) bulgulari ile benzer olarak,
bicimlendirici degerlendirme 6gretmenleri ¢cocuklarin 6grenme deneyimleri ve ¢ocuklardan toplanan verilerin
sistematik bir sekilde toplanmasi konusunda 6gretim amaciyla kullanilacak bir arag olarak bilgilendirmistir.
Ogretim stratejilerini ve pedagojik karar vermeyi cocuklarin ihtiyaglarina ve ilgi alanlarina uyarlamak, kapsamli
bir bilgi ve beceri tabani gerektirir. Ayrica, amagh 6gretime iliskin arastirmalar, amacgh 06gretimin olumlu
O6gretmen-gocuk iliskisi Gzerindeki etkisini vurgulamaktadir (McLaughlin, Aspden & Snyden, 2016).

Arastirmanin bulgulari, bicimlendirici degerlendirme uygulamasinin 6gretmenlerin ¢ocuklari dinlemesini
sagladigini da ortaya koymustur. Sak, Tantekin-Erden ve Morrison (2018) tarafindan yapilan ¢alismada,
ogretmenlerin degerlendirme uygulamalarinin ¢cocuk merkezli olma agisindan yeterli olmadigi tespit edilmistir.
Bu calisma, isbirlik¢i eylem arastirmasinin 6gretmenlerin ¢ocuk merkezli degerlendirme uygulamalarini
gelistirmek icin degerli bir arag¢ olabilecegini gdstermektedir. Bu arastirmanin 6gretmen katilimcilari, ¢ocuklari
dinlemeye ve daha fazla duymaya ve kendi 6grenmelerini degerlendirme firsati verdiklerini ifade etmislerdir.
Black ve Wiliam (2009), bigimlendirici degerlendirme uygulamalarinin giiglii bir yonii olarak ¢ocuklari kendi
o6grenimlerinin sahipleri olarak harekete gegirmeyi vurgulamistir.

Calismanin bir diger énemli bulgusu, her bir siniftaki portfolyo uygulamalarinin dénisiimiine yéneliktir.
Biitiinciil bir portfolyonun, cocuklarin dinlenmesi icin giiglii bir platform sagladigi gériilmustiir. Ogretmenlerin
yeni portfolyo uygulamalari, ¢ocuklari siirece davet etmis ve ¢oklu araglarla portfolyolari, cocuklarin énceki
6grenme deneyimlerini hatirlamalarina ve ziyaret etmelerine yardimci olmustur. Portfolyolar ayrica
o6gretmenlere her gocugun 6grenmesini, gelismesini ve sonuglari analiz etmesini sistematik olarak belgeleme
firsati saglamistir. Bu baglamda, bu arastirma 6gretmenlere gocuklarin sinif deneyimlerini zenginlestirmek ve
o6gretmen uygulamalarini desteklemek igin portfolyo kullanmalarini 6nermektedir (Laski, 2013; Seitz, 2008).
Portfolyo, bir cocugun belli bir siire icinde ilerlemesini destekleyen bir arsiv niteligi tasir, cocuklarin ge¢mis
deneyimlerini destekler, 6gretmenlerin degerlendirme uygulamalarini destekler ve ailelerle iletisim icin etkili bir
aractir.

Bu calismadaki slireg, 6gretmenlerin uygulamalarini profesyonel bir bakis ile gérmelerini, ¢ocuklarin
gelisimini ve Ogrenmelerini degerlendirmelerini ve bu konuda literatiirde vurgulandigi gibi miufredatin
uygulanmasina yon vermelerini saglamistir (Morrison, 2012). Bu galismada yer alan 6gretmenler, sistematik
gozlemin sinif deneyimleri tGzerindeki roliini de yorumlamistir. Sistematik ve amagli bir gbzlem, 6gretmenler
tarafindan kullanilacak olan mifredat planlama ve 6gretim stratejileri icin yardimci olacaktir (McAfee & Leong,
2011). Erken donem cocukluk 6gretmenleri ile degerlendirme uygulamalar (izerine yapilan arastirmalar,
ogretmenlerin ¢ogunlukla cocuklarin degerlendirilmesinde goézlemden faydalandigini ortaya koymaktadir
(Hanes, 2009; Kogak, 2005; Schappe, 2005; Sezer, 2010). Ogretmenlerin gézlem uygulamalari, cocugu bir biitiin
olarak gérmek ve ayni anda bircok bileseni gérmek icin degerli bir aragtir (Schappe, 2005). Bigimlendirici bir
degerlendirme araci olarak pedagojik dokiimantasyon (izerine yapilan ¢alismalar (Buldu, 2010; MacDonald,
2007) ayrica goézlem ve dokimantasyon surecinin 6gretmenlerin 6gretim kararlari Gzerindeki 6nemli roliinu
ortaya koymustur. Bu c¢alismanin bulgulari, bicimlendirici degerlendirme uygulamalarinin yalnizca ¢ocuklarin
o6grenmelerini izlemelerini degil, ayni zamanda kendi egitsel uygulamalarini da degerlendirmelerini sagladigini
gostermistir. Bicimlendirici degerlendirmenin uygulamalarinin farkinda olma rolinid vurgulamislar ve
O6gretiminde ayarlamalar vyapilip yapilmayacagina karar vermeleri i¢in onlara rehberlik ettigini dile
getirmislerdir. Ogretim uygulamalarini incelemek ve gelistirmek icin bicimlendirici degerlendirme
uygulamalarinin kullanilmasi alanyazinda vurgulanan énemli unsurlardan birisidir (Shepard, 2009).

Bu calisma, erken cocukluk ortamlarinda bicimlendirici degerlendirme uygulamalarinin gelistiriimesi ve
arastirmacilar ile 6gretmenler arasindaki isbirliginin nemi agisindan literatiire katki saglamayi amaglamaktadir.
Oldukga sinirh sayida arastirilmis bir konu olan bigimlendirici degerlendirme, oOgretmenler tarafindan
uygulanmasi zor olarak karsilanmaktadir ve 6gretmenler bu siregleri karmasik olarak tanimlamaktadir. Ancak,
bu calisma kapsaminda, profesyonel bir isbirligi ile 6gretmenlerin bu degerlendirme sirecini siniflarinda
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uygulayabildikleri ve degerlendirme planlarini yeni planlarin ayarlanmasi i¢in yorumlayabildikleri
gosterilmektedir.

Alan yazinda yer alan arastirmalar, 6gretmenlerin bigimlendirici degerlendirmeye yonelik bilgilerine
odaklanmakta ve 6gretmenlerin bicimlendirici degerlendirme uygulamalarini gelistirmeleri igcin mesleki gelisim
etkinliklerini 6nermektedir (Black & Wiliam, 2009; Shepard, 2000). Bu ¢alismada, 6gretmenlerin uygulamalarini
gelistirmek icin ayni zamanda bir mesleki gelisim modeli olan isbirlik¢i eylem arastirmasi kullaniimistir ve
bulgular katilimci 6gretmenlerin bigimlendirici degerlendirme uygulamalarindaki ilerlemeleri gostermektedir.
Arastirmalar, bicimlendirici degerlendirme uygulamalarinin 6gretmenleri zorladigini ve 6gretmenler tarafindan
siklikla kullaniimadigini géstermistir (Aydin, 2005; Cakan, 2004; Pilten, 2001; Shepard, 2000). Bu calisma,
O0gretmenlerin siniflarinda  bigimlendirme degerlendirme uygulamalarini eylem arastirmasi siirecinde
uygulayabildiklerini ortaya koymustur. Bu durumda, 6gretmenlere destek verildiginde, yalnizca degerlendirme
agisindan kendilerini gelistirmekle kalmamakta, ayni zamanda tim uygulamalarini desteklemektedir.
Ogretmenler, siniflarinda bigimlendirici degerlendirme uygulamak igin profesyonel yardima ve bilgiye ihtiyag
duyabilmektedir (Bennett, 2011). Arastirmacilar ve 0©gretmenler arasindaki isbirligi, ©6gretmenlerin
uygulamalarini etkileme konusunda gicli bir potansiyele sahiptir ve elde edilen basarinin artmasiyla
sonuglanma potansiyeli yuksektir (Tayler, 2012). Bu ¢alisma ile eylem arastirmasinin 6gretmenlerin
yaklasimlarini degistirmedeki déniistiiriicii giicii vurgulanmaktadir. Ogretmenlerle yapilan eylem arastirmasi
¢alismalari, eylem aragtirmasinin 6gretmenlerin sinif uygulamalariyla ilgili gelisimindeki kritik katkisina da dikkat
cekilmistir (Pine, 2009).

Degerlendirme, oOzellikle erken yillarda, 6gretme ve 6grenmede kritik bir role sahiptir. Kiglik ¢ocuklarin
gelisim ve 6grenme siireci karmasiktir ve 6zetleyici ve geleneksel yontemlerle degerlendirilmesi oldukga zordur.
Ogretmenlerin kicik gocuklarla calisirken daha fazla dgretim siirecine gémiilii stratejilere ihtiyaci vardir.
Sistematik gozlem, dokiimantasyon, toplanan verilerin yorumlanmasi ve degerlendirme verilerinin daha sonraki
planlama icin kullaniimasi, bicimlendirici degerlendirmenin temel &zellikleridir. Ogretmenlerin degerlendirme
uygulamalarini iyilestirmeleri gerektigi arastirmalarla ortaya konulmustur. Bu ¢alisma sayesinde isbirlik¢i eylem
arastirmasi, 6gretmenlerin bigimlendirici degerlendirme konusundaki profesyonel 6grenmelerini desteklemek
icin bir yontem olarak 6nerilmektedir. Ogretmenler, erken yaslarda 6grenmenin degerlendirmesi yerine
o6grenme icin degerlendirmeyi kullanmaya davet edilmektedir. Erken ¢ocukluk 6gretmenleri icin bitlnsel bir
cocuk portfolyosu uygulanmasi da oOnerilmektedir. Portfolyolar c¢ocuklarin gelisimini izlemek, program
uygulamalarini degerlendirmek ve ebeveynleri ¢cocuklarin gelisimi ve 6grenmesi hakkinda bilgilendirmek icin
degerli bir aragtir.

Bu arastirmanin kapsami, bicimlendirici degerlendirmenin cocuklarin gelisimi ve 6grenmesi Uzerindeki
rolini incelemeden 6gretmen uygulamalari ve bigcimlendirici degerlendirmeye iliskin algilarla sinirlidir. Bu
arastirmada, sirecin gocuklar tarafindan nasil sonuglandigi incelenmemistir. Bicimlendirici degerlendirme
uygulamalarinin, erken yillardaki gelisim ve 6grenmedeki etkilerini arastirmak oldukg¢a 6nemlidir.

Arastirma, mesleki gelisim tasarimlarinin 6grenme degerlendirmesinde rol oynadigina dikkat ¢cekmektedir.
Ogretmenlerin mesleki uygulamalarini degerlendirme uygulamalarinda arastirmak ve ihtiyaglarini karsilamak ve
uygulamalarina katkida bulunmak igin mesleki gelisim modelleri gelistirmek gerekir. Daha fazla 6gretmenle
¢alismak ve bigimlendirici degerlendirme konusundaki uygulamalarini gelistirmek icin boylamsal arastirmalara
ihtiyag vardir. Ozellikle ulusal baglamda, erken cocukluk 6gretmenlerinin bicimlendirici degerlendirme
uygulamalarini arastirmak ve mesleki ihtiyaglarina cevap vermek ve sinif uygulamalari icin gerekli yardimi
saglamak icin bicimlendirici degerlendirmenin 6nemini arttirmaya hizmet edecek ¢alismalara ihtiyag vardir.
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Introduction

Having the competence of conducting research, inquiry and reaching a conclusion has become an important
skill required to produce information in today’s world. In particular, individuals studying at or having graduated
from a university are expected to have the knowledge and skills necessary to conduct research, develop
research designs and make analysis. For example, in order to foster problem solving skill, one of the 21st
century life skills, firstly curiosity about conducting research needs to be developed. With this curiosity aroused
in an individual, the individual can acquire different skills. In addition, schools have a very important mission in
the inculcation of this and similar life skills. As stated by Pratschler (2009, p. 10), administrators, teachers and
students are expected to have different knowledge and skills. In order to meet the increasing demand for these
skills at higher education level, there is a lot of work to be done by education faculties because those who will
guide students in their pursuit of these skills are teachers. As teacher training programs aim to impart basic
competences in pre-service teachers (Bhargava & Paty, 2010, p. 7), they should be qualified and competent
enough to impart particularly new life skills to pre-service teachers.

In various departments of many universities in Turkey, in all the departments of education faculties and in
some departments of vocational colleges, there is a course; which is called with different names but mainly
with the name “Scientific Research Methods” [SRM], aiming to inculcate equip students with skills needed to
conduct research. In this course, students are instructed about many different research-related subjects such
as basic concepts related to research methods, basic principles, research process, how to recognize and
identify the problem, data collection tools and their properties, data collection, analysis and evaluation of data,
interpretation of results, access to databases to find theses and articles, basic paradigms, types of research,
qualitative and quantitative research designs, sampling, data collection and analysis in qualitative research,
validity and reliability in research, reviewing, evaluating and presenting articles or theses, preparing research
reports in accordance with ethical principles, conducting action research in the field of education (Higher
Education Council, 2019). It is thought that these subjects will contribute to the acquisition of critical thinking,
creativity, knowledge literacy skills as well as problem solving skills which are defined as 21st century life skills.

The importance of the SRM course that pre-service teachers take during their learning process is not only
limited to the above-mentioned subjects. Through its content, this course will improve pre-service teachers'
perceptions of other courses and will contribute to the acquisition of the qualifications required by the
profession of teaching as it will foster the development of research, inquiry and problem-solving skills. In
addition, as stated by Yildirim (1999, p. 7), this course can serve other purposes such as teaching how to
construct the research design that enables the research to be logical and systematic, to collect data for this
purpose, to interpret the collected data, to provide realistic answers to the investigated topic and to reach
conclusions. When all these objectives of the course are taken into consideration, it is clear that the SRM
course contributes to the development of the skill of conducting systematic and logical research in pre-service
teachers. When viewed from this aspect, it is very important that pre-service teachers develop positive
attitudes towards this course. As pointed out by Zeichner (1995, p. 153), research is one of the few ways to
potentially benefit teacher training programs. In this way, pre-service teachers can develop a positive attitude
towards their profession by having the ability to conduct research before they begin their active professional
career. As is known, positive professional attitude is very important for the professional development of each
employee (Cynthia and Benjamin, 2013, p. 204). In this way, people can become professional in the conduct of
their profession and become competent in self-development. Positive attitudes developed towards
undergraduate courses within the teaching profession become the determinant of professional skills.

Due to the above-mentioned features of the course, pre-service teachers who take the SRM course can
become more curious about their courses, question and solve the problems they face, develop solutions, select
appropriate data collection tools, collect data, analyze it and reach conclusions. Pre-service teachers can also
learn the necessity of carrying out research while planning their lessons, to design the content of their lessons
more scientifically and in a more up-to-date manner on the basis of research findings and to use research
techniques while evaluating their classes when they become active teachers. Therefore, it will be important to
determine to which extent the skills aimed to be imparted to pre-service teachers through the SRM course
have been acquired by them in terms of the quality and efficiency of this course. In this way, changes and
improvements in the curricula can be achieved and contributions can be made for pre-service teachers to
become qualified teachers.
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When the literature is reviewed, it can be seen that some research studies have been conducted to
investigate the attitudes of students taking the SRM course towards research in Turkey. For instance, ilhan,
Celik and Aslan (2016) conducted a study to reveal the attitudes of undergraduate and college students
towards scientific research and they found that the students’ attitudes towards research are low in general.
Kigukoglu, Tasgin and Celik (2014) conducted a study on university students and showed that the concepts
related to scientific research could not be conceived precisely and correctly by the pre-service teachers with
the view that they did not think conducting research was necessary for teachers, but they thought that
scientific research would be useful for their professional lives.

Polat’s (2014) study showed that the attitudes of education faculty students towards scientific research
were at the “medium level”, that the 4th year students were more willing than the students from the other
grades and the male students had higher positive attitudes compared to the female students. Yasar (2014)
conducted a study called “Attitude Scale Development Study for Scientific Research Methods Course: Validity
and Reliability” and made a significant contribution to the literature by developing the attitude scale used as
the data collection tool in the mentioned study. In their study, Konokman, Tanriseven and Karasolak (2013)
found that the pre-service teachers had positive attitudes towards educational research and that department
attended, gender, achievement level from the courses of measurement and evaluation and scientific research
techniques and scientific research experiences were the variables not leading to differences in their attitude
scores.

Biger, Bozkirli and Er (2013) found that the attitudes of the 4th year pre-service teachers were more
negative than those of the students from the other grade levels. Yenilmez and Ata (2012) reported that the
pre-service teachers had a neutral attitude towards scientific research and their attitudes did not differ
according to gender and academic achievement, but showed significant differences according to grade level,
frequency of future scientific research and type of high school graduated. Korkmaz, Sahin and Yesil (2011)
developed the Attitude Scale for Scientific Research which consisted of 30 items in their study conducted to
determine the attitudes of the pre-service teachers towards scientific research.

Kurt, 1zmirli, Firat and Izmirli (2011) revealed that the female students had more positive opinions about the
SRM course; the students with a higher grade point average had more positive opinions about the SRM course
than the students with a lower grade point average and the higher grade students had more positive opinions
than the lower grade students. Ayaydin and Kurtuldu (2010), conducted a study to explore the attitudes of the
students in the Department of Fine Arts Education towards the scientific research methods course; and found
that fine arts students had a medium level attitude towards the SRM course and they had negative attitude in
terms of content, lesson delivery and evaluation.

Saracaloglu (2008) conducted a study to determine the relationship of the graduate students’ research
competences with their level of academic motivation, anxiety about scientific research and attitudes towards
scientific research and concluded that the graduate students’ research competency level is “highly competent”.
In a similar manner, Saracaloglu, Varol and Ercan (2005) conducted a study to determine the relationship of the
graduate students’ research competences with their scientific research anxiety and attitudes towards research
and statistics and they found that the graduate students were “highly competent”. Papanastasiou (2005), in his
study of why university students tend to see the research methods course negatively in general, revealed that
although the students knew the usefulness of this course, they could not develop a positive attitude towards
this course due to reasons such as inability to relate this course to daily life and challenging nature of research.

In light of these studies found in the literature, it is seen that the opinions and attitudes of pre-service
teachers about the SRM course have already been examined, but no department-based comparative analysis
has been made. In order to compare the attitudes of pre-service teachers from different branches towards the
SRM course, it is considered that the independent variable of department is an important variable because it is
thought that there may be a difference between the attitudes of pre-service teachers who are educated in
different departments towards the SRM course. In this study, therefore, it was considered to be important to
investigate whether the attitudes of the students attending different departments of the Gazi Education
Faculty in Gazi University towards the SRM course vary significantly depending on the department attended.

Purpose of the Study

In this study, it was aimed to reveal the pre-service teachers’ attitudes towards the SRM course. To this end,
following research questions were posed.
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1. Whatis the level of the pre-service teachers’ attitudes towards the SRM course?

2. Do the pre-service teachers’ attitudes towards the SRM course vary significantly depending on the
department attended?

3. Do the pre-service teachers’ attitudes towards the SRM course vary significantly depending on the
department attended in the sub-dimensions of the scale used in the study?

Method
Research model

This study employed the survey model. As is known, the survey model aims to describe an existing state as
it is. The state, which is the subject of the research is attempted to be described as it is in its own conditions
without any intervention (Karasar, 2018, p. 109). In line with this model, in this study, the pre-service teachers’
attitudes towards the SRM course, which were taken as the dependent variable, were investigated on the basis
of the department attended, which was taken as the independent variable.

Population and sampling of the study

The population of the study is comprised of 308 pre-service teachers who accepted to participate in the
study on a volunteer basis out of a total number of 481 pre-service teachers attending the Departments of
German Language Education, Arabic Language Education, French Language Education, English Language
Education, Philosophy Group Education, Department of primary education and Preschool Teacher Education of
the Gazi Education Faculty in Gazi University in the spring term of 2017-2018 academic year and taking the
SRM course. The reason for the inclusion of these departments in the population of the study is that the SRM
course is offered only in these departments. As all the students in the population of the study were attempted
to be reached, no sampling selection was performed. When the sampling size that could represent the
population was calculated on the basis of + 5% error margin, including 214 students out of 481 students in the
sampling was found to be enough (Krejcie, & Morgan, 1970). Thus, 308 students who were reached in the
current study were accepted to be enough to represent the universe of the study. The distribution of the
participating pre-service teachers across departments is given in Table

Table 1.

Distribution of the Participating Pre-Service Teachers Across Departments
Department N %

1. Philosophy Group Education 13 4.20

2. Arabic Language Education 21 6.80

3. French Language Education 14 4.50

4. English Language Education 54 17.50

5. Department of Primary Education 128 41.60

6. Pre-school Teacher Education 78 25.30

Total 308 100.00

As can be seen in Table 1, the highest number of students is from the department of primary education
(41.60%). This is followed by the students from the Pre-school Teacher Education Department (25.30%) and
from the English Language Department (17.50%). The smallest number of students is from the Philosophy
Group Department with 13 (4.20%). The reason for the inclusion of different numbers of students from
different departments is the difference among the numbers of students attending different departments.

Data Collection Tool

In this study, 20-item 'Attitude Scale towards Scientific Research Methods Course' developed by Yasar
(2014) consisted of four sub-dimensions was used as the data collection tool. In the scale, the responses to be
given to the positive attitude items are scored as follows; “7=Strongly agree, 6=Generally agree, 5=Agree,
4=Very little agree, 3=Disagree, 2=Generally disagree, 1=Strongly disagree” while the responses to be given to
the negative attitude items are scored in the reverse order. The scale consisting of four sub-dimensions was
found to explain 62.16% of the total variance of the psychological latent construct to be measured by the scale.
On the other hand, as a result of the confirmatory factor analysis conducted to confirm the construct revealed
by the exploratory factor analysis, the goodness-of-fit indices were found to be as follows; 199.68/166=1.20;
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RMSEA=.04; CFI=.99; GFI=.92; AGFI=.86; NFI=.96; NNFI=.99; RMR=.18 and SRMR=.05. These findings show that
the scale has four sub-dimensions that can measure a single construct. For the internal consistency of the scale,
the Cronbach alpha reliability coefficient of the scale was calculated to be .92. This value shows that the scale
has a very high internal consistency. According to the data collected in the study, the Cronbach alpha reliability
coefficient was found to be .81.

Data Analysis

While examining the pre-service teachers’ opinions, which are the dependent variable, according to the
independent variable of the department attended, first the normality of the distribution of the opinions was
tested. According to the results of the analysis, the distributions were not found to be normal; thus, non-
parametric tests such as Kruskal-Wallis test and Mann Whitney U test were used. The significance level was set
to be .05. As the distributions were not normal, in the interpretation of the data, median values were taken as
the measure of the distribution representing the groups. In the interpretation of the ranges, on the other hand,
as the seven-point Likert structure was used, the ranges were interpreted as follows: 1.00-1.84=strongly
disagree, 1.85-2.70=generally disagree, 2.71-3.56=disagree, 3.57-4.42=very little agree, 4.43-5.28=agree, 5.29-
6.14=generally agree and 6.15-7.00=strongly agree.

Results

In this study, the pre-service teachers’ attitudes towards the SRM course on the basis of the whole scale
used as the data collection tool were investigated. To this end, firstly, the normality of the distribution was
tested for the whole scale and the obtained results are presented in Table 2.

Table 2.
Normality Test and Median Values of the Pre-Service Teachers’ Attitudes.

N Kolmogorov-Smirnov Median
K-S p
308 .06 .01* 4.40

*p<.05

In order to determine the attitudes of the 308 pre-service teachers participating in the study towards the
SRM course, first Kolmogorov-Smirnov (K-S) normal distribution test was run (Taspinar, 2017). Since the
distribution was not found to be normal (KS(308)=.06; p<.05), the median value was taken as the group mean
value. In this regard, the median value of the pre-service teachers was found to be 4.40 indicating the response
option “very little agree” in the scale. That is, the pre-service teachers do not have positive attitudes at the
desired levels towards the course.

As the distribution was not found to be normal as a result of the normality of the distribution test
conducted on the whole scale, median values were taken as the basis in the examination of the attitudes
towards each item. In this connection, the pre-service teachers’ attitudes were attempted to be interpreted
considering each item in the scale separately.

As the distribution was not normal, when the items were analyzed considering the medians, it was found
that the pre-service teachers did not find the SRM course interesting enough according to the item for which
the smallest median value was obtained (M=3.00). The level of the pre-service teachers’ agreement with the
items related to finding themselves successful, preparing a project in this course, being interested in the
course, making use of the course in the real life, making great use of the course in the professional life and its
being indispensable for the professional career was found to be very little (M=4.00). On the other hand, they
disagreed with these items: not attending the classes if the attendance was not mandatory, the course is
unimportant, it won’t contribute to their development (reverse items M=5.00). In these items, the pre-service
teachers can be said to have moderately positive attitudes. In addition, in relation to the items; taking this
course will contribute to their problem-solving skills, believing that they will be successful, contribution to their
personal development, they were found to “disagree” (M=5.00) and thus the pre-service teachers can be said
to have moderately positive attitudes. According to the obtained data, though not at the desired level, the pre-
service teachers have moderately positive attitudes towards the opinions expressed by the majority of the
items. However, they do not have sufficient enough positive attitudes towards the opinions expressed in few
items.
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Table 3.
Pre-Service Teachers’ Attitudes towards the SRM Course.
No Attitude items Median
1 | find myself successful in the SRM course because | am good at numerical courses. 4.00
| think that if | study adequately, | can easily solve very difficult problems within the
2 5.00
context of the SRM course.
3 I think I will be successful in the SRM course. 5.00
4 I'm confident in preparing a research project in the SRM course. 4.00
5 I know | will be successful in the SRM course. 5.00
6 The SRM course will make a positive contribution to my professional life as much as 5.00
mathematics will. '
7 I think that | will be able to develop myself in the SRM course. 5.00
8 I think that the SRM course is very important. 5.00
9 In my opinion, the SRM course in unnecessary. 5.00
10 The idea of accessing new information by using the knowledge and skills | will learn in 5.00
the SRM course sounds very interesting to me. ’
11 I am interested in the SRM course. 4.00
12 The SRM course is really interesting to me. 4.00
13 | find the SRM course very interesting. 4.00
14 Scientific research method is something that | can use in any phase of my life. 4.00
15 | attend the SRM classes as attendance is mandatory; | wouldn't attend these classes, if | 5.00
didn't have to as | see them unnecessary. ’
16 | find the SRM course much more interesting than other courses. 3.00
17 | do not think that the skills | will acquire in the SRM course will contribute much to my 5.00
professional life in the future. '
18 I think that the skills I will acquire in the SRM course will contribute much to my 4.00
professional life in the future. '
19 I think research is indispensable for my professional career. 4.00
20 | think that research-oriented thinking has an important place in my daily life. 5.00

Not: Items 7, 8, 9, 15, 17 were reversely scored.

The pre-service teachers’ attitudes towards the SRM course were examined depending on the independent
variable of the department attended and the analysis results are presented in Table 4.

Table 4.
Pre-service Teachers’ Attitudes towards the SRM Course Depending on the Department Attended.

Differences

Kolmogorov Kruskal according to
Department N -Smirnov p -Wallis p Median Mann-Whitney
1. Philosophy Group Educ. 13 .19 .20 35.19 .00* 5.20 4-1, 4-2,
2. Arabic Language Educ. 21 17 13 4.80 4-3, 4-5,
3. French Language Educ. 14 14 .20 4.75 4-6, 1-5,
4. English Language Educ. 54 .14 .01* 3.87 1-6.
5. Department of Primary Educ. 128 .06 .20 4.32
6. Pre-school Teacher Educ. 78 .09 .20 4.55
N=308; *p<.05

According to the results of Kruskal-Wallis analysis conducted considering the large differences among the
numbers of the students attending different departments and as the distributions were not normal in the
English Language Education Department, significant differences were detected between the opinions. In this
regard, the pre-service teachers from the Philosophy Group Education Department were found to be in the
“agreement” response option (M=5.20) with the highest median value; that is, they can be said to have
moderately positive attitude towards the SRM course. Although with a bit lower median values, the pre-service
teachers from the Departments of Arabic Language Education, French Language Education and Pre-school
Teacher Education were found to have moderately positive attitudes. On the other hand, the pre-service
teachers from the Department of English Language Education were found to have the lowest attitude
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(M=3.87), followed by the pre-service teachers from the department of primary education in the response
option “very little agree”. Thus, it can be said that the pre-service teachers from these two departments do not
have sufficiently positive attitudes.

Whether the pre-service teachers’ attitudes towards the SRM course vary significantly depending on the
independent variable of the department attended in the four sub-dimensions of the scale was also investigated
and the obtained findings are presented in Table 5.

Table 5.
The Pre-Service Teachers’ Attitudes towards the SRM Course Depending on the Department Attended in the
Four Sub-Dimensions.

Differences
according to

Kolmogorov Kruskal Mann-

Department N -Smirnov p -Wallis p Median Whitney
Sub-dimension 1: Importance of scientific research (Items 7, 8, 9, 14, 15, 17)
1. Philosophy Group Educ. 13 .16 .20 5.83 4-1, 4-2,
2. Arabic Language Educ. 21 .13 .20 5.00 4-3,4-5,
3. French Language Educ. 14 .28 .00* 5.00 4-6, 1-5,
4. English Language Educ. 54 .01 .20 32.27 .00* 4.16 1-6.
5. Department of Primary 128 06 20 4.66

Educ.
6. Pre-school Teacher Educ. 78 .09 .20 4.91
Sub-dimension 2: Cognitive confidence (Items 1, 2, 3, 4, 5)
1. Philosophy Group Educ. 13 .19 .20 5.20 4-1, 4-2,
2. Arabic Language Educ. 21 .09 .20 4.60 4-3,4-5,
3. French Language Educ. 14 .25 .02* 4.70 4-6.
4. English Language Educ. 54 13 .02* 30.17 .00* 3.80
5. Department of Primary 128 07 18 4.60

Educ.
6. Pre-school Teacher Educ. 78 14 .00 4.60
Sub-dimension 3: Interest (Items 10, 11, 12, 13, 16)
1. Philosophy Group Educ. 13 13 .20 4.80 4-1, 4-2,
2. Arabic Language Educ. 21 14 .20 4.60 4-3, 4-5,
3. French Language Educ. 14 .14 .20 4.40 4-6, 1-5,
4. English Language Educ. 54 .14 .01* 25.36 .00* 3.60 1-6.
5. Department of Primary 128 07 09 4.20

Educ.
6. Pre-school Teacher Educ. 78 12 .01* 4.00
Sub-dimension 4: Daily life-Professional relevance (ltems 6, 18, 19, 20)
1. Philosophy Group Educ. 13 .14 .20 5.25 No difference
2. Arabic Language Educ. 21 .19 .05 5.00
3. French Language Educ. 14 .25 .02* 4.50
4. English Language Educ. 54 .07 .20 9.54 .09 412
5. Department of Primary 128 11 00* 4.50

Educ.
6. Pre-school Teacher Educ. 78 .16 .00* 4.50
N=308; *p<.05

When the data related to the normality of the distributions were examined, cases where the distribution
was not normal were determined in each sub-dimension and at the same time as there were large differences
among the numbers of the students from different departments, Kruskall-Wallis analysis - a non-parametric
test- was used to compare the cases of opinion differences. In this respect, except for “daily life-professional
relevance” sub-dimension, opinion differences were determined depending on the department attended in the
other sub-dimensions. The obtained findings are summarized below.
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In the “Importance of Scientific research” sub-dimension, the pre-service teachers from the Department of
English Language Education stated that they “very little agree” (M=4.16). While the pre-service teachers from
the other departments stated that they “agree” and “generally agree”, the pre-service teachers from the
Department of Philosophy Group Education stated that they “generally agree”, indicating that they have the
highest positive attitude (M=5.83).

In the “Cognitive Confidence” sub-dimension, the pre-service teachers from the Department of English
Language Education stated that they “very little agree” (M=3.80). All the pre-service teachers from the other
departments stated that they “agree” (M=4.60-5.20). Thus, it can be said that except for the pre-service
teachers from the Department of English Language Education, all the participating pre-service teachers
expressed moderately positive attitudes.

In the “Interest” sub-dimension, the pre-service teachers from the Departments of Philosophy Group
Education (M=4.80) and Arabic Language Education (M=4.60) stated that they “agree”. The pre-service
teachers from the other departments stated that they “very little agree” (M=3.60-4.40). Thus, it can be said
that while the pre-service teachers from the Departments of Philosophy Group and Arabic Language Education
have moderately positive attitudes towards the SRM course in the “interest” sub-dimension, the pre-service
teachers from the other departments have relatively lower level of interest in the course.

In the “Daily Life-Professional Relevance” sub-dimension, the pre-service teachers from the English
Language Education stated that they “very little agree” (M=4.12). All the pre-service teachers from the other
departments stated that they “agree” (M=4.50-5.25).

When the attitudes of the pre-service teachers towards sub-dimensions of the scale are compared
according to the departments in general, it is seen that the pre-service teachers from the Department of
English Language Education have partially positive attitudes towards the “importance”, “cognitive confidence”
and “daily life-professional relevance” sub-dimensions while the pre-service teachers from the other
departments have moderately positive attitudes. The most positive attitude is displayed by the pre-service
teachers from the Department of Philosophy Group Education. While the pre-service teachers from the
Departments of Philosophy Group and Arabic Language Education have moderately positive attitudes in the
“Interest” sub-dimension, the pre-service teachers from the other departments can be said to have partially

positive attitudes.

In this study, the pre-service teachers from the Department of Philosophy Group Education were found to
have more positive attitudes in general and this might be because of the following reasons; the nature of
philosophy, they can be more encouraged to ask questions, and they can be curious and think critically in their
program. The least positive attitudes were expressed by the pre-service teachers from the Department of
English Language Education and this might be due to their general lower motivation towards courses other
than content area courses.

Discussion, Conclusion and Implications

As a result of this study, when all the departments were taken together without considering the
department variable, it was determined that the pre-service teachers did not find the SRM course interesting
enough. In addition, it can be said that the pre-service teachers do not have enough positive attitudes on the
basis of the opinions they expressed in relation to sub-dimensions of finding themselves successful, being
interested in the lesson, making use of the course very much in their life and professional life and its being
indispensable for their career. In a study conducted by Kiglikoglu, Tasgin and Celik (2014) on university
students, it was found that the participating students think that doing research is necessary for teachers, which
is a finding parallel to the findings of the current study, yet they also found that the students think that
scientific research will be useful in their professional lives, which does not concur with the findings of the
results of this study. However, when the fact that the pre-service teachers participating in the study stressed
that the SRM course would have some contributions to them is considered, it can be argued that they have a
different perspective on the degree of the contribution of the course. In summary, it can be said that the pre-
service teachers are of the opinion that the SRM course will contribute to them, but this contribution won’t be
much significant.

In the literature, there is a study conducted by Nartgiin, Uluman, Akin, Celik and Cevik (2008) to elicit the
opinions of pre-service teachers about scientific research competencies. They found that the participating pre-

248



Pinar Bilasa, Mehmet Taspinar — Uluslararasi Egitim Programlari ve Ogretim Calismalari Dergisi, 9(2), 2019, 241-262

service teachers find themselves moderately competent in scientific research methods and they also found
significant differences between the students taking the research techniques course and the students not taking
this course. In addition, in the literature, there are some studies on the statistics related to the SRM course.
One of them was done by Mills (2004) to determine the attitudes of 203 students taking the statistics course
towards statistics. Although negative attitudes towards statistics had been reported in general in the previous
studies conducted to determine the attitudes of students towards statistics, Mills found that students’
attitudes towards statistics were becoming relatively more positive as a result of the works performed by
researchers in cooperation with teachers to develop teaching and learning of statistics. In the current this
study, though there were no items directly related to the statistics, negative opinions expressed on the data
analysis, which is an important dimension of the research process, can lead to the emergence of negative
opinions about the scientific research dimension in general. In addition, in the studies conducted by Polat
(2014) and Konokman, Tanriseven and Karasolak (2013), it was revealed that the pre-service teachers had
positive attitudes towards educational research. Given that the pre-service teachers participating in this study
expressed moderately positive attitudes towards a significant part of the items, it can be argued that the
findings of the study concur with the findings reported in the literature.

In addition, according to the obtained findings, the pre-service teachers did not agree with the negative
opinions that they would not continue the course if it was not compulsory to attend, that the course was
insignificant, that they would not improve themselves and that the course would not contribute to them. Thus,
they can be said to have moderately positive attitudes towards these items as well. In addition to this, it was
found that the pre-service teachers had moderately positive attitudes in terms of problem-solving skills,
preparing projects, believing that they would be successful and its contribution to their development.

