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Karsilastirilmasi: Ogretmenlere Yoénelik Yansimalar ve
Modellere iliskin Goérusler *

Nilay T. BUMEN "ve Yasin AY 2

Ozet

Bu calismanin amaci, sinif égretmenlerinin uzmanlasmasina
dayall ug¢ farkli modelin uygulandigi okullarda calisan sinif
ogretmenlerinin  ozyeterligi, meslege ydnelik tutumu, is
doyumu ve motivasyonunun dort yil boyunca nasil degistiginin
ve  ogretmenlerin modeller  hakkindaki  gordslerinin
incelenmesidir. Bu baglamda incelenen modeller a) butunsel
ve dort yillik déngusel (geleneksel) b) butunsel, Gg¢ yillik
doéngusel ve branslasmis model ve c) butlunsel, iki yillik
dongusel ve branslasmis modeldir. Retrospektif boylamsal ve
eszamanli karma desen temele alinarak 2017-2021 yillar
arasinda, farklh modelleri uygulayan alti 6zel ilkokulda ¢alisan
sinif 6gretmenlerinin (ilk yil 21/ son yil 14 kisi) 6zyeterligi,
motivasyonu ve is doyumu izlenmis; odak grup goérusmeleri
yapilmistir. Bulgulara goére, ogretmenlerin ozyeterligi  ve
motivasyonunda anlamli bir farklilik elde edilemezken, iki ve g
yillik dbéngusel ve branslasmis modelde gdérev yapan
ogretmenlerin is doyumlarinin, geleneksel modele gdre ikinci
ve dcunclU yilda anlamli derecede daha ylksek oldugu
gorulmustar. Ancak bu farkliliklarin model geregi goéreve yeni
baslayan odgretmenlerden kaynaklandigi, genel durumu
yansitmadigi belirlenmistir. Nitel bulgularda farkli modellerin
ogrencilere, o6gretmenlere, ydneticilere ve velilere yoénelik
etkileri ve modellere iliskin 6neriler elde edilmistir. Katilimci
ogretmenler her modele iliskin olumlu ve olumsuz etkileri dile
getirmekle birlikte, ayni 6gretmenin bir 6grenci grubuyla en az
uc¢ ya da dort yili birlikte gegirmesini 6nermislerdir.
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Turk kamuoyunda ilkokul 6grencilerinin basarisi birincil olarak sinif
dgretmenlerinin niteliklerine baglanmakta (Bumen ve Ercan Ozaydin,
2013) ve sinif 6gretmenleri cocuklarin gelecegini bicimlendirmede etkisi
uzun Yyillar surecek izler birakmaktadir. Erol ve Basaran (2020),
cocuklarin ilkokul doneminde aileden sonra en cok birlikte zaman
gecirdikleri kisinin sinif 6gretmeni oldugunu belirtirken, Altuner ve
Basaran (2017) da ilkokul égrencilerinin sinif dgretmenlerini anne-
babasi gibi gorduklerini, onu her acidan o6rnek aldiklarini, ona
guvenerek duygusal acidan guclu  bir sekilde baglandiklarini
vurgulamistir. Bununla birlikte sinif &égretmenleri hem farkli yas
grubundaki ogrencilere hem de birden fazla derse yénelik hizmet
verdigi icin, is yuku ve sorumlulugu agir bir goérev yapmaktadir. Bu
nedenle, sinif 6gretmenlerinin belli sinif duzeylerinde ya da derslerde
uzmanlasmasinin daha islevsel olup olmadigr uzun zamandir tartisilan
bir konu olmustur.

Turkiye'de uzun yillardir ogrencilerin ilkokulda ayni 6gretmenle
ogrenime devam etmesi gelenegi surmekte, ancak bazi 6zel okullar
tum siniflarda farkli sinif 6gretmenlerinin derse girmesi; bazi 6zel
okullar ilk iki sinifta ayni, son iki sinifta farkli bir sinif 6gretmeninin;
bazilari ise ilk Uc¢ sinifta ayni, son sinifta farkl bir sinif 6gretmeninin
gobrev yapmasl seklinde uygulamalar yapmaktadir. Ayrica bazi 6zel
okullarda belli sinif dUzeylerinde (&r. Dorduncu sinifta) ve belli bir derste
(6r. Matematik, fen bilimleri ya da Turkce vb.) uzmanlasan sinif
ogretmenleri de bulunmaktadir. S6zu edilen farkli modellerin son
yillarda 06zel okul sayisindaki hizli artis ve rekabet nedeniyle
gerceklestigi (Cesur, 2019), ancak devlet okullarinda geleneksel modelin
surdugu soylenebilir.

DuUnyada sinif ogretmenliginde farkli uzmanlasma modellerinin
uygulandigi ve bu modellerin cesitli  sekillerde adlandirildigi
goérulmektedir. Kanada ve ABD'de geleneksel hale gelen “her yil
ogretmen degismesi” ya da “bir yillik 6gretmen” modeli (Tourigny ve
digerleri, 2019) ya da “dongusel” model (looping) bunlardandir. Cin,
Danimarka, Finlandiya, Hirvatistan, Hollanda, israil, isvec, italya,
Jamaika, Japonya, Kuba ve Rusya'daki ilkokullarda da uygulanan
déngusel model (Girgin, 2021, Marusi¢ ve digerleri, 2020; Tourigny ve
digerleri, 2019; Wang ve digerleri, 2017), Turkiye'deki devlet okullarinda
dort yillik déngusel seklinde uygulanarak geleneksel model haline
gelmistir. Bu modelde 6gretmen bir grup égrenciyle en az iki 6gretim
yili ders yurutmekte, ddngu tamamlandiginda ise yeni bir sinifla ayni
dénguye devam etmektedir (Cistone ve Shneyderman, 2004).
Dongulerin kacg yil surecegi ulkeden Ulkeye gore degismekle birlikte,
genellikle iki ya da Uc¢ yil sirmektedir (Tourigny ve digerlerleri, 2019).
Boylece modelin iki yillik déngusel, Uc¢ yillik dongusel, dort yillik
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dongusel ve bes yilik dongusel seklinde alt turleri bulunmakta,
Turkiye'deki devlet okullarinda dort yillik dongusel seklinde
uygulanmaktadir.

Bunun yani sira ders/ konu alanlarini temele alan bUtlUnsel (generalist,
self-contained) ya da branslasmis (departmentalized) modeller de
bulunmaktadir. Butunsel modelde, sinif é6gretmenlerinin programda
bulunan tum temel derslerde (dil, matematik, fen bilimleri ve sosyal
bilimler) esit derecede yetkin oldugu varsayilarak, tum temel akademik
konulari (dersleri) 6gretmesi esas alinir (Brobst ve digerleri, 2017).
Yabanci dil, beden egitimi, muzik, gérsel sanatlar, dini bilgiler, drama vb.
dersler ise farkli 6gretmenler tarafindan yuratuldr. Butunsel modelde
ogretmen; cocugun zihinsel, duygusal ve fiziksel gelisiminin tum
asamalarini  destekleyecek sekilde, “butun yoénleriyle” ilgilenir.
Ogretmen tum temel dersleri verdigi icin hem anlamli ve baglantil
ogrenmeyi mumkun kilan surekliligi elde etmekte; hem de 6zerkligi
arttigindan daha esnek davranarak, dersler/konular arasi butinlesmeyi
saglama imkani bulmaktadir (Parker ve digerleri, 2017). Ote yandan
branslasmis modelde, temel konulari égretme sorumlulugunun iki
veya daha fazla ogretmen tarafindan Ustlenilmesi (Ray, 2017),
ogretmenlerin bir dersi birden fazla sinifa 6gretmesi (Slavin, 1987) ve
belli bir konu alaninda uzmanlasmasi s6z konusudur (Chan ve Jarman,
2004). ABD'deki hesap verilebilirlik talepleri (6zellikle ingilizce ve
matematik derslerinde &grenci basarisinin  artirilmasi  yonundeki
baskilar), dérduncu ve besinci siniflarda branslasmis modelin son
yillarda hizla artmasina neden olmustur (Baroody, 2017).

Goruldugu gibi, sinif 6gretmenliginde uzmanlasma modelleri temelde
ogrenci gruplarina ya da &gretilecek derslere gore cesitlendirilmistir.
Ogrenci gruplari temele alindiginda “her yil 6gretmen degdismesi” ya da
déngusel modeller, 6Jretilecek dersler temele alindiginda ise butunsel
ya da branslasmis modeller ortaya ¢cikmaktadir. Sekil 'de uzmanlasma
modellerinin siniflamasi sunulmaktadir.
Sekil 1
Sinif Ogretmenliginde Uzmanlasma Modelleri
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Sinif  ogretmenlerinin  belli sinif duzeylerinde ya da derslerde
uzmanlasmasina yoénelik arastirmalar yurt disinda uzun zamandir
incelenmektedir. Ornegin, Strohl vd. (2014) branslasmis modelde
calisan sinif égretmenlerinin butunsel modeldeki meslektaslarina
kiyasla, isle ilgili olarak daha az stres ve is yuku hissettikleri, daha yuksek
moral ve is doyumu yasadiklarini belirlemistir. Ayrica égretmenlerin
cogu, branslasmis modeli daha dnceden deneyimledikleri butunsel
modele tercih ettiklerini belirtmislerdir. Wiggins (2018) c¢ogu
ogretmenin anaokulu, birinci ve ikinci siniflarda butunsel; ucuncy,
doérduncu ve besinci siniflarda ise branslasmis modelle 6gretimi tercih
ettigini ortaya koymustur. Haley (2018), branslasmis modelin 6gretmen
ozerkligine ve secimine saygl duyacak sekilde uygulandiginda,
ogretmenlerin mesleki matematik ozyeterligi Uzerinde olumlu etkileri
olabilecegini belirtmektedir. Minott (2016) branslasmis modelin
uygulandigi ilkokullarda gorev yapan ogretmenlerin, 6grencilerin
duyussal ihtiyaclarint  gidermede olumlu goérusler ve etkiler
belirttiklerini ancak uygulamadan 6nce pilot calismalar yapilmasini
onerdiklerini tespit etmistir. Bunlarin tersine Gilmore (2016) ise butunsel
modeldeki 6gretmenlerin branslasmis modeldeki 6gretmenlere kiyasla
daha yUksek 6zyeterlige sahip oldugunu ortaya cikarmistir.

Tarkiye'de yapilan calismalara bakildiginda ise, cogunlukla 6gretmen
ve yonetici goruslerinin incelendigi (Akgul, 2006; Akinci ve digerlersi,
2015; Divrik, 2011; Dogan, 2004; Onder, 2015; Turkmen ve Kandemir, 2011),
ogretmenler Uzerinde uzun sureli (boylamsal) veri toplanmadigi
gorulmektedir. Ornedin Tok ve Bozkurt'un (2010) calismasinda
katilimcilar sinif 6gretmenlerinin “1-2-3. siniflari okutan 6gretmen’ ve “4-
5. siniflari okutan &gretmen” olarak uzmanlasmalarini dnermistir.
Bunun sebebi matematik ve fen derslerinde zorlanma, besinci siniftan
sonra tekrar birinci sinifa donuldugunde yasanan degisikliklere uyum
sorunlari, monotonlasma, her derste etkili 6gretim yapilamamasi vb.
olarak aciklanmistir. Sinif o6gretmenleri ikiden fazla defa degisen
dorduncu sinif ogrencileriyle yapilan bir calismada, o6grencilerin
ogretmen degisikligi nedeniyle UzUntlu yasadiklari, okula yeniden
baslamis gibi hissettikleri; kullanilan metaforlarin genellikle degisimi ve
tukenmeyi ifade ettigi vurgulanmistir (Erol ve Basaran, 2020). Bunun
yaninda, 6zel uzmanlik gerektirdigi fikrinden hareketle fen ve teknoloji,
matematik ve sosyal bilgiler derslerinin 6gretiminde c¢ok gucluk
cekildigi, bu nedenle bu derslerde branslasma ve sinif 6gretmenlerinin
sadece ilk U¢ sinifta ders vermeleri dnerilmektedir (Gomleksiz ve
digerleri, 20T1). Cesur (2019) ise, 6gretmen ve ogretim elemanlarinin
cogu doéngusel modelin  uygulanmasi gerektigini belirtseler de;
butunsel, branslasmis ve iki yillik ddngusel modellerin daha avantajli
yonlerinin oldugunu ifade etmistir.

Goruldugu gibi Turkiye'de yapilan calismalarda, sinif egitiminde
uzmanlasma modellerinin  6gretmenlere yansimalari konusunda
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boylamsal bulgulara rastlanmamakta, égretmenlerin ilkokul yillari
boyunca neler yasadigi hakkinda genel bir sonuca varmak
guclesmektedir. Ulusal calismalarin kesitsel taramalar ya da nitel
arastirmalar olmasi nedeniyle (Cesur, 2019; Erol ve Basaran, 2020; Onder,
2015; Tok ve Bozkurt, 2010), konuyla ilgili olarak uzun vadeli ve farkli
kaynaklara dayali bilgi edinilememektedir. Dolayisiyla en iyi modelleri
kesfetmek Uzere, farkli modellerin 6gretmenlere yansimalari hakkinda
boylamsal ve karma c¢alismalara ihtiya¢c vardir. Ayrica sinif
ogretmenlerinin hizmet 6ncesi egitimi acisindan dustnuldugunde,
farkli  uzmanlasma modellerinin  karsilastirilmasi  da  egitim
planlamalarina katki saglayabilir. Bu calismada, sinif 6gretmenliginde
uzmanlasma modellerini ilkokul sUresince (dort yil) izleyerek
karsilastirmayl amaclayan bir projeden elde edilen bazi bulgular ele
alinmaktadir. Bu baglamda calismanin amaci, u¢ farkli modelin
uygulandigi okullarda calisan sinif o6gretmenlerinin  ozyeterligi, is
doyumu ve motivasyonunun dort yil boyunca nasil degistiginin ve
ogretmenlerin - modeller hakkindaki goéruslerinin  incelenmesidir.
Calismada yanit aranan sorular sunlardir:

1. Sinif 6gretmenlerinin uzmanlasmasina dayali u¢ farkli modelin
uygulandigi okullarda calisan sinif 6gretmenlerinin; a) ozyeterligi, b)
motivasyonu ve c) is doyumu dort yil boyunca nasil farklilasmaktadir?
2. ilkokul suresi boyunca farkli modelleri uygulayan sinif
ogretmenlerinin bu deneyimlerine iliskin gérus ve onerileri nelerdir?

3. Katilmcr o6gretmenlerin aciklayicit nitel bulgulart nicel bulgularla
birlikte ele alindiginda, ne gibi sonuclar ortaya ¢cikmaktadir?

Konuyla ilgili yurt icinde yapilan calismalar incelendiginde, 4+4+4
kademeli egitim sistemine gecilen 2012 yilindan sonra yapilan
arastirmalarin azaldigi gorulmektedir. Oysa son yillarda okula baslama
yasl dusurulmus ve sinif 6gretmenlerinin yeni duzene ayak uydurmasi
gerekmistir. Calismanin, Turkiye'de séz konusu problemi dort yil
boyunca suren boylamsal ve karma bir arastirmayla ele alan ilk calisma
oldugu sdylenebilir. Bulgularin okullara ve ogretmen istihdam
politikalarina onemli bilgiler verebilecegi dusunulmektedir. Ayrica
bulgular sinif 6gretmenlerinin hizmet éncesi egitimi acisindan da
onemli sonuclar dogurabilir; egitim fakultesi lisans programlarinda
kanita dayali kararlar alinmasina yardimci olabilir.

Yéntem
Arastirma Deseni

Sinif 6gretmenliginde uzmanlasma modelleri ile ilgili bUyUk resmi
gorebilmek; nitel veya nicel verilerden elde edilen sonuclarin birbirini
tamamlamasini, ayrintilandirmasini ve guclendirmesini saglamak
(Creswell ve Plano Clark, 2018) amaciyla, karma yontem desenlerinden
biri olan eszamanli desen temele alinmistir. Arastirma problemi ilkokul
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sUresi boyunca veri toplamayi gerektirdiginden eszamanli desen,
boylamsal (longitudinal) ydntemle birlestirilmistir. Boylece nicel veriler
ogretmenlerin  birtakim degiskenler acisindan uzun donemli
davranislari hakkinda bilgi verirken, nitel veriler de modellere iliskin
deneyim ve dusunceleri gormeyi saglamistir. Buna gdre boylamsal
karma yontem yaklasimlarindan biri olan ve katilimcilarin konuya iliskin
hatiralarini incelemek Uzere, nicel boylamsal kismin son zamaninda bir
kez toplanan nitel verilere dayanan, geriye donuk desen (retrospective
design) temele alinmistir (Plano Clark ve digerleri, 2015). Bu baglamda
katilimci 6gretmenlerin doért yil boyunca ozyeterligi, is doyumu ve
motivasyonu izlenmis, her modelin uygulanma suresinin sonunda odak
grup goérusmeleri yapilmistir.

