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ABSTRACT

The aim of this study is to examine the teaching principles and methods course in
the context of the student-centered learning dimension of the Bologna process. It is
based on phenomenological research. In the spring semester of the 2023-2024
academic year, two sections of the Teaching Principles and Methods course
conducted in the accredited teacher training program of a state university in the
Mediterranean Region were observed throughout the semester without
participation. In addition, individual interviews were conducted with the instructor
and focus group interviews were conducted with six pre-service teachers from each
section. Qualitative data were analyzed, and categories and subcategories were
formed. The findings of this study reveal that there is an alignment with the
principles of student-centered learning, as evidenced by the active participation of
pre-service teachers and the facilitating role of the instructor. While the reflections
of student-centered learning can be observed in the course syllabus, it can be said
that the instructor guides pre-service teachers to fulfill their own learning to learn
responsibilities in the process from sharing the course syllabus till giving the final
assignment. Both groups emphasized the importance of pre-assessments, feedback
and collaborative learning experiences and underlined the need for diversified
teaching methods and practice opportunities. Although there are differences in
perceptions regarding the variety of teaching techniques used, there is a consensus
on the importance of formative assessment and authentic assessment practices. In
this process, it can be stated that while some of the pre-service teachers perceived
the active teaching approaches they encountered as similar approaches due to their
unfamiliarity, the resistance they showed gradually decreased.

Article Type
Research

Article Background
Received:
21.12.2024
Accepted:
07.02.2025

Keywords

Bologna Process,
Student Centered
Learning, Teaching-
Learning Process,
Constructivism,
Higher Education

To cite this article: Uysal, F. (2025). Investigation of teaching-learning process in teaching principles and
methods course in terms of student-centered learning. International Journal of Turkish Education Sciences, 13 (1),

509-556. https://doi.org/10.46778/goputeb.1605289

Corresponding Author: Funda Uysal, e-mail: fuysal@mehmetakif.edu.tr

509


https://doi.org/10.46778/goputeb.1605289
mailto:fuysal@mehmetakif.edu.tr
https://orcid.org/0000-0001-9929-9812

Investigation of Teaching-Learning Process in Teaching Principles and Methods Course in terms of Student-
Centered Learning

Introduction

Launched in 1999, the Bologna Process aims to create a more coherent and comparable higher
education system across Europe. It also emphasizes the importance of student-centered learning as
a way to improve the quality of education (European Higher Education Area (EHEA), 2015).
Student-centered learning has a place in higher education at both international and national levels;
(1) At the international level, it started to be included in the policies of the European Higher
Education Area as of 2009. In the context of the policies of the European Higher Education Area, an
increasing focus on student-centered learning has been placed in the Leuven Communiqué (Leuven
Communique, 2009), the Bucharest Communiqué (Bucharest Communiqué, 2012), the Yerevan
Communiqué (Yerevan communiqué, 2015), the Paris Communiqué (Paris communiqué, 2018) and
the Rome Communiqué (Rome Ministerial communiqué, 2020). The active role and increasing
responsibility of the learner in the process and the support of lecturers and learners in this context
are emphasized. In addition, the Guidelines for Quality Assurance Standards in the European
Higher Education Area (ESG) explicitly advocate student-centered approaches to teaching and
assessment (EHEA, 2015). The European Students' Union (ESU) has also published several reports
emphasizing the importance of student-centered learning in higher education. What kind of mindset
and culture student-centered learning represents in higher education institutions is discussed in
there reports (European Students' Union (ESU), 2015). (2) At the national level, student-centered
learning has been included in the institutional evaluation criteria of the Higher Education Quality
Council of Turkey (Kavak et al., 2022). Student-centered learning is also included in the criteria for
institutional external evaluation and accreditation set forth by the Higher Education Quality
Council. In this context, it is emphasized that active learning strategies and methods should be
employed in achieving the learning outcomes of the institution and the importance of a student-
centered approach in measurement and evaluation (Higher Education Quality Council, 2019). In
addition, some public and foundation universities have also started to establish structures and
mechanisms that adopt a student-centered learning approach. Program accreditations have also
been a driving factor in the context of student-centered learning (Kavak et al., 2022).

The Bologna process emphasizes the importance of student engagement and active participation in
the learning process. This is closely aligned with constructivist principles. Constructivism as a
learning theory asserts that knowledge is constructed through experiences and interactions, making
students active participants rather than passive recipients of information. In the context of the
Bologna process, which aims to create a more coherent and flexible European Higher Education
Area, the adoption of constructivist teaching methods is essential. Nxasana et al. (2023) emphasize
that teachers' beliefs about constructivist approaches significantly influence their pedagogical
practices, suggesting that a shift from traditional to constructivist methods can improve the quality
of education. This shift is crucial for fostering an environment in which students take ownership of
their own learning, one of the core principles of the Bologna reforms. However, Melesse and Jirata
(2016) emphasize that teachers' understanding of constructivist teaching approaches directly
influences their implementation in the classroom. When educators recognize the effectiveness of
constructivist methods in promoting student autonomy and interdependence, they are more likely
to engage students in meaningful learning experiences. This is particularly important in the Bologna
context, where the focus is on developing competencies that prepare students for the workforce.

Constructivism posits that learners construct knowledge through experiences and reflection. This
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theory emphasizes the role of the student as an active participant in the learning process, which is
in line with the Bologna process' goal of promoting a student-centered educational environment.
According to Anggraeni (2021), the implementation of student-centered learning improves the
quality of education by shifting the focus from teaching to learning, where the teacher acts as a
facilitator and not merely a transmitter of knowledge. This perspective is also noted by
Nurmukhanbetova et al. (2020), who emphasizes that in a student-centered framework, the teacher
adopts the roles of manager and advisor, thereby encouraging the active participation of students in
the acquisition of professional competencies.

Student-centered learning is generally defined as (a) the learner being in focus and taking
responsibility (Acat & Donmez, 2009; Jacobs & Renandya, 2015; Toprak et al, 2019; Unvan, 2016),
active participation in the process (Klemencic, 2019), research (Dénmez, 2008), learning from peers
(Jacobs & Renandya, 2015), focusing on their needs (Unvan, 2016), (b) the teacher facilitating and
contributing to learning (Klemencic, 2019; McKenna & Quinn, 2021), (c) teaching methods and
techniques should be interactive (Vardar, 2021), including active approaches (Klemencic, 2019;
Vardar, 2021), collaborative (Isikoglu et al., 2009), (d) assessment should be multifaceted (Klemencic,
2019), process-oriented (Vardar, 2021), and include constructive feedback (Hoidn & Reusser, 2021).
The fact that student-centered learning emphasizes students' active participation in their own
learning processes, taking responsibility for their learning and developing skills such as critical
thinking, problem- solving and self-directed learning (Biggs, 1999; Clifton & Lundberg, 2022), as
opposed to traditional teacher-centered methods where students are passive recipients of
information, is an indication that this approach is in line with constructivist theories (Lee & Branch,
2018), which suggest that knowledge is actively constructed through experiences and interactions.

When we look at the applied studies examining the effect of student-centered learning; it was
revealed that student-centered learning can provide meaningful learning rather than memorization,
contribute to self-evaluation (Sahin et al., 2004), and increase the self-efficacy perceptions of
instructors regarding student-centered learning (Uygur & Yanpar Yelken, 2021). In the studies
conducted to obtain opinions on student-centered learning; the learner is active and in the center,
the instructor provides guidance (Yalcin Incik & Tanriseven, 2012), permanent and learning to learn,
the physical characteristics of the classroom environment and time can cause weaknesses (Perkan &
Glineyli, 2014), the Bologna process enables student-centered learning (Boydak & Karabatak, 2015),
differentiated opinions on the filling and implementation of teaching methods/techniques and
assessment and evaluation areas of course information packages in line with student-centered
learning, and that program accreditation is a driving force (Kavak et al., 2022). In addition, in the
research conducted by Kisa et al. (2020) to reveal the reflections of student-centered learning on the
teaching professional knowledge course information packages in the education faculty curricula, it
was stated that it is important to follow the process. It was also stated that observation or interview
could be used to understand the consistency of the findings with the practice. However, Uysal and
Elgiin (2022), in their study to examine how student-centered learning is reflected in the learning
outcomes of Teaching Principles and Methods courses, stated that learning outcomes are not the
only indicators of student-centered learning and that all elements of the course information package
can be handled from a more holistic perspective.

This research is also important in terms of the effort to reveal the general situation regarding student-
centered learning through observation of teaching-learning processes and interviews with those
involved in the process. In this context, the reflections of student-centered learning on the teaching-
learning process for a course in an accredited teacher training program were examined through
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observation and interviews with the participants in the environment where the observation took
place. The course observed was the Teaching Principles and Methods course and the course
information package of the related course meets the student-centered learning criteria of the Bologna
process in terms of learning outcomes, teaching methods/techniques and assessment and evaluation
approaches. In these contexts, the aim of the study is to examine the teaching principles and methods
course in the context of the student-centered learning dimension of the Bologna process. In this
context, the problem statement sought to be answered is “How is the teaching-learning process for
the Teaching Principles and Methods course in the context of the student-centered learning
dimension of the Bologna process?”. The sub-problems for this problem statement are as follows:

e What are the views of pre-service teachers and instructors on student-centered learning?

¢ What are the views of pre-service teachers and instructors on the teaching-learning process
for the Teaching Principles and Methods course in the context of student-centered learning?

e What are the observations about the teaching-learning process for the Teaching Principles
and Methods course in the context of student-centered learning?

Method

The current study is based on phenomenological research. In phenomenological research, it is aimed
to investigate phenomena (Yildirim & Simsek, 2018). The phenomenon examined and researched in
this study is the “teaching-learning process in terms of the student-centered learning dimension of
the Bologna process”.

Participants

In determining the participants, along with voluntariness, the principles of attending the Teaching
Principles and Methods course for pre-service teachers and conducting the relevant course for the
instructor were taken as the basis. Teaching Principles and Methods course was preferred in the
context of forming the basis of student-centered learning practices of pre-service teachers. The
syllabus of the observed Teaching Principles and Methods course provides the criteria for student-
centered learning in the context of learning outcomes, teaching methods and techniques, and
assessment and evaluation approaches. In the spring semester of the 2023-2024 academic year, two
sections of the Teaching Principles and Methods course conducted in the accredited teacher training
program of a state university in the Mediterranean Region were observed throughout the semester
without participation. These two sections were selected because the course met the specified criteria,
and the instructor and students allowed unattended observation. These sections were second-year
students and consisted of 22 pre-service teachers in the first section and 25 pre-service teachers in
the second section. In addition, individual interviews were conducted with the instructor
conducting the courses and focus group interviews were conducted with six pre-service teachers
from each branch. The instructor is working in the field of Curriculum and Instruction. In addition,
she teaches the Teaching Principles and Methods course to different sections. Focus groups 1 and 2
were selected through criterion sampling and included six pre-service teachers with high, medium
and low academic achievement for the Teaching Principles and Methods course. Focus group 1
consisted of four women and two men and focus group 2 consisted of three women and three men.
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Preparation and Implementation of Data Collection Tools

During the research process, an unstructured observation form was prepared to observe both
sections of the Teaching Principles and Methods course and a semi-structured interview form was
prepared to interview the pre-service teachers and the instructor. The unstructured observation
form and semi-structured interview forms were finalized in line with the opinions of two curriculum
development experts and one measurement and evaluation expert. The unstructured observation
form included the statements “time, place, observed situation and details”. In addition to personal
information, the semi-structured interview forms included questions about student-centered
learning and the teaching process of the course in the context of student-centered learning in order
to find answers to the research questions. In this context, questions such as what student-centered
learning is and what is the realization of student-centered learning practices in the course were
asked.

Prior to the data collection process, Ethics committee permission dated 03.04.2024 and numbered
GO 2024/32 was obtained by Burdur Mehmet Akif Ersoy University Non-Interventional Clinical
Research Ethics Committee. Then, during the data collection process, the observation form was filled
in as an unattended observer during the semester. Semi-structured interview forms were applied
separately to both the focus groups of pre-service teachers and the instructor at the end of the
semester. Each interview was conducted face-to-face in a single session. The first focus group lasted
approximately 60 minutes, the second one lasted approximately 50 minutes and the individual
interview lasted approximately 48 minutes. Participants were informed that participation was
voluntary. They were asked to answer the questions sincerely and independently and were
informed that their names would not be used in the research.

Data Analysis

The data sources of the research are individual and focus group interview transcripts and
observation transcripts. Miles and Huberman's (1994) stages were employed in analyzing the
qualitative data obtained from the transcripts. A 34-page document was obtained from the
observations. A 43-page document was obtained from the audio-recorded data for the interviews.
The data were analyzed eight times by two experts. In this context, the transcripts obtained from
interviews and observations were coded. Personal impressions or reflections were noted. Similar
expressions, relationships and distinctive differences were identified. These led to the identification
of categories and subcategories. Thus, categories and subcategories were reorganized for each sub-
problem in line with generalizations and comparisons.

Validity and Reliability of the Study

Utilizing Miles and Huberman (1994), the following were carried out to increase internal validity,
external validity and reliability for validity and reliability: For credibility in internal validity and
verifiability in external validity, the instructor, who was interviewed individually, and two pre-
service teachers, who were interviewed in a focus group, checked the raw data and examined
whether the analyses were meaningful. For consistency in internal validity, comprehensive
reporting was carried out. In addition, the research process, data collection and analysis were
detailed for verifiability. Detailed study data were kept. For external validity, findings and results
were reported in detail for transferability. In order to increase the reliability of the research,
categories, subcategories, participant statements and coding were examined twice by two experts.
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Findings

In the study, firstly, focus group interviews were conducted with pre-service teachers and individual
interviews were conducted with the instructor in order to answer the sub-problem “What are the
views of pre-service teachers and instructors on student-centered learning?”. The findings obtained
in this context are presented in Tables 1 and 2.

The views on the meaning of student-centered learning are given in Table 1.

Table 1

Views on the Meaning of Student-Centered Learning

Category Subcategory Focus Group1  Focus Group 2 Instructor
Learner Active participation Al, A2, A3, A4, Bl1,B2,B3, B4, 1
Perspective A5, A6 B5, B6
Being in focus A2, A4 B1, B2, B4, B5 I
Taking responsibility for learning Al, A4 B1, B2
Balanced responsibility in group work A2, A4 - -
Learning by doing and experiencing Al, A6 B2 I
Willingness Al - I
Self-regulated learning - - I
Instructor Guidance - B2, B3, B4, B5 I
Perspective Ensuring active participation of learners Al, A2, A3, A4, B2,B3, B4, B5, I
A5, A6 B6
Employing various teaching methods and Al, A2, A3 B2, B3 I
techniques
Taking into account the development and A2, A3, A4, A6  Bl1, B2, B5, B6 I
learning characteristics of learners
Ensuring permanent learning A3, A4, A5 B1 I
Experience - B1, B2, B4, B6 I
Give learners balanced responsibility A2, A3, A4 - -
Adding flexibility - B2 I
Making the learner feel valued A3, A4, A6 - I
Sharing the syllabus A5 - I
Diversifying learning environments Al B4 I
Creating a democratic classroom A4, A5 B2 I
environment
Planning - - I
Process evaluation - - I

As can be seen in Table 1, it is observed that there are opinions about the meaning of student-
centered learning from the perspective of the learner and the instructor. In terms of the learner, all
types of participants mostly mentioned active participation and being in focus, followed by learning
by doing and experiencing. In addition to these, one of the focus groups also mentioned balanced
responsibility and willingness in group work. The instructor also drew attention to self-regulated
learning. Examples of participant views on the meaning of student-centered learning from the
perspective of the learner are as follows:

Students should actively participate in the process (A5) (Active participation).

Not if you just look at it. To reveal the performance, the student has to show what he/she has learned (TF)
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(Active participation).
Putting the student at the forefront in everything that is taught (A4) (Being in focus).

Creating an environment where he/she can freely participate or reject, accept or reject, accept or accept all
kinds of channels (I) (Being in focus).

The learner is given tasks and takes responsibility (A4) (Taking responsibility for learning), whether it is
group work or individual work.

The student is responsible for planning, implementing and evaluating ... (I) (Taking responsibility for
learning).

Everyone needs to add an idea, a color, it doesn’t work when they are all blue and all black. Someone says I
won't do this animation, someone says I won’t do that speech, leave it to you... (A2) (Balanced responsibility
in group work)

When I think of student-centered learning, 1 think of learning by doing (B2) (Learning by doing and
experiencing).

From the beginning to the end, the student is involved with a verb experience (I) (Learning by doing and
experiencing).

No matter how much effort the instructor makes, everything ends with the student (A1) (Willingness).

Being action-oriented, not opposing something, but going on stage and doing what you want to do... (I)
(Willingness).

In terms of the instructor, as seen in Table 1, all types of participants focused more on ensuring the
active participation of learners, taking into account the developmental and learning characteristics
of learners, employing various teaching methods and techniques, and ensuring permanent learning.
Then, they mentioned creating a democratic classroom environment and diversifying learning
environments less frequently. Similar to one of the focus groups, the instructor focused on guiding
and being experienced or sharing the course syllabus, but also gave opinions on planning and
process evaluation independently from them. Examples of participant views on the meaning of
student-centered learning from the instructor's perspective are as follows:

The teacher’s task is to guide and help in reaching the results (B2) (Guidance).

I only thought about placing the stimuli appropriately (I) (Guidance).

I think it can be done by involving the learner in the work rather than just giving this information on the
board (A2) (Ensuring active participation of learners).

Lwant them to apply the work said in the classroom in real life (1) (Ensuring active participation of learners).

We should not always teach the lesson in the same way (A3) (Employing various teaching methods and
techniques).

Student-centered learning is not about projecting a slide and reading it, it is not about giving the learner
tasks and requiring them to go out and read their own slides (1) (Employing various teaching methods and
techniques).

The teacher plans according to the needs of the learner (B2) (Taking into account the development and
learning characteristics of learners)

It is important to know and observe the characteristics of the learners (I) (Taking into account the
developmental and learning characteristics of learners).

We learn more permanently when we are exposed to something (B1) (Ensuring permanent learning).
What the student learns becomes more permanent (1) (Ensuring permanent learning).

In my opinion, the teacher needs to have experience, and I think he/she also needs to live beforehand in order
to manage this process (B2) (Experience).
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If you place the explosives in the right places in a marble quarry, you can extract really beautiful marbles...
(I) (Experience).

If not everyone speaks in the group, if only one or two people speak, there will be an imbalance. Instead,
everyone will do it, for example (A2) (Giving learners balanced responsibility).

The teacher adds flexibility in student-centered learning (B2) (Adding flexibility).
It is necessary to try new things... (I) (Adding flexibility).
It is important to make the learner feel valuable (A6) (Making the learner feel valued).

Students do not exist because you exist. It is necessary to make them feel valuable (1) (Making the learner feel
valued).

If students come with knowledge, then a more productive lesson will be taught (A5) (Sharing the syllabus).
We should share what we will do in the lesson (1) (Sharing the syllabus).

I think it is important to have different learning places (B4) (Diversifying learning environments).

The first place that needs to be changed is the space (I) (Diversifying learning environments).