In light of all these findings, it can be said that though not at the desired level, the participating pre-service
teachers have moderately positive attitudes towards the SRM course. The pre-service teachers’ not finding the
course interesting enough, yet their feeling interested in it can be seen as a paradox. This might be because of
their interest in the course in fact, yet the classes are not delivered interestingly enough. The other remarkable
findings of this study are that though the pre-service teachers do not find themselves successful, they believe
that they can succeed and that they think that the SRM course will make contributions to their professional
lives and daily lives, yet these contributions won’t be high. These findings suggest that the content of the SRM
course and learning-teaching process have some problems.

When the attitudes of the pre-service teachers were examined according to the department variable, it was
found that the pre-service teachers from the Department of Philosophy Group Education have more positive
attitudes than the pre-service teachers from the other departments. The pre-service teachers from the
Departments of French Language Education, Department of Primary Education, Arabic Language Education,
Pre-school Teacher Education and German Language Education were found to have positive attitudes in
general. The pre-service teachers from these departments have self-confidence in doing research, believe in
the importance of the SRM course, feel interested in the SRM course and think that they can make use of this
course in their daily lives. The pre-service teachers from the Department of English Language Education were
found to have attitudes at the level of “very little”; that is, they do not have positive attitudes at the required
level.

Diri (2007), in his study on the attitudes of students towards statistics concluded that attitudes do not differ
depending on the department variable. Konokman, Tanriseven and Karasolak (2013) revealed that the scientific
research experience according to the departments of the pre-service teachers did not lead to differentiation in
their attitude scores. However, Kurt, izmirli, Firat and izmirli (2011) found that students' opinions about
scientific research in the cognitive, psychological, occupational and importance sub-dimensions did not show a
significant difference according to the department variable. These findings reported in the literature do not
concur with the findings of the current study. This might be because of the fact that these studies were
conducted on different sampling groups.

According to the results obtained, it was concluded that the attitudes of the pre-service teachers from the
Department of Philosophy Group Education towards the sub-dimensions of “the importance of scientific
research”, “cognitive confidence”, “interest” and “daily life-professional relevance” are higher than those of
the pre-service teachers from the other departments. The reason for this is might be the fact that these pre-
service teachers, due to the nature of their content area, are more encouraged to be involved in discussions,

ask questions and feel curious, which are highly important for research methods. The relatively low attitudes of
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the pre-service teachers from the Department of English Language Education can be explained by their low
motivation towards the SRM course and different variables involved in the learning-teaching process.

Pre-service teachers’ having positive attitudes towards the SRM course is not just important for the
learning-teaching process but also a necessity. The main reason for this is that it is necessary for teachers to
examine the results of their lessons, identify problems, develop solutions, and reflect their findings in the
practices in their lessons so that effective learning can be rendered. The results of this study showed that the
pre-service teachers, who will be the teachers of future, do not have positive attitudes towards the SRM course
at the desired level; thus, when they are appointed as teachers in the future, they can experience difficulties in
terms of playing an active role in the solution of the problems to be experienced in the learning-teaching
process.

Determination of the attitudes towards the SRM course, which forms an important basis for developing
research skills, will contribute to professional attitudes of pre-service teachers when they have graduated;
thus, will foster their efforts to develop their content knowledge and teaching skills. In this regard, more
student-centered environment designs should be included in the learning-teaching process of the SRM course
in order for pre-service teachers to achieve greater efficiency from the course and to develop more positive
attitudes towards it.

The content of the SRM course should be more related to the departments and changes should be made in
such a way to increase students' desire to learn in this course.

More emphasis should be put on the activities that can increase students’ motivation towards the SRM
course. For this purpose, in-class and out-of-class activities should be designed to be research-oriented in both
content courses and other courses.

Pre-service teachers can be encouraged to conduct research studies in their own fields. If these research
studies can be designed and credited within the scope of their own content area courses, more positive
attitudes towards the SRM course can be developed.
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TURKCE SURUM

Girig

GlnUumuzde bilgi Uretebilmek igin arastirma, sorusturma ve sonuca ulasma yeterlili§ine sahip olmak énemli
bir beceri haline gelmistir. Ozellikle de {iniversitede 6grenim géren ya da tiniversiteden mezun olan bireylerin
arastirma yapabilme, arastirma deseni gelistirip ¢dzlimleyebilme bilgi ve becerisine sahip olmasi beklenir.
Ornegin 21. yy. yasam becerileri kapsaminda yer alan problem ¢ozebilme becerisi icin &ncelikle arastirma
yapabilme merakinin gelistiriimesi gerekmektedir. Kiside uyandirilan bu merak sayesinde bireyin farkli beceriler
kazanabilmesine imkan saglanabilir. Bununla birlikte bu ve benzeri yasam becerilerinin kazandirilmasinda
okullarin gok 6nemli misyonlari vardir. Pratschler’in (2009, s. 10) de belirttigi gibi yoneticiler, 6gretmenler ve
ogrencilerin daha farkli bilgi ve becerilere sahip olmalari beklenmektedir. Yiiksekdgretim diizeyinde artan bu
talepleri kargilamak igin egitim fakultelerine g¢ok is diigmektedir. Clnku 6grencilerin beceriler kazanmasina
rehberlik edecek olanlar dgretmenlerdir. Ogretmen egitimi programlar ise 6gretmen adaylarina temel
yetkinlikleri kazandirmayi amagladigindan (Bhargava & Paty, 2010, s. 7) ozellikle yeni yasam becerileri
kazandirma konusunda yetkin ve yeterli olmaldir.

Tirkiye’de bulunan birgok Universitenin pek ¢ok bolimiinde, egitim fakultelerinin tim bdlimlerinde ve
meslek yiksekokullarinin bazi bolimlerinde farkh isimlerle ifade edilse de arastirma yapabilme becerisi
kazandirmayi amaglayan “Bilimsel Arastirma Yoéntemleri” (BAY) adi altinda bir ders yer almaktadir. Bu ders
kapsaminda 6gretmen adaylarina; arastirma yontemleriyle ilgili temel kavramlar, temel ilkeler, arastirmanin
siireci, problemi fark edebilme, problemi belirleme, veri toplama araglari ve 6zellikleri, veri toplama, verilerin
analizi ve degerlendirilmesi, sonuglari yorumlama, tez, makale bulmak icin veri tabanlarina erisim, temel
paradigmalar, arastirma tirleri, nicel ve nitel arastirma desenleri, nitel arastirmada 6rneklem, veri toplama,
verilerin analizi, arastirmada gecerlik ve giivenirlik, makale ya da tez inceleme, degerlendirme ve sunma, etik
ilkelere uygun arastirma raporu hazirlama, egitim alaninda eylem arastirmasi yapma gibi beceriler
kazandirilmaya ¢alisiimaktadir (Yiksek Ogretim Kurumu, 2019). Bu konularin 21.yy. yasam becerileri olarak dile
getirilen basta problem ¢6zme becerisinin yani sira elestirel diisiinme, yaraticilik, bilgi okur yazarligi gibi
becerilerin de kazanilmasina katki saglayacak nitelikte oldugu gorilmektedir.

Ogretmen adaylarinin égrenim siirecinde aldiklari BAY dersinin 6nemi sadece yukarida belirtilen bu
iceriklerden ibaret degildir. igerigi geregi bu ders 6gretmen adaylarinin diger derslerine yénelik bakis agilarini da
gelistirecek, arastirma, sorgulama, problem ¢6zme becerilerini arttiracak oOzellikte oldugundan 6gretmenlik
mesleginin gerektirdigi liyakata katki saglayacak niteliktedir. Ayrica bu dersin Yildirim’in (1999:7) belirttigi gibi
arastirmanin mantikl ve sistematik olmasini saglayan arastirma desenini olusturma, buna yonelik bilgi toplama,
toplanan bilgileri yorumlama, arastirilan konunun cevaplarinin gergekgi bir bicimde verilebilmesi ve sonuglara
ulastiriimasi seklindeki yapisina hizmet edecek nitelikte oldugu séylenebilir. Tum bu bakis agilari géz online
alindiginda BAY dersinin 6gretmen adaylarinin sistematik ve mantikli arastirma yapabilme becerisine sahip
olmalarina katki sagladigi acik¢a goriilmektedir. Bu agidan bakildiginda 6gretmen adaylarinin bu derse iliskin
olumlu tutum gelistirmeleri son derece 6nemlidir. Zeichner'in de (1995, s. 153) belirttigi gibi arastirma
o6gretmen egitimi programlarinda potansiyel olarak fayda saglayan birkac¢ yoldan biridir. Boylelikle 6gretmen
adaylari henliz meslege baslamadan arastirma yapabilme becerisine sahip olarak meslegine karsi olumlu tutum
gelistirebilir. Bilindigi gibi olumlu mesleki tutum, her g¢alisanin mesleki gelisimi igin cok énemlidir (Cynthia ve
Benjamin, 2013, s. 204). Bu sayede kisiler yaptiklari meslegin icrasinda profesyonellesip kendini gelistirme
konusunda yetkin hale gelebilir. Ogretmenlik meslegi icinde lisans derslerine yénelik gelistirilen olumlu
tutumlar meslek becerilerinin de belirleyicisi haline donlismektedir.

Tim bu Ozellikler dikkate alindiginda BAY dersini alan 6gretmen adaylari; kendi dersleriyle ilgili merak
duyma, sorgulama, karsilastiklari problemleri ¢6zebilme, ¢d6ziim onerileri gelistirebilme uygun veri toplama
araci segip veri toplayabilme ve verileri ¢dziimleyip sonuca ulasabilme becerilerine sahip olabilirler. Ogretmen
adaylari 6gretmen olduklarinda da derslerini planlarken cesitli arastirmalar yapmalari gerekebilir. Bu arastirma
bulgulari dogrultusunda derslerinin igerigini daha bilimsel ve giincel bir sekilde tasarlayabilirler ve derslerini
degerlendirirken arastirma tekniklerini kullanma becerisi kazanabilirler. Bu nedenle BAY dersi ile 6gretmen
adaylarina kazandirilmaya ¢alisilan becerilerin ne derece kazandirilip kazandirilmadigini tespit etmek bu dersin
niteligi ve verimliligi ac¢isindan olduk¢a 6nemli bir geri bildirim olacaktir. Bu sayede 6gretim programinda
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degisiklikler ve gelistirmeler saglanabilir, 6gretmen adaylarinin nitelikli 6gretmen olabilmelerine katkilar
saglanabilir.

Alan yazin tarandiginda Turkiye’de BAY dersini alan 6grencilerin arastirmaya yonelik tutumlarinin incelendigi
gorilmistir. Ornegin ilhan, Celik ve Aslan (2016) nin lisans ve 6n lisans dgrencilerinin bilimsel arastirmaya
yonelik tutumlarini ortaya koymaya calistiklari arastirmalarinda 6grencilerin arastirmaya iliskin tutumlarinin
genel olarak diusik dizeyde oldugu sonucuna ulasmislardir. Kiglikoglu, Tasgin ve Celik (2014) Universite
ogrencileri tizerinde yaptiklari calismada bilimsel arastirmaya yonelik kavramlarin 6gretmen adaylari tarafindan
tam ve dogru olarak algilanamadigini, arastirma yapmanin 6gretmenler icin gerekli oldugunu distinmedikleri,
ancak bilimsel arastirmalarin meslek hayatlarinda islerine yarayacagini diistiindtklerini ortaya koymuslardir.

Polat (2014) ise yaptigl calismada egitim fakiltesi 6grencilerinin bilimsel arastirmaya yonelik tutumlarinin
“orta dizeyde” oldugunu, 4. siniftaki 6grencilerin diger sinif diizeylerine kiyasla daha istekli, erkek 6grencilerin
kadin 6grencilere oranla “yiksek” diizeyde olumlu tutuma sahip oldugunu ortaya koymustur. Yasar (2014)
“Bilimsel Arastirma Yéntemleri Dersine Yénelik Tutum Olgegi Gelistirme Calismasi: Gegerlik ve Givenirlik” adli
arastirmasiyla alana 6nemli bir katki saglamis bu arastirmada da veri toplama araci olarak kullanilan tutum
olcegi gelistirmistir. Konokman, Tanriseven ve Karasolak (2013) arastirmalarinda; 6gretmen adaylarinin egitim
arastirmalarina iliskin olumlu tutuma sahip olduklarini, béliim, cinsiyet, 6lgme degerlendirme dersi ve bilimsel
arastirma teknikleri derslerinden elde ettikleri basari dizeyi ve bilimsel arastirma deneyiminin 6gretmen
adaylarinin tutum puanlarinda farklilasmaya yol agmayan degiskenler oldugunu ortaya koymuslardir.

Biger, Bozkirli ve Er (2013) arastirmalarinda; Tirkce bolimi 4. Sinif 6gretmen adaylarinin bilimsel
arastirmalara yonelik tutumlarinin diger siniflara gére daha olumsuz oldugunu saptamislardir. Yenilmez ve
Ata’da (2012) 6gretmen adaylarinin bilimsel arastirmaya yonelik genel olarak notr tutuma sahip olduklarini ve
tutumlarinin cinsiyete ve akademik basariya gore farkhlasmadigini ancak sinif dizeyi, gelecekte bilimsel
arastirma yapma sikligi ve mezun olunan lise tlrline gore anlamli farkhlik gdsterdigini ortaya koymustur.
Korkmaz, Sahin ve Yesil (2011) ise 6gretmen adaylarinin bilimsel arastirmalara yonelik tutumlarini belirlemek
izere vyaptiklari c¢alismalarinda 30 maddeden olusan Bilimsel Arastirmalara Yénelik Tutum Olgegi
gelistirmiglerdir.

Kurt, izmirli, Firat ve izmirli (2011) ise yaptiklari arastirmada kiz 6grencilerin erkek 6grencilere, not
ortalamasi yiksek 6grencilerin not ortalamasi dusik 6grencilere, st siniftaki 6grencilerin de alt siniftaki
ogrencilere gore BAY dersine iliskin daha olumlu goériise sahip olduklarini ortaya koymuslardir. Ayaydin ve
Kurtuldu (2010) Guzel Sanatlar Egitimi Bolumi 6grencilerinin bilimsel arastirma yontemleri dersine yonelik
tutumlarini inceledikleri arastirmalarinda da 6grencilerin BAY dersine yonelik orta diizeyde bir tutuma sahip
olduklarin, igerik, isleyis ve degerlendirme agisindan olumsuz tutuma sahip olduklarini ortaya gikarmiglardir.

Saracaloglu (2008) ise lisansiisti egitim alan Ogrencilerin arastirma yeterliklerinin; akademik giidiilenme
dizeyleri, bilimsel arastirmaya yonelik kaygilari ve tutumlar ile olan iliskisini belirlemek amaciyla yaptig
calismasinda lisansiusti egitim goren o6grencilerin arastirma yeterlik dizeyinin “oldukca yeterli” oldugu
sonucuna ulasmistir. Benzer bir ¢alismada yine Saracaloglu, Varol ve Ercan’in (2005) lisansilistli egitim alan
ogrencilerin arastirma yeterliklerinin; bilimsel arastirma kaygilari, arastirma ve istatistige yonelik tutumlari ile
olan iligkisini belirlemek amaciyla yaptiklari ¢alismalarinda genel olarak, lisanststi 6grencilerinin arastirmada
“oldukga yeterli” olduklarini ortaya koymuslardir. Papanastasiou’nun (2005) Universite 6grencilerinin genel
olarak arastirma yontemleri dersini neden olumsuz gérme egiliminde olduklarini arastirdigi ¢alismasinda
ogrencilerin bu dersin faydasini bilmesine karsin gunliik yasamla bu dersi iliskilendirememe, arastirmanin zor
gelmesi gibi nedenlerden 6tirl bu derse karsi olumlu tutum gelistiremediklerini ortaya koymustur.

Alan yazindan ulasilabildigi kadariyla elde edilen bu arastirmalar i1si8inda BAY dersine iliskin gorislerin,
tutumlarin incelendigi ancak 6gretmen adaylarinin bélimlerine yonelik karsilastirmali bir analiz yapilmadigi
goriilmektedir. Farkh branslardaki 6gretmen adaylarinin BAY dersine iliskin tutumlarinin karsilastirilabilmesi igin
bolim bagimsiz degiskeninin 6nemli bir degisken oldugu dustnllmustir. Cankl farkli boélimlerde yetisen
o6gretmen adaylarinin BAY konusunda tutumlari arasinda bir farkhhk olabilecegi diustinilmektedir. Bu nedenle
bu arastirma da Gazi Universitesi Gazi Egitim Fakiiltesinde okuyan &gretmen adaylarinin okuduklari balimler
dikkate alinarak BAY dersine yonelik tutumlarinin nasil oldugunun boliimler arasinda bir karsilastirma yapilarak
ortaya cikarilmasi 6nemli goralmastir.

252



Pinar Bilasa, Mehmet Taspinar — Uluslararasi Egitim Programlari ve Ogretim Calismalari Dergisi, 9(2), 2019, 241-262

Arastirmanin Amaci

Bu arastirmada, 6gretmen adaylarinin BAY dersine yonelik tutumlarini incelemek amaglanmigtir. Bu amaca
yonelik olarak agagidaki sorulara yanit bulunmaya galisiimistir.

1. Ogretmen adaylarinin BAY dersine yénelik tutumlari hangi diizeydedir?

2. Ogretmen adaylarinin okuduklari bélimlere gére BAY dersine yonelik tutumlari arasinda anlamli bir
farklilik var midir?

3. Ogretmen adaylarinin okuduklari bélimlere gére BAY dersine ydnelik tutumlari arastirmada kullanilan
olgegin alt boyutlari dikkate alindiginda anlamli farklihk gostermekte midir?

Yontem
Arastirma modeli

Arastirma tarama modeline dayali olarak gergeklestirilmistir. Bilindigi gibi tarama modeli; var olan bir
durumu oldugu bicimde belirlemeyi amaglayan bir modeldir. Arastirma konusu olan durum kendi kosullari
icinde, herhangi bir miidahale olmaksizin oldugu bigimiyle tanimlanmaya calisilir (Karasar, 2018, s. 109). Bu
modele uygun olarak arastirmada 6gretmen adaylarinin bagimli degisken olarak belirlenen BAY dersine yonelik
tutumlari, bagimsiz degisken olarak dikkate alinan bolim degiskeni araciligiyla incelenmistir.

Calisma Evreni ve Orneklem

Arastirmanin calisma evrenini; 2017-2018 akademik bahar yariyili iginde Gazi Universitesi Gazi Egitim
Fakiiltesinde Felsefe Grubu Egitimi, Simif Egitimi, Okul Oncesi Egitimi, Alman Dili Egitimi, Arap Dili Egitimi,
Fransiz Dili Egitimi ve ingiliz Dili Egitimi b&liimlerinde okuyan ve BAY dersini alan 481 6gretmen aday arasindan
arastirmaya katilmayi kabul eden 308 Ogretmen adayi olusturmaktadir. Calisma evrenine bu bdlimlerin
alinmasinin  nedeni, BAY dersinin s6z konusu donemde sadece bu bolimlerde yer almasindan
kaynaklanmaktadir Calisma evrenindeki tim oOgrencilere ulasilmaya calisildigindan 6rneklem segimine
gidilmemistir. Calisma evrenini temsil edebilecek 6rneklem sayisi + 5% hata payina gore hesaplandiginda, 481
kisiden 214 kisinin 6rnekleme girmesi yeterli gorilmustir (Krejcie, & Morgan, 1970). Bu nedenle arastirmada
ulagilabilen 308 kisinin calisma evrenini temsil edebilir dizeyde oldugu kabul edilmistir. Arastirmaya katilan
ogrencilerin boélimlere gore dagilimi Tablo 1’de verilmistir.

Tablo 1.

Arastirmada Yer Alan O§retmen Adaylarinin Béliimlere Gére Dagilimi.
Bo6lim N %
1.Felsefe Grubu Egitimi 13 4.20
2.Arap Dili Egitimi 21 6.80
3.Fransiz Dili Egitimi 14 4.50
4.ingiliz Dili Egitimi 54 17.50
5.Sinif Egitimi 128 41.60
6.0kuldncesi Egitimi 78 25.30
Toplam 308 100.00

Ogretmen adaylarinin béliimlere gére dagilimi incelendiginde ilk sirayi %41.60 ile Sinif Egitimi bélimii
dgrencileri almistir. Bunu Okuldncesi Egitimi (%25.30) ve ingiliz Dili Egitimi (%17.50) boélimi 6grencileri
izlemistir. En az katilim ise 13 kisi ile (%4.20) Felsefe Grubu Egitimi bolimi 6grencileri saglamistir. Bolimlere
gore farkh sayida 6grencilerin arastirmada yer almasinin nedeni bolimlerdeki 6grenci sayilarinin farkliligindan
kaynaklanmaktadir.

Veri Toplama Araci

Bu arastirmada veri toplama araci olarak Yasar (2014) tarafindan gelistirilen, 20 madde ve dort alt boyuttan
olusan “Bilimsel Arastirma Ydntemleri Dersine Yénelik Tutum Olcegi” kullanilmistir. Arastirmada olumlu tutum
maddelerine verilecek yanitlar; “7=Kesinlikle katiliyorum, 6=Genellikle katiliyorum, 5=Katiliyorum, 4=Cok az
katiliyorum, 3=Katilmiyorum, 2=Genellikle katiimiyorum, 1=Kesinlikle katilmiyorum seklinde derecelendirilmis,
olumsuz tutum maddelerine verilen yanitlar ise tam tersi sekilde puanlanmistir. Dort alt boyuttan olusan
dlcegin dlciilmesi disiinilen psikolojik &rtiik yapiya ait varyansin %62.16’sin1 acikladigi belirlenmistir. Ote
yandan, agimlayici faktor analizi sonucu ortaya ¢ikan yapiyi test etmek icin kullanilan dogrulayici faktor analizi
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sonucunda; 199.68/166=1.20; RMSEA=.04; CFI=.99; GFI=.92; AGFI=.86; NFI=.96; NNFI=.99; RMR=.18 ve
SRMR=.05 bulgularina ulagiimistir. Ulagilan bulgular 6lgegin tek bir yapiyi 6lgebilen doért alt boyutlu oldugunu
ortaya koymustur. Olcegin i¢ tutarhigi icin cronbach alpha giivenirlik katsayisi .92 olarak hesaplanmistir. Bu
deger oOlcegin ¢ok yliksek diizeyde i¢ tutarliifa sahip oldugunu soylenebilir. Bu arastirma kapsaminda elde
edilen verilere gore cronbach alpha guivenirlik katsayisi ise .81 bulunmustur.

Verilerin Analizi

Arastirmada bagimh degisken olan 6gretmen adaylarinin gorislerini, bagimsiz degisken olan bolim
degiskenine gore incelenirken dncelikle gorislerin dagiimlarinin normalligi test edilmistir. Analiz sonucuna gore
dagilimlarin normal olmadigi belirlendiginden arastirmada Kruskal-Wallis testi Mann Whitney U testi gibi
parametrik olmayan testlerden yararlaniimistir. Anlamhlik diizeyi .05 olarak kabul edilmistir. Dagilimlar normal
olmadig! igin verilerin yorumlanmasinda medyan degerleri gruplari temsil eden dagihm olgusi olarak esas
alinmistir. Araliklarin yorumlanmasinda ise yedili likert yapi kullanildigi icin 1.00-1,84=kesinlikle katilmiyorum,
1.85-2.70=genellikle  katilmiyorum, 2.71-3.56=katilmiyorum, 3.57-4.42=¢cok az katihlyorum, 4.43-
5.28=katiliyorum, 5.29-6.14 genellikle katiliyorum ve 6.15-7.00=kesinlikle katiliyorum olarak yorumlanmistir.

Bulgular

Arastirmada veri toplama araci olarak kullanilan 6lgegin biitlinline gére 6gretmen adaylarinin BAY dersine
iliskin tutumlari belirlenmistir. Bu amagla oncelikle dagilim normalligi 6lgegin bitlni igin test edilmis ve elde
edilen sonug Tablo 2’de sunulmusgtur.

Tablo 2.
Ogretmen Adaylarinin Tutumlarinin Normallik Testi ve Medyan Dederleri.

Kolmogorov-Smirnov
N K-S p Medyan
308 .06 .01* 4.40
*p<.05

Arastirmaya katilan toplam 308 6gretmen adayinin BAY dersine iliskin tutumlarini belirlemek igin 6ncelikle
Kolmogorov-Smirnov (K-S) normal dagilim testi uygulanmistir (Taspinar, 2017). Dagilimin normal olmadig
belirlendigi icin (KS(308)=.06; p<.05), grup ortalama degeri olarak medyan esas alinmistir. Buna gére tiim
O0gretmen adaylarinin 4.40 medyan degeri ile BAY dersine iliskin “¢ok az katiyorum” dizeyinde goris
bildirdikleri, baska bir deyisle derse karsi istenildigi dlgiide olumlu bir tutuma sahip olmadiklari belirlenmistir.

Olgegin bitiini dikkate alinarak yapilan dagilim normalligi testi sonucunda dagilimlar normal olmadigi icin
her bir maddeye iliskin tutumlarin incelenmesinde medyan degerleri esas alinmistir. Buna gore Tablo 3'te
o6gretmen adaylarinin tutumlari 6lcekte yer alan her bir madde dikkate alinarak yorumlanmaya calisiimistir.

Dagihm normal olmadigi igin medyanlar dikkate alinarak maddeler incelendiginde en disik medyan
degerinin elde edildigi maddeye gore 6gretmen adaylarinin BAY dersini yeterince ilgi ¢ekici bulmadiklari
belirlenmistir (M=3.00) Ogretmen adaylari kendilerini basarili bulma, bu derste proje hazirlama, derse ilgi
duyma, dersten hayatta yararlanma, mesleki yasamda ¢ok fazla yararlanma ve kariyer agisindan vazgecilmez
olma boyutlarindaki gérislere ise ¢ok az katilmislardir (M=4.00). Bunun yani sira devam zorunlulugu olmasa
derse devam etmeyecekleri, dersin 6nemsiz oldugu, kendilerini gelistirmeyecegi ve dersin kendilerine bir katkisi
olmayacagl yoniindeki goriislere ise katilmamislardir (ters maddeler M=5.00). Ogretmen adaylarinin bu
acilardan orta dlizeyde bir olumlu tutuma sahip olduklari séylenebilir. Bunun yani sira BAY dersi alarak problem
¢6zebilme becerisinin gelismesi, basarili olacaklarina inanma, kendini gelistirmeye katki gibi boyutlarda ise
katilyorum (M=5.00) gérusinln ortaya ciktigi belirlenmis olup, 6gretmen adaylarinin orta dizeyde bir olumlu
tutuma sahip olduklari sdylenebilir. Elde edilen verilere gére 6grencilerin BAY dersine karsi gorislerinin 6nemli
bolimiinde istenildigi kadar yiksek olmasa da orta diizeyde olumlu bir tutuma sahip olduklari, az sayida madde
de ise yeterince olumlu tutuma sahip olmadiklari séylenebilir.
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Tablo 3.
Ogretmen Adaylarinin BAY Dersine Yénelik Tutumlari.

No  Tutum maddeleri Medyan

1 Sayisal igerikli derslerde iyi oldugum icin BAY dersinde de kendimi basarili buluyorum. 4.00

) Eger yeterli diizeyde ¢alisacak olursam BAY dersi kapsaminda ¢ok zor problemleri 5.00
rahatlikla ¢6zebilecegimi distniyorum. '

3 BAY dersinde basarili olacagimi diistiniiyorum. 5.00

4 BAY dersinde bir arastirma projesi hazirlamada kendime giveniyorum. 4.00

5 BAY dersinde basarili olacagimi biliyorum. 5.00

6 BAY dersi, en az matematik kadar mesleki yasantima olumlu katki saglayacaktir. 5.00

7 BAY dersinde kendimi gelistirebilecegimi sanmiyorum. 5.00

8 BAY dersinin ¢cok da 6nemli oldugunu dustinmiyorum. 5.00

9 BAY dersi bence gereksiz bir derstir. 5.00
BAY dersinde edinecegim bilgi ve becerileri kullanarak yeni bilgilere ulasma disiincesi

10 L ; 5.00
bana cok ilging gelmektedir.

11 BAY dersi ile ilgiliyim. 4.00

12 BAY dersi gercekten ilgimi ¢ekiyor. 4.00

13 BAY Dersini ¢ok ilging buluyorum. 4.00
Table 3. Devam Ediyor

14 Bilimsel Arastirma Yontemi hayatin her evresinde yararlanabilecegimi ifade etmektedir. 4.00

15 BAY dersine devam zorunlulugu oldugu igin giriyorum, devam zorunlulugu olmasa 5.00

gereksiz gérdigim bu derse girmem.
16 BAY dersini diger derslere gore ¢cok daha ilgi ¢ekici olarak buluyorum. 3.00
BAY dersinde kazanacagim becerilerin gelecekte mesleki yasantimda bana pek fazla katki

17 . . o 5.00
saglayacagini disinmiyorum.

18 BAY dersinde kazanacagim becerilerin gelecekte mesleki yasantimda bana ¢ok fazla katki 4.00
saglayacagini diisiiniiyorum. '

19 Arastirmanin benim mesleki kariyerim agisindan vazgecilmez oldugunu diisiiniiyorum. 4.00

20 Arastirma odakli disinmenin ginlik yasantimda onemli bir yere sahip oldugunu 5.00
distniyorum. ’

Not: 7, 8,9, 15, 17 maddeler ters puanlanmistir.

Bolim bagimsiz degiskenine gore ise 6gretmen adaylarinin BAY dersine karsi tutumlari incelenmis ve analiz
sonuglari Tablo 4’te verilmistir.

Tablo 4.
Béliim Degiskenine Gére Ogretmen Adaylarinin BAY Dersine iliskin Tutumlari.

Mann-

Kolmogorov Kruskal- Whitneye
Bolim N -Smirnov p Wallis p Medyan gore farklar

1. Felsefe Grb.Egitimi 13 .19 .20 35.19 .00* 5.20 4-1, 4-2,
2. Arap Dili Egitimi 21 17 14 4.80 4-3, 4-5,
3. Fransiz Dili Egitimi 14 14 .20 4.75 4-6, 1-5,
4. ingiliz Dili Egitimi 54 14 .01* 3.87 1-6.
5. Sinif Egitimi 128 .06 .20 4.32
6. Okul6ncesi Egitimi 78 .09 .20 4.55
N=308; *p<.05

Bolimler baglaminda ingiliz Dili Egitimi bélimiinde dagilimlar normal olmadigi icin ve bdlimlerdeki 6grenci
sayllari arasindaki yiksek diizeyde farkliliklar da dikkate alinarak yapilan Kruskal-Wallis analizine gore gorisler
arasinda anlamh farkhhk belirlenmistir. Buna gore Felsefe Grubu Egitimi 6gretmen adaylarinin en yiiksek
medyan degeri ile “katiliyorum” (M=5.20) goristinde olduklari, baska bir deyisle BAY dersine karsi orta diizeyde
olumlu bir tutuma sahip olduklari séylenebilir. Biraz daha disik diizeyde olmakla beraber Arap Dili Egitimi,
Fransiz Dili Egitimi ve Okul Oncesi Egitimi béliimlerindeki égretmen adaylari da orta diizeyde olumlu bir tutuma
sahiptirler. Buna karsin ingiliz Dili Egitimi bdlimii 6gretmen adaylari en diisiik diizeyde, (M=3.87), ondan biraz
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daha yiiksek olmakla beraber Sinif Egitimi Bolimi 6gretmen adaylari ise “gok az katiliyorum” dizeyinde goris
ortaya koymuslardir. Buna goére bu iki boluimdeki 6gretmen adaylarinin yeterince olumlu tutuma sahip
olmadiklari séylenebilir.

Olgegin dért alt boyutu acisindan da bélim bagimsiz degiskeni dikkate alinarak 6gretmen adaylarinin BAY
dersine iliskin tutumlarn karsilastirlmistir. Yapilan analizler sonucunda elde edilen bulgular Tablo 5’te

verilmistir.

Tablo 5.

Béliim Degiskenine Gére Ogretmen Adaylarinin BAY Dersine iliskin Tutumlarinin Alt Boyutlara Gére Durumu.
Mann-

Kolmogorov Kruskal Whitneye
Boliim N -Smirnov p -Wallis p Medyan gore farklar

Boyut 1: Bilimsel Arastirmanin Onemi (7. 8. 9. 14. 15. 17. Maddeler)

1. Felsefe Grb.Egitimi 13 .16 .20 32.27 .00* 5.83 4-1.4-2.

2. Arap Dili Egitimi 21 13 .20 5.00 4-3. 4-5.

3. Fransiz Dili Egitimi 14 .28 .00* 5.00 4-6. 1-5.

4. ingiliz Dili Egitimi 54 .09 .20 4.16 1-6.

5. Sinif Egitimi 128 .06 .20 4.66

6. Okuldncesi Egitimi 78 .09 .20 491

Boyut 2: Bilissel Glven (1. 2. 3. 4. 5. Maddeler)

1. Felsefe Grb.Egitimi 13 .19 .20 30.17 .00* 5.20 4-1.4-2.

2. Arap Dili Egitimi 21 .09 .20 4.60 4-3. 4-5.

3. Fransiz Dili Egitimi 14 .25 .02* 4.70 4-6.

4. ingiliz Dili Egitimi 54 13 .02* 3.80

5. Sinif Egitimi 128 .07 .18 4.60

6. Okuldncesi Egitimi 78 14 .00 4.60

Boyut 3: IIgI (10. 11. 12. 13. 16. Maddeler)

1. Felsefe Grb.Egitimi 13 13 .20 25.34 .00* 4.80 4-1.4-2.

2. Arap Dili Egitimi 21 14 .20 4.60 4-3.4-5.

3. Fransiz Dili Egitimi 14 .14 .20 4.40 4-6. 1-5.

4. ingiliz Dili Egitimi 54 .14 .01* 3.60 1-6.

5. Sinif Egitimi 128 .07 .09 4.20

6. Okuldncesi Egitimi 78 12 .01* 4.00

Boyut 4: Ginliik Yasanti-Mesleki iliski (6. 18. 19. 20. Maddeler)

1. Felsefe Grb.Egitimi 13 .14 .20 9.54 .09 5.25 Fark yok.

2. Arap Dili Egitimi 21 .19 .05 5.00

3. Fransiz Dili Egitimi 14 .25 .02%* 4.50

4. ingiliz Dili Egitimi 54 .07 .20 4.12

5. Sinif Egitimi 128 A1 .00* 4.50

6. Okuldncesi Egitimi 78 .16 .00* 4.50

N=308; *p<.05

Dagilimlarin normalligi ile ilgili veriler incelendiginde her boyutta dagihimin normal olmadigi durumlar
belirlenmis ve ayni zamanda 6grenci sayilari arasinda énemli farklilik oldugu igin parametrik olmayan bir test
olan Kruskall-Wallis analizi ile goris farki olma durumu karsilastirilmistir. Buna goére “glinliik yasanti-mesleki
iliski” boyutu hari¢ diger boyutlarda boliimlere gore gorus farkhliklari belirlenmistir. Elde edilen bulgular
asagida 6zetlenmistir.

“Bilimsel Arastirmanin Onemi” alt boyutunda; ingiliz Dili Egitimi bdlimi 6gretmen adaylari “cok az
katiliyorum” diizeyinde goris bildirmislerdir (M=4.16). Diger tim boélimler katiliyorum ve genellikle katiliyorum
diizeyinde goris belirtirken, felsefe bolimu 6gretmen adaylarn “genellikle katiliyorum” goérisa ile en yiksek
diizeyde olumlu tutuma sahip bolim olarak ortaya ¢ikmistir (M=5.83).

“Bilissel Gliven” alt boyutunda; ingiliz Dili Egitimi bélimi 6gretmen adaylari “cok az katiliyorum” diizeyinde
gorus bildirmislerdir (M=3.80). Diger tim bolimler “katiliyorum” diizeyinde goris bildirmislerdir. (M=4.60-
5.20). Buna gore bilissel giiven acisindan ingiliz Dili Egitimi bélimi disindaki 6gretmen adaylarinin orta diizeyde
olumlu tutuma sahip olduklari séylenebilir.
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“llgi” alt boyutunda; Felsefe (M=4.80) ve Arap Dili Egitimi b6liim{ (M=4.60) 6gretmen adaylari “katiliyorum”
dizeyinde bir tutuma sahiptirler. Diger bolimler ise “¢ok az katilyorum” dlizeyinde goris bildirmislerdir
(M=3.60-4.40). Buna gore Felsefe ve Arap Dili Egitimi bolimleri 6gretmen adaylarinin ilgi boyutunda BAY
dersine karsi orta diizeyde olumlu tutuma sahipken, diger bolimlerdeki 6gretmen adaylarinin ilgi diizeylerinin
daha dusik oldugu soylenebilir.

