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Program Degerlendirme, yontemlerinden durum g¢alismasi modeli kullaniimis, veriler betimsel analiz ile
ingilizce Ogretim Programi, ¢ozlimlenmistir. Arastirmadan elde edilen bulgular incelendiginde, program
9.Sinif, uygulamasinin okul tiriine gore farklilik gosterdigi belirlenmistir. Devlet okullarinda
Egitim Programlari, calisan 6gretmenler programin kazanimlarini 6grenci seviyesi tzerinde bulurken, 6zel
Stake’in ihtiyaca Cevap Verici okullarda ¢alisan 6gretmenler kazanimlar 6grenciler icin yetersiz bulmuglardir.
Degerlendirme Modeli. Arastirmaya katilan 6gretmenler programdaki igerik ile ders kitabinin uyusmadigini,

ders kitaplarinin yetersiz oldugunu, programdaki etkinlik-kazanim uyumunun
saglanmadigini, programda verilen video blog, e-portfolyo gibi degerlendirme
uygulamalarinin sinif igerisinde gerceklestirilemedigini ve programda verilen iletisimsel
Dil Yaklasimi’nin uygulanmasinda bazi sikintilar yasandigini ifade etmislerdir.
Ogretmenlerin programa yonelik gereksinimleri ise program égelerinin daha detayl
aciklamalar igermesi, okullarin teknolojik donanimlarinin desteklenmesi, programin
uygulanmasi ile ilgili 6gretmenlerden donut alinmasi, sinif  mevcutlarinin
azaltilabilmesi, kullanilan ders kitaplarinin giincellenmesi, programin kazanim ve igerik
acisindan sadelesmesi, ¢ogunlukla konusma becerisine yonelik bir programin
gelistiriimesi ve 6gretmenlere programin uygulanmasi ile ilgili detayh hizmetigi egitim
verilmesidir.

Introduction

Whilst making our lives easier, developing technology in the world also requires individuals to
specialize in certain fields. These requirements can be regarded basically as expertise in at least one
foreign language, reaching a sufficient level in the subjects of mathematics and science to be able to
compete with other countries, and ability to develop countries’ internationalization strategies.
Nowadays, the importance of English as a language of communication is accepted in many circles.
According to Demircan (1988), for a language to be able to be learnt by other people, that language
should be the language of superior knowledge, civilization and culture. English is accepted by everybody
nowadays as an international lingua franca. Compared to its other rivals in the world (Chinese, Arabic,
German, etc.), English is a victorious language. It has spread all over the world together with capitalism
(Phillipson & Skutnabb-Kangas, 1996). Particularly after the Second World War, a rapid spread of English
was seen, and following this period, English was used as an international language, in other words, as a
global language. It can be understood that English is a global language by the fact that when any country
is visited, all road and advertising signs are in English, for example, or that when one goes to a hotel or
restaurant in a foreign country, the menu is written in English (Crystal, 2003).

Many different methods and techniques are followed in English teaching in the world, and the
importance given to students’ English speaking skills in the Turkish education system is increasing every
year. In updating the English curriculum, the Ministry of National Education (MoNE) took the decision to
implement English courses starting from the second grade in the 2013-2014 academic year (MoNE,
2013). In this way, a student who finishes primary school (years 1-4) and middle school (years 5-8) in
Turkey receives a total of 720 lesson hours of compulsory English language lessons (MoNE 2017).

Celebi (2006) emphasized that despite all these developments, English education in Turkey is an area
where problems are experienced. Haznedar (2010) argued that in spite of all the efforts to improve the
English curriculum, the position reached today is still not bright, and he listed factors such as crowded
classrooms and inadequate physical conditions, and stalemates related to training of qualified teachers,
language policies and approaches to language teaching as the reasons for this.

MOoNE is trying to take a number of steps related to English teaching, just as it is in many other areas
considered to have deficiencies in the education system. MoNE revealed its “Education Vision for 2023”
document on 23rd October 2018. In this document, the main goals included under the heading of
“foreign language education” are adapting English education according to level and school type in the
country as a whole, enabling students to experience the English-speaking world with new resources, and
improving the quality and qualifications of teachers in English education. Among conspicuous headings
in the subdimensions of these goals are structuring skills and needs related to English lessons according
to school and program types, abandoning implementation of standardized curriculum nationally, making
lesson times flexible, and sending English teachers on certification programs abroad during the summer
holidays (MoNE, 2018a). Despite all these steps to be taken, it will be beneficial to determine the strong
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and weak aspects of the existing curriculum from the viewpoint of teachers, with a view to revealing the
problems encountered during the implementation of the curriculum and to identifying the needs of
teachers in their English classes.

It is stated by MoNE that the Secondary School 9th Grade English Curriculum has been prepared
according to the principles of the Common European Framework of Reference for Languages. Therefore,
specific levels of competence are given in the curriculum. These levels are reflected as Al and A2
(elementary users) and Bl and B2 (independent users). Accordingly, it is seen that the 9th grade
curriculum, which is the currciulum that will be examined, reflects the A1/A2 levels, which are the
elementary levels. Learners begin the curriculum by revising the English knowledge that they acquired at
Al level at primary school level. Later, they progress to the A2-B3 levels over time. It is expected that by
the end of the 12th grade, in the absence of a preparatory class in their schools, they will have advanced
to B2 level and above (MoNE,, 2018b: 7). The reason why the 9th grade curriculum begins with levels
A1/A2 despite the fact that students have acquired English knowledge at A2 level by the end of 8th
grade is the need for students generally to revise the knowledge they gained in previous grades, since
each student enters the 9th grade with different levels of English competence and individual learning
differences. With this aim, in the curriculum, it is recommended that students who come with level Al
do level Al activities that will take them up to level A2, such as language structures and vocabulary,
while students who come with level A2 do activities aimed mostly at developing their productive skills,
such as speaking and writing. This situation requires teachers to determine students’ entry knowledge
and for this purpose, to utilize various tools such as placement tests and observations. Furthermore,
despite the Primary School 2nd-8th Grade Curriculum finishing with level A2, the A1/A2 level set at 9th
grade is stated to be at a higher level than that of 8th grade in terms of vocabulary and language
structures. This implementation includes the possibility for students to revise certain structures that
seem familiar to them and at the same time, for the creation of new knowledge (MoNE, 2018b: 8).

It is stressed in the Secondary School 9th Grade English Curriculum that English should not be
regarded as only a lesson, but as a means of communication. It is stated that the main aim of the
curriculum is to offer learners a motivating and entertaining learning environment for them to speak
fluently and to regulate themselves. It is seen that the general objectives of the curriculum are in line
with the general objectives expressed in the Basic Law of National Education no. 1739. Moreover, it is
explained in detail that the approach based on communicative competence, which is taken as the basis
in the curriculum, is that of the four basic competence levels (linguistic competence, verbal
competence, social competence and strategic competence), and that the main reason why curricula
have not achieved success up to the present is their failure to foster the levels of communicative
competence in learners (MoNE, 2018b: 5). Therefore, it is stated that the curriculum is oriented not
towards linguistic competence, but towards learners’ usage of language. In parallel with this approach,
the curriculum has been prepared with task-based and project-based learning outcomes (MoNE, 2018b:
6). Despite the fact that in its form created by the MoNE, the curriculum conforms to the basic principles
of English teaching, it is not fully known how it is implemented in classes at secondary school level in
Turkey. From this point of view, program evaluation is considered important in terms of revealing views
about how the curriculum is implemented.

In its broadest sense, curriculum development is defined as the process of designing, implementing
and evaluating and revising curriculum in line with the data obtained via the evaluation. The final and
most important stage of the curriculum development process is evaluation, since program evaluation is
the process of deciding on the effectiveness of the curriculum by collecting data about its effectiveness,
comparing them with criteria and interpreting them (Erden, 1998). Considering other definitions of
program evaluation, the most striking point is seen to be making a decision about the curriculum at the
end of the program evaluation process (Demirel, 2012; Dogan, 1997). However, it is hoped that the
evaluation will achieve a number of different aims. These aims are to document the events, record
student variation, identify the institutional need, find out what is responsible for problems, assist the
management in making decisions, facilitate corrective measures, and increase the comprehensibility of
the teaching and learning. Every one of these aims is directly or indirectly related to the value of the
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curriculum and can constitute an aim for a special program evaluation study. In evaluation, it is
important to be aware that each aim requires data separately (Stake, 1975). In conclusion, in addition to
examination of whether or not the expected objectives have been achieved, determination of how the
curriculum functions and of whether or not there are means and choices for making improvements to
the curriculum are also among the subjects included in program evaluation (Ornstein & Hunkins, 2016).

Several models are used for the process of program evaluation. In this study, “Stake’s Responsive
Evaluation Model”, which is one of the participant-focused evaluation models, was used. This model,
which was proposed by Robert Stake in 1973, is described as more radical than previous evaluation
models. Compared to previous models developed by Stake himself (e.g. Stake’s Congruence-
Contingency Model), it is seen to have a less formal and clearly a more pluralistic approach (Fitzpatrick,
Sanders ve Worthen, 2011), since in this model, flexibility in responding to the evaluation environment
and to the nature of evaluation is the case. Stake (1973) stated that he was not creating a new
evaluation model, and that it was created based on the situation in which people naturally evaluate,
observe and react to events (cited in Fitzpatrick, Sanders & Worthen, 2011). Stake believed that the
interested parties’ responsiveness to their perceived needs is the basis of evaluation. Accordingly, the
first task that the stakeholders or participants in an evaluation should perform is to determine their
expectations of the program evaluation. According to Stake, as some evaluators have suggested,
program evaluation should not only focus on detailed and systematic evaluation of the objectives, but
also, various characteristics of students besides their learning, and different components of the
curriculum and education process should also be included in the evaluation (Ozdemir, 2009).

The ways in which Stake’s Responsive Evaluation Model, which includes the characteristics of
present-day participatory evaluation models, differs from other evaluation models are given below
(Fitzpatrick, Sanders & Worthen; 2011):

e  With its use of a variable method and approaches, it is flexible; as the evaluation progresses, it
adapts to new information, and it is open-ended.

e  Programs are evaluated by participants from a number of different viewpoints, and importance
is given to pluralism.

e Case studies and qualitative methods that facilitate understanding of the characteristics of a
specific case and enable people to explain events by natural means are the basic
methodological procedures.

e A natural approach is observed in evaluation reports, and reports must be presented within a
rich information network that includes the whole of the participants’ understanding and
explanations.

e The evaluator may make a judgment, and the evaluator’s individual judgment may differ from
that of the participants. The evaluator must adopt a facilitating role that reveals the learners’,
instructors’ and participants’ own judgments.

The reasons for choosing Stake’s Responsive Evaluation Model in this study can be defined as
follows: in this model, flexible and variable methods and approaches can be used; it can adapt to new
information as the evaluation progresses; it is an open-ended model; it can recognize different realities
and value placed on pluralism; it can reflect different viewpoints about a curriculum as they are; it
regards local knowledge, theory and individual characteristics of curriculum as more important than the
curriculum in general.

The responsiveness and flexibility of Stake’s Responsive Evaluation Model are shown in the clock
diagram below, which includes the basic and repetitive steps developed by Stake (1975). Although the
evaluator typically begins and continues the evaluation in a clockwise direction, Stake stated that any
event could follow another event, and that if the existing situation and understanding required a
change, the evaluator could at any point continue in an anticlockwise direction or by following different
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steps in a clockwise direction. The steps suggested by Stake in his Responsive Evaluation Model are
shown in Figure 1 below.

1) Talk with Staff
and Participants
Involved in Program

12) If Necessary, .
Convert to Formal 2) Identify Scope of

Reports Program

L

11) Format Study for
Audience

3) Review
Program Activities

10) Validate, Confirm, 4) Discover Aims
and Query Accuracy and Concerns
Related to Program

9) Thematize:

Prepare Portrayals 5) Conceptualize
and Case Studies Issues and Problems

8) Observe
Designated Program
Antecedents, 6) Identify Data
Relationships and Needs
Outcomes 7) ldentify

Observers, Judges
and Instruments

Figure 1. Basic Steps of Responsive Evaluation Model According to Stake (1975)

As can be seen in Figure 1, in Stake’s Responsive Evaluation Model, the study is begun by
obtaining information about the cases in the program from participants or experts with knowledge
about the program. According to the information obtained, a decision is reached about the scope of the
program that is to be evaluated, and how it is to be delineated. After the scope has been identified,
activities and its strong and weak aspects are determined. The aims and concerns related to the
program are revealed with the determined issues. These issues and problems are conceptualized and
the necessary data needs are identified. The program stakeholders from whom these data are to be
obtained are identified. By means of the collected data, the program relationships are examined in the
context of the past and the future. The data are thematized and described. Following this step, it is
recommended that the evaluation results are frequently shared with the stakeholders and that the
accuracy of the obtained data is queried. At the final stage, the study is formatted for the audience and
converted into the form of a report.

When these steps are taken into consideration, Stake (1975) stated that his Responsive Evaluation
Model could be effective for both formative evaluation and summative evaluation. The fact that the
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model enables formative evaluation makes it possible to identify problems that appear in the
implementation related to the program and to determine which issues regarding the program the
stakeholders need help with; the fact that the model enables summative evaluation allows for a general
understanding to be revealed about program activities, strong aspects and weaknesses.

The basic steps of the Responsive Evaluation Model were carried out in this study as follows:

First of all, the views of experts regarding the curriculum were sought in order to obtain information
from staff and participants involved. An academician with a doctorate in the field of English teaching, an
academician doing a doctorate in English teaching, and an English teacher who was teaching in a state
school were asked for their general opinions about the curriculum, problems that were experienced and
that could be experienced in the curriculum, concerns about the curriculum, and what could be done to
improve the curriculum. The framework of the evaluation was determined based on the views obtained
from the experts who worked in the field of English language teaching and the English curriculum and
who had the role of participants, on a review of the related literature, and on the evaluation model.

The Secondary School English Curriculum consists of the 9th, 10th, 11th and 12th grade levels.
However, the scope of the program evaluation in the study was limited to the 9th grade. The reason for
this was the fact that the 9th grade level is a transition level between primary and secondary language
education, it forms the basis for higher grades of secondary education, and therefore, more problems
are seen to occur in the 9th grade dimension.

In order to identify the activities, the curriculum was examined with the document analysis
technique. At this stage, the understanding adopted in the curriculum, the objectives, content, teaching-
learning process and evaluation elements were examined and compared with the expert views obtained
at the previous stage. However, since there was a need to collect data at this point, within the
framework of the examination of the curriculum, the expert views, the review of the literature and the
specified evaluation model, a semi-structured interview form was prepared. After the interview form
had been tested, the data collection stage was begun.

At the data collection stage, interviews were held with teachers working in different socio-economic
areas with the aim of revealing different perspectives, concerns and views related to the evaluated
program. Teachers implementing the 9th grade English curriculum were selected as participants of the
study. The reasons for inclusion of the teachers at the data collection stage were that in our country,
curricula are created with a centralist approach, teachers included in the implementation can remain in
the background in this process, and the idea that revealing these views would enable the process by
which the program was conducted to be better explained. Moreover, as emphasized by Stake (1975), it
was considered that various experiences expressing the individual aspect of programs would be shared
more overtly by teachers. Based on the data obtained from the teachers who took part in the evaluation
study, the concerns and problems that were stated concerning the curriculum are also given in the
findings section of the study. To conceptualize the issues and problems, the categories were determined
by conducting descriptive analysis. The issues addressed within the scope of the study were discussed by
conducting interviews with teachers in schools located in different socio-economic areas.

With regard to creating the themes in the study, the data obtained in relation to the teachers’
statements were separated into themes, and the teachers’ statements included in each theme are
explained in detail in the study in order to reveal the relationships in the curriculum. The findings
obtained from the study were conveyed to the teachers participating in the study, and their approval
was obtained. The evaluation study was converted into the form of a report in order to present it to the
audience.

Based on this information, this program evaluation study will enrich the related field in terms of
understanding various contexts in which the secondary school 9th grade English curriculum is
implemented, and of including the positive and negative aspects of the curriculum. For this reason, the
comments of teachers, who are the implementers of the curriculum, have been directly included in the
study. The reasons for especially discussing the 9th grade curriculum in the study were that the 9th

506



GUREL & DEMIiRHAN iSCAN — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 49(1), 2020, 501-554

grade level is a transition level between primary and secondary school language education, it forms the
basis for higher grades of secondary education, and more problems are seen to be experienced at this
class level (Karci, 2012; Yiice, 2018).

As emphasized by Stake, the effectiveness of a curriculum cannot be understood only by whether or
not the objectives of the relevant curriculum are achieved, but with evaluation of the program by the
stakeholders. With this aim, the “Secondary School 9th Grade English Curriculum” which was
implemented in public and private schools in the 2018-2019 academic year, was evaluated according to
the views of teachers.

Therefore, the research problem consists of the question “What are the views of teachers regarding
objectives, content, learning experiences and evaluation elements together with the implementation of
the secondary school o' grade English curriculum?”

Method
Research Model

This study is a program evaluation model created by consulting the views of teachers, and is
designed according to qualitative research methods. Qualitative studies express an intellectual process
based on different methodological traditions that examine a social or human problem. “The researcher
builds a complex, holistic picture, analyzes words, reports detailed views of informants and conducts the
study in a natural setting” (Creswell, 1998). The study was conducted by using the case study model of
qualitative  research  methods. According to Merriam (1998), “a qualitative case
study is an intensive, holistic description and analysis of a single instance, phenomenon, or social unit”.
Yildirrm and Simsek (2013) stated that a case study is an empirical research method that studies a
current phenomenon within its own real life framework, in which the boundaries between the
phenomenon and content are not completely defined, and which is used in cases where there is more
than one piece of evidence or data source.

The study was designed within the framework of the holistic multiple case study type of case study
models. In a holistic multiple case study design, more than one case that can each be perceived
holistically on its own is in question. Each case is dealt with holistically in itself, and later, the cases are
compared with each other (Yildirim & Simsek, 2013). In this study, each school among the state and
private schools where the English teachers were employed was treated as a holistic unit in its own right.
Data related to the schools that participated in the study are given in Table 1:

Table 1.
Information Related to Socio-Economic Statuses of Schools Participating in Study
School Number of Number of School Type Socio-Economic Status
S1 1154 87 State School Low Level
S2 650 50 State School Medium Level
S3 721 45 State School Medium Level
S4 820 73 Private School High Level
S5 710 67 Private School High Level

The English teachers at the schools participating in the research were selected from among state
schools and private schools in the province of Afyonkarahisar by considering their accessibility for the
researcher. All the schools are in the city, and are distinguished from each other by differences in the
neighborhood where they are located, their numbers of students and teachers, their students’ families’
income levels, and their students’ levels of readiness for the subject of English. Information related to
the schools’ socio-economic statuses was obtained from the relevant teachers and from the schools’
websites. The names of the teachers and schools that participated in the research were kept
confidential by the researcher.
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The first school is a secondary education institution located in the city center of Afyonkarahisar and
attended by students whose families have low socio-economic income levels. The numbers of students
and teachers are high, but the school’s physical, social and economic conditions are at a low level. The
average grades in the subject of English of students attending this school were stated to be generally
low by the teachers participating in the study.

The second school is a state school with a medium socio-economic status located in the city of
Afyonkarahisar but in an outer district of the city. Teachers at this school stated that its physical
conditions were at an adequate level, but that since the students’ readiness levels were only average,
they were unable to achieve the desired level of success.

The third school is a well-known state school located in the city center of Afyonkarahisar. The socio-
economic status of the school is medium. The student profile of the school consists of students coming
from different economic environments. For this reason, students’ average grades in English also vary.

The fourth school is a private school located in the city center of Afyonkarahisar. The socio-economic
status of the school is high. Its physical and social facilities are sufficient, and the students’ average
grades in the subject of English are high. The students have different lessons aimed at their English
language skills (such as a special speaking skills lesson).

Similarly, the fifth school is a private school located in the city center of Afyonkarahisar. The school
has a high socio-economic status. There are special learning environments at the school, such as an
English class; the students follow the lessons from internet-based resources and individualized
education is carried out.

In the study, to plan the case study for the schools discussed above, the following steps were
followed (Yildirnnm & Simsek; 2013):

1)Development of the research problem: In case studies, the researcher has to form research
questions based on “how” and/or “why” by determining a specific case or cases. In this study, the
researcher discussed schools with different socio-economic statuses (low-medium-high) and sought
answers to the question, “What are the views of teachers regarding objectives, content, learning
experiences and evaluation elements together with the implementation of the secondary school 9™
grade English curriculum?”

2) Development of the sub-problems of the research: Each sub-problem indicates an area that the
researcher will focus his/her attention on. In this study, too, in addition to the components of the
curriculum, the views of teachers regarding the implementation of the curriculum were sought. These
views were described by comparing the schools’ socio-economic statuses.

3) Identifying the units of analysis: This stage is related to defining the “cases” given in the research.
The cases in this research consist of five different schools. The cases in these schools are restricted to
English lessons at 9th grade level.

4) Specifying the case to be studied: The researcher, who determines the research problem, the sub-
problems, if any, related to this problem, and the units of analysis, identifies the case or cases that s/he
believes can best be studied. The researcher must give particular attention to which cases are suited to
the problem or not, and to whether or not the considered cases will be feasible for research. In this
study, it was considered that the question, “What are the views of teachers regarding objectives,
content, learning experiences and evaluation elements together with the implementation of the
secondary school o' grade English curriculum?” could be examined in schools located in areas with
different socio-economic characteristics, since although there is a centrally prepared curriculum,
implementation can vary in the context of the schools.

5) Selection of individuals who will participate in the research: At this stage, the researcher, who
decides on the case or cases to be studied, specifies which individuals from the case or cases selected
will be included in the research. As in many qualitative studies, the number of cases or samples in case
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studies is relatively small. In this study, the voluntariness of the teachers at the schools was taken as the
basis. In the public schools, eleven teachers from the three schools volunteered to take part in the
research. On the other hand, in the private schools, only three teachers from the two schools could be
included in the research based on voluntariness. Teachers employed in private schools are generally
unwilling to participate in research due to lack of time.

6) Data collection and relating the gathered data with the sub-problems: The data collection method
or methods are determined by considering the sub-problem or problems formed at the beginning of the
research. In this way, in the data collection process, it will be possible for the researcher to avoid
collecting data that might be unrelated to a sub-problem. In this study, the process of creating the
interview form composed for data collection was structured with the steps followed within the scope of
Stake’s Responsive Evaluation Model. First of all; the staff, participants and experts involved were met,
the scope of the curriculum (9th grade) was identified and the curriculum activities were reviewed using
document analysis. After all these steps, the interview from was created in such a way as to include the
research question and sub-problems.

7) Data analysis and interpretation: The research problem and sub-problem(s) have an important
place in the analysis of the research data. The data can be arranged and interpreted by taking the sub-
problems formed at the beginning of the research as the basis. Unnecessary data unrelated to any sub-
problem are excluded during the data analysis and interpretation process. In this study, the data were
analyzed and interpreted with descriptive analysis within the context of the research problem (teachers’
views regarding the components of the curriculum) and sub-problem (teachers’ views regarding the
implementation of the curriculum).

8) Reporting of the case study: For reasons stemming from the nature of the research method, case
studies are full of broad explanations and participants’ descriptions. In this study, too, the views of
participants are presented objectively as they are, via the obtained data.

Study Group

The research was conducted using the convenience sampling one type of purposive sampling
methods. Yildirim and Simsek (2013) defined this sampling method as selection of a sample that is close
by and easily accessible with the aim of gaining speed and practicality for the research. Convenience
sampling is mostly used in cases where the researcher does not have the opportunity to use other
sampling methods. In this study, the researcher conducted the study with 14 volunteer English teachers
working in 3 state schools and 2 private schools located within the boundaries of Afyonkarahisar
province. Moreover, to achieve triangulation of the relevant data, the teachers were selected based on
the fact that the schools where they worked were state schools or private schools. The demographic
characteristics of the English teachers who were interviewed in the research are given in Table 2.

Before the interview process was begun, information was given to the teachers participating in the
research about the curriculum for which the evaluation study was made. Copies of the curriculum text
were shared with the teachers and they were asked to examine it. Before the interviews were begun,
the teachers taking part in the interviews were asked to sign an informed consent form.

Table 2.

Demographic Characteristics of Teachers Participating in Research

Teacher Gender Professional Faculty Education School Socio-Economic

Seniority Graduated Level Where Status of School

From Employed

T1 Female 12 years Education Postgraduate  State School Medium Level
Faculty Degree

T2 Female 13 years Education Bachelor’s State School  Medium Level
Faculty Degree
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T3 Female 7 years Education Bachelor’s State School Low Level
Faculty Degree

T4 Female 11 years Other Bachelor’s Private High Level
Faculty Degree School

T5 Female 9vyears Education Bachelor’s State School Medium Level
Faculty Degree

T6 Male 15 years Education Bachelor’s State School = Medium Level
Faculty Degree

T7 Female 11 years Education Bachelor’s State School  Medium Level
Faculty Degree

T8 Female 9vyears Education Bachelor’s State School Medium Level
Faculty Degree

T9 Female 7 vyears Education Bachelor’s State School Low Level
Faculty Degree

T10 Female 13 years Education Bachelor’s State School  Medium Level
Faculty Degree

T11 Male 8 years Education  Bachelor’s State School  Medium Level
Faculty Degree

T12 Female 4 vyears Education Bachelor’s State School Medium Level
Faculty Degree

T13 Female 4 vyears Education Bachelor’s Private High Level
Faculty Degree School

T14 Female 3vyears Education Bachelor’s Private High Level
Faculty Degree School

Examination of Table 2 shows that 12 of the teachers participating in the research were female,
while 2 were male. Three teachers had less than 5 years of professional seniority, five teachers had 5-10
years, and six teachers had 10-15 years. None of the teachers had more than 15 years of professional
seniority. 13 of the teachers were graduates of education faculties, while only 1 teacher had graduated
from a faculty other than an education faculty. Moreover, while 12 of the teachers were graduates of
the English language teaching, 1 teacher was a graduate of the Banking and Finance and was employed
as an English teacher at a private school. While 13 of the teachers had not received postgraduate
education, 1 teacher was pursuing her doctorate education in the field of curriculum and instruction.