Katilimcilar

Boylamsal karma yontem desenlerinde seckisiz 6rnekleme yapmak ¢cok
zor oldugundan (Plano Clark ve digerleri, 2015), elverisli érnekleme
yoluyla Uc¢ farkli modeli uygulayan ve calismaya gonullu olarak katilan
altt  o6zel okulda, 2017-2021 vyillari arasinda goérev yapan sinif
oégretmenlerinden (ilk yil 21/ son yil 14 kisi) veri toplanmistir. Tablo T'de
goéruldugu gibi, calismaya katilan tum okullarda doért yil icerisinde belli
dlculerde dgretmen kaybi yasanmistir. Ozellikle calismanin Gcuncl
yilinda ortaya ¢ikan kuresel salgin (COVID-19) ve ekonomik nedenlerle
bazi 6gretmenler &zel okullardan ayrilsa da, tum zorluklara ragmen
toplanan verilere goére her U¢ modeldeki 6gretmen sayilarinin birbirine
benzer oldugu sdylenebilir. Bircok faktorun etkisiyle katilimci kaybinin
dogal oldugu boylamsal calismalarda (Creswell ve Plano Clark, 2018, s.
304) oldugu gibi, 6gretmen kaybi yasansa da ilk yildaki katilimci
sayisinin %66'sindan fazlasina ulasiimistir.

Tablo 1
Katilimci Okullara Gére Uygulanan Modeller ve Ogretmen Sayilari
OJretmen sayisi

I M Il kull

Uygulanan Modeller Okullar 1yl 2.yl 3.yl 4.yl
Model 1. Butlnsel ve dért yilhik A 3 3 3 3
dongusel model

B 5 4 4 2
Model 2: Butunsel, u¢ yilik C 3 3 3 0
doéngusel ve branslasmis model

D 3 3 3 3
Model 3. Butunsel, iki yillik E 4 4 4 4
ddéngusel ve branslasmis model

F 3 3 3 2
Toplam 6 21 20 20 14

Tablo T'de géruldugu gibi veri toplanan okullarda sinif 6gretmenliginde
uc farkli model uygulanmistir. Calismaya katilan ve Uc¢ farklh modelin
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uygulandigi tum okullarda beden egitimi, muzik, din kultdru ve ahlak
bilgisi, ingilizce ve gdrsel sanatlar dersleri alan (brans) égretmenleri
tarafindan yurdtulmustudr. Bu nedenle tum okullarda bdtlinsel modelin
uygulandigi sdylenebilir. Diger taraftan, Model 71in uygulandigi
okullarda temel dersler (hayat bilgisi, TUrkce, matematik, fen bilimleri)
dort yil boyunca ayni sinif 6gretmenleri tarafindan verilmistir. Model 2'yi
uygulayan iki ilkokulda temel dersler U¢ yil boyunca ayni sinif
ogretmenleri tarafindan yurdtuldrken, dordUncu sinifta ise sinif
ogretmenleri branslasarak; sadece Turkce, matematik, fen bilimleri ve
sosyal bilgiler derslerine girmistir. Boylece bu iki okulda butunsel, U¢
yilllk déngusel ve branslasmis modelin uygulandigr sdylenebilir. Son
olarak Model 3'Un uygulandigi iki okulda ise temel dersler iki yil boyunca
ayni sinif dgretmenleri tarafindan yurutulurken; son ikiyilda (U¢gUncu ve
dorduncu sinifta) ise bu derslere (branslasarak) farkli sinif 8gretmenleri
girmislerdir. Géruldugu gibi, veri toplanan okullarda hem butunsel,
hem branslasmis, hem de déngusel modeller uygulanmaktadir. Ancak
yukarida belirtildigi gibi, bu ortak noktalar ilkokul yillari (siniflar)
boyunca ve brans temelinde degistiginden, ortaya uc¢ farkli model
cikmaktadir.

Model T'de yer alan katilimci 6gretmenlerin kidemi incelendiginde, 1-10
yil arasinda Ug; 21-30 yil arasinda iki; 31-40 yil arasinda iki ve 41yil ve daha
fazla kideme sahip iki 6gretmenin bulundugu belirlenmistir. Model 2'de
yer alan katilimci égretmenlerden 1-10 yil arasinda kidemi olan dort; 11-
20 yil arasinda ug; 21-30 yil arasinda bir; 41 yil ve daha fazla kideme sahip
olan iki &gretmen bulunmaktadir. Model 3'te yer alan katilimci
ogretmenlerin kidemi incelendiginde, 1-10 yil arasinda 11; 11-20 yil
arasinda iki; 31-40 yil arasinda iki; 41 yil ve daha fazla kideme sahip bir
dgretmen oldugu gérulmustir. Ogretmenlerin codu sinif 6gretmenligi
lisans programindan mezun iken (Model T'de yedi, Model 2'de dort,
Model 3'te 15 kisi), az sayida 6gretmen 6n lisans (Model 1 ve 2'de ikKi,
Model 3'te bir Kisi) ve lisansustu egitime (Model Tde yok, Model 2'de
doért, Model 3'te yok) sahiptir. Haftalik ders yukleri de dokuz ila 29 saat
arasinda degismektedir.

Veri Toplama Sureci ve Araglari

Arastirma kapsaminda calismaya gonullu olan alti 6zel okul ile yuz yuze
iletisim kurularak okul muddurltklerinden izin alinmisg, daha sonra Ege
Universitesi Sosyal ve Beseri Bilimler Bilimsel Arastirma ve Yayin Etigi
Kurulunun etik kurul onay! elde edilmistir. Veri toplama surecinde okul
duzeninde veya derslerde degisiklik olmamis, dgretmenlere higbir
mudahalede bulunulmamistir. Nicel veri toplama araclari 6gretmenlere
Ekim 2017, Haziran 2018, Ekim 2018, Haziran 2019 ve Ekim 2019'da yuz
yuze olarak uygulanirken, Haziran 2020'de toplanmasi planlanan veriler
COVID-19 kuresel salgini nedeniyle (MEB tarafindan tum okullarda
egitim ogretime ara verildiginden), Ekim 2020'de cevrimici olarak
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toplanmistir. Benzer sekilde, kuresel salgin kosullarinin devam ettigi
Haziran 2021'de de hem nicel hem de nitel veriler cevrimici olarak elde
edilmistir. Ogretmenler Uzerinde uygulanan veri toplama araclarinin
ozellikleri de Tablo 2'de sunulmustur.

Tablo 2
Veri Toplama Sureci ve Aracglari
Tarihler Toplanan Veriler

Ekim 2017 Ogretmen dzyeterlik dlcedi + is doyumu
Olcegdi +
Ilkokul 8gretmeni motivasyon dlcedi

Haziran 2018 Ogretmen dzyeterlik dlcegi + is doyumu
dlcegi + ilkokul 6gretmeni motivasyon élcegdi

Ekim 2018 Ogretmen dzyeterlik dlcedi + is doyumu
dlcegi + ilkokul 6gretmeni motivasyon élcegdi

Haziran 2019* Ogretmen dzyeterlik dlcegdi + is doyumu
Olcegdi +
Ilkokul 63retmeni motivasyon oélcegi +
Model 3'teki 6gretmenlerle odak grup
goérusmeleri

Ekim 2019** Ogretmen dzyeterlik dlcedi + is doyumu
Olcedi +
Ilkokul 8gretmeni motivasyon dlcegdi

Haziran 2020*** Ogretmen dzyeterlik dlcedi + is doyumu
Olcegdi +
Ilkokul 63retmeni motivasyon oélcedi +
Model 2'deki &gretmenlerle odak grup
gorusmeleri

Ekim 2020%** Ogretmen dzyeterlik dlcedi + is doyumu
Olcegdi +
Ilkokul 6gretmeni motivasyon olcedi

Haziran 2027 Ogretmen dzyeterlik dlcegi + is doyumu
Olcedi
Ilkokul 6gretmeni motivasyon dlcedi +
Model T'deki 6gretmenlerle odak grup
gorusmeleri

* Model 3'teki 6gretmenler siniflarina veda etmistir. ** Model 3'te yeni d6gretmenler derse

girmeye baslamistir. ** Model 2'deki 6gretmenler siniflarina veda etmistir. ***Model 2'de yeni
ogretmenler derse girmeye baslamistir. ****Model T'deki 6gretmenler siniflarina veda etmistir.

1Yil (2017-
2018)

2.Vil (2018-
2019)

3.Vl (2019-2020)

4.Y1l (2020-2021)

Ogretmen Ozyeterlik Olcegdi

Tschannen ve Hoy'un (2001) gelistirdigi, Capa, Cakiroglu ve Sarikaya'nin
(2005) Turkce'ye uyarlamis oldugu élcek, 6grenciyle kaynasma, 6gretim
stratejileri ve sinif yonetimi seklinde Uc¢ alt boyut ve 24 maddeden
olusmaktadir. Olcekten alinabilecek minimum puan 24, maksimum
puan ise 216'dir. Bu boyutlara ait Cronbach alfa guvenirlik katsayilari
siraslyla 0.82, 0.86 ve 0.84 olarak elde edilmistir.
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is Doyumu Olcegi

Hackman ve Oldham (1975) tarafindan gelistirilen olcek, Tasdan (2008)
tarafindan ogretmenlere uyarlanmistir. Tek boyutlu olan dlcek, 14
maddeden olusmakta ve maddeler besli dereceleme Uzerinden
degerlendirilmektedir. Olcekte yer alan maddelerin faktor yuk degerleri
0.69 ile 0.86 arasinda degismektedir. Elde edilen madde toplam
korelasyonlari 0.66 ile 0.84 araligindadir. Olcedin Cronbach alfa ic
tutarhk katsayisi 0.95'ir.

ilkokul 6gretmeni Motivasyon Olcegi

Ozturk ve Uzunkol'un (2013) gelistirmis oldugu o6lcek dort faktor ve 30
maddeden olusmaktadir. Olcedin butlindne ait ic tutarlik katsayisi 0.87
olup, “meslege yonelik olumlu tutum ve mesleki basari” faktérune ait
guvenirlik katsayisi 0.87; “takdir edilme ve mesleki mutluluk” faktorune
ait guvenirlik katsayisi 0.86, “meslekten kacinma” faktorinun guvenirlik
katsayisl 0.79, “meslegi 6zUmseme” faktorune iliskin guvenirlik katsayisi
0.e1'dir. Yapilan DFA sonuclarina gore, uyum indeksleri x? = 688,27 (sd =
394, p =.00), x>/ sd =1,75 SRMR = 0,083, RMSEA = 0.069, GFIl = 0.77, AGFI
= 0.73, CFl = 0.93, NFI = 0.85 ve NNFI = 0.92 olarak bulunmus, elde edilen
bu degerler ile délcegin yapi gecerliginin saglandigr vurgulanmistir
(OztUrk ve Uzunkol, 2013).

Calismada az sayida 6gretmenden veri toplanmasi (ilk yil 21/ son yil 14
kisi) ve olceklerin guvenirligi/ gecerlidi icin yeterli kanitlar sunulmasi
nedeniyle (Capa ve digerleri, 2005; Oztlurk ve Uzunkol, 2013; Tasdan,
2008), kullanilan U¢ dlcek icin de yeniden dogrulayici faktor analizi
calismalari yapilmamistir.

Odak Grup Gérusme Formu

Calismada ele alinan U¢ modelin é6gretmenlere yansimalarinin ortaya
cikarilabilmesi icin arastirmacilar tarafindan hazirlanan gdérusme
sorulari, calisma grubunda yer almayan iki sinif 6gretmeni ile pilot
goérusmeler yoluyla denenmistir. Alinan dénutlere goére sorularin
siralanmasinda degisiklik yapilmis, acik ve anlasilirlik agisindan sorun
yasanmamistir. Gorusmelerde “Okulunuzda uygulanan modelle ilgili
dusunceleriniz nelerdir? Bu modelin sizin 6gretmenlik meslegine bakis
aciniza etkisi nasildir? Bu modelin, 6grencilerin bilissel ve duyussal
gelisimlerine etkisi nasildir?” gibi sorular sorulmustur.

Verilerin Analizi

Calismada temele alinan retrospektif boylamsal eszamanli karma
desene goére (Plano Clark ve digerleri, 2015), nicel ve nitel verilere iliskin
iki sonu¢ kumesi elde edildikten sonra, ortak yuzeylere ulasilarak
sonuclar birlestirilmistir. Sonu¢ asamasinda verilerin karsilastiriimasi
genel gecerligi arttirmakta olup, bu durum desenin karakteristik bir
gucudur (Creswell ve Plano Clark, 2018). Nicel verilerin analizinde, yil
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bazindaki 6lcumler kullaniimistir. Ornedin Model 3'e goére dJretim
yapilan okullardaki 6gretmenler ikinci yilin sonu itibariyle (Haziran 2019)
gorevlerini tamamladigindan, sonraki dlcumlerde bu égretmenlerden
veri toplanmamis; veri toplanan sinifta géreve baslayan yeni
ogretmenlerden toplanan veriler analizlere dahil edilmistir. Benzer
sekilde, Model 2'ye gdre d6gretim yapan okullarda gorevli 6gretmenler
Haziran 2020 itibariyle yerlerini yeni 6gretmenlere biraktigindan, Ekim
2020'den itibaren yeni ogretmenlerden veriler toplanarak analiz
edilmistir. Orneklem kucuk oldugundan (n < 30) ANOVA testinin
nonparametrik karsiligr olan Kruskal Wallis kullanilimis, anlamli farkllik
ciktiglr durumlarda bu farkin hangi iki grup arasinda oldugunu
belirlemek icin Mann-Whitney testi kullaniimistir (Field, 2018; Morgan
ve digerleri, 2007).

Nitel verilerin ¢6zUmlenmesinde ise tumevarimsal tematik analiz
yontemi kullaniimistir. Analiz surecinde Braun ve Clarke'in (2006)
onermis oldugu alti asama olan veriye asina olma, ilk kodlarin
olusturulmasi, temalarin aranmasi, temalarin gdézden gecirilmesi,
temalarin isimlendirilmesi ve raporlastirma kullaniimistir. Oncelikle
veriler bilgisayar ortamina aktariimis, tum veri seti tekrar tekrar birkag
defa okunmus ve asinalik saglanmistir. Ardindan verilerden yola ¢ikarak
ilk kodlar belirlenmis ve bir kod listesi olusturulmustur. Olusturulan
kodlar arastirmacilar tarafindan tartisilmis ve gerekli birlestirmeler
yapilmistir. Daha sonra arastirmacilar kodlari bazi temalar altinda
toplamis ve bu temalari en iyi yansitan isimlendirme ve tanimlamalari
belirlemislerdir (bkz. Ek A ve Ek B). Son olarak, elde edilen tum tema ve
alt temalarin raporlamasi yapilmistir.

Calismada bulgularin inandirici, aktarilabilir, tutarli ve teyit edilebilir
olmasi icin (Creswell ve Plano Clark, 2018), nicel ve nitel veri toplama
araclari bir arada kullanilmis, her modelden ikiser okul alinarak her
okulda ayni sinif duzeyinde gdrev yapan tum ogretmenler calismaya
dahil edilmis, veri toplama ve analiz sureci olduk¢a ayrintili bir bicimde
sunulmus, goérusme kayitlari icin katilimci teyidi alinmis, dogrudan
alintilara zaman boyutu eklenerek (Plano Clark ve digerleri, 2015) sikca
yer verilmis ve tum veriler saklanmistir.

Bulgular
Ogretmenlerin Ozyeterligi

Uc farkli modelin (Model 1: ButUnsel ve dért yillik déngusel (geleneksel);
Model 2: Butunsel, u¢ yillik dongusel ve branslasmis; Model 3: Butunsel,
iki yillik déngusel ve branslasmis) uygulandigi okullarda gorev yapan
ogretmenlerin 6gretmen dzyeterlik olceginin Ekim 2017'de yapilan
olcumlerine iliskin puanlari arasinda anlamli bir fark olmadigi
belirlenmistir [x?(2, N = 21) =2.99, p> .05]. Benzer sekilde Haziran 2018'de
x?(2, N =19) = 1.82, p> .05], Ekim 2018'de [x?(2, N = 20) = 3.35, p> .05],

10
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Haziran 2019'da [x? (2, N = 20) = 1.63, p> .05], Ekim 2019'da [x? (2, N = 20) =
2.42, p> .05], Haziran 2020'de [x? (2, N =19) = 4.46, p> .05], EkKim 2020'de
[x? (2, N =14) = 0.30, p> .05] ve Haziran 2021'de yapilan [x?3(2, N = 14) = 1.86,
p> .05] dlcumlere iliskin puanlar arasinda da anlamli bir fark olmadigdi
belirlenmistir. Bu bulgulara goére farkli modellerin  uygulandigi
okullarda calisan &gretmenlerin  &zyeterlik algilarinin  degisiklik
gostermedigi soylenebilir. Sekil 2'de géruldugu gibi, Ekim 2019'da
Model 3'te yeni baslayan ogretmenlerden veri toplandigindan,
ogretmen ozyeterliginin ilgili yilda ciddi bir artis gosterdigi sdylenebilir.
Baska bir deyisle, Sekil 2'deki bulgular incelenirken model geregdi
ogretmen degisimlerinin oldugu g6z 6nunde bulundurulmalidir.