“Gunliik Yasanti-Mesleki iliski” alt boyutunda; ingiliz Dili Egitimi bélimii “cok az katiliyorum” diizeyinde bir
tutuma sahiptirler (M=4.12). Diger tiim bolimlerdeki 6gretmen adaylari ise “katiliyorum” diizeyinde bir tutuma
sahiptirler (M=4.50-5.25).

Genel olarak 6lgegin alt boyutlarina gore bolimlerin tutumlari karsilastirildiginda “6nem”, “bilissel gliven”
ve “glinliik yasanti-mesleki iliski” alt boyutlarinda ingiliz Dili Egitimi bélimiinde okuyan égretmen adaylarinin
kismen olumlu tutuma sahip oldugu, diger bélimlerdeki 6gretmen adaylarinin ise orta diizeyde olumlu tutuma
sahip olduklari gérulmastir. En olumlu tutum ise Felsefe Grubu Egitimi bolimindeki 6gretmen adaylari
tarafindan sergilenmistir. “ilgi” alt boyutunda ise Felsefe ve Arap Dili Egitimi bélimiindeki 6gretmen adaylari
orta diizeyde olumlu tutuma sahipken, diger béliimlerin kismen olumlu tutuma sahip oldugu soylenebilir.

Bu arastirmada genel olarak Felsefe Grubu Egitimi B6limi 6gretmen adaylarinin diger béliimlere gore daha
olumlu tutumlara sahip olmasinin nedeni olarak, felsefenin yapisi geregi daha fazla soru sorma, merak etme
gibi diisiinme becerilerinin daha yogun islenmesinden kaynaklandigi disiiniilmektedir. En disiik diizeyde ingiliz
Dili Egitimi Bolumi olmasi alan dersleri disindaki derslere karsi genel olarak daha diisik motivasyona sahip
olma olasiligindan kaynaklandigi diistiniimektedir.

Tartisma, Sonug ve Oneriler

Arastirma sonucunda boélim degiskeni dikkate alinmadan tim bolimler birlikte ele alindiginda 6gretmen
adaylarinin BAY dersini yeterince ilgi ¢ekici bulmadiklari belirlenmistir. Bunun yani sira 6gretmen adaylarinin
kendilerini basarili bulma, derse ilgi duyma, dersten yasam icinde ve mesleki yasamda cok fazla yararlanma ve
kariyer agisindan vazgegilmez olma boyutlarindaki gorisler baglaminda ise yeterince olumlu tutuma sahip
olmadiklari séylenebilir. Kliglikoglu, Tasgin ve Celik’in (2014) Universite 6grencileri Gzerinde yaptiklari ¢alismada
arastirma yapmanin 6gretmenler i¢in gerekli oldugunu dusinmedikleri yoniindeki bulgulari bu arastirma
bulgusu ile paralellik gosterirken, bilimsel arastirmalarin meslek hayatlarinda islerine yarayacagini diisinmeleri
ise bu arastirma bulgusu ile gelisir gibi gériinmektedir. Ancak bu arastirmada 6gretmen adaylarinin BAY dersinin
kendilerine bir katkisi olacagini vurgulamis olmalari dikkate alinirsa, dersin katkisinin ne diizeyde olacagi ile ilgili
bir farkli bakis acisi oldugu séylenebilir. Ozetle bu arastirmada &gretmen adaylari BAY dersinin kendilerine bir
katkisi olacagini ama bunun ¢ok da Ust diizeyde bir katkisi olmayacagi yoniinde bir disiinceye sahip olduklar
soylenebilir.

Alanyazinda 6gretmen adaylarinin bilimsel arastirma yeterliklerine iliskin gorislerinin belirlendigi Nartgun,
Uluman, Akin, Celik ve Cevik, tarafindan (2008) bir calisma yapilmistir. Yapilan bu arastirmada dikkati ¢eken
bulgular arasinda 6gretmen adaylarinin kendilerini bilimsel arastirma yéntem bilimine iliskin 6z-yeterlikler
bakimindan orta diizeyde yeterli olarak algiladiklari, arastirma teknikleri dersi alanlarla almayanlar arasinda,
dersi alanlarin lehine manidar farkhliklar oldugu seklinde sonuglara ulasilmistir. Bununla birlikte alanyazinda
BAY ile iliskili olan istatistige yonelik bazi ¢alismalar da yer almaktadir. Bunlardan birinde Mills (2004) istatistik
dersini alan 203 6grencinin istatistige karsi tutumunu belirlemeye calismis ve istatistige yénelik daha 6nce
gerceklestirilen ¢alismalarda o6grencilerin olumsuz tutuma sahip olmasina ragmen, arastirmacilarin ve
ogretmenlerin son birkag yilda istatistik 6gretme ve 06grenmeyi gelistirmeye yonelik isbirligine dayal
calistiklarinda istatistik dersine karsi 6grencilerin olumsuzdan olumluya dogru bir tutuma sahip oldugunu ortaya
koymustur. Bu arastirmada da her ne kadar dogrudan istatistige yonelik maddeler icermese de, arastirma
slirecinin 6nemli bir boyutu olan verilerin ¢6ziimlenmesi baglaminda olumsuz disiincenin genelde bilimsel
arastirma boyutunda olumsuz dislinceleri de beraberinde getirebilecegi dustinilebilir. Ayrica Polat (2014) ve
Konokman, Tanriseven ve Karasolak (2013) arastirmalarinda da; 6gretmen adaylarinin egitim arastirmalarina
iliskin olumlu tutuma sahip olduklari ortaya ¢ikmistir. Bu arastirmada da 6gretmen adaylarinin maddelerin
onemli b6limiinde orta diizeyde olumlu tutuma sahip oldugu dikkate alinirsa s6zi edilen arastirmalarla 6nemli
o6l¢lide benzer sonuglarin bulundugu soylenebilir.

Ayrica elde edilen bulgulara gére 6gretmen adaylari devam zorunlulugu olmasa derse devam etmeyecekleri,
dersin 6nemsiz oldugu, kendilerini gelistirmeyecegi ve dersin kendilerine bir katkisi olmayacagi yonindeki
olumsuz goruslere katilmamislardir. Bu nedenle s6z konusu gorisler agisindan orta diizeyde bir olumlu tutuma
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sahip olduklari sdylenebilir. Bunun yani sira BAY dersinin problem ¢oézebilme becerisini gelistirmesi, proje
hazirlama, basarili olacaklarina inanma, kendini gelistirmeye katki gibi boyutlarda 6gretmen adaylarinin orta
diizeyde olumlu tutuma sahip olduklari ortaya gikmistir.

Bu sonuglara goére 6gretmen adaylarinin BAY dersine karsi genel olarak istenildigi kadar yiksek olmasa da
orta dizeyde olumlu bir tutuma sahip olduklari, az sayida maddede ise yeterince olumlu tutuma sahip
olmadiklari belirlenmistir. Ogretmen adaylarinin dersi yeterince ilgi gekici bulmamalarina karsin, aslinda ilgi
duymalari bir paradoks olarak distndlebilir. Bu durum aslinda derse ilgi duyduklari ama derslerin ilgi ¢ekici
bicimde islenemedigi biciminde agiklanabilir. Ayrica kendilerini basarili bulmadiklari ama basarabileceklerine
inanmalari, bunun yani sira BAY dersinden meslek yasamlarinda ve yasamda yararlanabilecekleri ancak bunun
¢ok da yuksek diizeyde bir yarar olmadigi yonindeki dustlinceleri dikkat gekici bulgulardir. Bu bulgular BAY
dersinin igeriklerinin ve 6grenme-6gretme sirecinin sorunlar igerdigi biciminde yorumlanabilir.

Bollimler baglaminda incelendiginde BAY dersine karsi Felsefe Grubu Egitimi bolimi 6gretmen adaylarinin
daha olumlu tutuma sahip olduklari gériilmistiir. Fransiz Dili Egitimi Sinif Egitimi, Arap Dili Egitimi, Okul Oncesi
Ogretmenligi, Alman Dili Egitimi bélim{ &gretmen adaylarinin da genellikle olumlu tutuma sahip olduklari
sonucuna ulasilimistir. Bu bolimlerdeki 6gretmen adaylari arastirma yapma konusunda kendilerine
guvenmekte, BAY dersinin 6nemine inanmakta, BAY dersine ilgi duymakta ve bu dersi ginliik yasantilarinda
kullanabileceklerini diisiinmektedirler. ingiliz Dili Egitimi B&limi 6grencilerinin ise bu boyutlarda “cok az”
diizeyde olumlu tutumlara sahip olduklari, baska bir deyisle istenilen diizeyde olumlu tutuma sahip olmadiklari
soylenebilir

Diri (2007) istatistise yonelik Ogrenci tutumlarini arastirdigl calismasinda tutumlarin bolimlere gore
farkhlasmadigi sonucuna ulasmistir. Konokman, Tanriseven ve Karasolak (2013) arastirmalarinda da 6gretmen
adaylarinin boélimlerine gore bilimsel arastirma deneyiminin 6gretmen adaylarinin tutum puanlarinda
farklilasmaya yol agmayan degiskenler oldugunu ortaya koymuslardir. Bununla beraber Kurt, izmirli, Firat ve
izmirli tarafindan (2011) yapilan arastirmada elde edilen 6grencilerinin bilissel, psikolojik, meslek ve dnem alt
boyutlarinda bilimsel arastirmaya iliskin gorisleri bolim degiskenine goére anlamh bir farklilik gdstermedigi
yoniindeki bulgulari ile bu arastirmada elde edilen bulgular farkhlik gostermektedir. Bu durum farkl 6érneklem
gruplari Gzerinde arastirma yapilmasindan kaynaklanmis olabilir.

Elde edilen sonuglara gore “bilimsel arastirmanin 6nemi, bilissel given, ilgi ve glnlik yasanti-mesleki
iliskiden olusan tim boyutlar g6z onlinde bulunduruldugunda Felsefe Grubu Egitimi bolimi 6grencilerinin
diger bolimlere gore daha olumlu tutum sergiledikleri ortaya ¢ikmistir. Bunun nedeni olarak alan itibariyle
tartisma, soru sorma, merak gibi arastirma yontemleri agisindan da olduk¢a 6nemli olan boyutlarla daha yasanti
ile ici ice olmalarindan kaynaklandig diisiinilmektedir. ingiliz Dili Egitimi Bolimi 6grencilerinin daha diisiik
diizeyde tutumlara sahip olmalari ise BAY dersine karsi diisik motivasyondan, 6grenme—6gretme siirecindeki
farkli degiskenlerden kaynaklandigi sdylenebilir.

Sonug olarak 6gretmen adaylarinin BAY dersine karsi daha olumlu tutumlara sahip olmalari 6grenme-
o6gretme slreci agisindan 6nemli oldugu gibi ayni zamanda bir gerekliliktir. Bunun baslica nedeni 6gretmenlerin
etkili 6grenmeyi saglamak icin dersleri sirasinda ortaya ¢ikan sonuglari incelemesi, sorunlari belirleyebilmesi,
¢6zim oOnerileri gelistirebilmesi ve bunlari uygulayarak elde ettigi sonuglari dersindeki uygulamalara
yansitabilmesi gerekliligidir. Bu arastirmanin sonuglari genel bir bakis acisiyla ele alindiginda gelecegin
o6gretmeni olacak olan 6gretmen adaylarinin BAY dersine karsi ¢ok da istenildigi 6lctide olumlu tutumlara sahip
olmadiklari dikkate alinirsa, 6gretmenlik meslegine atanmalari halinde 6gretim programlarinin dnemli boyutu
olan Ogrenme-6gretme siirecinde yasanabilecek sorunlarin ¢oéziimiinde etkin rol almalarinda sorunlar
yasanabilecegini dislindlirmektedir.

Arastirma yapabilme becerisini gelistirmenin énemli bir temelini olusturan BAY dersine yonelik tutumlarin
belirlenmesi, 6gretmen adaylarinin mezun olduklarinda mesleki tutumlarina da olumlu yonde katki
saglayabileceginden kendi alanlari ve 6gretmenlik becerilerini gelistirmeye yonelik ¢abalarini besleyecektir. Bu
acidan bakildiginda gelecegin 6gretmenlerinin bu dersten daha ¢ok verim alabilmeleri, daha ¢ok olumlu tutuma
sahip olabilmeleri icin 6zellikle BAY dersinin 6grenme-6gretme siirecinde daha fazla 6grenci merkezli ortam
tasarimlarina yer verilmelidir.

BAY dersinin icerigi bollimlerle daha fazla iliskilendirilerek 6grencilerin 6grenmeye yonelik isteklerini artiric
yonde degisikliklere gidilmelidir.
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BAY dersine karsi 6gretmen adaylarinin motivasyonlarini artiracak etkinliklere agirlik verilmelidir. Bu amagla
ders igi ve disi etkinliklerin gerek alan dersleri gerekse diger derslerde de arastirma odakl olacak bigimde
tasarlanmasi yararl sonuglar verebilir.

Ogretmen adaylarinin kendi alanlarina déniik arastirmalar yapmalari tesvik edilebilir. Bu arastirmalar kendi
alan dersleri kapsaminda tasarlanip kredilendirilebilirse BAY dersine yonelik olumlu tutumlarin gelisebilecegi
disunulebilir.

Tesekkiir

Bu arastirmanin 6zeti 11-13 Ekim 2018 tarihleri arasinda dizenlenen 6. Uluslararasi Egitim Programlari ve
Ogretim Kongresi’'nde s6zlii bildiri olarak sunulmustur.
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Introduction

It can be said that the scientific, economic and cultural development of societies and the quality of the
trained teachers are mutually dependent (Cruickshank et al., 1996; Darling-Hammond, 2006; TEDMEM, 2014;
Yildirim, 2013). Training qualified teachers is among the major objectives of the Republic of Turkey in the field
of education as in other countries. To do so, initial teacher training programs are revised and updated
according to the requirements of the current period. Apart from Village Institutes, which were practice-
oriented and educated teachers for the development of the society, it is not possible to say that this aim has
been achieved fully (Atanur-Baskan, 2001; Safran, 2014; Yildirim 2011).

Prior to 1982 primary school teachers were trained at First Teacher Training Schools, Education Institutes,
Village Teacher Training Courses, Village Teacher Schools and Village Institutes (Altunya, 2005; Atalnal, 1987;
Ataiinal, 1994; Cicioglu, 1983; Ministry of National Education [MoNE], 1995; Oztiirk, 1996; Oztiirk, 1998;
Oztiirk, 2005; Ozalp and Ataiinal, 1977; Higher Education Council [HEC], 1998). Middle school teachers were
trained at Education Institutes, Higher Teacher Schools, Trial Higher Teacher Schools and universities (Kavcar,
2002; Oguzkan, 1983; Sahin, 2006; Tambag, 2007; Ugan, 1982; HEC, 1998). Prior to education faculties being
the sole responsible for teacher training there were differing teacher training sources. With the transfer of the
duty of teacher training to universities in 1982, academic studies on educational sciences and teacher training
have started to be carried out in faculties of education (HEC, 2007).

Being the sole source of teacher training faculties of education initiated comprehensive updates and
restructuring of the system was initiated in 1997 via the National Education Development Project supported by
the World Bank. In this restructuring endeavour, some undergraduate programs of educational sciences were
closed on the grounds that they were dysfunctional. With the transition to the eight-year compulsory
education, school levels were organized as eight-year primary and three-year secondary education. The
faculties of education and the curricula were reviewed and restructured to meet the requirements of
compulsory primary education. Teacher competencies were emphasized and practices were added to courses.
By this way pre-service teachers were expected to reinforce their knowledge and skills related to teaching in a
real environment. With the minor programs, pre-service teachers were provided with opportunities to gain
competences in different fields of teaching (HEC, 1998, 2007, 2018). However, these programs were not
accepted due to the lack of emphasis on theoretical courses and the fact that they caused pre-service teachers
to be qualified only about general culture and content knowledge. Esme (1998), evaluating the 1997
structuring, did not find the departmental structures realistic and criticized the program by stating that the
quality of the faculties of education would decrease, that the content of the courses would be dysfunctional
due to the non-thesis master's degree programs and that the degrees from minor programs would create
difficulties in employment. Kavcar (2003) stated that the new structuring would cause problems in training field
teachers and urgent measures should be taken in this regard. Ataman (1998) stated that longitudinal teacher
training experiences were not taken into consideration in these revisions.

The teacher training undergraduate programs were revised again so as to fulfil the needs in 2006. The
structure of the education faculties changed and professional knowledge courses were embedded to the
curricula. The number of general culture courses in the programs was increased and education faculties were
authorized to determine 25% of the courses they deemed necessary. The 50-60% of the program was allocated
to content knowledge, 25-30% to pedagogical content knowledge and 15-20% to general culture. This meant
increase of general culture and elective courses and decrease of practice-oriented courses (HEC, 2007, 2018).
The goal was to equip teacher candidates with intellectual qualifications that teachers need to possess. It was
also stated that the new programs coincided with the European Union teacher training programs (HEC, 2007b).
Teacher training undergraduate programs implemented as of 2006-2007 academic year were revised again in
2018. As a result of the evaluations, it was stated that the content knowledge and pedagogical content
knowledge courses should be redesigned and more emphasis should be given to them in the programs. It was
also pointed out that the undergraduate programs training middle school field teachers showed differences
among faculties. Great emphasis was put on ensuring the compliance of the programs with official documents
such as General Competencies of Teaching Profession and Teacher Strategy, the 10th Development Plan,
Ministry of National Education (MoNE) 2015-2019 Strategic Plan, Turkey Higher Education Qualifications
Framework (THEQF), Teacher Training and Educational Sciences Content Competences. It was stated that there
was a need for further reforms in line with Bologna guidelines especially via accreditation studies in the
faculties of education. The objectives such as forming common elective courses pool to be offered in different
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teacher training programs, training of pre-service teachers ready for versatile roles and qualified enough to be
good researcher teachers (HEC, 2018).

It was stated that the updated teacher training undergraduate programs were prepared in three stages:
creation of program development commissions, conducting field surveys and carrying out the program
updating process. It was stated that during the program development process, commissions consisting of three
to five members were formed for each undergraduate program. Further commissions were also formed for
Pedagogical Content Knowledge and General Culture Courses. The commissions had meetings with alumni,
parents, school principals, teachers and faculty members. It was emphasized that the qualifications stated
under the Teacher Training and Educational Sciences field of Turkish Higher Education Qualifications
Framework and Teacher Competencies developed by the MoNE were examined. It was stated that firstly the
courses that would be removed from, combined with and added to the 2006 teacher training programs were
determined, and then the names, content, weekly course hours and credits (local credits and ECTS) of the
courses to be included in the new programs were updated. The opinions of the MoNE were first received about
the draft programs and then submitted to the Teacher Training Working Group and finally approved by the
Higher Education Council (HEC). During the updating process of the programs, workshops and meetings were
organized with the stakeholders of education from different parts of Turkey. The innovations in the 2018
undergraduate programs can be summarized as follows: In the programs, 30-35% of the curriculum was
allocated to pedagogical content knowledge courses, 15-20% to general culture courses and 45-50% to content
knowledge courses (HEC; 2018). A core program common to different teacher training programs was formed
and pedagogical content knowledge courses were revised. The names of the courses such as “Introduction to
Education, Scientific Research Methods were changed but the names of the courses such as Classroom
Management, Teaching Principles and Methods, Educational Psychology have remained the same but weekly
hours have been decreased. School Experience course was removed from the programs and extended to two
terms as Teaching Practice Course | and Il. Sociology of Education, History of Turkish Education, and Philosophy
of Education were included as common courses in all the teacher training programs. It was also stated that in
addition to the elective courses stated in the programs, depending on the interests, wishes and requirements
of the students a maximum of six courses could be added to the elective courses pool of pedagogical content
knowledge and content knowledge with the approval of the HEC and courses could be added to the general
culture elective courses by the approval of the university senate. The updated teacher training programs were
put into effect in the 2018-2019 academic year with first-year students.

Education programs enable the determination of the characteristics of individuals to be educated for a
society. Quality of the programs is one of the most important requirements for the quality of education
because poor quality programs cannot ensure a quality education (Gozlitok, 2001). It is possible to ensure high
quality of the programs via evaluations carried out at regular intervals (Erden, 1998). Program evaluation is
defined as “a process in which information about the effectiveness of a designed and implemented training
program is collected, analyzed and interpreted and ultimately a decision to continue, develop or terminate the
program is made” (Saglam & Yiiksel, 2007: p. 176). During the program evaluation process, the objectives of
the program, the appropriateness of the content to the student level, the correct selection of the teaching
methods, techniques and materials, and the extent to which the determined goals are achieved are examined
(Saylor & Alexander, 1974). Program evaluation may result in the decisions about the continuation of the
program, review and development of the program, or the termination and replacement with a new program
(Ornstein & Hunkins, 2004).

Knowing the opinions of those who implement the programs in the evaluation of the programs is important
for the implementation of the programs as planned. Obtaining the views of faculty members as practitioners is
important in terms of the acceptance of the programs and their implementation and success as planned. In the
introductory document, the statement of the chairman of the HEC “I hope that these opinions of ours as HEC
will be carried to and implemented in classroom environments by faculty members taking an active role in the
training of teachers and by teachers who will provide guidance in our schools” explicitly pinpoints the key role
taken by faculty members.

It is thought to be useful to evaluate the programs that were put into effect in the 2018-2019 academic year
on the basis of the perspectives and experiences of faculty members. It is foreseen that the results will be
useful in the renewal of the programs in the future. Therefore, the current study aimed to evaluate the 2018
initial teacher training programs. To this end, answers to the following questions were sought.
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1. What are the faculty members’ opinions about the development process of the 2018 initial teacher
training programs?

2. What are the faculty members’ opinions about the changes made in the 2018 initial teacher training
programs?

3. What are the faculty members’ opinions about the contribution of the 2018 initial teacher training
programs to the quality teacher training?

4. What are the faculty members’ opinions about the teaching practices opportunities in the 2018 initial
teacher training programs?

Method

Research Design

The basic interpretive qualitative research design (Merriam, 2013) was used in this study. In this design, it is
attempted to make sense of the experiences of the participants, their perceptions of the subject or process
being investigated and their experiences while interacting with the world. In other words, the meanings and
reflections created by the participants about the research process are taken into consideration. The aim of the
research process in the basic interpretive design is to determine how the participant, who is the data source,
makes sense of a situation or event (Altheide & Johnson, 2011). In the current study, the basic interpretive
qualitative research design was preferred as it was aimed to evaluate the renewed initial teacher training
programs put into effect in the 2018-2019 academic year in education faculties on the basis of the perspectives
and experiences of the faculty members. To this end, in line with their experiences about the initial teacher
training programs in-depth examination of the faculty members’ opinions about the 2018 initial teacher
training programs and a detailed description of the meanings and interpretations they developed in this
context were made.

Study Group

The study group of the current research is comprised of faculty members working in the Education Faculty
of a university located in the western part of Turkey. Participants of the study are 32 faculty members who are
working in the science, pre-school, elementary school, special education, computer and instructional
technology, mathematics, Turkish, social studies, music, art, English, German initial teacher training programs,
guidance and counseling, educational management and curriculum and instruction programs and participating
in the current study on a volunteer basis. In the selection of the faculty members, maximum variation sampling,
one of the purposive sampling methods, was used. Great care was taken to include faculty members from
different professional seniorities (3 to 25 years) and with different academic titles from each department. As a
result, the study group, 18 of which were males, consisted of 12 doctor instructors, 10 associate professors.

Data Collection Method and Tool

In order to determine the opinions of the faculty members a semi-structured interview form was
developed. The interview items were prepared in such a way as to determine the faculty members’ opinions
about the updated programs, what these programs mean to them and to collect in-depth information about
the new programs on the basis of their experiences and to make sense of this information. For the purposes of
the current study, an item pool was generated and the interview form was formed by selecting items from this
pool. Expert opinions were sought about the form and then it was revised on the basis of the feedbacks from
the experts. The interview form was piloted on three faculty members. After this piloting, its final form was
given to the data collection instrument. In the final version of the interview form, there are five items. Two of
these items are given as samples below: “What are your opinions about the development process of the 2018
initial teacher training programs?” and “What are your opinions about the changes made in the 2018 initial
teacher training programs?”
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Data Collection Process

In order to collect the data, first, permission was obtained from the dean of the faculty where the research
would be conducted, then, the interview process was started. The researchers gave information about the
purpose and scope of the research to the faculty members who were planned to be interviewed. They were
asked whether they were voluntary for the study. With the faculty members who had accepted to participate
in interviews, date and time for the interview were set. Then, interviews were conducted with the faculty
members. Before the interviews, permission of the participants was taken for tape-recording. The interviews
were conducted in the faculty members’ own offices so that they could feel comfortable and each interview
lasted for 20-30 minutes. The interviews were tape recorded. After giving a code each audio recording was
transcribed into written documents. Audio Recordings and their written forms are kept in a file in a computer
requiring a password to enter.

Data Analysis

The interview recordings were analyzed by strictly adhering to the participants’ opinions. The data were
analyzed by using the inductive content analysis. Written documents read few times and coded in two cycles.
In the first cycle, open and in-vivo coding was performed on the data and axis coding was performed in the
second cycle. Then, the relationships between the codes under the themes identified were explained and
interpreted, and direct quotations were used to analyze the cause and effect relationships.

Validity and Reliability Studies

The strategies of expert review, detailed description, and formation of a study group and confirmation of
the results were used to strengthen the credibility, transferability, confirmability and consistency of the current
research (LeCompte & Goetz, 1982; Linkoln & Guba, 1985; Patton, 2014; Tedlie & Tashakkori, 2009). Within the
context of the current study, a meeting was held with a researcher specialized in qualitative research methods
and information was given about the research process. The results of the research were shared with this
particular expert and the validity of the approaches and thinking styles of the researchers were evaluated
together with him. Detailed description was used to ensure the transferability of the research (Lincoln & Guba,
1985; Meriam, 2013; Teddlie & Tashakkori, 2009; Yildirim & Simsek, 2013). The participant selection process
and the characteristics of the participants, data collection and analysis processes and the role of the researcher
were explained in detail under the title of method; thus, transferability was ensured. In addition, in order to
ensure variety in the selection of individuals to be interviewed, faculty members with different seniorities and
titles were selected from each department. Moreover, the findings of the research were presented without
comment and themes were supported with direct quotations. In the data analysis process, assistance was also
received from another qualitative research specialist and the results were confirmed to ensure consistency. In
this context, the expert was asked to comment on the relevance of the themes and sub-themes created for
each data text. A consensus was reached by discussing the themes and codes on which there had been
disagreement.

Role of the Researcher

The researchers carrying out the study have been working as faculty members in the education faculty for a
long time. Both researchers have studies on teacher education and qualitative research. Therefore, it can be
said that they are experienced in the research subject and qualitative research. After the teacher training
programs were updated and this was announced to education faculties, preparations of the current study were
started. First, the framework of the study was determined, then the related literature was reviewed and the
data collection tool was developed. The process from the preparation of interview items to the reporting of the
research was carried out by the researchers who are experts in qualitative research.
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Results

In the current research evaluating the 2018 initial teacher training programs, the findings were gathered
under the following headings: the faculty members’ opinions about the development of the initial teacher
training programs; their opinions about the contributions of these programs to the quality teacher training;
their opinions about the innovations brought about by them and their opinions about the teaching practices in
these programs. The details of the opinions are given below in tables. The faculty members’ opinions about the
development of the initial teacher training programs are given in Table 1.

Table 1
Opinions about the Development of the 2018 Initial Teacher Training Programs

Themes/Codes f

Opinions about the Development of the Programs 75
General Opinions about the Program Development Process 14
The programs were not prepared in exact compliance with the program development
process
The programs were not developed in line with the requirements of the program
development process
The program development works were not systematically conducted
A centralized program development process was followed
Opinions about the Commissions in the Program Development Process 31
Invitations to the commissions were not transparent
Decisions made in the commissions were not reflected in the programs
Some commission members were not invited to the symposium
Decisions made in the commissions were changed in the symposium
Some decisions made by the commissions were not supported by the majority of the
commission members
Opinions of educational scientists were not much taken into consideration in the
commissions
The number of subject-area educators was high
The opinions of subject area educators were dominant
Subject area educators were resistant to change
Opinions about HEC in the Program Development Process
Academic autonomy is not granted to education faculties
The main focus is training of prototype teachers
The main focus is on centralized teacher training
Contents found to be suitable by HEC are imposed
HEC does not seek for the detailed opinions of stakeholders
The opinions of stakeholders do not find reflections in the programs
Not enough consideration is given to main schools of teacher training
Centralized program development process is not functional
Suggestions about Program Preparation Process
Draft programs should be prepared at universities
Education faculties should be allowed to make their own changes
Opinions of stakeholders should be sought in a more comprehensive manner
Programs should be evaluated through pilot applications
Data should be provided for the program development process by detecting the deficiencies
in the programs
There should be program development experts recruited at universities and they should
check the application of the programs
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In Table 1, the faculty members’ opinions on the preparation of the 2018 initial teacher training programs
are presented. These opinions are accumulated under the themes of; the program development process,
commissions in the program development process, HEC and suggestions for the program development process.
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It was seen that the opinions of the faculty members about the preparation process of the teacher training
undergraduate programs were negative in general. The faculty members stated that the programs were not
prepared according to the program development process (f=4) and its requirements (f=4). They criticized the
lack of planning in the works done in the program development process (f=3) and centralized development of
the programs (f=3). Some related quotations are given below.

K8: The understanding of program development has not been internalized in our country. If the
programs had been prepared in compliance with the real program development process, the problems
experienced at schools (in the programs) could have been revealed better.

K11: HEC centrally updated the undergraduate programs yet what did we do for two months? We
wrote contents for the courses they imposed on us.

K9: If the opinions were really taken into account ... Opinions may be elicited just to find justification
to the centrally imposed ideas; thus, our opinions do not find reflections in the programs. | had been
asked for my opinions about the former programs, and they were not very influential on the programs.

K2: There are few prominent figures in the field. None of them leading the field were involved in the
program development process.

The faculty members who took part in different program commissions stated that their opinions were not
taken into consideration sufficiently. The faculty members stated that there was no transparency in the
invitations to the program commissions (f=7), the decisions taken in the commission were not reflected in the
programs (f=6), some commission members were not invited to some subsequent meetings (f=5) and some of
the decisions taken at the commissions were changed in the symposium (f=4). In addition, they stated that
some decisions taken in the commissions were not by the majority vote (f=3) and the opinions of education
scientists were not taken into consideration (f=3). The reason for this according to them was the high number
of subject area educators in the commissions, their dominance on the programs and their being resistant to
change. Some related quotations are given below.

K9: In a symposium held in Eskisehir, some reaction came from somewhere or something happened in
HEC. A change was made on that program. Different results from the ones we though in the first
commission came out.

K8: What emerged at the end was different from what had been discussed in the commissions; the
views expressed in the commissions were not reflected in the programs. It is not certain which criteria
were used to invite the people into these commissions.

K11: Usually the things defended by the majority were taken into consideration; my personal opinions
were a bit overlooked.

K5: We expressed our opinions about some courses. No change was made in relation to these courses.

K11: It was very clear that they (subject area educators) did not want to listen to. According to them,
what is important is the inclusion of an adequate number of content knowledge courses in the
programs; pedagogical content courses and educational sciences courses are not very important.
Therefore, | do not think that my views were taken into consideration.

The faculty members levelled criticisms against the preparation of the programs by HEC. In this connection,
they stated that as the programs were centrally developed, not much autonomy was granted to education
faculties (f=7), which led to training of prototype teachers (f=5) and that too much emphasis was put on
centralized training of teachers (f=4). They also stated that the contents of the programs were prepared as
stipulated by HEC (f=3), that the opinions of stakeholders were not much sought (f=2), that few opinions
received from stakeholders were reflected in the programs (f=1) and that this led to ignorance of the successful
teacher training approaches (f=1) and that autonomy in teacher training was not achieved. They also
emphasized that programs developed in this way would not be functional (f=1). Some relevant quotations are
given below.

K7: Prototype ... what | mean in a single framework. This does not work of course, expectations in each
discipline are different; they have different teacher profiles so if you try to train prototype teachers;
can this be a solution as each discipline has different requirements? Of course not ...
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K11: The teacher training undergraduate programs were centrally changed by HEC. In the first
meeting, | was able to express my opinions at least; yet, in the second meeting, | wasn’t even informed
about it

K17: The general framework of the programs was enforced by the central authority, which decreased
the functionality. If the revisions were made taking the local opinions much into consideration, then
the programs would be much more functional and effective in terms of meeting the needs of students.

The faculty members made suggestions for solving the problems in the program preparation process. In this
regard, they suggested that draft programs should be prepared at universities (f=1), that education faculties
should be allowed to make their own changes (f=1), that opinions of stakeholders should be sought in a more
comprehensive manner (f=1), that programs should be evaluated through pilot studies (f=1), that data should
be provided for the program development process by detecting the deficiencies in the programs (f=1), that
there should be program development experts recruited at universities and they should check the
implementation of the programs (f=1). In this regard, some related quotations are given below.

K8: Rather than centralized attempts, at schools for example at universities draft programs should be
developed at departments and then these draft programs should be sent to universities and then be
discussed in meetings including concerned officials from HEC.

K25: Opinions should be certainly sought and the process should proceed from bottom to top.

K16: First, deficiencies should be determined by taking the evaluations of universities about the
program. In light of the opinions expressed by universities, problems should be discussed and then
more comprehensive discussions should be conducted in congresses. Results of scientific research,
opinions of students and teachers should be used to shape the program development process, which
would be healthier. We immediately implement the program, and then we do not evaluate it for years.
We can only evaluate it 10-20 years later. On the contrary, whenever we see a shortcoming in the
program, we should look for ways of correcting it.

The faculty members’ opinions about the changes made in the 2018 initial teacher training programs are
given in Table 2.

The opinions of the faculty members about changes made in the 2018 initial teacher training programs are
related to the content, elective courses and harmony between content knowledge, pedagogical content
knowledge and general culture courses. The faculty members levelled criticisms against the reduction of class
periods in the programs (f=20), lack of balance between the time periods allocated to theoretical classes and
practice classes (f=16), the high number of courses (f=15), keeping the content the same in general (f=14),
overlapping contents of some courses (f=9) and restriction put on the proposing a different elective course
(f=1). On the other hand, they considered the addition of educational sociology and philosophy of education
into the programs as must courses (f=1) is positive development. Some related quotations are given below.

K11: In the first class period, you can deliver the lesson just for 10 or 15 minutes. In the second class
period, the students enter the class and then the lesson is wrapped up and then the class is over,
nothing efficient can be done ... when the course used to be four class hours a week in the past, it was
more efficient as we could spend some time doing practice; students used to enjoy it more.

K2: The class periods were not reduced in our course, remaining three class hours a week. What we
expected was an increase in the class hours of this course.

K10: In my department, it is very difficult to cover the content. For some courses, decreasing the
number of class hours is good while for some others, it is not good. For instance, the class hours of the
course | am teaching were reduced from three class hours to two class hours a week; it is not possible
to cover the content. Contents of most courses overlap ...

K22: In some departments, there is no problem but in our department, course load is too intense.

K2: Teaching inclusive classes was a required course. This course is not required any more. This might
have been decided by the MoNE or HEC but 30% of the classes in Turkey are inclusive classes ... 30 out
of 100 classes are inclusive classes...