I may not know the answer to something, but I need to be able to express it. I shouldn’t be judged, when I am
silenced I don’t prefer to speak anymore (A4) (Creating a democratic classroom environment).

... need to outline what kind of process they will follow (I) (Planning).
Evaluation is perceived as something that should be done at the end of something, as if the product should be

looked at. But this is not the case (Process evaluation).

The opinions on the ways of realizing student-centered learning are given in Table 2.

Table 2
Opinions on Ways of Realizing Student-Centered Learning
Category Subcategory Focus Group 1 G};Zil;s ’ Instructor
Learner Attracting the learner's interest and attention = Al, A4, A5, A6 - I
Engagement Ensuring active participation of learners Al, A2, A4, A6 Bl,B2, B3 I
Intensifying interaction A5 B1 I
Teaching- Putting fun methods and techniques to work Al, A3, A4 B2, B3 I
Learning Incorporating technology - B2
Approach Employing collaborative methods and Ab B1, B2, -
techniques B3, B5
Diversifying materials Al, A4 B4 I
Measurement Involving learners in the assessment and A5, A6 B3, B6 I
and Evaluation evaluation process
Approach Getting learners' ideas about their affective Al, A4 B2, B6 I
development
Observation in the process A2, A3 - I
Peer assessment A3, A6 - I
Conducting formative assessment - - I
Authentic evaluation - - I

The ways of realizing learner-centered learning are discussed in the context of learner engagement,
teaching-learning approach and assessment and evaluation approach as in Table 2. In terms of
learner engagement, all types of participants focused most on ensuring active participation of
learners, followed by intensifying interaction. Similar to one of the focus groups, the instructor also
mentioned attracting the learner's interest and attention. Some of the participant views on learner
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engagement are as follows:

In a way to attract the interest of the learner ... (A5) (Attracting the learner’s interest and attention).
I define the teacher as a teacher who should be stimulating (I) (Attracting the learner’s interest and attention).

The learner should be active. I think we can try to keep them active with brainstorming, question-answer, for
example (A2) (Ensuring active participation of learners).

There are two eyes in the human head, two nostrils, two ears, a mouth, we also have hands. Now, if you touch
all of these, if you take this, pass it through yourself and give it out again, it will happen (1) (Ensuring active
participation of learners).

There is peer fusion (B1) (Intensifying interaction).

They should be able to look face to face, they should have interactions (1) (Intensifying interaction).

In terms of teaching-learning approach, as can be seen in Table 2, all three types of participants first
mentioned the use of fun methods and techniques and then diversifying the materials. In addition,
while both focus groups focused on the use of collaborative methods and techniques, one of the
groups also expressed an opinion on the inclusion of technology in the process. Some of the
participant views on the teaching-learning approach are as follows:

For students to enjoy and have fun, games, drama and animation, for example, contribute more (A4) (Putting
fun methods and techniques to work).

For example, I think gamification is important (1) (Putting fun methods and techniques to work).

In today’s age, I think there should be a little more use of technology (B2) (Incorporating technology).

I especially think that the station technique adds a lot. I think that we complement each other, we gain
responsibility and I think it is good because it continues in unity (B3) (Employing collaborative methods and
techniques).

Different materials are used during teaching (A4) (Diversifying materials).

Which stimulus tools do I use? These are various (I) (Diversifying materials).

In the context of assessment and evaluation approach, as can be seen in Table 2, all types of
participants mentioned involving learners in the assessment and evaluation process and getting
their ideas about learners' affective development. Similar to one of the focus groups, the instructor
also focused on observation and peer assessment in the process, while she focused on formative and
authentic assessment alone. Examples of participant views on assessment and evaluation
approaches are as follows:

We can make assessment not only by the teacher but also by the whole class (A5) (Involving learners in the
assessment-evaluation process).

It is important to try to make them choose when and how to take the exam (I) (Involving learners in the
assessment-evaluation process).

How did you feel in this lesson, what did it contribute to you? So we think, what did it contribute to me? We
say (A4) (Getting learners’ ideas about their affective development).

I make them say what they feel (I) (Getting learners’ ideas about their affective development).

In activities such as games and drama, the teacher is already constantly observing and evaluating the
students (A3) (Observation in the process).

I am a very good observer (I) (Observation in the process).
We also did peer assessment among ourselves (A3) (Peer assessment).

They also had to evaluate each other (I) (Peer assessment).
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Thus, at the end of each assessment, the children have the chance to go back and make corrections (I)
(Conducting formative assessment).

Assessment takes place in the idea of throwing stones into a lake... an individual’s choosing stones, throwing
stones, counting the rings, ... in all stages. It takes place at the beginning, it takes place in the process, it takes
place at the end, but these should be in integrity and the evaluation should be completely appropriate to the
nature of that course, primarily to the nature and characteristics of the student, it should be authentic, it
should be personalized (I) (Authentic evaluation).

In order to answer the sub-problem “What are the views of pre-service teachers and instructors on
the teaching-learning process for the Teaching Principles and Methods course in the context of
student-centered learning?”, focus group interviews were conducted with pre-service teachers and
individual interviews were conducted with the instructor. The findings obtained in this context are
presented in Tables 3 and 4.

The views on the teaching-learning process in the context of student-centered learning for the
Teaching Principles and Methods course are observed in Table 3.
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Table 3

Opinions on the Teaching-Learning Process in the Context of Student-Centered Learning for the Teaching
Principles and Methods Course

Focus  Focus Group

Category Subcategory Group 1 ) Instructor
In terms of Giving detailed course syllabus A3, A6 B6 I
Course Syllabus Efforts to match the course syllabus with the A2, A3, B1, B2, B3,
teaching process A6 B4, B5, B6
In terms of Feeling valued A4, A5 B2, B4, B6 I
Trainer Striving to adapt to the process A4, A5 B5, B6 I
Characteristics Intensifying interaction - B2, B5, B6 I
Increasing class participation - B6 I
Being active - B2, B4, B5 I
Feeling physical and mental fatigue Al, A4, B3, B6
A5, A6
In terms of Being accessible A4 B1, B4
Trainer Setting an example - B2, B4, B5, B6 I
Characteristics Ensuring permanent learning A6 B4, B5 I
Providing a democratic classroom environment - B2 I
Diversifying learning environments Al B2, B6 I
Guidance - - I
Trying to break the resistance - - I
Feeling tired - - I
In terms of Utilization of similar teaching methods and Al, A2, - -
Learning- techniques A3
Teaching Problems in fulfilling responsibilities in group A4, A6 - -
Approaches work
Employing fun methods and techniques - B5 I
Utilization of various teaching methods and - B2, B5, B6 I
techniques
Considering learners' readiness - - I
Flexibility during classroom experiences - - I
Trying to make them realize that they can use - - I
what they have learned outside the classroom
In terms of Ensuring diversity in assessment and Al, A2, B2, B4 I
Measurement evaluation A3, A6
and Evaluation Involving learners in the assessment and Al, A2, B4, B5, B6 I
evaluation process A3, A4,
A5, A6
Probe of prior learning A4 B4 I
Giving feedback-correction for homework Ad, A6 B2, B6 I
assignments
Evaluation at every stage - - I

As seen in Table 3, the views on the teaching-learning process in the context of student-centered
learning for the teaching principles and methods course were discussed in terms of course syllabus,
learner characteristics, instructor characteristics, learning-teaching approaches and assessment and
evaluation. In terms of course syllabus, all three types of participants expressed opinions about the
effort to harmonize the syllabus with the teaching process and the detailed presentation of the
syllabus.

519



Investigation of Teaching-Learning Process in Teaching Principles and Methods Course in terms of Student-
Centered Learning

In terms of learner characteristics, as seen in Table 3, all participant types mostly focused on feeling
valued and trying to adapt to the process. However, both focus groups also mentioned feeling
physical and mental fatigue. One of the focus groups also focused on intensifying interaction with
the instructor, gradually increasing class participation and being active. Some participant views on
learner characteristics are as follows:

In that lesson, yes, we felt like we were there (A4) (Feeling valued).

Our teacher said that we would do theater in groups. We were surprised, we were not used to it. It was the
first year I did drama (B6) (Striving to adapt to the process).

We were able to communicate easily among ourselves (B2) (Intensifying interaction).

I also look at it in terms of communication skills. I try to increase communication (I) (Intensifying
interaction).

We started to like it more and more, we started to participate in the lesson (B6) (Increasing class
participation).

Participation and involvement gradually increased (1) (Increasing class participation).

We were active in all the methods and techniques we used (B5) (Being active).

It was a bit tiring because it was an intensive lesson (A5) (Feeling physical and mental fatigue).

We had to catch up during the breaks, so some of our friends would break off (B6) (Feeling physical and
mental fatigue).

As seen in Table 3, in terms of instructor characteristics, all participant types mentioned providing
permanent learning and diversifying learning environments. In addition, both focus groups focused
on being accessible. Similar to the instructor, one of the focus groups expressed similar ideas about
setting an example and providing a democratic classroom environment. In addition, the instructor
also focused on guiding alone, trying to overcome resistance and feeling tired. Examples of
participant views for instructor characteristics are as follows:

We could go to her room and ask questions outside the class (B4) (Being accessible).

We will have to prepare both entertaining and informative lesson plans in the future. I will try to apply these
methods and techniques in the most appropriate way in my teaching life (B5) (Setting an example).

What we learned at that moment actually stayed in our memory (B4) (Ensuring permanent learning)

Since the student learns in life because he/she participates himself/herself, it is more permanent, he/she does
not forget (I) (Ensuring permanent learning).

We were able to say something about the lesson freely. For example, the one who was tired that day could
directly express it (B2) (Providing a democratic classroom environment).

Under equal conditions, everyone played a role, even if it was a simple one, and was able to explain their
problems... (I) (Providing a democratic classroom environment).

Our physical environment was also different, there was no classroom environment (B2) (Diversifying
learning environments).

The space is concrete and can be perceived by everyone. It needs to change (1) (Diversifying learning
environments).

What I try to do is to give stimuli in the right places at the right times (1) (Guidance).

Because they have had a lot of teaching experiences in the past, their understanding of teaching has been
established, wrong or right is discussed. I need to show that my understanding of teaching here is not like
that, it is the opposite. In the first four to five weeks, there is a prejudice, there is also resistance, resistance
not to abandon their past habits (1) (Trying to break the resistance).
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I try to read their body language very well, I see that they are bored, we do it stubbornly. After a certain point
you get tired, you try not to fall, but you end up falling (1) (Feeling tired).

In terms of learning-teaching approaches, as seen in Table 3, one of the focus groups, unlike the
other participant types, focused on the use of similar teaching methods-techniques and problems in
tulfilling responsibilities in group work, while the other focus group focused on the use of fun
methods-techniques and the use of various teaching methods-techniques, similar to the instructor.
Unlike the other focus groups, the instructor also expressed opinions on taking learners' readiness
into account, being flexible during classroom experiences and trying to make them realize that they
can use what they have learned outside the classroom. Some of the participant views for learning-
teaching approaches are as follows:

It seems to me that we could not transfer some methods well, we were constantly doing drama and animation,
but since we were constantly in this environment, some methods did not stay in our minds in a very
permanent way (A3) (Utilization of similar teaching methods-techniques).

When we came together as a group, there were 3 people and 5 people, three of them put in more effort and
participated enthusiastically and more actively and the others did not participate and we had to move forward
with them (A4) (Problems in fulfilling responsibilities in group work).

We became individuals who can have fun without getting bored and learn while having fun (B5) (Employing
fun methods and techniques)

They need to play with the information. If you can make a lesson playful, everyone will be happy (1)
(Employing fun methods-techniques).

We used various teaching methods and techniques. For example, we did jig-save in groups (B5) (Utilization
of various teaching methods and techniques).

Which teaching method and strategy will I use to implement this strateqy? Which method will I use to
implement this strateqy? Which techniques will I use? How will I evaluate it? 1 have determined (1)
(Utilization of various teaching methods and techniques).

I give panel discussions, but I don’t give collegium discussions because he can easily read and complete them
(1) (Considering learners’ readiness).

I don’t dwell on the problem too much, but something comes out and I say, “Look, this is problem solving”
and therefore, in fact (I) (Flexibility during classroom experiences).

I exemplify where they can use what they have learned. I say, “Look, you can use this in the lesson, or you
can use it here where children’s communication is troubled.” (1) (Trying to make them realize that they can
use what they have learned outside the classroom).

In terms of assessment and evaluation, as seen in Table 3, both the focus groups and the instructor
focused more on involving learners in the assessment and evaluation process and providing
diversity in assessment and evaluation. Afterwards, they mentioned giving feedback-correction for
homework assignments and testing prior learning. However, unlike the focus groups, the instructor
expressed an opinion on assessment at every stage. Some of the participant views on measurement
and evaluation are as follows:

The teacher gave us many options in terms of assessment (A3) (Ensuring diversity in assessment and
evaluation).

Students try not to show what they don’t know. The essence of education is not knowing, but doing and
acting. That is why diversity is important. I try to do this (I) (Ensuring diversity in measurement and
evaluation).

It should be a process with student participation where we offer them alternatives (I) (Involving learners in
the assessment-evaluation process).
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It was a great contribution to summarize the last lesson before starting the lesson. We remembered and did
it again (A4) (Probe of prior learning).

In every lesson, we definitely review the previous lesson (1) (Probe of prior learning).

Our teacher asked us for a dumb report every week and provided feedback (B1) (Giving feedback-correction
for homework assignments).

They cannot see where there are gaps and where there are deficiencies. In my work, feedback for the weekly
homework they bring is important for me (I) (Giving feedback-correction for homework assignments).

There is no grading process, we need to reveal our shortcomings ... We need to look at what the students can
do, in the middle of the process, at the beginning and at the end (I) (Evaluation at every stage).

The opinions regarding the suggestions for the teaching process in the context of student-centered
learning for the teaching principles and methods course are given in Table 4.

Table 4

Opinions on Suggestions Regarding the Teaching Process in the Context of Student-Centered Learning for
the Teaching Principles and Methods Course

Focus Group

Category Subcategory Focus Group 1 ) Instructor
Time Increasing time A2, A4 B4 I
Management Division of weekly teaching hours Al, A2, A3, A4, B1, B3, B4, -
A6 B5, B6
Learning Providing opportunities to practice in - B1, B6 I
Environment schools
Diversification of learning environments - B2, B3, B4, -
B5
Providing opportunities for physical A2, A3 B1, B2, B4, -
conditions B5
Learning- Diversification in teaching methods and Al, A2, A3, A4, - -
Teaching techniques A5, A6
Approaches Reducing the number/intensity of A5 - -
activities
Assigning weekly tasks - - I

As seen in Table 4, the suggestions regarding the teaching process in the context of student-centered
learning for the teaching principles and methods course were related to time management, learning
environment and learning-teaching approaches. In terms of time management, the focus groups
mostly focused on dividing the weekly course hours and increasing the duration, while the
instructor focused only on increasing the duration. Some of the participant views on time
management are as follows:

I think time management is a very important problem. Our time was sometimes limited and we had to do
things fast (B4) (Increasing time).

Time is not enough for us. There is enough time for the lesson, but there is no time for student-centered
learning where students can take what they learn here to the stage (1) (Increasing time).

It could have been two days a week (A1) (Dividing of weekly teaching hours).

The lesson was three hours, breaks could be more (A2) (Dividing of weekly teaching hours).

As can be seen in Table 4, in the context of the learning environment, the focus groups mentioned
the provision of facilities for physical conditions in common. One of the focus groups also focused
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on further diversification of learning environments only by itself and on the provision of
opportunities for practicing in schools together with the lecturer. Examples of participant views on
the learning environment are as follows:

I'would like to go to schools more. If these schools are in the center, I think it would be more appropriate for
us to go to the schools in the villages and help the students if possible. We can do a drama within ourselves,
we can organize children in the schools we will go to (B6) (Providing opportunities to practice in schools).

When we went to practice last semester, unfortunately we could not do such activities for official reasons. ...
Let’s make this lesson five hours long, but I would like two hours of it to be practiced in schools (I) (Providing
opportunities for practicing in schools).

Twould like it more if there were gardens, canteens, sports halls, theaters, then museums, I would like it more
if we could learn more by experiencing these lessons on the spot (B2) (Diversification of learning
environments)

Actually, even the drama and role plays we do, we can see them there. But we need to have the facilities for
this (B2) (Providing opportunities for physical conditions).

In the context of learning-teaching approaches, as seen in Table 4, one of the focus groups fully
emphasized the need for diversity in teaching methods and techniques, while only one person in
the group emphasized the need to reduce the number/intensity of activities. The lecturer, on the
other hand, only mentioned giving weekly assignments. Some of the participant views on teaching-
learning approaches are as follows:

The lesson can be taught with different methods rather than always the same (A2) (Diversification in teaching
methods and techniques)

I think we could have reduced the number or intensity of activities, we could have balanced them (A5)
(Reducing the number/intensity of activities).

It is necessary to give small tasks to the children and after a week say, “Come on, now it's your turn, you do
this activity, get them to do it” (I) (assigning weekly tasks).

Finally, observations were conducted to answer the sub-problem “How are the observations about
the teaching-learning process for the Teaching Principles and Methods course in the context of
student-centered learning?”. During the weeks of observation for both sections of the Teaching
Principles and Methods course, the lessons were held in the drama hall, except for the week when
the application was planned to be made at the school. In the lessons lasting three hours, a part of the
lesson was continued in the canteen as a break while group work was being done. When the canteen
was full, the lessons continued with a 10 minute break. In the first week of the course, the course
syllabus was shared with the classes by the instructor in both sections. Introductory activities were
carried out. Generally;

e At the beginning of the lesson, various warm-up activities were done in a big circle. For
example, when getting acquainted, everyone said their names using body language. One
week they played the fruit basket game, while another week they adapted it to the steps of
the cognitive domain. Again, they reminded the previous lesson. For example, the steps of
the cognitive domain were remembered through educational games.

¢ In the context of enabling the students to acquire behaviors that they could take as an
example for themselves, she also emphasized how they could behave with their own
students from time to time in the process. For example, she emphasized that students should
learn the space they are in well and that changes in the space would create a sense of curiosity
in them.
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At the end of the lesson, she employed various methods to evaluate the lesson. For example,
she asked the pre-service teachers to discuss the outcomes of the lesson as buzz groups. She
had them express their feelings as sculptures. They were asked how they felt and the pre-
service teachers said that they had fun, they learned practically, they were tired, they were
confused, etc.

The titles “introductory activities, process activities, evaluation” were written on the
whiteboard before the lesson started and the relevant fields were filled in by the instructor
in the first weeks and by the volunteer pre-service teachers under the guidance of the
instructor in the following weeks. While filling in the information, details about “venue,
participants, outcomes, strategies, methods, techniques, tools, materials and activities” were
given. In addition, the pre-service teachers were asked to create dumb plans about what they
did in the lesson. Feedbacks were given.

While the pre-service teachers fulfilled the tasks assigned to them in small groups, the
instructor came to each group one by one and provided guidance, created a discussion
environment and also gave explanations. For example, in an activity in which the groups
were asked to find out which of the cognitive, affective or psychomotor domains the
outcomes belonging to various disciplines in front of them belonged to, the instructor first
made them find them together with him. He stated that he was with them when they needed
him.