Sekil 2
Yillara Gére Ogretmen Ozyeterligi Puani Ortalamalari

205
200

195 —

190 e=@==\lode| 1: Biitiinsel ve
185 - dort yillik dongiisel
180 model

L
175
170 Model 2: Biitiinsel,

165 ¢ yillik déngtisel ve

Ogretmen Ozyeterligi

160 branslagmis model
155
150 Model 3: Biitlinsel,
EKIM 2017 HAZIRAN EKIM 2018 HAZIRAN EKIM 2019 HAZIRAN EKIM 2020 HAZIRAN iki yillik déngiisel ve
2018 2019 2020 2021 branslagmis model
\ '
P . |
Olgimler
H
H H
v v
Ekim 2019'da Ekim 2020'de
Model 3'te Model 2'de
Ogretmen degisimi Ogretmen degisimi

Ogretmenlerin Motivasyonu

Uc farkl modelin (Model 1: ButUnsel ve dort yillik déngusel (geleneksel);
Model 2: Butunsel, ¢ yillik dongusel ve branslasmis; Model 3: Butunsel,
iki yillik déngusel ve branslasmis) uygulandigi okullarda gdrev yapan
ogretmenlerin ilkokul 6gretmeni motivasyon élceginin Ekim 2018'de
x?(2, N = 21) = 1.00, p> .05], Haziran 2018'de [x?(2, N = 19) = 0.46, p> .05],
Ekim 2018'de [x?(2, N = 20) = 2.96, p> .05], Haziran 2019'da [x3(2, N = 20) =
112, p> .05], Ekim 2019'da [x? (2, N = 20) = 4.73, p> .05], Haziran 2020'de
x?(2, N =19) = 0.84, p> .05], Ekim 2020'de [x*(2, N = 14) = 1.80, p> .05] ve
Haziran 20217de yapilan [x3(2, N = 14) = 1.08, p > .05] olcUmlerine iliskin
puanlari arasinda anlamli bir fark olmadigi belirlenmistir. Baska bir
deyisle, farkli modelleri uygulayan okullarda calisan &gretmenlerin
motivasyonlarinda bir degisiklik gorulmedigi soylenebilir. Bununla
birlikte Sekil 3'te goéruldugu gibi, tum modellerde égretim yili basinda
(Ekim délcumleri) 6gretmen motivasyonlarinin daha yuksek, 6gretim yili

N
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sonunda (Haziran olcumleri) daha dusuk oldugu belirlenmistir. Ayrica
Ekim 2020'de Model 2'de ve Ekim 2019'da Model 3'te yeni goreve
baslayan ogretmenlerden veri toplandigindan, grafikteki ciddi
yukselislerin bu degisiklik nedeniyle gerceklestigi dikkate alinmalidir.

Sekil 3
Yillara Gére Ogretmen Motivasyonu Ortalamalari

. 145
:’E‘_ 140 e N0 clel 1: Biitiinsal
o ve dort yillik
% 135 C = - déngtisel model
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Z 130 - . e
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E 125 =g Model 2: Bitinsel,
@ g yilik dongisel ve
o 120 branslasmis mode
- 115
= M
= 110 Model 3: Bitinsel,
EKIM HAZIRAN EKIM HAZIRAN EKIM HAZIRAN EKIM HAZIRAN iki yillrk déngusel ve
2017 2018 2018 2019 2019 2020 2020 2021 branstagmis model
Olciimler | i
v v

Ekim 2019'da Ekim 2020'de

Model 3'te Model 2'de

Sgretmen degisimi Bgretmen degisimi

Ogretmenlerin is Doyumu

Uc farkli modelin (Model 1: ButUnsel ve dort yillik déngusel (geleneksel);
Model 2: Butunsel, u¢ yillik dongusel ve branslasmis; Model 3: Butunsel,
iki yillik déngusel ve branslasmis) uygulandigi okullarda gdrev yapan
ogretmenlerin is doyumu élceginin Ekim 2017'de [x3(2, N = 21) = 0.46,
p>.05] ve Haziran 2018'de yapilan olcUmlerine iliskin puanlari arasinda
anlamli bir fark olmadigi belirlenmistir [x3(2, N = 19) = 177, p>.05].
Bununla birlikte Ekim 2018'de yapilan 6lcUmlere iliskin puanlar arasinda
anlamli bir fark oldugu belirlenmistir [x3(2, N = 20) = 6.61, p<.05] (bkz.
Tablo 3). Buna goére, Model 2'nin uygulandigi okullarda gérev yapan
ogretmenlerin is doyumu puanlarinin Model T'in uygulandigi okullarda
goérev yapan 6gretmenlerden anlamli derecede daha yuksek oldugu
(p<.05) belirlenmistir (bkz. Tablo 4). Baska bir ifadeyle, Model 2'de gdrev
yapan oégretmenlerin ikinci égretim yili basindaki is doyumunun
geleneksel modelde gorev yapan ogretmenlerden daha yuksek oldugu
soylenebilir.

12
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Tablo 3
Ekim 2018 Is Doyurmu Puanlarina lliskin Kruskal-Wallis Testi Sonuclari
Modeller N SO. ¥ df p

Model 1. Butunsel ve dort yillik déngusel 7 621 661 2 0.037
model

Model 2: Butunsel, u¢ yilhik déngusel ve 6 14.50

branslasmis model

Model 3: Butunsel, iki yillik déongusel ve 7 1136

branslasmis model

Tablo 4

Ekim 2018 Is Doyurmu Puanlarina lliskin Mann-Whitney Testi Sonuclari
Modeller N S.T. S.O. U y4 p
Model 1 7 32.50 4.64 4.50 -2.38 0.017
Model 2 6 58.50 9.75

Benzer sekilde, égretmenlerin Haziran 2019'da yapilan is doyumu
olcumlerine iliskin  puanlari arasinda anlamli  bir fark oldugu
belirlenmistir [x3(2, N = 20) = 6.90, p< .05] (bkz. Tablo 5). Bu farkhlgin
Model 1 ve Model 2 arasinda ve Model 2 lehine; Model 1 ve Model 3
arasinda ise Model 3 lehine oldugu belirlenmistir (bkz. Tablo 6). Bu
bulgulara gore, iki ve Uc yillik déngusel/branslasmis modelde goérev
yapan ogretmenlerin is doyumlarinin Haziran 2019'da geleneksel
modelde gbérev yapan ogretmenlerden daha yuksek oldugu
soylenebilir.

Tablo 5
Haziran 2019 [s Doyumu Puanlarina lliskin Kruskal-Wallis Testi Sonuclari
Modeller N SO. ¥ df p

Model 1: Butunsel ve dort yillik ddngusel model 7 579 690 2 0.032
Model 2: Butunsel, Uc¢ yilllik dongusel ve 6 1283

branslasmis model

Model 3: Butunsel, iki yilllk doéngusel ve 7 1321

branslasmis model

Tablo 6

Haziran 2019 [s Doyumu Puanlarina lliskin Mann-Whitney Testi Sonuclari
Modeller N S.T. S.O. U z p
Model 1 7 34.00 4.86 6.00 -2.15 0.031
Model 2 6 57.00 9.50
Model 1 7 34.50 493 6.50 -2.31 0.021
Model 3 7 70.50 10.07

Katilimci égretmenlerin Ekim 2019'da yapilan is doyumu élcumlerine
iliskin puanlari arasinda anlamli bir fark oldugu belirlenmistir [x3(2, N =
20) =6.91, p<.05] (bkz. Tablo 7). Bu farkhligin Model 1ve Model 3 arasinda

13
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ve Model 3 lehine oldugu belirlenmistir (bkz. Tablo 8, Sekil 4). Bu
bulgulara gore, iki yillik ddngusel ve branslasmis modelde gorev yapan
ogretmenlerin is doyumlarinin geleneksel modelde goérev yapan
ogretmenlerden daha yuksek oldugu soéylenebilir. Ancak Sekil 4
incelendiginde, okulda uygulanan model geregi goreve yeni baslayan
ogretmenlerin her zaman daha yuksek is doyumu puanlarina sahip
olduklari dikkat cekmektedir (bkz. Model 2, Ekim 2020 veya Model 3,
Ekim 2019). Baska bir deyisle, is doyumuna iliskin bu anlamli farkliklar,
model geregi goreve yeni baslayan o&gretmenlerin durumunu
yansitmaktadir.

Tablo 7
Ekim 2019 is Doyumu Puanlarina iliskin Kruskal-Wallis Testi Sonuclari
Modeller N SO. ¥ df p

Model 1. ButlUnsel ve dért yillk déngusel 7 650 691 2 0.032
model

Model 2: Butunsel, u¢ yilhk doéngusel ve 6 10.17

branslasmis model

Model 3. Butunsel, iki yillik doéngusel ve 7 14.79

branslasmis model

Tablo 8

Ekim 2019 is Doyumu Puanlarina iliskin Mann-Whitney Testi Sonuclari
Modeller N S.T. S.0O. U z p
Model 1 7 33.50 4.79 550 -2.43 0.015
Model 3 7 71.50 10.21

Ote yandan katilimci égretmenlerin Haziran 2020'de, [x3(2, N =19) = 0.87,
p>.05], EKim 2020'de [x? (2, N =14) = 4.46, p> .05], Haziran 2021'de [x?(2, N
= 14) = 5.01, p> .05] elde edilen is doyumu &olcumlerine iliskin puanlari
arasinda anlamli bir fark olmadigi belirlenmistir. Diger taraftan, Sekil
4'te goruldugu gibi, tum modellerde 06gretim yili  basinda
ogretmenlerin is doyumunun ogretim yili sonuna gdre daha yuksek
oldugu belirlenmistir. Bununla birlikte, Ekim 2019'da Model 3'te, Ekim
2020'de Model 2'de goreve yeni baslayan ogretmenlerden veri
toplandigindan, grafikteki ciddi yukselislerin bu degisiklik nedeniyle
gerceklesmis olabilecegi dikkate alinmalidir.
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Sekil 4
Yillara gére é6gretmenlerin is doyumu ortalamalari
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10 Model 3: Bitiinsel,
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2017 2018 2018 2019 2019 2020 2020 2021
Olgtimler ]
4 AV
Ekim 2019'da Ekim 2020'de
Model 3'te Model 2'de
dgretmen degisimi dgretmen degisimi

Model Degisikliklerinin Ogrencilere, Ogretmenlere, Yéneticilere ve
Velilere Yonelik Etkilerine lliskin Gorusler

Yapilan odak grup gérusmelerinden elde edilen bulgulara gére, model
degisikliklerinin égrenciler acisindan bazi olumlu ve olumsuz etkilere
yol actigi ifade edilmistir (bkz. Sekil 5). Olumlu etkiler alt temasinda bag
kurma, uyum saglama, farkli ydntem ve tekniklerle 6grenme ve gelisim
alanlarina katki saglama yer alirken; olumsuz etkilerde ise guven kaybil,
ayrilik kaygisi ve baglanma sorunlari, istenmeyen davranislarin artmasi
ve 6grenme kayiplari/guclukleri yer almaktadir.
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Sekil 5
Ogretmen Géruslerine Gére Model Dedisikliklerinin Ogrencilere,
Ogretmenlere, Yéneticilere ve Velilere Yénelik Etkileri

Ogrenci!ere yonelik olumlu ‘Model1, 2ve3 Yoneticilere yonelik olumlu
etkiler: Ogretmenle bag ogretm_enlen - etkiler: Ogretmen

kurma, uyum saglama, farkli Haziran istihdarminin yénetimini
ydntem ve tekniklerle 2019/2020/2021 kolaylastirma, okulun
6grenme, gelisim alanlarina reklamini yapma
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2019/2020/202

2019/2020

MOdel .2 ve'3 Velilere yonelik olumsuz etkiler:
ogretmenleri — "y . " .
. Ogretmenin sik degismesine
Haziran . . .
tepki gdsterme, dnceki
2019/2020/2021 "
dgretmenle kiyaslamalar ve

sorunlara odaklanma

Yoneticilere yonelik olumsuz
etkiler: Ogrenci ve/veya

6gretmen kaybi, veli baskisi,
iletisim sorunlari

Her U¢ modelde &gretim yapan ogretmenlerin ortak olarak
savunduklari durum, ogrencilerle égretmenin etkilesim surelerinin
artmasina paralel olarak, aralarinda olusan baglanmanin da
guclenecegdi yonundedir. Ozellikle geleneksel modelin uygulandidi
okullarda ogrenim goren &grencilerin, égretmenlerine daha fazla
baglanma ve guven duygusu gelistirdikleri vurgulanmistir. Bu
konudaki bir gorus soyledir:

Ogretmene baglanma oldudu icin, bence simdi cocuk beni qu seviyor ya,

sevdigi zaman hem dersine daha cok calisiyor baglaniyor. Ogretmenimi
uzmeyeyim (diyor), yani aramizda oyle bir iliski gelisiyor ki dért sene olunca,
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anne baba gibi. Guven (olusuyor), ¢ocuk beni kirmamak icin, ben onu
uzmemek icin, ikimiz birbirimizin Gzerine titredigimiz icin, daha basarili oluyor
diye dusindyorum. [Haziran 2021, Model 1 Ogretmeni]

Ortaya cikan bir diger bulgu ise &grencilerin model ve 6gretmen
degisimi surecinde yasadiklari olumsuzluklardir. Bunlar, égrencilerin
guven kaybi, ayrilik kaygisinin yarattigi baglanma problemleri, sinif ici
davranis problemleri, o6grenciler arasinda rekabet ve kiskanchgin
artmasi, sinif yonetiminde zorlanma ve 6grenme guclukleri/kayiplari
seklindedir. Bu konuyla ilgili bazi gérusler sdyledir:

En (¢cok) problem yasayan ogrenci bile “6gretmenim gitmeyin” diyor. Sarilma
ihtiyaci duyuyor. Hani o fiziksel dokunma istegi, o guven istegi var. Biz son 2-3
ayimizi surekli sarilarak gegirdik. Derste égrencinin iki Gg¢ tanesi kalkip gelip,
durup dururken gelip sariliyordu. Sadece gelip sariliyordu. Soru filan yok. Sizi
¢ok ozleyecegim deyip yerine oturuyordu. [Haziran 2019'da ogrencilerinden
ayrilan Model 3 Ogretmeni]

Her sene 6gretmen degistiginde, éne cikan cocuklari aliyorlar, digerlerini
onemsemiyorlar. Simdi ¢ocuga sen yapamazsin, edemezsin dedikge... Bu
sefer ne oluyor, arkadaslarina dusman oluyor. Rekabet kiskanclik, sinif
yonetimi sorunlari basliyor. Arkadaslarina da kotu davranmaya basliyor.
[Haziran 2021, Model 1 Ogretmeni]

Ben akademik olarak da olumsuz yansidigini ddstnlyorum. Yaz tatili
Odevlerini veriyoruz, dénusinde bunun takibini de yapiyoruz. Simdi &édev
verecegiz ama bunun takibini kim yapacak? Kim kontrol edecek?
Ogretmenim zaten dedisti diyerek ya da cesitli bahanelerle zaten cogu bildigi
seyi tekrar etmeyip unutmaya sebep oluyorsa, o tatil de bir kayip oluyor diye
dustnlyorum. [Haziran 2019'da égrencilerinden ayrilan Model 3 Ogretmeni]

Bulgulara gére, model degisiklikleri 6gretmenler acisindan bazi olumlu
ve olumsuz etkilere neden olmaktadir. Olumlu etkiler 6grencilerle bag
kurma, mesleki tatmin duygusu, égrenciyi takip etmede kolaylik ve
uzmanlasma seklinde ortaya c¢ikarken; olumsuz etkiler ise
ogretmenlerin kendisiyle, velilerle ve ydnetimle ilgili ¢esitli sorunlar
yasamasidir. Bu bulgularla ilgili bazi 6gretmen ifadeleri su sekildedir:

Ben olumlu bakiyorum dort yil (devam etmeye). Yani bir duygu bagi mutlaka
gerektiriyor. Okulda ¢cocuk-6gretmen iliskisinde mutlaka duygu bagi gerekli
bizde. Bu duygu bagi (sayesinde) zaman icinde biz hem ailesini hem kendisini
oldukc¢ca daha fazla taniyoruz. Bu (durum), zaman iginde bunlarla yasadigimiz
olumsuzluklari bertaraf ediyor. [Haziran 2021, Model 1 Ogretmeni]

4. sinifta mezun ederken (6grencilerin) nereden nereye geldigini
goéruyorsunuz. Hani bir kitabi okur gibi giris, gelisme, sonu¢ bdolimlerini
gorlyorsunuz. Mezun ederken sizin icin de ¢cok guzel... Yogun hisler olusuyor.
Onun baslangicta daha adini bile yazamazken, okuyamazken sonra nereye
geldigini gérmek, o da ayri bir keyif veriyor bir sinif 6gretmeni icin. [Haziran
2020, Model 2 Ogretmeni]