K4: Addition of the educational sociology and philosophy of education courses into the programs is
good. Students need to learn these. They need to learn the theory, foundation and social content well.
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Table 2
Opinions about the Changes Made in the Initial Teacher Training Programs
Themes/Codes f
General Opinions about the Content 75
Class periods have been decreased 20
There is a lack of balance between the time periods allocated to theoretical classes and 16
practices 15
The number of courses is high 14
Course contents have remained the same in general 9
Contents of some courses are overlapping 1
Addition of education sociology and education philosophy courses has been found to be 35
useful 17
Opinions about Elective Courses 10
Positive Opinions about Elective Courses
The number of elective courses has been increased 7
The high number of elective courses indicates the existence of more autonomy- 17
oriented approach 5
Negative Opinions about Elective Courses 4
The number of instructors is not enough for elective courses 3
HEC approval for opening elective courses is restrictive 2
Deciding which field experts will give elective courses is problematic 1
There are applications not consistent with the reality 1
The possibility of offering a different elective course is limited 1
The amount of practice in courses has been decreased
Only the names of some courses have been changed
Harmony between Content Knowledge, Pedagogical Content Knowledge and Culture Courses 39
Opinions about Content Knowledge Courses 16
Number of content knowledge courses is high (According to educational scientists) 6
Basic content knowledge courses have been removed 5
HEC approval is needed for opening a new elective content knowledge course 4
Content knowledge courses are not determined according to needs 1
Opinions about Pedagogical Content Knowledge Courses 17
Class periods allocated to pedagogical content knowledge courses have been reduced 7
Pedagogical content knowledge courses are too many (According to subject area
educators) 5
HEC approval is needed for opening a new elective pedagogical content knowledge 5
course
Content Knowledge, Pedagogical Content Knowledge and General Culture Courses are 5
Balanced 1
Decreasing the Number of General Culture Courses
Suggestions toward the Content 33
Contents should be determined according to students’ needs 7
There should not be required elective courses 5
Laboratory courses should be opened again 4
Practice periods should be added to theoretical class periods 4
There should be courses that can be adapted to any given subject area 3
Courses should be practice-oriented 3
The number of content knowledge courses should be increased 2
Courses specially tailored for the qualifications of a faulty member should not be opened 2
The characteristics of the region where the faculty is located should be taken into 1
consideration 1
Students should be able to select courses according to their needs 1

Courses should be instructed by the instructors specialized on their contents

The faculty members evaluated the increase in the number of elective courses in the programs (f = 10) and the
high number of elective courses as an indication of a more-autonomy-oriented approach (f = 7). However, they
see the lack of faculty members for elective courses (f = 5) and the approval of HEC for adding elective
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pedagogical content knowledge courses (f = 4) as a limiting approach. They expressed negative opinions about
the uncertainty of which field experts will teach some elective courses (f=3), the decrease in the amount of
practice in the programs (f=1) and only changing the names of some courses (f=1). Some related quotations are
given below.

K18: Offering elective courses to students each term and students’ being able to take the courses they
like seemed to be an indication of a liberating approach initially but then during the development
process it has been turned to highly restrictive.

K6: Elective courses are a little more liberating, we can open courses at any time, but | would like it to
be more liberating in terms of being able to open the courses we want.

K7: The number of elective courses has been increased a lot. Different viewpoints, enrichment; thus,
seems to be more functional for directing students.

K1: The low number of experts in each field, or the low level of proficiency of teachers who do not
have much experience in the related field may of course lead to the problem that irrelevant courses
can be opened here.

The faculty members expressed their different opinions regarding the content knowledge and pedagogical
content knowledge courses. The faculty members working in the field of educational sciences stated that the
courses related to the content knowledge were dominant in the programs (f=6). The faculty members working
in the field of subject area education stated that they were uncomfortable with the removal of the basic
content knowledge courses (f=5). They stated that submission of elective content knowledge courses for the
approval of the HEC would be a challenge (f=4). Another criticism in this regard was that content knowledge
courses were not determined according to needs (f=1). Some relevant quotations are given below.

K1: The class periods allocated to content knowledge courses such as physics, chemistry, and biology
were decreased.

K19: In order to open a course in the field of subject area education, it should be sent to HEC and be
approved by it...

K7: On the basis of the decrease in the number of courses, | was expecting that the ratio of our courses
would be more but the exact opposite occurred in reality and the number of pedagogical content
knowledge courses decreased.

The faculty members who teach pedagogical content knowledge courses stated that they found the removal or
reduction of the amount of practice in the pedagogical content knowledge courses as a negative development
(f=7). The faculty members teaching content knowledge courses stated that pedagogical content knowledge
courses were dominant (f=5). The faculty members think that the submission of elective pedagogical content
knowledge courses to the approval of HEC may lead some problems (f=5). In addition, there are faculty
members stating that there is a balance in the distribution of pedagogical content knowledge, content
knowledge and general culture courses (f=5) and that general culture courses should be reduced (f=1). Some
related quotations are given below.

K2: Pedagogical content knowledge and content knowledge courses were set to be required courses
by HEC. Thus, it is a must to open these courses. HEC also says “if you offer another course apart from
these, then you need our approval.” This is a very long process ... In the past, with the approval of the
senate, we were able to open that course.

K6: We had a drama course. Two class hours used to be allocated to theory and the other two class
hours to practice. Now it is only two class hours to teach just theory...

K21: As stated in the books we read, there should be 50% content knowledge courses, 25% general
culture courses, 25% pedagogical knowledge courses.... it was emphasized that this was ideal for the
training of good classroom teachers. But now these ratios are very close to each other...

K8: The number of general culture courses was decreased a bit. | think each teacher should have
general culture. A teacher who does not enough general culture cannot be successful.
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The faculty members made some suggestions about the programs. They believed that the contents should be
determined to fulfil the students’ needs (f=7), there should not be “must elective” courses in the programs
(f=5), laboratory courses should be opened again (f=4), practice periods should be added to theoretical class
periods (f=4), there should be courses that can be adapted to any given subject area (f=3), courses should be
practice-oriented, the number of content knowledge courses should be increased (f=2), courses specially
tailored for the qualifications of a faulty member should not be opened (f=2), the characteristics of the region
where the faculty is located should be taken into consideration (f=1), students should be able to select courses
according to their needs (f=1), courses should be instructed by the instructors specialized on their contents
(f=1). Some related quotations are given below.

K8: What is the need of teachers for future? Is this need adequately met? If not, what is the problem?
The issue should be seen from this perspective.

K32: Elective courses are offered to reflect the richness of the instructor but we have required elective
courses.

K29: The most problematic part of the programs is the decreased practice opportunities | think that
greater emphasis put on theory than practice in the programs is a negative development.

K1: Class periods of the content knowledge courses such as physics, chemistry and biology should be
increased and new courses should be opened in this regard ...

K17: They can be more effective while developing these programs. Curriculum development experts
from different regions may be involved so that better programs more suitable for regional needs can
be created. Programs may differ from region to region taking regional needs into consideration.

The faculty members’ opinions about the contribution of the teacher training programs to the quality teacher
education are given in Table 3.

Table 3

Opinions about the Contribution of the Teacher Training Programs to the Quality Teacher Training

Themes/Codes f

The Programs’ not Contributing to the Training of Qualified Teachers 42
Decreasing number of class hours 12

Abolishment or reduction of the time allocated to practice in courses 9

Increase only in the number of theoretical class hours 7

Removal of the school experience course 7

Development of the programs without considering the needs of the field 5

Not increasing the time allocated to teaching practice 2
Suggestions about Qualified Teacher Training Programs

The amount of time allocated to teaching practice should be increased

Needs analysis should be conducted while revising the programs

Research findings should be taken into consideration while revising the programs

Program evaluation works should be conducted

Faculty members who will implement the programs should be qualified

Practice schools should be opened

Education faculties should be opened in central locations

Programs should be oriented to the training of intellectual teachers

The number of students in classes of education faculties should be decreased

Physical conditions should be improved

There should be adequate tools and equipments

There should be environments supportive to pre-service teachers’ social, cultural

development
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As can be seen in Table 3, some faculty members think that the teacher training undergraduate programs
would not contribute to the training of qualified teachers. The reasons proposed by them to support their
opinions include decreasing number of class hours (f=12), abolishment or reduction of the time allocated to
practice in courses (f=9), increase only in the number of theoretical class hours (f=7), removal of the school
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experience course (f=7), development of the programs without considering the needs of the field (f=6), not
increasing the time allocated to teaching practice (f=2). Some related quotations are given below.

K8: Rather than training qualified teachers ... Because of the reasons | have just mentioned ... First the
number of class hours was decreased especially the ones allocated to practice; training would be more
theory-oriented. Another important thing is that the profession of teaching is learned by doing; thus, if
you decrease their opportunity of doing practice and interacting with schools, then you will negatively
affect the quality in teacher training. It dropped to 7% here. It is not a program which is an outcome of
comprehensive thinking, scientific research and consideration of the needs of the field, which will
decrease the quality.

The faculty members made some suggestions about the 2018 initial teacher training programs so that more
qualified teachers could be trained. According to the faculty members; the amount of time allocated to
teaching practice should be increased (f=7), needs analysis should be conducted while revising the programs
(f=6), research findings should be taken into consideration while revising the programs (f=5), program
evaluation works should be conducted (f=4), faculty members who will implement the programs should be
qualified (f=4), practice schools should be opened (f=4), education faculties should be opened in central
locations (f=3), programs should be oriented to the training of intellectual teachers (f=3), the number of
students in classes of education faculties should be decreased (f=3), physical conditions should be improved
(f=2) and there should be adequate tools and equipments to train qualified teachers (f=1). Moreover, there
should be environments supportive to pre-service teachers’ social and cultural development (f=1). Some
related quotations are given below.

K4: | am very sincere that the teaching practice should be given each term because real school and
classroom environments are very different; you learn everything by practicing.

K8: The number of students in classes should be decreased. Physical conditions should be improved. It
is not possible to practice in classes having 80 students. Teaching materials in the class should be
adequate and quality. You see, there are smart boards in many schools. However, there are no smart
boards in education faculties. There is not enough equipment in laboratories. There are no
environments where students can freely express and discuss their opinions and can participate in
social and cultural activities. The more qualified a teacher is, the better it is ... There should be practice
schools. It is not good to open education faculties everywhere; they should be established in central
locations so that students can go to opera, theatre, take part in artistic activities, social activities. First
of all, the program must be good. But the program is not enough on its own. Faculty members must be
qualified as well. In which courses are they happy, which courses are more efficient, which courses are
inefficient and why? Teachers say that these courses do not make much contribution to the field,
why? Faculty members do not teach their classes effectively, just lecturing, no practice in the class. If
research findings are taken into consideration, problems can be seen; which courses are needed?
What problems are experienced by students? If we increase practice more, then we will be more
successful.

Faculty members’ opinions about teaching practices are given in Table 4. The faculty members’ opinions
about the teaching practice and school experience courses are presented in Table 4. The faculty members
stated that the time allocated to teaching practice course was not enough (f=9), that they couldn't focus on
teaching practice due to their heavy workload (f=6), that they did not go to school to make observations (f=3),
that they did not want to give teaching practice course in these conditions (f=3) and that faculty members were
distanced from teaching practice course (f=2). Some related quotations are given below.

K7: A faculty member has classes to teach, needs to do some research and at the same time has some
students that need to be monitored in their teaching practice classes. When | try to spare time to all of
these, it would not be possible to do all as they should be done ideally... Given that my workload is
very high, this does not work.

K8: As many instructors do not go to schools, they cannot observe many teaching practice classes. This
is negative. In my opinion, it is possible to go there four times, this is manageable. Yet, the instructor
has a problem; he/she has many courses to teach and they are different courses. When we think that
he/she goes to observe eight students four times for each, then he/she needs to go 32 times.
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Table 4
Opinions about Teaching Practices
Themes/Codes f
Opinions about Teaching Practice 23
Not enough time is allocated to teaching practices 9
High workload of faculty members 6
Inability of making observations at schools due to workload of faculty members 3
Faculty members’ not wanting the teaching practice course due to their workload 3
Long-time of practices make faculty members reluctant to take responsibility 2
Opinions about the Teaching Practice Course 16
Exclusion of the school experience course from the 2018 programs
Getting to know the profession 4
Preparation for the profession 4
Suggestions about Teaching Practice 32
Teaching practice should be started at earlier periods of the initial program 10

The time allocated to teaching practice should be increased 9
Initial teacher training programs should be organized to be theoretical for three 3
years and practical for one year 3
Faculty members should be paid for teaching practice classes 3
The workload of faculty members should be decreased 3
What is learned at faculties should be practiced at schools 1
Teaching practice should be taken more seriously

The faculty members also stated their opinions about the school experience course. The faculty members
criticized the exclusion of the school experience courses from the 2018 initial teacher training programs (f=8);
they thought that the school experience course is important in terms of getting to know the profession of
teaching (f=4) and for preparation for the profession (f=4); thus, it should not have been excluded from the
programs. Some related quotations are given below.

K10: Given the experiences lived by students in the school experience and teaching practice courses,
the teaching practice course should be started in the first year of the undergraduate program.

K6: 1 am pondering about two things; | was expecting the school experience course would be started in
the second term of the first year of the undergraduate education; instead, it was completely excluded
from the programs. It is something like telling a science teacher to start teaching science without
having any laboratory experience.

K21: If the school experience course were started in the first year, and then slow transition from
observations to practices in the class were realized, students could get to know the teaching
profession better and feel more prepared for the profession or decide whether the teaching
profession would be suitable for them or not.

The faculty members made suggestions for high quality teaching practices. They believed that teaching
practice should start at earlier periods of the initial teacher training programs (f=10), the time allocated to
teaching practice should be increased (f=9), initial teacher training programs should be organized to be
theoretical for three years and practical for one year (f=3), faculty members should be paid for teaching
practice classes (f=3), the workload of faculty members should be decreased (f=3), what is learned at faculties
should be practiced at schools (f=3) and teaching practice should be taken more seriously (f=1). Some related
guotations are given below.

K7: I want the teaching practice course to be started in the spring term of the first year; students to go
to school for observations, then | want such a course to be offered to students each term so that
students can see and experience the real school and classroom environment and atmosphere.

K2: I think; it would be better for students to go to school every day. There should be coordinators of
faculties to organize this. The only duty of this coordinator should be to control the process by visiting
the schools where students are doing their teaching practice. Even each department or program can
have a coordinator to do this. This would be healthier.
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K27: How should teaching practice be? In my opinion, at the end of the third year, theoretical courses
should be ended. The last year should be allocated to practice. Students can spend the whole year at
schools doing practice.

K5: Schools should be turned into laboratories which should be visited continuously.
K8: Teaching practice should be taken more seriously.
Discussion, Conclusion and Implications

In the current study, aiming to evaluate the 2018 initial teacher training programs, the results were
obtained regarding the opinions of the faculty members on the development of the 2018 initial teacher training
programs, changes made in the programs, their contribution to the training of qualified teachers, the school
practices and their suggestions for the programs. In this section, these results are further elaborated.

Since the development of training programs is a comprehensive and continuous work, the need for carrying
it out through commissions is emphasized. These commissions may consist of three groups: program decision
and coordination group, working group and advisory group. Faculty members in the program working groups
should be field experts (Demirel, 2015; Ornstein & Hunkins, 2014). For these groups to work effectively,
selection process of these experts must be merit-based and transparent. The views of the selected experts
should be given importance and reflected in the programs. The faculty members questioning the merits and
way of the selection of the experts invited to the 2018 initial teacher training programs development
commissions formed the basis of this recommendation. It was seen that the necessary explanations were not
made in the introduction sections of the programs. Absence of the necessary explanations about the program
development commissions has caused faculty members to develop a negative perspective on initial teacher
training programs. This could have made it difficult for faculty members to accept and implement the
programs. In addition to the problems that arose during the commissioner’s selection process, the selected
commissioners also experienced problems. The faculty members in the commissions stated that the proposals
they made during the program development process were not taken into consideration, decisions were not
taken by majority and that these decisions were changed without informing the concerned individuals.
Moreover, majority of the members in the commissions were subject area specialists. This might have resulted
in the dominance of subject area specialists in the decisions related to the development of the programs. As
the decisions were not taken by majority opinion, the suitability of the programs for quality teacher training
becomes disputable.

The faculty members stated that programs should be evaluated before they are developed. In the program
evaluation process, questions such as whether the objectives, content, instructional methods and materials of
the program are age-level appropriate and reachable are tried to be answered (Saylor & Alexander, 1974). As a
result of this evaluation, decisions about the continuation, termination, or reconstruction of the program
(Ornstein & Hunkins, 2004) could be possible. In order to prepare new programs, it is necessary to evaluate the
previously prepared programs and identify the deficiencies in these programs (Demirel, 2018; Ornstein &
Hunkins, 2004). However, when the reasons for replacing the former teacher training programs with the new
programs and the opinions of the faculty members about the program development process are examined, it is
understood that new programs are prepared without program evaluation studies. In the explanations about
the programs, it was stated that the results of the scientific studies and symposiums, panels, workshops, open
sessions, conferences organized by the MoNE and non-governmental organizations were taken into
consideration during the process of updating the programs. It was stated that the programs were renewed for
reasons such as adaptation to the changes made in primary education programs and making the programs
suitable for European Higher Education Area (HEC, 2018). In order for the programs to be renewed, they must
be thoroughly evaluated and then updated considering the evaluation results. When the explanations made by
HEC (2018) about the initial teacher training programs are examined, it is seen that the without any nationwide
study, the results of small-scale studies were taken into consideration. Though it is the first year of
implementation of the initial teacher training programs MoNe (2018a) was pointed out that they will be
revised (MoNe, 2018a). Stating that the programs could be changed again in the first year of their
implementation clearly shows the problem of coordination and sustainability in teacher training policies.

As institutions of higher education, universities are autonomous and universal. Universities must have
financial, academic and administrative autonomy. Financial autonomy refers to the management of resources
and expenditures of a university by itself (Erdem, 2013). Administrative autonomy refers to the governance and
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supervision of the university and safeguarding of rights of its personnel by bodies democratically established by
its own members (Aktan, 2008). Finally, academic autonomy refers to the ability of the university to select the
research and development areas, the education programs and the course contents, and the scientists (faculty
members) by itself, in short, the institution itself can decide what to teach and what to research and by whom
(Estermann, Nokkola & Steinel, 2011). One of the most important elements of academic autonomy is the ability
of universities to determine their own curricula and course contents. Although the faculties of science,
literature, economics and engineering within the same university can form their own programs, faculties of
education cannot prepare programs specific to their unique structure. Centrally prepared programs by HEC are
implemented in education faculties. Some faculty members criticize this situation and find it against academic
autonomy. The central development of the programs poses an obstacle against the development of unique
approaches to teacher training and the introduction of creative and original models in teacher training. Thus, it
can be said that this situation is not suitable for the academic autonomy of education faculties and that HEC
can form a general framework.

It is understood that the opinions about the changes made in the initial teacher training programs are also
negative in general. The faculty members stated that they did not find it right to decrease class periods of the
courses. They stated that it would be harder to achieve the objectives of the courses when the class periods
allocated to the courses were reduced.

The philosophy of education is seen as an effort to determine the things education should do. The
philosophy of education tries to explain the problems of education and the concepts and ideas that direct
education (Ergiin, 2015; S6nmez, 2017). As such, teachers need to think about education and wonder about
reality, human nature and society (Gutek, 2016). In order for teachers to mentally question and to make
philosophy, there must be a course such as philosophy of education.in initial teacher training programs. The
philosophy of education course can be helpful for pre-service teachers to do their profession better by gaining
a philosophical perspective towards education (Aslan, 2014). For this reason, it has been stated in the studies
that the philosophy of education course should be included in all departments of the faculties of education
(Duman & Ulubey, 2008). In the 2018 initial teacher training programs, the required philosophy of education
and educational sociology courses were included. The faculty members considered the incorporation of these
courses into the programs as a positive development. These courses are important for pre-service teachers to
gain philosophical and cultural perspectives (Eskicumali, 2001). Educational sociology is an important course
that will enable pre-service teachers to solve problems that they may encounter in different social structures
and cultures or subcultures, to act consciously in solving problems and to understand different relationships in
a social structure (Tezcan, 2016). Therefore, the pre-service teachers who actively participated in these courses
and internalized their contents would be expected to solve the problems confronted in their profession easily
and to meet the requirements of their profession better. However, taking the courses of educational sociology
and philosophy of education does not guarantee the acquisition of these features. For this reason, relating
theoretical knowledge to real life in these courses could make the lessons much more useful.

While the faculty members consider the increase in the number of elective courses as a liberating approach,
they think that the number of instructors to teach these elective courses is not adequate. The inadequate
number of instructors may lead to the conversion of elective courses into required elective courses. This may
make it difficult for programs to achieve their goals. Kiigikahmet (2007) pointed out this problem in teacher
training programs and stated that as a limited number of elective courses could be opened, these courses were
turned into “compulsory” electives. A similar situation may arise in the 2018 initial teacher training programs.
Moreover, the necessity of HEC approval for the opening of elective content and pedagogical content
knowledge courses may cause some problems. In this regard, the faculty members stated that they did not find
the obligation of seeking the approval of HEC correct. They noted that they might not propose new courses due
to the procedure for proposing new courses, and that they might even try to open some courses as general
culture courses with the approval of the university senate. Or faculty members may tend to open only elective
courses offered by HEC. This can be said to negatively affect faculty members' proposals for new creative
courses.

The faculty members stated that the courses in the programs should be given by the instructors who are
specialized in their fields. Kiigciikahmet (2007) evaluated the undergraduate programs and concluded that the
courses in the programs were taught by the instructors who have not qualified enough in their fields. The
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faculty members had the same concern about the programs put into practice in 2018 since the same issues are
valid today as well. It is thought that this application should be solved in order to train qualified teachers.

One of the important changes in the 2018 initial teacher training programs is the abolition of the class
periods allocated to practice in some courses. For example, while Instructional Technologies and Materials
Design course was four class hours, two of which were theoretical and the other two were applied; in the new
programs it changed to Instructional Technologies and the class duration was reduced to two hours of theory.
The class periods allocated to the Drama course were generally reduced to two class hours from three or four
class hours with no time for practice. Laboratory hours were removed from science courses, but it is stated in
the explanations about the programs that practices could be conducted within science classes (HEC, 2018). The
best way to prepare for the teaching profession is practice. It is thought that abolishing the applied sections of
the courses instead of increasing their number would negatively affect the quality of the teachers. Kiiglikahmet
(2007) criticized the reduction of the practices in the pedagogical content knowledge courses in the 2007 initial
teacher training programs. However, while the decrease in the number of classes allocated to practices in the
2007 programs was criticized, it is highly alarming that some of these classes were completely abolished in the
2018 initial teacher training programs. This can be seen as an important deficiency in terms of teaching
profession and the quality of the teachers. Therefore, the faculty members may think that these teacher
training programs would not contribute to the training of qualified teachers.

The faculty members expressed different opinions about the content knowledge and pedagogical content
knowledge courses. While the faculty members working in the field of educational sciences stated that the
number of the content knowledge courses is high in the programs, the faculty members who teach subject-
area courses stated that the number of pedagogical content knowledge courses is high. It can be said that in
the initial teacher training programs put into force in 1997 and 2006, the ratios of the content knowledge,
pedagogical content knowledge and culture courses were close to each other. For example, 50% of the 1997
initial teacher training programs consisted of content knowledge courses, 30% of pedagogical content
knowledge and %20 of general culture courses (HEC, 1997), while in the 2006 initial teacher training programs,
these ratios were as follows: 50-60% were content knowledge courses, 25-30% were pedagogical content
knowledge courses and 15-20% were general culture courses (HEC, 2007). In the programs put into effect in
2018, 45-50% of the programs are content knowledge courses, 30-35% are pedagogical content knowledge
courses and 15-20% are general culture courses (HEC, 2018). When the 1997, 2006 and 2018 programs are
examined, it is seen that the ratio of the content knowledge courses occupy about 50% of the programs,
pedagogical content knowledge courses occupy nearly 30% of the programs and general culture courses
occupy approximately 20%. Though not much change has occurred in the weights of the courses, the faculty
members could be thinking that the weights of the courses have changed as the number of class periods
allocated to some courses decreased and as they think the courses they specialized on are more important.

Pre-service teachers find the opportunity to question themselves professionally and realize their
shortcomings through the practices they are engaged in in the school experience and teaching practice
courses. These courses are very important as they provide opportunities for pre-service teachers to prepare for
the profession and school (Akpinar, Colak & Yigit, 2012; Kavas & Bugay, 2009). The importance of teaching
practices has also been emphasized in the decisions of the National Education Council. For example, at the 18th
National Education Council, it was decided that teaching practice should be conducted during an academic
year, as in the candidate teacher adaptation process, under the guidance of instructors and teachers (MoNE,
2010). Moreover, in the literature, it was emphasized that the teaching practice course should be extended to a
longer period and the time allocated to it is insufficient (Aslan & Saglam, 2018; Aydin, Selcuk & Yesilyurt, 2007;
Baskan, Aydin & Madden, 2006; Guizel, Cerit-Berber & Oral, 2010; Simsek, Alkan & Erdem, 2013). In the current
study, similarly the faculty members stated that the teaching practice course should be given for one year or in
every term. However, when the 2018 initial teacher training programs are examined, it is clearly seen that
previous studies and decisions of the Council were not taken into consideration. In the current study, the
faculty members stated that the duration of the teaching practice course should be increased or even that
students should spend a whole term participating in practices at school or that there should be a teaching
practice course every term.

For the teaching practice course to accomplish its objectives, pre-service teachers should be observed by
teachers and faculty members, their shortcomings should be corrected and good practices should be
reinforced. Teachers stated that they had problems in making observations because they were attending the
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lesson together with pre-service teachers. On the other hand, the faculty members stated that they had
problems in observing due to their workload and the improper planning of other courses. This result is
supported by the literature. Cepni, Aydin and Sahin (2015) reported that pre-service teachers could not be
observed sufficiently within the context of the teaching practice course as the time of the teaching practice
course overlaps with the class periods of other courses. The faculty members also stated that they could not
make observations due to the high course load (Aytach, 2012; Kiyici & Horzum, 2015; Kirksekiz, Uysal, isbulan,
Akgin, Kiyici & Horzum, 2015). Due to the high number of pre-service teachers for whom faculty members are
responsible, they cannot fulfil their responsibilities adequately (Aslan & Saglam, 2018; ilin, 2014; Topkaya,
Tokcan & Kara, 2012). The faculty members are expected to observe each of the eight students four times
which would mean a total of 32 observations (MoNE, 2018b). When the results of the current study and the
results of other studies in the literature are considered together with, it is understood that it is difficult for the
faculty members to fulfil the requirements of the teaching practice course in the departments where the
workload is high. While fees are paid to the mentor teacher and even the school administrators of the school
where the teaching practice is conducted, no fees are paid to faculty members, which could cause them to be
reluctant to conduct this course.

The school experience course is as important as the teaching practice course since it is the first time that
the pre-service teacher meets the profession. The first impressions the pre-service teacher will have in this
course shape what kind of teacher he/she will be to a great extent. In a study, it was revealed that the school
experience course increased the awareness of pre-service teachers towards the teaching profession and their
own fields (Ekinci & Tican-Basaran, 2015). However, many pre-service teachers see this course and the teaching
practice course as easy and unimportant. Therefore, they do not fulfil their responsibilities within the scope of
school experience course (Akdemir, 2013). In some cases, mentor teachers and faculty members can give high
and standard marks to pre-service teachers regardless of the extent to which they have fulfilled their
responsibilities. Another example of lack of attention to this course is the reduction of the weight of the course
in program update processes. While in the 1997 teacher training programs, there were the School Experience |
and Il courses, in the 2007 teacher training programs, the School Experience Il course was abolished.
Kigikahmet (2007) criticized the abolition of the School Experience Il course and stated that this course was
seen as an opportunity for students to get to know the school. In the 2018 initial teacher training programs, the
school experience course was completely abolished. Thus, pre-service teachers' opportunities to get to know
and prepare for the profession were reduced. In the current study, the abolition of the school experience
course was criticized during the interviews with the faculty members because in the school experience course,
students can decide whether they are suitable for the profession and whether to continue or leave the
profession. For this reason, it is thought that it would be very beneficial to start the school experience course in
the early years of the undergraduate education, let alone to abolish it.

In the current study, which aimed to evaluate the 2018 initial teacher training programs, the faculty
members stated that the programs were not prepared in accordance with the principles of curriculum
development. This result represents a negative outlook for a country like Turkey having a fairly well-established
curriculum development culture. initial teacher training programs are the most important tools for training
qualified teachers. If these tools are prepared with the right curriculum development process, it will be easier
and shorter for the country to achieve its long-term goals in a more desirable manner.

Development of the 2018 initial teacher training programs centrally, lack of full reflection of stakeholders'
views on the programs, lack of transparency in the assignment of faculty members to work in the commissions
formed during the program development process, and lack of systematic curriculum development approach
were criticized. Taking these criticisms into consideration, the opinions of all stakeholders from the lowest to
the highest level should be taken into consideration when developing the next teacher training programs.
Majority opinion should be dominant in the decisions taken in the commissions. The role of HEC in the
curriculum development process should be reduced and the academic expertise of faculty members working in
the faculties of education should be reflected in teacher training programs. Faculties should be allowed to form
their unique teacher training culture. Through piloting studies, shortcomings of the programs should be
corrected. Then they implemented. The programs should undergo a comprehensive evaluation during and at
the end of the process.

Other criticized aspects of the 2018 initial teacher training programs are the decrease in the class hours of
some courses, the need for the approval of HEC to open a new elective course in content knowledge and
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pedagogical content knowledge fields and limitation of these elective courses to six. This makes it difficult for
faculty members to propose new courses and to cover the contents of the courses whose class periods have
been shortened. Therefore, the requirement of HEC approval to propose a new elective course should be
abolished and the class periods allocated to courses can be increased. Another important issue related to the
courses is the abolition of the class periods allocated to practice. It is important that the courses be applied in
the acquisition of the skills required for the effective rendering of the teaching profession. Pre-service teachers
can be provided with the opportunity to practice what they have learned in the theoretical parts of the
courses.

Important classes in which teaching profession skills are acquired are teaching practice courses. In the new
programs, the school experience course was abolished and the duration of the teaching practice course was
doubled. However, the faculty members did not find this adequate. It is thought that this course should be
arranged in such a way that pre-service teachers will be engaged in practice throughout a whole term. Within
the context of the teaching practice course, one instructor was asked to advice up to eight pre-service teachers
and to observe each of them four times. Observing eight students four different times requires the instructor
to go to school 32 times. This does not seem realistic considering the workload of instructors. Therefore, the
regulation needs to be reviewed. The school experience course is as important as the teaching practice course
because in this course, pre-service teachers get to know the profession and decide whether or not to become a
teacher. The abolition of the course may lead to problems in terms of getting to know and preparation for the
profession. For this reason, the school experience course can be put back into the programs.

The current study was conducted with the participation of faculty members working in the education
faculty of a state university located in the western part of Turkey. The study can be repeated with a study
group consisting of faculty members from different education faculties from different parts of Turkey. The
results to be obtained from program evaluation studies to be conducted in the process of the implementation
of the teacher training programs and at the end of the first four years can be compared with the results of the
current study.
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TURKCE SURUM

Giris

Toplumlarin bilimsel, ekonomik ve kulturel olarak gelisiminin yetistirilen 6gretmenlerin niteligi ile dogru
orantili oldugu sdylenebilir. Alanyazin incelendiginde g¢alismalarin bu goriisu destekledigi gorilmektedir
(Cruickshank vd., 1996; Darling-Hammond, 2006; TEDMEM, 2014; Yildirim, 2013). Nitelikli 6gretmen yetistirme
Tirkiye Cumhuriyeti’nin egitim alanindaki 6nemli amaclari arasinda yer almaktadir. Bunun gergeklestiriimesi
icin O0gretmen egitimi lisans programlari, icinde bulunulan dénemin gereklerine gore gozden gecirilerek
giincellenmektedir. Ogretmen yetistirme programlarinda yapilan diizenlemeler nitelikli 6gretmen yetistirmeyi
amaglasa da bu amacin gergeklestirilebildigini soylemek miimkiin degildir (Atanur-Baskan, 2001; Safran, 2014;
Yildirim 2011). Ancak uygulama odakli ve toplumun kalkinmasina yonelik 6gretmen yetistiren Koy Enstitiilerinin
bu genel tablodan farkh oldugu distnulmektedir.

Turkiye'de, ilkogretmen okullar, egitim enstitileri, kdy egitmen kurslari, kdy 6gretmen okullari ve koy
enstitdleri ile ilkokula 6gretmen yetistirilmistir (Altunya, 2005; Atalnal, 1987; Atalinal, 1994; Cicioglu, 1983;
Milli Egitim Bakanhig (MEB), 1995; Oztiirk, 1996; Oztiirk, 1998; Oztiirk, 2005; Ozalp & Ataiinal, 1977; Yiiksek
Ogretim Kurulu (YOK), 1998). Ortaokullara ise, egitim enstitiileri, yiiksek 6gretmen okullari, deneme vyiiksek
o6gretmen okullari ve lniversitelerde 6gretmen yetistirilmistir (Kavcar, 2002; Oguzkan, 1983; Sahin, 2006;
Tambag, 2007; Ugan, 1982; YOK, 1998). 1982'de Ogretmen yetistirme gérevinin iiniversitelere devredilmesiyle
egitim fakultelerinde egitim bilimleri ve 6gretmen yetistirmeyle ilgili akademik calismalar da yapilmaya
baslanmistir (YOK, 2007).

Ogretmen yetistirme gdrevinin egitim fakiltelerine devredilmesinin ardindan 1997 ve 2006 yillari arasinda
o6gretmen yetistirme lisans programlarinda kapsamli giincellemeler yapilmistir. Bunlardan ilkinde 1997 yillinda
Dinya Bankasi’'nin destekledigi Milli Egitimi Gelistirme Projesi kapsaminda hizmet 6ncesi 6gretmen yetistirme
sireci yapilandiriimistir. Bu yapilanmada, egitim bilimlerinin bazi lisans programlari islevsiz oldugu gerekgesiyle
kapatilmistir. Sekiz yillik zorunlu egitime gecilmesi nedeniyle okul kademeleri sekiz yillik ilkégretim ve Ug yillik
ortadgretim olarak dizenlenmistir. Egitim fakilteleri zorunlu ilkégretimin gereksinimlerini karsilamak uzere
yapilandiriimistir. Fakiltelerdeki bolimler ve anabilim dallar ders programlari yeniden olusturulmustur. Bu
programlarda 6gretmen yeterlikleri izerinde durulmus ve derslere uygulamalar eklenmistir. Boylece 6gretmen
adaylarindan 6gretmenlige iliskin bilgi ve becerilerini gercek ortamda pekistirmeleri beklenmistir. Yan dal
programlari ile 6gretmen adaylarinin farkli 6gretmenlik alanlarinda yetkinlik kazanmalarina firsat verilmistir.
(YOK, 1998, 2007, 2018). Ancak bu programlar kuramsal derslere agirlik verilmemesi ve 6gretmen adaylarinin
genel kultir ve alan bilgisi konusunda yetismesine neden oldugu gerekgeleriyle kabul gérmemistir. 1997
yapilanmasini degerlendiren Esme (1998), bolim yapilanmalarini gergekgi bulmamis, egitim fakultelerindeki
niteligin dusecegini, alan derslerinin tezsiz yilksek lisans nedeniyle devre disi kalacagini ve yan alanin
istihdamda zorluklar yaratacagini belirterek programi elestirmistir. Kavcar (2003) yeni yapilanmanin brans
o6gretmeni yetistirmede sorunlara neden olacagini, bu konuda acil 6nlemlerin alinmasi gerektigini belirtmistir.
Ataman (1998) ise bu modelde uzun yillara dayanan 6gretmen yetistirme deneyiminin dikkate alinmadigini
belirtmistir.

1997 yilinda hazirlanan ve 1998 vyilinda uygulanmaya baslanan programlarin ardindan 2006 yilinda
o0gretmen yetistirme lisans programlarinin yeniden giincellenmesi glindeme gelmistir. 1997 yapilanmasindaki
aksayan yonler gézden gegcirilmis; ilkogretim ve ortadgretim alan 6gretmenligi programlarinda bulunan meslek
bilgisi dersleri diizenlenmistir. Programlardaki genel kiltlr derslerinin sayisi artirilmis, programlarda yer alan
ortak derslerin disinda kalan yaklasik %25 oranindaki derslerin belirlenme yetkisi liniversitelere verilmistir.
Programlar, %50-60 alan bilgisi, %25-30 meslek bilgisi ve %15-20 genel kiiltir derslerinden olusmustur.
Programlarda genel kiiltiir derslerinin oranlari arttirilmistir. Buna karsin uygulama dersleri azaltilmistir (YOK,
2007, 2018). Bazi programlarda cekirdek derslerin fazlaligi nedeniyle, se¢cmeli ders sayisi daha da artirilmistir.
Bunun amaci, Universitede yetistirilen 6gretmen adayina aydin bir kiside bulunmasi gereken entelektiel
donanimin kazandirilmasi olarak belirtilmistir. Bunun yani sira programlarin Avrupa Birligi 6gretmen yetistirme
programlariyla értiistigi belirtiimistir (YOK, 2007b).

