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Oz: Bu calismanin amac; ilkdgretim matematik 6gretmeni adaylarina sunulan 6grenme firsatlar ile ilgili anabilim dali
bagkani 6gretim elemanlarinin degerlendirmelerini tespit etmektir. Bu amagla yiiriitiilen ¢alismada yontem olarak nitel
aragtirma yontemlerinden 6zel durum c¢alismasi kullanilmistir. Bu ¢aligma, konuyla ilgili yiiriitiilen proje kapsaminda yer alan
21 iniversitenin ilkdgretim matematik dgretmenligi programlarinda okuyan 6gretmen adaylarina sunulan 6grenme firsatlar
arasinda farklilik oldugu belirlenen 6 devlet {iniversitesini kapsamaktadir. Orneklemini, bu 6 devlet iiniversitesinin ilkdgretim
matematik Ogretmenligi anabilim dali baskanlar1 olusturmaktadir. Veri toplamak i¢in yar1 yapilandirilmis miilakat
kullanilmis, elde edilen veriler nitel veri analiz teknigi olan igerik analizine tabi tutulmustur. Anabilim dali bagkan1 6gretim
elemanlarinin 6gretmen adaylarina sunulan firsatlar dogrultusundaki goriisleri, programlarindaki dersler, igerigi ve yeri,
derslerin yiriitiilmesi, derslere giren &gretim elemanlarinin uzmanlik alanlari, derslerin niteligi ve niceligi boyutlarinda
farkliliklarin oldugunu ortaya koymustur. Anabilim dali baskanlari tarafindan, 6gretmen adaylarinin meslege yonelik
deneyim kazanmalarina iligkin olarak programdaki uygulama derslerinin saatlerinin arttirilmast ve daha ¢ok doneme
yayilmasi gerektigi belirtilmistir.
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Abstract: This study aims to determine the evaluations of the heads of division related to the learning opportunities offered
to prospective elementary school mathematics teachers. As one of qualitative methods case study was used in this study. This
study encompasses 6 state universities in which 21 universities within the context of the project identified differ in the
learning opportunities offered to elementary school mathematics teacher candidates. The sample is consisted of heads of
division (DHs) of elementary school mathematics teachers training programs of these 6 state universities. A semi-structured
interview was used to collect data, and the obtained data were subjected to content analysis, which is a qualitative data
analysis technique. The views of DHs related to the learning opportunities offered to the teacher candidates revealed that
there were differences in the lectures, content and location of the programs, the execution of the courses, and lecturers’ areas
of expertise as well as their quality and quantity.
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1. Giris

Son yillarda bir 6gretmenin sahip olmasi gereken niteliklere yonelik arastrmalar yaygin bir sekilde devam
etmektedir. Ogrencilerin anlaml 6grenmelerini saglayacak etkili 6gretim tasarimlar1 yapabilen ve uygulayabilen
Ogretmenlerin sahip olmasi gereken yeterlikleri tanimlanmaktadir. Bu anlamda matematik 6gretmenlerinin de
s6z konusu bu niteliklere sahip olmalar1 6nem tagimakta; gelecegin 6gretmenleri olacak dgretmen adaylarinda da
ayni niteliklerin bulunmasinin gerekliligi ortaya ¢ikmaktadir. Diger yandan gretmen adaylarinin 6gretmenlik
meslegi i¢in gerekli niteliklere sahip olmalarin1 ve donanimli yetismelerini etkileyen faktorler bulunmaktadir
(Seker, Gorgen ve Deniz, 2011). Bu faktorlerden birisi de fakiiltelerde 6gretmen olarak yetistirilmek {izere
Ogretmen adaylarina sunulan 6grenme firsatlaridir. Nitekim 6grenme firsatlarinin 6gretmen adaylarinin bilgi ve
inanglar1 tizerinde etkili oldugu belirtilmektedir (Blomeke, & Kaiser, 2014a; Tatto ve ark., 2008; Tatto ve ark.,
2012). Tatto ve arkadaglar1 (2008) 6grenme firsatlarini, 6gretmen adaylarinin devam ettigi 6§retmen yetistirme
programi kapsaminda dgretmenlik mesleki bilgisini kazanmaya doniik aldig1 dersler ve deneyim ettigi tecriibeler
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seklinde ifade etmektedir. Ogrenme firsatlarmi en genel anlamda dgretmen adaylarmin meslege yonelik bilgi,
beceri ve inanglar agisindan donanimli olarak yetistirilmeleri igin dgretmen yetistiren kurumlarda verilmesi
beklenen hizmet olarak tanimlayabiliriz. Ogrenme firsatlari; egitime yonelik belirlenen politikalarin ve 6gretmen
yetistiren kurumlarda temel alinan vizyonlarin bir yansimasi olarak goriilmektedir (Celik, 2016). Berry, Depeape
ve van Driel (2016) 6gretmen egitiminde Ogretmen adaylarmin 6grenme siirecini desteklemede uygun ve
anlasilir 6grenme firsatlarina ihtiyag olduguna dikkat ¢ekmistir. Bununla birlikte 6grenme firsatlarinin lisans
programlarinda 6gretmen adaylarina kazandirilmak istenen bilgi, beceri ve bunlarin kazandirilmasinda takip
edilen yontemlere iligskin bilgi vermesi agisindan 6nemli oldugu belirtilmektedir (Blomeke, & Kaiser, 2014a;
Schmidt ve ark., 2007). Bu anlamda sunulan imkan ve verilen egitimler agisindan 6grenme firsatlarinin lisans
programlarinda 6gretmen adaylarmin 6gretmenlik meslegine yonelik bakis agilarini yansittigi ve gelistirmeye
katki sagladig diisiiniilmektedir. Ogretmen egitimcilerinin, kiiltiirel veya dgretimsel durumlarin, fakiiltelerde yer
alan programlarin, ders igeriklerinin ve yasanilan deneyimlerin, 6grenme firsatlarinin kalitesi {izerinde rol
oynadig belirtilmektedir (Blomeke, & Kaiser, 2014a, 2014b; Schmidt, Cogan, & Houang, 2014). Flores (2016)
ogretmen adaylarmimn deneyimledikleri bilgi birikimleri ile (alan bilgisi, pedagoji, 6gretim programi, vb.)
kendilerine sunulan firsatlari tamamlayici 6zelligine dikkat ¢ekmektedir. Blomeke ve Kaiser (2014a) ise
o0grenme firsatlarinin 6gretmen egitimi ¢iktilarryla dogrudan iligkili oldugunu ifade etmektedir. Wijaya, Van den
Heuvel-Panhuizen, Doorman ve Veldhuis (2018) 6grencilerin tatmin edici olmayan performanslari {izerinde rol
oynayan faktorler incelendiginde O6grenme firsatlarmim etkili oldugunu belirtmektedir. Ayrica uluslararasi
karsilastirmaya dayali c¢aligmalarda farkli tlkelerdeki Ogrencilerin basarilarmin farklilasmasinda 6grenme
firsatlarmm Onemli bir etken olduguna dikkat cekildigi goriilmektedir (Tatto ve ark., 2008). Bu anlamda
o6grenme firsatlarmm &grencilerin basarilari, 6gretmen egitiminin ¢iktilar1 ve 6grenmeler {izerinde etkili oldugu
anlagilmaktadir.