The instructor used verbal reinforcements such as “great, very good ...” to the pre-service
teachers.

It progressed in a way that contributed to pre-service teachers taking responsibility. For
example, in the first weeks, she arranged the cushions in a circle in the drama hall before the
lesson started, and in the following weeks she made them do the same. When the cushions
had to be gathered aside, she explained the gathering rule and asked them to follow that
rule.

From time to time, she tried to raise awareness about various methods and techniques before
the teaching-learning process. For example, in one activity, he said “first I will show you,
then you will do it... Here we practiced show and do”, in another activity he said “let's be
inner circle, outer circle, that is, let's be rullman”.

It was ensured that the pre-service teachers were active. In this context, warm-up movements
and group work were included. Again, active teaching methods and techniques were
employed. In this context, jig-saw, station, rullman, rullman, drama, role playing, panel,
interview, gossip, meeting, etc. were included in the process. Generally, while both branches
proceeded in parallel, there were also changes in the preferred method-technique due to class
size. While they were more timid in the first weeks, it was observed that they progressed the
process with self-confidence and fun in the following weeks. In group work, it was observed
that from time to time there were pre-service teachers who could not adapt to the process
and broke away from the lesson, especially in Branch 1. Tiredness and disengagement were
also observed from time to time.

The instructor did not tell the truth directly but tried to help the pre-service teachers to find
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the truth on their own through questions and answers.

e A learning environment was created in which the pre-service teachers could feel valuable
and express their opinions easily. In this context, the pre-service teachers were able to ask
questions about the parts they did not understand and get answers, and they were able to
express this when they were tired.

¢ In the context of giving feedback in the evaluation, feedback and corrections were made to
the files related to the midterm homework by marking and writing on them. When the school
was visited on the week of the planned implementation, there was an official situation that
prevented the implementation, everyone was taken to the conference room and the feedback
and corrections given to the files of the volunteer pre-service teachers were projected and
discussed.

e In the context of including pre-service teachers in the evaluation process, it was stated to the
students that the criteria they wished to be included in the process while creating the criteria
for the final assignment.

e Care was taken to follow the course syllabus. Differences were made from time to time in
line with group dynamics.

Conclusion and Discussion

For the Teaching Principles and Methods course in an accredited teacher training program whose
learning outcomes meet the criteria of student-centered learning, the teaching-learning process in
the context of the student-centered learning dimension was addressed within the scope of this
research. In line with the scope, unattended observations were made in the related course and
interviews were conducted with the instructor and pre-service teachers at the end of the process.
While discussing the results in line with the findings obtained, the findings of the interviews and
observations were integrated.

The emphasis on learner participation and responsibility in the results obtained for the meaning of
student-centered learning reflects the basic principle of constructivist theory. According to Liang
and Gabel (2005), students are naturally motivated to seek out learning opportunities that are
essential for meaningful learning. This perspective supports the idea that students should be at the
center of learning experiences by actively engaging in the process rather than passively receiving
information. The active engagement of students, as indicated in the findings, is crucial to promote
deep learning and understanding, which is one of the main goals of both constructivism and the
Bologna process (Sin & Manatos, 2013). In addition, in the literature, similarly in student-centered
learning, there is an emphasis on learner responsibility (Acat & Donmez, 2009; Jacobs & Renandya,
2015; Toprak et al. 2019; Unvan, 2016), active participation (Klemencic, 2019) and interaction
(Vardar, 2021). In addition, the role of the instructor, with its facilitative aspect that takes into
account the developmental characteristics of students, is also in line with constructivist principles.
Hajal's (2019) research shows that effective constructivist teaching requires educators to adapt their
methods to address individual needs and promote an inclusive learning environment. This is in line
with the findings that instructors should ensure active participation and use a variety of teaching
methods to appeal to different learning styles and preferences. Strategies such as intensifying
interaction, using engaging methods and diversifying materials are also supported by the literature.
For example, Gencosman and Dogru (2012) emphasized the importance of active learning strategies
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by finding that cooperative learning techniques can increase student engagement and academic
achievement. Similarly, as emphasized by Nyback and Vikstrom (2017), who advocate active
learning methods that involve students in the learning process, the integration of fun and interactive
methods is also necessary to maintain students' interest and motivation. Moreover, as indicated in
the findings, involving students in the assessment and evaluation process reflects a constructivist
approach to assessment. This participatory assessment is in line with the principles of formative
assessment, which emphasize the importance of feedback and self-assessment in the learning
process (Berestova et al., 2022). By involving students in assessment, educators can foster a sense of
ownership and responsibility for learning outcomes, an important aspect of student-centered
learning. In conclusion, the findings support the alignment between student-centered learning and
constructivist principles. Both frameworks advocate active student engagement, the facilitative role
of instructors and the use of a variety of teaching methods to increase engagement. This context not
only supports the objectives of the Bologna process, but can also contribute to the development of a
more dynamic and responsive educational environment.

In addition to the common views for student-centered learning, one of the groups of pre-service
teachers focused on (a) taking and giving balanced responsibility alone and (b) willingness and
sharing the course syllabus similarly with the instructor. The concept of balanced responsibility is
very important in student-centered learning. As the findings show, pre-service teachers recognize
the importance of shared responsibility in the learning process. This is in line with the work of
Jaiswal and Al-Hattami (2020) who emphasize that student-centered approaches increase student
autonomy and accountability, allowing students to take ownership of their educational experiences.
The other group mentioned guidance and flexibility in a similar way to the instructor. The
instructor's contribution to the process is also mentioned by Klemencic (2019) and McKenna and
Quinn (2021). In addition to the common views, one of the pre-service teacher groups also
emphasized collaboration for ways to ensure student-centered learning, which was also supported
by the other group, (b) the need to attract learners' interest and attention, observation and peer
assessment in the process, and this was also supported by the instructor's views. In addition to these,
there was a pre-service teacher who also emphasized technology. The instructor also focused on
formative and authentic assessment. Tran (2014) states that collaborative learning strategies foster
positive interdependence in which learners work together to achieve common goals and thus
improve learning outcomes. This collaborative approach not only facilitates knowledge construction
but also helps to develop critical soft skills that are essential in both academic and professional
contexts. Furthermore, the mention of technology as a tool to enhance student-centered learning is
particularly relevant in today's educational environment. Alkhalaf et al. (2013) discussed the
importance of collaborative e-learning technologies. The focus on formative and authentic
assessment by the instructor in the findings is in line with contemporary educational practices that
prioritize continuous feedback and student participation in the assessment process. According to
Rahman (2023), formative assessment is important for educators to adapt instructional strategies
according to students' needs and progress. In conclusion, the findings from the study reflect a
comprehensive understanding of student-centered learning, emphasizing the importance of shared
responsibility, collaboration, participation, technology integration, and formative assessment.

Considering the views on the teaching-learning process, the detailed sharing of the syllabus and the
effort to align the teaching process with the syllabus underline the importance of transparency and
openness in the learning environment. According to Rata (2012), constructivism emphasizes that
knowledge is not fixed but is constructed through active participation and interaction with the
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material. By providing a clear framework for the course, both instructors and pre-service teachers
can better guide the learning process, fostering a collaborative atmosphere where students feel
valued and empowered to contribute. This is in line with the constructivist view that learners are
active participants, as stated by Agustini (2019), who emphasizes learner autonomy in the
educational process. When students perceive themselves as an integral part of the learning
environment, they are more likely to engage deeply with the material, leading to increased learning
outcomes. Moreover, the diversification of learning environments, including the use of drama hall
and canteen, reflects the constructivist principle of contextualized learning. Zhang et al. (2020) argue
that diverse learning environments can significantly enhance student engagement and learning
experiences. It is also important to observe that pre-service teachers' interaction and engagement
with the instructor increased over time. This gradual increase in engagement is in line with the
constructivist emphasis on social interaction as a critical component of learning. As Chuaungo et al.
(2022) note, collaborative learning environments foster deeper understanding and knowledge
construction. When students feel comfortable interacting with their instructors, they are more likely
to engage in meaningful discussions and collaborative learning experiences. In addition, both
groups also mentioned that the instructor was approachable. The other group of pre-service teachers
focused on being experienced in a similar way to the instructor. Uygur and Yanpar Yelken (2021)
mentioned that instructors' self-efficacy perceptions of student-centered learning can be increased.
The results obtained in this context reflect a commitment to creating a student-centered learning
environment that fosters shared responsibility, active participation, contextualized learning and
continuous improvement, engagement and meaningful learning experiences.

The different perceptions across groups of pre-service teachers regarding the methods and
techniques used in the teaching-learning process emphasize the complexity of group work in
educational settings. Discussing the challenges of assessing group work, Forsell et al. (2019) note
that teachers often find it difficult to obtain accurate information about individual contributions in
the group context. This challenge can lead to differences in perceptions of the effectiveness and range
of methods used; that is, some students may perceive the same techniques being used, while others
may perceive a wider range of strategies. Moreover, the use of a variety of teaching methods such
as jigsaw, role play and drama is in line with the principles of active learning and constructivism,
which emphasize the importance of engaging students in meaningful ways. According to Tang
(2023), a student-centered approach encourages students to relate new information to their existing
knowledge, thus increasing their understanding and retention. Observing the diversity of methods
used in the study also demonstrates the effort to address different learning styles and encourage
active engagement, which is essential for effective learning outcomes. Vardar (2021) also emphasizes
the importance of interactive teaching methods and techniques, and similar to Klemencic (2019),
focuses on the importance of including active approaches. However, reported difficulties in fulfilling
responsibilities during group work and feelings of fatigue among student teachers may point to
potential problems in group dynamics and workload management. Forsell et al. (2021) note that
group work can sometimes lead to unbalanced participation, with some members taking on more
responsibilities than others, which can result in frustration. The lecturer also stated that she tried to
break the resistance and also felt tired. According to the lecturer, pre-service teachers may show
resistance due to the habits they bring from the past and the teaching-learning processes they are
involved in. In fact, some of the pre-service teachers in both groups stated that they tried to adapt to
the process. The instructor's observation that pre-service teachers may resist new methods due to
their past experiences emphasizes the importance of addressing these underlying issues in order to
foster a more collaborative and supportive learning environment. The instructor's efforts to take into

527



Investigation of Teaching-Learning Process in Teaching Principles and Methods Course in terms of Student-
Centered Learning

account pre-service teachers' readiness and provide flexibility in the learning process are critical to
foster a positive learning experience. Research by Gaffney (2022) emphasizes the importance of
adapting teaching strategies to meet the different needs of students. This is thought to help reduce
resistance and increase engagement. By recognizing individual differences and providing
opportunities for students to express their needs and preferences, the instructor can create a more
inclusive and effective learning environment. Furthermore, the findings on the gradual increase in
interaction and engagement among pre-service teachers suggest that as students become more
comfortable with the learning process, they are more likely to actively participate. This is in line with
the idea that collaborative learning environments can foster deeper understanding and knowledge
construction, as Murphy et al. (2021) said. The instructor also pointed out that she took into account
the readiness of the pre-service teachers, made flexibilities during the experiences in the
environment, and tried to be aware of how to carry what was learned outside the classroom. The
role of the instructor in facilitating this process is crucial, as effective guidance can help students
overcome difficulties and gain confidence in their abilities. The results obtained in the context of
divergences in views on teaching-learning approaches underline the complexities of implementing
student-centered learning approaches in group settings. Differences in perceptions of teaching
methods, the challenges of group dynamics and the importance of flexibility and support emphasize
the need for continuous reflection and adaptation in teaching practices.

Although there are differences of opinion between the pre-service teacher groups in terms of
teaching-learning approaches, it is understood that they are generally in agreement in terms of
measurement and evaluation. Both groups of pre-service teachers stated that preliminary learning
was tested at the beginning of the lesson through games etc., that they were involved in the process,
that they took responsibility, that they encountered diversity, and that feedback and corrections
were important building blocks of the process. Instructor opinions and observations also support
this. Looking at the literature, similarly, Klemencic (2019) focused on multifaceted assessment,
Vardar (2021) focused on process orientation, and Hoidn and Reusser (2021) focused on constructive
feedback. Sahin et al. (2004) also emphasized self-assessment. Dilekli and Tezci (2016) also state that
a democratic classroom climate supported by student-centered teaching techniques is necessary for
effective learning. This climate encourages students to take responsibility for their own learning and
actively participate in the assessment process. Furthermore, the consensus among pre-service
teachers on the importance of pre-learning assessments, feedback and participation in the
assessment process reflects a growing recognition of the role of assessment as a tool for learning
rather than merely a grading tool. The emphasis on pre-assessments, such as games to measure prior
knowledge, is in line with the principles of formative assessment designed to enhance student
learning. Ezer and Ulukaya (2018) emphasize that teachers need to be familiar with modern
assessment tools as well as traditional ones. This is in line with the finding that pre-service teachers
develop a sense of ownership over their learning by actively participating in the assessment process.
According to Adarkwah (2021), formative assessment feedback is necessary to capture students'
diverse learning experiences, to provide a more comprehensive understanding of their progress,
and to guide students towards deeper understanding. In addition, the practice of discussing
feedback and corrections in the learning environment in the study supports the idea that assessment
should require ongoing communication between the instructor and students and facilitate
continuous improvement. The pre-service teachers' involvement in creating evaluation criteria and
expressing their feelings at the end of the lessons reflects a commitment to student-centered learning.
Moreover, the instructor's emphasis on authentic assessment is in line with contemporary
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educational practices that prioritize real-world relevance and applicability. Authentic assessment
encourages students to demonstrate their knowledge and skills in meaningful contexts, increasing
their engagement and motivation (Adarkwah, 2021). In conclusion, the findings on assessment and
evaluation emphasize the importance of formative assessment, constructive feedback and student
participation in the assessment process.

In the context of suggestions for the teaching-learning process, pre-service teachers' suggestions for
increasing course length, improving practice opportunities and diversifying learning environments
underline the need for a more robust and engaging educational experience. In particular, the
common suggestion to increase course time for practicum is in line with the literature emphasizing
the importance of practicum experience in teacher education. According to Zerak et al. (2023),
teaching practice is a critical component of teacher education as it allows pre-service teachers to gain
hands-on experience and apply theoretical knowledge in real settings. The desire for additional
practice hours reflects the recognition of this need among pre-service teachers. Perkan and Giineyli
(2014) also emphasize the importance of physical characteristics and duration in their study. In the
context of the emphasis on diversifying learning environments and providing opportunities for
physical conditions, Kharb et al. (2013) also state that accommodating different learning styles and
preferences is crucial for effective teaching and learning. In this context, by creating diverse learning
environments, educators can meet the different needs of students and thus increase engagement and
motivation. This is in line with the pre-service teachers' suggestions for more diversification and
shows that they are aware of the importance of adaptive learning spaces. The lecturer's suggestion
to assign weekly homework and to ensure that pre-service teachers come to class prepared reflects
a commitment to structured learning and accountability. This approach is consistent with the
findings of Duman (2021) who emphasized the importance of structured assignments in reinforcing
learning objectives and encouraging student engagement. By encouraging pre-service teachers to
take responsibility for their own learning, the instructor wants to foster the sense of ownership and
accountability necessary to develop self-directed learners. Research by Avvaru et al. (2023) also
reveals that addressing teachers' concerns about the teaching-learning process is vital to creating a
supportive and effective educational environment. In terms of recommendations, these findings
emphasize the importance of practical experience, diversified learning environments, structured
assignments and attention to students' welfare in the teaching-learning process.

The findings of this study on the Teaching Principles and Methods course reveal that there is an
alignment with the principles of student-centered learning, as evidenced by the active participation
of pre-service teachers and the facilitating role of the instructor. While we see the reflections of
student-centered learning in the course syllabus, in this study, which was carried out in the context
of how it could be reflected in the teaching-learning process, it can be said that the instructor guides
the pre-service teachers to fulfill their learning to learn responsibilities in the process from sharing
the course syllabus to giving the final assignment. Both groups emphasized the importance of pre-
assessments, feedback and collaborative learning experiences and underlined the need for
diversified teaching methods and practice opportunities. Although there are differences in
perceptions regarding the variety of teaching techniques used, there is a consensus on the
importance of formative assessment and authentic assessment practices. In this process, it can be
stated that while some of the pre-service teachers perceived the active teaching approaches they
encountered due to their unfamiliarity as similar approaches, the resistance they showed gradually
decreased. The pre-service teachers expressed their desire to include different learning
environments such as increasing the duration of the course, more practice opportunities and visits
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to village schools. These findings underline the need to create a supportive and engaging
educational atmosphere that fosters student ownership and responsibility in the learning process.

To improve the effectiveness of the Teaching Principles and Methods course, practitioners may
consider implementing a more structured approach to formative assessment that emphasizes
continuous feedback and student participation in the assessment process. Increasing the length of
the practicum and diversifying the learning environments can provide pre-service teachers with
valuable real-world experiences that reinforce theoretical knowledge. Furthermore, fostering a
collaborative classroom culture where students feel comfortable expressing their ideas and concerns
can increase engagement and motivation. Practitioners can also contribute to ensuring that all
students have the opportunity to succeed in a student-centered learning environment by exploring
innovative teaching methods that appeal to a variety of learning styles. In this context, seminars etc.
can be organized to increase the motivation of instructors. Of course, it should not be forgotten that
the course load of the relevant lecturer is not very intense. Lecturers' course loads can be organized
in this sense. In teacher training programs, the effects of student-centered learning in both teaching
methods and techniques to be used in the teaching-learning process (active learning, creative drama,
etc.) and evaluation processes (rubrics, portfolios, etc.) can be clearly seen and their implementation
by instructors can be encouraged.