2006-2007 egitim 6gretim yilindan itibaren uygulanan 6gretmen yetistirme lisans programlari 2018 yilinda
tekrar glincellenmistir. Yapilan degerlendirmeler sonucu, alan egitimine yonelik derslerle 6gretmenlik meslek
bilgisi derslerinin yeniden olusturulmasi ve programlarda bunlara agirlik verilmesi geregi ifade edilmistir. Ayrica,
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ortadgretim alan o6gretmenlikleriyle ilgili lisans programlarinin fakilteler arasinda farkhlklar gosterdigi
belirtilmistir. Programlarin Ogretmenlik Meslegi Genel Yeterlikleri ve Ogretmen Stratejisi, 10. Kalkinma Plani,
MEB 2015-2019 Stratejik Plani, Tiirkiye Yiksekdgretim Yeterlikler Cercevesi (TYG), Ogretmen Yetistirme ve
Egitim Bilimleri Alan Yeterlikleri gibi resmi belgelerle uyum saglanmasinin 6nemine vurgu yapilmigtir. Egitim
fakiltelerinde kalite ve akreditasyon c¢alismalarinin yeniden baslatiimasi, Avrupa yilksekogretim alaninda
Bologna siirecine uyum ve diinyadaki gelismelere paralel olarak ortak ¢ekirdek programlar olusturulmasina
gereksinim duyuldugu ifade edilmistir. icerigi benzer olup farkl isimlerle farkli &gretmen yetistirme
programlarinda yer alan se¢meli derslerin ortak bir se¢meli ders havuzunda toplanmasinin, programlardan
mezun olacak 6gretmen adaylarinin ¢ok yonli rol model olmasinin ve arastirmaci 6gretmen niteligi kazanmis
olarak mezun olmasinin hedeflenmesi 2018 programlarinin giincellenme gerekgeleri olarak gosterilmistir (YOK,
2018).

Glincellenen 6gretmen yetistirme lisans programlarinin, program gelistirme komisyonlarinin olusturulmasi,
alan taramasi yapilmasi ve program glincelleme sireci olmak lizere (¢ asamada hazirlandigi ifade edilmistir.
Program gelistirme siirecinde her lisans programi igin li¢c-bes tGyeden olusan komisyonlar (Egitim Programlari ve
Ogretim-Alan egitimcisi mutlaka olacak sekilde) olusturuldugu ifade edilmistir. Ogretmenlik Meslek Bilgisi ve
Genel Kultur Dersleri igin ayri komisyonlar olusturuldugu belirtilmistir. Komisyonlarin, mezunlar, veliler, okul
midiirleri, 6gretmenler ve 6gretim elemanlariyla gérismeler yaptigi ifade edilmistir. Tirkiye Yiksekogretim
Yeterlilikler Cercevesi, Ogretmen Yetistirme ve Egitim Bilimleri Alan Yeterlikleri ve MEB Ogretmenlik Meslegi
Yeterliklerinin incelendigi vurgulanmistir. 2018 Ogretmen Yetistirme Lisans Programlarindaki derslerin adi,
icerigi, haftalik saati ve kredisi (yerel kredi ve AKTS) giincellenmistir. Oncelikle 2006 &gretmen vyetistirme
programlarindan cikarilmasi, birlestiriimesi ve eklenmesi gereken derslerin belirlendigi, daha sonra yeni
programlarda yer alacak derslerin adi, igerigi, haftalik ders saati ve kredisinin (yerel kredi ve AKTS) glincellendigi
belirtilmistir. Hazirlanan taslak programlara iliskin MEB’ten gériis alinmistir. Daha sonra, Ogretmen Yetistirme
Calisma Grubuna sunulmus ve Yiiksekégretim kurulu (YOK) tarafindan onaylanmistir. Egitimin paydaglari ile
Tirkiye'nin cesitli bolgelerinde programlarin glincellenmesi slrecinde calistaylar ve toplantilar yapildigi
belirtilmistir. YOK’e (2018) gére, 2018 lisans programlarinin getirdigi yenilikler su sekilde 6zetlenebilir:
Programlarda 6gretmenlik meslek bilgisi %30-35; genel kiltir %15-20 ve alan egitimi %45-50 oraninda yer
almistir.  Ogretmen vyetistirme programlari arasinda ¢ekirdek program olusturulmustur. Tim lisans
programlarinda 6gretmenlik meslegiyle ilgili dersler, yeniden diizenlenmistir. Egitim Bilimine Giris, Bilimsel
Arastirma Yéntemleri gibi derslerin adlari degistirilmis, “Sinif Yonetimi”, “Ogretim ilke ve Yéntemleri”, “Egitim
Psikolojisi”, gibi derslerinin adlari ayni kalmis ancak haftalik ders saatleri azaltilmistir. Okul deneyimi dersi
programlardan cikarilarak, Ogretmenlik Uygulamasi Dersi | ve Il olarak iki ddneme uzatilmistir. Programlara
“Egitim Sosyolojisi”, “Turk Egitim Tarihi”, “Egitim Felsefesi” dersleri, lisans programlarinin tamaminda ortak
meslek dersleri olarak yer almistir. Programlardaki se¢meli derslere ek olarak, meslek bilgisi ve alan egitimi
secmeli ders havuzuna 6grencilerin ilgi, istek ve gereksinimleri dogrultusunda YOK’ten onay alinarak en fazla
alti ders, genel kiiltiir segmeli derslerine ise Universite senato karariyla dersler eklenebilecegi belirtilmistir.
Gincellenen 6gretmen yetistirme lisans programlari, 2018-2019 egitim 6gretim yilinda birinci siniflardan
itibaren uygulanmaya baslanmistir.

Egitim programlari, bir toplum igin yetistirilecek bireylerin 6zelliklerinin belirlenmesini saglar. Programlarin
nitelikli olmasi, egitimin nitelikli olmasinin en édnemli kosullarindan biridir. Clnki niteliksiz programlar nitelikli
bir egitim gerceklesmesini saglayamaz (Go6zltok, 2001). Programlarin eksikliklerinin giderilmesi, egitimin
niteligini de artirir. Egitim programlarinin daha etkili hale getirilmesi icin programlarin degerlendirilmesi gerekir
(Erden,1998). Program degerlendirme, “tasarlanan ve uygulanan bir egitim programinin etkililigi hakkindaki
bilgilerin toplandigi, analiz edilip yorumlandigi ve sonugta programin sirdirilmesi, gelistiriimesi ya da
sonlandiriimasi kararinin alindigi bir stire¢” (Saglam & Yiksel, 2007, p. 176) olarak tanimlamaktadir. Program
degerlendirmede, programin amaglarina, icerigin 6grenci diizeyine uygunluguna, 6gretim yontem, teknik ve
materyallerin dogru secilip secilmedigine, belirlenen amaglara ne derece ulasildigina bakilir (Saylor &
Alexander, 1974). Program degerlendirmede, programin devami, gézden gegcirilip gelistirilmesi ya da bitirilip
yerine yeni bir programin gelistirilmesi s6z konusu olabilir (Ornstein & Hunkins, 2004).

Programlarin degerlendirilmesinde programlari uygulayanlarin gorislerinin  bilinmesi, programlarin
planlandigi sekilde hayata gecirilmesi icin 6nemlidir. Uygulayicilar olarak 6gretim (yelerinin goruslerinin
alinmasi programlarin kabul gérmesi ve planlandigl sekilde uygulanmasi ve basariya ulasmasi agisindan
dnemlidir. Tanitim dokiimaninda YOK baskaninin “YOK olarak bizlerin bu diisiincelerini, dgretmen egitiminde
rol alan 6gretim elemanlarinin ve bu sirecgte okullarda rehberlik yapacak 6gretmenlerimizin, okul ve sinif
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ortamlarina tasiyarak hayata gecirecegini imit ediyorum.” ifadesi 6gretim elemanlarinin Gstlendigi s6zi edilen
kilit rol agikga gostermektedir.

2018-2019 egitim 6gretim yilinda uygulanmaya baslanan programlarin 6gretim Uyelerinin bakis agilariyla ve
deneyimleriyle degerlendirilmesinin yararli olacagi duslinilmektedir. Elde edilen sonuglarin programlarin
yeniden glincellenmesi siirecinde yararli olacagi 6ngoriilmektedir. Bu nedenle arastirmada 2018 6gretmen
yetistirme lisans programlarinin degerlendirilmesi amaglanmistir. Bu amag¢ dogrultusunda asagidaki sorulara
yanit aranmigtir.

Ogretim Uyelerinin;
1. 2018 6gretmen yetistirme lisans programlarinin gelistirme siirecine iliskin gérisleri nelerdir?
2. 2018 6gretmen yetistirme lisans programlarindaki degisikliklere iliskin gérusleri nelerdir?

3. 2018 ogretmen yetistirme lisans programlarinin nitelikli 6gretmen yetistirmeye katkilarina iligkin
gorusleri nelerdir?

4. 2018 6gretmen yetistirme lisans programlarindaki 6gretmenlik uygulamalarina iliskin gorusleri nelerdir?
Yontem
Aragtirma Deseni

Bu arastirmada, nitel arastirma desenlerinden temel yorumlayici desen kullaniimistir (Merriam, 2013). Bu
desende, katilimcilarin deneyimleri, arastirilan konuya ya da siirece iliskin algilari, diinya ile etkilesirken
yasadiklari deneyimleri anlamlandiriimaya c¢alisilir. Baska bir deyisle, katihmcilarin arastirma sirecine iligkin
olusturduklari anlam ve yansimalar dikkate alinir. Temel yorumlayici desendeki arastirma siirecinde amag veri
kaynagi olan katilimcinin bir durum ya da olayi nasil anlamlandirdiginin belirlenmesidir (Altheide & Johnson,
2011). Bu calismada temel yorumlayici nitel arastirma deseni, 2018-2019 egitim Ogretim yilindan itibaren
egitim fakiltelerinde uygulanmaya baslanan 6gretmen yetistirme lisans programlarini 6gretim tyelerinin bakis
acilari ve deneyimlerine dayali olarak yenilenen programlarin degerlendirilmesi amaclandigindan tercih
edilmistir. Boylece 6gretim Uyelerinin programlara iliskin deneyimleri dogrultusunda 2018 6gretmen yetistirme
lisans programlarina yonelik gorislerinin derinlemesine incelenmesi ve bu baglamda olusturduklari anlam ve
yorumlamalarinin ayrintili bir bicimde betimlenmesi s6z konusu olmustur.

Calisma Grubu

Arastirmanin katihmcilarini Tarkiye’'nin bati bélgesinde yer alan bir Gniversitenin egitim fakiiltesinde calisan
ogretim Uyeleri olusturmustur. Katiimcilar arasinda fen bilgisi, okul 6ncesi, sinif, 6zel egitim bilgisayar ve
dgretim teknolojileri, matematik, Tiirkge, sosyal bilgiler, miizik, resim is, ingilizce egitimi, Almanca ile rehberlik
ve psikolojik danismanlik, egitim programlari ve 0Ogretim, egitim ydnetimi anabilim dallarinda calisan ve
arastirmaya katilmaya goniilli olan 32 6gretim Uyesi yer almistir. Ogretim dyelerinin seciminde amagh
ornekleme yontemlerinden maksimum gesitlilik 6rnekleme kullanilmistir. Her bélimden farkli mesleki
kidemlerden (3 ile 25 yil), farkh akademik unvanlardan 6gretim Uyelerinin ¢alisma grubunda yer almasina dikkat
edilmistir. Sonug olarak ¢alisma grubunu olusturan 6gretim Uyelerinin 12’si doktor 6gretim tyesi, 10'u dogent
ve 10'u profesor iken, 18’i erkek 14’G kadindir.

Veri Toplama Yontemi ve Araci

Egitim fakultesindeki ©6gretim Uyelerinin glincellenen 6gretmen egitimi lisans programlarina iliskin
gorislerinin belirlenmesi igin yari yapilandirilmig gérisme formu hazirlanmistir. Gériisme sorulari, 6gretim
tUyelerinin giincellenen programlara iliskin goruslerinin belirlenmesi, programlarin kendileri igin anlamini ve
onceki deneyimlerinden hareketle yeni programlara iliskin derinlemesine bilgi edinilmesi ve bu bilginin
anlamlandirilmasi i¢in hazirlanmistir. Arastirmanin amaglari dogrultusunda bir soru havuzu olusturulmus ve bu
havuzdan sorular secilerek gériisme formu olusturulmustur. Bu form igin uzman goérusi alinmis ve uzmanlarin
gorisleri dogrultusunda form vyeniden diizenlenmistir. Dizenlenen gorisme formu (¢ Ogretim Uyesine
uygulanarak deneme uygulamasi yapiimistir. Bu uygulamanin ardindan veri toplama araci son seklini almistir.
Gorisme formunun son halinde bes soruya yer verilmistir. Sorulara 6rnek olarak, 2018 6gretmen yetistirme
programlarinin hazirlanma sirecine iliskin gorisleriniz nelerdir? ve 2018 Ogretmen yetistirme lisans
programlarindaki degisikliklere iliskin gorisleriniz nelerdir? verilebilir.
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Veri Toplama Siireci

Verilerin toplanmasi igin arastirmanin yapilacagi fakiltenin dekanligindan izin alinmistir. Ardindan, egitim
fakiltesinde goérisme sireci baslatilmistir. Arastirmacilar, gorilisilmesi planlanan &gretim (Uyelerine
arastirmanin amaci ve kapsami hakkinda bilgi vermistir. Arastirma igin gonilli olup olmadiklari sorulmustur.
Gorusmeyi kabul eden 6gretim lyeleri ile gériismenin yapilacagi tarih ve saat belirlenmistir. Ardindan 6gretim
tyeleri ile goriismeler gergeklestirilmistir. Goriismeden 6nce katimcilardan ses kaydi igin izin alinmistir.
Gorusmeler kendilerini rahat bir bicimde ifade edebilmeleri igin 6gretim yelerinin odalarinda yapilmistir ve 20
ile 30 dakika arasinda slirmistir. Gorismeler ses kayit cihaziyla kayit altina alinmistir. Ses kayitlari, 6gretim
Uyelerine verilen kodlarla bilgisayar ortamina aktariimistir. Ses kayitlari ve desifreler sifreli bir bilgisayardaki
sifreli bir dosyada saklanmaktadir.

Verilerin Analizi

Gériisme kayitlar, katiimcilarin gérislerine bagh kalinarak ¢dziimlenmistir. Ogretim Uyeleri ile yapilan
gorismelerden elde edilen veriler timevarimsal icerik analizine dayali olarak ¢éziimlenmistir. Ses kayit cihazi ile
kaydedilen veriler desifre edilerek bilgisayar ortamina aktarilmis, ardindan birkag¢ kez okunmus ve iki déngide
kodlanmistir. Birinci dongtide verilere, acik ve in-vivo kodlama, ikinci donglde ise, eksen kodlamasi yapiimistir.
Daha sonra, belirlenen temalar altindaki kodlarin birbirleriyle iliskileri agiklanarak yorumlanmis, dogrudan
alintilara yer verilerek neden sonug iliskileri irdelenmeye galisiimistir.

Gegerlik ve Giivenirlik Calismalari

Arastirmanin inanihrhgi, aktanlabilirligi, teyit edilebilirligi ve tutarligi icin uzman incelemesi, ayrintili
betimleme, ¢alisma grubunun olusturulmasi ve sonuglarin teyit ettirilmesi stratejileri kullaniimistir (LeCompte &
Goetz, 1982; Linkoln & Guba, 1985; Patton, 2014; Tedlie & Tashakkori, 2009). Arastirma kapsaminda nitel
arastirma yontemleri konusunda uzman bir arastirmaci ile toplanti yapilmis ve arastirma siirecine iliskin bilgiler
verilmistir. Arastirma sonuglari da uzmanla paylasilarak arastirmacilarin yaklasim ve disinme bigimlerinin
gecerligi uzmanla birlikte degerlendirilmistir. Arastirmanin aktarilabilirliginin saglanmasi igin ayrintili betimleme
kullanilmistir (Lincoln & Guba, 1985; Meriam, 2013; Teddlie & Tashakkori, 2009; Yildirrm & Simsek, 2013).
Katilimcilarin segilme siireci ve 6zellikleri, verilerin toplanmasi, analizi ve arastirmacinin roli arastirmanin
yontem boéliimiinde ayrintih olarak agiklanarak aktarilabilirlik saglanmistir. Bunun yani sira, gériisme yapilacak
bireylerin seciminde cesitlilik saglanmasi icin her anabilim dalindan farkli kidem ve unvanda 6gretim Gyesi ile
gorustlmustir. Ayrica, arastirmadaki bulgular yorum yapilmaksizin sunulmus ve temalar dogrudan alintilarla
desteklenmistir. Tutarlilik icin verilerin analizi stirecinde nitel arastirma ve 6gretmen egitimi konusunda uzman
baska bir arastirmacidan yardim alinmis ve sonuglar teyit ettirilmistir. Bu ¢ercevede uzmandan her bir veri
metnine iliskin olusturulan temalarin ve alt temalarin uygunlugu konusunda goéris bildirmesi istenmistir. Gorils
ayriligi olan temalar ve kodlar lizerinde tartisilarak uzlasma saglanmistir.

Arastirmacilarin Rolii

Calismayi ydraten arastirmacilar egitim fakiltesinde wuzun bir slredir O6gretim elemani olarak
calismaktadirlar. Her iki arastirmacinin da Ogretmen egitimi ve nitel arastirma konusunda calismalari
bulunmaktadir. Dolayisiyla arastirma konusu ve nitel arastirmalar konusunda deneyimli olduklari séylenebilir.
Ogretmen egitimi programlarinin giincellenmesi ve fakiiltelere duyurulmasinin ardindan ¢alismanin
hazirliklarina baglanmistir. Once calismanin cercevesi belirlenmis, ardindan ilgili alanyazin incelenmis, veri
toplama araci hazirlanmistir. Gorlisme sorularinin hazirlanmasindan arastirmanin raporlanmasina kadar gegen
siireg, nitel arastirma konusunda uzman arastirmacilar tarafindan gergeklestirilmistir.

Bulgular

2018 6gretmen yetistirme lisans programlarinin degerlendirildigi bu arastirmada, bulgular arastirma sorulari
dogrultusunda, 6gretim Uyelerinin 6gretmen yetistirme lisans programlarinin hazirlanma (gelistirilme) sureci,
nitelikli 6gretmen yetistirmeye katkisi, getirdigi yenilikler ve okul uygulamalari ile ilgili gortsleri basliklari altinda
toplanmistir. Gériislerin ayrintilari tablolar halinde asagida verilmistir. Ogretim Gyelerinin dgretmen yetistirme
lisans programlarinin hazirlanmasina iliskin gorisleri Tablo 1'de verilmektedir.

Tablo 1'de Ogretim Uyelerinin 2018 6gretmen yetistirme lisans programlarinin hazirlanisina iliskin gorusleri
yer almaktadir. Gorisler, program gelistirme siirecine, program gelistirme siirecindeki komisyonlara ve YOK’e
iliskin elestiriler ile program hazirlama sirecine iliskin 6nerileri kapsamaktadir.
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Tablo 1
2018 Ogretmen Yetistirme Lisans Programlarinin Hazirlanmasina liskin Gériisler

Temalar/Kodlar f

Programin Hazirlanmasina iliskin Goriisler 75
Program Gelistirme Siirecine iliskin Genel Gériisler 14
Programlarin tam olarak program gelistirme slrecine gére hazirlanmamasi 4
Programlarin 6gretmen yetistirme siirecinin gereksinimlere gore gelistiriimemesi
Program gelistirme ¢alismalarinin planh yapilmamasi
Program gelistirme siirecinin merkezi olarak yiritilmesi
Program Gelistirme Siirecinde Komisyonlara iliskin Goriisler
Komisyonlara davetlerde seffaflik olamamasi
Komisyonlarda alinan kararlarin programa yansimamasi
Bazi komisyon Uyelerinin sempozyuma ¢agiriimamasi
Komisyonda alinan kararlarin sempozyumda degistirilmesi
Komisyonda alinan kararlarin ¢ogulcu olmamasi
Komisyonda egitim bilimcilerin goruslerin ¢cok dikkate alinmamasi
Alan egitimcilerin sayisinin fazla olmasi
Alan egitimcilerinin gorislerinin baskin olarak yansimasi
Alan egitimcilerinin degisime direngli olmasi
Program Gelistirme Siirecinde YOK’e iliskin Gériigler
Egitim fakiltelerine akademik 6zerklik saglamamasi
Tek tip 6gretmen yetistirmeye odaklaniimasi
Merkezi olarak 6gretmen yetistirmeye odaklanmasi
YOK’iin éngordiigii iceriklerin yazilmasi
YOK’lin paydaslardan kapsaml gériis almamasi
Paydaslardan toplanan gorislerin programlara yansimamasi
Ogretmen yetistirmede ekollesmenin dikkate alinmamasi
Programlarin merkezi olarak yapilmasinin islevsel olmamasi
Program Hazirlama Siirecine iliskin Oneriler
Universitelerde taslak programlar hazirlanmali
Egitim fakultelerinin kendi degisikliklerini yapmasi saglanmall
Calistaylarda paydaslarin gorusleri alinmali
Programlarin pilot uygulamalari yapilarak degerlendirilmeli
Programlarin eksikleri belirlenerek program gelistirme siirecine veri saglanmall
Universitelerde program gelistirme uzmani olmali ve programlarin uygulamasini denetlemeli
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Ogretim Uyelerinin 6gretmen vyetistirme lisans programlarinin hazirlanma siirecine iliskin gériislerinin
genelde olumsuz oldugu gorilmektedir. Ogretim Uyeleri, programlarin tam olarak program gelistirme siirecine
(f=4) ve alanin gereksinimlerine gore hazirlanmadigini (f=4) belirtmislerdir. Program gelistirme surecindeki
galismalarin planh yapilmamasini (f=3) ve programlarin merkezi olarak hazirlanmasini (f=3) elestirmislerdir.
Bulgulara iliskin dogrudan alintilar asagida verilmistir.

K8: Program gelistirme anlayisi ilkemizde tam olarak oturmadi. (Programlar) Program gelistirme
mantigiyla hazirlansaydi, okuldaki yasanan sorunlar (programlarda) daha iyi ortaya ¢ikardi.

K11: YOK lisans programlarini merkezi olarak giincelledi ama biz iki ay ne yaptik? Yine onlarin direttigi
derslere icerik yazdik.

K9: Gergekten gorisler alinmis olsa... Belki kafalarindaki merkeziyetteki goriisi onaylamak igin
yapiliyor, o da (programa) yansimiyor. Ben daha 6nceki programlara da goérus bildirdim, cok da
yansimadi programlara.

K2: Alanin duayeni dedigimiz (ic ya da dort tane hocasi var. Alana dnderlik eden ve bu hocalarin da
higbirisi yoktu bu programin igerisinde.

Farkli program komisyonlarinda yer alan 6gretim (yeleri, komisyonlarda goérislerinin yeterince dikkate
alinmadigini belirtmislerdir. Ogretim lyeleri, program komisyonlarina davetlerde seffaflik olmadigini (f=7),

285



Ozgiir Ulubey, Semra Basaran — Uluslararasi Egitim Programlari ve Ogretim Calismalari Dergisi, 9(2), 2019, 263-300

komisyonda alinan kararlarin programa yansimadigini (f=6), bazi komisyon dyelerinin daha sonraki bazi
toplantilara ¢agirnlmadigini (f=5)komisyonlarda alinan kararlardan bazilarinin daha sonra yapilan sempozyumda
degistirildigini (f=4) belirtmislerdir. Bunun yani sira komisyonlarda alinan kararlarin gogulcu olmadigini f=3) ve
egitim bilimcilerin gérislerinin dikkate alinmadigini (f=3) ifade etmislerdir. Bunun nedeni olarak komisyondaki
alan egitimcilerinin sayisinin fazla olmasi, bunlarin gorislerinin baskin olarak programlara yansimasi, alan
egitimcilerinin degisime direngli olmalari ve alanlarina sahip ¢ikmak igin ¢ok kati olmalari gosterilmistir.
Bulgulara iliskin dogrudan alintilar asagida verilmistir.

K9: Eskisehir'deki sempozyumda ya bir yerden tepki geldi ya da bilmiyorum YOK'te ne oldu. O program
icin bir degisiklik oldu. Bizim dislindigumiiz o ilk komisyondakinden farkli sonuglar oldu.

K8: Soylenenler farkli ¢ikiyor, oradaki fikirler yansimiyor. Birde oraya ¢agirilanlar neye gore gagiriliyor,
o da belli degil.

K11: Cogunlugun soyledigi daha ¢ok dikkate alindigi icin benim sdylemlerim geri planda kaldi.
K5: Bazi derslerle ilgili gorus bildirtmistik 6zellikle. Onlarla ilgili herhangi bir degisiklik yapilmadi.

K11: Dinlemek istemedikleri (alan egitimcileri) de gayet acik ve netti. Onlara goére, 6zellikle lisans
programlarinda alan dersleri dizenli bir sekilde olsun, meslek bilgisi, egitim bilimleri dersleri de bir
yerlerde olsun algisi vardi. O yiizden (goruslerimin) dikkate alindigini pek diisinmiyorum.

Ogretim (yeleri, programlarin YOK tarafindan hazirlamasina yénelik elestirilerde de bulunmuslardr.
Programlarin merkezi olarak hazirlanmasi ile egitim fakultelerine 6zerklik saglanamadigini (f=7), bu durumun
tek tip 6gretmen yetistirilmesine neden oldugunu (f=5) ve merkezi 6gretmen yetistirmeye odaklanildigini (f=4)
belirtmislerdir. Programlara YOK'iin 6ngdrdiugi igeriklerin yazildigini (f=3), paydaslardan kapsamli goriis
alinmadigini (f=2), alinan gorislerin de programlara yansitilmadigini (f=1), bu durumun 6gretmen yetistirmede
ekollesmenin dikkate alinmamasina neden oldugunu (f=1) ve 6gretmen yetistirmede 6zerkligin saglanmadigini
ifade etmisledir. Bu sekilde hazirlanan bir programin islevsel olamayacagini (f=1) vurgulamiglardir. Bulgulara
iliskin dogrudan alintilar agagida verilmistir.

K7: Tek tip... Onu demek istiyorum, tek bir gercevede... Bu da islemiyor tabii ki her anabilim dalinda
dedigim gibi beklenti baska, profil baska, ilgili alanin gerektirdikleri baska oldugu igin tek tip ne kadar
¢6zUm olacak? Olmayacak...

K11: Ogretmen yetistirme lisans programi YOK tarafindan merkezi olarak degistirildi. ilk toplantida bir
kisi de olsam s6z hakkina sahiptim, Ama ikinci ... toplantidan haberdar bile edilmedim.

K17: Merkezden cerceve olarak gelmesi tabi ki isi daha da zorlastiriyor. islevselligini azaltiyor. Yereli
temel alarak distinmek ya da verilen gorusleri géz dniinde bulundurup iyilestirme yapilsaydi daha ¢ok
Ogrenciye hitap eden, daha islevsel ve etkili (program) olacakti.

Ogretim Uyeleri program hazirlama siirecindeki sorunlarin ¢dziilmesine yénelik énerilerde bulunmuslardir.
Universitelerin de taslak programlar hazirlamasini (f=1), fakiltelerin kendi degisikliklerini daha fazla yapmasini
(f=1), calistaylarda paydaslarin gorislerinin genis kapsamli olarak alinmasini (f=1), programlarin pilot
uygulamalari yapilarak degerlendirilmesini (f=1), eksiklerin belirlenerek program gelistirme siirecine veri
saglanmasini (f=1) ve Universitelerde program gelistirme uzmani olmasini ve programlarin uygulanisinin
denetlenmesini (f=1) 6nermislerdir. Bulgulara iliskin dogrudan alintilar asagida verilmistir.

K8: Merkezilesmeden c¢ok, okullarda, mesela (niversitelerde, boliimlerde bir taslak olusturulup o
taslagin, Giniversitelere génderilmesi ve sonra YOK'e kadar giden toplantilar yapiimahdir.

K25: Mutlaka gorislerin alinarak, en alttan baslayarak tste gitmesi gerekiyor.

K16: Once tniversitelerden programla ilgili degerlendirmeler alinip eksikleri belirlenmelidir. Sorunlar
her (Universiteden gelen gorisler dogrultusunda, sorunlarin (zerinden tartisihip kurultaylarda
tartisiimalidir. Bir de arastirma sonuclari ve yapilan g¢alismalar, 6grencilerden de goriis alinip,
6gretmenlerden ve o ¢ikan goruslerin de oraya yansitildigi bir stire¢ daha saglkli olur. Biz programi
hemen uyguluyoruz, bir daha yillarca degerlendirmiyoruz. 10-20 yil sonra degerlendiriyoruz. Oysa
programi uygulayip eksik gorilenleri yeniden diizenlememiz gerekir.
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Ogretim Uyelerinin 2018 &gretmen vyetistirme lisans programlarindaki degisikliklere iliskin gériisleri Tablo
2’de verilmistir.

Tablo 2
Ogretmen Yetistirme Lisans Programlarindaki Degisikliklere iliskin Goriisler
Temalar/Kodlar f
igerige iliskin Genel Goriigler 75
Ders siirelerinin azaltilmasi 20
Ders saati ve uygulama saati uyumsuzlugu 16
Ders sayisinin fazla olmasi 15
Der igeriklerinin genelde ayni kalmasi 14
Bazi derslerin birbirinin tekrari olmasi 9
Egitim sosyolojisi ve egitim felsefesi derslerinin konulmasinin faydali bulunmasi 1
Segmeli derslere iliskin Goriigler 35
Secmeli Derslere iliskin Olumlu Gériisler 17
Se¢meli derslerin sayisinin artmasi 10
Se¢meli derslerin coklugunun 6zglirlikeu bir yaklasim olmasi 7
Se¢meli Dersler i¢in Olumsuz Goriisler 17
Seg¢meli dersler igin 6gretim elamani sayisinin yeterli olmamasi 5
Secmeli derslerin agiimasi icin YOK onayinin sinirlandirici olmasi 4
Seg¢meli derslerin hangi alan uzmanlari tarafindan verilecegi sorunu 3
Gergeklerle uyusmayan uygulamalar 2
Farkh bir se¢meli ders 6nermenin sinirlandiriimis olmasi 1
Derslerdeki uygulamalarin azaltilmasi 1
Bazi derslerin sadece adinin degismesi 1
Alan, Meslek ve Genel Kiiltiir Derslerinin Uyumu 39
Alan Bilgisi Derslerine iliskin Gériisler 16
Alan bilgisi derslerinin yogun olmasi (Egitim bilimcilere gére) 6
Alan bilgisi temel derslerinin kaldiriimasi 5
Alan secmeli ders énerileri icin YOK onayinin alinmasi 4
Alan bilgisi derslerinin ihtiyaca gore belirlenmemesi 1
Meslek Bilgisi Derslerine iliskin Goriisler 17
Meslek bilgisi derslerinin uygulama saatlerinin azaltilmasi 7
Meslek bilgisi derslerinin yogun olmasi (Alan egitimcilerine gore) 5
Ek mesleki segmeli dersler icin YOK onay! 5
Alan, Meslek ve Genel Kiiltiir Derslerinin Dengeli olmasi 5
Genel Kiiltiir Derslerinin Azaltilmasi 1
icerige iligkin Oneriler 33
icerik 6grencilerin gereksinimlere gére belirlenmeli 7
Zorunlu se¢meli dersler olmamali 5
Laboratuvar dersleri yeniden agilmali 4
Teorik derslere uygulama saatleri eklenmeli 4
Alana uyarlanabilen dersler olmall 3
Dersler ise vuruk olmali 3
Alan dersleri arttirilmal 2
Ogretim elemanina gére ders agilmamali 2
Fakiltenin bulundugu boélgenin ozellikleri de dikkate alinmali 1
Ogrenci gereksinimine gére ders secebilmeli 1
Dersleri dersin igerigi hakkinda uzman 6gretim elemanlari vermeli 1

Tablo 2 incelendiginde 6gretim Uyelerinin 2018 6gretmen yetistirme lisans programlarindaki degisikliklere
iliskin gorisleri yer almaktadir. Bunlar, icerige, se¢cmeli derslere, alan, meslek ve genel kiltir derslerinin
uyumuna ve icerige iliskin dneriler ile ilgilidir. Ogretim Uyeleri, programlardaki ders siirelerinin azaltiimasini
(f=20), ders saati uygulama saati uyumsuzlugunu (f=16), ders sayisinin fazla olmasini (f=15), icerigin genelde
ayni kalmasini (f=14), bazi derslerin birbirinin tekrari olmasini (f=9), farkli bir secmeli ders 6nermenin
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sinirlandirimis olmasini (f=1) elestirmisleridir. Buna karsin programlara zorunlu egitim sosyolojisi ve egitim
felsefesi derslerinin konulmasini (f=1) olumlu bir gelisme olarak degerlendirmislerdir. Bulgulara iliskin dogrudan
alinti 6rnekleri asagida verilmistir.

K11: ilk ders 10 dakika ya da 15 dakika ders yapabiliyorsun. ikinci ders ¢ocuklar geldi, gitti, hop ders
bitti, hadi giile gile... Dort saatlik ders bence uygulamayla beraber devam ettiginde cok glizel ve keyifli
gecen bir dersti.

K2: Bizde ders saati diisirilmemis ama (i¢ saat olarak kalmis. Bizim beklentimiz bunun artmasiydi.

K10: Kendi anabilim dalim igin sdyleyecek olursam igerigin doldurulmasi ¢ok zor. Ders sayisinin
duslrilmesi bazi derslerde iyi, bazi derslerde iyi degil. Mesela benim verdigim bir ders haftada Ug
saatten iki saate duslrilmis, onu miimkin degil bitiremem. Derslerin ¢ogu birbirinin tekrari...

K22: Bazi anabilim dallarinda problem yok ama bizim anabilim dalinda fazla ders yiiki var.

K2: Birlestirilmis siniflarda 6gretim dersi zorunlu dersimizdi. Bu ders zorunluluktan ¢ikartiimis.
Bakanhgin éngérdiigii seyler olabilir ya da YOK'iin 6ngérdiigii seyler olabilir ama Tiirkiye'deki okullarin
%30'u birlestirilmis sinif... 100 okul varsa bunun 30 tanesi birlestirilmis...

K4: Egitim sosyolojisi ve egitim felsefesi derslerinin programa konulmasi ¢ok giizel olmus. Ogrencilerin
bunlari bilmesi gerekiyor. Olayin teorisini, altyapisini, toplumsal baglamini ¢ok iyi 6grenmesi
gerekiyordu.

Ogretim Uyeleri, programlardaki se¢gmeli derslerin sayisinin artmasini (f=10) ve se¢cmeli derslerin sayisinin
¢ok olmasini 6zgtirliik¢t bir yaklasim (f=7) olarak degerlendirmislerdir. Buna karsin segmeli dersler igin 6gretim
elamani sayisinin yeterli olmamasini (f=5), ek mesleki secmeli dersler icin YOK onayi alinmasini (f=4)
sinirlandirici bir yaklasim olarak gérmektedirler. Bazi se¢meli derslerin hangi alan uzmanlari tarafindan
verileceginin belirsiz olmasini (f=3), programlardaki uygulamalarin azaltilmasini (f=1) ve bazi derslerin sadece
adinin degismesini (f=1) olumsuz olarak degerlendirmislerdir. Bulgulara iliskin dogrudan alinti 6rnekleri asagida
verilmistir.

K18: Seg¢melilerin her donem acilmasi ve her dénem g¢ocuklarin istedigi dersleri alabilmesi gibi
ozglirlikcu bir yaklasimla baslanmis, ancak siirecte gayet sinirlamaci bir sekilde devam etmisler.

K6: Secmeli dersler biraz daha o6zgirlikglu bir yapida, istedigimiz donem ders acabiliyoruz ama
istedigimiz dersi de acabilme baglaminda daha 6zglrlikct olmasini talep ederdim.

K7: Se¢meli dersler ¢ok arttirilmis. Farkh bakis agisi, zenginlestirme, yonlendirme igin daha islevsel
gozukiyor.

K1: Her alanda kendine, o alana 6zgii uzman bireylerin sayisinin az olmasi ya da o alanda olup ama o
alanda iyi ¢calismamis olan hocalarin yeterlilik diizeyinin disik olmasi tabii ki burada ilgisiz derslerin
acilabilecegi problemini dogurabilir.

Ogretim lyeleri dgretmenlik alan bilgisi ve meslek bilgisi derslerine iliskin farkli gérislerini dile
getirmislerdir. Egitimbilim alaninda gérev yapan 6gretim lyeleri programlarda alan bilgisine iliskin derslerin
yogun oldugunu (f=6) belirtmislerdir. Alan egitimindeki Ogretim Uyeleri alan bilgisi temel derslerinin
kaldirilmasindan (f=5) rahatsiz olduklarini dile getirmislerdir. Alan se¢meli derslerinin YOK onayina sunulmasinin
zorluk olusturacagini (f=4) belirmislerdir. Alan derslerinin gereksinimlere gore belirlenmemesi (f=1) de diger bir
elestiri konusu olmustur. Bulgulara iliskin dogrudan alinti 6rnekleri asagida verilmistir.

K1: Alan bilgisi... Mesela, fizik, kimya, biyoloji derslerinin saati azaltiimis.