Blomeke ve Kaiser (2014b) somut ciktilar1 temel alan reformlara dogru hareket etmede gelecegin
Ogretmenlerine 6gretmen egitiminde ne tiir kiiltlirel veya 6gretimsel katkilarda bulunulduguna yonelik 6grenme
firsatlarinin incelenmesinin dnemli olduguna isaret etmektedir. Schmidt, Cogan ve Houang (2014) ise 6gretmen
egitiminin nihai amacinin gelecegin 6gretmenlerini meslekleri agidan miimkiin oldugu kadar donaniml sekilde
yetistirmek olduguna vurgu yapmaktadirlar. Bu anlamda iiniversitelerde gerekli bilgi ve becerileri kazandirmaya
yonelik ders igeriklerinin ve uygulamalarin tasarlandigini ancak 6gretmen egitiminde bu tir uygulamalarin
ogrenme firsatlart agisindan yetersiz kalabildigi belirtilmektedir (Schmidt, Cogan, & Houang, 2014). Blomeke
ve Kaiser (2014a) ise 6grenme firsatlarmin kiiltiirel normlardan etkilendigine, 6gretmen yetistiren kurumlar ve
benimsenen egitim politikalar1 tarafindan sekillendigine dikkat cekmektedir. Ogrenme firsatlarmin kalitesi veya
yeterliligi, 6gretmen adaylarinin basaris1 veya meslege yonelik motivasyonlar1 iizerinde 6nemli bir role sahiptir
(Kleickmann ve ark., 2013). Bu anlamda &grenme firsatlarmin 6gretmen adaylarinin mesleki gelisimi ve
mesleklerini siirdiirebilmelerine iligkin motivasyonlar1 tizerinde etkili oldugu ortaya ¢ikmaktadir. Dolayisiyla
Ogretmen yetistiren kurumlarda 6grenme firsatlarmm dgretmen adaylarmin mesleki bilgi, inang ve yeterliklerini
gelistirmeleri ve yapilandirmalar1 iizerinde etkili oldugu anlagilmaktadir. Bu anlamda 6gretmen yetistiren
kurumlarda sunulan 6grenme firsatlarinin ne yonde ve ne kadar yeterli oldugu énemli olmaktadir.

Ogrenme firsatlarinin sekillendirilmesinde fakiilte programlarinda yer verilen dersler ve icerikleri, 6gretmen
egitimcileri, kiiltiire]l normlar ve egitim politikalarmm &nemli bir role sahip oldugu goriilmektedir. Oyleyse
mesleki agidan donanimli olarak yetistirilmesi beklenen 6gretmen adaylarmin bu yonde yetismelerinde 6grenme
firsatlarmm rolii dikkate alindiginda, fakiiltelerde onlara sunulan firsatlarin belirlenmesi olduk¢a onemlidir.
TEDS-M (Teacher Education and Development Study in Mathematics) projesi (6gretmen adaylarinin 6gretme
bilgisi, matematik hakkindaki inan¢lar1 ve deneyimlediklerini 6grenme firsatlarini genis bir cercevede arastiran
kapsamli uluslar arasi yiiriitiilen bir proje) kapsaminda yapilan ¢aligmalarda farkli iilkelerde dgretmen egitimi
kurumlarinda matematik 6gretmeni adaylarma sunulan firsatlara iliskin mevcut durum farkli boyutlar acisindan
yansitilmis ve hangi boyutlarda &gretmen adaylarmm Ogrenme firsatlarma ne derecede sahip olduklar
arastirilmistir. Proje kapsaminda farkli boyutlar ele alinmis olup bu boyutlar; tiniversite diizeyi, okul diizeyi,
matematik egitimi/pedagojisi, genel egitim/pedagoji dersleri, ¢ok kiiltiirlii siniflarda okul deneyimi ve
ogretmenlik uygulamasi, 6gretmen egitimi programimin tutarlihigi olarak siralanmustir (Tatto ve ark., 2008, s. 84-
90). Konig, Ligtvoet, Klemenz ve Rothland (2017) Almanya ve Avusturya’da 6gretmen egitimine yonelik
programlarda sunulan 6grenme firsatlarmm 6gretmen adaylarinin pedagojik alan bilgilerine etkisini inceleyen bir
aragtirma yapmuslardir. Bu arastirmada Ogretmen adaylarmin pedagojik alan bilgisini aciklamada &grenme
firsatlarmm Snemli oldugu belirtilmistir. Ayrica ayni ¢alismada 6gretmen egitiminde Ogretimin niteligi ve
Ogrenci 6grenmelerine (is birligi, arastirmaya dayali vs.) yonelik firsatlarin da géz 6niinde bulundurulmasi
gerektigini belirtmislerdir.

Genis kapsamli bir TUBITAK projesinin bir pargasi olarak ilk yazarm yiiriitiiciiligiinde gerceklestirilen
projede (Celik, 2016), Tiirkiye’deki egitim fakiiltelerinde 6gretmen adaylarina sunulan 6grenme firsatlart TEDS-
M projesinde kullanilan Slgekler kapsaminda incelenmistir. Bu bolgelerden elde edilen verilerle 6gretmen

adaylarinin algilari, “liniversite diizeyinde matematik 6grenme firsatlar1”, “okul diizeyi matematik 6grenme
firsatlar’”, “matematik egitimi/pedagojisi ogrenme firsatlar1” ve “genel egitim/pedagoji dersleri (konularr)
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Ogrenme firsatlar1” boyutlarinda ortaya konulmustur. Arastirma sonuclarmma gore, verilerin toplandigr 21
tiniversitede Ogretmen adaylarina sunulan 6grenme firsatlarinin farkliliklar icerdigi tespit edilmistir. Bu
dogrultuda bazi iiniversiteler ve bdlgeler dgrenme firsatlar1 agisindan iist grupta yer almustir. Ust gruplarda yer
alan bolge ve tiniversitelerde sunulan 6grenme firsatlarmimn nitel yaklagimlarla derinlemesine incelenmesi ve alt
grupta yer alan bolgelerden neden farklilastigi 6nemli olmaktadir. Bu sonug, tniversitelerde &gretmen
adaylarinin algiladiklar1 6grenme firsatlar: arasinda farkliliga neden olan faktorlerin ne oldugunun belirlenmesi
ihtiyacin1 ortaya ¢ikarmustir. Ogretmen adaylarina sunulan 6grenme firsatlarmi etkileyen faktorlerin
belirlenmesinde ilgili programin yapisi, igerigi ve kapsami hakkinda bilgi sunacag: diisiincesiyle anabilim dali
baskanlarmin goriisleri de onem tasimaktadir. Bu nedenle bu ¢aligmada asagidaki problem ciimlesine cevap
aranmigtir:

Llkégretim matematik égretmeni adaylarina sunulan ogrenme firsatlart ve anabilim dali baskanlarimin
sunduklart égrenme firsatlarina iliskin gériisleri nelerdir?

1.1. Cahsmanin Amaci

Bu caligmada Tiirkiye’deki devlet iiniversitelerinin ilkdgretim matematik 6gretmeni adaylarina sunduklari
O0grenme firsatlar ile anabilim dali bagkanlarinin 6gretmen adaylarina sunduklar1 bu firsatlarla ilgili goriislerinin
belirlenmesi amaglanmistir. Bu amag¢ dogrultusunda &gretmen adaylarmma sunulan 6grenme firsatlart cesitli
faktorler agisindan incelenerek karsilagtirilmis ve anabilim dali baskani o6gretim {yelerinin 6gretmen
yetistirmeye yonelik oneri ve elestirileri resmedilmistir.

2. Yontem

[Ikogretim matematik 6gretmeni adaylarma sunulan égrenme firsatlarinin ve dgretim iiyelerinin bu firsatlarla
ilgili gorislerinin belirlenmesini amaglayan bu ¢alisma betimsel nitelik tasimakta olup, ¢alismada nitel arastirma
yontemlerinden durum ¢aligmasi (Case Study) yontemi kullanilmistir. Durum ¢aligmasi kullanilmasinin nedeni,
tniversitelerin  0gretmen adaylarma sunmus olduklart 6grenme firsatlar1 6zelinde ¢aligilmasidir. Durum
caligmasi, aragtrmacilarin calismaya iligkin durumlarmn 6zeline inerek daha detayli incelemelerine firsat
vermektedir (Aytagli, 2012).

2.1. Orneklem

Bu caligmanin 6rneklemini, 6 devlet tUniversitesinin ilkdgretim matematik Sgretmenligi anabilim dali
baskanlar1 olusturmaktadir. Bu anlamda 6rneklem proje (Celik, 2016) kapsaminda yer alan 21 {iniversite
icerisinden belirlenmistir. Bahsi gecen proje ilk yazarm yiiriittiigii genis kapsaml bir TUBITAK projesidir.
Projede kullanilan veri toplama araglarindan biri TEDS-M c¢alismasinda kullanilan, yaymlanmig ve kullanimi
konusunda izin alinmis “Ogrenme Firsatlar1 Olgekleri” dir. Bu dlgeklerden elde edilen veriler analiz edilmis ve
Ogretmen yetistiren kurumlarm sundugu 6grenme firsatlarina iliskin 6gretmen adaylarmm algilar, “liniversite
diizeyinde matematik Ogrenme firsatlar1”, “okul diizeyi matematik O6grenme firsatlar”, “matematik
egitimi/pedagojisi 6grenme firsatlar1” ve “genel egitim/pedagoji dersleri (konular1) 6grenme firsatlarr” seklinde
ortaya konulmustur. Bu ¢alisma ise projede 6zellikle bolgeler diizeyinde farklilik gdsteren ama ayni zamanda
bolgesini temsil eden {iiniversitelerin egitim fakiiltelerinin ilkogretim matematik 6gretmenligi anabilim dali
baskanlari ile yiiriitiilmistiir.

Projede programlarda sunulan tiim firsatlar1 gérme imkéani bulduklarindan dolay:r ilkdgretim matematik
Ogretmenligi programi son sinifta okuyan 6gretmen adaylari ile ¢alisiimistir. Projede 6rneklem olarak Tiirkiye
Istatistiki Bolge Birimleri smiflandirmasi Diizey 1°deki 12 bolge dikkate almarak (TUIK, 2015) tabakah
ornekleme yoluyla 21 {iniversiteden 1386 dgretmen adayi belirlemistir. Bu bolgeler TR1, TR2, ..., TR9, TRA,
TRB, TRC olarak belirtilmis (Ornegin, TRA bolgesindeki iiniversiteler TRAU1, TRAU2 seklinde kodlanmustir).
Calisma sonucunda O6grenme firsatlar1 agisindan genel olarak {iist ve alt gruplarda yogunlasan bdlgeler
belirlenmis (TR1, TR2, TR7, TRS, TRA ve TRC) ve bu bdlgelerin durumunu temsil eden iiniversiteler (TR1U]1,
TR7U1, TR2U1, TR8U1, TRAU2, TRCU1) bu ¢aligmanin kapsamina alimmustir. Siniflamada yer alan bélgeler,
bu bolgelerde katilan dgretmen adaylar1 sayilari ve bu ¢aligmanin kapsamma alinan tiniversiteler Sekil 1’de
gosterilmistir.
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Bélgeler » Katihimcilar: TR1- 37, TR2->97, TR3-> 185, TR4->30, TR$-> 59, TR6> 101, TR7> 216, TR§> 62
TR9 255, TRA- 209, TRB-> 44, TRC91
Toplam Katnhimei: 1386