(Surekli ayni égretmenin girmesiyle) 6grencinin takibini, girdi ve déndutlerini
kolay yapabiliyorsunuz. Gelisimini adim adim takip edebiliyorsunuz. Hangi

derste daha lyi, 6ne ¢ikiyor, hangi derste takviye edilmesi gerekiyor... Gézlem
ve takip acisindan daha iyi. [Haziran 2020, Model 2 Ogretmeni]
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Diger taraftan, model degisikliginin d6gretmenler acisindan olumsuz
etkileri de ortaya ¢cikmistir. Bunlar; 6gretmenlerin kendisiyle ilgili olan
sorunlar, veliyle ilgili sorunlar ve yénetimle ilgili sorunlar olarak
siniflandirilmistir.  Ogretmenlerle ilgili sorunlar arasinda, model
degisikliklerine bagli olarak koérelme, mesleki tatmin yasayamama,
ogrencilere asiri baglanma ve ogrenciyi tanimak icin ekstra zaman
harcamaya dair sorunlar belirlenmistir. Ozellikle sk 6gretmen
degisikligi yapilan modellerde, 6gretmenlerin yeteri kadar 6grencileri
sahiplenmeyecedi, onlara yeterli ilgiyi gostermeyebilecegi ve
istenmeyen davranislara iliskin problemlerin ¢6zUme kavusturulmak
yerine gormezden gelinebilecegi vurgulanmistir. Bu konuda
ogretmenler tarafindan ortaya atilan bazi gorusler su sekildedir:

(Ogrencilerle sikintili bir durum oldugunda), dért yil bu cocuk benimle (deyip),
kabul ediyorsunuz ve onu daha iyiye gétirmeye calisiyorsunuz. Obdr turld bir
sene sikarsiniz disinizi.. Sabrederek gecireceksiniz. [Haziran 2021, Model 1
Ogretmeni]

Bir yarim kalmislik hissi var. Cinkd hamur yoguracaksiniz; tam unund,
yumurtasini, suyunu, tuzunu koyuyorsunuz. Tam yogurmaya baslayacaksiniz.
Akademik olarak ¢ocugun nereden geldigini de biliyorsunuz. Hepsi yarim
kaliyor. Bir seyin sonucunu gérememe duygusu... Git gide boyle kirpiliyormus,
azaliyormus hissi, o cok kétd bir duygu... [Haziran 2019, Model 3 Ogretmeni]

Ogretmenler acisindan bir diger olumsuzluk alani veliler ve ydneticilerle
ilgilidir. Ogretmenlerin ayni 6Jrencilerle uzun stUre devam etmesi
sonucunda, velilerle fazla samimiyet olusmakta, bu durum
ogretmenlerin karar alma sureclerini etkileyerek otoritesini olumsuz
etkilemektedir. Daha sik 6gretmen degisikligi yapilan modellerde ise,
ogretmen ve veli birbirine yabancilik hissetmekte, 6gretmenler
kendilerini ifade etmek icin yogun bir caba ve zaman harcamak
durumunda kalabilmekte, bu durum 6gretmenler icin yipratici bir hal
almaktadir. Yoneticiler acisindan ise ogretmenler okul yonetimi ve
rehberlik servislerinin yeteri kadar destek olmadigini, kendilerini zaman
zaman yalniz ve degersiz hissettiklerini sikilikla dile getirmislerdir:
(Ogrenciyi Uglncl sinifta) alan égretmen de bence cok zorlaniyor. Cunku

velide bir kere bir ényargi var. Onun kirilmasi, 6gretmeni tanimasi bana
kalirsa 2-3 ay aliyor. [Haziran 2019, Model 3 Ogretmeni]

Ozel okullarda biraz daha égrenciyi hosnut tutmak, veliyi ho_§nut tutmak da
gerekebiliyor... Hani sikdyet edilirsem korkusu yasaniliyor. Is kaygisi var, is
kaygilari disiplinsizlige ve ¢cocugun da égrenmemesine (neden oluyor)... Bir
zincir gibi boyle gidiyor yani. [Haziran 2021, Model 1 Ogretmeni]
Model degisikliklerinin  yonetim acisindan olumlu etkilerine
bakildiginda ise, 6gretmenlere gdre bazi model degisiklikleri s6zlesme
ve istihdam konusunda okul yonetimlerinin elini guc¢lendirmek amacini
tasimaktadir. Ayrica bazi &gretmenler model degisikliklerinin
yoneticilerin farkl modelleri uyguluyor gorunmek adina, reklam amacili
olarak kullanilabildigine dikkat cekmislerdir. Ogretmen ifadelerinden
bazilari su sekildedir:

18



PAUEFD, 60, [2024] BUmen ve Ay https://doi.org/10.9779/pauefd.1140539

Bazi okullar da 2+2 ye dénmeye basladilar ¢cunku altta yatan neden su:
Ogretmen dért yil kalmayabiliyor (okulda). iste iki yil elimde tutayim, eger okul
da memnun kalmazsa iki yil sonra géndereyim (6gretmeni) diyor. [Haziran
2020, Model 2 Ogretmeni]

(Model degisikliklerini) bence su nedenle yapiyorlar, kayitlarda birazcik
reklamimiz daha iyi olsun, iste "biz bu tarz egitime gectik, farkli seyler
yapiyoruz, diger okullar gibi degiliz biz" (demek icin). [Haziran 2021, Model 1
Ogretmeni]

Diger taraftan model degdisiklikleri sonucunda yonetim acgisindan
olumsuz olarak ortaya c¢cikan durumlardan birinin veli baskisi oldugu
belirlenmistir. OJretmenlere gore, okul ydnetimleri égretmenlerin én
plana c¢ikmasindan (&gretmenlerin okulun énune gec¢cmesinden),
velilerin bazi égretmenlere fazla baglanmasindan ve okula kayit
yapmada tercih sebebinin belli bir 6gretmenin olmasindan rahatsizlik
duyabilmektedir. Cunku bu gibi durumlarda égretmenlerin okuldan
ayrilmasi halinde velilerin de o okuldan ayrilmak isteyebilecedi,
dolayisiyla  bu durumun &grenci kaybina yol acabilecegdi
vurgulanmaktadir:

(Veliler) “Siz varsiniz diye biz buradayiz” (diyorlar). Siz olmasaydiniz (bu okula

gelmezdik diyorlar)... ilkokulda bu badlilik oluyor yani. [Haziran 2021, Model 1
Ogretmeni]

DorduncU siniflarla yapilan bir toplantida veliler “6gretmenden memnun

oldugumuz icin almayacagdiz, sizi sevdigimiz icin devam ediyoruz” diyor. Tabii
yénetici de acayip rahatsiz oluyor bundan. [Haziran 2021, Model 1 Ogretmeni]

Son olarak, model degisikliklerinin veliler icin olumlu (6gretmen sik
degistigi takdirde okul degistirmenin kolaylasmasi, uzun yillar ayni
ogretmenle devam edildigi takdirde okula ve &gretmene guven
duyma) ve olumsuz etkileri (6gretmenin sik degismesine tepki
gbsterme, onceki ogretmenle kiyaslamalar, sorunlara odaklanma) de
dile getirilmistir:

Simdi her sene 6gretmen degisimi olunca; nasil olsa 6gretmen farkli, aralarda

gidis (6grenci kaybi) oldu. Yani ikinci siniftan da gidis var Ug¢ten de gidis var.

Ama dért yil olunca kolay kolay birakamiyorlar (veliler). [Haziran 2021, Model 1
Ogretmeni]

Veliler zaten isme geliyor, birinci sinifta gelenler. Oyle bir sey (model
degisikliginin yapilacagi) dedigimde kiyamet kopar diye dustunuyorum. Ben
buradayim diye cocugunu buraya verenler var. [Haziran 2021, Model 1
Ogretmeni]

(Veliler tarafindan) sorun odakli bakiliyor. Cinkl 6gretmen degiseceginden,
okul degisimi yapabilir miyim dusuncesi var. Yani veliler okulun eksikligine
odaklaniyor. (Model degisikligi oldugunda) okula kayit icin geldiginde,
"6gretmenimizin suyu var zaten, okulun da buyu zaten eksik" diye dusunuyor.
[Haziran 2019, Model 3 Ogretmeni]

Ogretmenlerin Modellere iliskin Onerileri

Sinif 6gretmenlerinin modeller ile ilgili cesitli dnerileri elde edilmistir.
Model degisikligi icin kendilerinin de gérusine basvurulmasi
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gerektigini dustunen égretmenler, yapilan degisikliklerin 6gretmenlere
ve velilere s6zlesme imzalanmadan 6nce duyurulmasi gerektigini dile
getirmislerdir. Ayrica, model degisikliginin 6gretmenlere ve velilere
duyurulmasi surecinde kullanilan dilin 6nemine vurgu yapilmis; daha
yapicl, kimseyi kotulemeden ve yeni modelin getirecegi katkilara
odaklanan bir sdylem tercih edilmesi gerektigini ifade etmislerdir:
(Model degisikligi icin) toplanti yapildi, geciyoruz denildi. Ogretmenlerin
gorusu sorulmadi. (Bence) yanlis bu, 6gretmen de yasayarak gorlyor zaten,

fikir alinmasi gerekiyor bu tarz seylerde. Cunkl ¢ok radikal kararlar bunlar.
[Haziran 2021, Model 1 Ogretmeni]

Veli kayit olurken (hangi sistemin uygulanacadini) bilmesi lazim. Ogretmen
de alinirken yani onunla el sikisilirken bu okulda bdyle bir sistem var diye
bilmeli. Ona gore baslamall. Profesyonel bakmak gerekiyor. [Haziran 2019,
Model 3 Ogretmeni]

OgJretmenler hali hazirda uygulamakta olduklari ya da eder bir tercih
haklari olsaydi uygulanmasini isteyecekleri modelle ilgili bazi dnerilerde
bulunmuslardir. Ogretmen ifadelerinden tek bir modelin tim okul
tdrlerinde ise yarayamayacadl, dolayisiyla kesin kural ya da formul
koymak yerine; cevre/ veli profili, 6grencinin hazirbulunuslugu, okulun
yapisi gibi degiskenlere godore model seciminin okuldan okula
degisebilecegi gorusu o6ne c¢ikmaktadir. Hatta modellerin esnek
olabilecegdi seklinde gorus bildiren 6gretmenler olmustur. Geleneksel
modelin yaninda, yine nispeten uzun sure ayni 6gretmenle devam
edilen, son sinifta brans derslerine ayri 6gretmenlerin girdigi butunsel,
uc yilik déngusel ve branslasmis model de égretmenler tarafindan
onerilmektedir. Cok az sayida 6gretmen her yil 6gretmen degisikligini
gerektiren modeli ya da iki yillik dongusel modeli dnermektedir:

Ben dort sene de ayni égretmenin okutmasindan yanayim. Hatta besi

(besinci sinifi) de bize verseler, ondan yanayiz. [Haziran 2021, Model 1
Ogretmeni]

Gercekten mesleki doyum acisindan (dért yil okutmanin) iyi oldugunu
dusunuyorum. Birden alip o temiz ¢cocugu besinci sinifa geldiginde, o gelisim
asamalarini gérmek inanilmaz mutlu eden bir sey égretmen igin... [Haziran
2020, Model 2 Ogretmeni]

Nicel ve Nitel Bulgularin Butlnlestirilmesi

Calismanin son arastirma sorusuna iliskin (Katilimci égretmenlerin
aciklayici nitel bulgulari nicel bulgularla birlikte ele alindiginda, ne gibi
sonuclar ortaya cikmaktadir?) bulgularin elde edilmesinde, nicel ve nitel
bulgularin ortak goésterim yoluyla butunlestiriimesine calisiimistir.
Oncelikle 6ne ¢ikan nicel bulgular gorsel hale getirilmis (anlaml farkhlik
elde edilen/edilmeyen ve grafiklerde gorulen carpici sonuclar), daha
sonra nicel bulgulari aciklayan nitel bulgular tek tek incelenmis,
tamamlayici nitelik gdsteren ogretmen goérusleri secilmistir. Son
asamada ise nicel ve nitel bulgularin ortak bir sekilde gorsel olarak en
iyl sekilde sunulabilmesi icin siniflandirma ve renklendirme yoluna
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gidilmistir. Sekil 6'da géruldugu gibi, 6gretmenlerden elde edilen nicel
ve nitel bulgular birbirini tamamlamakta ve uygulanan modellerin
yansimalari konusunda butuncul bilgiler vermektedir.

Sekil 6

Ogretmenlerden Elde Edilen Nicel ve Nitel Bulgularin Ortak Gosterimi*

*M1: Model 1 (BUtunsel ve dort yillik dongusel model), M2: Model 2 (Butunsel, tg yillik dongusel
ve branslasmis model), M3: Model 3 (Butunsel, iki yillik dongusel ve branslasmis model). EKim
2019'da Model 3'Un 6gretmenleri, Ekim 2020'de Model 2'nin 6gretmenleri degismistir. Nicel
bulgularda agik renkli ve kesik cizgili kutucuklarda grafiklere dair ¢arpici sonugclar, koyu renkli
kutucuklarda ise istatistiksel olarak anlamli farklilik elde edilen sonuclar yer almaktadir.
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Haziran
2018

) ()

Haziran
2019

) ()

Haziran
2020

|

Haziran
2021

[

Nicel bulgular I Nitel bulgular

(s s o et s e e e B o e R

i Ogretmen ! : Ogretmen ! : Ogretmen is Doyumu ! 4. sinifta mezun ederken (6grencilerin) nereden nereye geldigini

i Ozyeterligi ! ;  Motivasyonu ! M1°de diisii ! goriiyorsunuz. Hani bir kitabi okur gibi giris, gelisme, sonug

i M3’teciddi artis, ! 3 Ml ve M2'deciddi ' “ == =-rgi=r-- . boliimlerini goriiyorsunuz. Mezun ederken sizin icin de cok

i M1’de diistis ! 3 diisiis ! \ glizel... Yogun hisler olusuyor. Onun baslangicta daha adini

e R Ll e . A i _| bile yazamazken, okuyamazken sonra nereye geldigini gormek,
"| o da ayn bir keyif veriyor bir smif 6gretmeni i¢in. [Haziran

rmimimammm e Y Ogretmen is Doyumu 2020, Model 2 Ogretmeni]

! Ogretmen Ozyeterligi 1 M2>M1

! Ml de artis, M3 te diisiis

4

; M2’de artis 1
B D e P, <
e e = . RAESEATeEaDaT . .
i Ogretmen Ozyeterligi ' Ogretmen Is Doyumu I Ogretmen Motivasyonu !
i Mldeartis, M2’de ! M2>M1, M3>M1 1 M2 ve 6grencilerine veda !
' diistis S .\ ! edenM3’teciddi diisiis !
A R Ny a | ('T')gretmen i$ Doyumu I P .\ ......... -3 R

Ben kendimi fabrika gibi hissediyorum. (Ogrencileri) tekrar
alacagum, bir yere getirip tekrar verecegim gibi hissediyorum.
(bu durum) Sgretmende de duyarsizliga sebep olabilir bence.
Biiyiik bir yorgunluk yani tekrar birlere baslamak... [Haziran
2019, Model 3 Ogretmeni]

! M2, M3’te diisiis, M1°de art1s |
L

(Ogrencilerle sikintili bir durum oldugunda), dért yil bu ¢ocuk
benimle (deyip), kabul ediyorsunuz ve onu daha iyiye
gotiirmeye calisiyorsunuz. Obiir tiirli bir sene sikarsimz
disinizi... Sabrederek gecireceksiniz. [Haziran 2021, Model 1
Ogretmeni]

Bir yarim kalmishk hissi var. Clinkii hamur yoguracaksimz;
tam ununu, yumurtasini, suyunu, tuzunu koyuyorsunuz. Tam
yogurmaya baslayacaksmniz... Akademik olarak ¢ocugun
nereden geldigini de biliyorsunuz. Hepsi yarim kaliyor. Bir
seyin sonucunu gorememe duygusu... Git gide boyle
kirpiliyormus, azaliyormus hissi, o ¢ok kotii bir duygu...
[Haziran 2019, Model 3 Ogretmeni]

Ben 4. smifa (6gretmeyi) ¢ok seviyorum. Ciinkii artik her seyini
anhyorlar, espri de yapiyorsun... Bir de hani yetistirdin
yetistirdin, bir problem goriiyor, ¢at diye ¢oziiyor ¢ocuk, ay
diyorsun “ben yaptim!”... Sonucunu goriiyorsun, diyorsun ki
dort senedir emek verdim, o yiizden yapiyor. Sonu¢ alma
duygusu var dértte. [Haziran 2021, Model 1 Ogretmeni]

Pmmememm s . = - = —
Ogretmen fs Doyumu 1 Ogretmen Motivasyonu 3 Ogretmenlik Meslegine Yonelik
M3>M1 1 Model geregi M3’e yeni baslayan 1 Tutum

' i dgretmenlerde ciddi artis 3 M3>M1, M3>M2
IESEE T SR e A S P i PP s
. Ogretmen Is Doyumu ) 3 o s B 1 P . . 2 -
' MB3te veni Sgretmenlerde arhis | ! Ogr etm'en 'ozyetﬂllg? = Ogretmenlik Meslegine Yonelik ]
(Lotetes s = M3’te ciddi artis (yeni : Tutum ]

\ i dgretmenler) i 3 M3 teki yeni 6gretmenlerde ciddi artis .