K19: Alan egitiminden bir ders agmak icin YOK'e gdnderip tekrardan gelmesi gerekiyor. Mevcut
derslere siz yeni bir ders 6nermek istiyorsaniz...

K7: Ders sayilarinin da, ders sayi farklarinin da azalmasindan hareketle bence bizim oranimizin daha
fazla olmasini beklerdim diye dislinlirken, su anda tam tersi meslek bilgisinin azaldigini diistinliyorum.

Meslek bilgisi derslerini veren 6gretim lyeleri, meslek bilgisi derslerindeki uygulamalarinin kaldirilmasini ya
da azaltilmasini (f=7) dogru bulmadiklarini belirtmislerdir. Alan egitiminde ders veren 6gretim Uyeleri meslek
bilgisi derslerinin yogun oldugunu(f=5) dile getirmislerdir. Ogretim lyeleri meslek bilgisi secmeli derslerinin YOK
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onayina sunulmasinin sorun (f=5) olabilecegini diisinmektedirler. Bu gorislerin yaninda alan, meslek ve genel
kaltur derslerinin dengeli (f=5) oldugunu, genel kiltlr derslerinin azaltilmasi (f=1) gerektigini belirten 6gretim
Uyesi de bulunmaktadir. Bulgulara iliskin dogrudan alinti 6rnekleri asagida verilmistir.

K2: Meslek bilgisi ve alan bilgisi derslerini YOK zorunlu gibi koymus. Su, su, su dersleri acacaksiniz diye
koymus. Bunun disinda ekstra ders 6nerecekseniz en son biz karar veririz. O slire¢ bayagl uzun bir
siirec... Onceden senato karariyla hemen o dersi programimiza ekleyebiliyorduk.

K6: Bizde drama dersi var. Drama dersi 6nceden iki saat teorik, iki saat uygulamaydi. Simdi iki saat
teorik...

K21: Bizim oncelikle okudugumuz kitaplarda bahsedildigi gibi %50 alan, %25 genel kiltiir, %25 meslek
bilgisi olmasi gerektigi... Mesela bir sinif 6gretmeni, ideal bir sinif 6gretmeni yetismesi i¢in boyle olmasi
gerektigi vurgulanirdi. Bu rakam birbirine yakin bir rakam, su andaki mevcut rakam yakin...

K8: Genel kiiltur dersleri biraz daha azaltilmis. Ben 6gretmenlikte genel kiiltliriin olmasinin gerektigini
diisiniyorum. Genel kiltlre yeterince sahip olmayan bir 6gretmen basarili olamaz.

Ogretim Uyeleri programlarin icerigine iliskin &nerilerde bulunmuslardir. Ogretim Uyelerine gore, igerik
ogrencilerin gereksinimlere gére belirlenmeli (f=7), programlarda zorunlu se¢meli dersler (f=5) olmamaldir.
Laboratuvar dersleri yeniden agilmal (f=4), teorik derslere uygulama saatleri eklenmelidir (f=4). Dersler, alana
uyarlanabilen (f=3) ise vuruk dersler (f=3) olmalidir. Alan derslerinin sayisi arttirilmali (f=2) ve o6gretim
elamanlarina gore dersler (f=2) agilmamalidir. Dersler egitim fakiltelerinin bulundugu bdlgenin 6zellikleri de
dikkate alinarak (f=1) belirlenmelidir. Ogrenciler gereksinimine gére ders secebilmeli (f=1) ve dersleri, dersin
icerigi hakkinda uzman 6gretim elemanlari vermeli (f=1). Bulgulara iliskin dogrudan alinti 6rnekleri asagida
verilmistir.

K8: Gelecek agisindan oOgretmenler icin ihtiyaci ne? Bu ihtiya¢ yeterince karsilaniyor mu?
Karsilanmiyorsa nerede sorun var? O acidan bakilmasi gerekir.

K32: Se¢meli ders mantiginda anabilim dalindaki hocanin zenginliginin yansitmasi gerekirken zorunlu
secmeli mantigiyla segmelilerimiz var.

K29: Programlarin en eksik yanlarindan birisi uygulamalarin azaltiimasidir. Derslerin uygulamadan ¢ok
teoriye donustirilmesinin olumsuz bir etkisi olacagini dislintiyorum.

K1: Alan bilgisindeki fizik, kimya, biyolojinin ders saatlerinin arttiriimasi ve bu konuyla ilgili farkli
derslerin agilmasi...

K17: Bu programlari gelistirilirken onlar etkili olabilir. Farkliliklari program gelistirme uzmani o bolgenin
ihtiyaclarina gére dersler koydurabilir. O bdlgenin ihtiyaglarini dikkate alarak programlar farkhlasabilir.

Ogretim (yelerinin 6gretmen yetistirme programlarinin nitelikli gretmen yetistirmeye katkisina iliskin
gorusleri Tablo 3’te verilmistir. Tablo 3 incelendiginde 06gretim Uyelerinde, 6gretmen yetistirme lisans
programlarinin nitelikli 6gretmen yetistirmeye katki saglamayacagina yoénelik gorislerinin  oldugu
anlasilmaktadir. Bunun nedeni olarak programlardaki ders saatlerinin azaltilmasini (f=12), derslerdeki
uygulamalarin kaldiriimasini ya da azaltiimasini (f=9), sadece teorik derslerin artmasini (f=7), okul deneyimi
dersinin kaldirilmasini (f=7), alanin gereksinimlerinin dikkate alinmadan programlarin hazirlanmasini (f=6) ve
o0gretmenlik uygulamasinin arttirlmamasini (f=2) gostermislerdir. Bulgulara iliskin dogrudan alinti 6rnegi
asagida verilmistir.

K8: Nitelikli 6gretmen yetistirmekten cok... Biraz énce soyledigim gerekgelerden dolayi... Birincisi
derslerin saatlerinin azaltihp uygulamaya sey yapacak; ikincisi en 6nemlisi uygulama saatlerinin
azaltilmasi, derslerin daha c¢ok teoriye doniisecegini diisinliyorum. Diger bir onemli seyse,
o6gretmenler uygulama icinde 6greniyor, uygulama donemlerinin azaltilmasi, okulla yeterince iletisimin
bulunmamasi... Bunlarin 6gretmen yetistirmenin niteligini daha da azaltacagini diisiiniyorum. Burada
%7'ye distl. Bu duslinllup bilimsel ¢alisma ve alanin ihtiyaglari dikkate alinarak yapilmis bir program
degil. O anlamda da niteligi de daha duslrecek.

Ogretim Uyeleri nitelikli 8gretmen vyetistiriimesi icin 2018 dgretmen yetistirme lisans programlari icin
dnerilerde bulunmuslardir. Ogretim (yelerine gdre, 6gretmenlik uygulamasinin siiresi arttirilmali (f=7),
kapsamli bir ihtiyac analizi yapilmal (f=6) ve daha once yapilmis arastirma sonugclari dikkate alinmahdir (f=5).
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Gelistirilen programlar degerlendirilmeli (f=4), programlari uygulayacak 6gretim elemanlari donanimli (f=4) hale
getirilmelidirler. Uygulama okullari agilmali (f=4), egitim fakultelerinin sayisi azaltilarak merkezi yerlere agiimali,
(f=3). Ogretmen adaylarinin entelektiiel olmasi (f=3) saglanmalidir. Lisans programlarinda sinif mevcutlari
azaltilarak (f=3), siniflarin fiziki yapisi (f=2) ve siniftaki arag geregler (f=1), nitelikli 6gretmen yetistirmeye uygun
hale getirilmelidir. Ayrica, 6gretmen adaylarinin sosyo kdltlrel gelisimlerini destekleyici ortamlar (f=1)
olmalidir. Bulgulara iliskin dogrudan alinti 6rnekleri asagida verilmistir.

Tablo 3

Ogretmen Yetistirme Programlarinin Nitelikli Odretmen Yetistirmeye Katkisina lliskin Gériisler

Temalar/Kodlar f

Programlarin Nitelikli Ogretmen Yetistirmeye Katki Saglamamasi 42
Ders saatlerinin azaltilmasi 12

Derslerdeki uygulama saatlerinin azaltiimasi ya da kaldirilmasi 9

Sadece teorik derslerin artmasi 7

Okul deneyimi dersinin kaldiriimasi 7

Alanin gereksinimlerinin dikkate alinmadan programlarin hazirlanmasi 5

Ogretmenlik uygulamasinin arttirlmamasi 2
Nitelikli Ogretmen Yetistirme Programlari i¢in Oneriler

Ogretmenlik uygulamasi arttiriimali

Programlar giincellenirken ihtiyag analizi yapilmali

Programlar glincellenirken arastirma sonuglarinin dikkate alinmasi

Program degerlendirme ¢alismalari yapilmal

Programlari uygulayacak 6gretim elemanlari donanimli olmali

Uygulama okullari agilmali

Egitim fakulteleri merkezi yerlere agiimali

Entelektlel 6gretmen yetistirmeye donik olmali

Egitim fakiltelerinde sinif mevcutlari azaltilmali

Fiziki mekanlar uygun hale getirilmeli

Arag geregler yeterli olmali

Ogretmen adaylarinin sosyal kiiltiirel gelisimlerini destekleyici ortamlar olmali

S
w

P RPNWWWEAEPRDUON

K4: Cok samimi soyliyorum, (6gretmenlik uygulamasi) her dénem olmasi gerekiyor. Clinkii alan
bambaska bir sey, uygulama bambaska bir sey, her seyi uygulamada 6greniyorsunuz.

K8: Siniftaki 6grenci sayilarinin azaltilmasi gerekiyor. Fiziki mekanlarin daha uygun hale getirilmesi
gerekiyor. 80 kisilik siniflarda uygulamali bir siirecin olmasi ¢ok miimkin degil. Arag, gere¢ ve
donanimin iyi olmasi gerekiyor. Bakiyorsun ¢ogu okullarda (akill tahta) var. Buralarda egitim
fakiltelerinde akilli tahtalar yok. Laboratuvarlarda yeterli araglar yok. Cok fazla sosyal, kiiltiirel ortam
olup dislnebildigi, tartisabildigi, 6zglirce kendini ifade edebildigi bir 6grencilerin sosyal, kultlrel
etkinliklere katilabildigi bir ortam yok. Ogretmen ne kadar donanimli olursa o kadar giizel... Uygulama
okullarinin gercekten olmasi gerekiyor. Her yere egitim fakiltesi agmak degil, daha ¢ok merkezlere
acitlip o 6gretmenlerin operaya da gidebilecegi, tiyatroya da gidebilecegi, sanatsal etkinlikleri de
yapabilecegi, sosyal etkinliklere katilabilecegi, okuyan bir 6gretmen siireci olarak bakiyorum. Bir defa
program iyi olacak. Programi alacagiz ama program tek basina yeterli degil. Ogretim elemanlari da
nitelikli olacak. Hangi derslerden mutlu oluyorlar, hangi dersler daha verimli, hangi dersler niye
verimsiz? Orada diyor, 6gretmenler bu dersler cok alana katki getirmiyor. Neden? Ogretim Uyeleri su
dersleri iste etkili islemiyor, anlatiyor, dersi uygulamali yapmiyor. Arastirma sonuglari dikkate alinsa,
zaten sorunlar gdriiniiyor hangi alanda ders var? Ogrenciler nerede sorun yasiyor? Uygulamayi daha
cok arttirirsak daha basarili olacak.

Ogretim Uyelerinin okul uygulamalarina iliskin gérisleri Tablo 4’te verilmistir. Tablo 4’te okul uygulamalari
kapsaminda 6gretmenlik uygulamasi ve okul deneyimi derslerine iliskin goriisler yer almaktadir. Ogretim
tyeleri, 6gretmenlik uygulamasi dersinin siiresinin yetersiz oldugunu (f=9) belirtmislerdir. is yiiklerinin fazlalig
nedeniyle akademik galismalara zamanlarinin kalmadigini (f=6), okullara gidip gézlem yapamadiklarini (f=3)
ifade etmislerdir. Bu sekilde devam edilmesi halinde 6gretmenlik uygulamasini almak istemeyeceklerini (f=3) ve
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ogretim elemanlarinin 6gretmenlik uygulamasindan uzaklasabileceklerini (f=2) vurgulamislardir. Bulgulara
iliskin dogrudan alinti 6rnekleri asagida verilmistir.

K7: Bir 6gretim elemaninin akademik calismasi var, dersleri var ve ayni zamanda da staja giden grubu
var. Ben zaman olarak bunlara dort kez vakit ayirdigimda diger islerimle ilgili aksamanin olmamasi
mimkin degil... Ders yukimin de ¢ok oldugunu disiinsek, formil olarak islemiyor.

Tablo 4

Ogretim Uyelerinin Okul Uygulamalarina iliskin Gérisleri

Temalar/Kodlar f
Ogretmenlik Uygulamasina iliskin Goriisler 23

Ogretmenlik uygulamasinin siiresinin yetersiz olmasi 9
Ogretim elemanlarinin is yiikiiniin fazla olmasi 6
is ylikii nedeniyle 6gretim elemanlarinin okullarda gézlem yapamamasi 3
is ylikii nedeniyle 6gretim elemanlarinin 6gretmenlik uygulamasi dersini istememesi 3
Uygulama siresinin fazla olmasi 6gretim elemanlarini uygulamadan uzaklastirmasi 2

Okul Deneyimi Dersine iliskin Goriisler 16
Okul deneyimi dersinin 2018 programlarinda yer almamasi

Meslegi tanima 4

Meslege hazirlk 4

Okul Uygulamalarina iligkin Oneriler 32

Okul deneyimi dersinin daha erken dénemlere alinmamasi 10

Ogretmenlik uygulamasinin siiresi arttirilmali 9
Ogretmen yetistirme lisans programlari ii¢ yil teorik, bir yil uygulama olmal 3
Okul uygulamalari dersleri icin 6gretim elemanlarina da (cret verilmeli 3
Ogretim elemanin ders sayisi azaltiimali 3
Fakiltelerde 6grenilenler okullarda uygulanmali 3
Ogretmenlik uygulamalari ciddiye alinmali 1

K8: Birgok 6gretim elemani da okullara gitmedigi icin bircok uygulamayi gézlemlemiyor, bazen disarida
oluyor. Bu olumsuz. Bence de dort defa da gitsin, gidebilir. Bu iyi ama 6gretim elemaninin séyle bir
sikintisi var; birgok dersi var, farkl dersleri var. Sadece iki saatlik uygulama verip sekiz 6grenci igin
gittigini disindigiimiizde sekiz kere dort 32 defa okulda onu izleyecek.

Ogretim lyeleri 8gretmenlik uygulamasi dersi yaninda okul deneyimi dersine iliskin gérisler belirtmislerdir.
Ogretim Uyeleri okul deneyimi dersinin 2018 programlarinda yer almamasini (f=8) elestirmislerdir okul
deneyimi dersinin meslegi tanima (f=4) ve meslege hazirlik (f=4) acisindan 6nemli oldugunu ve kaldiriimamasi
gerektigini belirtmislerdir. Bulgulara iliskin dogrudan alinti 6rnekleri asagida verilmistir.

K10: Okul deneyimi ve 6gretmenlik uygulamasi derslerinin uygulama kisminda yasanilanlari dikkate
aldigimizda mutlaka okul deneyiminin birinci sinifta olmasi gerektigini dnerdim.

K6: Ben ilk seye takildim, okul deneyimi dersinin ben birinci sinifta, baharda artik gelecegini ¢ok umut
ediyordum. Oraya gelmedigi gibi G¢lUnci siniftan da kaldirimis. Bu, ¢ocugun laboratuvari gérmeden
dordinci sinifa kadar alani ¢ok iyi laboratuvar ortaminda gérmeden gidip hadi 6gretmenlik yap demek
anlamina geliyor.

K21: Oysaki (okul deneyimi) birinci siniftan baslasaydi ve ilerleyen donemlerde yavas yavas gozlemler
devam edip uygulamaya gegilseydi ¢ocuklar hem sectikleri meslegi tanima hem de kendilerini hazir
hissetme ya da bu is bana gore degil, kisa yoldan donmem lazim diyebilme tercihleri olacakti.

Ogretim Uyeleri okul uygulamalarinin etkili bir sekilde yiritilmesi igin énerilerde bulunmuslardir. Ogretim
tiyeleri, okul deneyimi dersinin daha erken dénemde olmasi (f=10) gerektigini ifade etmislerdir. Ogretim
Uyelerine gore, 6gretmenlik uygulamasinin siresi arttirilarak her donem olmali (f=9) ya da Ug yil teorik bir yil
uygulama olmalidir (f=3). Uygulama gozlemleri igin 6gretim elemanina lcret verilmeli (f=3), 6gretim elemanin
fakiltedeki ders yuki azaltilmah (f=3), fakiltelerde 6grenilenler okullarda uygulanmali (f=3) ve 6gretmenlik
uygulamasi ciddiye alinmahdir (f=1). Bulgulara iliskin dogrudan alintilar asagida verilmistir.
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K7: Uygulama derslerini hemen bahardan baslatmayi, ¢ocuklarin hemen gozleme gitmesini, ikinci
sinifta gozleme gitmesini, her dénem program igerisinde bir gdzlem dersinin olup o ortamda
bulunmalarini, okul ortaminin havasini solumalarini isterim.

K2: Her glin okula gitsin, stajini yapsin. Koordinatorler olsun tniversitelerde. Fakiltenin koordinatorleri
olsun. Bu koordinatoriin tek gérevi bunlari gozlemlemek olsun. Gitsin, onlari yerinde kontrol etsin. Her
anabilim dali, bélimiin birer koordinatéri olup bunlari takip edebilir bence. Daha saglikh olur.

K27: Ogretmenlik uygulamasi nasil yapalim? Bence ilk ii¢ yilda teorik dersler bitirilmeli. Son sinif sadece
uygulama dénemi olmali. Ogretmenler, belki farkli bir bakis agisi olacak bu, son sinifin tamaminda staj
yapabilir.

K5: Okullari tamamiyla bir laboratuvar durumuna donustiirmeli, laboratuvara strekli gidilmeli.
K8: Ogretmenlik uygulamasini ¢cok ciddiye almak gerekiyor.
Tartisma, Sonug ve Oneriler

2018 6gretmen yetistirme lisans programlarinin degerlendiriimesinin amaglandigl bu calismada, 6gretim
tyeleri, 2018 6gretmen yetistirme lisans programlarinin hazirlanmasina, programlardaki degisikliklere, nitelikli
o6gretmen yetistirmeye katkisina ve 6gretim Uyelerinin okul uygulamalarina iliskin gorislerine ve programlara
yonelik onerilerine yoénelik sonuglar elde edilmistir. Bu boélimde sonuglarin ayrintilari agiklanmis ve
tartisilmistir.

Egitim programlarinin gelistirilmesi, kapsaml ve sirekli bir is olmasi nedeniyle galismalarin komisyon
araciligiyla yapilmasi yararli gorilmektedir. Bu komisyonlar program karar ve koordinasyon grubu, g¢alisma
grubu ve danisma grubu olmak Uzere lg¢ gruptan olusabilir. Program calisma gruplarinda yer alan 6gretim
elamanlarinin alan uzmani olmalari gerekmektedir (Demirel, 2015; Ornstein & Hunkins, 2014). Bu gruplarin
etkin bir sekilde galismalari icin uzmanlarin liyakate gore ve seffaf bir sekilde secilmeleri gerekir. Secilen
uzmanlarin gorislerine 6nem verilerek programlara yansitilmalidir. Ancak 6gretim Uyeleri 2018 6gretmen
yetistirme lisans programlarini gelistirme komisyonlarina davet edilen uzmanlarin liyakatlerini ve segilme
bigimlerini sorgulamaktadirlar. Programlarin tanitim bdélimlerinde de gerekli agiklamalarin yapilmadig
gorilmektedir. Program gelistirme komisyonlari ile ilgili gerekli agiklamalarin yapilmamasi 6gretim uyelerinin
o6gretmen yetistirme lisans programlarina olumsuz bakis agisi gelistirmelerine neden olmustur. Bu durum
ogretim Uyelerinin programlari kabullenmelerini ve uygulamalarini zorlastirabilir. Komisyonlara secilme
siirecinde ortaya c¢ikan sorunlar disinda, komisyonda yer alan 6gretim lyelerinin de siiregte sorunlar yasadiklari
anlasiimaktadir. Komisyondaki 6gretim Gyeleri program gelistirme siirecindeki 6nerilerinin dikkate alinmadigini,
alinan kararlarin g¢ogulculuktan uzak oldugunu, hatta bu kararlarin daha sonra bilgilendirme yapilmadan
degistirildigini belirtmislerdir. Bunun yaninda komisyon Uyelerinin agirliginin alan egitimcilerinden olustugu
gorilmektedir. Bu durum alinan kararlarda alan egitimcilerinin goruslerinin baskin olarak programlara
yansimasina neden olmus olabilir. Kararlarin ¢ogulculuktan uzak olmasi programlarin nitelikli 6gretmen
yetistirmeye uygunlugunu tartismali hale getirebilir.

Ogretim (yeleri programlarin gelistiriimeden &nce degerlendirilmesi gerektigini belirtmislerdir. Program
degerlendirmede, programin hedeflerinin, belirlenen icerigin dogru ve 6grencilerin diizeyine uygun olup
olmadigi, 6gretim yontemlerinin ve materyallerinin dogru segilip secilmedigi, belirlenen hedeflere ne derece
ulasildig gibi sorulara yanit aranir (Saylor & Alexander, 1974). Bunun sonucunda programa devam edilmesi,
programin gozden gegirilip gelistirilmesi ya da bitirilip yerine yeni bir programin gelistirilmesi gibi kararlar
alinabilir (Ornstein & Hunkins, 2004). Yeni programlarin hazirlanmasi igin daha énce hazirlanan programlarin
degerlendirilmesi ve programlardaki eksiklerin belirlenmesi gerekmektedir (Demirel, 2018; Ornstein & Hunkins,
2004). Ancak 2018 6gretmen yetistirme programlarinin degisiklik gerekceleri ve 6gretim Uyelerinin program
gelistirme sirecine iliskin gorisleri incelendiginde, program degerlendirme c¢alismalari yapilmadan yeni
programlarin hazirlandigl anlasiimaktadir. Programlarla ilgili aciklamalarda, programlarin giincellenmesi
siirecinde MEB ve sivil toplum 6rgitlerince diizenlenen sempozyum, panel, ¢alistay, acikoturum, konferans gibi
akademik etkinliklerin ve yapilan bilimsel calismalarin sonuglarinin dikkate alindigi belirtiimistir. ilkégretim
programlarinda yapilan degisikliklerle uyum saglanmasi ve programlarin Avrupa Yuksekdgretim Alani’na uygun
hale getirilmesi gibi gerekgcelerle yenilendigi ifade edilmistir (YOK, 2018). Programlarin yenilenebilmesi icin 6nce
tamaminin kapsamli bir sekilde degerlendirilmesi ve devaminda degerlendirme sonuglari dikkate alinarak
glncellenmesi gerekmektedir. Programlara iliskin aciklamalar incelendiginde o6gretmen vyetistirme lisans
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programlarinin Glke genelinde degerlendirilmedigi, kiglk c¢aph arastirma sonuglarinin dikkate alindig
gorilmektedir. Ogretmen yetistirme lisans programlarinin uygulanmaya baglandigi yil, 2023 Egitim Vizyon
Belgesinde yenilenecegi belirtilmistir (MEB, 2018a). Programlarin uygulamaya baslanmasinin ilk yilinda yeniden
degistirileceginin belirtiimesi 6gretmen yetistirme politikalarindaki esglidim ve surdirdlebilirlik sorununu
gostermektedir.

Yiiksekogretim kurumu olarak tniversiteler 6zerk ve evrensel kurumlardir. Universitelerde mali, akademik
ve yonetsel olmak Uzere Ug¢ Ozerkligin bulunmasi gerekir. Mali 6zerklik, Universitenin kaynaklarini ve
harcamalarini kendisinin yonetmesi durumudur (Erdem, 2013). Yonetsel oOzerklik, Gniversitelerin kendi
Uyelerinin demokratik usulle olusturduklari organlar eliyle yonetilmesi, denetlenmesi ve 06zlik haklarinin
glvencede olmasidir (Aktan, 2008). Son olarak akademik Ozerklik ise, Universitelerin arastirma-gelistirme
alanini, egitim-6gretim yaptigl programlarini ve ders igerikleri ile bilim insanlarini (6gretim elemanlarini)
kendisinin segebilmesi, kisacasi neyi Ogretecegine ve neyi arastiracagina ve kimin tarafindan arastirihp-
ogretilecegine kurumun kendisinin karar verebilmesidir (Estermann, Nokkola & Steinel, 2011). Akademik
ozerkligin en onemli unsurlari arasinda Universitelerin kendi Ogretim programlarini ve ders igeriklerini
belirleyebilmeleri yer almaktadir. Universite biinyesinde vyer alan fen, edebiyat, iktisat ve miihendislik
fakulteleri, programlarini kendileri olusturmalarina karsin egitim fakilteleri kendi 6zglin yapilarina uygun
programlar hazirlayamamaktadirlar. Egitim fakiiltelerinde YOK tarafindan merkezi olarak hazirlanan programlar
uygulanmaktadir. Bazi 6gretim Uyeleri bu durumu elestirmekte ve akademik 6zerklige aykiri bulmaktadirlar.
Programlarin merkezi olarak hazirlanmasi 6gretmen yetistirmede ekollesmeye, yaratici ve 6zgiin modellerin
ortaya konulmasina engel olusturmaktadir. Bu durumun egitim fakiltelerinin akademik Ozerkligine uygun
olmadigi ve YOK’{in genel bir cerceve olusturabilecegi séylenebilir.

Ogretmen yetistirme programlarindaki degisikliklere iliskin gériislerin de genelde olumsuz oldugu
anlasilmaktadir. Ogretim {yeleri, programlardaki ders siirelerinin azaltilmasini dogru bulmadiklarini
belirtmislerdir. Clinkli ders sirelerinin kisaltiimasi ve igerigin ayni kalmasi ile derslerin amaglarina ulasilmasinin
zorlagacagini belirtmislerdir. Akademisyenlerin belirttikleri kaygilarinin yaninda ders sayisinin fazla olmasi
Ogretim lyesi basina disen ders yikini artirabilir, bu durum 6gretim Gyelerinin arastirma yapmalarina engel
olusturabilir.

Egitim felsefesi egitimin ne yapmasi gerektigini belirlemeye galisan bir ¢aba olarak gorilmektedir. Egitim
felsefesi egitimin sorunlarini ve egitime yéne veren kavram ve dislinceleri agiklamaya calisir (Erglin, 2015;
Sénmez, 2017). Bunun i¢in 6gretmenlerin egitim lzerinde diisinmesi, gerceklige, insan dogasina ve topluma
iliskin kafa yormasi gerekir (Gutek, 2016). Ogretmenlerin zihinsel olarak sorgulamalari ve felsefe yapabilmeleri
icin egitim felsefesi gibi bir dersin olmasi ve bu dersin etkili bir sekilde ylritilmesi gerekir. Egitim felsefesi dersi
O0gretmen adaylarinin egitime yonelik felsefi bir bakis agisi kazanarak meslegini daha iyi yapmasini saglayabilir
(Aslan, 2014). Bu nedenle yapilan galismalarda egitim felsefi dersinin egitim fakiltelerinin tim bdélimlerine
konulmasi gerektigi belirtilmistir (Duman ve Ulubey, 2008). 2018 6gretmen yetistirme lisans programlarina
zorunlu egitim felsefesi ve egitim sosyoloji dersleri konulmustur. Ogretim lyeleri bu derslerin programlara
konulmasini olumlu bir gelisme olarak degerlendirmektedirler. Bu dersler 6gretmen adaylarinin felsefi ve
kilturel bakis agisi kazanmalarini saglayabilecek 6nemli derslerdir (Eskicumali, 2001). Egitim sosyolojisi,
o6gretmen adaylarinin meslege basladiklarinda farkli toplumsal yapilarda ve kiiltiirlerde ya da alt kultirlerde
karsilasabilecekleri sorunlari ¢ézmelerini, sorunlarin ¢éziminde bilingli hareket etmelerini ve toplumsal
yapidaki farkh iliskileri anlamalarini saglayabilecek 6nemli bir derstir (Tezcan, 2016). Bu nedenle egitim
fakiltelerinde egitim sosyolojisi ve egitim felsefesi derslerini 6ziimseyerek katilan 6gretmen adaylarinin
mesleklerinde ortaya c¢ikabilecek sorunlari kolaylikla ¢6zmesi ve mesleklerinin gereklerini daha iyi yapmasi
beklenebilir. Ancak Egitim Sosyolojisi ve Felsefesi derslerinin verilmesi bu 6zelliklerin kazanilmasini
garantilememektedir. Bunun igin bu derslerde kuramsal bilginin yasamla iliskilendirmesi derslerin ¢ok daha
yararl olmasini saglayabilir.

Ogretim Uyeleri programlardaki se¢meli derslerin sayisinin artmasini &zgiirlilkgi bir bakis olarak
degerlendirirken, secmeli dersler igin &gretim elamani sayisinin yeterli olmayacagini diisiinmektedir. Ogretim
elemani sayisinin yeterli olmamasi segmeli olarak agilan derslerin “zorunlu segmeli” derse donlismesine neden
olabilir. Bu durum ise programlarin hedeflerine ulagsmasini zorlastirabilir. Kiicikahmet (2007) calismasinda
6gretmen yetistirme programlarinda bu soruna dikkat ¢cekmis, sinirli sayida se¢meli dersin agilmasi nedeniyle
bu derslerin zorunlu se¢meliye dénistiginil belirtmistir. 2018 6gretmen yetistirme programlarinda benzer bir
durum ortaya ¢ikabilir. Bununla birlikte secmeli meslek ve alan bilgisi derslerinin agilmasi icin YOK onayinin
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gerekli olmasi bazi sorunlari da beraberinde getirebilir. Bu konu ile ilgili 6gretim tyeleri YOK onayini dogru
bulmadiklarini belirtmislerdir. Yeni ders ©6nerme konusunda ortaya c¢ikan silire¢ nedeniyle yeni ders
onermeyebileceklerini, hatta bazi dersleri liniversite senatosu onayi ile genel kiltir dersi gibi agilmasina yonelik
caba gosterebileceklerini séylemislerdir. Bununla birlikte dgretim Uyeleri sadece YOK'iin énerdigi secmeli
dersleri agma egiliminde olabilirler. Bu durumun, 6gretim Gyelerinin yeni yaratici dersler 6nermelerini olumsuz
etkileyebilecegi sdylenebilir.

Ogretim Uyeleri programdaki derslerin uzmanlik alani olan &gretim elemanlar tarafindan verilmesi
gerektigini belirtmislerdir. Kiglkahmet (2007) 6gretmen yetistirme lisans programlarini degerlendirdigi
¢alismasinda, programdaki derslerin uzmanhg olamayan 6gretim elemanlari tarafindan verildigini belirtmistir.
Ogretim Uyeleri bu kaygryr 2018 yilinda gelistirilen program icin de duymaktadirlar. Yillar ve programlar degisse
de ogretim Uyelerinin uzmanlk alani diginda ders verme durumlari devam etmektedir. Nitelikli 6gretmen
yetistirilebilmesi i¢in bu uygulamanin ¢dziime kavusturulmasi gerektigi diistiniilmektedir.

2018 oOgretmen yetistirme programlarinda dikkati ¢eken onemli degisikliklerden birisi bazi derslerin
uygulama saatlerinin kaldirilmasidir. Ornegin Ogretim Teknolojileri ve Materyal Tasarimi dersi iki saat kuramsal
iki saat uygulamali iken adi Ogretim Teknolojileri olarak degistirilerek iki saat teorik bir derse dénustirilmustiir.
Drama dersleri genelde U¢ veya dort saat iken iki saate dusirilmiis ve uygulama konulmamistir. Fen
derslerindeki laboratuvar dersleri kaldirilmis ancak programlara iliskin yer alan agiklamalarda derslerde
uygulama yapilabilecegi belirtilmistir. Ogretmenlik meslegine hazirlanmanin en iyi yolu derslerin uygulamali
yapilmasidir. Derslerdeki uygulamalarin arttirilmasi yerine kaldirilmasi 6gretmenlerin nitelikli bir sekilde
yetistirilmelerini olumsuz etkileyecegi dusliniilmektedir. Kiglikahmet (2007) calismasinda 2007 Ogretmen
yetistirme lisans programlarinda ogretmenlik meslek bilgisi derslerindeki uygulamalarin azaltilmasini
elestirilmistir. Ancak 2007 programlarindaki uygulamalarin azaltiimasi nedeniyle elestirilirken 2018 6gretmen
yetistirme programlarinda ayni derslerin uygulamalarinin tamamen kaldirilmasi oldukga distnduaricidir. Bu
durum oOgretmenlik meslegi ve 6gretmenin niteligi agisindan 6nemli bir eksiklik olarak degerlendirilebilir. Bu
nedenle 6gretim Uyeleri 6gretmen yetistirme lisans programlarinin nitelikli 6gretmen yetistirmeye katki
saglamayacagini distintyor olabilirler.

Ogretim Uyeleri 6gretmenlik alan ve meslek bilgisi derslerine iliskin farkh gériisler dile getirmislerdir. Egitim
bilimleri alaninda gorev yapan 6gretim Uyeleri programlarda, alan bilgisine iliskin derslerin yogun oldugunu
belirtirken tam tersi bir sekilde alan egitiminde ders veren 6gretim lyeleri meslek bilgisi derslerinin daha yogun
oldugunu belirtmislerdir. 1997 ve 2006 yilinda 6gretmen yetistirme programlarinda yapilan degisikliklerde alan,
meslek ve genel kiltir dersi oranlarinin birbirine yakin oldugu, gelistirilen doneme gore farklilastigi séylenebilir.
Ornegin, 1997 yapilanmasinda dgretmen yetistirme programlarinin %50’sini alan bilgisi, %30’unu 6gretmenlik
meslek bilgisi, %20’sini genel kiltiir dersleri olustururken (YOK, 1997), 2006 6gretmen yetistirme
programlarinda %50-60"in1 alan bilgisi, %25-30'unu meslek bilgisi ve %15-20’sini genel kiltir dersleri
olusturmaktadir (YOK, 2007). 2018 yilinda gelistirilen programlarin ise %45-50’sini alan egitimi dersleri, %30-
35’ini meslek bilgisi dersleri, %15-20’sini ise genel kiiltiir dersleri olusturmaktadir (YOK, 2018). 1997, 2006 ve
2018 programlari incelendiginde alan bilgisi derslerinin %50 diizeyinde, meslek bilgisi derslerimin %30 genel
kiltar derslerinin ise %20 civarinda oldugu sdylenebilir. Derslerin agirliklarinda oransal olarak ¢ok fazla bir
degisim olmasa da 0gretim Uyeleri ders sayilarinin ve sirelerin azalmasi nedeniyle ve kendi uzmanlk alanlari
olan derslerin daha 6nemli oldugunu varsayarak derslerin agirliginin azaldigini diistinms olabilirler.

Ogretmen adaylar, meslege baslamadan ®nce okul deneyimi ve &gretmenlik uygulamasi derslerinin
uygulamalarinda kendilerini mesleki olarak sorgulama ve eksikliklerinin farkina varma olanagi bulurlar. Bu
dersler 6gretmen adaylarinin meslege ve okula hazirlanmalarina imkan vermesi agisindan ¢ok o6nemlidir
(Akpinar, Colak & Yigit, 2012; Kavas ve Bugay, 2009). Okul uygulamalarinin 6nemi Milli Egitim Sura kararlarina
da yansimistir. Ornegin 18. Mili Egitim Suras’nda 6gretmenlik uygulamasinin 6gretim elemanlarinin ve
ogretmenlerin rehberliginde aday 6gretmenlik stireci gibi 6gretim yili boyunca yapilmasi gerektigine yonelik
karar alinmistir (MEB, 2010). Bununla birlikte alanyazinda 6gretmenlik uygulamasi ile ilgili yapilan ¢alismalarda
ogretmenlik uygulamasi dersinin daha uzun sireye yayilmasi gerektigi ve mevcut siirenin yetersiz oldugu
vurgulanmistir (Aslan & Saglam, 2018; Aydin, Selcuk & Yesilyurt, 2007; Baskan, Aydin & Madden, 2006; Giizel,
Cerit-Berber & Oral, 2010; Simsek, Alkan & Erdem, 2013). Bu arastirmada 6gretim Uyeleri benzer sekilde
o6gretmenlik uygulamasi dersinin uygulamasinin bir yil ya da her dénem olmasi gerektigini belirtmislerdir.
Ancak. 2018 6gretmen yetistirme lisans programlari incelendiginde daha dnce yapilan ¢alismalarin ve Sura
kararlarinin dikkate alinmadigi sdylenebilir. Arastirmada 6gretim Uyeleri 6gretmenlik uygulamasi dersinin
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slresinin arttirilmasi hatta bir donemin tamaminda okulda uygulamaya katilmasi ya da her déonem 6gretmenlik
uygulamasinin olmasi gerektigini belirtmislerdir.