Sekil 1. Orneklemin bolgelere gore dagilimi

2.2.Verilerin Toplanmasi

Bu c¢alismanimn verileri, anabilim dali baskanligi goérevinde bulunan 6 6gretim elemani ile yapilan yari
yapilandirilmis miilakatlardan elde edilmistir. Anabilim dali bagkanlarina 6gretmen adaylarina sunulan firsatlarla
ilgili goriislerini ortaya koyacak sekilde sorular yoneltilmistir. Bu sorular belirlenirken Celik (2016) projesinde
ogrenme firsatlar1 ile ilgili kullanilan Olgeklere (iiniversite diizeyinde matematik, genel pedagoji, okul
matematigi, matematik pedagojisi) paralel olmasma dikkat edilmistir. Ornegin, iiniversite diizeyinde matematik
Olcegine paralel olarak Ogretmen adaylarina verilen alan dersleri ve bu derslerin igerigine iligkin sorular
yoneltilmistir. Hazirlanan sorular farkli arastirmacilar tarafindan incelenerek miilakat sorularma son hali
verilmistir. Yar1 yapilandirilmis miilakatlarda, anabilim dali baskanlarinin anabilim dalinin alt yapis1 (6gretim
elemanlarinin uzmanlhk alani-sayisi, fakiilte veya programlardan alman destekler; materyal, bilgisayar veya
teknoloji), alan-alan egitimi-genel pedagoji dersleri (derse giren 6gretim elemanlarmin uzmanhgi, ders igerikleri
ve uygulamalar1), 6gretmenlik uygulamasi (okul-6gretmen belirlenmesi, uygulamalar), programlarin islenis ve
yiriitiilmesine iligkin 6neri ve elestiriler ile ilgili goriisleri alinmistir.

2.3. Verilerin Analizi

Alt1 anabilim dali bagkani ile yapilan goriigmeler kayit altina alinmig ve transkript edilmigtir. Veriler
transkript edildikten sonra nitel veri analiz teknigi olan igerik analizine tabi tutulmustur. Goriismelerden elde
edilen verilere yonelik analizler iki arastirmaci tarafindan birlikte yapilmig ve kodlamalarla ilgili anlasmazlik
veya fikir ayrilig1 olmasi durumunda tartisilmis ve ortak bir karara varilana dek bu tartigmalar devam etmistir.
Bu kodlamalarda tiniversitelerde sunulan 6grenme firsatlarina iligkin temalar ve bu temalara ait alt temalar
belirlenmistir. Verilerin analizinde ise 6gretim elemanlarinin uzmanlik alanlar1 (6gretim elemanlarinin sayisi,
fakiilte veya programlardan aliman destekler, materyal, bilgisayar veya teknoloji imkani), programlardaki
derslerin uygulanisi, okul deneyimi ve ogretmenlik uygulamasi derslerinin uygulanmasi (okul-6gretmen
belirlenmesi, uygulamalar), Ogretmen yetistirmeye yonelik Oneri ve elestiriler seklinde kategoriler
olusturulmustur.

3. Bulgular
Bu kisimda aragtirmanin verilerinden elde edilen bulgular, ama¢ dogrultusunda sunulmustur. Buna gore ilk

olarak, goriisme yapilan iniversitelerin ilkogretim matematik ogretmenligi programlarinda 6grenme firsati
olarak 6gretmen adaylarina sunulan derslerin listesi olugturulmus ve Tablo 1°de verilmistir.
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Tablo 1. Orneklemde yer alan iiniversitelerde ilkogretim matematik 6gretmenligi programlarinda okutulan dersler

Universite-Simif Seviyesi TR1U1 TR701 TR2U1 TR8U1 TRAU2 TRCU1
Dersler 2 3 4 1 2 3 4 1 2 3 4 1 2 3 4 1 2 3 4 1 2 3 4

Matematiksel Yapilara Giris
Fizik 1-11 X X X X X
Analiz I11 X X X X X
Matris Kurami X

Fizik 111 X

Diferansiyel Denklemler X X X X X X
Genel-Soyut Matematik X X X X X
Geometri X X X X X

Lineer Cebir I-11 X X X X X
Analitik Geometri I-11 X
Istatistik ve Olasilik I-1l
Cebire Giris X
Elementer Sayr Kurami X

1

Analiz I-11 X X X X X X
X
X

Alan

x
X[ X | X [X
X[ X|X[X

x

x

Geometri Ogretimi X

Matematik Ogretimi I-11 X

Ozel Ogretim Yoéntemleri 1-11 X X X X X
Olasilik ve Istatistik Ogretimi X
Fen ve Matematik Egitiminde

Arastirma Y ontemleri

Bilgisayar Destekli Matematik

Ogretimi

Fen ve Matematikte Olgme ve

Degerlendirme

Fen ve Matematik Egitiminde

Alan Arastirmasi

Ogretmenlik Uygulamas1

Semineri

Matematikte Giincel Konular X

Oryantasyon* X X
Okul Deneyimi-Ogretmenlik
Uygulamast

Dogrusal Programlama X

Alan Egitimi

Egitim Bilimlerine Girisg X X X X X X

Egitim Psikolojisi X X X X X X

Rehberlik X X X X X X
Olgme ve Degerlendirme X X X X X
Sinif Yonetimi X X X X X X
Tiirk Egitim Sistemi ve Okul
Y ontemi

Ogretim ilke ve Yontemleri X X X X X X

Ozel Egitim X X X X
Ogretim Teknolojileri ve
Materyal Tasarimi*

Genel Pedagoji

Tiirkce I-11 X X X X X X

Tiirkiye Cumbhuriyeti Tarihi I-11 X

Topluma Hizmet Uygulamasi X X X X X X
Yabanci Dil I-11 X X X X X

fleri Ingilizce I-11 X

Atatiirk Ilke -Inkilap Tarihi I-11 X X X X X
Yabanci Dil-1 -1l Almanca X

Bilim Tarihi X X X X X
Sosyoloji X

Temel Bilgisayar” X X X X X X
Bilgisayar Il
Bilgisayar II Uygulamalari X

Bilimsel Aragtirma Yontemleri X X X X X
Matematik Tarihi X X
Matematik Felsefesi X

Tiirk Egitim Tarihi

Genel Kiiltiir

x
x
x
x

WX [X|X
x
x

Seg¢meli Ders Sayisi 2 4 2 2 1 3 3 2 4 2 1

*[lgili derslerin ismi {iniversitelere gore farklilik gésterebilirken ortak bir ders adi altinda birlestirilmistir.

Universitelerin ders icerikleri incelendiginde agirlikli olarak matematik alan dersleri 2. ve 3. smuf
seviyelerinde verilmektedir. Son smifta ise agirlikli olarak arastirma, alan egitimi dersleri yer almaktadir. Ilk y1l
genel olarak 6grencilere Genel Matematik ve Soyut Matematik bunlarin diginda genel kiiltiir (Bilgisayar, Tiirk
Dili (Yazili-S6zlii Anlatim), Atatiirk Ilkeleri ve Inkilap Tarihi), genel pedagoji (Egitim Bilimine Giris, Egitim
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Psikolojisi) yer verilmektedir. Se¢gmeli dersler icin genellikle genel kiiltiir veya alan egitimi dersleri tercih
edilmekte, bu dersler 2. siniftan itibaren yogunlagmaktadir.