Data Collection Tools

Since a case study model of qualitative research method was used in the study, data were gathered
via interviews conducted with teachers in order to gather in-depth knowledge. With the aim of
preparing the interview form, first of all, an academician with a doctorate in the field of English
teaching, an academician doing a doctorate in English teaching, and an English teacher who was
teaching 9th grades in a state school were asked the following questions in order to set the interview
questions:

e What are your opinions about the secondary school 9th grade English curriculum? Can you
explain the strong and weak aspects of the curriculum’s objectives, content, teaching-learning
activities and evaluation components?

e In your opinion, what problems are/might be experienced regarding the secondary school 9th
grade English curriculum?

e In your opinion, what can be done to improve the secondary school 9th grade English
curriculum?
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The responses that were obtained were also analyzed by the researcher with an examination of the
relevant curriculum. Next, the data collection tools of English curriculum evaluation studies in the
related literature were also examined (Aslan & izci, 2017; Celik & Filiz; 2018; Cetin, 2018; incirci &
Parmaksiz, 2016; Kandemir, 2016; Karatas & Fer, 2009; Kurt, 2017). Questions related to
implementation of the communicative language approach in the classroom, the effect of the
implementation of the Al, A2, B1 and B2 levels of the Common European Framework for Languages
(CEFR) in schools, whether or not the varieties of assessment (video blogs, e-portfolios, etc.) included in
the curriculum were applied in reality, and problems experienced in implementation were added to the
interview questions in line with the obtained responses and the literature review.

After the interview questions had been reviewed by an academician who was an expert in the field
of Curriculum and Instruction, they were given their final form, and for testing purposes, interviews
were held with 2 English teachers. After the test application, it was seen that there were no problems
concerning the understandability of the interview questions, and the actual implementation was begun.
Some of the questions in the interview form are given below:

e What are your views on the objectives expressed in the secondary school 9th grade English
curriculum? Are the objectives suitable for the students’ level? Does the number of objectives
conform to the other elements of the curriculum (content, activities, evaluation)? Do the
objectives support and suit each other?

e Can you explain your implementation of the secondary school 9th grade English curriculum by
giving examples from your English lessons? How do you plan your lessons? Which resources do
you make use of? What tools and materials do you utilize?

e What are your opinions about the use of the A1, A2, B1 and B2 levels of the Common European
Framework for Languages (CEFR) given in the secondary school 9th grade English curriculum in
English classes at your school)?

The interviews were conducted in 3 state schools and 2 private schools located within the
boundaries of Afyonkarahisar province. The interviews lasted about 60 minutes and the voluntariness of
the participants was taken as the basis. While the interviews were being held, the participants did not
give permission for sound recordings to be made. Therefore, the researcher took notes while conducting
the interviews. While the interviews were being held, the researcher asked the questions orally, and in
order to preserve objectivity, no guidance was given regarding the responses given.

Data Analysis

In the study, the data obtained from the teachers using the interview technique were examined with
descriptive analysis. According to Yildirnm and Simsek (2013), data obtained in descriptive analysis are
summarized and interpreted according to previously determined themes. With the aim of reflecting the
views of the individuals interviewed in a striking way, direct quotations are frequently included. Within
the framework of the descriptive analysis, the following steps proposed by Yildirrm and Simsek (2013)
were followed:

e Creating a framework for descriptive analysis: A framework for the data analysis was created
based on the research questions, the conceptual framework of the research and the questions
included in the interview form. This framework was structured around the themes. Accordingly,
the themes were organized as findings related to the curriculum elements (objectives, content,
learning experiences and evaluation), the positive and negative aspects of the curriculum,
findings related to implementation of the A1, A2, B1 and B2 levels of the Common European
Framework for Languages (CEFR) given in the curriculum, and needs and recommendations
related to the curriculum.

e Processing the data according to the thematic framework: At this stage, each interview form
obtained was read and coded one by one according to the framework created in line with the
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themes given above. For the descriptive analysis, the data were grouped in accordance with the
themes and arranged in the form of a single document.

e Ensuring validity and reliability: In qualitative studies, validity means the measurement tool’s
correct measurement of the phenomenon it intends to measure and its unbiased observation
of the phenomenon investigated as it actually is. To increase the internal validity of the
research, while the interview from was being developed, a conceptual framework was created
for the subject following examination of the related literature. Moreover, during the
interviews, an attempt was made to ensure that participants conveyed information related to
their actual situations. For this reason, only volunteers were interviewed, and they were
informed that no information about their identities would be shared. To increase the external
validity (generalizability) of the research, the research process and the steps taken in this
process were described in detail. In this context, information about the study group, data
collection tool, data collection process, and data analysis and interpretation is given in detail in
the method section. To increase the internal reliability of the research, while the findings were
being given, the data were diversified and data that contradicted each other were also given in
their actual form with direct quotations. To increase the external reliability of the research, the
assistance of another English teacher was sought and she was also asked to code a certain
section of the data herself. For this purpose, the concordance percentage suggested by Miles
and Huberman (1994) [Reliability = Number of Agreements/(Number of Agreements + Number
of Disagreements X 100)] was used, and as a result of the calculation, the inter-rater reliability
was determined to be over 80%.

Describing and interpreting the findings: At the final stage, the data organized with descriptive
analysis are described. Direct quotations are included in the necessary places. Moreover, the data are
reported in a lucid and readable way. At the end of the research, the described findings are explained.
Cause and effect relationships between the findings are established and where necessary, comparisons
are made with different studies.

Findings

In this qualitative study, the findings that emerged are discussed under the themes created in
accordance with the aim of the research and the research questions. These themes are presented as
opinions related to the objectives, content, learning experiences, and evaluation elements of the
curriculum and to the implementation of the curriculum. The obtained findings are explained in relation
to the themes and to quotations obtained from views belonging to the themes, according to the
previously determined framework for descriptive analysis in the way specified by Yildirnm and Simsek
(2013).

1. Teachers’ Views Related to the Objective Element of the Curriculum

In this section, the views of the interviewed teachers are separated into the following themes:
suitability of the objectives for the level of the students, number of objectives, easiness-difficulty of the
objectives, and relationship with other elements of the curriculum. These themes are presented in Table
3.

Table 3.
Themes Related to Learning Objective Element of Curriculum
Themes Codes Frequency (f)
Suitability of Objectives - Objectives are suited to level of students 11
for Level of Students - Objectives levels are unbalanced 2
Number of Objectives - Objectives have been simplified in terms 3
of number
- Number of objectives in different skills is 3
too high

512



GUREL & DEMIiRHAN iSCAN — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 49(1), 2020, 501-554

Easiness-Difficulty of - Speaking objectives are difficult 3
Objectives - Objectives are simple 3
Relationship of - Through objectives, progressiveness and 10
Objectives to other spirality features of curriculum are
Curriculum Elements preserved
- Objectives are related with each other 8
and with other curriculum elements
- Relationship between objectives and 4

activities is not established

As shown in Table 3, according to the views obtained, the objectives given in the curriculum were
generally considered to be suitable (n=11) for the level of the students. However, the views obtained
from one teacher employed in a state school and one teacher working in a private school show that
there are certain imbalances related to objectives given in the units. One teacher working in a state
school stated that objectives related to speaking may be above the students’ level:

“If we discuss the objectives related to the four basic skills included in the curriculum as a whole, | can
say that they are partially suitable for the level of the students. However, if we consider that 9th grade
students are at A1/A2 level, some of the objectives are above the students’ level, while others are below
the students’ level. For example, the objective related to students’ ability to use tag questions is not very
appropriate for the level of the students. Or, the level of the objectives regarding speaking skills is too
high for students who are not equipped with sufficient vocabulary. Therefore, a greater number of
objectives for vocabulary and reading can make these higher-level objectives suitable for their level.”
(T1-State School-Medium Level)

Similarly, another teacher working in a private school stated that while some of the objectives
unnecessarily elaborate too much on a certain topic, they move on from other topics without placing
enough emphasis on them:

“The objectives are generally appropriate for the students’ level. However, there are a few problems
with the objectives. While some topics are treated extensively, other topics are not adequately dealt
with. In objectives that should be given together, topics are pushed into different themes. Therefore,
objectives are split up. To give an example, while the past simple and past continuous topics need to be
given together, they give the past simple in one unit and pass on.” (T4-Private School-High Level)

It can be understood that comments about the number of objectives vary according to school type
(state school-private school). Teachers working in state schools stated that compared to the previous
curriculum (MoNE, 2011 Secondary School English Curriculum) the objectives were simplified (n=3) in
terms of their number, and they considered this to be a positive implementation. However, in schools
where students had a low level of readiness for the English course (n=3), teachers stated that fostering
objectives related to reading, writing, listening, speaking and pronunciation given in each theme all at
the same time was difficult:

“In the latest change made to the curriculum, the number of objectives has been reduced. This is a
positive development. Students in a school at Anatolian High School level receive four hours of
compulsory plus two hours of elective English lessons. In this case, the number of objectives is not too
high.” (T1-State School-Medium Level)

“When | divide the objectives into units and evaluate the objectives, at least in the first term, |
consider them to be adequate. For example, in the previous curriculum, the number of objectives was
much too high, since the level of English knowledge that students brought from middle school is very low.
First of all, | try to close this gap.” (T3-State School-Low Level)

In teachers’ views regarding the easiness-difficulty of the objectives, it was stated that in state
schools (n=3), students generally had difficulty with speaking-related objectives. In the opinion of a
teacher employed in a state school with a medium socio-economic status, students became bored
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because of the great number of speaking objectives and because it was more difficult to foster objective
related to this skill compared to the other skills. However, teachers working in private schools stated
that the objectives were very simple for the students (n=3), and that they themselves supported the
objectives in parallel with the themes given in curriculum.

“The objectives are suitable for the students’ level, but the speaking objectives are not very
practicable or striking. Therefore, they do not encourage the students enough. Also, the objectives are
not evenly distributed for each skill. For example, in each theme, the number of objectives related to
speaking is higher than that of the others.” (T5-State School-Medium Level)

“The objectives are very light for us. They are inadequate for the students. Because | work in a private
school, we have to add reinforcements to the curriculum. We mostly increase the speaking objectives.
We already conduct speaking lessons for at least 1 hour per week in order to develop the objectives
related to speaking skills (Speaking Course). The students acquire the grammar-related topics very
quickly in any case.” (T13-Private School-High Level)

In the category about the relationship of the objectives with other elements of the curriculum, the
teachers generally considered the objectives to be related (n=8) with each other and with the other
curriculum components. Therefore, most of the teachers stated that thanks to the objectives, the
curriculum preserved its characteristics of progressiveness and spirality (n=10), and that parallel to this,
the content followed a direct path from simple to complex as the themes progressed. It was stated that
the objectives were appropriate for the content, but some teachers also made the criticism that a clear
relationship between the objectives and the activities given in the curriculum was not established (n=4):

“Generally, the objectives are dealt with independently within the themes and complement each
other. However, the objective-content relationship has been better prepared than the objective-activity
relationship. It is not clear which objectives the activities given in curriculum will be associated with.”
(T6-State School-Medium Level)

“The objectives partially support each other. The spirality characteristic of the curriculum has been
preserved. The students are reminded of the objectives with repetitions. In any case, language education

is holistic. A listening skill taught in the previous theme has a positive effect on the following activity.”
(T7-State School-Medium Level)

According to the views obtained, both teachers working in state schools and teachers employed in
private schools stated that the objectives were appropriate for the level of the students, the objectives
generally supported each other, the objectives were related with other elements of the curriculum, and
the objectives supported the characteristics of progressiveness and spirality in the curriculum. On the
other hand, teachers who were on duty in state schools emphasized that the number of objectives were
too high, that especially objectives related to speaking skills could not be fostered due to students’ low
levels of readiness, and that the objectives given were not proportionate to the lesson hours.
Furthermore, teachers serving in private schools reported that due to the higher number of lesson
hours, the number of objectives were very low, and that because the objectives were simple, they made
additions, especially to speaking objectives.

2. Teachers’ Views Related to the Content Element of the Curriculum

In this section, the views of the interviewed teachers are separated into the following themes:
organization of the content, problems related to course books and characteristics of the content. These
themes are presented in Table 4.
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Table 4.
Themes Related to Content Element of Curriculum
Themes Codes Frequency (f)
Organization of - Content is organized progressively from 10
Content simple to complex
- Content is organized according to 10
prerequisite learning
Problems Related to - Course books are inadequate 7
Course Books - Additional resources are used 3
Characteristics of - Content is inadequate 6
Content - Content is up-to-date and related to real 1
life
- Content includes scientific knowledge 1

The teachers who took part in the study all agreed that the content was organized progressively
from simple to complex (n=10) and according to prerequisite learning (n=10).

“The content includes up-to-date information and is organized progressively from simple to complex.
Objectives given in the previous unit appear before us in the following units. This enables revision and
recall. For example, the fact that the subject of comparatives is taught in the 2nd unit prepares the
ground for the topic of superlatives in the 4th unit.” (T2-State School-Medium Level)

However, it was stated that problems occurred with regard to reflection of the curriculum content in
course books. Teachers employed in state schools were of the opinion that the themes in the curriculum
were not reflected and that the books distributed to schools by MoNE were inadequate (n=7).
Moreover, teachers working in private schools used books prepared by other institutions in parallel with
the themes in the curriculum (n=3):

“While up-to-date content is included in the curriculum, the content of the course book does not
always include up-to-date, technological information. In any case, because we are a private school, we
do not use the books provided by MoNE, but other books appropriate to the curriculum. These books
have been prepared more professionally than the books provided by MoNE.” (T14-Private School-High
Level)

“Although there is plenty of content related to speaking and listening, | do not believe that this
content is given completely in the course book. In my opinion, MoNE needs to review the compatibility of
the curriculum content and the course book.” (T8-State School-Medium Level)

Similarly, teachers found the curriculum content to be inadequate regarding relevance of the
curriculum content to real life and its inclusion of scientific, up-to-date knowledge (n=6). On the other
hand, one teacher considered that the content of the curriculum was of better quality than that of the
previous curriculum:

“Yes, some contents are able to attract interest, but the topics need to be continually updated,
and more space should be given to technological subjects. For example, in the topic of “celebrities”, a
singer named Norah Jones is included, but if there was another performer that they knew about, it would
be better. From time to time, an attempt is made to include scientific and current information, but
problems appear because coherence between the book and curriculum has not been established.” (T1-
State School-Medium Level)

“The contents of the curriculum are related to real life. Inclusion of up-to-date information is also at a
better level than previous curriculum. | believe that previous curricula fell short in this respect, and that
in recent years, MoNE has given more importance to currency in English education. But of course, this
situation is not the same as the language education provided in private schools.” (T6-State School-
Medium Level)
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The obtained data reveal that most of the teachers employed in both state schools and private
schools shared the view that the curriculum content was organized according to prerequisite learning
and progressively from simple to complex. However, teachers employed in state schools stated that
they were not satisfied with the course books but that they used these books provided by the MoNE.
Teachers who worked in private schools reported that they were not satisfied with the course books,
either, and that they used different course books.

3. Teachers’ Views Related to the Learning Experiences Element of the Curriculum

In this section, the views of the interviewed teachers are separated into the following themes:
objective-activity relationship, problems due to the communicative approach, activities included in the
curriculum, planning of the activities, and tools, materials used in the activities. These themes are
presented in Table 5.

Table 5.
Themes Related to Learning Experiences Element of Curriculum
Themes Codes Frequency (f)

Objective-Activity - Activities are not appropriate to outcomes 4

Relationship

Problems due to - Conducting speaking activities in class is difficult 10

Communicative

Activities Included in - Activities in curriculum are not included in course book 6

Curriculum

Planning of Activities - Daily lesson plans are not made 6
- Weekly lesson plans are made 2
- Classrooms are crowded 2

Tools and Materials - Use of smart boards 10

Used in Activities - Necessary technological tools are not provided 4

The views obtained from the teachers reveal that problems were experienced in applying the types
of activities given in the curriculum according to the objectives (n=4), and in conformity of the activities
in the curriculum with the course book (n=6). Other problems expressed were that activities could not
be properly conducted because the classrooms were too crowded for effective language learning (n=2),
and that the physical facilities in some state schools were not adequate for activities (n=4):

“There are objectives for directing students towards a communicative approach, but there are no
activities that enable these objectives to be achieved, unfortunately. In the course book, there is only one
reading passage, questions related to this, one listening text, and questions related to this.” (T1-State
School-Medium Level)

“In my opinion, with regard to implementation of activities, the physical condition of the school and
the student portfolio are important. Although we are a private school, the fact that there are 35 students
in each class in 9th grade makes it difficult to implement activities. Moreover, we don’t have any
problems in implementing the activities, but how can a teacher trying to implement this curriculum in
eastern provinces utilize facilities such as smart boards? It is very difficult to carry out activities when
there is no equipment like smart boards, computers or MP3 players.” (T14-Private School-High Level)

With regard to how the communicative language approach, which must be implemented by teachers
in their classes according to the curriculum, is applied in conjunction with the activities, teachers stated
that they were generally unable to apply this approach in class (n=10), that grammar-based instruction
was mostly given in accordance with the course book, and that for emphasizing this approach, provision
of sample activities aimed at the speaking objectives in the curriculum could be beneficial. Moreover,
the situation in private schools differs in this respect. Teachers working in private schools stated that
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since the classroom materials were more up-to-date and technological, they were able to implement
the activity dimension of the curriculum more effectively (n=3):

“I do not believe that this approach can be implemented in schools. We do not have suitable facilities
for this approach. For example, lower class sizes, a simplified curriculum, improvement of students’
readiness, etc....the MoNE should make efforts to guide English teachers in this subject.” (T9-State
School-Low Level)

“In this regard, we are ahead of MoNE schools because we speak English all the time in class.
Moreover, MoNE’s book does not provide enough activities in this respect. When the curriculum is
examined, there are TV, radio, songs, video, poems and role plays. We already use these in our classes. In
addition, there are online resources in the book that we ourselves use. These are rather expensive
resources. Since we buy them from this publisher, it is not a problem. But | don’t know how this is
enabled in MoNE schools.” (T4-Private School-High Level)

Moreover, when the teachers were asked how they planned their activities and which tools and
materials they used, they said that they mostly used smart boards (n=10). There were no smart boards
in some of the schools where the teachers worked (n=4). However, the variety of smart board activities
differed between private and state schools. While teachers in state schools were only able to use certain
resources on smart boards, private school teachers reported that they had more freedom in this
respect. Teachers who worked in state schools stated that they did not make weekly or daily plans
(n=6). In this sense, the course book served as a guide to teachers. In private schools, however, some
teachers reported that they made weekly plans (n=2).

“I mostly use the smart board. Kahoot and EBA are the primary resources. However, on smart boards,
we cannot digress from the MoNE content. At that point in the lesson, we cannot open a relevant video.
This also causes restriction in implementation. To enable communicative competence in curriculum,
English lessons need to be taught more technologically and interactively.” (T10-State School-Medium
Level)

According to the views obtained, teachers employed in both private schools and state schools were
of the same opinion that objective-activity concordance was not completely enabled in the curriculum,
the lack of inclusion of sample activities was a negative situation, the activities in the course book did
not correspond to the activities given in the curriculum, and the communicative approach was not
reflected in the classroom in the way that it was given in the curriculum.

4, Teachers’ Views Related to the Evaluation Element of the Curriculum

In this section, the views of the teachers are separated into the following themes: level of achieving
objectives and assessment tools used. These themes are given in Table 6.

Table 6.
Themes Related to Evaluation Element of Curriculum
Themes Codes Frequency (f)

Level of Achieving Objectives -Low 6
-Medium 2
-High 2
Assessment Tools Used -Video blogs are not used 11
-E-portfolio application is not carried out 8
-Technological assessment tools are used 3

According to the teachers, levels of achieving objectives are grouped as low (n=6), medium (n=2) and
high (n=2), while some teachers did not provide information on this subject. Teachers made comments
related to reasons why objectives were not achieved under headings such as inability to access
technological devices, low socio-economic statuses of students’ families, and lack of interest in the
lessons due to school type:
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“...I cannot say that | am able to enable acquisition of all the objectives given in curriculum. In my
opinion, the most problematic objectives are pronunciation, listening and speaking. They try to do
reading and writing to some extent. | believe that the reasons why these objectives cannot be achieved
are low socio-economic situation stemming from families, difficulty in accessing devices like computers,
attending vocational high school (that is, students attending vocational high school are oriented towards
technical subjects, and they believe that English will not be of benefit to them), and the fact that in their
own circles, they do not spend time with English apart from social media (listening to English songs,
watching serials in English).” (T3-State School-Low Level)

The assessment tools used in the curriculum are achievement tests, self-evaluation forms, pencil-
and-paper tests, teachers’ observations, and practical exams that include speaking skills. The teachers
stated that they generally did not use varieties of assessment such as keeping video blogs (n=11) and e-
portfolios (n=8) in their classes. The reasons for this were that in crowded classrooms, it was difficult to
implement assessments such as this, and that students did not believe in the credibility of these
assessments. In contrast with this situation, however, teachers in private schools (n=3) stated that they
applied assessment types such as tech-pack and e-portfolios included in the curriculum and that in
addition, they used other evaluation methods not included in the curriculum:

“...We do not use the tech-pack, video blogs or e-portfolios included in the curriculum. Reasons such
as the fact that assessment types such as these cannot be applied because some students do not have
the internet or computers in their homes, some students do not believe in the credibility of these
activities, and it is difficult to do them in crowded classrooms, make things hard for us. Also, it would be
nice if assessment types to be implemented in schools were created by getting ideas from teachers.”
(T12-State School-Medium Level)

“We mostly use all the varieties of assessment included in the curriculum (pencil-and-paper tests, e-
portfolios). Only video blogs are not used. Instead of this, we have different individualized applications.
Let me explain. We have a test once a fortnight. We have three oral speaking exams. We have two main
exams. We give weekly individual assignments on digital platforms. In addition, we also give written
homework. We do poster presentations instead of video blogs. Since there are not many students in our
classes (min 9 max 14), it is not difficult to conduct these activities.” (T4-Private School-High Level)

The obtained data reveal that there is a difference between the teachers working in state schools
and teachers employed in private schools with regard to use of the assessment methods and tools given
in the evaluation dimension of the curriculum. Teachers working in private schools were able to use the
assessment applications given in the curriculum like e-portfolios as well as individualized assessment
methods due to the low numbers of students in their classes. However, teachers employed in state
schools stated that they did not use applications such as video blogs and e-portfolios, and rather, used
paper-and-pencil tests and occasionally included practical exams.

5. Teachers’ Views Related to Implementation of the Curriculum

In this section, the views of the interviewed teachers are separated into the following five themes:
positive aspects of the curriculum, negative aspects of the curriculum, implementation of the CEFR
levels given in the curriculum, needs related to the curriculum and recommendations related to the
curriculum. The themes created as a result of the descriptive analysis related to the positive aspects of
the curriculum are presented in Table 7.
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Table 7.
Positive Aspects of Curriculum According to Teachers
Themes Codes Frequency (f)
Positive Aspects  Curriculum has progressiveness and spirality characteristics 5
of Curriculum All four skills are included at the same time

2
Importance is given to speaking skills 2
Curriculum has been simplified 1

1

Curriculum is supported with technological tools

In the opinions of the teachers, it was agreed that the fact that the curriculum mostly begins at an
elementary level and that its degrees of difficulty gradually increase is a positive aspect, and that this
situation will be beneficial in terms of students’ readiness (n=5):

“The fact that the curriculum starts with English at beginner level as if it were being newly learnt is a
positive feature. This helps us to close the gap between our students who come with different levels,
since we have students with very low levels of readiness among our students, who are primary school
graduates. Not all students are at the same level.” (T5-State School-Medium Level)

Furthermore, in the views of some teachers, the fact that the importance of the four skills is
stressed in the curriculum (n=2) and that importance is given to speaking-based objectives and activities
(n=2) is an important development:

“The four skills have also been given importance. This is a pleasing situation. This also lets the
students participate more. In this sense, we are trying to get rid of grammar-based education...” (T7-
State School-Medium Level)

“In my opinion, the most important positive aspect of the curriculum is that it has been simplified
compared to the previous curriculum. Grammar was an intense focus in the previous one. In this
curriculum, this situation has, to some extent, been overcome. However, changing the teachers is not
realized at the same time as changing the curriculum...” (T8-State School-Medium Level)

The themes created as a result of the descriptive analysis related to the negative aspects of the
curriculum are presented in Table 8.