Ogretmenlik uygulamasi dersinin amacina ulasabilmesi icin 6gretmen adaylarinin égretmenler ve égretim
Uyeleri tarafindan gozlemlenmesi, eksik yonlerinin dlzeltilmesi ve iyi yapilan uygulamalarin devaminin
saglanmasi gerekmektedir. Ogretmenler, 6gretmen adaylari ile birlikte derse girmeleri nedeniyle gézlem yapma
konusunda sorun yasadiklarini ifade etmislerdir. Ogretim Uyeleri ise ders vyiiklerinin fazlalig, derslerin
uygulamalarla uygun planlanmamasi nedeniyle gozlem yapma konusunda sorun yasadiklarini belirtmislerdir.
Alanyazinda yapilan ¢alismalar bu sonucu destekler niteliktedir. Cepni, Aydin ve Sahin (2015) tarafindan yapilan
¢alismada 6gretmenlik uygulamasi dersi kapsaminda 6gretmen adaylarinin alanda yeterince gozlenmedigi,
uygulama giinleri ile 6gretim Uyelerinin programlarinin uyumlu olmadigi belirlenmistir. Ogretim tyeleri, ders
yuklerinin fazla olmasi nedeniyle gézlem yapamadiklarini belirtmislerdir (Aytagh, 2012; Kiyici & Horzum, 2015;
Kirksekiz, Uysal, isbulan, Akgiin, Kiyici & Horzum, 2015). Ogretim elemanlarinin sorumlu oldugu &gretmen aday!
sayisinin fazla olmasi nedeniyle sorumluluklarini yeterince yerine getirememektedirler (Aslan & Saglam, 2018;
ilin, 2014; Topkaya, Tokcan & Kara, 2012). Ogretim elemanlarinin bir uygulama 6grencisini en az dért kez, sekiz
ogrenciyi toplam 32 kez uygulama esnasinda izlemesi beklenmektedir (MEB, 2018b). Arastirma sonucu ile
alanyazindaki diger ¢alismalarin sonuglari birlikte degerlendirildiginde, 6gretim elemanlarinin is ylkiinin fazla
oldugu bolumlerde 6gretmenlik uygulamasi dersinin gereklerini yerine getirmelerinin zorlastigi anlagiimaktadir.
Ogretmenlik uygulamalarinda okuldaki uygulama dgretmeni hatta uygulama yapilan okulun yéneticilerine dahi
licret 6denirken uygulama Ogretim elemanlarina licret édenmemesi 6gretim elemanlarinin bu gorevleri
Ustlenmelerinde isteksiz davranmalarina neden olabilir.

Okul deneyimi dersi 6gretmen adayinin meslegi ile ilk kez karsilastigi bir ders olmasi nedeniyle, 6gretmenlik
uygulamasi dersi kadar dnemli bir derstir. Ogretmen adayinin bu derste meslegi ile ilgili edinecegi ilk izlenimler
ileride nasil bir 6gretmen olacagini bliyiik oranda sekillendirmektedir. Yapilan bir ¢alismada, okul deneyimi
dersinin okul dncesi 6gretmeni adaylarinin 6gretmenlik meslegine ve kendi alanlarina yonelik farkindaliklarini
arttirdigl ortaya konulmustur (Ekinci ve Tican-Basaran, 2015). Ancak bir¢cok 6gretmen adayi bu dersi ve
Ogretmenlik Uygulamasi Dersini kolay ve 8nemsiz dersler olarak gérmektedir. Bu nedenle okul deneyimi dersi
kapsaminda sorumluluklarini yerine getirmemektedirler (Akdemir, 2013). Kimi durumlarda uygulama
ogretmenleri ve Ogretim elemanlarinin 6gretmen adaylarinin sorumluluklarini yerine getirme dizeyine
bakmaksizin yiiksek ve standart notlar vermeleri s6z konusu olabilmektedir. Bu derse 6nem verilmemesine
baska bir 6rnek de program glincelleme sireglerinde dersin agirliginin azaltilmasi gosterilebilir. 1997 6gretmen
yetistirme programlarinda Okul Deneyimi | ve Il dersleri varken, 2007 yilinda Okul Deneyimi Il dersi
kaldirilmistir. Kiigikahmet (2007) Okul Deneyimi Il dersinin kaldiriimasini elestirmis bu dersin 6grencilerin okulu
tanimlan i¢in firsat olarak gorildiGgini belirtmistir. 2018 6gretmen yetistirme programlarinda ise okul
deneyimi dersi tamamen kaldirilmistir. Boylece 6gretmen adaylarinin meslegi tanima ve meslege hazirlanma
firsatlari azaltilmistir. Bu calismada 6gretim Gyeleri ile yapilan goriismelerde okul deneyimi dersinin kaldiriimasi
elestirilmistir. Cinkl okul deneyimi dersinde 6grenciler meslege uygun olup olmadiklari, bu baglamda meslege
devam etme ya da birakma konularinda karar verebilmektedirler. Bu nedenle okul deneyimi dersinin
kaldirilmasi bir yana erken dénemlerde yer almasinin 6gretmenlik meslegine yonelik erken deneyimlerin
kazanilmasi agisindan son derece yararl olacagi diistiintilmektedir.

2018 6gretmen yetistirme lisans programlarinin degerlendirilmesinin amaglandigi bu calismada, 6gretim
lyeleri, programlarinin program gelistirme ilkelerine uygun bir sekilde hazirlanmadigini belirtmislerdir. Bu
sonug Turkiye gibi oldukca koklli bir program gelistirme kiltlrine sahip bir tlke i¢cin olumsuz bir tablodur.
Ogretmen yetistirme lisans programlari nitelikli 6gretmen yetistirmenin en dnemli araclaridir. Bu araclar, dogru
bir program gelistirme sireci ile hazirlanirlarsa, tlkenin uzak hedeflerine ulasiimasi daha kisa ve daha istenilen
sekilde olacaktir.

2018 6gretmen yetistirme programlarinin merkezi olarak gelistirilmesi, paydaslarin gorislerinin programlara
tam olarak yansitiimamasi, program gelistirme sirecinde olusturulan komisyonlarda goérev alan Ogretim
elemanlarinin géreve davetlerinde seffaflik olmamasi ve programlarin, program degerlendirme galismasi
vapilmadan olusturulmasi elestirilmistir. Bu elestiriler dikkate alinarak, daha sonraki 6gretmen yetistirme
programlari olusturulurken en alt kademeden en (st kademeye kadar tim paydaslarin gorisleri alinmahdir.
Komisyonlarda alinan kararlarda ¢ogulcu bir anlayis hakim olmalidir. YOK’iin program gelistirme siirecindeki
rolli azaltiimali ve egitim fakiltelerinde gérev yapan ogretim elemanlarinin akademik uzmanliklari 6gretmen
yetistirme programlarina yansitilmalidir. Fakiltelerin 6gretmen yetistirme kultilrlerinin olusmasina izin
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verilmelidir. Programlarin pilot uygulamalari yapilarak islemeyen kisimlar diizeltilmelidir. Ardindan uygulamaya
baslanmalidir. Uygulanan programlar siiregte ve sonugta kapsamli olarak degerlendirilerek yeniden
diizenlenebilir.

Ogretmen yetistirme lisans programlarinda diger bir elestiri konusu derslerin siirelerinin kisaltilmasi, yeni
agilacak alan ve meslek bilgisi segmeli derslerinin YOK onayina bagli olmasi ve ders sayisinin en fazla alti
olmasidir. Bu durum o6gretim elemanlarinin yeni ders 6nermelerini, ders sirelerinin kisa olmasi da ders
iceriginin &gretimini zorlastirmaktadir. Bu nedenle segmeli ders dnerilmesi amaciyla YOK onayi kaldiriimali,
derslerin siireleri artirilmalidir. Derslerle ilgili diger nemli bir konu derslerdeki uygulamalarin kaldiriimasidir.
Ogretmenlik meslegine yénelik becerilerin kazanilmasinda derslerin uygulamali olmasi énemlidir. Ogretmen
adaylarina derslerin teorik kisimlarinda 6grendiklerini uygulama imkani saglanmalidir.

Ogretmenlik meslegi becerilerinin kazanildig1 6nemli dersler okul uygulamalaridir. Programda okul deneyimi
dersi kaldiriimig, 6gretmenlik uygulamasi dersinin suresi iki katina g¢ikarilmistir. Ancak 6gretim Uyeleri bu artigi
yeterli gormemisler. Bu dersin, 6gretmen adaylarinin bir dénemin tamaminda sadece uygulama yapabilecegi
sekilde diizenlenmesinin yararli olacag disiinilmektedir. Ogretmenlik uygulamasi dersi kapsaminda, bir
ogretim elamanindan en fazla sekiz 6gretmen adayina danismanlik yapmasi ve her birini dort kez
gozlemlenmesi istenmistir. Ancak sekiz 6grencinin dort farkl kez gdzlemlenmesi 6gretim elemaninin 32 kez
okula gitmesini gerektirmektedir. Bu durum 6gretim elemanlarinin is yiki géz 6éniinde bulunduruldugunda
gercekei gorinmemektedir. Bu nedenle diizenlemenin gozden gegirilmesi gerekir. Okul deneyimi dersi de
ogretmenlik uygulamasi kadar énemli bir derstir. Cliinkii bu derste 6gretmen adaylari meslegi tanimakta ve
ogretmen olup olmamaya karar vermektedirler. Dersin kaldirilmasi meslegi tanima ve meslege hazirlik
acisindan sorunlara yol acabilir. Bu nedenle 6gretmenlik uygulamasi dersi yeniden programlara konulabilir.

Bu arastirma, Turkiye’'nin bati bolgesinde bulunan bir Gniversitenin egitim fakiltesinde gorev yapan 6gretim
tyeleri ile gergeklestirilmistir. Calisma Turkiye'nin farkli bélgelerindeki egitim fakiiltelerinde goérev yapmakta
olan &gretim elemanlari ile yeniden yapilabilir. Ogretmen yetistirme programlarinin uygulanmasi siirecinde ve
ilk dort yihn sonunda program degerlendirme c¢alismalari yapilarak elde edilen sonuglar bu arastirmanin
sonuglariyla karsilastirilabilir.

Bilgilendirme

Bu calisma 11-13 Ekim 2018 tarihlerinde Kars Tirkiye’de gergeklestirilen 6. Uluslararasi Egitim Programlari
ve Ogretim Kongresinde sozli bildiri olarak sunulmustur.
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Introduction

The changes in the curriculum are in the direction of technology, global awareness, foreign language skills
and communication which provide competitive advantages in the international arena (Law, 2004). However, it
is a fact that not all of the skills students acquired are in preferred areas today. As the use of smartphone has
become widespread, new problems have arisen and an implicit program effect has begun to be observed in
schools along with the official curriculum. Problematic smartphone use was observed in one out of every five
students in the United States, and this problematic use was found to be related with low course grades and
high substance abuse (Grant, Lust & Chamberlain, 2019). In a study conducted in Turkey, it was found that
during the courses 84% of the university students kept their Smartphone on (Glnal &Pekgetin, 2018). It is
important to closely follow the technology and to be able to protect oneself from the harms of technology
products such as smartphones. Teachers of technology-related courses may also be assigned with the tasks in
helping students to avoid problematic smartphone use. This task may be performed by warning students, by
taking preventative measures and by providing students with protective information. A study conducted in
Turkey indicates that IT teachers of information technologies are expected to follow the developments in the IT
area, to use them in their daily lives and to convey these to their students (Ciftci, Cengel & Ozkaya 2018). On
the other hand, it could be expected from the teachers of related subjects to inform their students about the
probable harms of technology and to help them to be prepared for better protection.

Problematic Use of Smartphones

"Problematic Smartphone use” is the use of smartphone by controlling them so intensively and frequently
in a way that results in reduced social functioning. On average, we look at our smartphones’ screens 70 times a
day, we keep them nearby while we sleep and the very first thing we do when we wake up in the morning is to
check our smartphone (Deloitte, 2016). In Turkey, the young use their smart phones twice as much compared
to the group of people of 45 to 50 years old. The high population of young people in Turkey give pave to the
smartphone use addiction (Deloitte, 2016). This situation may entail risks for the education system and learning
processes. It could be predicted that the smartphone dependency would shorten the duration and quality of
sleep and makes it difficult to concentrate on the material to be learned.

When the literature is reviewed, it could be seen that various terms are used in order to describe the
intensive use of smartphone and in this study, the term of “problematic Smartphone use” is preferred. When it
is taken into consideration that smartphone are used by different age groups, the use of these devices is above
normal levels, that is the problematic use of Smartphone should be accepted as a serious problem that may
lead various physical and psychological problems (Park & Lee, 2012). Therefore, as it could be inferred from the
available data, the problematic use of the smartphone appears to be a major problem on the education
systems both in Turkey and in the World because the students usually keep their smartphone with them in the
classrooms during the classes and various tempting applications may cause concentration impairment.

Self-control

One of the factors that might reduce the problematic use of smartphone is to increase the self-control skills
of individuals. The situations in which planned, opted and purposeful actions are performed instead of
automatic, instantaneous reactions are the situations where self-control is executed (Murtagh &Todd, 2004).
Self-control is considered as the ability of tolerating short-term discomforts in order to achieve long term
objectives. One may suppress one’s automatic reaction on the face of a stimulus, may contain oneself, may opt
for a reaction amongst the possible alternatives and may react differently than expected typical reaction. It is
possible to delay the recurring desire of looking at one’s smartphone using self-control methods (Baumeister &
Heatharton, 2004).

To resist the temptation of an alluring thing, delaying gratification and waiting for the useful one create a
stressful state within the system. Self-control requires managing the stress caused by the delayed desire /
gratification. In order to provide this, it is necessary to learn how to increase the self-control resources and
how to use them properly. Smartphones; games, surfing the Internet, access to social media platforms,
messages and various other applications promise a never-ending gratification environment. The reason why
people with poor self-regulation skills control their smartphones so often is to reach these gratification objects.

Notions such as problematic Smartphone use, mobile phone games addictions, social media addictions
could be associated with poor self-control skills (Blaumeister & Heatharton, 1996). Problematic smartphone
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use is one of the areas where one might find it difficult to retain self-control because the chance to stay away
from mobile phones is low and people feel compelled to carry their mobile phones in their pockets all day long.

Self-control is described as the ability to override or change one's inner responses, interrupt undesired
behavioural tendencies and refrain from acting on them (Tangney et al., 2004). Problematic smartphone use is
described with the occurrence of some unwanted behaviours. Self-control might be effective in reducing
complained behaviours such as checking one’s smartphone frequently, playing online games for extended
periods of times, spending too much time in social media. People have the ability to control, that is self-control
capacity over negative behaviours such as controlling the smartphone which has become automated and this
ability needs to be discovered. People with self-control skills may regulate their behaviours to better manage
their lives (Baumeister and Heatherton, 1996).

Self-control and Problematic Smartphone Use

Considering that poor self-control skills are a risk factor for addiction, it could be inferred that if the
individual improves his/her self-control skills, it may prevent the problematic use of smartphone. Lee (2016)
showed the negative relationship between smartphone addiction and self-control skills. According to Lee's
study, the risk of smartphone addiction decreases as the self-control skills improved.

Studies investigating the relationship between self-control skills and problematic smartphone use have
concluded that poor self-control predicts problematic smartphone use and internet addiction. In a study, it was
found that lack of self-control was associated with problematic smartphone use (Van Deursen et al., 2015). In
another study examining the relationship between problematic smartphone use and self-control skills, self-
control skills were found to be as important determinants of the smartphone overuse (Khang et al., 2013). In a
study conducted with five hundred and fifty-three adolescents, the relationships between social media overuse
and self-control skills were investigated (Savci, Ercengiz & Aysan, 2017). The study indicated that impulsivity,
one of the sub-dimensions of self-control, has a positive relationship with social media overuse and improved
self-control skills have a negative relationship with social media overuse.

Kim, LaRose and Peng (2009) proved that online gaming addiction, a similar concept, could be predicted by
poor self-control skills. In a study conducted with university students in Turkey, poor self-control skills were
correlated with Internet addiction, loneliness and depression (Ozdemir, Kuzucu & Ak, 2014). The effect of
loneliness and depression on the Internet addiction was realized through poor self-control skills.

Emotion Regulation

In the conceptual framework of Vohs and Baumeister (2011), the particular part of self-control related to
emotions is called emotional self-control or simply emotion regulation. Difficulty in regulating emotions is that
people are not aware of their emotions, cannot make sense of their emotions, cannot accept their emotions,
and have difficulty in performing their target-oriented behaviours when they are faced with negative emotions
(Gratz & Roemer, 2004). Emotion regulation is defined as an attempt to shift from an unwanted emotional
state into a more desirable emotional state (Gross, 2002).

Self-control is defined as regulating behaviours according to purposes and standards (Baumeister & Vohs,
2003) or regulating behaviours, thoughts, emotions and impulses (Baumeister, Heatherton & Tice, 2006). Vohs
and Baumeister (2011) considered emotion regulation and self-control as subheadings of self-control within
the theoretical framework they formed. Self-control and emotion regulation are behaviours and characteristics
that enable individuals to adjust themselves with the external conditions and social requirements. All these
concepts refer to a controlled response instead of an automatic response. Therefore, in some studies, emotion
regulation is deemed as a self-control method (Gross, 2007). For this reason, in this study, self-control
techniques are suggested to reduce the behavioural components of problematic smartphone use and emotion
regulation techniques are suggested to regulate the emotional part.

Emotion Regulation and Problematic Smartphone Use

While emotion-focused coping strategies play a functional role in order to reduce the impact of negative
emotions, persons individuals who frequently use emotion-focused coping methods in problematic situations
are less successful in the long run (Hess & Richards, 1999). One of the diagnostic criteria of problematic
smartphone use is the fact that the use of the smartphone makes the person feel comfortable by preventing
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the person from thinking of the stressful situation. Using a smartphone to distract from a stressful situation is a
kind of emotion-oriented coping method (Sakiroglu & Akyol, 2018).

Difficulty in emotion regulation is closely associated with problematic smartphone use. Hoffner and Lee
(2015) found out that people are turning to technological tools in order to suppress negative emotions.
Hormes, Kearns and Timko (2014) showed that individuals with Facebook addiction experience emotion
regulation difficulties such as rejection of emotional reactions, limited access to emotion regulation strategies
and poor impulse control, and those with internet addiction had higher emotion regulation difficulties
compared to the healthy individuals. When the studies conducted in Turkey are reviewed, it could be seen that
Yildiz (2017) demonstrated that dysfunctional emotion regulation strategies explain and predict 38% of the
variance of internet addiction and 19% of addiction to smartphones; Ercengiz and Sar (2017) showed that
emotion regulation explained 34% of the variance of internet addiction in adolescents. The literature shows a
positive relationship between problematic technology use and emotion regulation difficulties.

Keeping pet is considered as a more functional way of mood regulation compared to smartphone use in this
study. It has been reported that having a pet contributes positively to the empathy skills and emotional
development of children (Salgirh et al., 2012). In the same study, it was reported that children with animals
have more developed immune systems and better record of school attendance compared to their peers; it was
also stated that keeping pets reduces stress, blood pressure, triglyceride and cholesterol levels. Although there
is no study showing the relationship between pet keeping and problematic smartphone use in the literature,
the study gains value in this sense.

Research Hypothesis

This study is conducted to demonstrate the relationships between self-control skills, emotion regulation
difficulties, pet keeping and problematic smartphone use. The hypotheses of the research based on the
predictions are as follows:

1. Self-control is expected to predict problematic smartphone use directly and negatively.

2. Self-control and emotion regulation difficulty are expected to correlate negatively with each other.

3. Emotion regulation difficulty is expected to predict problematic smartphone use directly and
negatively.

4. Pet keeping is expected to predict problematic smartphone use directly and negatively.

Method
Research model

The research is a descriptive study using multi-factor experimental method and the data were collected
through survey method. The research design was analysed by using stepwise regression analysis in order to
measure the effects of demographic variables, pet keeping, self-control and emotion regulation difficulties on
problematic smartphone use. This method requires the variables to be entered into the equation in two steps
(demographics / self-control and emotion regulation) respectively (Tabachnick & Fidell, 2013).

Sample

The research sample consists of 295 university students from Adnan Menderes University, of whom 222 are
females and 73 are males. While 67 (22.70%) of the participants stated that they live with their families, 228
(77.30%) reported that they lived separate from their families. As sampling method, accessible and simple
random sampling method was preferred. At the beginning of the various courses of the university, study data
were collected with the participation of the instructor.

Data Collection Tools

Personal Information Form: “Personal Information Form” was prepared to collect information about the
demographic characteristics of the participants such as age and gender. There is also a question inquiring
whether the participant keeps a pet or not in the form.

Difficulties in Emotion Regulation Scale (DERS): This scale was developed by Gratz and Roemer (2004) in
order to determine the difficulties experienced by individuals in emotion regulation, and adapted into Turkish
by Ruganci and Gengdz (2010). The scale consists of a total of 36 items. The items are marked on a five point
likert scale, ranging from "almost never" to "almost always". The scale consists of six sub-factors. These are
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difficulty in accepting emotional response (acceptance), lack of emotional awareness (awareness), difficulty in
moving to goal-oriented behaviour (goal), limited access to emotion regulation strategies (strategy), lack of
understanding of emotional response (openness), and difficulty in controlling impulse (impulse) respectively.
High scores obtained from each subscale or the whole scale indicate the existence of difficulty in emotion
regulation. In the original form of the scale, Cronbach's Alpha internal consistency coefficient was .93, test-
retest reliability was .88 and the total correlation of the scale items was over .30 (Gratz & Roemer, 2004). The
internal consistency coefficient of the Turkish form of the scale is .94 and the internal consistency coefficient of
the sub-dimensions change between .75 and .90. Test-retest reliability was determined as .83 and two-half test
reliability was determined as .95. The same sub-dimensions that were found in the original form of the scale
were obtained (Ruganci & Gengoz, 2008). The items 1, 2, 6, 7, 8, 10, 17, 20, 22, 24, 34 are coded in reverse. In
this study, Cronbach's alpha value was determined as .92 for the whole scale.

Brief self-control scale (BSCS): The scale was designed by Tangney et al. (2004) in order to determine
situations involving self-control. The brief form of the scale consists of 13 items and it is a Likert type scale
which is graded between 1 and 5. The scale was adapted into Turkish by Nebioglu, Konuk, Akbaba and Eroglu
(2012). Some items of the original scale were removed while adapting the BSCS into Turkish and a 9-item form
was obtained, 4 of which belongs to the self-discipline subscale and 5 of which belong to impulsivity subscale.
High scores obtained from the scale indicate high self-control. The scale consists of two scales: self-discipline
and impulsivity. The reliability of the Turkish version of the BSCS was found to be .83 for the whole scale, .81
for self-discipline, and .87 for impulsivity (Nebioglu et al., 2012). The internal consistency coefficient of the
scale whose total score is used in this study was found to be .75.

Smartphone addiction scale: This scale was developed by Kwon, Kim, Cho, and Yang (2013) in order to
measure individuals' problematic smartphone use and consists of 33 items. The scale is a Likert-type scale that
ranges between 1 and 6. The scale was adapted into Turkish by Demirci, Orhan, Demirdas, Akpinar and Sert
(2014) and it is possible to give a single total score. The lowest obtainable score is 33 and the highest
obtainable score is 198 from the scale and high scores are interpreted as risky use. It was found that the
Turkish version of the scale has 7 factors. The internal consistency coefficient of the scale was found to be .94
(Demirci et al., 2014). In this study, the internal consistency coefficient of the scale was found to be .93. In the
study, as the scores get higher, the problematic use of smartphone is considered to increase and evaluated
accordingly.

Process

In order to control the sequence effect, (Personal Information Form was given at the beginning of each
application) the scales were given to the participants in different sequences. It was observed that the duration
of filling the scales ranged between 15-30 minutes.

Data Analysis

The data were tested for normality and linearity and extreme values were evaluated. As a result of the
evaluations, it was decided that the data was distributed normally and the extreme values were excluded. SPSS
22.0 package program was used in order to perform statistical analysis in the study. In the study, frequency
analysis was used for descriptive statistics and Pearson correlation analysis was used to examine the
relationship between variables.

Results
Correlations Between the Scales

The main hypothesis of the research is based on the relationships between self-control, emotion regulation
difficulties and problematic smartphone use. Self-control is expected to be negatively correlated with
problematic smartphone use, and emotion difficulty is expected to be positively correlated. The correlation
coefficients between the scales used in the study are presented in Table 1.

305



Mehmet Sakiroglu — Uluslararasi Egitim Programlari ve Ogretim Calismalari Dergisi, 9(2), 2019, 301-318

Table 1.
Summary of Correlations and Mean Standard Deviations of Participants’ Scores of Problematic Smartphone Use
(PSPU), Brief Self-Control (BSCS) and Emotion Regulation Difficulty (EMD) Scales.

Measurement PSPU BSCS EMD X SS

1.PSPU --- 84.45 26.32

2.BSCS - 41.18 7.39
Ap**

3.EMD A1** -.33%* - 9514 16.27

*p< .05, **p< .01
Note: PSPU= Problematic Smartphone Use; BSCS= Brief Self-Control Scale; EMD=Emotion Regulation Difficulty

Findings related to the correlation, mean and standard deviation values of the variables are presented in
Table 1. The relationship is statistically significant for all variables (p <.05, p <.01). There is a significant negative
correlation between self-control and problematic smartphone use, with r = -.46 (p <.01). There is a significant
positive correlation between emotion regulation difficulty and problematic smartphone use with r=.41 (p <.01).
There is a significant negative correlation between self-control and emotion regulation difficulty with r=-.33 (p
<.05).

Regression Analyses: Predictors of Problematic Smartphone Use

Stepwise regression analysis was used to determine some predictors of problematic smartphone use. In the
first step of the analysis, the variables of school grade point average, gender, class and whether or not pets
were kept are included in the equation using stepwise method and in the second step of the analyses, self-
control and emotion regulation difficulty factors were included in the equation using stepwise method. The
dependent variable of the analysis is problematic smartphone use. In the first step of stepwise regression,
independent variables that did not have a significant relationship on the dependent variable were not taken to
the second step, and the only factor that passed from the first step to the second step was pet keeping. No
significant relationships between gender, class, school grade point average and smartphone use were found.
Table 2 displays the regression results of the second step.

Table 2.
Regression Values of Variables Affecting Problematic Smartphone Use.

Sig. F

Variables Block R> R?Change F Change cha Sign. T
1 .03 .03** 10.15 .00
2 .30 2T7*E* 29.99 .00
Pet keeping -.14%* .01
Self-control -35 .00
Emotion Regulation .29 .00

* p<.05; ** p<.01; *** p<.00

After both of the 2 blocks enter into the equation, R is significantly different from zero. At the end of the
second stage, when self-control, emotion regulation difficulty and pet keeping all are entered into the
equation, R =.30, F (6, 289) = 29.99, p <.01.

When the regression analysis results are examined, it is seen that 3 predictors together explain 26.70% of
the variance of problematic smartphone use. Self-control (p <.00) and pet keeping (p <.00) predict problematic
smartphone use significantly and negatively, and emotion regulation difficulty (p <.00) predicts problematic
smartphone use significantly and positively. Evaluation of all the results supports all of the hypotheses of the
study.

Discussion, Conclusion and Implications

Problematic smartphone use has become a serious problem with the rapid increase in smartphone use.
When the schools are taken into consideration, the frequency of coming to the classroom with smartphone
increases from primary school to university and in Turkish universities, 84.00% of the students keep their
smartphone on during the class (Glnal & Pekgetin, 2018). This situation, in a way, may affect the expected
attainmets in students through school curricula with the hidden curriculum effect. This study tries to offer
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practical solutions for the students having such difficulties in learning environment and educators in order to
be more efficient in schools.

This study was conducted to evaluate the effects of some variables on problematic smartphone use and to
make recommendations to practitioners. According to the results of the study, it was found that emotion
regulation difficulties increase the problematic use of smartphone and self-control skills and pet keeping
decrease it in accordance with the hypotheses.

It could be thought that when staying away from the smartphone is set up as a rule in order to control the
ongoing urge to control it, the prohibition will constantly occupy one’s mind and might consume one’s
cognitive resources. Thinking about something constantly and “thinking that you should not think about that
thing constantly” will produce similar results. Instead, developing certain behavioural habits in relation to
staying away from the smartphone can be a more effective way to deal with the risk smartphone creates about
distracting students’ attentions at school.

According to the results obtained from the study, there is a negative relationship between self-control and
problematic smartphone use amongst university students. This finding may mean that students who are able to
control their behaviour, who are able to prevent themselves from impulsive behaviours and who are successful
in self-control use their smart phones with lesser risk.

Self-control is nourished by a source. Consuming a lot of self-control in a particular area may lead to lack of
self-control in other areas (Baumeister et al., 2007). For example, many students may have an unhealthy diet,
exercise less, sleep less, and spare less time for social support during the preparation time for the exams, which
is known to be consuming self-control resources, compared to the other period of times (Oaten & Cheng,
2005). The rapid depletion of self-control resources due to such problematic behaviour makes the examination
process more stressful. On the other hand, putting emphasis on the goals, motivation, healthy nourishment,
social support and patience may facilitate the charging of self-control battery (Barber, Munz, Bagsby & Powell,
2010). Therefore, exercises aimed at charging self-control skills may serve for the purpose of reducing
problematic smartphone use. Examples for such exercises will be given in the recommendations section.

One of the important findings of the study indicates that problematic smartphone use increases as the
difficulty in emotion regulation increases. Individuals with emotion regulation difficulties may experience
impairments in their functioning and may develop behavioural addictions. Problematic smartphone use is
considered as one type of these addictions. Individuals who experience problems in their social interactions
and who have difficulty in regulating their emotions, frequently check their smartphones to regulate their
mood. This situation causes individuals to lose their self-control about the use of the smart phone and to feel a
constant desire to use smartphone. If these individuals are taught emotion regulation exercises in order to
accept their emotions instead of suppressing them and turning to their smartphones, problematic smartphone
use may decrease. Additionally, pet keeping might be considered as an effective way of emotion regulation and
may decrease impulsive behaviours by increasing both the perceived support and appeasing the need to love
and to be loved. Further and in-depth studies are needed to investigate the relationship between pet keeping
and problematic smartphone use.

It may be beneficial to include technology-based risks and precaution packages in curriculum, such as
rapidly developing technology. Students carry their smartphone with them all day long and benefit from them
in every aspect of life; however, this situation also creates an environment for the problematic smartphone
use. The results of this study indicate that the lack of self-control and emotion regulation difficulties increase
the risk of problematic smartphone use among university students, and imply including self-control and
emotion regulation-based exercises in curricula, which might be beneficial to cope with such problems. These
exercises may improve emotion regulation and self-control skills on one hand and may have a protective effect
against the problematic Smartphone use on the other hand.

Limitations

e The most prominent limitation of the study is that all three scales (PSPU-BSCS-EMD) used in the study
are self-report scales and the measurement tools were applied in the classroom. Participants may
have tended to present themselves differently than they are.
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e In the sample of the study, the distributions of male and female samples were not similar. 75.30% of
the participants were female and 24.70% were male. It may be considered that the presence of more
female participants in the study was a limitation.

e  While 67 of the participants (22.70%) stated that they lived with their families, 228 of them (77.30%)
reported that they lived separate from their families. It is deemed that the relatively equal
distributions of the participants living with their families and the participants living separate from their
families might yield better results.

Suggestions

The meaningful relationships between problematic smartphone use and self-control and emotion
regulation difficulty suggest that related notions can be used to prevent this problem. Two sets of exercises for
reducing the emotion regulations difficulties and increasing self-control skills are given below. Including such
activities into the training programs might mean taking early precautions for a problem that will be more
prominent in the future.

Example Self-control Exercises in Learning
Self-control exercise suggestions were developed based on the definitions of Baumeister and Vohs (2007).

1. How long do | use my smartphone? In order to determine the current amount of time for smartphone
use which is the first stage of self- regulation, we note how long we have used our smartphone during the last
week in detail.

2. How long do | aim to use my smartphone? As the second stage of self-regulation, we note how long we
aim to use our smartphone in detail. The joint table of these two exercises are given in the Table 3.

Table 3.
Table for Monitoring and Standards.

How long do | use? How long do | aim to use?

Instagram
Whatsapp
Twitter
Facebook
Net surfing
Youtube
e-mails
Games
Other

3.Labelling: Individuals with poor self-regulation skills cannot resist the desire for using smartphone.
Individuals with poor self-regulation skills are impulsive and look for easy and fast satisfaction and these
tendencies play an important role in this situation. Being able to self-control at the moments of boredom or
desire will theoretically reduce the likelihood of addictive behaviour to occur and continue (Grasman, Grasman
& van der Maas, 2016). Little labels with stopper words on them could be prepared and stuck on the phone.
These little notes may give the user some time before using the smartphone and during this time self-
regulating skills will step in. For example;

e | can spare more time for my friend / family by using my smartphone less.
e If  use my Smartphone too often, it will prevent me from doing my other works.
e If I don’t stop now, | will not be able to sleep all night once again.

Example Emotion Regulation Exercises in Learning

These emotion regulation exercises were developed based on the definitions of Baumeister and Vohs
(2007) and Atalay's conscious awareness exercises (2018).

1.Worst Scenario Technique: "What is the worst thing that might happen in this situation?" The emotion
regulation problems are resulted from ignoring situations caused by certain life events, not being aware of that
emotion or not sharing it with others. Therefore, recognizing the worst-case scenario of using smartphone less
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will allow the person to recognize the possible emotions in case of lessening the smartphone use and enable
the person to take precautions against them. For this purpose, the following questions could be answered:

e What kind of negative results may occur if we reduce the 5 hours we spend on the smartphone to 3
hours?

e What kind of “negative” emotions | may experience by reducing the amount of time | spend with
Smartphone?

e What can | do to avoid being harmed by this feeling?

e Did reducing Smartphone cause the consequences | feel frightened?

2. Exercise for Recognizing Emotional Traps: When we encounter situations or emotions that disturb us, our
first internal reaction is to avoid or ignore them. The smartphone in our pocket and the applications they have
make it easy to avoid such situations and emotions. However, the right thing to do in such cases, is not to avoid
or ignore, but to accept and to find a solution. In this exercise, whenever an involuntary and unnecessary urge
to reach out for smartphone is felt during the day, it is noticed and marked on a piece of paper and tried to be
named with the name of a season at the end of the day.
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TURKCE SURUM

Giris

Ogretim programlarindaki degisim, teknoloji, global alanin farkindaligi, yabanci dil becerileri ve iletisim gibi
uluslararasi arenada rekabet etmeyi saglayacak yonde gerceklesmektedir (Law, 2004). Fakat, 6grencilerin
kazandig becerilerin giunimiizde tamaminin tercih edilir konular olmadigi bir gergektir. Cep telefonu
kullaniminin gittikge yayginlasmasiyla ortaya yeni sorunlar ¢cikmis ve resmi program disinda bir ortiilk program
etkisi okullarda gozlenmeye baslamistir. Sorunlu akilli telefon kullanimina Amerika'da her 5 6grenciden birinde
rastlandigini ve bu sorunlu kullanimin dusik ders notlari ve yliksek madde kullanimi ile iliskili oldugu
bulunmustur (Grant, Lust & Chamberlain, 2019). Turkiye'de yapilan bir ¢calismada ise Universite 6grencilerinin
%84'linde ders sirasinda akilli telefonlarin agik tutuldugu bildirilmistir (Giinal & Pekgetin, 2018). Teknolojiye
yakin olmakla akilli telefon gibi teknoloji Urlinlerinin zararlarindan korunmayi bir arada gergeklestirmek
dnemlidir. Ogrencilerin sorunlu akilli telefon kullanimindan uzak durmalari icin, teknoloji konulu derslerin
ogretmenlerine de goérevler diisebilir. Bu gérev hem uyarma hem 6nleme hem de koruyucu bilgiler dahilinde
gerceklestirilebilir. Tirkiye'de gerceklestirilen bir calismada bilisim teknolojileri 6gretmenlerinden bilisim
alanina iliskin gelismeleri takip etme, glnlik yasaminda kullanma ve bunlar 6grencilerine aktarabilmeleri
beklenirken (Ciftci, Cengel & Ozkaya, 2018), 6te yandan ilgili alanin 6gretmenlerinden teknolojinin muhtemel
zararlari konusunda da 6grencileri bilgilendirmeleri ya da daha iyi korunmaya hazirlamalari beklenebilir.