Anabilim dali bagkanlar1 genel olarak (TR1U1 harig) ilkégretim matematik dgretmenligi programlarinda
YOK’iin hazirladig1 ¢ergeve programini aynen kullandiklarini ifade etmislerdir. YOK iin ¢ergeve programinda
yer verilen dersleri agtiklarini bunun haricinde eksik gordiikleri noktalar veya gelistirilmesi gereken durumlar
icin se¢meli dersler agtiklarmi belirtmislerdir. Ornegin TR2U1 iiniversitesi 6gretim eleman1 YOK tarafindan
belirlenen ger¢eve programin aynisini kullandiklarint se¢meli dersler belirtilmedigi ig¢in programdaki segmeli
dersleri anabilim dali olarak belirlediklerini soyle ifade etmistir.

Programimiz YOK ’iin ¢ergeve programinin hemen hemen aynisi. Herhangi bir eksik fazla yok ama o
programda se¢meli dersler belirtilmemis onlar bizim tarafimizdan belirlendi.

5 {iniversite YOK’iin gergeve programimi aynen kullandigini belirtirken sadece TR1U1 iiniversitesi cerceve
program diginda bir program uyguladiklarini sdyle belirtmistir.

Biz de Geometri dersi yok Geometri dersi vermiyoruz. Oldugundan az yani dort tane analiz dersi
aldwryoruz bir tane soyut matematik dersi aldwiyoruz toplamda bes alan dersi almis oluyorlar. Analiz
1,2,3,4 derslerini veriyoruz. Ama onlarin icerikleri bazen tiniversite diizeyinde degisebiliyor. Bizim analiz
bir dedigimiz dersi baska bir iiniversitenin Analiz 1-2 sine denk gelebiliyor. Yani daha yogun bir analiz
dersi verildigini bilivorum. Onun yerine Matematik Ogretimi-1, Matematik Ogretimi-1l, Geometri
Ogretimi dersimiz var ayriyeten ve Olasilik-Istatistik Ogretimi dersimiz var. Biz o yontem derslerini dort
farkli ders olarak veriyoruz.

YOK ¢ergeve programinda alan ile ilgili farkli dersler yer almasma karsin 6gretim elemani programlarida
bu alan ile ilgili derslerden sadece bes tanesine yer verdiklerini ifade etmistir. Alan dersi olarak sadece Analiz I,
IL, I, TV ve Soyut Matematik dersi verildigini belirtmistir. Ders i¢erigi ve yogunlugu agisindan farkli oldugu ve
diger tniversitelerden farkli bir program uyguladiklar1 ortaya ¢ikmustir. Verilmeyen alan derslerinin yerine
Geometri Ogretimi, Olasilik-Istatistik Ogretimi, Matematik Ogretimi gibi alan egitimi dersleri actiklarini ifade
etmistir. Ayrica alan ders igeriklerinin diger {iniversitelere gore farklilastigini1 ve daha yogun bir igerigin yer
aldigin1 da eklemistir.

3.1. Universitelerdeki ilkogretim matematik 6gretmenligi programlarinda gorev yapan 6gretim iiyelerinin
uzmanhk alanlan

Anabilim dali baskanlarindan, ayni zamanda {iniversitelerde ilkdgretim matematik Ogretmenligi
programlarinda 6grencilere sunulan 6grenme firsatlari igin programin alt yapisi ile ilgili de goriisleri alinmistir.
Kendilerine alt yap1 kategorisi igin §gretim elemani sayisi ve uzmanlik alanlari, fakiilte veya programlardan
alinan destek, materyal smifi, bilgisayar laboratuvar1 veya teknoloji imkani ile ilgili bilgiler sorulmustur.
[Ikdgretim matematik 6gretmenligi programlar1 kadrosunda TR1U1, TRAU2 iiniversitelerinde sadece alan
egitiminde uzmanhk yapan 6gretim elemanlar;, TRCU1, TR701, TR2U1, TR8U1 iiniversitelerinde alan ve alan
egitimi uzmanlar1 yer almaktadir.

[Ikdgretim matematik 6gretmenligi programinda mesleki yeterlilikler igin alan, alan egitimi, genel pedagoji,
genel kiiltiir, okul deneyimi ve ogretmenlik uygulamasi seklinde mesleki yeterliliklere yonelik dersler
verilmektedir. Zorunlu dersler agirlikta iken se¢meli dersler de yer almaktadir. IIkogretim matematik
ogretmenligi programlarinda yer alan genel pedagoji derslerinin énemli bir kismi egitim bilimleri bolimi
dgretim iiyeleri tarafindan verilmektedir. Ogretim Ilke ve Yontemleri, Olgme ve Degerlendirme dersleri de
egitim bilimleri boliimiindeki 6gretim elemanlari tarafindan verilmektedir.

Anabilim dali bagkanlar1 programdaki bazi dersler icin farkli boliim veya programlardan destek aldiklarini
belirtmistir. 6 iiniversitenin tamammin genel kiiltlir dersleri i¢in ilgili fakiiltelerden, genel pedagoji dersleri igin
ise egitim bilimleri boliimiinden destek aldigi1 goriilmiistiir. Ancak destek alman dersler bazi tiniversitelerde tiim
genel pedagoji dersleri iken bazi {iniversitelerde belirli dersler i¢in bu destege ihtiya¢ duyulmaktadir. Anabilim
dallarmm en az alan egitimi dersleri igin destek aldiklar1 ortaya ¢ikmustir. Ornegin; TR2U1 iiniversitesi alan
egitimi derslerine iliskin destege ihtiya¢ duymadiklarini séyle belirtmistir:

Béliimiimiizde dort tane matematik egitimi alaninda uzmanlhgim yapmis hocamiz var. Hocalarimiz
tarafindan bu dersler paylasiliyor ve tamamen kendileri tarafindan veriliyor, disaridan herhangi bir
destege gerek kalmiyor.

Benzer sekildle TRAU2 iiniversitesinde de alan egitimi dersleri genel olarak ilkdgretim matematik
dgretmenligi anabilim dali 8gretim iiyeleri tarafindan verilmektedir. Ogretim iiyesi ihtiya¢ olmasi durumunda ise
yine alan egitimi uzmani olan matematik 6gretmenligi anabilim dalindan destek aldiklarini sdyle belirtmistir.
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Alan egitimi derslerini hep bizim ilkégretim matematik egitimi boliimiindeki Ogretim iiyelerimiz
vermektedir. Bunun haricinde bazen bilimsel arastirma dersine ortaégretim matematik egitiminden
yardim aliyoruz ama genelde kendimiz halletmeye ¢alistyoruz.