Table 8.
Negative Aspects of Curriculum According to Teachers
Themes Codes Frequency (f)
Negative  There is a lack of sample activities 5
Aspects of Assessment component is not practicable 4
Curriculum  Course book does not correspond to curriculum 2
There are problems related to degree of difficulty of curriculum 1
Activities are inadequate 1
There are problems with pronunciation outcomes 1
Explanation of values education is limited 1
Practical exams are not included in curriculum 1
Number of subjects given in content is too many 1
Content is not up to date 1

It was striking that according to the teachers, there were no examples of activities for the learning
experiences element in the curriculum (n=5), assessment types such as e-portfolios and video blogs
given in the evaluation component could not be applied (n=4), and the course book did not adequately
reflect the curriculum (n=2):

“..There are too many objectives and too few activities related to speaking. More practicable
activities that encourage participation could be added to the curriculum. Also, there are no sample

519



GUREL & DEMIiRHAN iSCAN — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 49(1), 2020, 501-554

activities in the curriculum. Yes, a number of activities are given, but it is not clear what we will do and
how we will do them. In this regard, we follow the course book. We try to do the activities in that.” (T5-
State School-Medium Level)

“..That is, the course books are also very inadequate. The activities cannot be applied in state
schools due to the lack of equipment that | have observed.” (T4-Private School-High Level)

“The practical exams introduced by MoNE last year are one of the problems | have come across. In
past years, MoNE made it compulsory to conduct practical exams in English in high schools at least once
per semester. The directive for secondary education institutions made it compulsory for written and
practical exams in foreign language subjects to be carried out to measure listening, speaking, writing
and reading skills. However, the fact that these exams are only compulsory in high schools causes
problems when primary and secondary school students have not encountered exams such as these and
come across them for the first time in 9th grade. Especially in the speaking section, students fail because
they are very nervous and shy. | have not seen any information about practical exams in the curriculum.
In fact, it would have been nice if there were assessment examples. Moreover, in my opinion, the
inclusion in curriculum of assessment types like video blogs that might be difficult to implement is rather
problematic...” (T7-State School-Medium Level)

The themes created as a result of the descriptive analysis related to implementation in schools of the
Al, A2, B1 and B2 levels of the Common European Framework for Languages (CEFR) given in the
curriculum are presented in Table 9.

Table 9.
Teachers’ Views Related to Implementation of CEFR Levels Given in Curriculum
Themes Codes Frequency (f)

Implementation of CEFR  Levels are not implemented in existing system 11
Levels in Schools Students’ preliminary knowledge is insufficient 6
It is incompatible with lesson hours 3
Problems are experienced in higher grades 3
Placement test is not carried out 1

The views of the teachers show that in language education, firstly, a placement exam needs to be
given to measure students’ entry knowledge and that students should be separated into specific groups
by determining their language levels. However, teachers serving in state schools stated that this could
not be implemented because in the current system, the 9th grade syllabus already begins with the
A1/A2 level, the students’ English level is low, and while the number of lesson hours in 9th grade English
is four or six hours per week, this is reduced to two hours per week in higher grades depending on the
type of school (n=11):

“We have not conducted any activities related to this in our school. In fact, at the beginning of the
year, students should be given an exam and according to the results, placed in groups according to the
CEFR levels (A1, A2, B1, etc.). | think this is the logical thing to do. But this system is not suitable for us.
Even if | applied this, opening a different class for each group is contrary to our school system. Moreover,
since most of our students are at A1-A2 level, even if we had an exam, | believe that most of their exam
results would appear at this level. So for us, there isn’t much difference. Yet if | consider this in a general
sense, we don’t have it but if there are students at both A1 and B1 levels in 9th grade in an Anatolian
High School and we don’t differentiate between these students, a student at B1 level may be bored while
a student a A1 level might have difficulty”(T3-State School-Low Level)

“We do not apply these levels at our school. In any case, nearly all the students are at A1-A2 level. It
is very rare for one to appear at level B1. In this sense, the 9th grade curriculum is sufficient for students.
But the level gradually increases at 10th grade and above. In the curriculum, a student who completes
12th grade should be at B2+ level. Yet the number of lesson hours is gradually being decreased. Perhaps
this is not a problem for the 9th grade, but this situation is a big problem for the other class levels.” (T8-
State School-Medium Level)
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In contrast with this situation, a teacher employed at a private school stated that these levels
were implemented at school and that this was beneficial with regard to individual differences:

“As | said, because we are a private school, we have a streaming system and we can form classes
of students according to these levels. In fact, it is not the CEFR classification, but one similar to that in the
publications of a private publisher. We have 3 levels: AO, A1 and A2. There are no B or C levels. However,
next year we intend to bring students up to those levels as well. Students are only streamed in their
English lessons. In other subjects, they are combined. Therefore, we are able to apply these levels.
However, in state schools this case may be rather difficult. | consider that separating students according
to their English levels is more beneficial in terms of language education. It brings individual differences to
the fore.” (T4-Private School-High Level)

The themes created in relation to teachers’ needs regarding the curriculum are given in Table 10.

Table 10.

Teachers’ Needs Related to Curriculum

Themes Codes Frequency (f)
Needs Explanations of activities 4

Support related to schools’ technological equipment

Obtaining of feedback from teachers related to curriculum
Reduction in class sizes

Simplification of curriculum in terms of objectives and content
Development of curriculum mostly in direction of speaking skills
In-service training related to curriculum for teachers

Updating of course books

Entertaining content related to daily life

Provision of language laboratories for schools

P R NNNNN WD

In the opinions of the teachers, needs were expressed as providing examples and detailed
explanations of the activities (n=4), provision of better technological equipment for schools (n=4),
obtaining of feedback from teachers regarding the curriculum (n=3), provision of in-service training
related to the curriculum for teachers (n=2), updating of course books to correlate them better with the
curriculum (n=2), and reduction of class sizes to support the individualized language education in the
curriculum (n=2):

“More entertaining, interesting activities related to daily life should be included. The necessary
feedback about the implementation process should be obtained from us, the teachers, throughout the
process and the new curriculum should be prepared by taking this feedback and these needs into
consideration, since in general, when curricula are being prepared, we teachers are not asked for our
ideas. Yet it is we who are the implementers of the process.” (T2-State School-Medium Level)

“There is a need to make up the deficiency in the technological infrastructure. MoNE could set up a
web page for the video blogs. The curriculum we wish to be implemented is unrealistic, but the one we
have is in a very simple form. We even have problems entering e-school. In this sense, the fact that there
isn’t a smart board in every school, or no internet, or no connection, causes problems for applications like
e-portfolios and video blogs. Also, more explanations could be given related to the activities in the
curriculum.” (T4-Private School-High Level)

“In my opinion, what is needed is to make the classes less crowded. Also, the curriculum needs to be
simplified further. | am in favor of removing grammar from the overall curriculum and making it more
oriented towards communication and speaking. The situation can be changed by implementing such a
curriculum and providing in-service training for teachers.” (T6-State School-Medium Level)

The themes created in relation to teachers’ recommendations regarding the curriculum are given in
Table 11.
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Table 11.

Teachers’ Recommendations Related to Curriculum

Themes Codes Frequency (f)

Recommendations  Curriculum should be restructured as a speaking-based 6
There should be an English preparatory class in secondary 3
education
Online material support should be increased 2
Number of lesson hours should not be reduced in higher 2
grades
Teachers should be given in-service training related to 2
curriculum
Feedback related to curriculum should be obtained from 1
teachers
Teachers should be sent on language courses abroad as an 1
incentive
Practical exams should also be carried out in primary school 1
Guidance should be given related to evaluation element of 1
curriculum
Detailed guidance related to values education should be 1
included

In the views of the teachers, the main recommendations related to the curriculum were that the
curriculum should be primarily oriented towards speaking skills (n=6), there should be an English
preparatory class (n=3), online material support should be increased (n=2), in-service training related to
the curriculum should be given (n=2), feedback related to the curriculum should be obtained from
teachers (n=1), a guidance service should be provided related to the measurement types requiring
technology in the curriculum, such as video blogs e-portfolios (n=1), and detailed explanations related to
values education should be given (n=1).

“..In_my opinion, to improve the curriculum, preparatory education in high school should be
reintroduced. Students learn English in prep class and 9th grade in any case. After that, especially after
10th grade, they do not give importance to English. Children mostly begin to prepare for the university
entrance exam then. They already have exam stress in 12th grade. Apart from the foreign language
classes, they do not care much about English. Online material support could be increased. There is EBA
but | consider it inadequate. Teachers should not be isolated, they need to be developed with in-service
training, and perhaps they could be sent on short courses abroad and obtain language teaching
certificates.” (T4-Private School-High Level)

“I don’t think grammar should be included in the curriculum anymore, as everyone agrees that
teaching based on grammar will not be of any use for speaking English. Why don’t we prepare a
curriculum based only on communication? Also, oral exams should also be used more than pencil-and-
paper exams for assessment. In this way, students would engage in activities aimed at speaking the
language.” (T9-State School-Low Level)

In the views of the teachers, it was stated that in comparison with the positive aspects of the
curriculum, there were negative aspects, and that the language levels specified in the curriculum (A1/A2
for 9th grade, A2+/B1 for 10th grade, B1+/B2 for 11th grade and B2+ for 12th grade) could not be
entirely reflected in practice. The teachers determined that especially, there was a need for support
regarding the learning experiences element of the curriculum, support for schools with technological
tools, feedback from teachers regarding the curriculum, provision of in-service training related to the
curriculum, reduction of class sizes, further simplification of the outcomes and updating of the
curriculum to make it primarily speaking-based. Moreover, the teachers made recommendations related
to the curriculum according to their needs.
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Discussion & Conclusion

Program evaluation studies occupy an important place in determining the effectiveness and success
of curricula implemented in schools. Observing the effectiveness of curricula developed by the MoNE in
practice and making the necessary revisions related to curriculum will be of benefit both to curriculum
stakeholders and for curriculum development studies. Examination of the literature related to English
curriculum reveals that more studies have been conducted at primary school level (Aslan & izci, 2017;
Alkan & Arslan, 2014; Ari, 2014; Bulut & Atabey, 2016; Blyiikduman, 2005; Cihan & Girlen, 2013; Cetin,
2018; Demirtas & Erdem, 2015; Dilekli, 2018; Dinger & Saracaloglu, 2017; Er, 2006; Gezmis Ceyhan &
Pecenek, 2010; Kandemir & Tok, 2017; Kozikoglu, 2014; Kurt, 2017; Kiicuktepe, Eminoglu Kigliktepe &
Baykin, 2014; Oziidogru & Adigiizel, 2015; Segkin, 2011; Yaman, 2010) than at secondary school level
(Celik & Filiz, 2018, incirci & Parmaksiz, 2016; Karci, 2012; Merter, Kartal & Caglar, 2012). Therefore, in
this study, the Secondary School 9th Grade English Curriculum was examined based on the views of
teachers.

In the study, Stake’s Responsive Evaluation Model was used. Within the scope of this model, firstly,
staff and experts involved in the curriculum were consulted, and views, potential problems, concerns
and recommendations related to the curriculum were determined. Based on these problems, the scope
of the curriculum to be evaluated was specified as 9th grade. Curriculum activities were reviewed with
document analysis, and specific problem areas were compared with the views of the staff and experts
involved in the curriculum. Then, to access the necessary data, interviews were held with teachers. The
data obtained via the interviews were analyzed with descriptive analysis in order to conceptualize the
situations and problems related to the curriculum, and the current state of the curriculum was
determined. The study was then put into the form of a report.

Positive views related to the objective element of the curriculum were that the objectives were
suitable for the level of the students (n=11), the objectives and the other elements of the curriculum
generally supported each other (n=8), the objectives in the curriculum included the characteristics of
progressiveness and spirality (n=10), and the objectives have been simplified in terms of number (n=3).
Similar to this case, Yicel, Dimici, Yildiz and Bimen (2017) reported that in the 2002, 2014 and 2016
secondary school English curricula, the curriculum for every class level was organized within itself
(horizontally) from unknown to known, from far to near, from concrete to abstract, and from simple to
complex in a definite order, and that in this way, the progressive nature of the objectives was preserved.
Negative views regarding the outcomes were that objectives in some themes progressed in a disjointed
way and that the objectives were not able to establish a complete correlation with the learning
experiences element of the curriculum. The reasons for this situation are considered to be that the
relationship between the themes given in the curriculum is not established and that examples of
activities suited to the objectives in the curriculum are not given. Furthermore, a striking difference
between state and private schools was that in state schools, teachers stated that the number of
objectives was too high for the students and the objectives were above the level of the students,
whereas teachers working in private schools indicated that the exact opposite was the case, stating that
the objectives given in the curriculum were insufficient for the students. The main reasons for this
situation may be that readiness levels and socio-economic statuses of students attending private schools
are higher, and that technological facilities in private schools are in a good state. In other studies on the
subject of objectives of secondary school English curricula, teachers in incirci and Parmaksiz’s (2016)
study stated that the objectives of the secondary school 10th grade English curriculum did not meet
students’ needs in English and that they were not suited to students’ preliminary knowledge, also in
Karci’s (2012) study, which evaluated the secondary school 9th grade English curriculum, teachers
reported that the objectives of the curriculum were not appropriate for students’ levels of development,
the objectives could not be achieved within the weekly lesson times, and the objectives did not
complement each other. In the study by Celik and Filiz (2018), experts who examined the outcomes of
the secondary school English curriculum drew attention to deficiencies such as that there was no
conformity of objectives with time, the number of objectives was high, the objectives were not simple
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or plain, there was a lack of explanation related to the objectives, the objectives were not stated well,
there was a lack of a logical taxonomy, and general statements were included in the functions.

Regarding the content element of the curriculum, the teachers all agreed that the content was
organized according to prerequisite learning and from simple to complex (n=10). However, teachers
believed that although the content was of better quality when compared to the previous curriculum (M,
2011 Secondary School English Curriculum), it was inadequate in terms of relevance to real life and
inclusion of up-to-date information (n=6). Similar to this study, in studies by Merter, Kartal and Caglar
(2012) and Celik and Filiz (2018), teachers stated that the content of the secondary school English
curriculum did not provide an entertaining educational environment for students, that the themes were
far from plain, that priority was given to grammar and that students were not encouraged to speak
English. Another problem was that the course book did not correspond with the curriculum content.
Teachers working in state schools regarded the course book as inadequate, while teachers employed in
private schools reported that they utilized other resources in parallel with the curriculum content. This
situation again shows that implementation of the curriculum differed in schools with different socio-
economic statuses. There are many studies in the literature that state that the English course book is
inadequate. Among these studies, Ari (2014) stated that the English course book content was difficult
and placed too much emphasis on grammar; incirci and Parmaksiz (2016) remarked that the course
book was not interesting or understandable enough for students and that it did not correspond with the
objectives; Demirtas and Erdem (2015), Dénmez (2010) and Yildiran and Tanriseven (2015) stated that
the English course books used at primary school level were boring and that their content was full of
information; Blylkduman (2005) reported that the content of the English course books used in primary
education was presented in an order that progressed from simple to complex, but that the course books
were not consistent with the objectives of the curriculum; while Dinger and Saracaloglu (2017) revealed
that the exercises in the primary school 7th grade English course book and workbook were not
distributed evenly for the level of the students, and that the books were very heavy with regard to
lesson hours.

In the opinions of the teachers participating in the study, the most problematic elements of the
curriculum were learning experiences and evaluation. Teachers employed in state schools and private
schools stated that conformity between the activities included in the learning experiences and the
objectives was not clearly expressed (n=4), the activities included in the curriculum did not correspond
with the course book (n=6), the physical equipment in schools did not support the types of activities
(n=4), and crowded classes caused problems during implementation of the activities (n=2). Therefore,
explanation should be made as to which activities the objectives in the curriculum are to be realized
with, the course books should be made to correspond with the curriculum, and the necessary
technological equipment for English education should be provided. Class size is also of importance in
terms of effective implementation of the curriculum. The findings obtained in the study reveal that in
private schools, where classes are composed of fewer students, English teaching can progress more
effectively due to the possibility of conducting individualized education. The obtained findings have also
been examined in different studies. According to Cetin (2018), teachers remarked that the activities
recommended in the primary school 7th grade English curriculum were inadequate, and stated that the
activities needed to be updated to make them more enjoyable and effective. Similarly, Kandemir and
Tok (2017) concluded that the activities in the primary school 2nd grade English curriculum were boring,
and that teachers supported the curriculum with additional activities.

The way in which the “Communicative Language Approach” included in the curriculum was
implemented in terms of activities differed according to whether the schools were state or private
schools. As a result of the views obtained from teachers working in state schools, it was determined that
this approach was not applied in classrooms as required (n=11), while the views obtained from teachers
employed in private schools reveal that it was possible to implement this approach as intended in the
curriculum because the materials were more up-to-date, outside resources could be utilized, and
technological equipment was up-to-date (n=3). This situation reveals that students studying English in
private schools received a more advanced level of education than students learning English in state
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schools in terms of English speaking skills. Similarly, in Kozikoglu’s (2014) study, in which the secondary
school 7th grade English curriculum was evaluated with in-class observations, it was stated that the
Communicative Approach was not reflected in class, the physical environment of the classroom was not
suitable for implementation of the curriculum, the classroom was crowded, and the teacher taught by
writing up grammar topics on the board.

With regard to tools used in English lessons, the views obtained from the teachers show that smart
boards were used in the lessons (n=10). Teachers serving in state schools were able to use smart boards
only for specific content; however, teachers who worked in private schools were able to access a wider
variety of content. Teachers in state schools stated that they did not see the need for weekly or daily
lesson plans and that they used the course book for planning, while teachers in private schools reported
that they made weekly lesson plans. Cetin (2018) stated in her study that English teachers mostly used
smart boards, but that use of additional materials could not be realized due to financial constraints, and
that consequently, both students and teachers requested additional resources.

For the evaluation element of the curriculum, the degree to which objectives were achieved was
classified based on the teachers’ views. Accordingly, it was seen that the level of achieving objectives
was mostly regarded as low (n=6). The reasons why objectives were not achieved were lack of
technological equipment, low socio-economic status and lack of interest in lessons by students due to
school type. As in this study, in many studies in the literature it was also stated that students’ English
levels were not up to the standard required in the curriculum, especially in listening and speaking skills.
Kozikoglu (2014) revealed that in the 7th grade English curriculum, students achieved the aims of the
curriculum in reading, vocabulary and grammar, but did not achieve them in listening and speaking. The
video-blog (n=11) and e-portfolio (n=8) applications included in the curriculum were not used by the
teachers. The reasons for this were the fact that classrooms were crowded and that students were not
convinced about the evaluation process. Moreover, it can also be said that students were unable to use
these applications because their socio-economic statuses prevented them from accessing certain
technological equipment. Although it is indicated in the curriculum that use of these measurement tools
that span the process is important in terms of evaluating students’ skills in English with a holistic
approach, the fact that this could not be realized in practice is a striking situation regarding the
curriculum. Similarly, Karci (2012) revealed that in the secondary school 9th grade English curriculum,
the measurement techniques included in the evaluation and the measurement techniques implemented
were different, and that due to grammar-dominated instruction, students’ communicative skills could
not be assessed. Merter, Caglar and Kartal (2012) reported that among the assessment types given in
the English curriculum, students’ project and performance tasks could not be carried out by the
students, and that students could not organize their own portfolios.

Moreover, within the scope of the evaluation model used in this research, teachers were asked
about the positive and negative aspects of the curriculum and for their needs and recommendations
related to the curriculum. According to the views obtained from the teachers, while they responded
positively about the progressive and spiral characteristics of the curriculum (n=5), they gave negative
responses regarding the curriculum for reasons such as lack of example activities (n=5), lack of detailed
explanation related to the evaluation element (n=4) (e.g. What should students pay attention to when
creating video blogs? How can teachers motivate students towards keeping video blogs?), the fact that
the course books did not meet expectations (n=2), and lack of detailed explanation related to values
education (n=1). As can be seen, transmission of the curriculum and course book to teachers did not
prevent them from encountering problems in practice. Providing information about the curriculum to
teachers by means of various training sessions may meet the demands of teachers regarding how the
curriculum is to be implemented. The difficulties experienced in implementation of English curriculums
are revealed in a number of studies in the literature. Although Cetin (2018) stated that in updating the
curriculum, values education was needed, it was explained that teachers had no knowledge about
values education, that school principals tried to obtain this information from teachers, and that no
meetings or seminars were organized on this subject. Celik and Filiz (2018) reported similar expert views
regarding assessment techniques in the secondary school English curriculum, stating a lack of sample
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forms, lack of an affective domain in evaluation, and lack of explanation of measurement and
evaluation.

Another significant finding that emerged as a result of the study was that the teachers agreed that
the Al, A2, B1 and B2 levels of the Common European Framework for Languages (CEFR), which are
central to the curriculum, were not fully implemented. In the views of the teachers, for these levels to
be applied, a placement exam should be given to students at the beginning of 9th grade, and students
should receive education according to their levels. However, the reasons why these levels cannot be
implemented in state schools in the existing education system are that students’ readiness levels are
already low, and that the curriculum cannot be implemented effectively in 10th, 11th and 12th grades
due to the reduction in the number of lesson hours for English (down to two hours per week). On the
other hand, teachers working in private schools reported that they did not have any major problem in
applying these levels since class sizes were small, they were able to implement a more flexible school
system, and they could monitor students on a more individual basis. This situation can again be
interpreted as that differences were revealed in implementation of the curriculum between private
schools and state schools.

Regarding teachers’ needs related to the curriculum, these were for the curriculum elements to
include more detailed explanations (n=4), for schools to be supported with technological equipment
(n=4), for feedback to definitely be obtained from teachers regarding implementation of the curriculum
(n=3), for class sizes to be reduced (n=2), for the curriculum to be simplified in terms of objectives and
content (n=2), for the curriculum to be developed mostly in the direction of speaking skills (n=2), and for
teachers to be given in-service training in how the curriculum should be implemented (n=2). Apart from
these needs, teachers stated, in the form of recommendations, the need for English preparatory classes
to be reintroduced in secondary education, for online material support to be increased, for the number
of lesson hours not to be reduced in higher grades of secondary education, for teachers to be
considered as separate stakeholders in curriculum, for an incentive scheme to be initiated for teachers
(language training abroad, online training, promotion, etc.), for English courses which prepare students
for secondary school to be developed in primary school (practical exams also given in primary school,
study mainly directed towards speaking skills, etc.), and for detailed guidance to be given related to
values education. These needs related to the curriculum that were emphasized by teachers as a result of
this study are supported by other studies in the literature. Demirtas and Erdem (2015) also summarized
teachers’ solution recommendations for the problems they encountered as increasing the number of
weekly lesson hours, changing or revising the course book, enriching the content with visuals, relating
the content to daily life, increasing the number of activities, making the curriculum more enjoyable,
reducing the volume of subjects even further, enabling easier access to materials and creating classes
with different levels. Cetin (2018) stated that teachers and managers needed in-service training related
to the curriculum. In conclusion, the main requirements for the curriculum are to for teachers to be
included in the program evaluation process, for English teachers to be provided with training related to
their field, for teachers to focus on implementation of the curriculum rather than on the frequently
criticized course books, and for the development of speaking skills, which are given as a requirement in
the existing English curriculum (use of the Communicative Language Approach), to be enabled.

In line with the findings and results obtained in this research, recommendations related to the
curriculum can be given as creating objectives and content in the curriculum directed primarily towards
speaking skills, inclusion of example activities in curriculum, use of a more up-to-date and scientific
course book in parallel with the curriculum, offering a variety of technological support and materials to
state schools with the aim of reducing the differences in implementation between state schools and
private schools, providing teachers and school principals with in-service training related to the
curriculum, and obtaining feedback about the implementation of the curriculum from teachers. For
similar studies that are planned to be made in the future, conducting evaluation studies with a different
model, using different data collection tools and methods to enable variability of findings, expanding the
sample used in the research, collecting data from different stakeholders (students, parents, school
principals), and conducting research in different schools in different regions can be recommended.
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Tiirkge Siirimui

Giris

Dinyada gelisen teknoloji hayatimizi kolaylastirirken bir yandan da bireylerin bazi alanlarda
uzmanlasmasini gerektirmektedir. Bu gereklilikler; temel olarak en az bir yabanci dilde uzman olma,
matematik ve fen bilimleri alanlarinda diger (lkelerle yarisabilecek konuma gelme ve ilkelerin
uluslararasilasma stratejilerini gelistirebilmesi olarak diistinilebilir. Gliniimiizde ingilizcenin bir iletisim
dili olarak 6nemi birgok ¢evre tarafindan kabul gérmektedir. Demircan’a gore (1988) de bir dilin baska
insanlar tarafindan 6grenilebilmesi i¢in o dilin Gstin bir bilim, uygarlk ve kiltir dili olmasi gerekir.
ingilizcenin de giinimiizde uluslararasi ortak bir dil oldugu herkes tarafindan kabul edilmektedir.
ingilizce, diinyadaki diger rakiplerine (Cince, Arapca, Almanca, vb.) gére zafer kazanmis bir dildir.
Kapitalizm ile birlikte diinya capinda yayilmistir (Phillipson ve Skutnabb-Kangas, 1996). Ozellikle ikinci
Diinya Savasi’ndan sonra ingilizcenin hizl bir sekilde yayilmasi gériilmiis ve bu dénemden sonra ingilizce
uluslararasi dil, bir baska ifade ile kiiresel dil olarak kullanilmistir. ingilizcenin kiiresel bir dil olmasi,
herhangi bir ilke ziyaret edildiginde &rnegin biitiin yol ve reklam isaretlerinin ingilizce olmasindan,
yabanci bir (ilkede bir otele veya restorana gidildiginde meniiniin ingilizce yazmasindan anlasiimaktadir
(Crystal, 2003).

ingilizce 6gretiminde diinyada bircok farkli metot ve teknik izlenmekte, Tiirkiye’de egitim
sistemindeki égrencilerin ingilizce konusabilme becerilerine verilen dnem her gegen yil artmaktadir. Milli
Egitim Bakanhg (MEB) ingilizce 6gretim programini giincelleyerek, ingilizce dersinin 2.siniftan itibaren
verilmesi kararini 2013-2014 6gretim yilinda uygulamaya koymustur (MEB, 2013). Bu sekilde, Turkiye'de
ilkokul (1. 2. 3. ve 4.sinif) ve ortaokulu (5. 6. 7. ve 8.sinif) bitiren bir 6grenci tam olarak 720 saat zorunlu
ingilizce dil dersi gérmektedir (MEB, 2017).