T - - - - \_._._._._. ‘—‘—‘—'—'—'—'—'\— ——————————— - _

e me e - B _... ________________ - _“ ....... ._ ....... - -
1 Ogretmen Ozyeterligi : ; Ogretmen Motivasyonu ! ; Ogretmen Is Doyumu '
i M2 ve M3’te art1 = M3’te diisiis ) M3 te diisiis !
3 $ i 0 1
- e e - _\ __________ - - - - - ‘ ________ d - - - - ‘ ....... - N
T i smmemem S e e
t  Ogretmen Ozyeterligi | ; Ogretmen Is Doyumu i Ogretmen Motivasyonu :
1 M3te diisiis, ;1 Mlve M2dekiyeni ! | ve M2de artis :
i M1 °de artis i ogretmenlerde artis R el Attt
T ( ......... ) ESRERIwI \ ......... a \
Prmim e | grmemememes smrmemims m mmemmememimimmm ;
i Ogretmen Ozyeterligi | ;| Ogretmen Is Doyumu ! ! Ogretmen Motivasyonu |
i M3’te diisiis, M1’dearti | | M2 ve M3’te diisiis ; ! M2’de artis :

................... . T———

Her sene degistiginde veli de size yabanci, siz de ona
yabancisimiz, kendinizi ifade etmeniz gerekiyor. Her sene ya da
iki senede bir degisse aslinda smif 6gretmeni i¢in yipraticl.
[Haziran 2020, Model 2 Ogretmeni]
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Sonuclar

Calismada elde edilen sonuclara gore, Uc¢ farkli modelin uygulandigi
okullarda calisan 6gretmenlerin 6zyeterlik ve motivasyon puanlarinda
anlaml bir farklihk elde edilemezken, ikinci ve Ucuncu yillarda is
doyumu puanlarinin farkllik goésterdigi belirlenmistir. Buna gore iki ve
uc yillik déngusel ve branslasmis modelde gorev yapan égretmenlerin
is doyumlarinin, geleneksel modele goére ikinci ve Uguncu yilda anlamli
derecede daha yuksek oldugu gérulmustur. Ancak bu farkhliklarin
model geregdi gdreve yeni baslayan &égretmenlerden kaynaklandigi,
genel durumu yansitmadigi belirlenmistir. Nitel bulgular agisindan ise,
model degisikliklerinin &grencilere, &égretmenlere, ybneticilere ve
velilere yonelik etkileri ve modellere iliskin éneriler elde edilmistir.
Katilimci 6gretmenler her modele iliskin olumlu ve olumsuz etkileri dile
getirmekle birlikte, ayni 6gretmenin bir 6grenci grubuyla en az U¢ ya da
dort yili birlikte gecirmesini dnermislerdir.

Tartisma ve Oneriler

Uc farkli modelin uygulandidi okullarda gérev yapan 6Jretmenlerin
oOzyeterlik ve motivasyon puanlarinda anlamli bir farklhlik elde
edilemmemis  olmasi, uluslararasi  c¢alismalardaki  bulgulardan
ayrismaktadir. Onceki calismalarda branslasmis modelde calisan sinif
ogretmenlerinin butunsel modeldeki meslektaslarina kiyasla daha az
stres, daha yuUksek moral ve is doyumu yasadiklari belirlenmis (Baroody,
2017; Johnson, 2013; Ray, 2017; Strohl ve digerleri, 2014), ya da bunun
aksine butunsel modeldeki 6gretmenlerin branslasmis modeldeki
ogretmenlere kiyasla daha yuUksek &ézyeterlige sahip oldugu ortaya
konulmustur (Gilmore, 2016). Bu calismada ise iki ve U¢ yillik déngusel
ve bransglasmis modelde gorev yapan katilimci 6gretmenlerde (Model 2
ve 3) sadece ikinci ve Uguncu yillarda is doyumu puanlarinin geleneksel
modele gbre yuksek oldugu belirlenmistir. Ancak Ekim 2019'da Model
3'te elde edilen bu farklihgin gdreve yeni baslayan &gretmenlerden
kaynaklandigi unutulmamalidir. Nitekim uc¢uncu yilin sonunda ve
dorduncu yilda, her u¢ modeldeki 6gretmenlerin is doyumlarinda
herhangi bir farklilik elde edilememistir. Baska bir deyisle elde edilen
anlamli farklihk surddrulememistir. Bu durumda model farkliliklarinin
ogretmenlerin dzyeterligi, motivasyonu, is doyumu ve meslege yonelik
tutumlarinda uzun donemli yansimalarinin dikkate deger bir degisiklik
gostermedigi soylenebilir. Katilimcr ogretmenler uyguladiklari model
ne olursa olsun, mesleklerini genel olarak benzer duygularla yurdtmus
gérunmektedir. Bununla birlikte &égretmenlere ait nicel bulgulari
yansitan grafikler incelendiginde (Sekil 2 ve 3), Haziran 2019'da
ogrencilerine veda eden Model 3 dgretmenlerinin motivasyonlarinin
ciddi bir sekilde dustugu, Ekim 2019'da goéreve yeni baslayan Model 3
ogretmenlerinin is doyumunda artis oldugu dikkat cekicidir. Baska bir
deyisle, model geregi 6gretmenlerin sinifa veda etmesi ya da gdreve

23



PAUEFD, 60, [2024] BUmen ve Ay https://doi.org/10.9779/pauefd. 1140539

yeni baslamasl, motivasyon ve is doyumu puanlarinda gorulen
farkhliklari aciklar niteliktedir. Dérduncu yilda yapilan olcumlerde
geleneksel modeldeki 6gretmenlerin (Model 1) dzyeterlik, motivasyon
ve is doyumu puanlarindaki artislar da dikkat cekici olup (bkz. Sekil 2, 3
ve 4), nitel bulgularda one c¢ikan “0grencilerle bag kurma, égrenci
gelisimini  surekli  izleme ve mesleki tatmin” temalarini
dogrulamaktadir. Model T'i uygulayan bir katilimci 6gretmenin “Ben 4.
sinifa (6gretmeyi) cok seviyorum. CUnku artik her seyini anliyorlar, espri
de yapiyorsun... Bir de hani yetistirdin yetistirdin, bir problem goruyor,
cat diye ¢ozuyor cocuk, ay diyorsun “ben yaptim!".. Sonucunu
goruyorsun, diyorsun ki dért senedir emek verdim, o yuzden yapiyor.
Sonug¢ alma duygusu var dortte” ifadesi, calismanin son iki yilinda artan
ozyeterlik, is doyumu ve motivasyon puanlarinin nedenini
aciklamaktadir.

Ogretmenlerden elde edilen nitel bulgularda, model degisikliklerinin
ogrencilere, 6gretmenlere, yoneticilere ve velilere yonelik olumlu ya da
olumsuz etkileri ortaya konulmustur. Hem uluslararasi hem de ulusal
calismalarda butunsel, ddngusel ve branslasmis modellerin her birinde
ayri ayri avantaj ve dezavantajlarin dile getirildigi gérulmektedir (or.
Baroody, 2017; Cesur, 2019; Cistone ve Shneyderman, 2004; Onder, 2015;
Tok ve Bozkurt, 2010; Tourigny ve digerleri, 2019). Baska bir deyisle sinif
ogretmenliginde uzmanlasma modellerinin her birinde bir takim
olumlu, bir takim olumsuz sonuclar olmasi dogaldir. Ornegdin Cesur'un
(2019) calismasinda yer alan 6gretmen ve 6gretim elemanlarinin cogu
dongusel modelin devam etmesini tercih etmis, butunsel ve iki yillik
déngusel modelleri uygulayan ogretmenler bu modelleri olumlu
gormemistir. Bu durumda modellere iliskin gérusleri dnemsemekle
birlikte, farkli modellerin égrencilere ve 6Jgretmenlere yonelik uzun
donemli etkilerinin daha cok dikkate alinmasi gerektigi sdylenebilir.
Zira model seciminde oncelikli olcut, Birlesmis Milletler Cocuk
Haklarina Dair Sézlesmesi'nde gecen “cocugun yuksek yarari” ilkesi
geregdince (Sirin, 2019), 6grenci yarari olmalidir. Ogrencilere tum gelisim
alanlarinda en fazla olumlu etkileri saglayan modelin hangisi ya da
hangileri oldugu boylamsal ve karma arastirmalarla ortaya cikarilmali
ve elde edilecek sonuclar, alinacak kararlara yon vermelidir. Ozellikle
cocugun yuksek yarari ile; 6gretmenlerin, yoneticilerin ya da velilerin
yarari arasinda catismalar oldugunda oncelik, ilgili arastirma
sonuclarina gore égrencilere en olumlu sonuclari doguran modelde
olmalidir. Nitel bulgularda goruldugu gibi “6zel okul yonetimlerinin
ogretmen istihdaminin yonetiminde yasadigi kolayliklar” ya da “okulun
reklamini yapmasi” gibi amaclarla model degdisiklikleri yapmak, ne kisa
ne de uzun vadede ise yaramayacagdl gibi, 6grencilerin yuksek yararina
da hizmet etmeyecektir. Nitekim Cesur (2019, s. 157), ¢esitli modelleri
uygulayan o6zel okullarin bu modelleri uygulama gerekcgelerini,
ogretmen uzmanlasmasini nasil sagladiklarini, uyguladiklari modelin
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ogretmen, ogrenci ve veli acisindan ne gibi faydalari oldugunu
aciklamasi gerektigini belirtmis; bu uygulamalarin ticari kaygl ve
reklam amaciyla yapilmasini elestirmistir.

Katilimci 6gretmenlerin model degisimine iliskin onerileri, alinacak
kararlara katilma ve surecin daha iyi ydnetilmesine odaklanmis
gorunmektedir. Model degisikliginin  zamanlamasi, duyurulmasi,
surecte kullanilacak dil, kararin ortak akil ile alinmasi gibi talepler,
ogretmenlerin  surecten memnun olmadigini dusundurmektedir.
ABD'de dongusel modele istemeden atanan sinif ogretmenleri
Uzerinde yapilan bir arastirmada; dusen is doyumunun meslektas, veli
ve ydnetici destegiyle artirilabildigi belirlenmistir (Nunn, 2014). Benzer
sekilde, branslasmis modellerin pilot calismalarla denenmesi, sadece
ebeveyn izni olan cocuklarin katilmasi, 6gretmenlerden sure¢ hakkinda
geribildirim alinmasi ve modeldeki sorunlu alanlarin belirlenmesi
onerilmektedir (Chan ve Jarman, 2004, Strohl ve digerleri, 2014).
Dolayisiyla model degisikliklerine karar verme sUrecinin iyi bir sekilde
planlanmasi ve yurdtulmesi gerektigi dusunulmektedir. Ogretmenlerin
karar alma surecine katilmamasi, model seciminde tercihinin
sorulmamasi, istegi disinda farkli modeli yurutmeye zorlanmasi,
ogretim yilinin ortasinda model degisikligi yapilmasi ve ebeveyn izni
alinmamasi gibi durumlarda bircok paydas acisindan sorun yasanmasi
muhtemeldir.

Calismadan elde edilen bulgular dogrultusunda, geleneksel modelin
(Model 1) surdurulmesi onerilebilir. Bunun yaninda, ilkokul son sinifta
brans derslerine farkl 6gretmenlerin girdigi Model 2'nin de (butunsel,
uc yillik doéngusel ve branslasmis model) uygulanabilir oldugunu
sdylemek mumkundudr. Ancak butunsel, iki yillik déngusel ve
branslasmis model ile (Model 3) her sene &gretmen degismesi
modelinin uygulanmamasi daha isabetli olacaktir. Diger bir deyisle,
ilkokul 6grencilerinin ayni 6gretmenle en az ug¢ yil birlikte olmasinda
yarar vardir. Model degisimine karar verme sureci ortak akil yoluyla
yurutulmeli; zamanlamasi, duyurulmasi ve surecte kullanilacak dilin
seciminde cok 6zenli davraniimalidir. Model degisikligi yapacak ozel
okullarin kendi baglami icerisinde bilimsel arastirmalar yaparak (en iyi
modeli arayarak) ve cocugun yuksek yararini gozeterek model
belirlemesi gerekli gdrunmektedir. Bu calisma Turkiye'deki farkl
sehirleri temsil etmediginden, yeni arastirmalarda farkli bélgelerdeki
ilkokullar Uzerinde, yeni degiskenler kullanilarak veri toplanabilir.
Ozellikle dgretmen-dgrenci iliskisine, dgretmenlerin demografik ve
mesleki 6zelliklerine dair yeni degiskenlerin karsilastirilmasinda yarar
vardir. Farkli modellere iliskin yénetici, veli ve 6grenci gorusleri alinarak,
yeni bakis acilari da elde edilebilir.
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Etik Kurul izin Bilgisi: Bu arastirma, Ege Universitesi Sosyal ve Beseri
Bilimler Bilimsel Arastirma ve Yayin Etigi Kurulunun 28.09.2017 tarih ve
04/14 sayili kararina dayali izinle yGrGtUlmustar.

Yazar Cikar Catismasi Bilgisi: Herhangi bir c¢ikar c¢atismasi
bulunmamaktadir.

Yazar Katkisi: is bolumU ve dayanisma yoluyla, her iki yazar adil olarak
katki saglamistir.
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Ekler
Ek A. Nitel Veri Analizinde Elde Edilen Tema ve Kod Listesi

Tema Alt Tema Kodlar f
Model Ogrencilere
degisikliginin yonelik
etkileri etkiler
Olumlu Bagd kurma 6
Uyum saglama 3
Farkli ydntem ve tekniklerle 2
ogrenme
Gelisim alanlarina katki saglama 4
Olumsuz Baglanma-Guven kaybi ile ilgili 1
problemler
Davranis problemleri/olumsuz 3
davranislar
Ogrenme kayiplari/guclukleri 3
Ogretmenler
e yonelik
etkiler
Olumlu Ogrencilerle Bag Kurma 6
Mesleki Tatmin Duygusu 3
Ogrenciyi takip etmede kolaylik 3
Uzmanlasma/branslasma 13
Olumsuz Kendisiyle ilgili sorunlar 34
Velilerle yasanan sorunlar 3
Yonetimle yasanan sorunlar 24
Ydneticilere
yonelik
etkiler
Olumlu Sozlesme/istindam 7
Reklam amach 2
Olumsuz Veli Baskisi 8
Velilere
yonelik
etkiler
Olumlu Okul degisikligi icin bahane bulma 2
OJretmene/okula GUven duyma 4
Olumsuz Ogretmen degisikligi 4
Ogretmene elestirel bakisin 2
artmasi
Model degisimi Sistem/Model dedisimi streci 18
ile ilgili dneriler
Model onerileri 19
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Ek B. Nitel Veri Analizinin Organizasyon Asamasindan Bir Kesit (ilgili

alintilarla birlikte kodlar)

Bumen ve Ay

A B C (1] E F G H | ] K L
1 [Model 1 [Model 2 |Model 3
2 |A. Sistem/model degisiminin etkileri
3 a.Ogrencilere Yanelik Etkiler
4 Olumlu
5 Bag kurma 8 b R
B Uyum saglama b
7 Farkl yéntem ve tekniklerle &grenme 8 b
8 Gelisim alanlanna katk saglama 8 b N
g Olumsuz
10 Baglanma-Gliven kayb ile ilgili problemler 7 3
11 Davranis problemlerifolumsuz davrarnislar b
12 Ogrenme kayiplan/giclikleri 7 :
13 b.Ogretmenlere Yanelik Etkiler
14 Olumlu
15 Ogrencilerle Bag Kurma N “-‘\-\
16 Mesleki Tatmin Duygusu 7 T L _
17 Ogrenciyi takip etmede kolaylik Userz: | 0 B
18 : . Uzmanlasma/branglasma EZJIBenim icin b;l sistemH(3+1) iy v;tlgla.l gcn:uk]arlE
= e e —— S, S 2 gocon tare cn ok dob Pt b
N sekilde dersimi islivorum, Velilerle de aym sekilde. ..
1 Velilerle yaganan sorunlar Given duygusu olusuyor ve cok daha rahat bir sekilde
22 Yanetimle yasanan sorunlar ilerliyoruz.
23 c.Yoneticilere Yénelik Etkiler .
24 Olumlu Iﬁ"IZ: O_Qrencilerle bir !_Jaﬁ__olusuynr. Simf Eug'jrgt_menleri igin
- — anemii olan da bu, cinki haftada 20 saat giriyorsunuz.
25 Sozlesme/istihdam Artk yan anne gibi oluyorsunuz. Onun sadece dersleri
26 Reklam amach [dedi; sadhd), yemesi-icmesi herseyi ile ilgileniyorsunuz.
37 Olumsuz Ol sonraglunda a_ile_ ile de__ile_’_cisim oldudu igin, avantaj
anlaminda ddrendyi her yoniyle tanima sansimiz oluyor.
28 veli Baskisi
29 M2: Artik 6grendnin kasindan gézinden ne demek
30 d Velilere Yonelik Etkiler istedigini zaten anliyorsunuz . Onlar da sizi anliyor.
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Comparison of Specialization Models in Classroom
Teaching: Reflections on Teachers and Views on Models *
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Abstract