Future research could investigate the long-term effects of student-centered learning approaches on
pre-service teachers' professional development and teaching efficacy. The effects of student-centered
learning on cognitive and affective characteristics can be examined experimentally. Investigating the
specific challenges pre-service teachers face in adapting to student-centered methods can provide
valuable information for improving teacher education programs. Furthermore, researchers could
examine the effectiveness of various assessment strategies in promoting student engagement and
learning outcomes. Comparative studies across different teacher education programs can also
provide important data on best practices for implementing student-centered learning principles.
Finally, qualitative research could be conducted with pre-service teachers and trainers to further
illuminate the complexities of the teaching-learning process in different teaching process contexts.
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Bu arastirmanin amaci, dgretim ilke ve yontemleri dersinin Bologna siirecinin
Ogrenci merkezli 6grenme boyutu baglaminda incelenmesidir. Olgubilim
arastirmasina dayanmaktadir. 2023-2024 akademik yil1 bahar doneminde Akdeniz
Bolgesindeki bir devlet {iniversitesinin akredite olan Ogretmen yetistirme
programinda yiiriitiilen Ogretim lke ve Yontemleri dersinin iki subesi katilimsiz
sekilde donem boyunca gézlenmistir. Ayrica dersleri yiiriiten 6gretim elemaniyla
bireysel ve her subeden altisar 6gretmen adayiyla odak grup goriismesi
gerceklestirilmistir. Nitel veriler ¢oziimlenerek kategori ve alt kategoriler
olusturulmustur. Bu ¢alismadan elde edilen bulgular, 6gretmen adaylarmin aktif
katilim1 ve 0gretim elemaninin kolaylastirici roliiyle kanitlandig: iizere, 6grenci
merkezli 5grenme ilkeleriyle bir uyumun oldugunu ortaya koymaktadir. Ogrenci
merkezli Ogrenmenin yansimalarini ders izlencelerinde goriirken, Ogretim
elemaninin ders izlencesini paylasmasindan, final 6devini vermesine kadar
ilerleyen siiregte, 6gretmen adaylarmin 6grenmeyi 6grenme sorumluluklarimni
yerine getirebilmelerine rehberlik ettigi soylenebilir. Her iki grup da on
degerlendirmelerin, geri bildirimlerin ve is birligine dayali 6grenme yasantilarinin
Onemini vurgulamis, cesitlendirilmis Ogretim yOntemlerine ve uygulama
firsatlarina duyulan ihtiyacin altini ¢izmistir. Kullanilan 6gretim tekniklerinin
cesitliligine iliskin algilarda farkliliklar olsa da bigimlendirici degerlendirme ve
otantik  degerlendirme konusunda fikir birligi
bulunmaktadir. Bu siirecte 6gretmen adaylarmmin bir kismmin aligkin
olmamalarindan dolay1 karsilastiklar1 aktif Ogretim yaklasimlarmi benzer

uygulamalarinin  6nemi

yaklasim olarak algilarken, gosterdikleri direncin giderek azaldig1 da belirtilebilir.
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Ogretim Ilke ve Yontemleri Dersi Ogretme-Ogrenme Siirecinin Ogrenci Merkezli Ogrenme Agisindan
Incelenmesi

Giris

1999'da baglatilan Bologna Siireci, Avrupa c¢apinda daha tutarhh ve karsilastirilabilir bir
yliksekogretim sistemi olusturmay1 amaglamaktadir. Bununla birlikte, egitim niteligini artirmanin
bir yolu olarak 6grenci merkezli 6grenmenin 6nemi de vurgulanmaktadir (European Higher
Education Area (EHEA), 2015). Ogrenci merkezli ¢renme hem uluslararas1 hem ulusal diizeyde
yliksekogretimde yer edinmektedir; (1) Uluslararas: diizeyde 2009 itibariyle Avrupa Yiiksekogretim
Alan1 politikalarinda yer edinmeye baglamistir. Avrupa Yiiksekogretim Alan1 politikalar
baglaminda kronolojik olarak sirasiyla Leuven Bildirgesi'nde (Leuven Communique, 2009), Biikres
Bildirgesi'nde (Biikres Bildirgesi, 2012), Erivan Bildirgesi'nde (Yerevan communiqué, 2015), Paris
Bildirgesi'nde (Paris communiqué, 2018) ve Roma Bildirgesi'nde (Rome Ministerial communiqué,
2020) dgrenci merkezli 6grenmeye giderek artan sekilde odaklanilmigtir. Ogrenenin siiregte etkin
rolii ve artan sorumlulugu, 6gretim elemanlar1 ve 6grenenlerin bu baglamda desteklenmesine
vurgular yapilmistir. Bunlarla birlikte Avrupa Yiiksekogretim Alaninda Kalite Giivencesi
Standartlar1 Kilavuzu (ESG), ogretim ve degerlendirmede 6grenci merkezli yaklagimlar: agikca
savunmustur (EHEA, 2015). Avrupa Ogrenci Birligi (ESU) de yiiksekdgretimde grenci merkezli
O0grenmenin Onemini vurgulayan cesitli raporlar yaymlamigtir. Burada yiiksekogretim
kurumlarinda 6grenci merkezli 6grenmenin nasil bir zihniyeti ve kiiltiirii temsil ettigi tartisilmistir
(European Students' Union (ESU), 2015). (2) Ulusal diizeyde ise 6grenci merkezli 6grenme Tiirkiye
Yiiksekogretim Kalite Kurulu'nun kurumsal degerlendirme olgiitleri arasina girmistir (Kavak ve
digerleri, 2022). Yiiksekogretim Kalite Kurulu tarafindan ortaya konan kurumsal dis degerlendirme
ve akreditasyon Olgiitlerinde 6grenci merkezli 6grenme de yer almaktadir. Bu kapsamda kurumun
ogrenme ciktilara ulasmada aktif 6grenme strateji ve yontemlerinin ise kosulmasina ve 6l¢me-
degerlendirmede de 6grenci merkezli bir yaklagimin 6nemine vurgu yapilmaktadir (Yiiksekogretim
Kalite Kurulu, 2019). Bununla birlikte bazi1 kamu ve vakif iiniversitelerinde de 6grenci merkezli
o0grenme anlayisin1 benimseyen yapi ve mekanizmalar da kurulmaya baglanmigtir. Program
akreditasyonlar1 ise 6grenci merkezli 6grenme baglaminda da itici bir unsur olmustur (Kavak ve
digerleri, 2022).

Bologna stireci 6grenci katiliminin ve 6grenme siirecine aktif katihmm énemini vurgulamaktadir.
Bu da yapilandirmac ilkelerle yakindan Ortiismektedir. Bir Ogrenme teorisi olarak
yapilandirmacilik, bilginin yasantilar ve etkilesimler yoluyla insa edildigini ve 6grencileri pasif bilgi
alicilar yerine aktif katilimcilar haline getirdigini ileri siirmektedir. Daha tutarli ve esnek bir Avrupa
Yiiksekogretim Alani yaratmayi amacglayan Bologna siireci baglaminda, yapilandirmaci ogretim
yontemlerinin benimsenmesi elzemdir. Nxasana ve digerleri (2023), 6gretmenlerin yapilandirmaci
yaklagimlara iliskin inanglarinin pedagojik uygulamalarini  6nemli Olclide etkiledigini
vurgulayarak, geleneksel yontemlerden yapilandirmaci yontemlere gecisin egitim Kkalitesini
artirabilecegini 6ne stirmektedir. Bu degisim, Bologna reformlarmin temel ilkelerinden biri olan
ogrencilerin kendi 6grenmelerini sahiplendikleri bir ortamin tesvik edilmesi agisindan biiyiik 6nem
tasitmaktadir. Bununla birlikte, Melesse ve Jirata (2016), 6gretmenlerin yapilandirmaci 6gretim
yaklagimlarmi  anlamalarmin, bunlarin  smifta uygulanmasm = dogrudan etkiledigini
vurgulamaktadir. Egitimciler, yapilandirmaci yontemlerin Ogrenci Ozerkligini ve karsilikli
bagimhiligini tesvik etmedeki etkinligini fark ettiklerinde, ogrencileri anlamli 6grenme
deneyimlerine dahil etme olasiliklar1 daha yiiksektir. Bu durum, 6grencileri is giictine hazirlayan
yetkinliklerin gelistirilmesine odaklanilan Bologna baglaminda 6zellikle 6nemlidir.
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Yapilandirmacilik, 6grenenlerin bilgiyi deneyimler ve yansimalar yoluyla yapilandirdigini one
siirer. Bu teori, 0grencinin 6grenme siirecinde aktif bir katilimcr olarak roliinii vurgular ki bu da
Bologna siirecinin 6grenci merkezli bir egitim ortamin tesvik etme hedefiyle ortiismektedir.
Anggraeni'ye (2021) gore, Ogrenci merkezli 6grenmenin uygulanmasi, odagr Ogretmekten
ogrenmeye kaydirarak egitim kalitesini artirir; burada 6gretmen yalnizca bilgi aktaricisi degil,
kolaylastirici olarak hareket eder. Bu bakis agis1, 6grenci merkezli bir cercevede 6gretmenin yonetici
ve danisman rollerini benimsedigini ve boylece mesleki yeterliliklerin kazanilmasinda 6grencilerin
aktif katihmimi tesvik ettigini vurgulayan Nurmukhanbetova ve digerleri (2020) tarafindan da
belirtilmektedir.

Ogrenci merkezli 6grenme genel olarak; (a) 6grenenin odakta olup sorumluluk almasini (Acat ve
Donmez, 2009; Jacobs ve Renandya, 2015; Toprak ve digerleri, 2019; Unvan, 2016), siirece etkin
katilimini (Klemencic, 2019), arastirmasmi (Donmez, 2008), akrandan da ogrenmesini (Jacobs e
Renandya, 2015), ihtiyaclarina odaklanilmasini (Unvan, 2016), (b) gretenin 6grenmeyi kolaylastirip
katki saglamasini (Klemencic, 2019; McKenna ve Quinn, 2021), (c) 6gretim yontem ve tekniklerinin
etkilesimli (Vardar, 2021) , aktif yaklasimlar: igeren (Klemencic, 2019; Vardar, 2021), isbirligine
dayali (Istkoglu ve digerleri, 2009), (d) degerlendirmenin ¢ok yonlii olmasini (Klemencic, 2019),
siire¢ odakli olmasmi (Vardar, 2021), yapict doniitleri icermesini (Hoidn ve Reusser, 2021)
gerektirmektedir. Ogrenci merkezli 6grenmenin, dgrencilerin; kendi 6grenme siireglerine aktif
katilimin, pasif bilgi alicilar1 oldugu geleneksel 6gretmen merkezli yontemlerin aksine 6grenmeleri
igin sorumluluk almasini, elestirel diisiinme, problem ¢6zme ve kendi kendine 6grenme gibi
becerileri gelistirmesini (Biggs, 1999; Clifton ve Lundberg, 2022) vurgulamasi, bu yaklasimin
bilginin deneyimler ve etkilesimler yoluyla aktif olarak insa edildigini one siiren yapilandirmaci
teorilerle (Lee ve Branch, 2018) uyumlu oldugunun gostergesidir.

Ogrenci merkezli 6grenmenin etkisini inceleyen uygulamali aragtirmalara bakildiginda; 6grenci
merkezli 6grenmenin ezber degil anlamli 6grenmeyi saglayabilecegi, kendini degerlendirmeye
katki saglayacagl (Sahin ve digerleri, 2004), 6gretim elemanlarinin 6grenci merkezli 6grenmeye
iliskin 0z-yeterlilik algilarmin artirilabilecegi (Uygur ve Yanpar Yelken, 2021) ortaya konmustur.
Ogrenci merkezli 6grenmeye yonelik goriis almaya iliskin gerceklestirilen arastirmalarda ise;
dgrenenin etkin ve merkezde olduguna, 8gretim elemanmin kilavuzluk ettigine (Yalgin Incik ve
Tanriseven, 2012), kalict ve 6grenmeyi 6grenmeye, smif ortamimnin fiziksel ozellikleri ve siirenin
zayif yonleri dogurabilecegine (Perkan ve Giineyli, 2014), Bologna siirecinin 0grenci merkezli
ogrenmeye olanak tamidigina (Boydak ve Karabatak, 2015), ders bilgi paketlerinin ogretim
yontemleri/teknikleri ve 0l¢gme degerlendirme alanlarinin 6grenci merkezli 6grenmeyle uyumlu
olarak doldurulmasi ve wuygulanmasi konusundaki goriislerin farklilastigina, program
akreditasyonunun itici bir gii¢ olduguna (Kavak ve digerleri, 2022) vurgu yapildig1 gozlenmektedir.
Ayrica Kisa ve digerleri (2020) tarafindan egitim fakiiltesi 6gretim programlarindaki 6gretmenlik
meslek bilgisi ders bilgi paketlerine 6grenci merkezli 6grenmenin yansimalarini ortaya koymak
iizere gergeklestirilen arastirmada da siirecin takibinin onemli oldugu belirtilmistir. Bulgularin
uygulamayla tutarhliginin anlagilabilmesine yonelik de gozlem ya da goriismeden
faydalanilabilecegi ifade edilmistir. Bununla birlikte Uysal ve Elgiin (2022) 6grenci merkezli
dgrenmenin Ogretim Ilke ve Yontemleri derslerinin 6grenme ¢iktilarina nasil yansidigini incelemek
iizere gerceklestirdikleri arastirmada, Ogrenme c¢iktilarmin 6grenci merkezli 0grenmenin tek
gostergesi olmadigini da belirterek, ders bilgi paketinin tiim unsurlarinin daha biitiinciil bir bakis
acistyla ele almabilecegini belirtmistir.

Bu arastirma da 6gretme-6grenme siireglerinin gozlenmesi ve siirece dahil olanlarla gortistilmesi
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yollariyla, 6grenci merkezli 6grenmeye iliskin genel durumun ortaya konma ¢abasi baglaminda
onem tagimaktadir. Bu baglamda arastirmada akredite olan bir 6gretmen yetistirme programinda
yer alan bir ders i¢in 6grenci merkezli 6grenmenin 6gretme-6grenme siirecine yansimalar1 gozlem
ve gozlemin gerceklestigi ortamdaki katiimcilarla goriisme araciligiyla incelenmistir. Gozlemlenen
ders Ogretim Ilke ve Yontemleri dersi olup, ilgili dersin ders bilgi paketi, Bologna siirecinin 6grenci
merkezli 6grenme oOlgiitlerini; sahip oldugu 6grenme ciktilari, 6gretim yontem/teknikleri ve 6lgme-
degerlendirme yaklasimlari bakimindan saglamaktadir. Bu baglamlarda arastirmanin amaci;
Ogretim ilke ve yoOntemleri dersinin Bologna siirecinin ogrenci merkezli 6grenme boyutu
baglaminda incelenmesidir. Bu baglamda cevap aranan problem ciimlesi “Bologna siirecinin
ogrenci merkezli 6grenme boyutu baglammda Ogretim Ilke ve Yontemleri dersi icin &gretme-
ogrenme siireci nasildir?” seklindedir. Bu problem ciimlesine yonelik alt problemler ise sunlardir:

o Ogrenci merkezli 5grenmeye yonelik 6gretmen aday1 ve dgretim elemani goriisleri nelerdir?

o Ogrenci merkezli grenme baglaminda Ogretim Ilke ve Yontemleri dersi igin dgretme-
ogrenme siirecine yonelik 6gretmen aday1 ve 6gretim elemani goriisleri nelerdir?

. Ogrenci merkezli 6grenme baglaminda Ogretim Ilke ve Yontemleri dersi icin Oogretme-
ogrenme siirecine yonelik gozlemler nasildir?

Yontem

Yiritiilen calisma, olgubilim aragtirmasina dayanmaktadir. Olgubilim arastirmasinda olgular:
arastirmak hedeflenmektedir (Yildirim ve Simsek, 2018). Bu arastirmada incelenen, arastirilan olgu
ise “Bologna stirecinin 6grenci merkezli 6grenme boyutu agisindan 6gretme-6grenme siireci”dir.

Katilimcilar

Katilimcilar belirlemede goniilliiliik ile beraber; 6gretmen adaylari i¢in Ogretim Ilke ve Yontemleri
dersine devam etme ve 6gretim eleman igin ilgili dersi yiiriitme esaslar1 temele alinmistir. Ogretim
flke ve Yontemleri dersi 6gretmen adaylarinin 6grenci merkezli 6¢renme uygulamalarinin temelini
olusturmasi baglaminda tercih edilmistir. Gozlemlenen Ogretim ilke ve Yontemleri dersinin
izlencesi 0grenci merkezli 6grenmeye iliskin olarak 6grenme ¢iktilari, 6gretim yontem ve teknikleri
ile 6lgme ve degerlendirme yaklasimlar1 baglamindaki 6l¢titleri saglamaktadir. 2023-2024 akademik
yil1 bahar doneminde Akdeniz Bolgesindeki bir devlet iiniversitesinin akredite olan O0gretmen
yetistirme programinda yiiriitiilen Ogretim Ilke ve Yontemleri dersinin iki subesi katilimsiz sekilde
donem boyunca goézlenmistir. Dersin belirlenen Olgiitleri karsilamasiyla beraber, ilgili 6gretim
elemani ve 6grenciler katilimsiz gozleme izin verdikleri i¢in bu iki sube secilmistir. Bu subeler ikinci
smifta 6grenip gormekte olup, birinci sube 22, ikinci sube ise 25 6gretmen adayindan olusmaktadir.
Ayrica dersleri yiiriiten 6gretim elemaniyla bireysel ve her subeden altisar 6gretmen adayiyla odak
grup goriismesi gergeklestirilmistir. Ogretim eleman1 Egitim Programlar1 ve C)gretim alaninda
gorev yapmaktadir. Ayrica, Ogretim Ilke ve Yontemleri dersini farkli subelere vermektedir. Odak
grup 1 ve 2’de &lgiit 6rnekleme yoluyla segim yapilmis ve Ogretim Ilke ve Yontemleri dersi icin
akademik bagaris1 yiiksek, orta ve diisiik diizeyde ikiser olmak iizere, toplamda altisar 6gretmen
aday1 yer almistir. Odak grup 1 dort kadin ve iki erkek, odak grup 2 ise ii¢ kadin ve {i¢ erkekten
olusmaktadir.
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Veri Toplama Araglarinin Hazirlanmasi ve Uygulanmasi

Arastirma siirecinde Ogretim Ilke ve Yontemleri dersi igin her iki subeyi gozlemlemek iizere
yapilandirilmamis gozlem formu, 6gretmen adaylariyla ve 6gretim elemaniyla goriismek iizere yar1
yapilandirilmis goriisme formu hazirlanmistir. Yapilandirilmamis gozlem formu ve yarn
yapilandirilmig goriisme formlar, iki program gelistirme uzmani ve bir 6lgme ve degerlendirme
uzmanmnin goriisleri dogrultusunda son halini almistir. Yapilandirilmamis gozlem formunda
“zaman, yer ve gozlenen durum ve ayrintilar” ifadeleri yer almistir. Yar1 yapilandirilmis goriisme
formlarinda kisisel bilgilerin yani sira, arastirma sorularina yanit bulmak {izere 6grenci merkezli
ogrenmeye ve 0grenci merkezli 6grenme baglaminda dersin 6gretim siirecine yonelik sorular yer
almaktadir. Bu baglamda 6grenci merkezli 6grenmenin ne oldugu, derste 6grenci merkezli 6grenme
uygulamalarimin ger¢eklesme durumunun ne oldugu gibi sorular sorulmustur.

Veri toplama siireci 6ncesinde Burdur Mehmet Akif Ersoy Universitesi Girisimsel Olmayan Klinik
Arastirmalar Etik Kurulu tarafindan 03.04.2024 tarih ve GO 2024/32 sayil1 Etik kurul izni alinmastr.
Ardindan veri toplama stirecinde, gozlem formu doénem boyunca derslerde katilimsiz gozlemci
olarak yer alarak doldurulmustur. Yar1 yapilandirilmis goriisme formlar:1 da dénemin bitiminde
hem Ogretmen adaylarindan olusan odak gruplara hem de Ogretim elemanina ayr ayn
uygulanmistir. Her bir goriisme tek oturumda ve yiiz yiize gergeklesmistir. Odak gruplarin ilki
yaklagik 60 dakika, ikincisi yaklasik 50 dakika, bireysel goriisme de yaklasik 48 dakika stirmiigtiir.
Katilimailara, katiimin goniilliiliik esasli oldugu iletilmistir. Sorulara igtenlikle ve bagimsiz sekilde
cevap vermeleri istenmis ve isimlerinin aragtirmada kullanilmayacag: belirtilmistir.