Anabilim dallarinin destege ihtiya¢ duyduklar1 alanlar genel olarak fakiilte igerisinde karsilanmaktadir.
Bunun disinda alan derslerinde genel olarak fen edebiyat fakiiltesinden destek alindig1 belirtilmektedir. Ogretim
iiyelerinin tamam alan egitimi uzmam olan (TR1U1 ve TRAU2), hem alan hem de alan egitimi uzmani olan
(TR2U1, TRCUI) iiniversiteler de anabilim dallar1 alan dersleri i¢in fen edebiyat fakiiltesinden destek aldigm1
ifade etmistir. TR2U1 ve TRCU1 iiniversitelerinde ilkdgretim matematik dgretmenligi anabilim dallarinda alan
uzmanlar1 yer alsa da fen edebiyat fakiiltesinden destek aldiklar1 goriilmektedir. Bunun yaninda alan ve alan
egitimi uzmanlarinm yer aldigi TR7U1 ve TR8U1 alan dersleri igin herhangi bir destek almadiklarmni ifade
etmistir. Ayrica 6gretim elemanlari ile 6gretmen adaylarima program kapsaminda sunduklari fiziksel imkénlar ile
ilgili de konusulmustur. Anabilim dallarinda matematik sinifi, materyal odasi, teknoloji veya laboratuvar gibi
fiziksel alt yapisi ile ilgili sunulan firsatlar farklilik gosterdigi goriilmistiir. Teknoloji donanimi ise ortak bir
fiziksel alt yap1 olarak yer almaktadir. TR7U1, TR2U1, TR1U1 ve TR8UTI iiniversitelerinde materyal odas1 veya
matematik sinifi gibi imkanlar yer alirken TRCU1 ve TRAU2 iiniversitelerinde 6zel bir matematik sinifi veya
materyal odas1 olmadigt goriilmiistiir.

3.2. lIkégretim matematik 6gretmenligi programlarindaki derslerin uygulanisi

Anabilim dali baskanlar1 ile yapilan goriismelerde genel pedagoji derslerinin nasil yiiriitiildiigii lizerine de
goriisleri almmustir. Ogretim elemanlar1 boliimlerde genel olarak ortak bir igerik dogrultusunda derslerin
anlatildigin belirtmistir. Ancak farkli boliimlerde benzer igerigin takip edilmesini olumsuz bir uygulama olarak
degerlendiren 6gretim elemanlar1 olmustur. Ornegin TRCU1 {iniversitesinde dgretim eleman1 genel pedagoji
derslerinin 6nemli oldugunu ancak ders igerikleri ve dersin islenisinde boliimlere gore 6zellestirme olmadigna
dikkat ¢ekmistir. Sinif yonetimi gibi derslerin biitlin boliimlerde ortak bir i¢erik dogrultusunda islenmesini yanlig
buldugunu da ag¢iklamistir.

Ben kesinlikle genel pedagoji derslerinin gerekli oldugunu diisiiniiyorum bir defa en az alan egitimindeki
dersler kadar gerekli oldugunu diisiintiyorum. Ama bu derslerde de Tiirkiye’de alana ozgii bir yapilanma
yok. Mesela, sinif yonetimine hoca giriyor, biitiin sumiflarda ayni seyi anlatiyor. Halbuki bizim fakiiltede
okul dncesinde 6gretmen olacak dgretmen adayr da var suif 6gretmeni olacak olan da var ortaokul
ogretmeni olacak olan da var lise égretmeni olacak olanda var. Ama hepsinde anlattigi sinif yonetimi
ayni.

Alan derslerinin nasil yiiriitiildigii soruldugunda dogrudan anlatim ve &gretmen merkezli bir yaklagimin
hakim oldugu anlasilmaktadir. Alan uzmanlarmin daha cok geleneksel yaklasim ile dersleri yiiriittiigi
belirtiimektedir. Ornegin TR8U1 iiniversitesi Ogretim eleman1 alan uzmaninin derslerde fen edebiyat
fakiiltesindeki gibi anlattiklarini belirtmistir. Ayrica 6grencilere anlatilan konunun éneminden bahsetmediklerine
su sekilde dikkat ¢cekmektedir:

Alan derslerine giren hocalarimiz fen edebiyatta nasil anlatiyorsa burada da éyle égretiyorlar. Ozel bir
uygulama, uyguladiklar: bir sistem yok, énce onu séyleyeyim. Nasil onlara égretmislerse burada da 6yle
ogretiyorlar. Problem su, alan hocalari o dersleri neden ogrettigini 6grenciye agiklamiyor. Konular
bugiin 6gretecegi okul miifredatiyla iliskilendirerek dgretmiyorlar.

Alan derslerinde teorik bilgiler verildikten sonra drnek soru ¢oziimleri seklinde uygulamalar yapildig: da
belirtilmektedir. Ornegin TR2U1 iiniversitesi 6gretim eleman: alan derslerinde once teorik bilgiler verildigi ve
sonrasinda bu derslerde islenen konularla ilgili uygulamalar yapildigimi su sekilde ifade etmistir:

Alan derslerinde genelde sinif ortaminda teorik dersten sonra o teorik dersin uygulama alanlart ile ilgili
bilgiler veriliyor. Dért saatlik bir teorik derse iki saatlik bir uygulama veya haftada ii¢ saatlik teorik
derslerimize bir sonraki hafta uygulama dersi seklinde yiiriitiilebiliyor.