The aim of this study was to examine the self-efficacy,
attitudes towards the profession, job satisfaction and
motivation of classroom teachers working in schools with
different specialization models in classroom teaching over a
four-year period and to examine teachers' views about the
models. The models examined in the study are a) self-
contained and four-year looping (traditional), b) self-
contained, three-year looping and departmentalized model,
and c) self-contained, two-year looping and
departmentalized model. Based on a retrospective
longitudinal and concurrent mixed-methods design, between
2017 and 2021, the self-efficacy, motivation and job
satisfaction of classroom teachers (21 in the first yearand 14 in
the last year) working in six private primary schools
implementing different models were monitored and focus
group interviews were conducted. According to the findings,
while there was no significant difference in teachers' self-
efficacy and motivation, it was observed that the job
satisfaction of teachers working in the two- and three-year
looping and departmentalized model was significantly
higher in the second and third years compared to the
traditional model. However, it was concluded that this
difference might result from the teacher change due to the
model and may not address the whole situation. The
qualitative findings generated results on the effects of
different models on students, teachers, administrators, and
parents, as well as suggestions about the models. While the
participating teachers expressed each model’s positive and
negative effects, they suggested that the same teacher
should work with the same student group for at least three or
four years.
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Introduction

According to Turkish public opinion, the success of primary school
students is majorly attributed to the qualifications of classroom
teachers (BUmen & Ercan Ozaydin, 2013), and the classroom teachers
leave a lasting impact on shaping the future of children. Erol and
Basaran (2020) state that classroom teacher is the person with whom
children spend the most time after their families during primary school
period. Similarly, Altuner and Basaran (2017) emphasize that primary
school students see their teachers as their parents, take them a role
model in every aspect, and develop an emotional attachment to them
with trust. On the other hand, classroom teachers’ workload and
responsibility are heavy since they work with students at different age
groups being in charge of more than one course. Hence, it has been a
long debate whether it is more practical for classroom teachers to
specialize in certain grade level or course.

Turkiye has the traditional primary school education, which the same
classroom teacher carries out for many years; however, some private
schools have different implementations. For instance, some of them
engage the same teacher for the first two years but a different one for
the last two years, while others employ the same teacher for the first
three years of a class and a different one for the last grade. In addition,
some private schools also have classroom teachers who specialize in
certain grade levels (e.g., fourth grade) and a particular subject (e.g.,
mathematics, science, or Turkish, etc.). It can be stated that the above-
mentioned different models emerged due to the rapid increase in the
Nnumber of private schools and competition in recent years (Cesur, 2019),
but the traditional model continues in public schools.

Different specialization models are implemented in classroom teaching
around the world and these models are named in various ways. "Each
year teacher change", or the "one-year settings" model (Tourigny et al,,
2019), or the " looping" model are some of these names, and they are
widely used in Canada and the USA as traditional model. The looping
model, also implemented in primary schools in China, Denmark,
Finland, Croatia, Netherlands, Israel, Sweden, Italy, Jamaica, Japan,
Cuba, and Russia (Girgin, 2021; Marusic et al., 2020; Tourigny et al., 2019;
Wang et al, 2017) has become a traditional model by being
implemented in a four-year loop in public schools in Turkiye since 2012.
In looping model, the teacher teaches a group of students for at least
two academic years, and when the loop is completed, it continues the
same loop with a new class (Cistone & Shneyderman, 2004). The
duration of the loops varies from country to country but usually takes
two or three years (Tourigny et al., 2019). Thus, the model has sub-types
as two-year looping, three-year looping, four-year looping, and five-year
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looping, and it is implemented in a four-year looping form in Turkish
public schools as mentioned earlier.

In addition, there are generalist/self-contained or departmentalized
models based on course/subject areas. In the generalist/self-contained
model, classroom teachers teach all core academic subjects (courses),
assuming that they are equally competent in all core subjects
(language, mathematics, science, and social sciences) in the program
(Brobst et al., 2017). On the other hand, the courses such as foreign
language, physical education, music, visual arts, religious studies,
drama, and are instructed by different teachers. In the generalist/self-
contained model, the teacher is in charge of “child’s all aspects” by
supporting all stages of his/her mental, emotional, and physical
development. Since the teacher teaches all core subjects, s/he has the
opportunity to achieve continuity enabling meaningful and connected
learning, as well as the integration across subjects with the help of more
autonomy and flexibility (Parker et al.,, 2017). On the other hand, the
departmentalized model provides the opportunity for teachers to
specialize in a certain subject area (Chan & Jarman, 2004), to share the
responsibility of teaching basic subjects with one or more teachers (Ray,
2017), and to teach a lesson to more than one student group (Slavin,
1987). Accountability demands in the USA (especially pressures to
increase student achievement in English and mathematics courses)
have led to a rapid increase in the departmentalized model in the fourth
and fifth grades in recent years (Baroody, 2017).

As seen, the models of specialization in classroom teaching are basically
diversified according to student groups or the subjects to be taught.
When student groups are taken as the basis, "changing teachers every
year" or looping models emerge, and when the subjects to be taught
are taken as the basis, self-contained or departmentalized models
emerge. Figure 1 presents the classification of specialization models.
Figure1

Specialization Models in Classroom Teaching

Specialization models
in classroom teaching
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1 1 1 1
Changing teachers [ Looping models ] [ Self-contained models ] [Departmentalized models]
every year I I
[Full',r self—contained] [Fully departmentalized]
[ Two-year Three-year model msdel
e el looping mode E Semi-departmentalized
[ Partially self- ] s
[ Four-year Five-year ] contained model — = —
- - ini departmentalize:
looping model looping model [ thodel
I

J
[ Platooning ]




PUJE, 60, [2024] BUmen & Ay https://doi.org/10.9779/pauefd.1140539

The specialization of classroom teachers in certain grade levels or
courses has been studied abroad for a long time. For instance, Strohl et
al. (2014) reported that classroom teachers working in the
departmentalized model felt less stress and workload related to work,
and experienced higher morale and job satisfaction compared to their
colleagues in the generalist/self-contained model. Besides, in their
study, most teachers stated that they preferred the departmentalized
model to the self-contained one they had experienced before. Wiggins
(2018) revealed that most teachers preferred the self-contained model
in  kindergarten, first-, and second-grade levels, and the
departmentalized model in the third, fourth, and fifth grades. Haley
(2018) stated that the departmentalized model, when implemented in
a way opening room for teacher autonomy and choice, can have
positive effects on teachers' professional mathematics self-efficacy.
Minott (2016) found that teachers in primary schools offering the
departmentalized model mentioned positive opinions and effects of
the model on meeting the affective needs of the students but strongly
recommended pilot studies before implementation. In contrast,
Gilmore (2016) revealed that teachers in the self-contained model had
higher self-efficacy than teachers in the departmentalized model.

Turkish studies mostly report teacher and administrator views (Akgul,
2006; Akincl et al., 2015; Divrik, 2011; DoJan, 2004; Onder, 2015; Turkmen
& Kandemir, 2011) without any long-term (longitudinal) data on
teachers. For example, in the study of Tok and Bozkurt (2010), the
participants suggested that teachers should specialize as "the teacher
who teaches grades 1, 2, and 3" and "the teacher who teaches grades 4
and 5". The reason behind this suggestion was explained as the
difficulties in mathematics and science courses, experiencing
adaptation problems when returning to the first grade after the fifth
grade, monotony, inability to teach effectively in every lesson, etc. In the
study (Erol & Basaran, 2020) on the fourth graders experiencing teacher
change more than two times, the students displayed their sadness due
to the change of teacher and feeling to start school again, and also used
metaphors implying change and exhaustion. Additionally, based on the
idea of expertise in such courses, science and technology, mathematics,
and social studies since they are complex subjects to teach, it was
recommended that teachers should be departmentalized in such
courses and that primary school teachers should only teach in the first
three grades (Gomleksiz et al, 2011). According to Cesur (2019),
generalist/self-contained model and two-year looping have some more
advantageous aspects despite the general understanding of most
teachers and lecturers recommending the looping model.

As seen, there are no longitudinal findings about the reflections of
specialization models on classroom teachers in Turkish studies, which
makes it difficult to pinpoint teachers’ experiences during their primary
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school years. Since national studies are cross-sectional surveys or
qualitative studies (Cesur, 2019; Erol & Basaran, 2020; Onder, 2015; Tok &
Bozkurt, 2010), long-term data arguing the matter based on different
sources cannot be obtained. Therefore, there is a need for longitudinal
and mixed-methods studies on the reflections of different models on
teachers in order to discover the best models. Additionally, comparing
various specialization models may also contribute to educational
planning in terms of pre-service education of classroom teachers. This
study reports some of the findings from a project that aimed to
compare models of specialization in primary teaching over the course
of primary school (four years). Within this scope, the aim of this study
was to examine the changes in classroom teachers’ self-efficacy,
attitudes towards the profession, job satisfaction, and motivations in
schools with different specialization models in classroom teaching over
a four-year period, and teachers' views about the models. The questions
sought to be answered in the study are:

1. How do a) self-efficacy, b) motivation, and c) job satisfaction of
classroom teachers working in schools where three different models
are implemented based on the specialization of classroom teaching
differ over four years?

2. What are the opinions and suggestions of classroom teachers who
implement different models during primary school?

3. What kinds of results emerge when the descriptive qualitative
findings of the participating teachers are analyzed together with the
guantitative findings?

When examining Turkish studies, a decrease in research after 2012,
when the 4+4+4 gradual education system started, was observed.
Nevertheless, the new system lowering the school starting age might
have caused classroom teachers to experience adaptation problems in
recent years. Hence, this study addressing this problem in question
with longitudinal and mixed-methods research for four years is the first
study in Turkiye. The findings can serve as crucial information to schools
and teacher employment policies. In addition, they may have important
implications for classroom teachers’ pre-service education and
subsequently may help make evidence-based decisions in
undergraduate programs.

Method
Design

To see the big picture about the specialization models in classroom
teaching, this study employed the concurrent design, which is one of
the mixed-methods designs since it allows to ensure that the results
obtained from qualitative or quantitative data complement, refine, and
strengthen each other (Creswell & Plano Clark, 2018). The concurrent
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design was combined with the longitudinal method, as the research
problem required data collection throughout the primary school
period. Thus, while the quantitative data provided information about
the long-term behaviors of teachers in terms of some variables, the
qualitative data enhanced to uncover their experiences and thoughts
about the models. Accordingly, retrospective design, one of the
longitudinal mixed-methods approaches based on the qualitative data
collected once at the last time of the quantitative longitudinal part to
examine participants’ memories about a phenomenon, was conducted
(Plano Clark et al, 2015). The self-efficacy, job satisfaction, and
motivation of the teachers were monitored for four years, and focus
group interviews were held at the end of the implementation period of
each model.

Participants

Since it is very difficult to do random sampling in longitudinal mixed
method designs (Plano Clark et al, 2015), the data were obtained
through convenient sampling from classroom teachers (n=21 for first
year and n=14 for the last year) working in six private schools which
voluntarily participated in the study. As seen in Table 1,a certain amount
of teacher loss was experienced in all schools participating in the study
within four years. Although some teachers left private schools due to
the pandemic (COVID-19) and economic reasons that emerged in the
third year of the study, despite all the difficulties, it can be said that the
number of teachers in all three models is similar. As in longitudinal
studies in which the loss of participants is natural due to many factors
(Creswell & Plano Clark, 2018, p. 304), the number of participants was
achieved with more than 66% in the first year despite the loss of
teachers.

Table 1
Models Implemented by Participating Schools and Number of Teachers

Number of Teachers
Year 1 Year2 VYear3 VYear4

Model 1: Self-contained and A 3 3 3 3
four-year looping model

Implemented models Schools

Model 2: Self-contained,
three-year looping and
departmentalized model
Model 3: Self-contained,
two-year looping and
departmentalized model 3 2

Total 6 21 20 20 14

m O O W@

5 4 4 2
3 3 3 0
3 3 3 3
4 4 4 4

-
W
W
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As seen in Table 1, the data were collected in the schools implementing
three different models in classroom teaching. Physical education,
music, religious culture and ethics, English language, and visual arts
courses were taught by subject (branch) teachers in all schools
participating in the study, where three different models are
implemented. Therefore, it can be said that the self-contained model
was implemented in all schools. On the other hand, in schools where
Model Twas implemented, basic courses (life science, Turkish language,
mathematics, science, and social studies) were taught by the same
classroom teachers for four years. While the same teachers taught basic
lessons for three years in two primary schools implementing Model 2,
they entered only Turkish language, mathematics, science, and social
studies courses by branching out in the fourth grade. Thus, it can be
said that a self-contained, three-year looping and departmentalized
model is implemented in these two schools. Finally, in two schools
where Model 3 was implemented, the basic courses were conducted by
the same teachers for two years, while in the last two years (in the third
and fourth grades), different classroom teachers took these courses (by
branching). As can be seen, the data were collected in the schools
implementing both self-contained, departmentalized, and looping
models. However, as mentioned above, three different models emerge
since these commonalities vary across primary school years (grades)
and subjects.

The teaching experiences of the participating teachers are as follows: In
Model 1, there were three teachers having experiences between 1-10
years, two between 21-30 years of experience, two between 31-40 years,
and two with 41 years or more years of experience. In Model 2, there
were four teachers with a seniority of 1-10 years, three between 11-20
years, one between 21-30 years, and two teachers with a seniority of 41
years or more. In Model 3, there were 11 teachers between 1-10 years, two
between 11-20 years, two teachers between 31-40 years, and one with 41
years or more seniority. While the majority of teachers graduated from
the primary school teaching undergraduate program (seven in Model 1,
four in Model 2,15 in Model 3), few teachers had associate degrees (two
in Models1and 2, one in Model 3),and graduate education (not in Model
1, four in Model 2, not in Model 3). Their weekly course loads also ranged
from nine to 29 hours.

Data Collection and Tools

After permission was taken from the school directorates through face-
to-face meetings with six private schools, the ethics committee
approval of the Ege University Social and Human Sciences Scientific
Research and Publication Ethics Committee was obtained. During the
data collection process, there was neither a change in the school
operating procedures or lesson schedules nor an intervention on the
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teachers. While quantitative data collection tools were conducted face-
to-face in October 2017, June 2018, October 2018, June 2019, and
October 2019, the data planned to be collected in June 2020 was
collected online in October 2020 due to the COVID-19 pandemic (since
education was suspended in all schools by the Ministry of National
Education). Similarly, both quantitative and qualitative data were
obtained online in June 2021, when the pandemic conditions
continued. The characteristics of the data collection tools applied to the
teachers are presented below.

Table 2
Data Collection and Tools
Date Collected Data
October 2017 Teacher self-efficacy scale + Job satisfaction
scale +
Primary school teacher motivation scale
June 2018 Teacher self-efficacy scale + Job satisfaction
scale +
Primary school teacher motivation scale
October 2018 Teacher self-efficacy scale + Job satisfaction
scale +
Primary school teacher motivation scale
June 2019* Teacher self-efficacy scale + Job satisfaction
scale +
Primary school teacher motivation scale +
Focus group interviews with teachers in
Model 3
October Teacher self-efficacy scale + Job satisfaction
2019** scale +
Primary school teacher motivation scale
June 2020*  Teacher self-efficacy scale + Job satisfaction
scale +
Primary school teacher motivation scale +
Focus group interviews with teachers in
Model 2
October Teacher self-efficacy scale + Job satisfaction
2020%** scale +
Primary school teacher motivation scale
June 2021****  Teacher self-efficacy scale + Job satisfaction
scale +
Primary school teacher motivation scale +
Focus group interviews with teachers in
Model 1
*In model 3, the teachers and student groups are separated. **In Model 3, new teachers started
to teach the course. **In Model 2, the teachers and student groups are separated. ***In Model

2, new teachers started to teach the class. ****In Model 1, the teachers and student groups are
separated.