Celebi (2006); biitiin bu gelismelere ragmen ingilizce 6gretiminin Tiirkiye’de sikintilar yasanan bir
alan oldugunu vurgulamistir. Haznedar (2010), Tirkiye’de ingilizce &gretim programlarinda biitiin
iyilestirme cabalarina ragmen bugiin gelinen noktanin halen parlak olmadigini ileri siirmiis ve bunun
nedeni olarak, kalabalik siniflar ve fiziksel kosullarin yetersizligi ile nitelikli 6gretmen egitimi konusundaki
acmazlar, dil politikalari ve dil 6gretimine yaklasimlar gibi etkenleri siralamistir.

MEB, egitim sistemi tizerinde eksiklik oldugu dusiiniilen diger bircok alan gibi ingilizce 6gretiminde de
bircok adim atmaya calismaktadir. MEB, 23 Ekim 2018 tarihinde “2023 Egitim Vizyonu” belgesini
kamuoyuna aciklamistir. Bu belgede “yabanci dil 6gretimi” bashginda yer alan temel hedefler; Ulke
genelinde ingilizce egitimini seviye ve okul tiirlerine gére uyarlamak, yeni kaynaklar ile 6grencilerin
ingilizce konusulan diinyayr deneyimlemesi saglamak ve ingilizce egitiminde &gretmen nitelik ve
yeterlilikleri yukseltmektir. Bu hedeflerin alt boyutlarinda dikkat ¢ceken basliklar arasinda; okul ve
program tirlerine gore ingilizce dersine ydnelik beceri ve ihtiyaglarin yapilanmasi, 6gretim
programlarinin llke sathinda tek tip olarak uygulanmasindan vazgecilmesi, ders saatinin
esneklestirilmesi, ingilizce dgretmenlerinin yaz tatilinde yurtdisi sertifika programlarina génderilmesi yer
almaktadir (MEB, 2018a). Bitin bu atilacak adimlara karsin; mevcut programin giiclii ve zayif yonlerini
ogretmenlerin bakis acisiyla belirlemek, programin uygulanmasi sirasinda karsilasilan problemleri ve
dgretmenlerin ingilizce derslerindeki ihtiyaglarini saptamak acisindan yararli olacaktir.

Ortadgretim 9. sinif ingilizce Dersi Ogretim Programi’nin MEB tarafindan Avrupa Dilleri Ogretimi
Ortak Cerceve Programinin ilkelerine gore hazirlandigl ifade edilmistir. Bu ylizden programda belirli
yeterlilik seviyeleri verilmistir. Bu seviyeler; Al, A2 temel kullanici, B1, B2 bagimsiz kullanici olarak
programa yansitilmistir. Buna gore incelenecek program olan 9. sinif programinin temel diizey olan A1/
A2 seviyelerini yansittig gdriilmektedir. Ogrenenler ilkdgretim diizeyinde Al seviyesinde sahip olduklari
ingilizce bilgisini tekrar ederek programa baslamaktadirlar. Daha sonra zaman igerisinde A2-B2
seviyelerine ilerlemektedirler. Ogrenenlerin 12. sinif sonunda okullarina hazirlik sinifi olmaksizin B2 ve
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Ustli seviyelere ilerlemis olmalari beklenmektedir (MEB, 2018b: 7). Ogrencilerin ilkégretim 8. sinifin
sonunda A2 diizeyinde ingilizce bilgisine sahip olmalarina ragmen 9. sinif 6gretim programinin A1/A2
seviyeleri ile baslamasinin sebebi; genellikle &grencilerin 6nceki siniflardaki bilgilerinin gozden
gegirilmesi ihtiyacidir. Clinkii 6grencilerin her biri 9. sinif diizeyine farkli ingilizce yeterlikleri ve bireysel
ogrenme farkhliklari ile gelmektedir. Bu amagla programda; Al seviyesi ile gelen 6grenciler igin onlari A2
seviyesine taslyacak Al dizeyindeki dil yapilari, kelimeler vs. galismalari; A2 seviyesi ile gelen 6grenciler
icin ise daha ¢ok onlarin konusma ve yazma gibi Uretken becerilerini gelistirmeye yoénelik ¢alismalar
yapmalari tavsiye edilmektedir. Bu durum 6gretmenlerin 6grencilerin giris bilgilerini tespit etmelerini ve
bu amaca yonelik seviye belirleme testi, gdzlem gibi gesitli araglardan yararlaniimasini gerektirmektedir.
Bunun yaninda; ilkdgretim 2-8 ingilizce Ogretim Programinda 8. sinifin A2 diizeyi ile bitmesine ragmen 9.
siniftaki belirtilen A1/A2 dizeyinin kelime ve dil yapilari konusunda 8. siniftan daha ileri diizeyde oldugu
belirtiimektedir. Bu uygulama ile 6grencilerin onlara tanidik gelen bazi yapilari tekrar etmesi saglanarak
ayni zamanda yeni bilginin olusturulmasini icermektedir (MEB, 2018b: 8).

Ortadgretim 9. Sinif ingilizce Dersi Ogretim Programi’nda ingilizcenin bir ders olarak degil, bir iletisim
araci olarak goriilmesi gerektigi vurgulanmistir. Programin temel amacinin dgrenenlerin ingilizceyi etkili,
akici konugmalari ve kendi kendini yonetebilmeleri icin motive edici ve eglenceli bir 6grenme ortami
sunmak oldugu ifade edilmistir. Programin genel amaglari 1739 sayilh Milli Egitim Temel Kanunu’nda
ifade edilen genel amaglar ile uyumlu oldugu goérilmektedir. Ayrica, programda temele alinan iletisimsel
yeterlik (communicative competence) temelli yaklasimin dort esas yeterlik seviyesi oldugu (dil bilgisel
yeterlik, sozsel yeterlik, sosyal yeterlik, stratejik yeterlik) ve simdiye kadar programlarin basariya
ulasmamasinin temel sebebinin 6grenenlere iletisimsel yeterlik seviyelerinin kazandirilmamasi oldugu
ayrintih bir sekilde agiklanmistir (MEB, 2018b: 5). Bu ylizden programin dil bilgisel yeterlige degil,
o0grenenlerin dili kullanmalarina yénelik oldugu ifade edilmistir. Program bu yaklasima paralel olarak
gorev temelli ve proje temelli kazanimlarla hazirlanmistir (MEB, 2018b: 6). Program, MEB tarafindan
olusturuldugu haliyle ingilizce 6gretimindeki temel ilkelere uygun olsa da programin Tirkiye'de
ortadgretim kademesindeki siniflarda tam olarak nasil uygulandigi tam olarak bilinmemektedir. Bu
acidan program degerlendirme; programin nasil uygulandigina yonelik gorisleri agiklamasi bakimindan
onemli goriilmektedir.

Program gelistirme en genis anlamiyla egitim programlarinin tasarlanmasi, uygulanmasi,
degerlendirilmesi ve degerlendirme sonucu elde edilen veriler dogrultusunda yeniden diizenlenmesi
sireci olarak nitelendiriimektedir. Program gelistirme siirecinin en son ve en Onemli ayagl ise
degerlendirmedir. Clinkli program degerlendirme c¢esitli araglarla programin etkililigi hakkinda veri
toplama, olciitlerle karsilastirip yorumlayarak programin etkililigine karar verme sirecidir (Erden, 1998).
Program degerlendirme ile ilgili diger tanimlara bakildiginda ise en dikkat ¢eken nokta program
degerlendirme siireci sonunda program hakkinda bir karar vermek oldugu gériilmektedir (Demirel, 2012;
Dogan, 1997). Ancak degerlendirmenin g¢ok farkli amaglari basarmasi umut edilmektedir. Bu amaglar;
olaylari belgelemek, 6grenci degisikligini kaydetmek, kurumsal gerekliligi belirlemek, problemin
sorumlusunu bulmak, yénetimin karar vermesine yardimci olmak, diizeltici ¢alismalari kolaylastirmak,
o6gretimin ve 6grenimin anlasilirhgini arttirmaktir. Bu amaglarin her biri programin degeriyle dogrudan
veya dolayl yoldan ilgilidir ve 6zel bir program degerlendirme c¢alismasi i¢in bir amag¢ olusturabilir.
Degerlendirmede, her bir amacin ayri ayri verilere ihtiyaci oldugunun farkina varilmasi 6nemlidir (Stake,
1975). Sonug olarak; program degerlendirmenin beklenen hedeflere ulasilip ulasiimadiginin incelenmesi
olmakla birlikte; programin nasil isledigi, programi daha iyi hale getirmek icin yollarin ve segeneklerin
olup olmadigini belirlemek de program degerlendirmenin konulari arasinda bulunmaktadir (Ornstein ve
Hunkins, 2016).

Program degerlendirme sirecinde bircok model kullaniimaktadir. Bu ¢alismada; katilimci odakli
degerlendirme modellerinden “Stake’in ihtiyaca Cevap Verici/Yanitlayict Modeli” kullanilmistir. Robert
Stake tarafindan 1973 yilinda ortaya atilan bu model 6nceki degerlendirme modellerine gére daha
radikal olarak tanimlanmaktadir. Stake’in kendisi tarafindan gelistirilen &nceki modellere (Or. Stake’in
Uygunluk-Olasilik Modeli) kiyasla daha az resmi ve acgik¢a daha ¢ok cogulcu bakis agisina sahip oldugu
gorulmektedir (Fitzpatrick, Sanders ve Worthen, 2011). Ciinkli bu modelde; degerlendirme ortamina ve
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degerlendirmenin dogasina cevap vermede esneklik s6z konusudur.  Stake (1973); vyeni bir
degerlendirme modeli olusturmadigini, ihtiyaca cevap verici modelin “insanlarin olaylari dogal olarak
degerlendirdigi, gozlemledigi ve tepki verdigi” durumundan hareketle olusturuldugunu ifade etmistir
(Akt.Fitzpatrick, Sanders ve Worthen, 2011). Stake, ilgili taraflarin algilanan ihtiyaglarina duyarli
olunmasinin degerlendirmenin temeli olduguna inanmistir. Buna gore; degerlendirmede paydaslarin
veya katihmcilarin ilk yapmasi gereken is, program degerlendirmeden ne beklediklerini ortaya koymaktir.
Stake’e gore, bazi degerlendirmecilerin ileri siirdigl gibi, program degerlendirme sadece hedeflerin
ayrintili ve sistematik bigimde degerlendirilmesine odaklanmamali, 6grencilerin 6grenmelerinin yaninda
cesitli ozellikleri, programin ve 0Ogretim sirecinin farkli unsurlari da degerlendirmeye katilmahdir
(Ozdemir, 2009).

Giniimizin katihmc degerlendirme modellerinin  6zelliklerini iceren Stake’in ihtiyaca Cevap
Verici/Yanitlayici Degerlendirme Modeli'nin diger degerlendirme modellerinde farklilasan yénleri
asagida verilmistir (Fitzpatrick, Sanders ve Worthen; 2011):

e Degisen metot ve yaklasimlarin kullanimiyla esnektir, degerlendirme ilerledikge yeni bilgilere
adapte olur ve agik-ugludur.

e Programlar, katilimcilar tarafindan bircok farkli bakis acisiyla degerlendirilir, cogulculuga 6nem
verilir.

e Belirli bir durumun 6zelliklerini anlama ve insanlarin olaylari dogal yollardan agiklamalarini
saglayan durum g¢alismalari ve nitel metotlar, temel metodolojik yontemlerdir.

e Degerlendirme raporlarinda dogal yaklasim izlenir, raporlar katilimcilarin anlama ve
anlatimlarinin tamami zengin bilgi agi icerisinde sunulmahdir.

e Degerlendirici bir yargida bulunabilir, degerlendiricinin bireysel yargisi katihimcilardan farkli
olabilir. Degerlendirici; 6grenen, Ogreten ve katiimcilarin kendi yargilarini ortaya cikaran
kolaylastirici rolinii benimsemelidir.

Bu arastirmada Stake’in ihtiyaca Cevap Verici Degerlendirme modelinin segilmesinin nedeni; bu
modelde esnek ve degisebilen metot ve yaklasimlarin kullanilabilmesi; degerlendirme sireci ilerledikge
yeni bilgilere adapte olabilmesi; acik uclu bir model olmasi; farkli gergeklikleri ve ¢ogulculuga verilen
degeri taniyabilmesi; programa yonelik farkh bakis acilarini oldugu gibi yansitabilmesi; yerel bilgi, teori
ve programlarin bireysel 6zelliklerini programin genelinden daha dnemli gérmesi olarak tanimlanabilir.

Stake’in ihtiyaca Cevap Verici Modeli’'nin cevap vericiligi ve esnekligi; Stake (1975) tarafindan
gelistirilen temel ve tekrarlayan adimlari igeren saat sekli ile verilmistir. Degerlendirici, degerlendirmeye
tipik olarak saat yoniyle baslayip devam etse de; Stake herhangi bir olayin baska bir olayl takip
edebilecegini, eger mevcut durum ve anlayis degisiklik gerektiriyorsa herhangi bir noktada
degerlendiricinin saat yonlniin tersi yoninde veya saat yonlnde farkh adimlari izleyerek
ilerleyebilecegini belirtmistir. Stake’in ihtiyaca Cevap Verici Model’de 6nerdigi adimlar Sekil 1’de
verilmistir.
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Gozlemle

Sekil 1. Stake (1975)’e Gére Ihtiyaca Cevap Verici Dederlendirme Modelinin Temel Adimlari

Sekil 1’e gore Stake’in ihtiyaca Cevap Verici Degerlendirme Modeli’nde calismaya program hakkinda
bilgi sahibi olan katilimcilardan veya uzmanlardan programdaki durumlar hakkinda bilgi alinarak
baslanmaktadir. Elde edilen bilgilere gore degerlendiriimek istenen programin kapsami ve nasil
sinirlandirilacagl konusunda karara varilmaktadir. Kapsam belirlendikten sonra program aktiviteleri,
programin glicli ve zayif yonleri belirlenmektedir. Program ile ilgili amag ve kaygilar belirlenen durumlar
ile ortaya cikarilmaktadir. Bu durumlar ve problemler kavramsallastirilarak gerekli olan veri ihtiyaci
saptanmaktadir. Bu verilerin hangi program paydaslarindan elde edilecegi tanimlanmaktadir. Toplanan
veriler aracihgl ile program iliskileri gecmis ve gelecek baglaminda incelenmektedir. Veriler,
temalastirilarak betimlenmektedir. Bu adimdan sonra degerlendirme sonuglarinin siklikla program
paydaslari ile paylasilmasi ve elde edilen verilerin dogrulugunun sorgulanmasi tavsiye edilmektedir. Son
adimda ise ¢alisma okuyucu igin diizenlenir ve rapor haline dontsturuldr.

Bu adimlar gz éniine alindiginda; Stake (1975), ihtiyaca Cevap Verici Degerlendirme Modeli’nin hem
bicimlendirici degerlendirme hem de dilizey belirleyici degerlendirme acisindan etkili olabilecegini
belirtmistir. Modelin bicimlendirici degerlendirmeyi saglamasi, programla ilgili uygulamada ortaya ¢ikan
problemleri saptamak ve program paydaslarinin programla ilgili hangi durumlarda yardima ihtiyaglari
oldugunu belirlemek; dizey belirleyici degerlendirmeyi saglamasi ise program aktiviteleri, glicli yonleri
ve kisithhklari hakkinda genel bir anlayis ortaya koymasi ile mimkiin olmaktadir.

ihtiyaca Cevap Verici Degerlendirme Modelinin temel adimlari bu arastirmada asagidaki sekilde
gerceklestirilmistir:
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ilk olarak program kapsaminda calisanlar ve katilimcilardan bilgi alabilmek icin programa iliskin
uzman goriisti alinmistir. ingilizce &gretmenligi alaninda doktora yapmis bir akademisyene, ingilizce
ogretmenligi alaninda doktora yapmakta olan bir akademisyene ve bir devlet okulunda ders vermekte
olan bir ingilizce dgretmenine program ile ilgili genel gérisleri, yasanan ve yasanabilecek sorunlar,
kaygilar, programin daha iyi olmasi igin yapilabilecekler sorulmustur. ingilizce dil 6gretimi ve ingilizce
dersi 6gretim programina iliskin calisan ve katiimci roli bulunan uzmanlardan elde edilen goérisler,
alanyazin taramasi ve degerlendirme modeline gére degerlendirmenin gergevesi belirlenmistir.

Ortadgretim ingilizce Dersi Programi; 9.sinif, 10.sinif, 11.sinif ve 12.sinif diizeylerinden olusmaktadir.
Ancak c¢alismada programin degerlendirme kapsami 9.sinif olarak sinirlandiriimistir. Bunun nedeni;
9.sinif diizeyinin ilkdgretim ve ortadgretim dil 6gretimi arasinda bir gegis seviyesi olmasi, ortadgretimin
ilerleyen siniflarina temel olusturmasi ve bu nedenlerle 9.sinif boyutunda yasanan sikintilarin daha fazla
oldugunun gozlenmesidir.

Programdaki aktivitelerin saptanmasi amaciyla; program; dokiiman analizi teknigi ile incelenmistir.
Bu asamada programda benimsenen anlayis, kazanim, icerik, 6gretme-6grenme sireci ve 6lgme
degerlendirme 6geleri incelenmis ve bir dnceki asamada elde edilen uzman goérusleri ile karsilastirmigtir.
Ancak bu noktada veri toplama ihtiyaci oldugu igin programin incelenmesi, uzman gorusleri, alanyazin
taramasi ve belirlenen degerlendirme modeli cergevesinde yari yapilandiriimis gortisme formu
hazirlanmistir. Gorlisme formu denendikten sonra veri toplama asamasina gegilmistir.

Veri toplama asamasinda; degerlendirilen programla ilgili farkli bakis acilarini, farkh kaygilari ve
gorusleri ortaya koymak amaciyla farkli sosyo ekonomik bdlgelerde calisan 6gretmenlerle goriisme
yapilmistir. Arastirmada katilimci olarak 9.sinif ingilizce dersi 6gretim programini uygulayan 6gretmenler
secilmistir. Veri toplama asamasinda 6gretmenlerin ele alinmasinin nedeni; Utlkemizde programlarin
merkeziyetci bir yaklasimla olusturulmasi, uygulamada yer alan 6gretmenlerin bu siirecte geri planda
kalabilmesi ve bu gorislerin ortaya ¢ikariimasinin programin yiriattldigi strecin daha iyi agiklanmasini
saglayacagi diisiincesidir. Ayrica; Stake (1975) tarafindan vurgulandigi gibi programlarin bireysel yoniini
ifade eden cesitli deneyimlerin 6gretmenler tarafindan daha acik sekilde paylasilacagi distintlmustir.
Degerlendirme calismasina katilan 6gretmenlerden elde edilen verilere gére programla ilgili belirtilen
kaygi ve sorunlar da c¢alismanin bulgular bolliminde verilmistir. Durumlari ve problemleri
kavramsallastirmak icin ise betimsel analiz yapilarak kategoriler belirlenmistir. Calisma kapsaminda ele
alinan durumlar; farkh sosyo ekonomik bolgelerde bulunan okullardaki 6gretmenlerle gériisme yapilmasi
seklinde ele alinmistir.

Arastirmada temalar olusturma kapsaminda 6gretmenleri ifadelerine iliskin elde edilen veriler
temalara ayrilip her tema icerisinde bulunan 6gretmen soéylemleri program iliskilerini ortaya ¢ikarmak
icin ¢alismada detaylari ile agiklanmistir. Calisma sonucunda edinilen bulgular ¢alismaya katilan
ogretmenlere ulastirilmistir, onaylari alinmistir. Degerlendirme c¢alismasi okuyuculara sunmak Uzere
rapor haline dénistirilmistir.

Bu bilgilerden yola gikarak bu program degerlendirme calismasinin ortadgretim 9. sinif ingilizce dersi
o6gretim programinin uygulandigi ¢esitli baglamlari anlamak, programin olumlu ve olumsuz yonlerine yer
vermek agisindan ilgili alana deger katacaktir. Bu sebeple; ¢alismada programin uygulayicilari olan
o6gretmenlerin  programla ilgili dogrudan yorumlarina yer verilmistir. Calismada 06zellikle 9.sinif
programinin ele alinmasinin nedeni; 9.sinif diizeyinin ilkogretim ve ortadgretim dil 6gretimi arasinda bir
gecis seviyesi olmasi, ortadgretimin ilerleyen siniflarina temel olusturmasi ve yasanan problemlerin bu
sinif seviyesinde daha fazla gézlenmis olmasidir (Karci, 2012; Yiice, 2018).

Stake tarafindan vurgulandigi gibi programin etkililigi, sadece ilgili programin hedeflerine ulasilip
ulasilmadigi ile degil, program paydaslarinca degerlendirilmesi ile anlasilabilir. Bu amagla bu galismada
2018-2019 egitim-6gretim yilinda devlet okullarinda ve 6zel okullarda uygulanmakta olan “Ortadgretim
9. Sinif ingilizce Ogretim Programi” 6gretmen goriislerine gore degerlendirilmistir. Bu nedenle;
arastirmanin problemi; “Ortadgretim 9. sinif ingilizce dersi 6gretim programina iliskin kazanim, icerik,
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egitim durumlari, degerlendirme 6gesine ve programin uygulanmasina yonelik 6gretmen gorusgleri
nasildir?” sorusudur.

Yontem
Arastirma Modeli

Bu arastirma; 6gretmenlerin gorislerine basvurarak yapilan bir program degerlendirme galismasi
olup, nitel arastirma yéntemlerine gore desenlenmistir. Nitel arastirmalar sosyal ya da beseri (insanla
ilgili) bir problemi inceleyen, farkli metodolojik geleneklere dayali bir anlama sirecini ifade eder.
Arastirmaci, karmasik bitinsel bir resim gizer, kelimeleri inceler, gorusiilen kisinin fikirlerini detayl bir
bicimde rapor eder ve galismasini dogal bir ortamda yuritir (Creswell, 1998). Arastirma, nitel arastirma
yontemlerinden durum ¢alismasi modeli kullanilarak yapilmistir. Merriam (1998) ise durum galismasini
“nitel bir durum c¢alismasi, yogun ve bitlncil bir betimleme ve tek bir 6rnegin, bir i¢ gorindsiin ya da
toplumsal bir parcanin analizidir” seklinde tanimlamustir. Yildirrm ve Simsek (2013) ise durum
calismalarini giincel bir olguyu kendi gercek yasam cercevesi icinde ¢alisan, olgu ve icerik arasindaki
sinirlarin tam olarak belirlenmedigi ve birden fazla kanit veya veri kaynaginin mevcut oldugu durumlarda
kullanilan gorgil bir arastirma yontemi oldugunu ifade etmislerdir.

Arastirmada; durum c¢alismasi modellerinden bitiincil ¢oklu durum deseni cergevesinde
desenlenmistir. Bitlncil c¢oklu durum deseninde; birden fazla kendi basina batincil olarak
algilanabilecek durumlar s6z konusudur. Her bir durum kendi icerisinde bitincil olarak ele alinir ve
daha sonra birbirleri ile karsilastirilir (Yildirrm ve Simsek, 2013). Bu calismada 6zel okullarda ve devlet
okullarinda calisan ingilizce 8gretmenlerinin bulundugu her bir okul kendi igerisinde biitiinciil bir birim
olarak ele alinmistir. Arastirmaya katilan okullara ait bilgiler Tablo 1’de verilmistir:

Tablo 1.

Arastirmaya Katilan Okullarin Sosyo-Ekonomik Diizeyleri ile ilgili Bilgiler

Okul Ogrenci Sayisi Ogretmen Sayisi  Okul Tiirii Sosyo-Ekonomik
Diizey

o1 1154 87 Devlet Okulu Dislik Duzey

02 650 50 Devlet Okulu Orta Diizey

03 721 45 Devlet Okulu Orta Diizey

04 820 73 Ozel Okul Yiiksek Diizey

05 710 67 Ozel Okul Yiiksek Diizey

Arastirmaya katilan okullardaki ingilizce 6gretmenleri; arastirmacinin ulagilabilirligi géz 6niine
alinarak, Afyonkarahisar ilindeki devlet okullari ve 6zel okullar arasindan segilmistir. Okullarin tamami il
merkezinde olup, bulunduklari mahalli gevre, 6grenci ve 6gretmen sayisi, 6grencilerin gelir durumu ve
dgrencilerin ingilizce dersine yonelik hazirbulunusluk seviyesinin farklilasmasi nedeniyle ayrismaktadir.
Okullarin sosyo-ekonomik dizeyleri ile ilgili bilgiler; ilgili 6gretmenlerden ve okullarin internet
sayfalarindan edinilmistir. Arastirmaya katilan 6gretmenler ve okullarin isimleri arastirmaci tarafindan
gizli tutulmustur.