Verilerin Analizi

Aragtirmanin veri kaynaklar bireysel ve odak grup goriisme dokiimleri ve gozlem doékiimleridir.
Dokiimlerden elde edilen nitel verilerin ¢oziimlenmesinde Miles ve Huberman’in (1994) asamalar:
ise kosulmustur. Gozlemlerden 34 sayfalik dokiiman elde edilmistir. Goriismeler igin ses kaydiyla
alinan verilerden ise 43 sayfalik dokiiman elde edilmistir. Veriler iki uzman tarafindan sekiz kez bir
araya gelinerek analiz edilmistir. Bu baglamda goriismelerden ve gozlemlerden elde edilen
dokiimler kodlanmuistir. Kisisel izlenim veya yansitmalar not edilmistir. Benzer ifadeler, iliskiler ve
ayirt edici farkliliklar belirlenmistir. Bunlar kategori ve alt kategorilerin belirlenmesini saglamistir.
Boylelikle her bir alt problem igin genelleme ve karsilastirmalar dogrultusunda kategori ve alt
kategoriler tekrar diizenlenmistir.

Arastirmanin Gegerligi ve Giivenirligi

Miles ve Huberman’dan (1994) yararlanarak gegerlik ve giivenirlik i¢in i¢ gegerlik, dis gecerlik ve
guvenirligi artirmak tizere sunlar gergeklestirilmistir: Ic gecerlikte inanirhik ve dis gegerlikte
dogrulanabilirlik i¢in bireysel goriisme yapilan 6gretim elemani ve odak grup goriismesi yapilan iki
ogretmen adayi, ham verileri kontrol ederek analizlerin anlamli olup olmadigini incelemistir. Ic
gecerlikte tutarlilik igin kapsamli raporlama gergeklestirilmistir. Ayrica dogrulanabilirlik igin
arastirma stireci, veri toplama ve analizi detaylandirilmistir. Detayl ¢alisma verileri saklanmuistir.
Dis gecerlikte aktarilabilirlik i¢in bulgular ve sonuglar detaylica raporlanmistir. Arastirmanin
glvenirligini artirmak iizere ise kategori, alt kategori ve katihima ifadeleri, kodlamalar iki uzman
tarafindan iki kez incelenerek kontrolii saglanmistir.
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Bulgular

Arastirmada 6ncelikle “Ogrenci merkezli 6grenmeye yonelik 6gretmen aday1 ve 6gretim elemani

goriisleri nelerdir?” alt problemine cevap aramak iizere 6gretmen adaylariyla odak grup goriismesi
ve Ogretim elemani ile bireysel goriisme gergeklestirilmistir. Bu baglamda elde edilen bulgular Tablo

1 ve 2’de yer almaktadir.

Ogrenci merkezli 6grenmenin anlamina iligkin goriigler Tablo 1’de yer almaktadur.

Tablo 1
Ogrenci Merkezli Ogrenmenin Anlamina Iliskin Goriisler

. . Ogretim
Kategori Alt Kategori Odak Grup 1 Odak Grup 2 Elemant

Ogrenen Aktif katiim saglama Al, A2, A3, A4, B1,B2, B3, B4, OE

Acisindan A5, A6 B5, B6
Odakta olma A2, A4 B1, B2, B4, B5 OE
Ogrenme sorumlulugunu alma Al, A4 B1, B2 OE
Grup c¢alismasinda dengeli sorumluluk alma A2, A4 - -

Yaparak yasayarak ogrenme Al, A6 B2 OE

Istekli olma Al - OE

Oz diizenlemeli 6grenme - - OE

Egitmen Rehberlik etme - B2, B3, B4, B5 OE

Acisindan Ogrenenlerin aktif katilimini saglama Al, A2, A3, A4, B2, B3, B4, B5, OE

A5, A6 B6
Cesitli 6gretim yontem-teknikleri ise kogsma Al, A2, A3 B2, B3 OE
Ogrenenlerin gelisim ve 6grenme A2, A3, A4, A6 B1, B2, B5, B6 OE
ozelliklerini dikkate alma
Kalic1 6grenmeyi saglama A3, A4, A5 B1 OE
Deneyimli olma - B1, B2, B4, B6 OE
Ogrenenlere dengeli sorumluluk verme A2, A3, A4 - -

Esneklik katma - B2 OE

Ogrenene kendini degerli hissettirme A3, A4, A6 - OE

Ders izlencesini paylasma A5 - OE

Ogrenme ortamlarini gesitlendirme Al B4 OE

Demokratik sinif ortami olusturma A4, A5 B2 OE

Planlama yapma - - OE

Siire¢ degerlendirme yapma - - OE

Tablo 1'de goriildiigii lizere 6grenci merkezli 6grenmenin anlamina iliskin 6grenen ve egitmen

acisindan goriis bildirildigi gozlenmektedir. Ogrenen agisindan tiim katilima tiirleri cogunlukla

aktif katilim saglama ve odakta olmaya, ardindan yaparak yasayarak ogrenmeye iliskin goriis

bildirmistir. Bunlarin yani sira odak gruplardan biri grup ¢alismasinda dengeli sorumluluk almaya

ve istekli olmaya da deginmistir. Ogretim elemam da 6z diizenlemeli 6grenmeye de dikkat

cekmisgtir. C)grenci merkezli 6grenmenin anlamina iliskin 6grenen agisindan katilimei goriislerine

yonelik 6rnekler su sekildedir:

Ogrencinin siirece aktif katilmas: gerekir (A5) (Aktif katilim saglama).

Sadece bakarsan olmaz. Performanst ortaya cikarmak, 5§renci grendiklerini gostermeli (OE) (Aktif katilim

saglama).

Ogretilen herseyde G§rencinin one alinmast (A4) (Odakta olma).
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Ozgiirce kanallara katildi§1 ya da reddettigi, kabul etmedigi ya da kabul ettigi her tiirlii 5nden oldugu ortamin
yaratilmast (OE) (Odakta olma).

Ister grup caligmast ister bireysel olsun, 63renciye gorevler veriliyor, sorumluluk aliyor (A4) (Ogrenme
sorumlulugunu alma).

Ogrencinin  planlamada uygulamada ve degerlendirmede sorumlu oldugu ... (OE) (Ogrenme
sorumlulugunu alma).

Herkesin bir fikir bir renk katmas: gerekiyor, Hepsi mavi hepsi siyah olunca olmuyor. Birisi diyor ki ben su
canlandirmayr yapmam, birisi diyor ki ben su konusmay: yapmam, orasi sana kalsin... (A2) (Grup
calismasinda dengeli sorumluluk alma)

Ogrenci merkezli 6grenme deyince yaparak yasayarak 6grenme geliyor aklima (B2) (Yaparak yasayarak
O0grenme).

Bagtan sona 6grencinin bir fiil yasantisiyla dahil oldugu (OE) (Yaparak yasayarak grenme).

Hoca ne kadar caba sarf etse de hersey 6grencide bitiyor (A1) (Istekli olma).

Eylem odakli olmak, birseye kargt gtkmak degil yapmak istedigini sahneye cikip ... (OFE) (Istekli olma).
Egitmen agisindan ise Tablo 1'de goriildiigii tizere tiim katilimar tiirleri daha gok 6grenenlerin aktif
katilimini saglamaya, 6grenenlerin gelisim ve 6grenme 6zelliklerini dikkate almaya, cesitli 6gretim
yontem-teknikleri ise kosmaya, kalict 6grenmeyi saglamaya odaklanmistir. Sonrasinda daha az
siklikla demokratik sinif ortami olusturma ve 6grenme ortamlarini gesitlendirmeye deginmislerdir.
Ogretim elemani odak gruplarindan biriyle benzer bigimde rehberlik etme ve deneyimli olma ya da
ders izlencesini paylasmaya odaklanirken, onlardan bagimsiz olarak planlama yapma ve siireg

degerlendirme yapmaya iligskin goriis de bildirmistir. Ogrenci merkezli 6grenmenin anlamina iliskin
egitmen agisindan katilimcr goriislerine yonelik 6rneklerse su sekildedir:

Ogretmenin gorevi sonuclara ulastirmada rehberlik etmek, yardimer olmak (B2) (Rehberlik etme).
Sadece uyaricilart uygun yerlestirmeyi diisiindiim (OE) (Rehberlik etme).

Gegip de tahtaya su bilgiyi vereyim de gecistireyim degil de 6grenciyi isin igine katarak olabilir diye
diisiiniiyorum (A2) (Ogrenenlerin aktif katilimini saglama).

Swuf icinde soylenen caligmalarin  gercek vyasamdaki durumunu uygulasmlar istiyorum (OE)
(Ogrenenlerin aktif katilimini saglama).

Hep aymi sekilde dersi islememeliyiz (A3) (Cesitli 6gretim yontem-teknikleri ise kosma)

Ogrenci merkezli 6grenme slaytr yansitip onu okumak degil, 6grenciye gérev verip bunlart ¢ikip kendi
slaytlarini okumast gerek degil (OE) (Cesitli Ogretim yontem-teknikleri ise kosma).

Ogretmen 6grencinin ihtiyaclarina gore planlama yapar (B2) (Ogrenenlerin gelisim ve dgrenme
ozelliklerini dikkate alma).

Ogrencilerin ozelliklerini bilmek, gozlemlemek onemli (OE) (Ogrenenlerin gelisim ve oOgrenme
Ozelliklerini dikkate alma).

Birseye maruz kaldigimizda daha kalici 6greniyoruz biz (B1) (Kalic1 6grenmeyi saglama).
Ogrencinin 6grendikleri daha kalici hale geliyor (OE) (Kalic1 §grenmeyi saglama).

Ogretmenin tecriibeye sahip olmas: gerekiyor bana gére, bu siireci yonetmesi icin de yasamast da gerekiyor
onceden diye diisiiniiyorum (B2) (Deneyimli olma).

Bir mermer ocagindaki patlayicilari dogru yerlere yerlestirirseniz hakikaten ¢ok giizel mermerler
ctkarirsimz... (OE) (Deneyimli olma).

Grupta herkes konusmazsa sadece bir iki kisi konusursa bu sekilde bir dengesizlik olur. Onun yerine herkes
onu yapacak drnegin (A2) (Ogrenenlere dengeli sorumluluk verme).
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Ogretmen esneklik katiyor 6grenci merkezli 6grenmede (B2) (Esneklik katma).
Yeni seyler denemek gerek... (OE) (Esneklik katma).
Kendini degerli hissettirmek nemli 63renciye (A6) (Ogrenene kendini degerli hissettirme).

Siz oldugunuz igin onlar 6grenciler var degil. Onlara degerli hissettirmek gerek (OE) (Ogrenene kendini
degerli hissettirme).

Ogrenciler bilgi sahibi olup gelirse o zaman daha verimli bir ders islenir (A5) (Ders izlencesini paylagsma).
Derste neler yapacagimizi paylasmaliyiz (OE) (Ders izlencesini paylasma).

Farkli 63renme yerlerinin olmasi nemli diye diisiiniiyorum (B4) (Ogrenme ortamlarini gesitlendirme).
ilk degistirilmesi gereken yer mekan (OE) (Ogrenme ortamlarini cesitlendirme).

Birseyin cevabini belki bilmem ama bunu ifade edebiliyor olmam gerek benim. Yargilanmamam gerekiyor,
susturuldugum zaman artik konugmay tercih etmem (A4) (Demokratik siif ortami olusturma).

... nasil bir siireg izleyecegini ana hatlariyla planlamast gerek (OE) (Planlama yapma).

Degerlendirme sanki birseyin sonunda iirviine bakilmas: gereken, daha cok orda yapilmas: gereken bir durum
olarak algilanyor. Oysa boyle bir sey olmaz zaten (Stireg degerlendirme yapma).

Ogrenci merkezli 6grenmeyi gerceklestirme yollarina iligkin goriisler ise Tablo 2’de yer almaktadar.

Tablo 2

Ogrenci Merkezli Ogrenmeyi Gerceklestirme Yollarna Iliskin Goriisler

Odak Ogretim

Kategori Alt Kategori Odak Grup 1 Grup 2 Elemant

Ogrenen Ogrenenin ilgi ve dikkatini gekme Al, A4, A5, A6 - OE

Katilim1 Ogrenenlerin etkin katilimini saglama Al, A2, A4, A6 B1,B2,B3 OE

Etkilesimi yogunlastirma A5 Bl OE

Ogretme- Eglenceli yontem ve teknikleri ise kosma Al, A3, A4 B2, B3 OE
Ogrenme Teknolojiyi siirece dahil etme - B2 -
Yaklagimu Isbirligine dayali yéntem-teknikleri ise kogsma Ab B1, B2, B3, -

B5
Materyalleri gesitlendirme Al, A4 B4 OE
Olgme ve Ogrenenleri 6lcme-degerlendirme siirecine A5, A6 B3, B6 OE
Degerlendirme dahil etme
Yaklagimi Ogrenenlerin duyussal gelisimlerine yonelik Al, A4 B2, B6 OE
fikirlerini alma

Siirecte gozlem yapma A2, A3 - OE

Akran degerlendirme yapma A3, A6 - OE

Bigimlendirici degerlendirme yapma - - OE

Otantik degerlendirme yapma - - OE

Ogrenci merkezli 6grenmeyi gergeklestirme yollar1 Tablo 2'deki gibi grenen katilimi, &gretme-
ogrenme yaklasimi ve Slgme ve degerlendirme yaklasimi baglaminda ele alinmistir. Ogrenen
katilim1 baglaminda tiim katilimar tiirleri en ¢ok 6grenenlerin etkin katilimini saglamaya, ardindan
etkilesimi yogunlastirmaya odaklanmistir. Ogretim elemani odak gruplarindan biriyle benzer
bigimde dgrenenin ilgi ve dikkatini gekmeye de deginmistir. Ogrenen katilimina iliskin katilima
goriislerinin bazilar1 sdyledir:

Ogrencinin ilgisini gekecek sekilde ... (A5) (Ogrenenin ilgi ve dikkatini cekme).
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Ogretmen uyandirict olmali diye tamimlryorum 6gretmeni (OE) (Ogrenenin ilgi ve dikkatini cekme).

Ogrencinin aktif olmas: gerekir. Beyin firtmasi, soru-cevap ile drnegin onlari aktif tutmaya calisabiliriz diye
diisiiniiyorum (A2) (Ogrenenlerin etkin katilimini saglama).

Insanin kafasinda iki g6z var, iki burun deligi, iki kulak, bir agiz, ellerimiz de var. Simdi sen bir biitiin
bunlarin hepsine dokunursan, bunu alip kendi icinden gegirirsen ve tekrar digar1 verirsen olur (OE)
(Ogrenenlerin etkin katilimini saglama).

Akran kaynasmalarimin olmas soz konusu (B1) (Etkilesimi yogunlastirma).

Yiiz yiize bakabilmeliler, etkilesimleri olmali (OE) (Etkilesimi yogunlastirma).

Ogretme-6grenme yaklagimi baglaminda Tablo 2’de goriildiigii iizere her {i¢ katilima tiirii de nce
eglenceli yontem ve teknikleri ise kogsmaya, sonrasinda materyalleri cesitlendirmeye deginmistir.
Ayrica her iki odak grubu da igbirligine dayali yontem-teknikleri ise kosmaya odaklanirken,
gruplardan biri teknolojiyi siirece dahil etmeye iliskin de goriis bildirmistir. Ogretme-dgrenme
yaklasimina yonelik bazi katilimc goriisleriyse sunlardir:

Ogrencilerin zevk almast e§lenmesi icin oyun, drama ve canlandirma mesela daha cok katki saglyor (A4)
(Eglenceli yontem ve teknikleri ise kosma).

Oyunlagtirmamn éneli oldugunu diigiiniiyorum mesela (OE) (Eglenceli yontem ve teknikleri ise
kosma).

Giintimiiz ¢aginda birazcik da teknoloji kullamimi daha fazla olmasi gerektigini diistiniiyorum (B2)
(Teknolojiyi siirece dahil etme).

Ozellikle istasyon tekniginin cok fazla sey kattigini diigiiniiyorum ben. Birbirimizi tamamladigimizi, hem
sorumluluk kazandigumiz: hem de birliktelik i¢inde devam ettigi icin bunun 1yi oldugunu diigiiniiyorum (B3)
(Isbirligine dayali yontem-teknikleri ise kogsma).

Degisik materyaller de olur d3retim gerceklesirken (A4) (Materyalleri gesitlendirme).

Hangi uyarict araglar: kullanicam? Bunlar cesitlidir (OE) (Materyalleri cesitlendirme).

Olgme ve degerlendirme yaklasimi baglaminda ise Tablo 2’de goriildiigii iizere 6grenenleri dlgme-
degerlendirme siirecine dahil etmeye ve 6grenenlerin duyussal gelisimlerine yonelik fikirlerini alma
tiim katilimai tiirleri deginmistir. Ogretim elemani odak gruplarindan biriyle benzer sekilde siiregte
gozlem yapma ve akran degerlendirmeye de odaklanirken, bicimlendirici ve otantik
degerlendirmeye ise tek basina odaklanmistir. Olcme ve degerlendirme yaklasimlarina iliskin
katilimc goriislerine yonelik 6rnekler soyledir:

Sadece hoca tarafindan degil de tiim sinifin da katildigi sekilde degerlendirme yapabiliriz (A5) (Ogrenenleri
Ol¢gme-degerlendirme siirecine dahil etme).

Ne zaman hangi yolla sinava girecegini tercih etmesini saglamaya calismak énemli (OE) (Ogrenenleri
Ol¢gme-degerlendirme siirecine dahil etme).

Bu derste nasil hissettiniz, ne size katti1?.. Boylece biz diisiiniiyoruz? Bana ne katt1 bu? Soyliiyoruz (A4)
(Ogrenenlerin duyussal gelisimlerine yonelik fikirlerini alma).

Ne hissettiklerini séyletiyorum (OE) (Ogrenenlerin duyussal gelisimlerine yonelik fikirlerini alma).

Oyun, drama gibi etkinliklerde hoca zaten siivekli olarak 63rencileri gozlemleyip degerlendirme yapryor (A3)
(Siiregte gozlem yapma).

Cok iyi bir gézlemciyim (OFE) (Siirecte gdzlem yapma).
Biz akran degerlendirmesi de yaptik kendi aramizda (A3) (Akran degerlendirme yapma).

Birbirlerini degerlendirmeleri de gerekti (OE) (Akran degerlendirme yapma).
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Béylece her degerlendirme sonunda cocuklarin geriye doniip tekrar diizeltme sanslari da oluyor (OE)
(Bigimlendirici degerlendirme yapma).

Degerlendirme gole tas atma diisiincesinde ... bir bireyin tas secme, tas atma, halkalar: sayma, ... tiim
asamalarda yer alir. Giriste olur, siirecte olur, sonucta olur ama bunlar bir biitiinliik icinde olmalr ve
degerlendirme tamamen o dersin niteliine, oncelikle 6grencinin niteligine, 6zelliine uygun olmali, otantik
olmals, kisiye 6zel olmali (OF) (Otantik degerlendirme yapma).