[Ikdgretim matematik gretmenligi programlarinda alan egitimi derslerine agirlikli olarak, alan egitimi
uzmanlarinm girdigi anlasilmaktadir. Ozellikle de TR1U1 ve TRAU? iiniversitelerinde alan egitimi derslerine
hep alan egitimi uzmanlarmm girdigi belirtilmektedir. TRAU2 iiniversitesinde béliimdeki alan egitimcilerinin
yetisememeleri halinde OFMAE boliimii alan egitimi hocalarindan destek aldiklarmi 6gretim elemani su sekilde
aciklamaktadir:

Alan egitimi derslerini hep bizim ilkégretim matematik egitimi boliimiindeki dgretim iiyelerimiz bunun
haricinde bazen bilimsel arastirma dersine ortadgretim matematik egitiminden yardim aliyoruz ama
genelde kendimiz halletmeye ¢alistyoruz. Matematik egitim semineri, bilimsel arastirmaya ben giriyorum.
Matematik ve Yasam yine boliim i¢inden hocamiz giriyor. Yani alan egitimindeki tiim derslerimize
matematik egitimcileri giriyor. Ilkégretim, ortadgretim karisik ama ¢ogunu biz kendi icimizde
paylastyoruz.
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Bu anlamda TRAU?2 iiniversitesinde alan egitimi derslerinin tamamna alan egitimi uzmanmin girdigi
belirtilmektedir. TR8U1, TRCU1, TR2U1, TR7U1 iiniversitelerinde ise alan egitimi dersleri agirhikh olarak alan
egitimi uzmanlar1 tarafindan verilmektedir. Ancak 6gretim elemanlarinin programlarinin yogun olmasi veya ders
gorevlendirmelerinin yetismemesi durumunda boliim igerisindeki alan uzmani hocalari da bazi alan egitimi
derslerine girmektedir. Alan uzmani 6gretim elemanlar1 genellikle Matematik Tarihi (TR7U1, TRCUI),
Matematik Felsefesi (TRCU1, TR7U1), Matematik ve Yasam (TR8U1) gibi alan egitimi derslerine girmektedir.

Alan egitimi derslerinin hemen hemen iiniversitelerde ortak bir yapida islendigi goriilmektedir. Ogretim
elemanlar1 derslerde genellikle ilk olarak teorik bilgilerin sunumu daha sonra smif i¢i uygulamalar seklinde bir
yol izlediklerini belirtmektedir. Genellikle alan egitimi derslerinde hocalarin dgrencilere etkinlikler, ¢aliyma
yapraklari, cesitli uygulamalar gibi 6devler verilerek bu Odevleri yapmalar1 ve bir sonraki derslerde smif
ortaminda tartigmalar1 istenmektedir. Ornegin TRAU?2 {iniversitesinde dgretim eleman iki donem verilen dzel
Ogretim yontemleri dersinde ilk donem etkinlik nasil hazirlanir ve konu nasil anlatilir seklinde teorik bilgiler
verildigini ifade etmistir. Ikinci dénem ise 6grencilere matematik dgretim programindan kazanimlar verilerek bu
kazanimlarin 6gretimi i¢in 6dev hazirlamalarina yonelik uygulamalar yapildigmi agiklamaktadir.

Ozel Ogretim-1'de tamamen kendisi anlatiyor. Herhangi bir konu nasil anlatilir? Bir etkinlik nasil
hazirlanir? Hangi etkinlikler kullamilir? dive anlattigini biliyorum. Ikinci donem ise ézel égretim
yontemleri 2’de bu ogretmis oldugu teorik bilgileri ogrencilerden uygulama olarak istiyor. Mesela diyor
ki sen altinci simif oOgrencilerine kesirlerde islemleri nasil anlatirsin, bunu materyal dersiyle de
destekleyebilir.

3.3. Okul deneyimi ve 6gretmenlik uygulamasi derslerinin uygulanmasi

[Ikdgretim matematik 6gretmenligi anabilim dalinda yer alan okul deneyimi ve dgretmenlik uygulamasi
dersleri icin fakiilte-okul isbirligi gerceklestirilmektedir. Ozellikle de bu dersler kapsammda uygulamalarin
yapilacagi okullarin belirlenmesi, uygulama 6gretmenlerine karar verilmesi, uygulama gruplarinin olusturulmasi
ve uygulamalardan sorumlu 6gretim elemanlarinin gorevlendirilmesi seklinde birbirini takip eden bir siireg
islenmektedir. Bu siiregte okullar ve uygulama 6gretmenleri fakiiltelerde dekanlik veya boliim tarafindan rastgele
secimlerle belirlenmektedir. Bu belirlemelerde genellikle 6grencilere ve sehir merkezine ¢ok uzak olmayan
okullar segilmesine dikkat edildigi anlasiimaktadir. Ornegin TR8UI {iniversitesinde dgretim elemani okul
deneyimi ve Ogretmenlik uygulamasi dersleri kapsaminda okul fakiilte is birliginin saglandigindan
bahsetmektedir. Ayrica 6grencilerin daha ¢ok sehir merkezinde oturmasi sebebiyle merkeze yakin okullar
belirlemeye ¢alistiklarini belirtmistir.

Okul fakiilte biz sadece ogretmenlik deneyimi ve uygulamasi miinasebetiyle bir iliskimiz var. Su var
genellikle ogrencilerimizin oturdugu semt merkezimiz. Hem de bir¢cok okullarimizin oldugu yerdir.
Ogrencilerin hocalart okula yakindir. Dolayisiyla yakin olan okullart se¢erek miimkiin oldugunca isi
kolaylastirmaya ¢alisiyoruz.

TR1U1 iiniversitesinde dgretmenlik uygulamasi ve okul deneyimi i¢in okullar belirlenirken farkli bir yol
izlendigi goriilmektedir. Diger iiniversitelerde uygulamalar i¢in devlet okullar:1 segilirken bu iiniversitede
genellikle uygulamalar i¢in 6zel okullarin se¢ilmesine dikkat edilmektedir.

Ogretmenlik uygulamasi ve okul deneyimi dersleri kapsanminda istemeleri halinde boliimdeki biitiin 6gretim
elemanlarina uygulama gruplari verilmektedir. Bu durumda sadece alan egitimi uzmanlar1 degil alan uzmanlar1
da okul deneyimi ve Ogretmenlik uygulamasi gruplari alabilmektedir. Bazi tiniversitelerde dgretim elemani
basina daha az 6grenci diiserken (TRCUI1, TR2U1 iiniversitelerinde 6-10 arasi sayida dgrenci), bazilarinda ise
dgretim elemanlarma daha ¢ok sayida (TRAU2, TR1U1, TR7U1, TR8U1 iiniversitelerinde 10’dan fazla sayida
dgrenci) 6grenci verilmektedir. TR1U1 iiniversitesinde ise dgretmenlik uygulamasi dersi kapsaminda yer alan
tim gruplar tek bir 6gretim elemani tarafindan takip edilmekte ve bu durum 6gretim eleman: i¢in giicliik
olusturmaktadir. Ogretim elemanlar1 genellikle YOK de yer alan ortak icerik dogrultusunda bu derslere iliskin
uygulamalari sekillendirdiklerini belirtmektedir.