Birinci okul; Afyonkarahisar sehir merkezinde bulunan ve sosyo-ekonomik gelir dizeyi dusik
seviyede bulunan égrencilerin gittigi bir ortadgretim kurumudur. Ogrenci ve 6gretmen sayisi fazla ancak;
okulun fiziksel, sosyal ve ekonomik sartlari alt seviyededir. Bu okula devam eden égrencilerin ingilizce
dersine yonelik not ortalamalari arastirmaya katilan 6gretmenlerin ifadesiyle genel olarak distktir.

ikinci okul; Afyonkarahisar sehir merkezinde bulunan ancak sehrin uzak bir semtinde yer alan, sosyo-
ekonomik diizeyi orta seviyede bir okuldur. Bu okuldaki 6gretmenler fiziki sartlarin yeterli seviyede
oldugunu, ancak 6grencilerin hazirbulunusluk seviyelerinin orta diizeyde olmasi nedeniyle istenen basari
diizeyine ulasamadiklarini ifade etmislerdir.
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Uglincti okul Afyonkarahisar sehir merkezinde yer alan taninan bir okuldur. Okulun sosyo-ekonomik
dizeyi orta seviyededir. Okulun 6grenci profili farkli ekonomik g¢evrelerden gelen &grencilerden
olusmaktadir. Bu nedenle égrencilerin ingilizce dersine yénelik not ortalamalari da degismektedir.

Dordiincu okul; Afyonkarahisar sehir merkezinde bulunan bir 6zel okuldur. Okulun sosyo-ekonomik
diizeyi yiiksektir. Fiziki, sosyal imkanlar yeterli; 6grencilerin ingilizce dersine yonelik not ortalamalari
yiksektir. Ogrencilerin ingilizce dersi becerilerine (6zel konusma dersi gibi) yonelik farkli dersleri vardir.

Benzer sekilde besinci okul Afyonkarahisar sehir merkezinde bulunan bir 6zel okuldur. Okulun sosyo-
ekonomik diizeyi yiiksek seviyededir. Okulda, ingilizce sinifi gibi ézel ortamlar bulunmakta; dgrenciler
internet tabanli kaynaklardan dersi takip etmekte ve bireysellestirilmis 6gretim yapilmaktadir.

GCalismada yukarida verilen okullardaki durum g¢alismasinin planlanmasi igin asagidaki adimlar takip
edilmistir (Yildirnm ve Simsek; 2013):

1) Arastirma sorusunun gelistirilmesi: Durum calismalarinda arastirmacinin belirli bir durum ya da
durumlari belirleyerek; “nasil” ve/veya “nig¢in” temelinde arastirma sorularini olusturmasi
gerekmektedir. Bu arastirmada; arastirmaci sosyo-ekonomik diizeyi farkh olan (dislik-orta-yiksek)
okullari ele alip; “Ortadgretim 9. sinif ingilizce dersi 6gretim programina iliskin kazanim, icerik, egitim
durumlari, degerlendirme dgesine ve programin uygulanmasina yonelik 6gretmen gorugleri nasildir?”
sorusuna cevap aramak istemistir.

2) Arastirmanin alt problemlerinin gelistirilmesi: Her alt problem arastirmacinin ilgisini
odaklastiracagi bir alana isaret eder. Bu calismada da programin ogelerine ek olarak; 6gretmenlere
programin uygulanmasi ile ilgili gorisleri sorulmustur. Bu goérusler okullarin sosyo-ekonomik dizeyleri
karsilastirilarak betimlenmistir.

3) Analiz biriminin saptanmasi: Bu asama ise arastirmada verilen “durumlarin” tanimlanmasi ile
ilgilidir. Bu arastirmadaki durumlar; bes farkli okuldan olusmaktadir. Okullardaki durumlar 9.sinif
diizeyindeki ingilizce dersleri ile sinirlandirilmistir.

4) Calisilacak durumun belirlenmesi: Arastirma problemini, bu probleme iliskin varsa alt
problemlerini ve analiz birimini belirleyen arastirmaci, arastirma problemini en iyi calisabilecegini
diisindlGgld durumu veya durumlar saptar. Arastirmaci; hangi durumlarin probleme uygun olup
olmadigini ve disliniilen durumlarin arastirma icin miimkin olup olamayacagini, 6ncelikle dikkate almak
zorundadir. Bu calismada “Ortadgretim 9. sinif ingilizce dersi 6gretim programina iligkin kazanim, igerik,
egitim durumlar, degerlendirme Ggesine ve programin uygulanmasina yonelik 6gretmen gorisleri
nasildir?” sorusunun farkl sosyo-ekonomik Ozellikteki boélgelerde bulunan okullarda incelenebilecegi
distntlmustiir. Clinkii merkezden hazirlanan 6gretim programinin bulunmasina ragmen, program
uygulamalari okullar baglaminda degisebilmektedir.

5) Arastirmaya katilacak bireylerin secimi: Calisabilecegi durum veya durumlar konusunda karar
veren arastirmaci, bu asamada sectigi durum veya durumlardan hangi bireylerin arastirmaya dabhil
edilecegini de saptamalidir. Pek ¢ok nitel arastirmada oldugu gibi durum c¢alismalarinda da katilimci
sayisi veya Orneklem goreli olarak kiicUktlr. Bu ¢alismada okullarda bulunan 6gretmenlerin gonallGgu
esas alinmistir. Devlet okullarinda {g okuldan, on bir 6gretmen arastirmaya katilmaya goénilli olmustur.
Diger yandan o6zel okullarda iki okuldan sadece U¢ 6gretmen gonilli oldugu igin arastirmaya dahil
edilebilmistir. Ozel okullarda gérev yapmakta olan 6gretmenler arastirmaya katilmakta genel olarak
zamanlarinin olmamasi sebebiyle isteksiz davranmislardir.

6) Verinin toplanmasi ve toplanan verinin alt problemlerle iliskilendirilmesi: Veri toplama yontemi
veya yontemleri, arastirmanin basinda olusturulmus olan alt problem ya da problemler dikkate alinarak
belirlenir. Bu sekilde arastirmacinin, veri toplama siirecinde alt problem ile ilgisiz olabilecek verileri
toplamaktan kaginmasi mimkin olacaktir. Bu galismada veri toplamak amaciyla olusturulan gériisme
formunun olusturulma siireci Stake’in ihtiyaca Cevap Verici Modeli kapsaminda izlenen adimlarla
sekillenmistir. Oncelikle program baglaminda calisan, katilimcilar ve uzmanlarla gériisiilmis, programin
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kapsami (9.sinif) tanimlanmis ve program aktiviteleri dokiiman analizi ile gézden gegirilmistir. Bitlin bu
adimlar sonunda gorisme formu arastirma sorusu ve alt problemi igerecek sekilde olusturulmustur.

7) Verilerin analiz edilmesi ve yorumlanmasi: Arastirmanin problemi ve alt problemi arastirmanin
verilerinin analiz edilmesinde de énemli bir yere sahiptir. Veriler, arastirmanin basinda olusturulan alt
problemler temel alinarak diizenlenip yorumlanabilir. Herhangi bir alt problemle ilgili olmayan gereksiz
veriler, verilerin analizi ve yorumlanmasi sirasinda disarida birakilir. Bu c¢alismada ise veriler;
arastirmanin problemi (programin &gelerine yonelik 6gretmen gorisleri) ve alt problemi (programin
uygulanmasina iliskin 6gretmen gorisleri) kapsaminda betimsel analiz ile analiz edilip yorumlanmistir.

8) Durum galismasinin raporlastiriimasi: Arastirma yénteminin dogasindan kaynaklanan gerekgelerle
durum calismalar genis agiklamalar ve katilimcilarin betimlemeleriyle doludur. Bu arastirmada da
katilimcilarin gorisleri objektif bir sekilde elde edilen veriler araciligi ile oldugu gibi sunulmustur.

Calisma Grubu

Arastirma; amacgh o6rnekleme yontemlerinden kolay ulasilabilir durum Orneklemesi ile
gerceklestirilmistir. Yildinm ve Simsek (2013); bu 6rnekleme yontemini arastirmaya hiz ve pratiklik
kazandirmasi agisindan yakin ve erisilmesi kolay olan érneklemin segilmesi olarak tanimlamiglardir. Kolay
ulagilabilir durum 6rneklemesi, ¢ogu zaman arastirmacinin diger ornekleme yontemlerini kullanma
olanaginin bulunmadigl durumlarda kullanilmaktadir. Arastirmaci; arastirmayi Afyonkarahisar ili sinirlari
icerisinde bulunan 3 devlet okulu ve 2 6zel okulda gérev yapmakta olan ve géniillii olan 14 ingilizce
ogretmeni ile gergeklestirmistir. Ayrica ilgili veri gesitliligine ulasmak icin 6gretmenler gérev yaptiklar
okulun devlet veya 6zel okul olma durumuna gére segilmislerdir. Arastirmada gériisme yapilan ingilizce
o6gretmenlerinin demografik 6zellikleri Tablo 2’de verilmistir.

Arastirmaya katilan 6gretmenlere gorlisme siirecine baslanmadan 6nce degerlendirme cgalismasi
yapilan program ile ilgili bilgi verilmistir. Program metni, bir niisha olarak 6gretmenlerle paylasiimis ve
incelemeleri istenmistir. Gorlismeye katilan 6gretmenlere gériismeye baslanmadan 6nce bilgilendirilmis
onam formu imzalatilmistir.

Tablo 2.

Arastirmaya Katilan Ogretmenlerin Demografik Ozellikleri

Ogretmen Cinsiyet Mesleki Mezun Oldugu Lisansiisti Gorev Okulun Sosyo-

Kidem Fakiilte Egitim Yaptig Ekonomik
Durumu Okul Diizeyi

01 Kadin 12 yil Egitim Fakultesi Yiiksek Lisans  Devlet Orta Dlizey
Okulu

02 Kadin 13 yil Egitim Fakdiltesi Lisans Devlet Orta Diizey
Okulu

03 Kadin 7yl Egitim Fakiiltesi Lisans Devlet Dusuk Dlzey
Okulu

04 Kadin 11 yil Egitim Fakiiltesi Dist  Lisans Ozel Yiiksek Diizey
Okul

05 Kadin 9 il Egitim Fakdiltesi Lisans Devlet Orta Diizey
Okulu

06 Erkek 15 yil Egitim Fakdiltesi Lisans Devlet Orta Diizey
Okulu

07 Kadin 11yl Egitim Fakultesi Lisans Devlet Orta Dlizey
Okulu

08 Kadin 9yil Egitim Fakultesi Lisans Devlet Orta Dlizey
Okulu

09 Kadin 7 yil Egitim Fakdiltesi Lisans Devlet Dislik Dlzey
Okulu
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010 Kadin 13 yil Egitim Fakiiltesi Lisans Devlet Orta Duzey
Okulu

011 Erkek 8yl Egitim Fakiiltesi Lisans Devlet Orta Duzey
Okulu

012 Kadin 4yl Egitim Fakdiltesi Lisans Devlet Orta Diizey
Okulu

013 Kadin 4yl Egitim Fakdiltesi Lisans Ozel Yiiksek Diizey
Okul

014 Kadin 3yl Egitim Fakdiltesi Lisans Ozel Yiiksek Diizey
Okul

Tablo 2’ye gére arastirmaya katilan ingilizce 6gretmenlerinin 12’si kadin, 2’si erkektir. Ogretmenlerin
mesleki kidemlerinin 5 yildan az olanlarin sayisi 3 kisi, 5-10 yil olanlarin sayisi 5 kisi ve 10-15 yil olanlarin
sayisi 6 kisidir. 15 yil {izerinde mesleki kideme sahip olan &gretmen bulunmamaktadir. Ogretmenlerin
13’0 egitim fakiltesi mezunu iken, sadece 1 6gretmen egitim fakiltesi disinda bir fakilteden mezun
olmustur. Ayrica égretmenlerin 12’si ingilizce 6gretmenligi programindan mezunken, 1’i Bankacilik ve
Finans programindan mezun olup dzel bir okulda ingilizce 6gretmenligi yapmaktadir. Ogretmenlerin 13’i
lisansiistli egitimde bulunmazken, sadece 1’i “Egitim Programlari ve Ogretimi” alaninda doktora
6grenimine devam etmektedir.

Kullanilan Veri Toplama Araglari

Arastirma nitel arastirma yontemlerinden, durum calismasi modelinde oldugu i¢in derinlemesine
bilgi toplanmasi amaciyla 6gretmenlerle yapilan goriismeler ile veri toplanmistir. Gériisme formunun
hazirlanmasi amaciyla 6ncelikle ingilizce dgretmenligi alaninda doktora yapmis bir akademisyene,
ingilizce gretmenligi alaninda doktora yapmakta olan bir akademisyene ve bir devlet okulunda 9. sinif
diizeyinde ders vermekte olan bir ingilizce dgretmenine gériisme sorularinin belirlenmesi amaciyla
asagidaki sorular sorulmustur:

e Ortadgretim 9. sinif ingilizce dgretim programina yénelik gorisleriniz nelerdir? Programin
hedefler, icerik, 6grenme-6gretme etkinlikleri ve degerlendirme 6gelerine yonelik gligli ve zayif
yonlerini aciklayabilir misiniz?

e  Sizce Ortadgretim 9. sinif ingilizce &gretim programina yénelik yasanan/yasanabilecek sorunlar
nelerdir?

e Sizce Ortadgretim 9. sinif ingilizce 6gretim programinin daha iyi olmasi icin neler yapilabilir?

Elde edilen cevaplar arastirmaci tarafindan ilgili programin da incelenmesi ile analiz edilmistir. Daha
sonra alan yazinda yer alan ingilizce 6gretim programi degerlendirmelerinin veri toplama araglari da
incelenmistir (Aslan ve izci, 2017; Celik ve Filiz; 2018; Cetin, 2018; incirci ve Parmaksiz, 2016; Kandemir,
2016; Karatas ve Fer, 2009; Kurt, 2017). Alinan cevaplar ve alan yazin taramasi dogrultusunda goriisme
sorularina iletisimsel Dil Yaklagiminin sinif icerisinde uygulanmasi, Avrupa Ortak Dil Cercevesi (CEFR)
seviyelerinin (A1, A2, B1, B2) okullardaki uygulamalara olan etkisi, programda yer alan degerlendirme
cesitlerinin (video blog, e-portfolyo) gercekte uygulanip uygulanmadigl ve uygulanmasinda yasanan
sikintilar ile ilgili sorular eklenmistir.

Gériisme sorularinin Egitim Programlari ve Ogretim alaninda uzman bir akademisyen tarafindan
gdzden gecirilmesi sonucunda son hali verilmis ve deneme yapmak icin 2 ingilizce 6gretmeni ile gériisme
yapilmistir. Deneme uygulamasi sonrasinda; gorisme sorularinin anlasilirhgl ile ilgili bir problemin
yasanmadigl gorilmis ve asil uygulamaya gegilmistir. Goriisme formundaki sorulardan bazilari asagida
verilmistir:

e Ortadgretim 9. sinif ingilizce dersi 6gretim programinin kazanim ifadelerine iliskin gorisleriniz
nelerdir? Kazanimlarin 6grenci seviyesine uygunlugu nasildir? Kazanimlarin sayisi ve programin
diger ogeleri (icerik, etkinlikler, degerlendirme) ile olan uyumu nasildir? Kazanimlar birbirini
destekliyor mu, uyumlu mu?
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Ortadgretim 9. sinif ingilizce dersi 6gretim programina iliskin uygulamanizi ingilizce
derslerinizden Ornekler vererek anlatir misiniz? Dersinizi nasil planliyorsunuz? Hangi
kaynaklardan yararlaniyorsunuz? Yararlandiginiz arag geregler nelerdir?

Ortadgretim 9.sinif ingilizce dersi 6gretim programinda verilen Avrupa Ortak Dil Cergevesi
(CEFR) seviyelerini (A1, A2, B1, B2) okulunuzdaki ingilizce derslerinde kullaniimasina iliskin
gorusleriniz nelerdir?

Gorusmeler, Afyonkarahisar ili sinirlari icerisinde bulunan 3 devlet okulu ve 2 06zel okulda
gerceklestirilmistir. Gorlismeler yaklasik 60 dakika stirmis ve katilimcinin gonGllGlGga esas alinmstir.
Gorusmeler yapilirken katihmcilar ses kaydi alinmasina izin vermemislerdir. Bu nedenle arastirmaci
gorusmeleri gerceklestirirken not almistir. Goriismeler yapilirken arastirmaci sorulari konugma tarzinda
sormus ve objektifligi korumak adina verilen cevaplar ile ilgili ydnlendirmelerde bulunmamistir.

Veri Analizi

Arastirmada 6gretmenlerden goriisme teknigi ile elde edilen veriler betimsel analiz ile incelenmistir.
Yildirim ve Simsek (2013)’e gore betimsel analizde elde edilen veriler, daha 6nceden belirlenen temalara
gore Ozetlenir ve yorumlanir. Gorisiilen kisilerin gorislerini garpict bir sekilde yansitmak amaciyla
dogrudan alintilara sik sik yer verilir. Betimsel analiz ¢ergevesinde; Yildirim ve Simsek (2013) tarafindan
asagida verilen adimlar izlenmistir:

Betimsel analiz igin bir ¢ergeve olusturma: Arastirma sorularindan, arastirmanin kavramsal
cercevesinden ve goriisme formunda yer alan sorulardan yola cikilarak veri analizi igin bir
cerceve olusturulmustur. Bu gergeveler temalar etrafinda sekillendirilmistir. Buna goére temalar;
programin o6gelerine (kazanim, igerik, egitim durumlari, degerlendirme) iliskin bulgular,
programin olumlu ve olumsuz yonleri, verilen Avrupa Ortak Dil Cergevesi (CEFR) seviyelerinin
(A1, A2, B1, B2) uygulanmasina yonelik bulgular, programa yonelik gereksinim ve 6neriler
olarak diizenlenmistir.

Tematik cerceveye gore verilerin islenmesi: Bu asamada, yukarida verilen temalara gore
olusturulan cerceveye gore elde edilen her bir gériisme formu tek tek okunup kodlanmistir.
Betimsel analiz igin veriler temalara uygun olarak gruplandiriip tek bir belge halinde
dizenlenmistir.

Gegerlik ve givenirliginin saglanmasi: Nitel arastirmalarda gecerlik 6lgme aracinin 6lgmeyi
amagladigl olguyu dogru olgmesiyle ve arastirdigi olguyu, oldugu bicimiyle yansiz gdzlemesi
anlamina gelmektedir. Arastirmanin i¢ gegerliligini arttirmak icin gorisme formu gelistirilirken
ilgili alan yazin incelemesi sonucunda konu ile ilgili kavramsal bir ¢erceve olusturulmustur.
Ayrica gorismeler sirasinda katihmcilarin gergek durumlarina iliskin bilgiler yansitmalar
saglanmaya calisiimistir. Bu nedenle sadece gonillu kisilerle gérisme yapilmis, kimliklerine
iliskin herhangi bir bilgi paylasilmayacagi aciklanmistir. Arastirmanin dis gecerligini
(genellenebilirligini) arttirmak icin arastirma siireci ve bu siregte yapilanlar ayrintili bir sekilde
tanimlanmistir. Bu baglamda; ¢alisma grubu, veri toplama araci, veri toplama siireci, verilerin
analizi ve yorumlanmasi yéntem bélimiinde ayrintih bir bicimde agiklanmistir. Arastirmanin ig
givenirligini arttirmak igin bulgular verilirken veriler gesitlendirilerek, birbirleriyle gelisen veriler
de elde edildigi sekliyle dogrudan alintilarla verilmistir. Arastirmanin dis glvenirligini saglamak
amaciyla baska bir ingilizce 6gretmeninden yardim alinmis ve verilerinin belirli bir béliimiinin
kendisinin de kodlamasi istenmistir. Bu amagla, Miles ve Huberman’in (1994) 6nerdigi uyusum
yuzdesi [Guvenirlik = Gorus Birligi/(Gorus Birligi + Gorts Ayriligi)] kullanilmis ve hesaplama
sonucunda uyusum yizdesinin % 80’in Gizerinde oldugu belirlenmistir.

Bulgularin tanimlanmasi ve yorumlanmasi: Son asamada betimsel analiz ile diizenlenen veriler
tanimlanmistir. Gerekli yerlerde dogrudan alintilara yer verilmistir. Ayrica, veriler; kolay anlasilir ve
okunabilir bir sekilde rapor edilmistir. Arastirmanin sonunda tanimlanan bulgular agiklanmistir. Bulgular
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arasindaki neden-sonug iliskileri kurulmus ve gerektigi yerde farkli calismalar ile karsilagtirmalarda
bulunulmustur.

Bulgular

Bu nitel arastirmada ortaya c¢ikan bulgular, arastirmanin amacina ve arastirma sorularina uygun
sekilde olusturulan temalar altinda ele alinmistir. Bu temalar programin kazanimlarina, igerigine, egitim
durumlarina, degerlendirme 6gesine ve programin uygulanmasina iliskin gorisler olarak verilmistir. Elde
edilen bulgular; Yildirnm ve Simsek (2013) tarafindan belirtildigi sekilde betimsel analiz kapsaminda
onceden belirlenen gerceveye gore temalar ve temalara ait gorislerden elde edilen alintilar lizerinden
aciklanmistir.

1. Programin Kazamim Ogesine iliskin Ogretmen Gériisleri

Bu béliimde elde edilen gorusler; kazanimlarin 6grenci seviyesine uygunlugu, kazanimlarin sayisi,
kazanimlarin kolaylik-zorluk durumu ve programin diger 6geleri ile iliskisi olarak temalara ayrilimis ve
Tablo 3’te verilmistir.

Tablo 3.
Programin Kazanim Ogesine lliskin Temalar
Temalar Kodlar Frekans (f)
Kazanimlarin Ogrenci - Kazanimlarin 6grenci seviyesine uygun 11
Seviyesine Uygunlugu olmasi
- Kazanim seviyesinin dengede olmamasi 2
Kazanim Sayisi - Kazanimlarin sayi olarak sadelesmesi 3
- Farkli becerilerdeki kazanim sayisinin 3
fazla olmasi
Kazanimlarin Kolaylik- - Konusma kazanimlarinin zor olmasi 3
Zorluk Durumu - Kazanimlarin basit olmasi 3
Kazanimlarin Program - Kazanimlar sayesinde programin 10
Ogeleriyle iliskisi asamalilik ve sarmallik 6zelliginin
korunmasi
- Kazanimlarin birbirleriyle ve program 8
ogeleriyle iliskili olmasi
- Kazanim etkinlik iliskisinin kurulamamasi 4

Tablo 3’te verildigi sekliyle elde edilen goriislere gore genel olarak programda verilen kazanimlarin
Ogrenci seviyesine uygun oldugu (n=11) dustnulmektedir. Ancak devlet okulunda galisan bir 6gretmen
ve Ozel okulda calisan bir 6gretmenden elde edilen gérisler; Gnitelerde verilen kazanimlar ile ilgili bazi
dengesizlikler oldugunu gostermistir. Devlet okulunda calisan bir 6gretmen; konusma ile ilgili
kazanimlarin 6grenci seviyesinin Ustlne cikabildigini ifade etmistir:

“Programin tamaminda yer alan dért temel beceriye iliskin kazanimlari ele alirsak Ggrencilerin
seviyesine kismen uygun oldugunu séyleyebilirim. Bununla birlikte 9.sinif 6grencilerini A1/A2 diizeyinde
diistiniirsek kazanimlarin bazilari 6grenci seviyesinin lizerinde kalirken bazilari égrencilerin seviyesinin
altinda kalmaktadir. Ornedin; édrencilerin question taq yapilarini kullanabilmesi ile ilgili kazanim
égrencilerin diizeyine ¢cok uygun degildir. Ya da konusma etkinlikleri ile ilgili olan kazanimlar yeteri kadar
kelime bilgisi ile donatilmamis 6grenciler icin (st diizeyde kalmaktadir. Bu sebeple kelime ve okuma
calismalarina ait kazanimlarin daha fazla olmasi bu (st diizey kazanimlari onlarin diizeyine uygun hale
getirebilir.”(O1-Devlet Okulu-Orta Diizey)

Ayni sekilde; 6zel okulda galisan bir diger 6gretmenden elde edilen gorise gore kazanimlarin
bazilarinda belli bir konu tzerinde gereksiz sekilde yogunlukla durulurken bazi konularin izerinde tam
olarak durulmadan gegcildigi ifade edilmistir:
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“Kazanimlar genel olarak égrenci seviyesine uygundur. Ancak kazanimlarla ilgili bir kag¢ sikinti da
mevcut. Bazi konular ¢ok genele yayilmisken, bazi konular lizerinde yeterince durulmuyor. Beraber
verilmesi gereken kazanimlarda konular farkli temalara itiliyor. Bu nedenle kazanimlar ¢ok ayristiriimis.
Ornek vermem gerekirse; past simple konusu ile past continuous konusu beraber verilmesi gerekirken,
past simple bir tinitede verilip gegiliyor.” (04-Ozel Okul-Yiiksek Diizey)

Kazanimlarin sayisi ile ilgili yorumlarin okul tirine (devlet okulu-6zel okul) goére degistigi
anlagiimistir. Devlet okullarinda calisan 6gretmenler kazanimlarin sayisinin bir 6nceki programa gore
(MEB 2011, Ortaégretim ingilizce Ogretim Programi) sadelestirildigini (n=3) ifade etmis ve bunu olumlu
bir uygulama olarak yorumlamiglardir. Ancak 6grencilerin ingilizce dersine yénelik hazirbulunusluk
seviyelerinin diisik oldugu okullarda (n=3) her temada verilen okuma, yazma, dinleme, konusma ve
telaffuz ile ilgili kazanimlarin ayni anda kazandirilmasi zor olarak yorumlanmistir:

“Son yapilan program degisikligi ile birlikte kazanim sayisi azaltiimistir. Bu olumlu bir gelismedir.
Anadolu Lisesi diizeyinde bir okulda 6drenciler dért saatlik arti iki saatlik se¢cmeli Ingilizce dersi
gériiyorlar. Bu durumda kazanimlar sayi olarak ¢ok fazla degil.” (O1-Devlet Okulu-Orta Diizey)

“Kazanimlari lnitelere béldiigiimde, en azindan 1.dénemdeki kazanimlari dederlendirdigimde ben
yeterli olduklarini diisiiniiyorum. Mesela 6nceki programda kazanimlarin sayisi ¢ok fazlaydi. Yine de
benim gibi meslek lisesinde c¢alisan bir 6gretmen icin yer alan kazanimlarin hepsini 6dgrencilere
kazandirmak ¢ok zor. Ciinkii 6§rencilerin ortaokuldan getirdikleri ingilizce bilgileri ¢ok diisiik seviyede.
Once bu agigi kapatmaya ¢alisiyorum.” (03-Devlet Okulu-Diisiik Diizey)

Kazanimlarin kolaylik-zorluk durumu ile ilgili gérislerde ise devlet okullarinda (n=3) genel olarak
ogrencilerin konusma ile ilgili kazanimlarda zorlandiklari bulunmustur. Sosyo-ekonomik diizeyi orta olan
devlet okulunda galisan bir 6gretmenden elde edilen gériise gére konusma kazanimlarinin sayisinin gok
fazla olmasi ve bu beceriye yonelik kazanimlarin kazandirilmasinin diger becerilere gére daha zor olmasi
nedeniyle &grencilerin sikildiklari anlasilmistir. Ozel okulda ¢alisan &gretmenler ise kazanimlarin
ogrencilerine gore cok basit kaldigini (n=3), kendilerinin programdaki temalarla paralel olarak
kazanimlari desteklediklerini ifade etmislerdir.