Arastirmada “Ogrenci merkezli 6grenme baglaminda Ogretim Ilke ve Yontemleri dersi igin
Ogretme-0grenme siirecine yonelik 6gretmen aday1 ve ogretim elemani goriisleri nelerdir?” alt
problemine cevap aramak iizere yine O0gretmen adaylariyla odak grup goriismesi ve Ogretim
elemanu ile bireysel goriisme gerceklestirilmistir. Bu baglamda elde edilen bulgular Tablo 3 ve 4'te
yer almaktadir.

Ogretim Ilke ve Yontemleri dersi icin dgrenci merkezli §grenme baglaminda dgretme-grenme
siirecine iligkin goriisler Tablo 3’te gozlenmektedir.
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Tablo 3

Ogretim Ilke ve Yontemleri Dersi Icin Ogrenci Merkezli Ogrenme Baglaminda Ogretme-Ogrenme Siirecine

[liskin Goriisler

: . Odak Ogretim
Kategori Alt kategori Grup 1 Odak Grup 2 Elimam
Ders Izlencesi Ders izlencesinin ayrintili sekilde verilmesi A3, A6 B6 OE
Agismdan Ders izlencesiyle 6gretim siirecinin uyusma A2, A3, B1, B2, B3, B4, OE
cabasi A6 B5, B6
Ogrenen Kendini degerli hissetme A4, A5 B2, B4, B6 OE
Ozellikleri Siirece adapte olmaya ¢abalama A4, A5 B5, B6 OE
Agisindan Etkilesimi yogunlastirma - B2, B5, B6 OE
Derse katilimi giderek artirma - B6 OE
Aktif olma - B2, B4, B5 OE
Fiziksel ve zihinsel yorgunluk hissetme Al, A4, B3, B6 -
A5, A6
Egitmen Ulagilabilir olma Ad B1, B4
Ozellikleri Ornek olma - B2, B4, B5, B6 OE
Acisindan Kalic1 6grenmeyi saglama Ab B4, B5 OE
Demokratik sinuf ortamini saglama - B2 OE
Ogrenme ortamlarini gesitlendirme Al B2, B6 OE
Rehberlik etme - - OE
Direnci kirmaya ¢abalama - - OE
Yorgunluk hissetme - - OE
Ogrenme- Benzer 6gretim yontem-tekniklerinin ise Al, A2, - -
Ogretme kosulmasi A3
Yaklagimlari Grup calismalarinda sorumluluklari yerine A4, A6 - -
Agisindan getirmede sorun yasanmasi
Eglenceli yontem-tekniklerin ise kosulmasi - B5 OE
Cesitli 6gretim yontem-tekniklerinin ise - B2, B5, B6 OE
kosulmasi
Ogrenenlerin hazirbulunuslugunu dikkate alma - - OE
Siniftaki yasantilar esnasinda esneklik yapma - - OE
Ogrendiklerini ders disinda kullanabileceklerini - - OE
fark ettirmeye ¢abalama
Olgme ve Olgme-degerlendirmede gesitliligin saglanmast  Al, A2, B2, B4 OE
Degerlendirme A3, A6
Acgisindan Ogrenenlerin Ol¢cme-degerlendirme siirecine Al, A2, B4, B5, B6 OE
dahil edilmesi A3, A4,
A5, A6
On 6grenmelerin yoklanmast A4 B4 OE
Odevlere yonelik donitit-diizeltme verilmesi A4, A6 B2, B6 OE
Her asamada degerlendirme yapilmasi - - OE

Tablo 3’te goriildiigii tizere Ogretim ilke ve yontemleri dersi icin 6grenci merkezli 6grenme
baglaminda 0gretme-0grenme siirecine iliskin gortisler ders izlencesi, 6grenen 6zellikleri, egitmen
ozellikleri, 6grenme-6gretme yaklasimlar: ve 6lgme ve degerlendirme agisindan ele alinmistir. Ders
izlencesi agisindan her ti¢ katilimei tiirti tarafindan izlencenin 6gretim siireciyle uyumuna yonelik
¢abaya ve ayrintili sekilde verilmesine iligkin goriis bildirilmistir.
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Ogrenen ozellikleri agisindan yine Tablo 3'te goriildiigii iizere katiimci tiirlerinin tamami
cogunlukla kendini degerli hissetme ve siirece adapte olmaya ¢abalamaya odaklanmigtir. Bununla
birlikte her iki odak grup da fiziksel ve zihinsel yorgunluk hissetmeye de deginmistir. Odak
gruplarindan biri 6gretim elemaniyla beraber etkilesimi yogunlastirma, derse katiimi giderek
artirma ve aktif olmaya da yonelmistir. Ogrenen 6zelliklerine yonelik bazi katiimca goriisleri
sunlardir:

O derste evet biz orda vardik gibi hissediyorduk (A4) (Kendini degerli hissetme).

Hocamuz dedi ki tiyatro yapacaksiniz gruplar halinde. Sastrmgtik, aliskin degildik. Ilk defa drama yaptigim
sene o sene olmustu (B6) (Stirece adapte olmaya ¢abalama).

Rahatga iletisim kurabildik kendi aramizda (B2) (Etkilesimi yogunlastirma).

Tletisim  becerileri baglammda da bakiyorum. Tletisimi artirmaya cahsiyorum (OE) (Etkilesimi
yogunlastirma).

Gittikge sevmeye basladik, derse katilmaya bagladik (B6) (Derse katilhimi giderek artirma).

Katilma, katilim gosterme giderek artt: (OE) (Derse katilimi giderek artirma).

Kullandiimiz tiim yontem-tekniklerde biz aktiftik (B5) (Aktif olma).

Yogun bir ders oldugu icin biraz yorucuydu (A5) (Fiziksel ve zihinsel yorgunluk hissetme).

Molalarda yetistirmek zorundaydik, bazi arkadaslarimizda kopma oluyordu o yiizden (B6) (Fiziksel ve

zihinsel yorgunluk hissetme).

Tablo 3’te gortildiigii tizere egitmen Ozellikleri agisindan ise katilimar tiirlerinin tamami kalict
o0grenmeyi saglama ve 6grenme ortamlarini ¢esitlendirmeye deginmistir. Ayrica her iki odak grup
da ulagilabilir olmaya odaklanmistir. Odak gruplarindan biri 6gretim elemaniyla benzer sekilde
ornek olma ve demokratik siif ortamini saglamaya yonelik fikir bildirmistir. Bunlarla birlikte
O0gretim elemani tek basina rehberlik etme, direnci kirmaya ¢abalama ve yorgunluk hissetmeye de
odaklanmustir. Egitmen ozellikleri igin katilime1 goriislerinden 6rnekler soyledir:

Dersin disinda da odasina gidip soru sorabiliyorduk (B4) (Ulasilabilir olma).

Ders planlarini hem eglendirici hem bilgilendirici hazirlamak zorunda olacagiz ilerde. Ogretmenlik
hayatimda da 6rnek almaya uyqulamaya calisicam bu yontem ve teknikleri en uygun sekilde (B5) (Ornek
olma).

Hafizamizda kaliyordu o anda 63rendiklerimiz aslinda (B4) (Kalic1 6grenmeyi saglama)

Ogrenci kendi katildi§1 icin yasamn icinde 63rendigi icin daha kalici oluyor, unutmuyor (OE) (Kalici
O0grenmeyi saglama).

Dersle ilgili birseyi rahatca séyleyebildik. O giin yorgun olan direkt dile getirebildi mesela (B2) (Demokratik
sinif ortamini saglama).

Esit kosullarda herkesin basit de olsa rol aldigi, derdini anlatabildigi... (OE) (Demokratik smif ortamini
saglama).

Fiziksel ortamimiz da farklydi, sunif ortami yoktu (B2) (Ogrenme ortamlarini gesitlendirme).

Mekan somuttur ve herkes tarafindan algilanabilir. Degismesi gerekir (OE) (Ogrenme ortamlarini
gesitlendirme).

Benim yapmaya calistigim dogru yerlerde dogru zamanlarda uyaricilar vermek (OE) (Rehberlik etme).
Gegmiste ok fazla 6gretmenlikle ilgili deneyimleri yasadiklar: icin 6gretmenlik anlayislart oturmus, yanls
ya da dogru tartisihr. Benim burdaki 6gretmenlik anlayisimin boyle olmadigini tam tersi oldugunu

gstermem gerekiyor. Ik dort bes hafta bir 6n yarg var, bir de direng var, gecmis aligkanliklarini terk etmeme
direnci var (OE) (Direnci kirmaya gabalama).
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Beden dillerini ¢cok iyi okumaya ¢alistyorum ben, goriiyorum sikildiklarini, inatla yapiyoruz. Bir noktadan
sonra yoruluyorsunuz, diismemeye ¢alistyorsun ama diisiiyorsun sonucta (OE) (Yorgunluk hissetme).

Ogrenme-6gretme yaklagimlari agisindan, Tablo 3'te goriildiigii iizere, odak gruplaridan biri diger
katilimar tiirlerinden farkli olarak benzer 6gretim yontem-tekniklerinin ise kosulmasi ve grup
calismalarinda sorumluluklar: yerine getirmede sorun yasanmasina deginirken, diger odak grup
O0gretim elemaniyla benzer sekilde eglenceli yontem-tekniklerin ise kosulmasi ve gesitli 6gretim
yontem-tekniklerinin ise kosulmasma odaklanmigtir. Ogretim elamani ayrica odak gruplarindan
farkli olarak 6grenenlerin hazirbulunuslugunu dikkate alma, siniftaki yasantilar esnasinda esneklik
yapma ve ogrendiklerini ders disinda kullanabileceklerini fark ettirmeye ¢abalamaya yonelik de
goriis bildirmistir. Ogrenme-dgretme yaklagimlari icin bazi katilimer goriigleri sdyledir:

Bazi yontemleri iyi aktaramadik gibi geliyor bana, siivekli drama ve canlandirma yapyorduk ama siirekli bu
ortamda oldugumuz icin bazi yontemler cok kalici bir sekilde kalmad: aklimizda (A3) (Benzer 6gretim
yontem-tekniklerinin ise kosulmast).

Grup olarak biraraya geldigimiz zaman 3 kisi 5 kigi, orada daha ¢ok ii¢ kisinin emek harcayip hevesli, daha
aktif sekilde katilip digerlerinin katilmamasi ve biz onlarla beraber ilerlemek zorundaydik (A4) (Grup
calismalarinda sorumluluklar: yerine getirmede sorun yasanmasz).

Stkilmadan eglenebilen, eglenirken 6grenebilen bireyler olduk bunlarla (B5) (Eglenceli yontem-tekniklerin
ise kosulmasi)

Bilgiyle oynamalarimi saglamak gerekiyor. Bir dersi oyunsu bir siirece yedirebilirseniz herkes mutlu olur
(OE) (Eglenceli yontem-tekniklerin ise kosulmas).

Cesitli dgretim yontem tekniklerini kullandik. Ornegin jig-sav yapmistik gruplar halinde (B5) (Cesitli
Ogretim yontem-tekniklerinin ise kosulmasi).

Bunu hangi 6gretim yoluyla, stratejisiyle uygulicam? Bu stratejiyi hangi yontemle hayata geciricem? Hangi
tekniklerle kullanicam? Nasil degerlendiricem? Belirledim (OE) (Cesitli 6gretim yontem-tekniklerinin

ise kogulmast).

Paneldir zit paneldir onlar: veriyorum ama kollegyumdur bunlar: vermiyorum. Ciinkii rahatlikla bunlar:
okuyup tamamlayabilecegi icin (OE) (Ogrenenlerin hazirbulunuslugunu dikkate alma).

Problem iizerinde ¢ok durmuyorum ama bir sey ¢ikiyor bakin bu problem ¢ozme diyorum ve dolayisiyla
ashinda (OE) (Sinuftaki yagsantilar esnasinda esneklik yapma).

Ogrendiklerini  nerede kullanacaklarimi ~ Grneklendiriyorum. “Bakin  siz  bunu  ders konusunda
kullanabileceginiz gibi cocuklarn iletisimleri sikintilh  burda kullanabilirsiniz.”  diyorum (OE)
(Ogrendiklerini ders disinda kullanabileceklerini fark ettirmeye cabalama).

Olgme ve degerlendirme agisindan ise Tablo 3'te goriildiigii {izere, hem odak gruplar hem de
Ogretim elemanm1 Ogrenenlerin Ol¢gme-degerlendirme siirecine dahil edilmesi ve Ol¢gme-
degerlendirmede gesitliligin saglanmasina daha ¢ok odaklanmistir. Sonrasinda ddevlere yonelik
doniit-diizeltme verme ve 6n 6grenmelerin yoklanmasina deginmislerdir. Bununla birlikte 6gretim
elaman1 odak gruplarindan farkli olarak her asamadan degerlendirme yapilmasma iligkin goriis
bildirmistir. Olgme ve degerlendirmeye iliskin bazi katilimci gortisleri de soyledir:

Degerlendirme agisindan ok secenck sundu hoca bize (A3) (Olgme-degerlendirmede gesitliligin
saglanmast).

Ogrenciler bilmediklerini gostermemeye calisiyor. Egitimin 6zii bilmek degil, yapmak eylemek. O yiizden
cesitlilik onemli. Bunu yapmaya calisiyorum (OE) (Olgme-degerlendirmede cesitliligin saglanmasr).

Ogrenci katilimli onlara alternatifler sundugumuz bir siirec olmali (OE) (Ogrenenlerin &lgme-
degerlendirme stiirecine dahil edilmesi).

Derse baslamadan Once gegen ders igin 0zet gecip derse baslamamz biiyiik katkiyd:. Hatirlamg tekrar yapmis
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oluyorduk (A4) (On 6grenmelerin yoklanmast).
Her ders muhakkak tekrarini yapryoruz bir énceki dersin (OE) (On 6grenmelerin yoklanmast).

Hocamz bizden her hafta dilsiz rapor istiyordu, doniit saglyordu siirekli (B1) (Odevlere yonelik doniit-
diizeltme verilmesi).

Nerede eksik var nerede gedik var géremiyor. Benim yaptigim ¢alismada haftalik getirdikleri ddevler icin
doniit 6nemli benim icin (OE) (Odevlere yonelik doniit-diizeltme verilmesi).

Not verme siireci olmadigini eksiklerimizi ortaya ¢ikarip ... Ogrencilerin yapabildigine bakmak gerek,
siirecin ortasinda baginda sonunda (OE) (Her asamada degerlendirme yapilmasi).

Ogretim ilke ve yontemleri dersi igin 6grenci merkezli §grenme baglaminda gretim siirecine iligkin
Onerilere yonelik goriisler ise Tablo 4'te yer almaktadir.

Tablo 4

Ogretim Ilke ve Yéntemleri Dersi Icin Ogrenci Merkezli Ogrenme Baglaminda Ogretim Siirecine Iliskin
Onerilere Yonelik Goriisler

. . Ogretim
Kategori Alt kategori Odak Grup 1 Odak Grup 2 Elemant
Zaman Stirenin artirilmasi A2, A4 B4 OE
YoOnetimi Haftalik ders saatinin boliinmesi Al, A2, A3, A4, BI1, B3, B4, B5, -
A6 B6
Ogrenme Okullarda uygulama yapma imkanlarmin - B1, B6 OE
Ortamu1 saglanmasi
Ogrenme ortamlarimin daha da - B2, B3, B4, B5 -
cesitlendirilmesi
Fiziki sartlar i¢in imkanlarin saglanmasi A2, A3 B1, B2, B4, B5 -
Ogrenme-  Ogretim yontem ve tekniklerinde cesitlilige ~ A1, A2, A3, A4, - -
Ogretme gidilmesi A5, A6
Yaklasimlari Etkinlik sayisinin/yogunlugunun A5 - -
azaltilmasi
Haftalik gorevler verme - - OE

Ogretim ilke ve yontemleri dersi igin 8grenci merkezli §grenme baglaminda dgretim siirecine iligkin
Oneriler Tablo 4’te goriildiigli {izere zaman yOnetimi, 6grenme ortami ve Ogrenme-Ogretme
yaklagimlarma yonelik olmustur. Odak gruplar1 zaman yonetimi agisindan daha ¢ok haftalik ders
saatinin boliinmesine ve siirenin artirilmasma deginirken, Ogretim elemani sadece siirenin
artirilmasina odaklanmistir. Zaman yonetimi i¢in katilimar goriislerinden bazilar1 soyledir:

Zaman yonetimi bence ¢ok dnemli bir sorun. Siiremiz bazen kisitl oluyordu ve birseyleri hizli yapmak
zorunda kaliyorduk (B4) (Siirenin artirilmasr).

Zaman bizim icin ¢ok yeterli degil. Ders i¢in zaman yeterli ama 0grenci merkezli 6grenme igin d3rencinin
burada aldiklarin sahneye ¢ikarabilecekleri zaman yok (OE) (Siirenin artirilmasi).

Haftada iki giinde olabilirdi (A1) (Haftalik ders saatinin boliinmesi).

Ders ii¢ saatti, molalar ¢ok olabilirdi (A2) (Haftalik ders saatinin boliinmesi).

Tablo 4’'te goriildiigii tizere, 6grenme ortami baglaminda odak gruplar: Fiziki sartlar igin imkanlarin
saglanmasina ortak olarak deginmistir. Odak gruplardan biri ayrica 6grenme ortamlarinin daha da
cesitlendirilmesine sadece kendisi, okullarda uygulama yapma imkanlarinin saglanmasina ise
ogretim elemaniyla beraber odaklanmistir. Ogrenme ortamina iliskin katilimci goriislerine 6rnekler
ise soyledir:
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Okullara daha cok gitmek isterdim. Bu okullar merkezdeki okullardansa imkan olursa daha ¢ok koylerdeki
okullara gidip, 0grencilere yardim etmemizin daha uygun olacagmm diisiiniiyorum. Biz bir drama
yapabiliyoruz artik kendi icimizde, gidecegimiz okullarda cocuklart Orgiitleyebiliriz (B6) (Okullarda
uygulama yapma imkanlarinin saglanmast).

Gegen donem uygulamaya gittigimizde maalesef bu tiir etkinlikleri yapamadik resmi bir nedenden. ... Bu
dersi bes saat yapalim ama bunun iki saatini okullarda uygulama isterim (OE) (Okullarda uygulama
yapma imkanlarinin saglanmast).

Bahgeler olsun, kantinler olsun, spor salonlar: olsun, tiyatrolar olsun, ondan sonra miizeler olsun, bu dersleri
yerinde yasayarak daha cok 6grenebilsek daha hosuma gider (B2) (Ogrenme ortamlarinin daha da
cesitlendirilmesi)

Aslinda o yapti§umz drama, rol oynamalar bile orda tam olarak gorsek yerlerinde. Ama bunun igin de
imkanlara sahip olmamiz gerek (B2) (Fiziki sartlar i¢in imkanlarin saglanmas).

Ogrenme-ogretme yaklagimlari baglaminda ise Tablo 4'te goriildiigii iizere, odak gruplardan biri
O0gretim yontem ve tekniklerinde gesitlilige gidilmesine tamamen deginirken, gruptan sadece bir kisi
etkinlik sayisinin/yogunlugunun azaltilmasma deginmistir. Ogretim elemaniysa, farkli olarak,
sadece haftalik gorevler vermeye iliskin goriis bildirmistir. Ogretme-dgrenme yaklagimlari igin baz1
katilimc goriisleri ise su sekildedir:

Hep ayni degil de farkli farkli yontemlerle islenebilir ders (A2) (Ogretim yontem ve tekniklerinde
cesitlilige gidilmesi)
Etkinlik sayisim ya da yogunlugunu azaltabilirdik diye diisiiniiyorum, dengeleyebilirdik (A5) (Etkinlik

sayisinin/yogunlugunun azaltilmast).