Year1(2017-
2018)

Year 2 (2018-
2019)

Year 3 (2019-
2020)

Year 4 (2020-
2021)
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Teacher Self-Efficacy Scale

The scale was developed by Tschannen and Hoy (2001), adapted into
Turkish by Capa et al. (2005), and consists of 24 items and three sub-
dimensions: student engagement, instructional strategies, and
classroom management. The minimum score that can be obtained
from the scale is 24, and the maximum score is 216. Cronbach's alpha
reliability coefficients for three dimensions were 0.82, 0.86, and 0.84,
respectively.

Job Satisfaction Scale

The scale was developed by Hackman and Oldham (1975) and adapted
for teachers by Tasdan (2008) in Turkiye. The scale consists of one
dimension and 14 items, and the items are evaluated on a five-point
scale. The factor load values of the items in the scale ranged from 0.69
to 0.86. The obtained item-total correlations ranged from 0.66 to 0.84.
The Cronbach alpha internal consistency coefficient of the scale is 0.95.

Primary School Teacher Motivation Scale

The scale developed by Oztlrk and Uzunkol (2013) consists of four
factors and 30 items. The internal consistency coefficient of the whole
scale is 0.87, and the reliability coefficient for the “Positive attitude
towards the profession and professional success” factor is 0.87; the
reliability coefficient for the "appreciation and professional happiness"
factor is 0.86, the reliability coefficient for the "avoidance from
profession" factor is 0.79, and the reliability coefficient for the
"assimilation to the profession" factor is 0.61. According to the CFA
results, the fit indices were x2 = 688.27 (sd = 394, p = .00), x2/ sd = 1.75
SRMR = 0.083, RMSEA = 0.069, GFI = 0.77, AGFI = 0.73, CFl = 0.93, NFI =
0.85 and NNFI = 0.92, and it was emphasized that the construct validity
of the scale was ensured with these values (OztUrk & Uzunkol, 2013).

Since data were collected from a small number of teachers in the study
(21 in the first year and 14 in the last year) and sufficient evidence was
provided for the reliability/ validity of the scales (Capa et al.,, 2005; Ozturk
& Uzunkol, 2013; Tasdan, 2008), re-confirmatory factor analysis was not
conducted for all three scales used.

Focus Group Interview Form

In order to reveal the reflections of the three models discussed in the
study on the teachers, the interview questions prepared by the
researchers were tested through pilot interviews with two classroom
teachers, who were not included in the study group. According to the
feedback from the teachers, no problems in terms of clarity and
comprehensibility were reported, and only the order of the questions
was changed. In the interviews, questions such as “What are your
thoughts about the model implemented in your school? How does this
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model affect your perspective on the teaching profession? How does
this model affect the cognitive and affective development of students?”
etc., were directed to the teachers.

Analysis of Data

After obtaining two clusters of results from the quantitative and
qualitative data based on the retrospective longitudinal concurrent
mixed-methods design (Plano Clark et al., 2015), they were combined by
revealing concurrent aspects. Comparing the data at the conclusion
stage increases the general validity, which is a characteristic strength
of the design (Creswell & Plano Clark, 2018). In the analysis of
guantitative data, year-based measurements were used. For example,
since the teachers in the schools where teaching was conducted
according to Model 3 completed their loop by the end of the second
year (June 2019), no data was collected from them in the next
measurements; therefore, the data collected from the new teachers
who started to teach in these groups were included in the analyses.
Similarly, since there was a teacher change in the schools
implementing Model 2 from June 2020 onward, data from new
teachers were collected and analyzed from October 2020. Since the
sample was small (n < 30), Kruskal Wallis, which is the nonparametric
equivalent of the ANOVA test, was used, and in cases where there was
a significant difference, the Mann-Whitney test was used to detect the
difference between which two groups (Field, 2018; Morgan et al., 2007).

In the analysis of qualitative data, the inductive thematic analysis was
used. In the analysis process, six stages suggested by Braun and Clarke
(2006), namely, being familiar with the data, creating the first codes,
searching for themes, reviewing the themes, naming, and reporting
them were followed. First, the data were transcribed, read and re-read
several times to ensure familiarity. Then, the first codes were
determined and a code list was created. The generated codes were
discussed by the researchers and necessary combinations were made.
Later, the researchers gathered the codes under some themes and
determined the names and definitions with best reflections (see
Appendix A and Appendix B). Finally, all the themes and sub-themes
obtained were reported.

In the study, quantitative and qualitative data collection tools were
used together in order for the findings to be credible, transferable,
consistent, and confirmable (Creswell & Plano Clark, 2018), two schools
were taken from each model, all teachers working at the same grade
level in each school were included in the study, the analysis process was
presented in a very detailed way, member-checking was obtained for
the interview recordings, direct quotations were included frequently by
adding the time dimension (Plano Clark et al., 2015), and all data were
stored.

10
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Findings
Teachers' Self-Efficacy

The findings showed that there was no significant difference between
the scores of the teachers working in the schools where three different
models were implemented, regarding the teacher self-efficacy scale
applied in October 2017 [x?(2, N = 21) =2.99, p> .05]. Similarly in June 2018
[x?(2, N =19) =1.82, p> .05], in October 2018 [x?(2, N = 20) = 3.35, p> .05], in
June 2019 [x? (2, N = 20) = 1.63, p> .05], in October 2019 [x? (2, N =20) = 2.42,
p>.05], in June 2020 [x? (2, N =19) = 4.46, p> .05], in October 2020 [x? (2, N
= 14) = 0.30, p> .05], and in June 2021 [x3(2, N = 14) = 1.86, p> .05], no
significant difference between the scores was obtained. According to
these findings, it can be concluded that the teachers’ self-efficacy
perceptions in schools where different models were implemented did
not change. As seen in Figure 2, data collected from new teachers in
Model 3 in October 2019 pointed out a significant increase in teacher
self-efficacy. In other words, the findings in Figure 2 highlighted teacher
changes and its effect due to the model.

Figure 2
Teachers’ Self-Efficacy Average Scores by Years
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Teachers' Motivation

It was found out that there was no significant difference between the
scores of the teachers regarding the measurements of the primary
school teacher motivation scale in October 2018 [x3(2, N = 21) = 1.00, p>
.05],in June 2018 [x%(2, N =19) = 0.46, p> .05], in October 2018 [x%(2, N = 20)
= 2.96, p> .05], in June 2019 [x?(2, N = 20) =112, p> .05] in October 2019 [x?
(2, N = 20) = 4.73, p> .05], in June 2020 [?(2, N = 19) = 0.84, p> .05], in

n
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October 2020 [x?(2, N =14) =1.80, p> .05], and in June 2021 [x?(2, N =14) =
1.08, p > .05]. In other words, it can be said that there is no change in the
motivation of teachers working in schools that implement different
models. Moreover, as seen in Figure 3, teacher motivations were found
to be higher at the beginning of the academic year (October
measurements) and lower at the end of the academic year (June
measurements) in all models. In addition, since data were collected
from new teachers in Model 2 in October 2020 and in Model 3 in
October 2019, the significant increase in the graph should be taken into
account due to this change.

Figure 3
Teachers’ motivation average scores by years
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Teachers' Job Satisfaction

It was determined that there was no significant difference between the
scores of participant teachers' job satisfaction scores in October 2017
[x?(2, N = 21) = 0.46, p> .05] and in June 2018 [x?(2, N =19) = 1.77, p> .05].
However, a significant difference between the scores of the
measurements performed in October 2018 [x?(2, N = 20) = 6.61, p< .05]
was obtained (see Table 3). Accordingly, the job satisfaction scores of
the teachers in Model 2 were significantly higher (p<.05) than in Model
1 (see Table 4). In other words, the job satisfaction of the teachers
working in Model 2 at the beginning of the second academic year is
higher than the teachers working in the traditional model.

Table 3
Kruskal-Wallis Test Results Job Satisfaction Scores in October 2018
Models N Mean X df o)
Rank
Model 1: Self-contained and four-year 7 6.21 6.61 2 0.037

looping model
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Model 2: Self-contained, three-year 6 14.50
looping and departmentalized model
Model 3: Self-contained, two-year 7 11.36

looping and departmentalized model

Table 4
Mann-Whitney Test Results Regarding Job Satisfaction Scores in October

2018

Models N Sum of Rank Mean Rank U z p
Model 1 7 32.50 4.64 450 -238 0.017
Model 2 6 58.50 9.75

Similarly, a significant difference between the teachers’ job satisfaction
scores in June 2019 [x?(2, N = 20) = 6.90, p< .05] was obtained (see Table
5). This difference between Model 1and Model 2 was in favor of Model 2;
it was in favor of Model 3 when between Model 1and Model 3 (see Table
6). According to these findings, it can be said that the job satisfaction of
the teachers working in the two- and three-year
looping/departmentalized model was higher than the teachers
working in the traditional model (model 1) in June 2019.

Table 5
June 2019 Kruskal-Wallis Test Results Regarding Job Satisfaction Scores
Models N Mean ¥? df o)
Rank
Model 1: Self-contained and four-year 7 579 690 2 0.032

looping model

Model 2: Self-contained, three-year looping 6 12.83
and departmentalized model

Model 3: Self-contained, two-year looping 7 13.21
and departmentalized model

Table 6

June 2019 Mann-Whitney Test Results Regarding Job Satisfaction Scores
Models N Sum of Rank Mean Rank U z p
Model 1 7 34.00 4.86 6.00 -215 0.031
Model 2 6 57.00 9.50
Model 1 7 34.50 493 6.50 -2.31 0.021
Model 3 7 70.50 10.07

There was a significant difference between the scores of the participant
teachers regarding the job satisfaction in October 2019 [x3(2, N = 20) =
6.91, p< .05] (see Table 7). This difference between Model 1 and Model 3
was in favor of Model 3 (see Table 8, Figure 4). Therefore, it can be said
that the job satisfaction of the teachers working in the two-year looping
and departmentalized model is higher than the teachers working in the
traditional model (Model 1). However, when Figure 4 is examined, it is
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noteworthy that new teachers always have higher job satisfaction
scores due to the model implemented at school (see Model 2, October
2020, or Model 3, October 2019). In other words, these significant
differences in job satisfaction might reflect the situation of newly
recruited teachers as per the model.

Table 7
October 2019 Kruskal-Wallis Test Results Regarding Job Satisfaction Scores

Models N Mean x> df o)
Rank

Model 1: Self-contained and four-year 7 6.50 691 2 0.032

looping model

Model 2: Self-contained, three-year 6 10.17

looping and departmentalized model
Model 3: Self-contained, two-year looping 7 14.79
and departmentalized model

Table 8

October 2019 Mann-Whitney Test Results Regarding Job Satisfaction Scores
Models N Sum of Rank Mean Rank U z &)
Model 1 7 33.50 4.79 550 -243 0.015
Model 3 7 71.50 10.21

On the other hand, there was no significant difference between the
scores of the participant teachers regarding the job satisfaction in June
2020 [x*(2, N =19) = 0.87, p> .05], in October 2020 [x? (2, N = 14) = 4.46, p>
.05], and in June 2021 [x*(2, N = 14) = 5.01, p> .05]. As seen in Figure 4,
teachers' job satisfaction was higher at the beginning of the academic
year than at the end of the academic year in all models. However, since
data were collected from new teachers in Model 3 in October 2019 and
Model 2 in October 2020, serious increases in the graph may be result
of this change.

Figure 4
Teachers' Job Satisfaction Average Scores by Years
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Opinions on the Effects of Model Changes on Students, Teachers,
Administrators, and Parents

According to the findings obtained from the focus group interviews, the
model changes caused some positive and negative effects for the
students (see Figure 5). While the sub-themes related to positive effects
include bonding, adapting, contributing to the fields of learning, and
development with different methods and techniques; negative effects
include loss of trust, separation anxiety and attachment problems,
increase in unwanted behaviors, and learning losses/difficulties.

Figure 5

The effects of model changes on students, teachers, administrators, and
parents according to teacher opinions
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All the teachers shared the idea that their bond with students will get
stronger in parallel with the increase in the interaction time they spend
with the students. They noted that especially students in schools
implementing the traditional model will develop a greater sense of
attachment and trust to their teachers (see Figure 5), which is
illustrated best as follows:

Since there is attachment to the teacher, | think the child loves me very much,
when loving, s/he both studies harder and develops attachment to me. (He
says), | should not upset my teacher, | mean we develop such a big
relationship between us during four years, it's like parent and child.
Confidence (builds up), | think child does not want to offend me and | do not
upset him, because we both care about each other, s/he tries to be successful.
[June 2021, Model 1 Teacher]

Another finding was related to negative experiences of the students in
the process of model due to teacher change. These are students' loss of
confidence, attachment problems caused by separation anxiety, in-
class behavior problems, increased competition and jealousy among
students, difficulty in classroom management, and learning
difficulties/losses. Some opinions on this subject are as follows:

Even the student who has the most troubles with the teacher says "teacher,
please don't go". S/he needs a hug. There is a desire for physical touch, a desire
for trust. We spent the last 2-3 months on hugging constantly. In some classes,
two or three students just stood up and came by my table to hug me for no
reason. S/he just came by and hugged. There used to be no question. After
saying "I'm gonna miss you so much,", s/he used to go back to his/her place.
[Model 3 Teacher leaving his students in June 2019]

When teachers change every year, they work with the children standing out
in the class and ignore the others. Now, when you say to the child that you
can't do it, you can't ... What happens? S/he becomes an enemy to his friends.
Competition, jealousy, classroom management problems start then. S/he also
begins to show bad behaviors towards her/his friends. [June 2021, Model 1
Teacher]

| think that this reflects negatively academically. We give summer vacation
homework and check it when we return. Now we will give homework, but who
will check? Who will control it? | think that vacation is also a loss if it causes
students to forget what they already know as they will not study with various
excuses or by thinking that "my teacher has already changed" [Model 3
Teacher leaving his students in June 2019]

According to the findings, model changes produced some positive and
negative effects regarding teachers. While the positive effects appear
in the form of bonding with students, professional satisfaction, ease of
following the student, and specialization, the negative effects are
various problems teachers experienced with themselves, parents, and
administration. Some teacher statements about these findings are as
follows:

| find four-year implementation positive (to continue). So, there is a definitely
need for an emotional bond. We definitely need an emotional bond in the
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child-teacher relationship at school. Thanks to this emotional bond, we get to
know both the child and the family a lot more over time. This (situation)
compensates the negativities we experience with them over time. [June 202],
Model 1 Teacher]

When graduating in the 4% grade, you see where (students) come from. It's
like, as if you were reading a book; you withess to the introduction,
development, and conclusion sections. It is also very spectacular even for you
when you see their graduation... Intense feelings arise. Once they couldn’t
write their names even or read at the beginning, and to see their progress. It
is another contentment for a primary school teacher. [June 2020, Model 2
Teacher]

You can easily follow the student's input and feedback (with constant
teaching by the same teacher). You can follow his progress step by step. In
which lesson s/he is better, stands out, in which lesson s/he needs to be
reinforced... It is better in terms of observation and follow-up. [June 2020,
Model 2 Teacher]

On the other hand, negative effects of model change have also
emerged for teachers. They were classified as problems related to
teachers themselves, problems related to parents, and ones related to
administration. The problems related to teachers themselves were
obtained as atrophy of passion due to model changes, lack of
professional satisfaction, excessive attachment to students and
spending extra time to get to know students. There was an emphasis
that specifically in models offering frequent teacher changes, teachers
will not be able to embrace students well enough, show enough
attention and affection to them, and deal with undesirable behaviors.
Instead, they will ignore those behaviors. The teachers’ opinions
illustrating these findings are as follows:

(When there is a difficult situation with the students), you say that this kid is
with me for four years, you accept and try to encourage him/her to get better.
Otherwise, you keep your pans on just for a year... and wait for its end patiently.
[June 2021, Model 1 Teacher]

It is just a feeling of incompleteness. Because you will knead dough,; you
prepare everything,; you have put your flour, egg, water, and salt. You are
about to start kneading. (I mean) You know the child’s progress academically.
(So, what?) They're all half gone. The feeling of not being able to see the result
of something... The feeling is like being clipped, being diminished, that is a very
bad feeling... [June 2019, Model 3 Teacher]

Another negative reflection that teachers mentioned were related to
parents and administrators. As a result of building a relationship with
the same students for a long time, teachers also developed too much
connection with parents, which caused parents to cross their
boundaries affecting teachers’ decision-making and authority
negatively. On the other hand, in models proposing teacher changes
more frequently, teachers had difficulty in building a relationship with
parents; they spent a lot of effort and time on expressing themselves,
which became wearisome for teachers. In terms of administrators,
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teachers frequently stated that the school administration and guidance
services did not provide enough support, and they felt lonely and
worthless from time to time:

| think the teacher working with the student (in the third grade) is having a
very hard time. Because once there is parents’ prejudice against teacher. It
takes 2-3 months to break up that prejudice and get to know the teacher.
[June 2019, Model 3 Teacher]

In private schools, you need to ensure both parents’ and students’
satisfaction... You know, you have a fear of being complained. There is work
anxiety, work anxiety (which causes) indiscipline and child not learning... It
goes like a chain. [June 2021, Model 1 Teacher]