“Kazanimlar égrenci seviyesine uygun. Ancak konusma kazanimlari ¢ok fazla uygulanabilir ve dikkat
cekici degil. Bu yiizden &grencileri yeterince tesvik etmiyor. Ayrica kazanimlar her beceriye dengeli
daditiimanus. Ornedin, her temada speaking ile ilgili kazanim sayilan digerlerinden fazla.” (O5-Devlet
Okulu-Orta Diizey)

“Kazanmimlar bize gére cok hafif. Odrenciler icin yeterli dedil. Ben ézel okulda c¢ahstigim icin biz
mutlaka programa takviye yapiyoruz. Daha ¢ok konusma kazanimlarini arttiriyoruz. Zaten konusma
becerilerine ait kazanimlari gelistirebilmek igin haftada en az 1 saat konusma dersi uyguluyoruz
(Speaking Course). Dilbilgisi konularini zaten é§renciler ¢ok hizli kazaniyorlar.” (013-Ozel Okul-Yiiksek
Diizey)

Kazanimlarla diger program ogelerinin iligkisi ile ilgili kategoride ise 6gretmenler genel olarak
kazanimlarin birbirleriyle ve diger program 6geleriyle iliskili (n=8) oldugunu diisinmektedir. Bu nedenle;
kazanimlar sayesinde 6gretmenlerin ¢ogu programin sarmallik ve asamalilik 6zelliginin korundugunu
(n=10), kazanimlarin ve bununla paralel olarak igerigin temalar ilerledikge basitten karmasiga dogru bir
yol izledigini ifade etmislerdir. Kazanimlarin igerik ile uyumlu oldugu belirtilmis, ancak 6gretmenler
kazanimlarin programda verilen etkinlikler ile iliskisinin acik bir sekilde kurulamadigini (n=4) da
elestirmistir:

“Genel olarak, kazanimlar temalar icerisinde bagimsiz ele alinmis ve birbirini tamamliyor. Ancak
kazanim-igerik iliskisi, kazanim-etkinlik iliskisinden daha iyi hazirlanmis. Programda verilen etkinliklerin
hangi kazanimla iliskilendirilecedi acik degil.” (O6-Deviet Okulu-Orta Diizey)

“Kazanimlar kismen birbirini destekliyor. Programin sarmallik 6zelligi korunmus. Tekrarlarla
kazanimlar 6grenciye hatirlatiliyor. Zaten dil 6gretimi bir biitiin. Bir 6nceki temada 6gretilen dinleme
becerisi bir sonraki etkinligi olumlu etkiliyor.” (07-Devlet Okulu-Orta Diizey)
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Alinan gorislere gore hem devlet okullarinda gérev yapan 6gretmenler hem de 6zel okullarda goérev
yapan Ogretmenler; kazanimlarin 6grenci seviyesine uygun oldugu, kazanimlarin genel olarak birbirini
destekledigi, kazanimlarin programin diger ogeleri ile iliskili oldugu ve kazanimlarin programdaki
sarmallik ve asamalik 6zelliklerini destekledigini ifade etmislerdir. Ancak; devlet okullarinda goérev
yapmakta olan 6gretmenler kazanimlarin sayi olarak fazla oldugunu 6zellikle konusma becerisi ile ilgili
kazanimlarin 6grencilerin diisik seviyedeki hazirbulunusluklari nedeniyle kazandirilamadigini, verilen
kazanimlarin ders saati ile orantili olmadigini vurgulamislardir. Bunun yaninda &zel okullarda gorev
yapan Ogretmenler ise ders saatlerinin fazla olmasi sebebiyle kazanimlarin sayi olarak ¢ok az oldugunu,
kazanimlarin basit kaldigini 6zellikle konugsma kazanimlarina ekleme yaptiklarini belirtmislerdir.

2. Programin igerik Ogesine iliskin Ogretmen Goriisleri

Bu bolimde gorisme yapilan 6gretmenlerin gorisleri; icerigin dizenlenmesi, ders kitabi ile ilgili
problemler ve icerigin 6zellikleri olarak temalara ayrilmis ve Tablo 4’te verilmistir.

Tablo 4.
Programin icerik Ogesine iliskin Temalar
Temalar Kodlar Frekans (f)

icerigin Diizenlenmesi - Icerigin basitten karmasiga diizenlenmesi 10
- igerigin 6n kosul 6grenmelere gére diizenlenmesi 10
Ders Kitabu ile ilgili - Ders kitaplarinin yetersiz olmasi 7
Problemler - Ek kaynak kullanimi 3
icerigin Ozellikleri - igerigin yetersiz olmasi 6
- igerigin glincel ve yasamla ilgili olmasi 1
- igerigin bilimsel bilgiler icermesi 1

Arastirmaya katillan Ogretmenlerin gorUsleri igerigin basitten karmasiga (n=10) ve 6n kosul
o6grenmelere (n=10) gore diizenlendigi konusunda hemfikirdir.

“Icerik giincel bilgiler icermektedir ve basitten karmasida dodgru diizenlenmistir. Bir 6nceki iinitede
verilen kazanimlar sonraki linitelerde karsimiza ¢ikmaktadir. Bu da tekrar ve hatirlatma olanadi
sagdlamaktadir. Ornedin; comparatives konusunun ikinci iinitede isleniyor olmasi, 4.iinitedeki superlatives
konusu icin zemin hazirlamaktadir.”(02-Devlet Okulu-Orta Diizey)

Ancak programda yer alan icerigin ders kitaplarina yansitilmasi konusunda problemler yasandigi ifade
edilmistir. Devlet okullarinda gorev yapmakta olan 6gretmenler programdaki temalarin yansitildig1 ve
MEB tarafindan okullara dagitilan kitaplarin yetersiz (n=7) oldugu gérusindedir. Ayrica, 6zel okullarda
gorev yapmakta olan 6gretmenler ise programdaki temalara paralel yabanci kurumlarin hazirladig
kitaplari kullanmaktadir (n=3):

“Programda giincel icerikler yer alirken ders kitabindaki icerikler her zaman giincel, teknolojik bilgileri
icermiyor. Biz zaten 6zel okul oldugumuz icin MEB’in verdigi ders kitaplarini degil, programla uyumlu
olan baska kitaplari kullaniyoruz. Bu kitaplar, MEB’in verdigi kitaplardan daha profesyonel hazirlanmis.”
(614-Ozel Okul-Yiiksek Diizey)

“Konusma ve dinlemeye ait icerikler yogun olsa da bu igeriklerin tam olarak ders kitabinda
verilemedigini diisiiniiyorum. Bence MEB programin igerigi ve ders kitabi uyumunu gézden gegirmelidir.”
(O8-Devlet Okulu-Orta Diizey)

Benzer sekilde; programdaki icerigin yasamla ilgili olma, bilimsel, glincel bilgiler icerme durumu
kategorisinde 6gretmenler programin igerigini yetersiz bulmuslardir (n=6). Bunun yaninda bir 6gretmen
de programdaki icerigin dnceki programdan daha iyi nitelikte oldugunu ifade etmistir:

“Evet, bazi icerikler ilgi ¢ekebilecek nitelikte ama konular siirekli giincellenmeli, teknolojik
konulara daha cok yer verilmeli. Mesela “celebrities” konusunda Norah Jones isimli bir sarkiciya yer
verilmis. Ancak onlarin tanidigi baska bir sanat¢r olsa daha glizel olabilir. Zaman zaman bilimsel ve
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gtincel bilgiler déhil edilmeye ¢alisiimis ancak kitap ve program biitiinliik saglamadigi igin sorunlar
cikiyor.” (O1-Devlet Okulu-Orta Diizey)

“Programdaki icerikler yasamla ilgilidir. Giincel bilgileri icerme durumu da énceki programlara kiyasla
iyi seviyede. Onceki programlarin bu agidan daha geride oldugunu, MEB’in son yillarda Ingilizce
6gretiminde giincelliGe énem verdigini diisiinliyorum. Ancak tabi ki bu durum 6zel okullarda verilen dil
egitimi gibi degil.” (06-Devlet Okulu-Orta Diizey)

Elde edilen verilere gére hem devlet okullarinda hem de 6zel okullarda gérev yapan 6gretmenlerin
gorusleri gogunlukla igerigin 6n kosul 6grenmelere ve basitten karmasiga dogru diizenlendigi gorisiine
katilmiglardir. Ayrica devlet okullarinda gorev yapan 06gretmenler ders kitaplarindan memnun
olmadiklarini ama MEB tarafindan verilen bu kitaplari kullandiklarini ifade etmislerdir. Ozel okullarda
gbrev yapan 6gretmenler ise yine ders kitaplarindan memnun olmadiklarini ve farkli ders kitaplarini
kullandiklarini belirtmislerdir.

3. Programin Egitim Durumlari Ogesine iliskin Ogretmen Goriisleri

Bu bolimde gorliisme yapilan 6gretmenlerin gorisleri; kazanim-etkinlik iliskisi, iletisimsel yaklagim
temelli problemler, 6gretim programinda yer alan etkinlikler, etkinlikleri planlama ve etkinliklerde
kullanilan arag-geregler olarak temalara ayrilmis ve Tablo 5’te verilmistir.

Tablo 5.
Programin Egitim Durumlari Ogesine iliskin Temalar
Temalar Kodlar Frekans (f)
Kazanim-Etkinlik - Etkinliklerin kazanimlar ile uyumlu olmamasi 4
iliskisi
iletisimsel ~ Yaklasim - Sinifta konusma temelli etkinlik yapmanin zorlugu 10
Temelli Problemler
Ogretim Programinda - Programdaki etkinliklerin ders kitabinda yer almamasi 6
Yer Alan Etkinlikler
Etkinlikleri Planlama - Glnlak plan yapilmamasi 6
- Haftalik ders plani yapilmasi 2
- Sinif mevcudunun kalabalik olmasi 2
Etkinliklerde Kullanilan - Akilli tahta kullanimi 10
Arac-Geregler - Gerekli teknolojik araglarin saglanamamasi 4

Ogretmenlerden elde edilen gériislere gére programda verilen etkinlik gesitlerinin kazanimlara gére
uygulanmasi (n=4) ve programdaki etkinliklerin ders kitabi ile uyumlar konusunda problemler
yasanmaktadir (n=6). Diger belirtilen problemler ise okullarda sinif mevcutlarinin etkili dil 6gretimi icin
kalabalik olmasiyla etkinliklerin saglikli olarak yuritilememesi (n=2) ve etkinlikler icin bazi devlet
okullarinin fiziksel donanimlarinin yeterli olamamasidir (n=4):

“Ogrencileri iletisimsel Yaklasima yéneltecek kazanimlar var evet ama bu kazanimlara ulasmayi
saglayacak etkinlikler yok maalesef. Ders kitabinda sadece bir okuma pargasi, buna yénelik sorular,
dinleme metni ve buna yénelik sorular var.” (O1-Devlet Okulu-Orta Diizey)

“Etkinliklerin uygulanmasi konusunda okulun igcinde bulundugu fiziksel durumun ve &dgrenci
portféyliniin 6nemli oldugu kanisindayim. Biz 6zel okul olsak da 9.siniflarda her bir sinifta égrenci
sayisinin 35 olmasi etkinlik uygulamalarinda zorluklar ¢ikarmaktadir. Ayrica biz etkinliklerin
uygulanmasinda sikinti yasamiyoruz ama dogu illerinde bu programi uygulamaya ¢alisan bir 6gretmen,
akilli tahta gibi olanaklardan nasil yararlanacak? Akilli tahta, bilgisayar, mp3 ¢alar gibi donanimlar
olmadan etkinliklerin uygulanmasi ¢ok zor.” (014-Ozel Okul-Yiiksek Diizey)
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Programda 6gretmenlerin siniflarinda uygulamasi gerektigi ifade edilen iletisimsel dil yaklagiminin
etkinliklerle baglantili olarak nasil uygulandigina iliskin 6gretmenler; bu yaklagimi siniflarinda yogunlukla
uygulayamadiklarini (n=10), ders kitabi ile uyumlu olarak ¢ogunlukla dilbilgisi temelli egitim yapildigini,
bu yaklasimi vurgulamak amaciyla programda konusma kazanimlarina yonelik 6rnek etkinlikler olmasinin
yararh olabilecegini ifade etmislerdir. Ayrica 6zel okullarda durum bu agidan farkhlik géstermektedir.
Ozel okullarda calisan dgretmenler; fiziki donanimlarinin, ders materyallerinin daha giincel ve teknolojik
olmasi sebebiyle programin etkinlik boyutunu daha etkili uyguladiklarini (n=3) ifade etmislerdir:

“Ben bu yaklasimin okullarda uygulanabildigini disiinmiyorum. Bu yaklasim igin uygun
gerekliliklerimiz  bulunmamaktadir. Mesela, az sinif mevcudu, sadelestirilmis program, &grenci
hazirbulunusluklarinin iyilestirilmesi vb. MEB’in bu konuda ingilizce &§retmenlerine rehberlik edecek
gayretler icerisinde olmasi gerekiyor.” (09-Devlet Okulu-Diisiik Diizey)

“Bu konuda biz derste siirekli ingilizce konustugumuz icin MEB okullarina gére ilerideyiz. Yine, MEB’in
kitabi bu konuda yeterli etkinlik saglamiyor. Programi inceledigimde; etkinlik anlaminda TV, radio, song,
video, poem, role play var. Biz bunlari zaten kullaniyoruz derslerimizde. Bizim ek olarak kendi
kullandigimiz kitapta online kaynaklar da var. Bunlar biraz pahali kaynaklar. Biz bu yayinevinden parayla
satin aldigimiz igin sorun olmuyor. Ama MEB okullarinda bu nasil saglanir bilemiyorum.” (64-Ozel Okul-
Yiiksek Diizey)

Ayrica, 6gretmenlere programdaki etkinlikleri derslerinde nasil planladiklari ve hangi arag-gerecleri
kullandiklari konusunda ¢ogunlukla akilli tahtayi kullandiklarini ifade etmislerdir (n=10). Ogretmenlerin
bulundugu okullarin bazilarinda akilli tahta bulunmamaktadir (n=4). Ancak akilli tahtadaki etkinliklerin
cesitliligi 6zel okul-devlet okulu arasinda farkhlagsmaktadir. Devlet okullardaki 6gretmenler sadece belli
kaynaklari akilli tahtada kullanabilirken, 6zel okul 6gretmenleri ise bu konuda daha 6zgiir olduklarini
belirtmislerdir.

Devlet okullarinda g¢alisan 6gretmenler; haftalik ya da guinlik plan yapmadiklarini ifade etmislerdir
(n=6). Bu anlamda ders kitabi &gretmenlere rehber olmaktadir. Ozel okullarda ise bazi égretmenler
haftalik ders plani yaptiklarini belirtmislerdir (n=2).

“Akilli tahtay! yoGunlukla kullaniyorum. Kahoot ve EBA birincil kaynaklar. Ancak akilli tahtalarda MEB
iceriginin disina ¢ikamiyoruz. Derste o anda ilgili bir video acamiyoruz. Bu da uygulamada kisitliiga
neden oluyor. Ingilizce derslerinin programdaki iletisimsel yeterliligi saglamasi icin daha teknolojik ve
etkilesimli islenmesi gerekiyor.” (010-Devlet Okulu-Orta Diizey)

Alinan gorislere gore hem 6zel okulda hem de devlet okullarinda gorev yapan 6gretmenler kazanim-
etkinlik uyumunun programda tam olarak verilmedigi, etkinlik 6rneklerinin yer almamasinin olumsuz bir
durum oldugu, ders kitabindaki etkinliklerin programda verilen etkinlikler ile uyumlu olmadig ve
iletisimsel yaklasimin sinif icerisinde programda verildigi sekliyle yansitilamadigi konusunda ayni
gorisleri paylagsmaktadirlar.

4. Programin Degerlendirme Ogesine iliskin Ogretmen Gériisleri

Bu bolimdeki 6gretmen gorisleri; hedeflere ulasma dizeyi ve kullanilan 6lgme araglari olarak Tablo
6’da verilmistir.

Tablo 6.
Programin Dederlendirme Ogesine iliskin Temalar
Temalar Kodlar Frekans (f)
Hedeflere Ulagsma Dilizeyi - Dlsuk 6
- Orta 2
- Yiksek 2
Olgme Araglar - Video blog kullanilmamasi 11
- E-portfolyo uygulamasinin yapilamamasi 8
- Teknolojik 6lgme araglarinin kullanilmasi 3
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Ogretmenlerin gérislerine gére hedeflere ulasma diizeyi; diisiik (n=6), orta (n=2) ve yiksek (n=2)
olarak gruplandiriimistir. Bazi &gretmenler ise bu konuda bilgi vermemistir (n=4). Ogretmenler;
hedeflere ulagilmama durumunun nedenleri olarak teknolojik cihazlara ulagamama, Ogrencilerin
ailelerinin disik sosyo-ekonomik durumlari, okul tiiri nedeniyle derse ilgi duymama gibi basliklarda
yorum yapmislardir:

“...Programda verilen hedeflerin hepsini kazandirdigimi séyleyemeyecegim. En problemli kazanimlar
bence telaffuz, dinleme ve konusma. Okuma ve yazmayi bir nebze de olsa yapmaya ¢alisiyorlar. Bu
hedeflere ulasamama sebepleri bence; ailelerden kaynaklanan diisiik sosyo-ekonomik durum, bilgisayar
gibi cihazlara kolay ulasamamalari, meslek lisesine devam etmeleri (yani meslek lisesinde okuyan égrenci
teknik derslere yéneliyor, ingilizce dersinin islerine yaramayacadini diisiiniiyorlar) ve kendi cevrelerinde
sosyal medya haric ingilizce ile vakit gecirmemeleridir (ingilizce sarki dinlemek, ingilizce dizi izlemek).”
(03-Devlet Okulu-Diisiik Diizey)

Programda kullanilan 6lgme araglarindan basari testi, 6z degerlendirme formlari, kalem-kagit
testleri, Ogretmen gozlemleri ve dinleme, konusma becerilerini iceren uygulama sinavlaridir.
Ogretmenler, programda yer alan video blog tutma (n=11) ve e-portfolyo (n=8) gibi degerlendirme
cesitlerini sinif icerisinde ¢ogunlukla kullanmadiklarini ifade etmislerdir. Bunun nedenini ise kalabalk
siniflarda bu gibi sirece yayilan degerlendirmelerin zor uygulanmasi, 6grencilerin bu degerlendirme
cesitlerinin inandiriciliklarina inanmamalaridir. Bu durumdan farkli olarak; 6zel okullardaki 6gretmenler
(n=3) ise programda yer alan tech-pack, e-portfolyo gibi degerlendirme gesitlerini uyguladiklarini buna
ek olarak programda yer almayan baska degerlendirme sireclerini de kullandiklarini ifade etmislerdir:

“..Programda yer alan tech-pack, video blog tutma, e-portfolyo kullanmiyoruz. Bu gibi degerlendirme
cesitlerini 6grencilerinin evde internetlerinin ve bilgisayarlarinin olmayisi, yapilan bu etkinliklerin
inandiriciliklarina olan inanglarinin olmayisi, bu gibi dederlendirme c¢esitlerinin kalabalik siniflarda
yapilmasinin zor olmasi gibi nedenler bizleri zorluyor. Bir de okullarda uygulanabilecek degerlendirme
cesitlerini éGretmenlerden fikir alarak olusturmalari giizel olabilir.” (012- Devlet Okulu-Orta Diizey)

“Programda yer alan biitiin degerlendirme cesitlerini (kdgit-kalem testleri, e-portfolyo kullanimi)
cogunlukla kullaniyoruz. Sadece video blog kullanmiyoruz. Bunun yerine farkli bireysellestirilmis
uygulamalarimiz var. S6yle anlatayim. iki haftada bir quiz yapiyoruz. Ug tane sézIii konusma sinaviarimiz
var. Iki ana sinavimiz var. Dijital platformlardan haftalik bireysel 6devlendirmelerimiz oluyor. Buna ek
olarak, yazili 6devlerimiz de oluyor. Video blog yerine poster presentation yapiyoruz. Sinif mevcudumuz
az kisi (min 9 max 14) oldugu icin bu etkinlikleri gerceklestirmek zor olmuyor.” (04-Ozel Okul-Yiiksek
Diizey)

Elde edilen verilere gore devlet okullarinda ¢alisan 6gretmenler ile 6zel okullarda galisan 6gretmenler
programin degerlendirme boyutunda verilen degerlendirme yontemleri ve araglari kullanma konusunda
birbirlerinden ayrismaktadirlar. Ozel okullarda galisan 6gretmenler sinif mevcutlarinin az kisi olmasi
sayesinde e-portfolyo gibi programda verilen degerlendirme uygulamalarina ek olarak bireysellestirilmis
degerlendirme cesitlerini de kullanmaktadirlar. Ancak devlet okullarinda cgalisan Ogretmenler ise
programda verilen video blog, e-portfolyo gibi uygulamalari kullanmadiklarini daha ¢ok kalem-kagit
testleri ve zaman zaman da uygulama sinavlarina yer verdiklerini ifade etmislerdir.

5. Programin Uygulanmasina iliskin Ogretmen Goriisleri

Bu boéliimdeki 6gretmen gorisleri; programin olumlu yonleri, programin olumsuz yénleri, programda
verilen dil seviyelerinin uygulanmasi, programa yonelik ihtiyaglar ve programa yonelik 6neriler olarak
bes temaya ayrilmistir. Programin olumlu yonleri ilgili betimsel analiz sonucunda olusturulan temalar
Tablo 7’de verilmistir.
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Tablo 7.
Ogretmen Gériislerine Gére Programin Olumlu Yénleri

Tema Kodlar Frekans (f)
Programin Olumlu Yonleri  Asamalilik ve sarmallik 6zelligi 5

Dort becerinin ayni anda yer almasi
Konusma becerisine 6nem verilmesi
Programin sadelesmis olmasi

Programin teknolojik araclarla desteklenmesi

P R, NN

Ogretmenlerin gérislerine gére programin ¢ogunlukla temel seviyeden baslayip asamali olarak
zorluk derecesinin artmasinin olumlu oldugu ve 6grencilerin hazirbulunusluklari agisindan bu durumun
yararl olabilecegi anlasiimistir (n=5):

“Programin Ingilizceyi en bastan almasi ve yeni égreniliyor gibi baslamasi olumlu bir 6zellik. Farkh
seviyelerden gelen Ggrencilerimiz arasindaki ucurumu kapatmamiza yardimci oluyor. Ciinkii ilkégretim
mezunu olan égrencilerimiz arasinda hazirbulunusluk seviyesi ¢ok diistik olan Ggrencilerimiz var. Her
dgrencinin seviyesi ayni diizeyde degil.” (05-Devlet Okulu Orta Diizey)

Bunun yaninda bazi 6gretmen gorislerine gére programin dort becerinin de énemli oldugunu
vurgulamasi (n=2) ve konusma temelli kazanim ve etkinliklere 6nem vermesi (n=2) olumlu bir gelisme
olarak vurgulamistir.