Cocuklara kiiciik gorevler verip bir hafta sonra hadi bakalim simdi sira sizde, siz su etkinligi yapin, yaptirin
demek lazim (OE) (Haftalik gorevler verme).

Aragtirmada son olarak “Ogrenci merkezli §grenme baglaminda Ogretim Ilke ve Yéntemleri dersi
icin 6gretme-0grenme siirecine yonelik gozlemler nasildir?” alt problemine cevap aramak {izere
gozlem gerceklestirilmistir. Ogretim flke ve Yontemleri dersinin her iki subesi icin de gozlem
yapilan haftalarda, okulda uygulama yapilmasi planlanan hafta haricinde, dersler drama salonunda
gerceklestirilmistir. Ucg ders saati siiren derslerde, grup calismalar1 yapilirken mola yerine de
gececek sekilde dersin bir boliimii kantinde devam ettirilmistir. Kantinin dolu oldugu zamanlarda
10 dakika ara verilerek derslere devam edilmistir. Dersin ilk haftasinda her iki subede de ders
izlencesi Ogretim elemani tarafindan smuiflarla  paylagilmistir. Tanisma etkinlikleri
gerceklestirilmistir. Genellikle;

e Dersin baginda biiyiik ¢ember olunarak cesitli 1ssnma hareketleri yapilmistir. Ornegin,
tanisirken herkes isimlerini viicut dilini kullanarak soylemistir. Bir hafta meyve sepeti oyunu
oynatirken, bagka bir hafta bunu biligsel alanin basamaklarina uyarlamistir. Yine bir 6nceki
dersin hatirlatmasmni yapmistir. Ornegin, egitsel oyunlarla biligsel alanin basamaklari
hatirlanmustir.

e Ogrencilerin kendilerine drnek alacagi davramslari edinebilmeleri baglaminda, siirecte
zaman zaman kendi 6grencilerine nasil davranabileceklerine yonelik vurgular da yapmastir.
Ornegin, 6grencilerin  bulunduklart mekan1 iyi &grenmeleri gerektigi ve mekan
degisikliklerinin onlarda merak duygusunu olusturacag: vurgusunu yapmaistir.

e Dersin sonunda dersin degerlendirmesini yapmak tiizere ¢esitli yontemleri ise kogsmustur.
C)rnegin, ogretmen adaylarinin vizilti gruplar: olarak dersin kazanimlarmi tartismalarin
istemistir. Heykel olarak duygularini ifade etmelerini saglamistir. Neler hissettikleri
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sorulmus ve Ogretmen adaylar1 eglendikleri, uygulamali 6grendikleri, yorulduklars,
kafalarmin karistirdig vb. seklinde sdylemlerde bulunmustur.

Beyaz tahtaya ders baslamadan once “giris etkinlikleri, siireg etkinlikleri, degerlendirme”
basliklar1 yazilmis ve ders siiresince ilgili alanlar ilk haftalarda 6gretim elemaninin kendisi
tarafindan, sonraki haftalarda 6gretim elemaninin rehberliginde goniillii 6gretmen adaylar
tarafindan doldurulmustur. Bilgiler doldurulurken “mekan, katilimci, kazanimlar, strateji,
yontem, teknik, arag-gere¢ ve etkinlikler”e yonelik ayrintilar verilmistir. Bununla birlikte
ogretmen adaylarindan derste yaptiklarina iliskin dilsiz planlar olusturmalar1 istenmistir.
Geribildirimler verilmistir.

Ogretmen adaylar kiigiik gruplar halinde kendilerine verilen gérevleri yerine getirirken,
Ogretim elemani tiim gruplarin yanina teker teker gelerek rehberlik yapmuis, tartisma ortami
olusturmus, anlatim da yapmuistir. Ornegin, gruplarin onlerinde yer alan gesitli disiplinlere
ait kazanimlarin biligsel, duyussal ya da psikomotor alandan hangisi ya da hangilerine
girdigini bulmalarimi istedigi bir etkinlikte, 6nce kendisiyle beraber bulmalarini saglamstir.
Thtiyag¢ duyduklarinda yanlarinda oldugunu belirtmistir.

77

Ogretim eleman:i tarafindan &gretmen adaylarma “harika, gok giizel ...” gibi sdzel

pekistiregler kullanmistir.

Ogretmen adaylarinin sorumluluk almalarina katki saglayacak sekilde ilerlemistir. Ornegin
ilk haftalarda ders baglamadan drama salonunda minderleri cember yapacak sekilde kendisi
diizenlemis, sonraki haftalarda onlarin bunu yapmasinmi saglamistir. Minderlerin kenara
toplanmas1 gerektigi zamanlarda, toplama kuralini agiklayarak, o kurala uymalarini
istemistir.

Cesitli yontem-tekniklere yoOnelik Ogretme-6grenme siireci Oncesinde zaman zaman
farkindalik olusturmaya ¢aligmistir. Ornegin, bir etkinlikte “Once ben gostericem, sonra siz
yapacaksiniz... Iste gdsterip yaptirmay1 uyguladik”, bagka bir etkinlikte “ig cember, dis
¢ember olalim, yani rullman olalim” demistir.

Ogretmen adaylarinin aktif olmasi saglanmigtir. Bu baglamda 1sinma hareketleri ve grup
calismalarma yer verilmistir. Yine aktif 6gretim yontem ve teknikleri ise kosulmustur. Bu
baglamda genellikle kavramlar1 6grenirken jig-saw, istasyon, rullman, gruplarin iiriinler
ortaya koymalarinda rullman, drama, rol oynama, panel, roportaj, dedikodu, toplant1 vb.
stirece dahil edilmistir. Genellikle her iki subede paralel ilerlenirken tercih edilen yontem-
teknikte smif mevcudundan kaynakli degisiklige gidildigi de olmustur. ik haftalarda daha
cekingen davranirken sonraki haftalarda oOzgiivenli bir sekilde ve eglenerek siireci
ilerlettikleri gozlemlenmistir. Grup ¢alismalarinda zaman zaman siirece adapte olamayan,
dersten kopan 0gretmen adaylarmin oldugu da 6zellikle 1 numarali subede gozlenmistir.
Yine zaman zaman yorulmalar, dersten kopmalar da gozlenmistir.

Ogretim elemani direkt dogruyu sdylemeyip soru ve cevaplarla égretmen adaylarinin
dogruyu kendilerinin bulmasina ¢abalamuistir.

Ogretmen adaylarinin kendilerini degerli hissedebilecekleri, fikirlerini rahathikla ifade
edebilecekleri bir 6grenme ortami olusturulmustur. Bu baglamda, 6gretmen adaylarn
anlamadiklar1 kisimlara iligskin sorularini1 sormus ve cevaplarini almis, yorgun olduklarinda
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bunu ifade edebilmistir.

e Degerlendirmede geribildirim verme baglaminda, vize 6devine iligkin olarak dosyalara
doniit ve diizeltmeleri, {izerlerine isaretlemeler yapip yazilar yazarak yapmistir. Uygulama
yapilmasi planlanan hafta okula gidildiginde, uygulama yapilmasina engel resmi bir durum
olusmus, herkes konferans salonuna alinmis ve goniillii olan o6gretmen adaylarinin
dosyalarina verilen doniit ve diizeltmeler, projeksiyonla yansitilarak tartisilmistir.

e Degerlendirmede siirece 6gretmen adaylarmi dahil etme baglaminda, final 6devine iliskin
ise Olgiitler olusturulurken Ogrencilere, diledikleri oOlglitlerin siirece dahil edilecegi
belirtilmistir.

e Ders izlencesi takip edilmeye 6zen gosterilmistir. Grup dinamikleri dogrultusunda zaman
zaman farkliliklara gidilmistir.

Sonucg ve Tartisma

Akredite olan bir 6gretmen yetistirme programinda yer alan ve 6grenme ciktilar1 6grenci merkezli
ogrenmenin Olgitlerini saglayan Ogretim Ilke ve Yontemleri dersi icin, ogrenci merkezli 6grenme
boyutu baglaminda 6gretme-6grenme siireci, bu aragtirma kapsaminda ele alinmigtir. Kapsam
dogrultusunda ilgili derste katilimsiz gozlem gergeklestirilmis, dersin 6gretim elemani ve 6gretmen
adaylariyla siirecin sonunda goriisme gerceklestirilmistir. Elde edilen bulgular dogrultusunda
sonuglar ele almip tartisilirken goriisme ve gozlem bulgular: biitiinlestirilmeye cahisilarak
ilerlenmistir.

Ogrenci merkezli 6grenmenin anlami icin elde edilen sonuglarda &grenen katilimi ve
sorumluluguna yapilan vurgu, yapilandirmacit kuramin temel ilkesini yansitmaktadir. Liang ve
Gabel’e (2005) gore 6grenciler, anlamli 6grenme igin gerekli olan 6grenme firsatlarini arastirmak igin
dogal olarak motive olurlar. Bu bakis acisi, 6grencilerin pasif sekilde bilgiyi almak yerine siirecle
aktif gsekilde ilgilenerek Ogrenme deneyimlerinin merkezinde olmalar1 gerektigi fikrini
desteklemektedir. Bulgularda da belirtilen 6grencilerin aktif katilimi, hem yapilandirmaciligin hem
de Bologna siirecinin temel hedeflerinden biri olan derin 6grenme ve anlamay1 tesvik etmek igin ¢ok
onemlidir (Sin ve Manatos, 2013). Ayrica alanyazinda 6grenci merkezli 6grenmede benzer sekilde,
ogrenendeki sorumluluga (Acat ve Donmez, 2009; Jacobs ve Renandya, 2015; Toprak ve digerleri,
2019; Unvan, 2016), aktif katilima (Klemencic, 2019) ve etkilesime (Vardar, 2021) vurgu yine sz
konusudur. Bunlarla birlikte 6grencilerin gelisimsel 6zelliklerini dikkate alan kolaylastiric1 yaniyla,
egitmenin rolii de yapilandirmaci ilkelerle uyumludur. Hajal'm (2019) arastirmasi, etkili
yapilandirmact O6gretimin, egitimcilerin bireysel ihtiyaclar1 giderecek sekilde yontemlerini
uyarlamalarini ve kapsayici bir 6grenme ortamini tesvik etmelerini gerektirdigini gostermektedir.
Bu durum, egitmenlerin aktif katilimi saglamasi ve farkli 6grenme stillerine ve tercihlerine hitap
etmek icgin cesitli 0gretim yontemleri kullanmas1 gerektigi yoniindeki bulgularla ortiismektedir.
Bulgularda belirtilen etkilesimi yogunlastirma, ilgi c¢ekici yontemler kullanma ve materyalleri
cesitlendirme gibi stratejiler de literatiir tarafindan desteklenmektedir. Ornegin Gencosman ve
Dogru (2012), isbirligine dayali 6grenme tekniklerinin 6grenci katilimini ve akademik basariy:
artirabildigini tespit ederek aktif 0grenme stratejilerinin 6nemine vurgu yapmustir. Benzer sekilde,
ogrencileri ogrenme siirecine dahil eden aktif o6grenme yontemlerini savunan Nyback ve
Vikstrom'iin (2017) de vurguladigi gibi, eglenceli ve etkilesimli yontemlerin entegrasyonu da
Ogrencilerin ilgisini ve motivasyonunu korumak icin gereklidir. Ayrica, bulgularda da belirtildigi
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gibi, Ogrencilerin 0lgme ve degerlendirme siirecine dahil edilmesi, degerlendirmeye yonelik
yapilandirmaci bir yaklasimi yansitmaktadir. Bu katiimca degerlendirme, 6grenme siirecinde
geribildirim ve 6zdegerlendirmenin 6nemini vurgulayan bicimlendirici degerlendirme ilkeleriyle
uyumludur (Berestova ve digerleri, 2022). Egitimciler, 6grencileri degerlendirmeye dahil ederek,
ogrenci merkezli 6grenmenin énemli bir yonii olan 6grenme ¢iktilari igin sahiplenme ve sorumluluk
duygusunu tesvik edebilirler. Sonug olarak, bulgular 6grenci merkezli 6grenme ile yapilandirmaci
ilkeler arasindaki uyumu desteklemektedir. Her iki gerceve de aktif 6grenci katilimini, egitmenlerin
kolaylastirict roliinii ve katimi artirmak igin gesitli 0gretim yontemlerinin kullanilmasini
savunmaktadir. Bu baglam sadece Bologna siirecinin hedeflerini desteklemekle kalmayip, ayni
zamanda daha dinamik ve duyarl bir egitim ortaminin gelistirilmesine de katkida bulunabilir.

Ortak olarak ortaya konan goriislerin yani sira, 6grenci merkezli 6grenme igin 6gretmen aday
gruplarmdan biri; (a) dengeli sorumluluk alinmasi ve verilmesine tek basina, (b) istekli olma ve ders
izlencesinin paylasilmasina ise 6gretim elemaniyla benzer sekilde odaklanmustir. Ogrenci merkezli
ogrenmede dengeli sorumluluk kavrami ¢ok onemlidir. Bulgularin da gosterdigi gibi, 6gretmen
adaylar1 6grenme siirecinde paylasilan sorumlulugun 6nemini kabul etmektedir. Bu durum, 6grenci
merkezli yaklasimlarin 6grenci 6zerkligini ve hesap verebilirligini artirarak 6grencilerin egitim
deneyimlerini sahiplenmelerine olanak sagladigin1 vurgulayan Jaiswal ve Al-Hattami'nin (2020)
calismalariyla Ortiismektedir. Diger grup ise rehberlik ve esnek olmaya 6gretim elemaniyla benzer
sekilde deginmistir. Egitmenin siirece katki saglayan yan1 Klemencic (2019) ile McKenna ve Quinn
(2021) tarafindan da dile getirilmektedir. Yine ortak olarak ortaya konan gortislerin yani sira, 6grenci
merkezli 6grenmeyi saglama yollari i¢in 6gretmen adayi1 gruplarindan birinde; ayrica isbirligine de
vurgu yapilmis ve bunu diger grup da desteklemis, (b) 6grenenlerin ilgi ve dikkatlerinin ¢ekilmesi,
siirecte gozlem ve akran degerlendirme yapilmas: gerektigine de deginilmis ve bu da &gretim
eleman1 goriigleriyle desteklenmistir. Bunlarla birlikte teknolojiye de vurgu yapan bir 6gretmen
aday1 olmustur. Ogretim elemani ayrica bigimlendirici ve otantik degerlendirmeye de
odaklanmigtir. Tran (2014), isbirligine dayali 6grenme stratejilerinin, 6grencilerin ortak hedeflere
ulasmak igin birlikte calistiklar1 ve bdylece 6grenme ¢iktilarini gelistirdikleri pozitif karsilikl
bagimlilig1 tesvik ettigini belirtmektedir. Bu isbirlik¢i yaklasim sadece bilgi ingasinm
kolaylagtirmakla kalmaz, ayn1 zamanda hem akademik hem de mesleki baglamlarda gerekli olan
kritik sosyal becerilerin gelistirilmesine de yardimci olur. Ayrica, 6grenci merkezli 6grenmeyi
gelistirmek icin bir ara¢ olarak teknolojiden bahsedilmesi, giiniimiiz egitim ortaminda ozellikle
onemlidir. Alkhalaf ve digerleri (2013) isbirligine dayali e-6grenme teknolojilerinin 6nemini
tartismistir. Bulgularda egitmen tarafindan bicimlendirici ve otantik degerlendirmeye
odaklanilmasi ise siirekli geri bildirime ve degerlendirme siirecine 6grencinin katilimina 6ncelik
veren c¢agdas egitim uygulamalariyla uyumludur. Rahman'a (2023) gore, bigimlendirici
degerlendirme, egitimcilerin 6gretim stratejilerini 6grencilerin ihtiyaclarma ve ilerlemelerine gore
uyarlamasinda 6nemlidir. Sonug olarak, calismadan elde edilen bulgular, paylasilan sorumluluk,
isbirligi, katilim, teknoloji entegrasyonu ve bicimlendirici degerlendirmenin 6nemini vurgulayarak
ogrenci merkezli 6grenmeye iligkin kapsaml bir anlayis1 yansitmaktadir.

Ogretme-6grenme siirecine iliskin goriisler dikkate alindiginda, ders izlencesinin detayli paylagimi
ve Ogretim siirecini izlenceyle uyumlu hale getirme ¢abasi 6grenme ortaminda seffaflik ve agikligin
Ooneminin altin1 ¢izmektedir. Rata'ya (2012) gore yapilandirmacilik, bilginin sabit olmadigini, aktif
katilim ve materyalle etkilesim yoluyla insa edildigini vurgulamaktadir. Ders i¢in net bir gerceve
saglayarak, hem egitmenler hem de 6gretmen adaylar1 6grenme siirecini daha iyi yonlendirebilir,
Ogrencilerin kendilerini degerli hissettikleri ve katkida bulunma yetkisine sahip olduklari isbirlikci
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bir atmosferi tesvik edebilirler. Bu durum, egitim siirecinde 6grenenlerin 6zerkligini vurgulayan
Agustininin (2019) de belirttigi gibi, Ogrenenlerin aktif katilimalar oldugu yoniindeki
yapilandirmaci gériigle ortiismektedir. Ogrenciler kendilerini 6grenme ortaminin ayrilmaz bir
parcas1 olarak algiladiklarinda, materyalle derinlemesine ilgilenmeleri daha olasidir ve bu da
ogrenme ¢iktilarinin artmasina yol agar. Ayrica, drama salonu ve kantin kullanimi1 da dahil olmak
tizere Ogrenme ortamlarmin cesitlendirilmesi, baglamsal 6grenmenin yapilandirmaci ilkesini
yansitmaktadir. Zhang ve digerleri (2020) gesitli 6grenme ortamlarmin o6grenci katilimini ve
ogrenme deneyimlerini Snemli Slclide artirabilecegini savunmaktadir. Ogretmen adaylarinin
egitmenle etkilesiminin ve katiliminin zaman iginde arttiginin gozlemlenmesi de Onemlidir.
Katilmdaki bu kademeli artis, 6grenmenin kritik bir bileseni olarak sosyal etkilesime yapilan
yapilandirmaci vurguyla uyumludur. Chuaungo ve digerlerinin (2022) de belirttigi gibi, isbirligine
dayali 6grenme ortamlar1 daha derin bir anlayis ve bilgi insasini tesvik eder. Ogrenciler
egitmenleriyle etkilesim kurarken kendilerini rahat hissettiklerinde, anlamli tartismalara ve
isbirligine dayali 6grenme deneyimlerine katilma olasiliklar1 daha yiiksektir. Bunlarla birlikte her
iki grupta 6gretim elemanimin ulagilabilir olduguna da deginilmistir. Diger 6gretmen aday1 grubu
ise 0gretim elemaniyla benzer sekilde deneyimli olmaya da odaklanmistir. Uygur ve Yanpar Yelken
(2021) Ogretim elemanlarmin O6grenci merkezli Ogrenmeye iliskin Oz-yeterlilik algilarmin
artirilabilecegine deginmislerdir. Bu baglamda elde edilen sonuglar, ortak sorumluluk, aktif katilim,
baglamsal Ogrenme ve siirekli iyilestirmeye yapilan vurgu, katilimi ve anlamli 6grenme
deneyimlerini tegvik eden oOgrenci merkezli bir Ogrenme ortami yaratma taahhiidiini
yansitmaktadir.