Considering the positive effects of model changes in terms of
administration, it was discovered that teachers found some model
changes providing opportunities to school administrations in terms of
contracts and employment. In addition, some teachers pointed out that
administrators could use the model changes for advertising purposes
to promote the idea of implementing different models. Some of the
teacher statements are as follows:

Some schools have also started the implementation of 2+2 because the
underlying reason is: The teacher may not stay for four years (at private
schools). He says | will keep him/her for two years. Then if the school is not
satisfied, | can lay off (the teacher) after two years. [June 2020, Model 2
Teacher]

I think they are making model changes for this reason, to have a little better
advertising during students’ registrations, to say "we have started to employ
this kind of education, we experiment different things, we are not like other
schools". [June 2021, Model 1 Teacher]

On the other hand, one of the negative reflections in terms of
administration as a result of model changes was parental pressure.
According to the teachers, school administrations might feel
uncomfortable when teachers stand out (teachers getting all the
attention, not the school) and parents show teachers as a reason for
their choice or enrollment in the school by developing strong
attachments to some teachers. Since in such cases, parents might also
want to leave the school with the teachers, the school might face to
students’ loss:

Parents (say), “We are here because you are here”. They say that if you were

not here, we wouldn't have chosen this school... In primary school, there is this
kind of commitment. [June 2021, Model 1 Teacher]

At a meeting with the fourth graders’ parents, they said that “we will not leave
the school because we are satisfied with the teacher, we continue because we
love you”. Of course, the administrator was very uncomfortable with it. [June
2021, Model 1 Teacher]

Lastly, the teachers mentioned the positive (the easier to change
schools, the more teacher changes, feeling of trust and commitment
towards school in a condition of primary education with the same
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teacher for many years) and negative (reacting to the frequent teacher
change, making constant comparisons with the previous teacher, and
focusing on the problems) effects of model changes considering
parents:

When there is teacher change every year; somehow the teacher would be
different, so, there was a leaving (loss of students). In other words, there were
leavings from the second class and also from the third. But when it's four
years, they (parents) cannot leave easily. [June 2021, Model T Teacher]

The parents are already preferring this school for the sake of the name, those
who came in the first grade. When | say something like that (school
administration is considering a model change), | think all hell will break loose.
There are parents who enrolled their children here because | am here. [June
2021, Model 1 Teacher]

(The parents) Approaching it in a problem-oriented manner. Because the
teacher will change, there is a thought that | can change the school as well. |
mean, parents focus on insufficiencies at school. (When there is a model
change), During the enrollment period, s/he thinks that "our teacher already
has this, the school already lacks this". [June 2019, Model 3 Teacher]

Teachers' Suggestions Regarding Models

Various suggestions from classroom teachers about the models were
obtained. The teachers, who think that their opinions should be asked
for the model change, stated that the changes should be announced to
the teachers and parents before the contract is signed. Additionally,
emphasizing the importance of the language used in the
announcement of the model change, the teachers noted that a more
constructive discourse should be preferred without vilifying anyone
and focusing on the contributions of the new model:

A meeting was held (for model change), it was said that we are moving to the
new model. Teachers were not asked for their opinion. (I think) that is wrong,
the teacher lives it through as well; their opinions should be asked in such
cases. Because they are very radical decisions. [June 2021, Model 1 Teacher]

The parent should know (which model will be implemented) when enrolling.
The teacher has also the right to know such a model being implemented in
the school while being employed; when agreeing on a handshake. We should
start then, accordingly. A professional understanding needed. [June 2019,
Model 3 Teacher]

The teachers made also some suggestions about the model they are
currently implementing or would like to implement if they had a
chance to change. The teachers' statements implied that not a single
model can work in all types of schools, so instead of proposing a definite
rule or formula, varying from school to school, the model choice should
be determined based on some variables such as local settings/parent
profile, student readiness, and school settings. Even some teachers
expressed that models can be flexible as well. In addition to the
traditional model, the teachers recommended to implement self-
contained, three-year looping and departmentalized model. This model
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is implemented through instruction with the same teacher for a
relatively long time, and then separate teachers teach the branch
lessons in the last year. Only few teachers recommended the model
proposing teacher change every year, or the two-year looping model:

I am in favor of teaching by the same teacher for four years. Even wishing if

we could teach in the fifth grade as well. We all wish for it. [June 2021, Model 1
Teacher]

I really think it is great to teach (for four years) in terms of professional
satisfaction. Teaching from the first grade to the fourth; witnessing to all
progress and developmental stages of a kid. That's amazing. [June 2020,
Model 2 Teacher]

Integration of Quantitative and Qualitative Findings

For the findings related to the last research question of the study (What
kind of results emerge when the descriptive qualitative findings of the
participant teachers are considered together with the quantitative
findings?), the quantitative and qualitative findings were integrated
through a joint display. Firstly, the prominent quantitative findings
were organized (significant/non-significant differences and striking
results seen in the graphs), then the qualitative findings explaining the
guantitative findings were spotted and examined one by one, and
lastly, complementary teacher views were selected. In the last stage,
classification and coloring were used to demonstrate the quantitative
and qualitative findings in the best way. As seen in Figure 6, the
guantitative and qualitative findings complement each other and
provide holistic information about the reflections of the implemented
models.

Figure 6
Joint display of quantitative and qualitative findings*

* In the quantitative findings, striking results regarding the graphics are displayed in the light-
colored and dashed-line boxes, statistically significant differences are shown in the dark-
colored boxes. M1: Model 1 (Self-contained and four-year looping model), M2: Model 2 (Self-
contained, three-year looping and departmentalized model), M3: Model 3 (Self-contained, two-
year looping and departmentalized model). There was a teacher change in Model 3 in October
2019, and it was in Model 2 in October 2020.
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Qualitative Findings
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When graduating in the 4th grade, you see where (students)
come from. It’s like, as if you were reading a book; you witness
to the introduction, development, and conclusion sections. It is
also very spectacular even for you when you see their
graduation... Intense feelings arise. Once they couldn’t write
their names even or read at the beginning, and to see their
progress. It is another contentment for a primary school teacher.
[June 2020, Model 2 Teacher]
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I feel like a factory. I feel like I will take (the students) again,
bring them somewhere and give them again. I think (this
situation) may cause insensitivity in the teacher as well. It's a
big tiredness to start from first grade again... [June 2019, Model
3 Teacher]
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(When there is a difficult situation with the students), you say
that this kid is with me for four years, you accept and try to
encourage him/her to get better. Otherwise, you keep your pans
on just for a year... and wait for its end patiently. [June 2021,
Model 1 Teacher]

It is just a feeling of incompleteness. Because you will knead
dough; you prepare everything; you have put your flour, egg,
water, and salt. You are about to start kneading. (I mean) You
know the child’s progress academically. (So, what?) They're all
half gone. The feeling of not being able to see the result of
something... The feeling is like being clipped, being
diminished, that is a very bad feeling... [June 2019, Model 3
Teacher]

I love (teaching) 4th grade very much. Because now they
understand everything, you can also make jokes (at the class)
... Also, it is like, you raise a child yourself, (when) s/he sees a
problem, s/he solves it quickly. Then you say "I did it! I
managed it!"... You are witness to your efforts, you say that I
worked for that for four years, that's why s/he could do it. There
is a feeling of seeing what results from your efforts in the
fourth grade
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It's actually exhausting for the classroom teacher when they
change every year or every two years [June 2020, Model 2
Teacher|
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Conclusions

According to the results, while there was no significant difference in the
self-efficacy and motivation scores of the teachers working in the
schools where three different models were implemented, the job
satisfaction scores differed in the second and third years. Accordingly,
it was observed that the job satisfaction of teachers working in the two-
and three-year looping and departmentalized model was significantly
higher in the second and third years compared to the traditional model.
However, it was explained that these differences might be result of
teacher change due to the model and do not reflect the general
situation at all. In terms of qualitative findings, the effects of model
changes on students, teachers, administrators, and parents as well as
the suggestions by the teachers about models were obtained. While
the participating teachers expressed the positive and negative effects
of each model, they suggested that the same teacher should spend at
least three or four years with a particular student group.

Discussion and Recommendations

The fact that there was no significant difference in the self-efficacy and
motivation scores of the teachers working in the schools where three
different models were implemented differs from the findings in
international studies. The previous studies pointed out that classroom
teachers working in the departmentalized model experienced less
stress, higher morale, and job satisfaction compared to their colleagues
in the self-contained model (Baroody, 2017; Johnson, 2013; Ray, 2017,
Strohl et al,, 2014), or on the contrary, it was revealed that teachers in
the self-contained model had higher self-efficacy compared to the
teachers in the departmentalized model (Gilmore, 2016). In this study, it
was discovered that the job satisfaction scores of the participating
teachers (in Models 2 and 3), who worked in the two- and three-year
looping and departmentalized model, were higher than the traditional
model only in the second and third years. However, it is noteworthy that
the difference obtained in Model 3 in October 2019 is due to the new
teachers. Indeed, at the end of the third and the fourth years, no
difference was found in the job satisfaction of the teachers in all three
models. In other words, the findings on the significant difference could
not be maintained. Therefore, it was concluded that the long-term
results of model differences in teachers' self-efficacy, motivation, job
satisfaction, and attitudes towards the profession do not show a
remarkable change. Regardless of the model they implement, the
participating teachers generally seem to have carried out their
profession with similar feelings. However, when the graphs reflecting
the quantitative findings of the teachers were examined (Figures 2 and
3), it is remarkable that there was a significant decrease in the
motivation of the Model 3 teachers, who said “goodbye” to their
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students in June 2019, and an increase in the job satisfaction of the
Model 3 teachers, who started their profession in October 2019. In other
words, teacher change (one leaving the class or the other starting the
new position) due to the model apparently explains the differences in
motivation and job satisfaction scores. In the measurements made in
the fourth year, the increases in the self-efficacy, motivation, and job
satisfaction scores of the teachers in the traditional model (Model 1)
were also noteworthy (see Figures 2, 3, and 4), confirming the themes
in the qualitative findings such as '"connecting with students,
monitoring student development continuously, and professional
satisfaction". The expression of a participant teacher who applied Model
1 best illustrates the increased self-efficacy, job satisfaction, and
motivation scores in the last two years of the study: “/ love (teaching) 4%
grade very much. Because now they understand everything, you can
also make jokes (at the class) ... Also, it is like, you raise a child yourself,
(when) s/he sees a problem, s/he solves it quickly. Then you say "I did it!
I managed it!".. You are witness to your efforts, you say that | worked
for that for four years, that's why s/he could do it. There is a feeling of
seeing what results from your efforts in the fourth grade”.

The qualitative findings displayed the teachers’ thoughts about the
model changes’ positive or negative effects on students, teachers,
administrators, and parents. Both international and national studies
argue the advantages and disadvantages the self-contained, looping
and departmentalized models on each and separately as well (e.g.,
Baroody, 2017; Cesur, 2019; Cistone & Shneyderman, 2004; Onder, 2015;
Tok & Bozkurt, 2010; Tourigny et al., 2019). In other words, it is natural to
discover positive and negative results in each specialization model in
classroom education. For example, in Cesur's (2019) study, most
teachers and instructors preferred the continuation of the looping
model, and teachers applying self-contained and two-year looping
models did not find them positive. In this context, the long-term effects
of different models on students and teachers should be studied more,
beside considering the current opinions about the models. The primary
criterion in model selection should be the benefit of the student,
following the principle of “best interests of the child” in the United
Nations Convention on the Rights of the Child (Sirin, 2019). The model
or models fostering the most positive effects on students in all
development areas should be revealed through longitudinal and mixed
studies, and the results to be obtained should guide the decisions to be
taken. Especially when there are conflicts between the best interests of
the child and the interests of teachers, administrators, or parents, the
priority should be on the model yielding the most positive results for
the students proved through the relevant research. As seen in the
qualitative findings of this study, making model changes for purposes
such as "the convenience of private school administrations in the
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management of teacher employment" or "to advertise the school" will
not work in the short or long term, and will not serve the best interests
of the students. In fact, with criticism of advertisement and commercial
concerns behind the modal usage, Cesur (2019, p. 157) stated that
private schools implementing various models should present the data-
driven reasons for implementing these models through explanations
on how they ensure teacher specialization, what are the benefits of the
model they implement for teachers, students, and parents.

Teachers' suggestions for model change seem to focus on having a
voice in the decision-making about the model and better management
of the process. Their demands, such as the timing of the model change,
its announcement, the language used in the process, and the need for
common sense in the decision-making, make us think that the
teachers are not satisfied with the process. A study conducted on
classroom teachers, who were reluctantly assigned to the looping
model in the USA, found out that declining job satisfaction can be
increased with the support of colleagues, parents, and administrators
(Nunn, 2014). Similarly, it is recommended to test departmentalized
models with pilot studies including only children with parental consent,
providing teachers’ feedback, and identifying problematic areas in the
model (Chan & Jarman, 2004; Strohl et al, 2014). Therefore, it is
concluded that the decision-making for model changes should be well-
planned and executed. Many stakeholders likely experience problems
in cases where teachers are not included in the decision-making
process, not asked for their preferences in model selection, and where
they are forced to carry out a different model against their will or a
model change is proposed in the middle of the academic year without
any parental consent.

In line with the findings, it can be recommended to continue the
traditional model (Model 1) in Turkiye. In addition, it is possible to say
that Model 2 (self-contained, three-year looping and departmentalized
model) in which different teachers take branch lessons in the last year
of primary school is also applicable. However, it would be more
appropriate not to implement the self-contained, two-year looping and
departmentalized model (Model 3) and the model of changing teachers
every year. In other words, it is beneficial for primary school students to
spend their educational lives with the same teacher for at least three
years. The decision-making for model change should be carried out
through common sense, and careful attention should be paid to the
timing, announcement, and selection of the language to be used in the
process. It is highly recommended for the private schools to decide on
the model through scientific research and based on the best interests
of the child. Since this study does not represent different cities in
Turkey, new studies can collect data on primary schools in different
regions by using new variables. It is helpful to compare new variables,
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especially teacher-student relationships, teachers' demographic, and
professional characteristics. New perspectives can also be obtained by
taking the opinions of administrators, parents, and students on
different models.
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Appendix A. Theme and Code List Obtained in Qualitative Data Analysis
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Theme Sub-Theme Codes f
Effects of model Effects on
change students
Positive Bonding 6
Adaptation 3
Learning with different methods 2
and techniques
Contributing to development 4
areas
Negative Problems with Bonding-Loss of n
Confidence
Behavior problems/negative 3
behaviors
Learning losses/difficulties 3
Effects on
Teachers
Positive Bonding with students 6
Professional Satisfaction 3
Ease of observing student 3
Specialization/departmentalization 13
Negative Problems with herself/himself 34
Problems with parents 3
Problems with administration 24
Effects on
Administrato
rs
Positive Contract/employment 7
Advertising purposes 2
Negative Parent Pressure 8
Effects on
Parents
Positive Finding excuses for school change 2
Confidence in the teacher/school 4
Negative Teacher Change 4
Increasing the critical view of the 2
teacher
Recommendation System/Model change process 18
s for model
change
Model recommendations 19
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Appendix B. An Example of the Qualitative Data Organization (codes with
relevant citations)

A B C D E F G H | 1| K L
1 Maodel 1 |Model 2 |Model 3
2 |A Effects of system/model change
3 a. Effects on Students
4 Positive
5 EBonding | b R
b Adapting b
7 Learning with different methods and techniaues b
B Contributing to the fields of development b E
9 MNegative
10 Problems related to bonding and loss of trust
11 Behavior problems/negative behaviors
12 Learning losses/difficulties K
13 b. Effects on Teachers

14 Positive

|

| |
15 Bonding with students K
16 Professional Satisfaction K b
17 ) )

Ease of tracking the student

User2:
18 Specialization/branching M2: For me, this system {3+1) i good because it is very
19 Negative important for me that children establish bonds or get to
20 Probl ith h " know them, Mow that I know the children, I study in a
roblems 1.-'.'_| Erse much more comfortable way. Likewise with the
21 Problems with parents parents... & sense of trust is crested and we move
22 Problems with administration forviard in a much more comfortable way.
23 c.Effects Efn_hdminisnatms M2: A bond is formed with the students, That's what's
24 Positive important for classroom teachers, because you're
75 Contract/employment entering 20 hours a wesk. You are like 2 half mother
% E d .I't' o nowi. You are interested not only in his lessons, but ako
Or 3OVErLISINg puUrposes in his health, esting and drinking. Since thers is
27 MNegative communication with the family after school, yvou have
78 Parents' pressure the chance to get to know the student in every aspect
29 in terms of advantage.
30 d. Effects on Parents M2: Nowi you can understand what the student means,
31 Positive They also understand you.
32 Finding excuses for school change
33 Confidence in the teacher/school
34 MNegative
35 Teacher change
36 Increasing the critical view towards the teacher E
37
38 B. Recommendations for system/maodel change
39 Recommendations
40 Teacher training K b
41 Group activities/Teacher commission K
42 System/Model change process K
43 Madel recommendations )
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