“Dért beceri de 6nemli hale getirilmis. Bu durum mutluluk verici. Bu da égrencileri daha katilimci hale
getiriyor. Bu anlamda dilbilgisi temelli egitimden kurtulmaya calisiyoruz...” (O07-Devlet Okulu-Orta Diizey)

“Bence programin en 6énemli olumlu yénii bir énceki programa gére sadelestirilmis olmasidir.
Dilbilgisi bir énceki programda ¢ok yogun bir odak noktasiydi. Bu programla bu durumun bir nebze de
olsa lstesinden gelinmis. Ancak programi degistirmekle d&gretmenleri dedistirmek ayni anda
gerceklesmiyor....” (08-Devlet Okulu-Orta Diizey)

Programin olumsuz yonleri ile ilgili betimsel analiz sonucunda olusturulan temalar Tablo 8'de
verilmistir.

Tablo 8.
Ogretmen Gériislerine Gére Programin Olumsuz Yénleri
Tema Kodlar Frekans (f)
Programin Olumsuz Yonleri  Etkinlik 6rneklerinin bulunmamasi 5

Degerlendirme 6gesinin uygulanabilir olmamasi
Ders kitabi ile programin uyusmamasi

Programin zorluk seviyesi ile ilgili problemler
Etkinliklerin yetersizligi

Telaffuz kazanimlari ile ilgili zorluklar

Degerler egitimi ile ilgili kisith agiklama

Uygulama sinavlarina programda yer verilmemesi
icerikte verilen konularin sayi olarak ¢oklugu
icerigin giincel olmamasi

PR R R R R R NN

Ogretmenlerden elde edilen goriislere goére programdaki egitim durumlari dgesine ait etkinlik
orneklerinin bulunmamasi (n=5), degerlendirme 6gesinde verilen e-portfolyo, video blog gibi siirece
yonelik degerlendirme c¢esitlerinin uygulanamamasi (n=4) ve ders kitabinin programi yansitacak
yeterlilikte olmamasi (n=2) dikkat ¢cekmistir.

“..Konusmaya yénelik kazanimlar fazla ve etkinlikler az. Programa daha uygulanabilir ve katilim
saglayici etkinlikler eklenebilir. Bir de programda etkinlik érnekleri yok. Yani evet bir siirii etkinlik verilmis
ama neyi nasil yapacagimiz belli degil. Bu agidan biz kitabi takip ediyoruz. Oradaki etkinlikleri yapmaya
calisiyoruz.” (O5-Devlet Okulu-Orta Diizey)
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“...Yani ders kitaplari da ¢ok yetersiz. Devlet okullarinda gézlemledigim teknolojik donanimin
yetersiz olmasi nedeniyle uygulanamamas..” (04-Ozel Okul- Yiiksek Diizey)

“MEB’in gegen yil getirdigi uygulama sinavlari karsilastigim zorluklardan biri. MEB gegtigimiz
yillarda liselerde ingilizce dersinde uygulama sinaviarini bir dénemde en az bir kere olmak iizere zorunlu
tuttu. Ortabgretim kurumlari yénetmeligi geregi yabanci dil derslerinin sinavlari dinleme, konusma,
yazma ve okuma becerilerini 6lcmek igin yazili ve uygulamali olarak yapilir kurali geldi. Ancak bu
sinavlarin sadece liselerde zorunlu olmasi, ilk ve ortaokulda égrencinin bu tarz sinavlarla karsilasmamasi,
égrencinin ilk kez 9.sinifta karsilasmasi zorluklar doguruyor. Ozellikle konusma kisminda égrenciler cok
kaygili, ¢cekingen olduklarindan basarisiz oluyorlar. Uygulama sinavlari hakkinda bir bilgiyi programda
gérmedim. Aslinda programda dedgerlendirme érnekleri olsa giizel olurdu. Ayrica, programda
uygulamada giicliik ¢ikartabilecek video blog gibi dederlendirme c¢esitlerinin olmasi bence biraz
problemli..” (O7-Devlet Okulu-Orta Diizey)

Programda verilen Avrupa Ortak Dil Cergevesi (CEFR) seviyelerinin (A1, A2, B1, B2) okullarda
uygulanmasina iliskin betimsel analiz sonucunda olusturulan temalar Tablo 9’da verilmistir.

Tablo 9.
Ogretmen Gériislerine Gére Programda Verilen CEFR Seviyelerinin Okullarda Uygulanmasi
Tema Kodlar Frekans (f)
CEFR Seviyelerinin Okullarda  Mevcut sistemde seviyelerin uygulanamamasi 11
Uygulanmasi Ogrencilerin 6nbilgilerinin yetersiz olusu 6
Ders saati uyumsuzlugu 3
Ust siniflarda yasanan problemler 3
Dizey belirleme testi yapilamamasi 1

Ogretmenlerden elde edilen goriislere gére dil 6gretiminde 6ncelikle 6grencilerin giris bilgilerini
olgmek icin dizey belirleme sinavi yapilmasi ve dil seviyelerinin belirlenerek 6grencilerin belirli kurlara
ayristiriimasi gerekmektedir. Ancak devlet okullarinda gérev yapan 6gretmenler mevcut sistemde 9. sinif
programinin zaten A1/A2 seviyesi ile baslamasi, grencilerin ingilizce seviyesinin diisiik olmasi, ingilizce
dersindeki ders saatinin 9. sinifta dort ya da alti saatken, okul tiirline gore Ust siniflarda haftada iki saate
diismesi nedeniyle uygulanamayacagini (n=11) ifade etmektedirler:

“Okulumuzda bununla ilgili bir ¢calisma yapmadik. Aslinda normalde égrenciler senenin basinda sinav
yapilip sinav sonucuna gére CEFR kurlarina (A1, A2, B1 vs) yerlestirmeleri gerekiyor. Bence de mantikli
olan bu. Ancak bu sistem bize uygun degil. Ben bunu uygulasam bile her kura ayri sinif agmak bizim okul
sistemimize aykiri. Ayrica bizim 6grencilerimizin ¢ogunun seviyesi A1-A2 diizeyinde sinav yapsak da
gogunun sinav sonucunun zaten bu seviyede ¢cikacagini diistiniiyorum. Yani bizim icin ¢ok da bir farki yok.
Yine de genel anlamiyla diisiiniirsem,; bizde yok ama bir Anadolu Lisesindeki 9.sinif diizeyindeki bir
o6grencide hem A1 hem de B1 seviyesinde égrenci varsa ve biz de bu égrencilerin farkini ayristirmazsak
B1 seviyesindeki éGrenci sikilirken, Al seviyesindeki 6grenci zorlanabilir”(O3-Devlet Okulu-Diisiik Diizey)

“Biz okulumuzda bu seviyeleri uygulamiyoruz. Zaten dgrencilerin neredeyse hepsinin seviyesi A1-A2
diizeyinde. B1 diizeyine ¢ikan ¢ok nadir. Bu anlamda 9.sinif programi 6grencilere yeterli oluyor. Ancak
10.sinif ve listiinde seviye gittikce artiyor. Programda 12.sinifi bitiren bir égrenci B2+ seviyesinde olmasi
gerekiyor. Ancak ders saati gittikce azaliyor. Belki 9.sinif icin bir problem dedil. Ama diger sinif
seviyelerinde bu durum cok problem oluyor (08-Devlet Okulu-Orta Diizey)

Bu durumdan farkli olarak; 6zel okulda calisan bir 6gretmen bu seviyelerin okulda uygulandigini
ve bireysel farkliliklar agisindan yarar sagladiklarini ifade etmistir:

“Dedigim gibi biz 6zel okul oldugumuz igin bizde kur sistemi var ve bu seviyelere gére égrenci
siniflari olusturabiliyoruz. Aslinda bizdeki CEFR degil, Uluslararasi, ézel bir yayinevinin yayinlarinin
siniflandirilmasi gibi bir durum. Bizde 3 seviye var. A0, Al, A2. B ve C seviyeleri yok. Ancak seneye bu
seviyelere de édrencileri ¢ikarmayi hedefliyoruz. Odgrenciler sadece ingilizce derslerinde siniflara
ayriliyorlar. Diger derslerde birlesiyorlar. Bu nedenle biz bu seviyeleri uygulayabiliyoruz. Ancak devlet
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okullarinda bu durum biraz zor olabilir. Bence égrencileri Ingilizce seviyelerine ayirmak dil 6gretimi
agisindan daha yararli bir durum. Bireysel farkliliklari 6ne cikartiyor.” (04-Ozel Okul-Yiiksek Diizey)

Ogretmenlerin programa iliskin gereksinimleri ve 6nerileri ile ilgili olusturulan temalar Tablo
10’da verilmistir:

Tablo 10.
Ogretmenlerin Programa Yénelik Gereksinimleri
Tema Kodlar Frekans (f)
Gereksinimler Etkinlik agiklamalarinin saplanmasi 4

Okullarin teknolojik donanim agisindan desteklenmesi
Ogretmenlerden program ile ilgili dénit alinmasi

Sinif mevcutlarinin azaltilmasi

Programin kazanim ve icerik agisindan sadelesmesi

Programin ¢ogunlukla konusma becerisine yonelik gelistirilmesi
Ogretmenlere programlarla ilgili hizmet ici egitim verilmesi
Ders kitaplarinin glincellenmesi

icerigin eglenceli ve giinliik hayatla ilgili olmasi

Okullarda dil laboratuvarlari bulunmasi

P P NNNMNNN WD

Ogretmenler gorislerine gére programla ilgili ihtiyaclar; etkinlikler ile ilgili érnekler ve detayl
aciklamalarin - bulunmasi (n=4), okullarin daha iyi teknolojik donanima sahip olmasi (n=4),
o6gretmenlerden program ile ilgili donlt alinmasi (n=3), 6gretmenlere programlarin uygulanmasi ile ilgili
hizmet ici egitimler verilmesi (n=2), ders kitaplarinin programla daha iyi iliskisinin kurulabilmesi icin
gincellenmesi (n=2) ve programin bireysellestirilmis dil Ogretimini desteklemesi agisindan sinif
mevcutlarinin azaltilmasi (n=2) seklinde ifade edilmistir:

“Daha eglenceli, ilgi gcekici ve giinliik hayatla iliskili etkinliklere yer verilmelidir. Uygulama siireciyle
ilgili biz 6gretmenlerden siire¢ boyunca gerekli déniitler alinmalidir ve yeni program bu déniitler ve
ihtiyaglar géz o6niinde bulundurularak hazirlanmalidir. Clinkii genelde programlar hazirlanirken, biz
dgretmenlere hig fikrimiz sorulmuyor. Hélbuki isin uygulayicilani biziz.” (02-Devlet Okulu-Orta Diizey)

“Teknolojik alt yapi eksikliginin giderilmesine ihtiyag var. Video blog sitesi icin MEB bir internet sayfasi
diizenleyebilir. Uygulanmak istenen program gercek disi ama eldeki ise ¢ok basit formda. E-okula
girerken bile sikintilar yasiyoruz. Bu agidan her okulda akilli tahtanin olmamasi, internet yoklugu,
baglantinin olmamasi, e-portfolyo ve video blog gibi uygulamalar igin sikinti ¢cikartir. Bir de programda
etkinlik aciklamalarina daha cok yer verilebilir.” (04-Ozel Okul-Yiiksek Diizey)

“Bence ihtiyag¢ olan sey siniflarin daha az kalabalik olmasini saglamak. Programin da daha
sadelestirilmesi gerekiyor. Ben programin dilbilgisinden arindirilip iletisime, konusmaya déniik olmasi
taraftartyim. Béyle bir program yapilip ingilizce 6§retmenlerine verilen hizmetici egitim ile durum
degistirilebilir.” (06-Devlet Okulu-Orta Diizey)

Ogretmenlerin programa yonelik dnerileri ile ilgili olusturulan temalar Tablo 11’de verilmistir.
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Tablo 11.
Ogretmenlerin Programa Yénelik Onerileri

Tema Kodlar Frekans (f)

Oneriler Programin konusma temelli olarak yeniden insa edilmesi 6
Ortadgretimde ingilizce hazirlik sinifi bulunmasi
Cevrimici materyal desteginin arttirilmasi
Ust siniflarda ingilizce ders saatinin azaltilmamasi
Ogretmenlere programla ilgili hizmet ici egitim verilmesi
Ogretmenlerden programla ilgili déniit alinmasi
Ogretmenlerin tegvik olarak yurtdisi dil egitimine génderilmesi
Uygulama sinavlarinin ilkégretimde de yapilmasi
Programdaki degerlendirme 6gesi icin rehberlik verilmesi
Degerler egitimi ile ilgili detayh yonlendirme icermesi

P PR EFEPNNMNNW

[any

Ogretmen goriislerine gére programla ilgili temel éneriler; programin yogunlukla konusma becerisine
yonelik olmasi (n=6), ingilizce hazirlik sinifinin bulunmasi (n=3), cevrimici materyal desteginin artmasi
(n=2), programla ilgili olarak hizmet igi egitim verilmesi (n=2), 6gretmenlerden programla ilgili donit
alinmasi (n=1), programda yer alan video blog, e-portfolyo gibi teknoloji gerektiren 6lgme gesitleri ile
ilgili 6gretmenlere rehberlik hizmeti saglanmasi (n=1) ve degerler egitimi ile ilgili detayli agiklamalar
verilmesi (n=1) olarak ifade edilmistir:

“...Programlarin iyilestirilmesi icin bence lisede hazirlik egitimi geri gelmeli. Zaten hazirlik ve 9.sinifta
dgrenciler Ingilizce 6greniyorlar. Daha sonra 6zellikle 10.siniftan sonrasinda ingilizceyi pek
6nemsemiyorlar. Cocuklar daha ¢ok liniversite giris sinavina hazirlanmaya bashyorlar. Zaten 12.sinifta da
sinav stresi oluyor. Dil siniflari haricinde ingilizce énemsenmiyor. Bir de okullara teknolojik donanim
eklenmesi, materyal desteginin gerektigini diisiiniiyorum. Online materyal destegi arttirilabilir. EBA var
ama bence yetersiz. Ogretmeni yalnizlastirmamak gerekiyor, hizmet ici editimlerle &§retmenlerin
gelistirilmesi belki de yurtdisina kisa siireli programlarla génderilmeleri ve dil 6gretim sertifikalari
almalari gerekiyor.” (04-Ozel Okul-Yiiksek Diizey)

“Programda bence dilbilgisine artik yer verilmemeli. Ciinkii artik herkes dilbilgisi ile yapilan égretimin
ingilizce konusmaya fayda etmeyecedi konusunda hem fikir. Neden sadece iletisim temelli bir program
hazirlamiyoruz? Ayrica degerlendirmede de konusma sinaviari, kalem-kdgit sinaviarindan daha ¢ok
kullaniimahdir. Béylece égrenciler dili konusmaya yénelik ¢alismalarda bulunurlar.” (09-Devlet Okulu-
Diisiik Diizey)

Ogretmenlerin goriislerine gdre programin olumlu ydnlerine kiyasla olumsuz yénlerinin bulundugu,
programda belirtilen dil seviyelerinin (9. simif A1/A2, 10.simif A2+/ B1, 11.sinif B1+/B2 ve 12.sinif B2+)
uygulamaya tam olarak yansitilamadigi ifade edilmistir. Ogretmenlerin 6zellikle programin egitim
durumlari 6gesine yonelik destege, okullarin teknolojik araglarla desteklenmesine, 6gretmenlerden
program ile ilgili donit alinmasina, 6gretmenlere programla ilgili hizmet ici egitim verilmesine, sinif
mevcutlarinin azaltilmasina, programdaki kazanimlarin daha da sadelesmesine ve programin yogunlukla
konusma temelli olarak glincellenmesine ihtiyag duyduklari belirlenmistir. Ayrica, O6gretmenler
gereksinimlerine gore programa yonelik dnerilerde de bulunmuslardir.

Tartisma ve Sonug

Okullarda uygulanan programlarin etkililigini ve basarisini saptamada program degerlendirme
calismalari 6nemli bir yere sahiptir. MEB tarafindan gelistirilen programlarin uygulamadaki etkililigini
gormek ve programla ilgili gerekli diizeltmelerde bulunmak hem programin paydaslarina hem de
program gelistirme calismalarina fayda saglayacaktir. ingilizce &gretim programlarina ait alanyazin
incelendiginde ilkégretim diizeyinde yapilan degerlendirme calismalarinin (Aslan ve izci, 2017; Alkan ve
Arslan, 2014; Ari, 2014; Bulut ve Atabey, 2016; Blyikduman, 2005; Cihan ve Giirlen, 2013; Cetin, 2018;
Demirtas ve Erdem, 2015; Dilekli, 2018; Dinger ve Saracaloglu, 2017; Er, 2006; Gezmis Ceyhan ve
Pecenek, 2010; Kandemir ve Tok, 2017; Kozikoglu, 2014; Kurt, 2017; Klglktepe, Eminoglu Kii¢liktepe ve
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Baykin, 2014; Oziidogru ve Adigiizel, 2015; Seckin, 2011; Yaman, 2010) ortadgretim diizeyinde yapilan
calismalara (Celik ve Filiz, 2018, incirci ve Parmaksiz, 2016; Karci, 2012; Merter, Kartal ve Caglar, 2012)
gore daha fazla sayida oldugu gériilmistiir. Bu nedenle; bu calismada da Ortadgretim 9.Sinif ingilizce
Ogretim Programi 6gretmen goriislerine gdre incelenmistir.

Calismada, Stake’in ihtiyaca Cevap Verici Degerlendirme Modeli kullanilmistir. Bu model kapsaminda
oncelikle program baglaminda calisanlarla ve uzmanlarla gorusilmis, programa yonelik gorusler, olasi
sorunlar, kaygilar ve Oneriler saptanmistir. Bu sorunlara gore degerlendirilecek programin kapsami
9.sinif olarak belirlenmistir. Program aktiviteleri dokiiman analizi ile gézden gegirilmis, belirli sorun
alanlari program baglaminda galisan ve uzman goérusleriyle karsilastirilmistir. Daha sonra gerekli verilere
ulagmak igin 6gretmenlerle gorismeler yapilmistir. Goriismeler yoluyla elde edilen veriler; program ile
ilgili amag ve kaygilari kesfetmek, programla ilgili durumlari ve problemleri kavramsallastirmak amaciyla
betimsel analiz ile analiz edilmis, programdaki mevcut durum saptanmistir. Calisma daha sonra rapor
haline getirilmistir.

Programin kazanim ogesi ile ilgili olumlu gorisler; kazanimlarin 6grenci seviyesine uygun olmasi
(n=11), kazanimlarin programin diger 6geleri ile genel olarak birbirini desteklemesi (n=8) ve programdaki
kazanimlarin asamalilik, sarmallik 6zelliklerini icermesi (n=10) ve kazanimlarin sayi olarak sadelesmesi
(n=3) seklindedir. Bu duruma benzer olarak; Yiicel, Dimici, Yildiz ve Biimen (2017) ortadgretim ingilizce
2002, 2014, 2016 6gretim programlarinda her sinif diizeyinde programin kendi icinde (yatay olarak)
bilinenden bilinmeyene, yakindan uzaga, somuttan soyuta, basitten karmasiga dogru belli bir siraya gore
diizenlendigini; bu sekilde kazanimlarin asamalilik 6zelliginin korundugunu ifade etmistir. Kazanimlarla
ilgili olumsuz goérusler ise kazanimlarin bazi temalarda birbirinden kopuk ilerlemesi ve kazanimlarin
programin egitim durumu ogesi ile iliskisinin tam kurulamamasi olmustur. Bu durumun mevcut
nedenlerinin; programda verilen temalarin birbiriyle iliskisinin kurulmamasi ve programda kazanimlara
uygun etkinlik 6rneklerinin verilmemesi oldugu distnilmektedir. Bunun yaninda; devlet okullarinda
kazanimlarin sayisinin 6grencilere fazla gelmesi ve kazanimlarin 6grencilerin seviyesinin Gstlinde
kalmasi; 6zel okullarda calisan 6gretmenlerin ise tam tersi bir duruma isaret ederek programda verilen
kazanimlarin 6grenciler icin yetersiz oldugunu ifade etmesi dikkat c¢ekici bir farkhlik olmustur. Bu
durumun baslica nedenleri; 6zel okullarda 6grenim goérmekte olan Ogrencilerin hazirbulunusluk
seviyelerinin ve sosyo-ekonomik diizeylerinin yiiksek olmasi, 6zel okullarin teknolojik imkanlarinin iyi
durumda olmasi olarak verilebilir. Ortadgretim ingilizce 6gretim programinin kazanimlarina iliskin diger
galismalarda ise; incirci ve Parmaksiz (2016) &gretmenlerin ortadgretim 10.sinif ingilizce dgretim
programinin kazanimlarini dgrencilerin ingilizce ile ilgili ihtiyaclarini karsilamadigini ve dgrencilerin 6n
bilgilerine uygun olmadigini ifade etmistir. Karci (2012) ortadgretim 9. sinif ingilizce 6gretim programini
degerlendirdigi calismasinda 6gretmenlerin programin kazanimlarinin 6grencilerin gelisim diizeylerine
uygun olmadigini, kazanimlarin haftalik ders saati icerisinde ulasilamayacagini, kazanimlarin birbirini
tamamlayici nitelikte olmadigini ifade ettigini belirtmistir. Celik ve Filiz (2018) ise g¢alismasinda
ortadgretim Ingilizce &gretim programi kazanimlarini inceleyen uzmanlar; kazanim zaman uyumu
yoklugu, kazanim sayisi goklugu, kazanimlarin sade ve yalin olmadigi, kazanimlarla ilgili agiklama yoklugu,
kazanimlarin iyi ifade edilmemis oldugu, mantiksal bir taksonomi eksikligi ve islevlerde genel ifadelerin
ver aldigi gibi eksikliklere dikkat ¢cekmistir.

Programin icerik ogesi ile ilgili gorlslerde ise 6gretmenler icerigin on kosul 6grenmelere gore,
basitten karmasiga dogru diizenlendigi (n=10) konusunda hemfikirdir. Ancak; 6gretmenlere gore icerik,
onceki program ile kiyaslandiginda (MEB, 2011 Ortadgretim ingilizce Ogretim Programi) daha iyi
durumda olmasina ragmen, yasam ile ilgili olma, bilimsel ve glincel bilgi icerme durumunda yetersizdir
(n=6). Merter, Kartal ve Caglar (2012), Celik ve Filiz (2018) bu ¢alismaya benzer olarak 6gretmenlerin
ortadgretim ingilizce ©6gretim programindaki icerigin 6grencilere eglenceli bir egitim ortami
saglamadigini, temalarin yalinliktan uzak oldugunu, dilbilgisine agirlik verildigini ve dgrencileri ingilizce
konusmaya tesvik etmedigini belirtmistir. Bir diger problem ise programdaki icerigin ders kitabi ile
uyusamamasidir. Devlet okullarinda galisan 6gretmenler kullandiklari ders kitabini yetersiz bulmuslar,
6zel okulda ¢alisan 6gretmenler ise programdaki icerik paralelinde baska kaynaklardan yararlandiklarini
ifade etmislerdir. Bu durum yine sosyo-ekonomik dizeyi farkh olan okullarda program uygulamasinin
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farklilastigini géstermektedir. Alan yazinda ingilizce ders kitabinin yetersiz olduguna yénelik ¢cok sayida
arastirma mevcuttur. Bu arastirmalardan; Ar (2014) ingilizce ders kitabinin igeriginin zor oldugunu ve
dilbilgisi agirlikh oldugunu; incirci ve Parmaksiz (2016) ders kitabinin dgrencilerin ilgisini cekecek diizeyde
ve anlasilabilir olmadigini, ders kitabinin kazanimlarla tutarh olmadigini; Demirtas ve Erdem (2015),
Dénmez (2010), Yildiran ve Tanriseven (2015) ilkégretim diizeyinde kullanilan ingilizce ders kitaplarinin
sikici ve ders kitaplarin igeriginin bilgi yikli oldugunu, Blyikduman (2005) ilkégretimde kullanilan
ingilizce ders kitaplarindaki igerigin sunulus sirasinin basitten karmasiga dogru oldugunu ancak ders
kitabinin programin amaglariyla tutarli olmadigini, Dinger ve Saracaloglu (2017) da ilkdgretim 7.sinif
ingilizce ders ve calisma kitabi icerisindeki alistirmalarin 6grenci seviyesine dengeli bir sekilde
dagitilmadigini, kitabin ders saati agisindan oldukga yogun oldugunu agiklamislardir.