Akilli Telefonlarin Sorunlu Kullanimi

"Sorunlu akilli telefon kullanimi" akilli telefonlarin sosyal islevselligi azaltacak kadar yogun ve sik kontrol
edilerek kullaniimasidir. Ginde ortalama 70 kez cep telefonumuzun ekranina bakiyor, telefonlarimizla uyuyor
ve uyandiktan sonra ilk olarak akilli telefonlarimiza bakiyoruz (Deloittte, 2016). Tirkiye'de gencler giin
icerisinde telefonlarini 45-50 yas grubu bireylere goére iki kat daha fazla kullaniyor. Geng nifus oraninin yiksek
olmasi Tarkiye'nin akilli telefon bagimliliginin yliksek oldugu yerlerden biri olmasina zemin hazirliyor (Deloittte,
2016). Bu durum egitim sistemi ve 6grenme stiregleri igin de risk teskil edebilir. Hem uyku siiresini ve kalitesini
kisaltmasi hem 6grenilmesi gereken materyale konsantrasyonu zorlastiracagi 6n gordlebilir.

Alanyazin goézden gegirildiginde bu yogun kullanimin farkli adlandinldigi gériilmis olup bu galismada
“sorunlu akill telefon kullanimi” kavrami kullanilmistir. Akilli telefonlarin her yas grubunda kullanici kitlesine
sahip oldugu distnuldigiinde bu cihazlarin normalin Gzerinde olacak sekilde kullanimi sorunlu kullanimi
olusturarak ciddi bir sorun teskil etmekte, fiziksel ve psikolojik olarak olumsuz sonuglara yol acabilmektedir
(Park & Lee, 2012). Dolayisiyla verilen bilgilerden anlasilacagi lizere, akilli telefonlarin sorunlu kullanimi hem
Dinya'da hem de Tirkiye’ de egitim sistemi agisindan 6nemli bir problem olarak belirmektedir. Clinkt akilli
telefonlar hem derslerde 6grencilerin cogunlukla yaninda ve agik dururken, hem de birgok cezbedici uygulama
ile konsantrasyon bozucu rol oynayabilir.

Oz kontrol

Sorunlu akilli telefon kullanimini azaltacagi ongoriilebilecek faktorlerden bir tanesi kisilerin 6z kontrol
becerilerinin arttirilmasidir. Otomatik, anlik tepkiler yerine planli, secilmis ve amacl eylemlerle hareket edildigi
durumlar 6z kontroliin gerceklestigi durumlardir (Murtagh & Todd, 2004). Oz kontrol uzun vadeli amaclara
ulagsmak igin kisa siireli rahatsizlik hissini tolere etme becerisi olarak ele almistir. Kisi bir uyarici karsisinda;
otomatik tepkiyi baskilayabilir, kendisini tutabilir, alternatifler arasindan yeni bir tepkiyi secerek beklenen tipik
tepkiden daha farkl sekilde tepki verebilir. Giin boyu sik sik olusan ve bize ¢ok zaman kaybettiren akilli
telefonumuza g6z atma arzusunu da 6z kontrol yontemlerini kullanarak erteleyebiliriz (Baumeister, Heatharton,
2004).

Cekici seyin cazibesine dayanmak, hazzi ertelemek ve faydali olani beklemek, sistemde stresli bir duruma yol
acar. Oz kontrol ertelenen istegin/hazzin neden oldugu stresi de diizenlemeyi gerektirir. Bunu saglamak icin 6z
denetim kaynaklarini arttirmak ve dogru kullanmak 6grenilmelidir. Akilli telefonlar; oyunlar, nette sorf, sosyal
medya platformlarina ulasim, mesajlar ve diger bircok uygulama ile tiikenmeyen bir haz ortami vaat
etmektedir. Oz kontrol becerisi diisiik kisilerin telefonlarini sik sik kontrol etmeleri bu haz nesnelerine ulasmak
icindir.

310



Mehmet Sakiroglu — Uluslararasi Egitim Programlari ve Ogretim Calismalari Dergisi, 9(2), 2019, 301-318

Sorunlu akill telefon kullanimi, akilli telefon ile oyun bagimliligi, sosyal medya bagimhligi gibi kavramlarin 6z
kontrol basarisizhigl ile ilgili oldugu dustnilebilir (Baumeister & Heatharton, 1996). Sorunlu akilli telefon
kullanimi, kisinin 6z denetimde zorlanabilecegi alanlardan birisidir. Clinkii cep telefonlarindan uzak durma sansi
disiik olmakla beraber, onu giin boyu cebimizde tagima zorunlulugu sikga olabilir.

Oz kontrol, bireyin i¢sel tepkilerini degistirebilme ve bastirma, ayrica istenmeyen davranissal yonelimleri
onleme ve uygunsuz sekilde davranmaya engel olma yetenegi olarak tanimlanmistir (Tangney et al., 2004).
Sorunlu akilli telefon kullanimi ise birtakim istenmeyen davranislarla tanimlanir. Sik sik telefonu kontrol etmek,
uzun sidre online oyun oynamak, sosyal medyada gecirilen fazla zaman gibi sikdyet edilen davranislarin
azaltilmasinda 6z kontrol etkili olabilir. Sik sik telefonu kontrol etmek gibi otomatik hal almis olumsuz
davranislarin lzerinde kontrol saglama becerisi, yani 6z kontrol becerisi insanlarda vardir ve bunun ortaya
cikarilmasi gerekir. Oz kontrol becerisi olan insanlar hayatlarini daha iyi yénetmek adina davranislarini
ayarlayabilir (Baumeister & Heatherton, 1996).

Oz kontrol ve Sorunlu Akilli Telefon kullanimi

Oz kontrol becerisinin diisiik olmasinin bagimlilig olusturucu bir risk faktori oldugu gdz éniine alindiginda
bireyin, 6z kontrol becerisini arttirdigi takdirde akilli telefonun sorunlu kullanimini engelleyebilecegi
dusunilebilir. Lee (2016) akilli telefon bagimliligi ve 6z kontrol arasindaki negatif iliskiyi gostermistir. Lee'nin
yaptigl calismaya gore 6z kontrol becerileri arttikga, akill telefon bagimliligi riski azalmaktadir.

Oz kontrol ve sorunlu akilli telefon kullanim iliskisini inceleyen calismalara 6z kontroliin sorunlu akilli telefon
kullanimini ve internet bagimliligini yordadigli sonucuna ulasilmistir. Yapilan bir ¢alismada 6z kontrol
yetersizliginin sorunlu akilli telefon kullanimi ile iliskili oldugu ortaya cikmistir (Van Deursen et al., 2015).
Sorunlu akill telefon kullanimi ile 6z kontrol iliskisinin incelendigi bir baska ¢alismada yine 6z kontroliin akill
telefonun asir kullaniminin énemli bir belirleyicisi oldugu bulunmustur (Khang et al., 2013). Bes yiiz elli {g¢
ergenle yapilan bir calismada sosyal medya kullanim bozuklugu ile 6z kontrol arasindaki iliskiler arastiriimistir
(Savci, Ercengiz & Aysan, 2017). Calismanin sonucunda sosyal medya bozuklugu ile 6z kontroliin alt
boyutlarindan diirttselligin pozitif yonde, 6z disiplinin ise negatif yonde iliskiye sahip oldugu bulunmustur.

Kim ve digerleri (2009) benzer bir kavram olan g¢evrimi¢i oyun bagimhhginin dusik dizeyli 6z kontrol ile
yordanabildigini gostermistir. Tlrkiye’de Universite 6grencileriyle gerceklestirilen bir calismada disik 0z
kontrol becerisi; internet bagimliligi, yalnizlik ve depresyon ile iliskili bulunmustur (Ozdemir, Kuzucu & Ak,
2014). Yalnizlik ve depresyonun internet bagimliigi Gzerindeki etkisi ise, dusik 6z kontrol aracihigiyla
gerceklesmistir.

Duygu Diizenleme

Vohs ve Baumeister’in (2011) kavramsal cercevesinde, 6z kontrolin ozellikle duygularla ilgili kismina
duygunun 0z kontroli ya da kisaca duygu dizenleme denilmistir. Duygu dizenleme gigligl, kisilerin
duygularinin farkina varamamasi, duygularini anlamlandiramamasi, duygularini kabullenememesi, olumsuz
duygular ile karsilastiginda hedef odakli davranislarini gerceklestirmede zorluk yasamasidir (Gratz & Roemer,
2004). Duygu diizenleme, istenmeyen duygusal durumdan, daha istenir bir duygusal duruma gecme girisimi
olarak tanimlanmistir (Gross, 2002).

Oz kontrol kisilerin davranislarini amag ve standartlarina gére diizenlemesi (Baumeister & Vohs, 2003), ya
da davranis, dislince, duygu ve diirtilerin diizenlenmesi olarak tanimlanir (Baumeister, Heatherton & Tice,
2006). Vohs ve Baumeister (2011) olusturduklari teorik ¢ercevede duygu diizenleme ve 6z kontroll, 6z
kontroliin alt basliklari olarak ele almislardir. Oz kontrol ve duygu diizenleme kisinin dis kosullara ve sosyal
gerekliliklere uymasini saglayan davranislar ve karakteristiklerdir. Bitiin bu kavramlar otomatik tepki yerine
kontrolli bir tepki vermeyi ifade eder. Bu agidan, bazi ¢alismalarda duygu diizenlemenin de bir 6z kontrol
yontemi oldugu varsayilmistir (Gross, 2007). Bu calismada sorunlu akilli telefon kulllaniminin davranissal
bilesenlerinin azaltiimasinda 6z kontrol, duygusal boliminin dizenlenmesi icin ise duygu dizenleme
tekniklerinin 6nerilmesi bu nedenledir.

Duygu Diizenleme ve Sorunlu Akilli Telefon Kullanimi

Duygu odakl bas etme olumsuz duygularin etkisini azaltmak icin zaman zaman islevsel bir rol Ustlense de
sorunlu durumlarla siklikla duygu odakli bas etme yontemini kullanan bireylerin uzun dénemde daha az basarili
olduklari goriilmektedir (Hess & Richards, 1999). Sorunlu akilli telefon kullaniminin tani kriterlerinden birisi de
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telefon araciligiyla, kisinin stresli durumu dusiinmesini engelleyerek rahatlk duygusunu hissetmesidir. Kisinin
stresli durumdan uzaklasmak igin akilli telefonunu kullanmasi bir gesit duygu odakli bas etme ydntemidir
(Sakiroglu & Akyol, 2018).

Duygu dizenleme gli¢liigh sorunlu akilli telefon kullanimi ile yakindan iliskilidir. Hoffner ve Lee (2015)
insanlarin olumsuz duygularini bastirmak icin teknolojik aletlere yoneldiklerini bulgulamislardir. Hormes, Kearns
ve Timko (2014) Facebook bagimliligi olan bireylerin duygusal tepkilerin kabul edilmemesi, duygu dizenleme
stratejilerine kisith erisim, zayif dirti kontroli gibi duygu diizenleme giliclikleri yasadiklarini; internet
bagimliligi olan bireylerin ise saglikh bireylere gore daha yiksek duygu dizenleme zorluklari yasadiklarini
gostermistir. Turkiye’de yapilan galismalara bakildiginda ise, Yildiz (2017) disfonksiyonel duygu dizenleme
stratejilerinin internet bagimliiginda varyansin %38’ini, akilli telefon bagimhhgi igin ise %19’unu agikladigini ve
yordayici rol Ustlendigini; Ercengiz ve Sar (2017) ergenlerde duygu dizenlemenin internet bagimhhg
varyansinin %34’Gnu agikladigini gostermistir. Alanyazin sorunlu teknoloji kullanimi ile duygu dizenleme
glcligu arasinda pozitif yonde bir iliski oldugunu géstermektedir.

Evcil hayvan beslemek bu calismada akilli telefon kullanmaya nazaran daha islevsel bir duygu durum
diizenleme yolu olarak ele alinmistir. Evcil hayvan sahibi olmanin, cocuklarin empati kurma yetenegi ile
duygusal gelisimine olumlu katkilar yaptigi rapor edilmistir (Salgirli et al., 2012). Ayni derleme g¢alismasinda
hayvan sahibi olan gocuklarin bagisiklik sistemlerinin daha gelismis ve okula devamlarinin yasitlarina oranla
daha fazla oldugu bildirilirken hayvan sahibi olmanin stresi azalttigi, kan basinci, trigliserid ve kolesterol
seviyelerini de dislirdigt aktarilmistir. Literatiirde evcil hayvan beslemekle sorunlu akilli telefon kullanimi
iliskisini gbsteren bir calismaya rastlanmamakla beraber bu anlamda ¢alisma deger kazanmaktadir.

Arastirma Hipotezleri

Bu calisma, 6z kontrol becerisi, duygu dizenleme gigcligl ve evde evcil hayvan beslemenin sorunlu akill
telefon kullanimi ile iliskisini ortaya koymak amaciyla yapilmistir. Ongoriiler dogrultusunda arastirmanin
hipotezleri sunlardir:

1. Oz kontroliin sorunlu akilli telefon kullanimini dogrudan ve negatif ydnde yordayacagi beklenmektedir.

2. 0Oz kontrol ve duygu diizenleme giicligiiniin birbirleriyle negatif korelasyon géstermesi beklenmektedir.

3. Duygu diizenleme giglUgliniin sorunlu akill telefon kullanimini dogrudan ve negatif yonde yordayacagi
beklenmektedir.

4. Evcil hayvan beslemenin problemli akilli telefon kullanimini dogrudan ve negatif yonde yordayacagi
beklenmektedir.

Yontem
Arastirma modeli

Arastirma ¢ok faktorli deneysel yontem kullanilarak gergeklestirilmis betimsel bir calismadir ve veriler anket
yontemi ile toplanmistir. Arastirma deseni demografik degiskenler, evcil hayvan beslemek, 6z kontrol ve duygu
diizenleme gucliklerinin sorunlu akilli telefon kullanimi Gzerindeki etkisini 6lgmek lzere stepwise regresyon
analizi  yontemi kullanilarak analiz edilmistir. Bu yontem degiskenlerin iki basamak halinde
(demografikler/Ozkontrol ve duygu diizenleme) sirasiyla denkleme sokulmasini gerektirmektedir (Tabachnick &
Fidell, 2013).

Orneklem

Arastirma 6rneklemi Aydin Adnan Menderes Universitesi'nden 222 kadin 73 erkek olmak lzere 295
Universite 6grencisinden olusmaktadir. Katiimcilarin 67’si (%22.70) ailesiyle beraber yasadigini bildirirken, 228'i
(%77.30) ailesinden ayri yasadigini bildirmistir. Ornekleme metodu olarak ulasilabilir ve basit rastlantisal
orneklem segilmistir. S6z konusu Universitenin cesitli derslerinin baslangicinda dersin hocasinin da katilimiyla
calisma verisi toplanmistir.

Veri Toplama Araglari

Kisisel bilgi formu: Katilimcilarin yas, cinsiyet gibi demografik 6zelliklerine iliskin bilgilerin elde edilmesi
amaciyla “Kisisel Bilgi Formu” hazirlanmistir. Bu boliimde katilimcinin evcil hayvan sahibi olup olmadigina dair
de bir soru bulunmaktadir.
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Duygu Diizenleme Giigliigii Olgedi (DDGO): Bu dlcek bireylerin duygu diizenlemede yasadiklar giiglikleri
saptamak amaciyla Gratz ve Roemer (2004) tarafindan gelistirilmis, Ruganci ve Geng6z (2010) tarafindan Tirkge
uyarlamasi yapilmistir. Olcek toplam 36 maddeden olusmaktadir. Maddeler hemen hemen hi¢’ten hemen
hemen her zaman’a dogru siralanan bes dereceli bir 6z degerlendirme 6lgegi lizerinde isaretlenmektedir.
Olgek alti alt faktdorden olusmaktadir. Bunlar; duygusal tepkiyi kabul etmede giiglik (kabul), duygusal
farkindahgin olmamasi (farkindalk), ama¢ odakli davranisa ge¢mede zorluk (amag), duygu dizenleme
stratejilerine sinirh erisim (strateji), duygusal tepkinin anlasilamamasi (agiklik) ve dirtilerin kontroliinde giigliik
(durtd). Her bir alt dlgekten ya da olgegin tiimiinden alinan yiksek puanlar duygu diizenleme glicliginin
varligini géstermektedir. Olgegin 6zgiin formunda Cronbach Alpha i¢ tutarlilik katsayisi .93, test tekrar test
giivenirligi .88 bulunmustur. Olcek maddelerinin toplam korelasyonu ise .30’un iizerindedir (Gratz & Roemer,
2004). Olgegin Tiirkce formunun i¢ tutarlilik katsayisi .94, alt boyutlarinin i¢ tutarlilik katsayisi ise .75 ile .90
arasinda degismektedir. Test- tekrar test glvenirligi .83, iki yarim test glvenirligi ise .95 olarak bulunmustur.
Olgegin orijinal formunda bulunan ayni alt boyutlar elde edilmistir (Ruganci & Gengéz, 2008). Olgekte 1, 2, 6, 7,
8, 10, 17, 20, 22, 24, 34 maddeleri tersten kodlanmaktadir. Bu g¢alismada toplam puani kullanilan 6lgegin
tamami i¢in Cronbach Alpha degeri .92 bulunmustur.

Kisa 6z-kontrol éicedi (KOKO): Oz- kontrolii iceren durumlari belirlemek amaciyla olusturulmus &lgek,
Tangney ve digerleri (2004) tarafindan olusturulmustur. Olgegin kisa formu 13 maddeden olusmakta olup 1-5
arasi derecelendirilen likert tipi bir dlcektir. Olgegin Tiirkce uyarlamasi Nebioglu, Konuk, Akbaba ve Eroglu
(2012) tarafindan yapilmistir. KOKO’niin Tiirkceye uyarlamasinda orijinal 6lgekteki bazi maddeler gikariimis ve
4'(y dz-disiplin, 5’i dirtisellik alt boyutunda yer alan 9 maddelik bir form elde edilmistir. Olgekten alinan
puanlarin artmasi, yiksek 6z- kontrole isaret etmektedir. Olgek, &z-disiplin ve dirtisellik olmak Uzere iki
boyuttan olusmaktadir. KOKO’niin Tiirkge versiyonunun giivenirligi, dlcegin biitiinii icin .83, 6z-disiplin igin .81
ve dirtlsellik icin .87 olarak bulunmustur (Nebioglu et al., 2012). Bu ¢alismada toplam puani kullanilan 6lgegin
i¢ tutarlilik katsayisi .75 olarak bulunmustur.

Akilli telefon bagimhihigi éicedi: Bireylerin sorunlu akilli telefon kullanimlarini 6lgmek amaciyla Kwon, Kim,
Cho ve Yang (2013) tarafindan gelistiriimis 6lcek, 33 maddeden olusmaktadir. Olgek, 1-6 arasinda
degerlendirilen likert tipi bir dlcektir. Olcegin Tirkce’ye uyarlamasi Demirci, Orhan, Demirdas, Akpinar ve Sert
(2014) tarafindan gergeklestirilmistir ve dlgekte tek bir toplam puan verilebilmektedir. Olcekten en disiik 33, en
yiksek 198 puan alinmaktadir ve yiiksek puanlar riskli kullanim olarak yorumlanmaktadir. Olgegin Tiirkge
adaptasyonunda 7 faktdre sahip oldugu bulunmustur. Olcegin i¢ tutarlik katsayisi .94 olarak bulunmustur
(Demirci et al., 2014). Bu ¢alismada 6lgegin i¢ tutarhhk katsayisi .93 bulunmustur. Calismada bu 6lgekten gelen
puanlar ylkseldikge sorunlu akilli telefon kullanimi da artiyor olarak kabul edilmis ve islem gérmistur.

islem

Sira etkisinin kontrol edilebilmesi amaciyla (Kisisel Bilgi Formu her uygulamanin basinda olmak Uzere)
olcekler katihmcilara farkli siralarda verilmistir. Katilimcilarin 6lgekleri doldurma surelerinin 15-30 dakika
arasinda degistigi gbzlenmistir.

Veri Analizi

Veriler, normallik ve dogrusallik bakimindan teste tabi tutulmus, uc degerlere bakilmistir. Yapilan islemler
sonucunda verilerin normal dagildigina karar verilmis ve ug¢ degerler gikarilmistir. Arastirma kapsaminda yapilan
istatistiksel analizler igin SPSS 22.0 paket programi kullaniimistir. Arastirmada betimsel istatistikler igin frekans
analizi, degiskenler arasi iliskinin incelenmesi igin Pearson korelasyon analizi uygulanmistir.

Bulgular
Olgekler Arasi Korelasyonlar

Arastirmanin temel hipotezi 6z kontrol ve duygu diizenleme glicligl ile sorunlu akilli telefon kullanimi
arasindaki iliskiler Gzerine kurulmustur. Sorunlu akilli telefon kullanimi ile 6z kontroliin negatif, duygu
diizenleme gigcliginin ise pozitif iliskili olmasi beklenmektedir. Arastirmada kullanilan 6lgekler arasindaki
korelasyon katsayilari Tablo 1’de sunulmustur.

Degiskenlerin korelasyon, ortalama ve standart sapma degerlerine iliskin bulgular Tablo 1’de sunulmustur.
Tim degiskenler icin iliski istatistiksel olarak anlamhdir (p<.05, p<.01). Oz kontrol ile sorunlu akilli telefon
kullanimi arasinda r =-.46 olmak lzere negatif yonde anlaml iliski goriilmektedir (p <.01). Duygu dizenleme
gicligu ile sorunlu akilli telefon kullanimi arasinda ise r=.41 olmak uzere pozitif yonde anlaml iliski
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gorilmektedir (p <.01). Oz kontrol ile duygu diizenleme gii¢liigii arasinda da r =-.33 olmak iizere negatif yonde
anlamliiligkiler gérulmektedir ( p <.05 ).

Tablo 1.
Katiimcilarin Sorunlu Akilli Telefon Kullanimi (SATK), Kisa Oz Kontrol Olcedi (KOKO), ve Duygu Diizenleme
Glicliigii (DDG) élceklerinin Puanlarinin Korelasyon, Ortalama Standart Sapmalarinin Ozeti.

Olgiim SATK KOKO DDG X SS
1.SATK 84.45  26.32
2.KOKO - 46%* 41.18 7.39
3.DDG AL** -.33%% - 9514  16.27

*p<.05, **p<.01
Not: SATK= Sorunlu Akilli Telefon Kullanimi; KOKO= Kisa Oz-Kontrol Olgegi; DDG=Duygu Diizenleme Giigligi

Regresyon Analizi: Sorunlu Akilli Telefon Kullaniminin Yordayicilari

Sorunlu akilli telefon kullaniminin bazi yordayicilarini tespit etmek amaciyla stepwise yontemli regresyon
analizi uygulanmistir. Analizin ilk basamaginda okul not ortalamasi, cinsiyet, sinif ve evcil hayvan beslenip
beslenmedigi degiskenleri ikinci basamakta ise 6z kontrol ve duygu dizenleme gilglugi faktorleri stepwise
yontemle denkleme dahil edilmistir. Analizin bagimli degiskeni sorunlu akilli telefon kullanimidir. Stepwise
regresyonun ilk basamaginda bagimli degisken Uzerinde anlamli iliskisi olmayan bagimsiz degiskenler ikinci
basamaga alinmazken, ilk basamaktan ikinci basamaga gecgen tek faktor evcil hayvan beslemek olmustur.
Cinsiyet, sinif ve okul not ortalamasinin sorunlu akilli telefon kullanimi ile anlaml bir iligkisi bulunmamistir.
Tablo 2 ikinci basamaktaki regresyon sonuglarini géstermektedir.

Tablo 2.
Sorunlu Akill Telefon Kulanimini Etkileyen Degiskenlerin Regresyon Degerleri.
.. 2 2 Sig. F .
Degiskenler Blok R R? Change F Change cha Sign. T
1 .03 .03%* 10.15 .00
2 .30 2T7Hx* 29.99 .00
Evcil Hayvan -14%* .01
OzKontrol -35 .00
Duygu Duz .29 .00

* p<.05; ** p<.01; *** p<.00

Her iki blok denkleme girdikten sonra da R sifirdan anlaml olarak farkldir. ikinci asamanin sonunda 6z
kontrol, duygu dizenleme glicligli ve evcil hayvan beslemek bir arada esitlige sokuldugunda R=.30, F(6,
289)=29.99, p<.01.

Regresyon analizi sonuglari incelendiginde (¢ yordayicinin hep birlikte sorunlu akilli telefon kullanimi
varyansinin %26.70'ini agikladigi goriilmektedir. Degiskenler tek tek gézden gegirildiginde 6z kontrol (p<.00) ve
evcil hayvan beslemek (p<.00) anlamli ve negatif, duygu dizenleme gii¢ligu (p<.00) ise anlaml ve pozitif bir
sekilde sorunlu akilli telefon kullanimini yordamaktadir. Bu sonuglar bir arada distnaldiginde ¢calismanin tim
hipotezleri desteklenmistir.

Tartisma, Sonug ve Oneriler

Sorunlu akill telefon kullanimi hizla artan akilli telefon kullanimi ile ciddi bir soruna dénmustiir. Okullar ele
alindiginda ise, sinif ilerledikge akilli telefonla okula gelme sikhg artmakta ve bu sayi Ulkemizde (niversite
yillarinda derste telefonun agik olarak bulundurulmasi anlaminda %84'e ulagsmaktadir (Giinal & Pekgetin, 2018).
Bu durum ise, bir bakima ortik program etkisiyle, egitim programlarinda 6grencilerden beklenen kazanimlara
ulasilma durumunu etkileyebilmektedir. Bu ¢alisma, 6grenme ortaminda bu tir zorluklari olan 6grencilere ve
okullarda daha verimli olabilmeleri icin egitimcilere pratik ¢éziimler sunmaya ¢alismaktadir.

Bu arastirma, sorunlu akilli telefon kullanimi {izerinde bazi degiskenlerin etkilerini gérmek ve uygulayicilara
onerilerde bulunmak amaciyla yapilmistir. Calismanin sonuglarina gére, hipotezlere uygun sekilde duygu
diizenleme glicliginin sorunlu akilli telefon kullanimini arttirirken, 6z kontrol becerileri ve evcil hayvan
beslemenin ise dlistirdigi bulunmustur.
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Telefondan uzak durmayi, onu kontrol etme dirtlstiniin slrekli engellenmeye calisildigl bir kural gibi
koymak zihni sirekli mesgul edecegi igin kisinin biligsel kaynaklarini tiketecegi dusunulebilir. Strekli onu
disiinmekle, "strekli onu disinmemen gerektigini diistinmek" birbirine yakin sonuglar dogurur. Bunun yerine
akilli telefondan uzak durmak ile ilgili birtakim "davranigsal aligkanhklar" gelistirmek okulda akilli telefonlarin
ogrencilerin dikkatini dagitma riski ile daha etkili bir bas etme yolu olabilir.

Calisma sonuglarina gore, Universite 6grencilerinde 6z-kontrol ile problemli akilli telefon kullanimi arasinda
negatif yonde bir iliski oldugu goriilmektedir. Bu bulgu, davranislarinin denetimini yapabilen, dirtisel
davranislardan kendini alikoyabilen ve kendilik kontroliinde basarili olan 6grencilerin akilli telefonlarini daha az
riskli olarak kullandiklari anlamina gelebilir.

Oz kontrol tiikenebilen bir kaynaktan beslenir. Oz kontrolii belli bir alanda bolca tiikketmek diger alanlarda
6z kontrol noksanligina yol agabilir (Baumeister et al., 2007). Ornegin pek cok dgrenci 6z kontrol kaynagindan
tikettigi bilinen sinava hazirlik sirecinde diger zamanlara nazaran daha sagliksiz beslenme, daha az egzersiz
yapma, daha az uyuma ve sosyal destek kaynaklarina daha az zaman ayirma gibi davranislarda bulunabilir
(Oaten & Cheng, 2005). Bu tiir sorunlu davranislar nedeniyle 6z kontrol kaynaklarinin hizla tikenmesi sinav
siirecini daha stresli hale getirir. Buna karsilik amaclara verilen 6nem, motivasyon, saglikli beslenme, sosyal
destek ve sabir gibi kavramlar 6z kontrol bataryasinin sarj edilmesini kolaylastirabilir (Barber, Munz, Bagsby &
Powell, 2010). Bu nedenle 6z kontrol becerilerini sarj etmeyi hedefleyen egzersizler sorunlu akilli telefon
kullanimini azaltmak igin ise yarayabilir. Bu egzersizlere 6rnekler dneriler kisminda verilecektir.

Galismanin 6nemli bir bulgusuna gore duygu dizenleme glgligl arttikga sorunlu akilli telefon kullanimi da
artmaktadir. Duygu dizenleme glgliginin varliginda bireylerin islevselliklerinde bozulmalar yasanabilir ve
bireyler davranissal bagimliliklar gelistirebilirler. Sorunlu akilli telefon kullanimi da bu bagimhlk tirlerinden
birisidir. Sosyal etkilesimde problem yasayan ve duygu diizenleme gli¢ligl yasayan bireyler duygu durumlarini
diizenlemek amaciyla sik sik telefonlarini kontrol etmektedirler. Bu durum kisinin akilli telefon kullaniminda 6z
kontrolliini kaybetmesine, suirekli telefonunu kullanma istegi duymasina neden olmaktadir. Bireylere, olumsuz
duygular yasadiklarinda bu duyguyu bastirmak ve telefonu kontrol etmek yerine duygularini kabul etmelerini
saglayacak duygu diizenleme egzersizleri 6gretildiginde sorunlu akilli telefon kullanimlari da azalabilir. Buna ek
olarak evcil hayvan beslemenin etkili bir duygu dizenleme becerisi olabilecegi hem algilanan duygusal
destekteki artis hem de sevme sevilme ihtiyacinin giderilmesi agisindan dirtiisel davranislari azaltabilecegi 6n
gorilebilir. Evcil hayvan beslemekle sorunlu akilli telefon kullanimi arasindaki iliskiyi derinlemesine inceleyecek
calismalar gerekmektedir.

Hizla gelisen teknoloji gibi teknoloji temelli riskler ve dnlem paketlerinin de egitim programlarinda yer
almasi faydal olabilir. Ogrencilerin giin boyu yaninda tasidigl ve hayatin her alaninda faydalandigi akill
telefonlar da sorunlu kullanim gibi bir risk teskil etmektedir. Bu ¢alismanin sonuglari eksik 6z kontrol ve duygu
diizenleme glgliklerinin Universite 6grencilerinde sorunlu akilli telefon kullanim riskini arttirdigini verirken,
dolayli olarak egitim programlarina 6z kontrol ve duygu diizenleme temelli egzersizlerin koyulmasinin da faydal
olabilecegine isaret etmektedir. Bu egzersizler duygu diizenleme ve 6z kontrol becerilerini arttirirken bir yandan
da sorunlu akilli telefon kullanimina karsi koruyucu bir etki yaratabilir.

Sinirhihiklar

e Calismada gdze carpan en belirgin sinirliik calismada kullanilan t¢ 6lgegin de (ATBO-KOKO-DDGO)
Ozbildirim 6lgegi olmasi ve 6lglim araglarinin sinif ortaminda uygulanmis olmasidir. Katilimcilar kendilerini
olduklarindan daha farkli gosterme egilimine girmis olabilirler.

e Calismanin érnekleminde kadin ve erkek dagihmi benzer oranlarda degildir. Katilimcilarin %75.30°u kadin,
%24.70’i erkektir. Calismada kadin katilimcilarin daha fazla olmasinin bir kisithilik oldugu dusinulebilir.

e Calismada yer alan katilimcilarin 67’si (%22.70) ailesiyle beraber yasadigini bildirirken, 228’i (%77.30)
ailesinden ayri yasadigini bildirmistir. Calismanin amaci agisindan bireylerin ailesiyle ve ailesinden ayri
yasiyor olmasinin dagiiminin benzer oranlarda olmasi daha saglkli sonuglar ortaya ¢ikaracagi
distnilmektedir.

Oneriler

Sorunlu akilli telefon kullaniminin 6z kontrol ve duygu diizenleme glicligi ile anlamh iliskisi bu soruna
o6nlem almak igin ilgili kavramlarin kullanilabilecegini dislindiirmektedir. Duygu dlizenleme glgliglniin
azaltilmasi ve 6z kontrol becerilerinin arttiriimasi ile ilgili ikiser 6rnek egzersiz asagida verilmistir. Egitim
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programlarina bu tir etkinlikler koyulmasi ileride etkisi artacak bir sorun igin erken donem o6nlem almak
anlamina gelebilir.

Ogrenmede Oz Kontrol Egzersizi Onerileri
Oz kontrol egzersizleri Baumeister ve Vohs'un (2007) tanimlari Gizerinden gelistirilmistir.
1. Telefonu Ne Kadar Kullaniyorum? Oz diizenlemenin birinci asamasi olan halihazirdaki kullanim miktarini

belirlemek igin telefonumuzu son bir hafta ne kadar kullandigimizi ayrintili not ediyoruz.

2. Telefonu Ne Kadar Kullanmayi Amagliyorum? Oz diizenlemenin ikinci asamasi olan standartlari belirlemek
icin telefonumuzu siradan bir haftada ne kadar kullanmayr amagladigimizi ayrintili not ediyoruz. Bu iki
egzersizin ortak tablosu Tablo 3'te verilmektedir.

Tablo 3.

izleme ve Standartlar Tablosu.

Ne Kadar Kullaniyorum Ne Kadar Kullanmayi Amagliyorum

Instagram
Whatsapp
Twitter
Facebook
Nette sorf
Youtube
Mailler
Oyunlar
Diger

3. Etiket yapma: Zayif 6z diizenlemesi olan kimseler kullanma istegine karsi koyamamaktadirlar. Bu
durumda 6z diizenleme diizeyi zayif olan bireylerin dirtisel olmasinin ve hizli doyum aramasinin payi vardir.
Can sikintisi ya da isteme aninda 6z kontrol saglanmasi ise teorik olarak bagimlilik davranisinin gergeklesme ve
devam etme ihtimalini azaltacaktir (Grasman, Grasman & van der Maas, 2016). Kiguk kiigik durdurucu sozler
iceren etiketler yaparak telefona yapistirilabilir. Bu kiiglik etiketlerde cesitli notlar yazarak danisanin elinin
telefona gitmesinden 6nce zaman kazanilabilir. Bu zaman icerisinde 6z diizenleme becerileri devreye girecektir.
Ornegin;

e Telefonu az kullanarak arkadaslarima/aileme daha ¢ok zaman ayirabilirim
e Telefonu sik kullanmam, beni diger islerimden alikoyar
o Simdi birakmazsam tiim gece yine uykusuz kalacagim

Ogrenmede Duygu Diizenleme Egzersizi Onerileri

Duygu dlizenleme egzersizi dnerileri Baumeister ve Vohs'un (2007) tanimlari ile Atalay'in (2018) bilingli
farkindalik egzersizleri Gizerinden gelistirilmistir.

1. En KoOtl Senaryo Teknigi: "Bu durumda olabilecek en kétl sey ne?" Duygu Dizenleme sorunlarinin
kaynagi kisinin belli yasam olaylarinin neden oldugu durumlari gérmezden gelme, o duygunun farkina varmama
ya da insanlarla paylasmamakla iliskilidir. Bu nedenle telefonu daha az kullanmanin neden olusturacagi en kot
senaryoyu fark etmek, azaltma durumunda ortaya gikacak muhtemel duygunun farkina varip ona énlem almayi
saglayacaktir. Bunun igin asagidaki sorular cevaplandirilabilir:

o Akilli telefonda gecirdigimiz 5 saati 3 saate indirmek nasil olumsuz sonuclar dogurabilir?

o Akilli telefonu azaltmak bende hangi "olumsuz" duyguyu yaratabilir

e Bu duygunun bana zarar vermemesi icin ne yapabilirim

o Akilli telefonu azaltmak korktugum sonuglari dogurdu mu?

o Akilli telefonu azaltmanin neden olacagi olumsuz duygu gergeklesti mi ve bana hala zarar veriyor mu?

2. Duygusal Tuzaklari Fark Etme Egzersizi: Bizi rahatsiz eden durumlar ya da duygularla karsilastigimizda ilk

icsel tepkimiz kagcinma ya da yok sayma davranislaridir. Cebimizdeki akilli telefonlar ve iglerindeki
uygulamalar bu kacinma isini kolaylastirmaktalar. Ama boyle durumlarda yapilmasi gereken kaginma ya da
yok sayma degil, kabul etme ve ¢6ziim olmali. Bu egzersizde giin boyu elimizin telefona her istemsiz ve
gereksiz uzanisinda iginde bulundugumuz duyguyu fark edip bir kagida isaretleyip giin sonunda tiim bu
duygulari bir mevsimle isimlendirmeye calisihyor.
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