Ogretme-6grenme siirecinde kullanilan yontem ve tekniklere iliskin &gretmen aday1 gruplar
arasindaki farkl algilar, egitim ortamlarinda grup calismasinin karmasikligina vurgu yapmaktadir.
Forsell ve digerleri (2019), grup c¢alismasini degerlendirmenin zorluklarimi tartisirken,
ogretmenlerin genellikle grup baglamindaki bireysel katkilar hakkinda dogru bilgi edinmekte
zorlandiklarini belirtmektedir. Bu zorluk, kullanilan yontemlerin etkinligi ve cesitliligine iligkin
algilarda farkliliklara yol agabilir; yani, baz1 6grenciler ayni tekniklerin kullanildigini diisiiniirken
digerleri daha genis bir strateji yelpazesi algilayabilir. Ayrica, jigsaw, rol oynama ve drama gibi
gesitli Ogretim yontemlerinin kullanilmasi, 6grencilerin anlamli yollarla katilimmin 6nemini
vurgulayan aktif 6grenme ve yapilandirmacilik ilkeleriyle uyumludur. Tang'a (2023) gore, 6grenci
merkezli bir yaklasim, 6grencileri yeni bilgileri mevcut bilgileriyle iligskilendirmeye tesvik eder,
boylece anlayislarini ve kaliciliklarini artirir. Calismada kullamilan yontemlerin gesitliliginin
gozlemlenmesi de, farkli 6grenme stillerine hitap etme ve etkili 6grenme ciktilar1 icin gerekli olan
aktif katilimi tegvik etme ¢abasini gostermektedir. Vardar (2021) da 6gretim yontem ve tekniklerinin
etkilesimli olmasina vurgu yaparken, Klemencic (2019) ile benzer sekilde aktif yaklasimlarin
icerilmesinin O6nemine de odaklanmaktadir. Bunlarla birlikte, grup calismasi sirasinda
sorumluluklar: yerine getirmede bildirilen zorluklar ve 6gretmen adaylar1 arasindaki yorgunluk
duygulari, grup dinamikleri ve is yiikii yonetimindeki potansiyel sorunlara isaret edebilir. Forsell
ve digerleri (2021), grup calismasinin bazen dengeli olmayan katiima yol agabilecegini, bazi
iiyelerin digerlerinden daha fazla sorumluluk iistlenebilecegini, bunun da hayal kirikhigiyla
sonuglanabilecegini belirtmektedir. Oretim elemani da direnci kirmaya gabaladigini ve yorgunluk
da hissettigini ifade etmistir. Ogretim elemanina gore &gretmen adaylar1 gecmisten getirdikleri
aligkanliklar, dahil olduklar1 6gretme-6grenme siirecleri nedeniyle bir direng gosterebilmektedir. Ki
her iki grupta yer alan 6gretmen adaylarindan da siirece adapte olmaya calistiklarini belirtenler
olmustur. Ogretim elemanmin, &gretmen adaylarimin gegmis deneyimleri nedeniyle yeni
yontemlere direng gosterebilecegini gozlemlemesi, daha isbirlik¢i ve destekleyici bir 6grenme
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ortamini tegvik etmek i¢in bu temel sorunlar: ele almanin 6nemini vurgulamaktadir. Egitmenin,
Ogretmen adaylarinin hazir bulunusluklarini dikkate alma ve 6grenme siirecinde esneklik saglama
cabalari ise olumlu bir 6grenme deneyimini tesvik etmek icin kritik neme sahiptir. Gaffney (2022)
tarafindan yapilan arastirma, ogretim stratejilerini 6grencilerin farkli ihtiyaclarini karsilayacak
sekilde uyarlamanin 6nemini vurgulamaktadir. Bunun da direnci azaltmaya ve katilimi artirmaya
yardimal olabilcegi diisiiniilmektedir. Ogretim elemani, bireysel farkliliklar1 taniyarak ve
ogrencilerin ihtiyaclarini ve tercihlerini ifade etmeleri icin firsatlar sunarak daha kapsayic ve etkili
bir 0grenme ortami yaratabilir. Ayrica, O0gretmen adaylar1 arasindaki etkilesim ve katilimin
kademeli olarak artmasina iliskin bulgular, 6grencilerin 6grenme siirecinde daha rahat hale
geldikce, aktif olarak katilma olasiliklarinin daha yiiksek oldugunu gostermektedir. Bu durum,
Murphy ve digerlerinin (2021) de belirttigi gibi, isbirligine dayali 6grenme ortamlarinin daha derin
bir anlayis ve bilgi insasin1 tegvik edebilecegi fikriyle rtiismektedir. Ogretim elemam ayrica
ogretmen adaylarimin hazirbulunusluklarin1 da dikkate aldigina, ortamdaki yagantilar esnasinda
esneklikler yaptigina, ders disina 6grenilenlerin nasil tasinacagina iligkin farkindalik ¢abasinda
olduguna da dikkat ¢ekmistir. Etkili rehberlik, 6grencilerin zorluklarin {istesinden gelmelerine ve
yeteneklerine giiven duymalarma yardima olabileceginden, egitmenin bu siireci kolaylastirmadaki
roli ¢cok onemlidir. Ogretme-égrenme yaklasimlarina iliskin goriislerdeki ayrismalar baglaminda
elde edilen sonuglar grup ortamlarinda 6grenci merkezli 6grenme yaklagimlarini uygulamanin
karmagikliklarinin altini gizmektedir. Ogretim ydntemlerine iliskin algilardaki farkliliklar, grup
dinamiklerinin zorluklari ve esneklik ve destegin 6nemi, 6gretim uygulamalarinda stirekli diisiinme
ve uyarlama ihtiyacini vurgulamaktadir.

Ogretme-dgrenme yaklasimlari baglaminda 6gretmen aday1 gruplari arasinda goriis farkliliklar:
olmasina ragmen Olgme ve degerlendirme agisindan genel olarak goriis birliginde olduklar:
anlagilmaktadir. Her iki 6gretmen aday1 grubunda da 6n 6grenmelerin dersin basinda oyun vb.
yoluyla yoklandigimni, stirecin iginde yer aldiklarmi, sorumluluk aldiklarini, cesitlilikle
kargilastiklarini, doniit ve diizeltmelerin siirecin 6nemli yapitaglari oldugunu belirtmistir. Ogretim
eleman: goriisleri ve gozlemler de bunu destekler niteliktedir. Alanyazina bakildiginda ise benzer
sekilde Klemencic (2019) degerlendirmenin ¢ok yonlii olmasina, Vardar (2021) siire¢ odakliliga,
Hoidn ve Reusser (2021) yapici doniitlere odaklanmistir. Sahin ve digerleri (2004) de kendini
degerlendirmeye de vurgu yapmustir. Dilekli ve Tezci (2016) de Ogrenci merkezli 6gretim
teknikleriyle desteklenen demokratik bir sinif ikliminin etkili 6grenme icin gerekli oldugunu
belirtmektedir. Bu iklim, 6grencileri kendi 6grenmeleri i¢in sorumluluk almaya ve degerlendirme
siirecine aktif olarak katilmaya tesvik eder. Ayrica, 0gretmen adaylari arasinda 6n Ogrenme
degerlendirmelerinin, geri bildirimin ve degerlendirme siirecine katilimin 6nemine iliskin fikir
birligi, degerlendirmenin yalnizca not verme aracit olmaktan ziyade 6grenme igin bir arag¢ olarak
roliiniin giderek daha fazla kabul gordiigiinii de yansitmaktadir. On bilgileri 8lgmek igin oyunlar
gibi 6n degerlendirmelere yapilan vurgu, Ogrenci Ogrenmesini gelistirmek igin tasarlanan
bigimlendirici degerlendirme ilkeleriyle uyumludur. Ezer ve Ulukaya (2018), 6gretmenlerin
geleneksel dlgme araglarinin yani sira modern d6lgme araglar1 hakkinda da bilgi sahibi olmalar1
gerektigini vurgulamaktadir. Bu durum, 6gretmen adaylarinin degerlendirme siirecine aktif olarak
katilarak 6grenmeleri {izerinde bir sahiplenme duygusu gelistirdikleri bulgusuyla da
ortiismektedir. Adarkwah'a (2021) gore de bigimlendirici degerlendirme geri bildirimi, 6grencilerin
farkli 6grenme deneyimlerini yakalamak, ilerlemelerinin daha kapsamli bir sekilde anlasilmasini
saglamak, ogrencileri daha derin bir anlayisa yonlendirmek igin gereklidir. Bununla birlikte,
calismada yer alan 6grenme ortaminda geri bildirim ve diizeltmelerin tartisiimas: uygulamasi,
degerlendirmenin ogretim elemani ve 6grenciler arasinda devam eden bir iletisimi gerektirmesi ve
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siirekli gelisimi kolaylagtirmas1 gerektigi fikrini desteklemektedir. Ogretmen adaylarinin
degerlendirme kriterleri olusturmaya ve derslerin sonunda duygularini ifade etmeye dahil olmalari,
ogrenci merkezli oOgrenmeye olan baghlig1 yansitmaktadir. Ayrica, egitmenin otantik
degerlendirmeye yaptig1 vurgu, gercek diinyayla ilgili ve uygulanabilirlie oncelik veren ¢agdas
egitim uygulamalariyla uyumludur. Otantik degerlendirme, 6grencileri bilgi ve becerilerini anlaml
baglamlarda gostermeye tesvik ederek katilimlarini ve motivasyonlarmi artirmaktadir (Adarkwah,
2021). Sonug olarak, dlgme ve degerlendirmeye yonelik bulgular, bi¢cimlendirici degerlendirmenin,
yapici geri bildirimin ve degerlendirme siirecine 6grenci katiliminin énemini vurgulamaktadir.

Ogretme-6grenme siirecine yonelik oneriler baglaminda, 6gretmen adaylarinin ders siiresinin
artirilmasi, uygulama olanaklarinin gelistirilmesi ve O6grenme ortamlarinin gesitlendirilmesi
yoniindeki onerileri, daha saglam ve ilgi cekici bir egitim deneyimine duyulan ihtiyacin altim
cizmektedir. Ozellikle uygulama igin ders siiresinin artirilmasi yéniindeki ortak éneri, dgretmen
egitiminde uygulama deneyiminin 6nemini vurgulayan literatiirle uyumludur. Zerak ve digerlerine
(2023) gore, 6gretmenlik uygulamasi, 6gretmen adaylarimin uygulamali deneyim kazanmalarmna ve
teorik bilgileri gercek ortamda uygulamalarina olanak tanidig: i¢in 6gretmen egitiminin kritik bir
bilesenidir. Ek uygulama saatlerine yonelik istek de 6gretmen adaylar1 arasinda bu ihtiyacin kabul
edildigini yansitmaktadir. Perkan ve Giineyli (2014) de ¢alismalarinda fiziksel 6zellikler ve siirenin
onemine vurgu yapmaktadir. Ogrenme ortamlarinin cesitlendirilmesi ve fiziksel kosullar igin
firsatlar saglanmasina yapilan vurgu baglaminda Kharb ve digerleri (2013) de farkli 6grenme stilleri
ve tercihlerine uyum saglamanin etkili O0gretme ve Ogrenme igin ¢ok Onemli oldugunu
belirtmektedir. Egitimciler bu baglamda, cesitli 6grenme ortamlar1 yaratarak 6grencilerin farklh
ihtiyaglarin1 karsilayabilir ve bdylece katilimi ve motivasyonu artirabilir. Bu durum, 6gretmen
adaylarinin daha fazla cesitlendirmeye yonelik onerileriyle ¢rtiismekte ve uyarlanabilir 6grenme
alanlarmin éneminin farkinda olduklarmi gostermektedir. Ogretim elemaninin haftalik ddevler
verme ve Ogretmen adaylarinin derse hazirlikli gelmelerini saglama Onerisi, yapilandirilmis
ogrenme ve hesap verebilirliSe olan baghlig1 yansitmaktadir. Bu yaklasim, yapilandirilmig
odevlerin 6grenme hedeflerini pekistirme ve 6grenci katilimini tesvik etmedeki 6nemini vurgulayan
Duman'in (2021) bulgulariyla tutarhidir. Ogretim elemani, ogretmen adaylarmi kendi
ogrenmelerinin sorumlulugunu {iistlenmeye tesvik ederek, kendi kendini yoneten ogrenciler
gelistirmek igin gerekli olan sahiplenme ve hesap verebilirlik duygusunu tesvik etmeyi
istemektedir. Avvaru ve digerleri (2023) tarafindan yapilan arastirma da 6gretmenlerin 6gretme-
ogrenme siirecine iliskin endiselerini ele almanin destekleyici ve etkili bir egitim ortami yaratmak
igin hayati 6nem tagidigim ortaya koymaktadir. Oneriler baglaminda elde edilen bu bulgular,
Ogretme-Ogrenme  siirecinde pratik deneyimin, ¢esitlendirilmis O0grenme ortamlarinn,
yapilandirilmis 6devlerin ve 6grencilerin refahina gosterilen 6zenin dnemini vurgulamaktadir.

C)gretim Ilke ve Yontemleri dersine iligkin bu calismadan elde edilen bulgular, 6gretmen adaylarinin
aktif katilimi ve 6gretim elemaninin kolaylastiricr roliiyle kanitlandigy tizere, 6grenci merkezli
ogrenme ilkeleriyle bir uyumun oldugunu ortaya koymaktadir. Ogrenci merkezli 6grenmenin
yansimalarini ders izlencelerinde goriirken bunun 6gretme-6grenme siirecine yansimalarmin nasil
olabilecegi baglaminda gerceklestirilen bu arastirmada, Ogretim elemaninin ders izlencesini
paylagsmasindan, final 6devini vermesine kadar ilerleyen siirecte, 6gretmen adaylarmin 6grenmeyi
ogrenme sorumluluklarmi yerine getirebilmelerine rehberlik ettigi sdylenebilir. Her iki grup da 6n
degerlendirmelerin, geri bildirimlerin ve isbirligine dayali 0grenme yasantilarinin 6nemini
vurgulamis, gesitlendirilmis 6gretim yontemlerine ve uygulama firsatlarina duyulan ihtiyacin altin
cizmistir. Kullanilan 6gretim tekniklerinin ¢esitliligine iliskin algilarda farkliliklar olsa da,
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bigimlendirici degerlendirme ve otantik degerlendirme uygulamalarinin 6nemi konusunda fikir
birligi bulunmaktadir. Bu siirecte 6gretmen adaylarinin bir kismimnin aliskin olmamalarindan dolay1
karsilastiklar1 aktif 6gretim yaklasimlarini benzer yaklasim olarak algilarken, gosterdikleri direncin
giderek azaldig1 da belirtilebilir. Ogretmen adaylari, ders siiresinin artirilmasi, daha fazla uygulama
firsati ve koy okullarina ziyaretler gibi farkli 6grenme ortamlarmin dahil edilmesi yoniinde
isteklerini dile getirmislerdir. Bu bulgular, 6grenme siirecinde Ogrenci sahipligini ve
sorumlulugunu tesvik eden destekleyici ve ilgi cekici bir egitim atmosferi yaratmanin gerekliliginin
altin1 ¢cizmektedir.

Ogretim Tlke ve Yontemleri dersinin etkinligini artirmak igin uygulaycilar, siirekli geri bildirim ve
ogrencilerin degerlendirme siirecine katilimimi vurgulayan bicimlendirici degerlendirmeye yonelik
daha yapilandirilmis bir yaklasim uygulamay: diislinebilir. Uygulama siirelerinin artirilmas: ve
O0grenme ortamlarmin gesitlendirilmesi, 6gretmen adaylarina teorik bilgileri pekistiren degerli
gercek diinya yasantilar1 saglayabilir. Ayrica, 6grencilerin fikirlerini ve endiselerini ifade etmekte
kendilerini rahat hissettikleri isbirlikli bir simf kiiltiirtinii tesvik etmek, katilimi1 ve motivasyonu
artirabilir. Uygulayicilar ayrica gesitli 6grenme stillerine hitap eden yenilikgi 6gretim yontemlerini
kesfederek, tiim 6grencilerin 6grenci merkezli bir 6grenme ortaminda basarili olma firsatina sahip
olmalarma katki saglayabilir. Bu baglamda 6gretim elemanlarmin motivasyonlarini artiracak
seminer vb. diizenlemeler yapilabilir. Elbette ilgili 6gretim elemaninin ders yiikiiniin ¢ok yogun
olmadigi da unutulmamalidir. Ogretim elemanlarmin ders yiikleri bu anlamda diizenlenebilir.
Ogretmen yetistirme programlarinda hem &gretme-6grenme siirecinde kullanilacak 6gretim
yontem ve tekniklerinde (aktif 6grenme, yaratict drama vb.) hem de degerlendirme siireglerinde
(rubrik, portfolyo vb.) 6grenci merkezli 6grenmenin etkilerinin net bicimde goriilmesi ve bunlarin
ogretim elemanlarinca uygulamaya konmasi tesvik edilebilir.

Gelecekteki arastirmalar, 6grenci merkezli 6grenme yaklasimlarmin 6gretmen adaylarmin mesleki
gelisimi ve &gretim yeterliligi {izerindeki uzun vadeli etkilerini aragtirabilir. Ogrenci merkezli
ogrenmenin biligsel ve duyusgsal ozelliklere etkisi deneysel olarak incelenebilir. Ogretmen
adaylarinin o6grenci merkezli yontemlere uyum saglamada karsilastiklar1 belirli zorluklarmn
aragtirilmasi, Ogretmen egitimi programlarinin iyilestirilmesi ig¢in degerli bilgiler saglayabilir.
Ayrica, arastirmacilar gesitli degerlendirme stratejilerinin 6grenci katilimini ve 6grenme ¢iktilarini
tesvik etmedeki etkinligini inceleyebilirler. Farkli 6gretmen egitimi programlar1 arasinda yapilacak
karsilastirmali ¢alismalar da 6grenci merkezli 6grenme ilkelerinin uygulanmasina yonelik en iyi
uygulamalar hakkinda Onemli veriler saglayabilir. Son olarak, farkli Ogretim siiregleri
baglamlarinda Ogretme-6grenme siirecinin karmasikliklarini daha da aydinlatabilmek {izere
O0gretmen adaylar1 ve egitmenlere yonelik nitel arastirmalar yapilabilir.

Etik Kurul Onay1: Burdur Mehmet Akif Ersoy Universitesi Girisimsel Olmayan Etik Kurul, 03.04.2024, GO
2024/232

Aragtirmacilarin Katki Orani: Yazar aragtirmanin tiim agsamalarindan kendisi sorumludur.

Catisma Beyan1: Yazar potansiyel bir ¢ikar ¢atismasi olmadigini beyan eder.
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