Arastirmaya katilan 6gretmen gorislerine gore programin en problemli 6geleri egitim durumlari ve
degerlendirmedir. Devlet okullarinda ve 6zel okullarda gorev yapan 6gretmenler, egitim durumlarinda
yer alan etkinliklerin kazanimlarla uyumunun acik bir sekilde ifade edilmedigini (n=4) ve programda yer
alan etkinliklerin ders kitabi ile uyusmadigini (n=6), okullarda fiziksel donanimin etkinlik cesitlerini
desteklemedigini (n=4) ve sinif mevcudunun kalabalik olmasinin (n=2) etkinliklerin uygulanmasi sirasinda
problem yasanmasina neden oldugunu ifade etmislerdir. Bu nedenle, programdaki kazanimlarin hangi
etkinlikler ile gergeklestirileceginin agiklanmasi, ders kitaplarinin program ile paralel hale getirilmesi,
ingilizce 6gretimi igin gerekli olan teknolojik donanimin saglanmasi gerekmektedir. Programin etkili
olarak uygulanmasi agisindan sinif mevcudu da 6nem tasimaktadir. Calismadan elde edilen sonuglara
gore sinif mevcudunun az sayida Ogrenciden olustugu 6zel okullarda bireysellestirilmis 6gretim
yapilabilmesi nedeniyle ingilizce 6gretimi daha etkili bir sekilde ilerlemektedir. Elde edilen sonuglar farkli
calismalarda da incelenmistir. Cetin (2018) &gretmenlerin ilkdgretim 7. sinif Ingilizce &gretim
programindaki 6nerilen etkinliklerin yetersiz oldugunu sdyledigini, etkinliklerin daha keyifli ve etkili
olacak sekilde glincellenmesi gerektigini ifade ettiklerini belirtmistir. Ayni sekilde Kandemir ve Tok
(2017) ilkokul 2.sinif ingilizce 6gretim programindaki etkinliklerin sikici ve az oldugunu, 6gretmenlerin ek
etkinliklerle programi destekledikleri sonucuna ulasmistir.

Programda yer alan “iletisimsel Dil Yaklasiminin” etkinlikler baglaminda nasil uygulandigi ise devlet
okulu-6zel okul olma durumuna gére degismektedir. Devlet okulunda gorev yapan 6gretmenlerden elde
edilen gorisler sonucunda bu yaklasimin siniflarinda istenildigi gibi uygulanamadigi (n=11) belirlenirken,
ozel okullarda gorev yapan 6gretmenlerden elde edilen gorisler sonucunda; bu yaklasimi materyallerin
daha glincel olmasi, yabanci kaynaklardan yararlanabilmeleri, teknolojik donanimin giincel olmasi gibi
sebeplerle programda istenilen sekliyle uygulayabildikleri (n=3) gortlmdistir. Bu durum 6zel okullarda
ingilizce egitimi alan &grencilerin, devlet okullarinda ingilizce egitimi alan 6grencilerden ingilizce
konusma becerisi acgisindan daha ileri dizeyde egitim aldiklarini goéstermektedir. Benzer sekilde;
Kozikoglu (2014) ortaokul 7. sinif ingilizce 6gretim programini degerlendirdigi calismasindaki sinif ici
gbdzleminde iletisimsel Yaklasimin sinifa yansitilamadigini,  sinifin - fiziki  ortaminin  programin
uygulanmasina uygun olmadigini, sinif mevcudunun kalabalik oldugunu, 6gretmenin dilbilgisi konularini
tahtaya yazarak 6gretim yaptigini ifade etmistir.

ingilizce derslerinde kullanilan araclarla ilgili olarak ise 6gretmenlerden elde edilen gorisler;
derslerde akilli tahtanin kullanildigini gostermektedir (n=10). Ancak devlet okullarinda galisan
ogretmenler akilli tahtada sadece belirli igerigi kullanabilirken, 6zel okulda ¢alisan 6gretmenler daha
cesitli icerige ulasabilmektedir. Yine devlet okullarinda 6gretmenler haftalik veya giinliik ders planina
gerek gormemekte, planlama igin ders kitabini kullanmakta, 6zel okuldaki 6gretmenler ise haftalik ders
plani yaptiklarini ifade etmislerdir. Cetin (2018) ise calismasinda ingilizce 6gretmenlerinin ¢ogunlukla
akilli tahtayi kullandiklarini, ancak 6gretmenlerin ek materyal kullaniminin maddi sinirliliklar nedeniyle
gerceklestirilemedigini, sonug olarak hem 6grencilerin hem de 6gretmenlerin ek kaynak talep ettigini
belirtmistir.

Programin degerlendirme oOgesinde ise hedeflere ulasma diizeyi 6gretmenlerin gorislerine gore
siniflandiriimistir. Buna gore; hedeflere ulasma dilizeyi cogunlukla disiik (n=6) olarak gorilmektedir.
Programin hedeflerine ulasmama nedenleri; teknolojik donanimin yetersiz olmasi, dislik sosyo-
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ekonomik durum ve okul tiirG nedeniyle 6grencilerin derse ilgi duymamasidir. Bu ¢alismada oldugu gibi
alan yazinda bircok calismada da 6grencilerin ingilizce seviyelerinin &zellikle dinleme ve konusma
becerilerinde program sonucunda istenilen seviyede olmadig ifade edilmistir. Kozikoglu (2014)
dgrencilerin ingilizce 7. sinif dgretim programi sonucunda okuma, kelime ve dilbilgisi agisindan
programin hedeflerine ulastigini ancak dinleme ve konusma bakimindan ulasamadiklarini bulmustur.
Programda yer alan video blog tutma (n=11) ve e-portfolyo uygulamalari (n=8) 6gretmenler tarafindan
kullaniimamaktadir. Bu durumun nedenleri ise sinif mevcutlarinin kalabalk olmasi, 6grencileri siireg
degerlendirmeye ikna edememeleri olmustur. Ayrica bu uygulamalarin kullanilamama nedeni olarak
Ogrencilerin sosyo ekonomik durumlari sebebiyle bazi teknolojik donanimlara ulagamamalari da
sdylenebilir. Programda, siirece yayilan bu élgme araglarinin kullaniimasi égrencilerin ingilizceye yénelik
becerilerinin bitiincil anlamda degerlendirilmesi agisindan 6nem tasidigi belirtilmisken, uygulamada bu
durumun gergeklestirilememesi program ile ilgili dikkat ceken bir durumdur. Benzer sekilde Karci (2012)
ortadgretim 9.sinif ingilizce 6gretim programinda programda yer alan dlgme teknikleri ile uygulanan
o6lgme tekniklerinin farkh oldugunu, dilbilgisi agirlikh 6gretim nedeniyle 6grencilerin iletisimsel
becerilerinin dl¢iilmedigini ortaya koymustur. Merter, Caglar ve Kartal (2012), dgrencilerin ingilizce
Ogretim programinda verilen degerlendirme cgesitlerinden olan proje ve performans gorevlerinin
ogrenciler tarafindan gergeklestirilemedigini, 68rencilerin kendi portfolyolarini diizenleyemedigini ifade
etmigtir.

Ayrica bu arastirmada kullanilan degerlendirme modeli kapsaminda o6gretmenlere programin
olumlu/olumsuz yénleri, programa yénelik gereksinimleri ve dnerileri sorulmustur. Ogretmenlerden elde
edilen goruslere gore programin asamalilik ve sarmallik 6zelligi (n=5) olumlu karsilanirken; etkinlik
orneklerinin bulunmamasi (n=5), degerlendirme ogesi ile ilgili detayl agiklamalar bulunmamasi (n=4)
(Ogrenciler video blog olustururken neye dikkat etmeliler? Ogretmenler 6grencileri video blog tutmalari
icin nasil motive edebilirler? vb.), ders kitaplarinin beklentileri karsilayamamasi (n=2), degerler egitimi ile
ilgili detayl agiklama bulunmamasi (n=1) gibi nedenler programi olumsuz karsilamalari olarak
nitelendirilmistir. GoruldUgiu Uzere; O6gretmenlere programi ve ders kitabini iletmek uygulamada
karsilasilan glicliklere engel olmamaktadir. Program hakkinda 6gretmenlere cesitli egitimler araciligi ile
bilgi vermek; uygulamanin nasil gergeklestirilecegi konusunda Ogretmenlerden gelen talepleri
karsilayabilecektir. Alan yazinda bircok calismada ingilizce 6gretim programlarinin uygulanmasinda
karsilasilan gtigliikler agiklanmigtir. Cetin (2018) program giincelleme ihtiyacinin degerler egitimi oldugu
ifade edilmesine ragmen 6gretmenlerin bu konu ile ilgili bilgilerinin olmadigini, okul middurlerinin de bu
bilgileri 6gretmenlerden edinmeye c¢alistiklarini, ayrica bir toplanti veya tanitim semineri diizenlenmedigi
bulgusuna ulasildigini sdylemistir. Celik ve Filiz (2018) ise ortadgretim ingilizce gretim programini lgme
teknikleri icin 6rnek form yoklugu, degerlendirmede duyussal alan eksikligi, 6lcme ve degerlendirme
actklamalarinin eksikligi konusunda benzer uzman goruisleri oldugunu ifade etmistir.

Yapilan arastirma sonucunda ortaya c¢ikan bir diger 6nemli bulgu ise, 6gretmenlerin programin
merkezinde bulunan Avrupa Ortak Dil Cergevesi (CEFR) seviyelerinin (A1, A2, B1, B2, C1, C2) tam
anlamiyla uygulayamadiklarini (n=11) kabul etmeleridir. Ogretmenlerin gériislerine gére bu seviyeleri
uygulayabilmek icin 9.sinif baslangicinda 6grencilere diizey belirleme sinavi yapilmal ve 6grenciler
seviyelerine gore dil egitimi almalidir. Ancak mevcut okul sisteminde devlet okullarinda bu durumun
uygulanamamasi; 6grencilerin hazirbulunusluk seviyelerinin zaten distk seviyede olmasi; 10. sinif, 11.
sinif ve 12. sinifta ingilizce ders saatindeki azalma nedeniyle (haftada iki saate diismesi) bu siniflardaki
programin etkili bir sekilde uygulanamamasi bu durumun nedenleridir. Ancak, 6zel okullarda calisan
ogretmenler; sinif mevcutlarinin daha az olmasi, daha esnek bir okul sistemini uygulayabilmeleri,
bireysel olarak 6grenci takibinin daha detayli olarak yapilmasi nedeniyle bu seviyeleri uygulamada buyiik
bir sorunla karsilasmadiklarini belirtmislerdir. Bu durum yine 6zel okullar ve devlet okullar arasinda
ingilizce &gretim programinin uygulanmasina yonelik farkliliklarin agiga ¢ikmasi olarak yorumlanmustir.

Ogretmenlerin programa yénelik gereksinimleri ise program o6gelerinin daha detayli agiklamalar
icermesi (n=4), okullarin teknolojik donanimlarinin desteklenmesi (n=4), programin uygulanmasi ile ilgili
olarak mutlaka 06gretmenlerden donit alinmasi (n=3), sinif mevcutlarinin azaltilabilmesi (n=2),
programin kazanim ve icerik agisindan sadelesmesi (n=2), ¢ogunlukla konusma becerisine yonelik
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programin gelistiriimesi (n=2) ve 6gretmenlere programin nasil uygulanmasi gerektigi ile ilgili hizmet ici
egitim verilmesi (n=2) dir. Bu gereksinimlerden ayri olarak 6gretmenler; ortadgretimde ingilizce hazirlik
sinifi uygulamasinin geri gelmesini, online materyal desteginin arttirilmasini, ortadgretimde ingilizce ders
saatinin azaltiimamasini, 6gretmenlerin programin ayri bir paydasi olarak dusinidlmemesini,
ogretmenlere yonelik tesvik sisteminin (yurtdisinda dil egitimi, online egitim, terfi vb.) hayata
gegirilmesini, ortadgretime dgrenci hazirlayan ilkégretimin de ingilizce dersleri anlaminda gelistirilmesini
(uygulama sinavlarinin ilkogretime de konulmasi, konusma becerisinin yogunlukla calisilmasi) ve
degerler egitimi ile ilgili detayli yonlendirmelerin olmasi gerektigini 6éneri olarak ifade etmislerdir. Bu
arastirma sonucunda Ogretmenlerin programa yonelik vurguladigi bu ihtiyaglar alandaki baska
¢alismalarla da desteklenmektedir. Demirtas ve Erdem (2015) de o6gretmenlerin karsilastiklari
problemlere yonelik ¢ozim Onerilerini; haftalik ders saatinin arttiriimasi, ders kitabinin degismesi ya da
revize edilmesi, icerigin gorsellerle zenginlesmesi, icerigin ginlik hayatla iliskilendirilmesi, etkinliklerin
cogaltilmasi, programin daha eglenceli hale getirilmesi, konu yogunlugu daha da azaltiimasi,
materyallere ulasim kolayligi saglanmasi ve seviye siniflari olusturulmasi seklinde 6zetlemistir. Cetin
(2018) ise ogretmenlerin ve yoneticilerin programla ilgili olarak hizmetici egitime gereksinim
duyduklarini ifade etmistir. Ozetle; &gretmenleri program gelistirme siirecinin icerisinde katmak,
ingilizce 6gretmenlerine alanlari ile ilgili egitimler vermek, 8gretmenler tarafindan yogunlukla elestirilen
ders kitaplari yerine programin uygulanmasina odaklanmak, mevcut ingilizce 6gretim programinda bir
gereklilik olarak verilen konusma becerisinin gelisimini (iletisim Temelli Dil Yaklasimi’nin kullanimi)
saglamak programla ilgili temel gerekliliklerdir.

Bu arastirmada elde edilen bulgu ve sonuglar dogrultusunda programa iliskin dneriler; programdaki
kazanimlarin ve igerigin yogunlukla konusma becerisine yonelik olarak olusturulmasi, programda etkinlik
orneklerine yer verilmesi, programla paralel daha glincel ve bilimsel bir ders kitabinin kullaniimasi,
devlet okullari ile 6zel okullar arasindaki uygulama farkliliklarini azaltmak amaciyla devlet okullarina
teknolojik destek ve materyal gesitliligi sunulmasi, 6gretmenlere ve okul midirlerine program ile ilgili
hizmet ici egitim verilmesi ve 6gretmenlerden programin uygulanmasi ile ilgili donit alinmasi olarak
verilebilir. ileride yapilmasi diisiiniilen benzer arastirmalari igin ise, degerlendirme calismasinin farkli bir
model kullanilarak yapilmasi, bulgularin cesitlendirilebilmesi icin farkli veri toplama araglari ve
yontemlerin kullanilmasi, arastirmada kullanilan 6rneklemin genisletilmesi ve farkli paydaslardan
(6grenciler, veliler, okul mudurleri) veri toplanmasi, arastirmanin farkh bolgelerdeki farkli okullarda
gerceklestirilmesi dnerilebilir.

“Yiksekogretim Kurumlari Bilimsel Arastirma ve Yayin Etigi Yonergesinde’ yer alan tiim kurallara
uyulmus ve yonergenin ikinci boliminde yer alan “Bilimsel Arastirma ve Yayin Etigine Aykir
Eylemlerden” higbiri gerceklestirilmemistir..

551



GUREL & DEMIiRHAN iSCAN — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 49(1), 2020, 501-554

References

Aslan, A. S. ve izci, E. (2017). Ortaokul ingilizce 6gretim programinin 6gretmen gériislerine gére baglam,
girdi, stireg ve Uriin (CIPP) modeli ile degerlendirilmesi. inénii Universitesi E§itim Fakiiltesi Dergisi, 18
(2), 33-44.

Alkan, M. F. ve Arslan, M. (2014). ikinci sinif ingilizce 6gretim programinin degerlendirilmesi. Uluslararasi
Egitim Programlari ve Ogretim Calismalari Dergisi, 4 (7), 87-99.

Ari, A. (2014). ilkdgretim altinc sinif ingilizce dgretim programina iliskin 6gretmen gériisleri. Kuramsal
Egitimbilim Dergisi, 7 (2), 172-194.

Bulut, I. ve Atabey, E. (2016). ilkokul 2.sinif ingilizce dersi 6gretim programinin uygulamadaki etkililiginin
degerlendirilmesi. inénii Universitesi EGitim Fakiiltesi Dergisi, 17 (3), 257-280.

Biiyiikduman, F. I. (2005). ilkdégretim okullari ingilizce &gretmenlerinin birinci kademe ingilizce &gretim
programina iliskin gériisleri. Hacettepe Universitesi Egitim Fakiiltesi Dergisi, 28, 55-64.

Cihan, T. ve Giirlen, E. (2013). ilkégretim 5.sinif ingilizce dersi 6gretim programina iliskin 6gretmen
gorisleri. Anadolu Universitesi Sosyal Bilimler Dergisi, 13 (1), 131-146.

Crystal, D. (2003). English as a global language. New York: Cambridge University Press.

Creswell, J.W., (1998). Qualitative inquiry and research design choosing five traditions. Londra: Sage
Yayincilik, ThousandOaks.

Celebi, M. D. (2006). Tiirkiye’de anadil egitimi ve yabanci dil 8gretimi. Erciyes Universitesi Sosyal Bilimler
Enstittisii Dergisi, 1 (21), 285-307.

Celik, K. ve Filiz, B. S. (2018). Ortadgretim Ingilizce 6gretim programinin Eisner modeline gére
degerlendirilmesi. Egitim ve Toplum Arastirmalari Dergisi, 5 (1), 50-67.

Cetin, E. (2018). 7.Sinif Ingilizce &gretim programinin Eisner egitsel elestiri modeline gére
degerlendirilmesi. (Yayimlanmamis Yiiksek Lisans Tezi), Aydin: Adnan Menderes Universitesi.

Demircan, O. (1988). Diinden bugiine Tiirkiye’de yabanci dil. istanbul: Remzi Kitabevi.
Demirel, 0. (2012). Egitimde program gelistirme. Ankara: Pegem Yayinevi.

Demirtas, Z. (2017). Egitim program degerlendirme yaklasimlarina genel bir bakis. Sakarya (iniversitesi
Egitim Fakiiltesi Dergisi, 7 (4), 756-768.

Demirtas, Z. ve Erdem, S. (2015). 5.sinif ingilizce dersi 6gretim programi: Giincellenen programin bir
dnceki programla karsilastiriimasi ve programa iliskin 8gretmen gorisleri. Sakarya Universitesi E§itim
Fakiiltesi Dergisi, 5 (2), 55-80.

Dilekli, Y. (2018). Ortaokul ingilizce hazirlik sinifi programi pilot uygulamasinin 6gretmen gériislerine
gore degerlendirilmesi. Uluslararasi Toplum Arastirmalari Dergisi, 8 (15), 1399-1425.

Dinger, B. ve Saracaloglu, A. S. (2017). 7. Sinif ingilizce 6gretim programinin Stufflebeam’in baglam-girdi-
siire¢-uriin (CIPP) modeline gore degerlendirilmesi. Qualitative Studies, 12 (2), 1-24.

Dogan, H. (1997). Egitimde program ve égretim tasarimi. Ankara: Gazi Yayinevi.

Dénmez, O. (2010). Implementation of the new eighth grade english language curriculum from the
perspectives of teachers and students. (Yayimlanmamis yiksek lisans tezi). Orta Dogu Teknik
Universitesi, Ankara.

Erden, M.(1998). Egitimde program dedgerlendirme (3.Basim). Ankara: Ani Yayincilk.

Fitzpatrick, J. L., Sanders, J. R. & Worthen, B. R. (2011). Program evaluation alternative approaches and
practical guidelines. Boston: Pearson Education, Inc.

Gezmis Ceyhan, N. ve Pecenek, D. (2010). ilkégretim 8.sinif Ingilizce dersi 6gretim programinin
olusturmaci yaklasim ve planh bicime odaklanma ilkelerine gére degerlendirilmesi. “International
Conference on New Trends in Education and Their Implications” Konferansi’'nda sunulan bildiri.
Antalya.

552



GUREL & DEMIiRHAN iSCAN — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 49(1), 2020, 501-554

Haznedar, B. (2010). Tiirkiye’de yabanci dil editimi: Reformlar, ydénelimler ve 6gretmenlerimiz.
“International Conference on New Trends in Education and Their Implications” Konferansi’nda
sunulan bildiri. Antalya.

incirci, A. ve Parmaksiz, S. P. (2016). 10. sinif ortadgretim ingilizce dgretim programinin Stufflebeam
(CIPP) baglam, girdi, siire¢ ve uriin modeline gore degerlendirilmesi. International Journal of
Language Academy, 4 (2), 153-173.

Kandemir, A. (2016). ilkokul 2. sinif ingilizce 6§retim programinin katilimci odakli program degerlendirme
yaklasimiyla dederlendirilmesi. (Yayimlanmamus Yiiksek Lisans Tezi). Denizli: Pamukkale Universitesi.

Kandemir, A. ve Tok, $. (2017). ilkégretim 2.sinif ingilizce 6gretim programinin katiimci odakl program
degerlendirme yaklasimi ile degerlendirilmesi. Milli Egitim, 215, 27-67.

Karatas, H. & Fer, S. (2009). Yildiz Teknik Universitesi ingilizce &gretim programinin CIPP modeli
kullanilarak degerlendirilmesi. Egitim ve Bilim, 34 (153), 47-60.

Karci, C. (2012). Ortadgretim 9.sinif Ingilizce é§retim programinin 6gretmen gériislerine gére
degerlendirilmesi. Yayimlanmamis Yiiksek Lisans Tezi, Adnan Menderes Universitesi, Aydin.

Kozikoglu, i. (2014). Ortaokul 7.sinif ingilizce dgretim programinin degerlendirilmesi. Abant izzet Baysal
Universitesi Egitim Fakiiltesi Dergisi, 14 (1), 361-375.

Kurt, A. (2017). 4. sinif ingilizce dersi dgretim programinin baglam, girdi, siirec, tiriin modeline gore
degerlendirilmesi. Ziya Gékalp egitim Fakiiltesi Dergisi, 30, 508-524.

Kiguktepe, C., Eminoglu Kiigiiktepe, S. ve Baykin, Y. (2014). ikinci sinif ingilizce dersi ve programina
iliskin 6gretmen gorislerinin incelenmesi. Hasan Ali Yiicel Egitim Fakiiltesi Dergisi, 11 (22), 55-78.

MEB (2013). ilkégretim kurumlari ingilizce dersi §retim programi. Ankara: Milli Egitim Basimevi.

MEB (2017). ilkdgretim kurumlari haftalik ders cizelgesinin segmeli dersler ve agiklamalar bélimlerinde
degisiklik yapilmasi. http://tegm.meb.gov.tr/www/ilkogretim-kurumlari-ilkokul-ve-ortaokul-haftalik-
ders-cizelgesi/icerik/428. Erisim Tarihi: 07.08.2019

MEB (2018a). 2023 Egitim Vizyonu. https://2023vizyonu.meb.gov.tr/ Erisim Tarihi: 07.08.2019

MEB (2018b). Ortaddretim ingilizce dersi (9, 10, 11 ve 12. siniflar) 6§retim programi. Ankara: Milli Egitim
Basimevi.

Merriam, S.B. (1998). Qualitative research and case study applications in education. Jossey-Bass: San
Francisco.

Merter, F., Kartal, S. & Caglar, i. (2012). Ortadgretim ingilizce dersi yeni 6gretim programinin 8gretmen
gorislerine gore degerlendirilmesi. Mehmet Akif Ersoy Universitesi Egitim Fakiiltesi Dergisi, 12 (23),
43-58.

Miles, M. B. ve Huberman, A.M. (1994). Qualitative data analysis: An expanded sourcebook. California:
SAGE Publications.

Er, K. O. (2006). ilkdgretim 4. ve 5. sinif ingilizce 6gretim programlarinin degerlendirilmesi. Ankara
Universitesi Egitim Bilimleri Fakiiltesi Dergisi, 39 (2), 1-25.

Ornstein, A. C. ve Hunkins, F. P. (2016). Curriculum: Foundations, principles and issues (Seventh Edition).
Boston: Pearson Education, Inc.

Ozdemir, S. M. (2009). Egitimde program degerlendirme ve Tiirkiye'de egitim programlarini
degerlendirme calismalarinin incelenmesi. Yiiziincii Yil Universitesi E§itim Fakiiltesi Dergisi, 6 (2),
126-149.

Ozudogru, F. ve Adigiizel, C. (2015). ilkokul 2.sinif ingilizce dgretim programinin degerlendirilmesi.
Turkish Studies, 10 (11), 1251-1276.

Phillipson, R. ve Skutnabb-Kangas, T. (1996). English only world wide or language ecology? TESOL
Quarterly, 30 (3), 429-452.

553



GUREL & DEMIiRHAN iSCAN — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 49(1), 2020, 501-554

Seckin, H. (2011). ilkdgretim 4.sinif ingilizce dersi 6gretim programina iliskin dgretmen gérisleri.
Uluslararasi insan Bilimleri Dergisi, 8 (2), 550-576.

’

Stake, R. (1975). Program evaluation particularly responsive evaluation. “New Trends in Evaluation”
Konferansi’nda sunulan bildiri. Goteborg, isveg.
http://journals.sfu.ca/jmde/index.php/jmde_1/article/view/303/298. Erisim Tarihi: 01.03.2020.

Yaman, S. (2010). ilkégretim birinci kademe Ingilizce éGretim programinin 6§retmen gériislerine gére
degerlendirilmesi (Gaziantep ili 6rnedi). Yayimlanmamis yiiksek lisans tezi, Firat Universitesi, Elazig.

Yildiran, C. ve Tanriseven, l. (2015). ingilizce dgretmenlerinin ilkokul 2. sinif ingilizce dersi dgretim
programi hakkindaki gorisleri. International Journal of Language Academy, 3(1), 210-223.

Yildirim, A ve Simsek, H. (2013). Sosyal bilimlerde nitel arastirma yéntemleri. Ankara: Seckin Yayincilik.

Yiice, E. (2018). Evaluation of the high school 9th grade English language curriculum of Turkey in relation
to the CEFR principles. Yayimlanmamis Doktora Tezi, Hacettepe Universitesi, Ankara.

Yiicel, E., Dimici, K., Yildiz, B. & Biimen, N. (2017). Son 15 yilda yayimlanan ilk ve ortadgretim ingilizce
dersi 6gretim programlari tzerine bir analiz. Ege Egitim Dergisi, (18), 2, 702-737.

554