Ogretmenlik uygulamas: ile ilgili genellikle okullarda belirlenen icerikler dogrultusunda etkinlik ve
uygulamalar yapilmaktadir. TR1U1 {iniversitesinde Ogretmenlik uygulamasi dersi kapsaminda yapilan
uygulamalarmm daha genis kapsamda oldugu goriilmektedir. TR1U1 iiniversitesi 6gretim eleman ders iceriginde
degisiklikler yaptiklarini, bazi1 konular belirleyerek 6grencilerin gdzlemler yapip rapor yazmalarini istediklerini
belirtmektedir. Dersi veren hocanin kendine gore bir uygulamasi oldugunu, ilk olarak mikro 6grenme
yaptiklarmi1 daha sonra uygulama yapmalarmi isteyen bir yaklasim sergilemektedir. Uygulama o6gretim
elemaninin staj okullarinin tamamina gitmeye c¢alistigmi ve daha sonra dgrencilerle gdzlemleri iizerine
konustugunu belirtmistir.

Biz degistiriyoruz icerigi temalar segiyoruz. Simif yonetimi olabiliyor bazen 6gretmenin giinii olabiliyor
boyle temalar belirleyip onlar iizerine gozlem yapwp raporlar yazmalarimi istiyoruz. Orada ders
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uygulamasi yapmak zorunda degiller. Ama yine de eger firsat bulursaniz mutlaka yapmaya ¢alisin
diyoruz. Hocamizin kendine gére bir uygulamast var. Hocanin yaklasuimi daha ¢ok yapilandirici yaklasim
ama illa bunu yapacaksiniz diye diigiindiigiinii sanmiyorum. Ogrenciler tercih ediyorlar zaten once mikro
o6grenme yapip ondan sonra onu uyguluyorlar. Sonra da oturup hocayla birlikte tartisiyorlar. Hocamiz
her okula hemen hemen kendi gitmeye ¢alistyor. Gittikten sonra 6grencileriyle yarim saat bir saat oturup
gozlemin nasil gittigini anlatiyor ve epey yoruluyor bildigim kadariyla.

Bazi {iniversitelerde (TR2U1, TRAU2, TRCU1) 6gretmen adaylar1 veya ogretim elemanlarindan okul
deneyimi ve 6gretmenlik uygulamasi siirecinde uygulama okulu ve uygulama 6gretmenlerini degerlendirmelerini
istemektedir. Bir sonraki dénemde okullarin veya dgretmenlerin belirlenmesi i¢in bu tiir degerlendirmelerde
bulunmalar1 istenmektedir. Bununla birlikte yeni yapilan diizenlemelerde Ogretim {iyelerinin Ogretmen
adaylarmin daha fazla ders saatine iliskin ders anlatimlarini izlemeleri ve bunun i¢in de uygulama okullarina
daha sik gitmeleri beklenmektedir.

3.4. Qlkogretim matematik 6gretmenligi anabilim dah baskanlarinin 6gretmen yetistirmeye yonelik
onerileri

Anabilim dali baskanlarinin ilkdgretim matematik O6gretmenligi programlar: hakkindaki goriisleri ele
alinirken dgretim elemanlar1 programin etkililigi, daha iyi olmast igin gesitli dnerilerde bulunmuslardir. Ogretim
elemanlar1 uygulama derslerinin nicelik ve niteliginin artirilmasi (okul deneyimi + 6gretmenlik uygulamasi),
alan egitimine 6zgii spesifik derslere (problem ¢6zme, cebir 6gretimi vb.) programlarda yer verilmesi, pedagoji
derslerinin alan egitimi uzmanlar1 tarafindan verilmesi (igerigin alana indirgenmesi agisindan), Ogretim
elemanlarinin niteligi (6gretmenlik deneyimi veya sahaya inme), ders igeriklerinin standartlastirilmasi, temel
kavramlarin ele alinmas1 temalar1 altinda 6neriler sunmuslardir.

Uygulama derslerinin nicelik ve niteliginin artirdmasi: Ogretim elemanlar1 gériismelerde okul deneyimi ve
ogretmenlik uygulamasi dersleri i¢in programda 6n goriilen ders saatlerinin az oldugunu belirtmislerdir.
Meslekleri agisindan bu uygulamali derslerin saatlerinin daha fazla olmasi gerektigi konusunda tiim &gretim
elemanlarinin hem fikir olduklar1 goriilmiistiir. Ornegin; TRAU2 {iniversitesinde dgretim elemani uygulamali
derslerin niceliginin artirilmasina 6nerisi su sekildedir:

Okul deneyimi 1°i birinci sinifta mi ya da iigiincii sunif ikinci doneme mi koyarlar. Okullarda 1 ve 2’nin
olmas1 gerekiyor. Hatta ogretmenlik uygulamasina bir yil boyunca gidecek ogretmenlik yapacak son
swmifta.

Ogretim elemani okul deneyimi ve dgretmenlik uygulamasi gibi derslerin saatlerinin artirilmasi gerektigine
dikkat ¢ekmistir. Uygulama derslerinin niteliginin artirilmasi ile ilgili dnerilerde ise staj derslerinin yiirtitiilmesi,
uygulama dgretmenlerinin segimi ve donamimli olmasi gibi noktalara odaklanmuglardir. Ornegin TR8UI
iiniversitesinde 6gretim elemani asagidaki onerileri yapmustir:

Ogretim elemani, uygulama égretmeni ve 6gretmen adayt iigii de koordineli, birbirini destekleyici sekilde
davranmast lazim ki maalesef burada da basarisiziz onu séyleyeyim. Ve staj programini sadece son
swifta degil iicte, ikide en azindan baslatarak ogrencilerimizi sinifa sokmamiz gerekiyor.

Ogretim eleman1 burada uygulama derslerinin yiiriitiilmesinde &nemli rol iistlenen ogretim elemani-
dgretmen-6gretmen adaymin koordineli olmasi gerektigine dikkat ¢ekmistir. Ogretim elemaninmn bu nerisinde
uygulama derslerinin niteligini artirmada is birligini dnemsedigi anlagilmaktadir. Ayrica uygulama derslerinin
sadece son smifta degil daha erken siniflardan baslayarak devam etmesi onerisinde bulunmustur. Bu anlamda
Ogretim eleman1 uygulama derslerinin daha erken smiflarda baglamasi gerektigini belirterek niceligin
artirilmasina dikkat ¢ekmistir. Uygulama derslerinin niteliginin artirilmasmna iliskin en ¢ok 6neride TR7U1
iiniversitesi 6gretim elemant bulunmusgtur:

Kesinlikle 6gretmenlik uygulamast ve okul deneyimi dersleri ciddiyetle ve usta ¢irak iligkisiyle
yiiriitiilmesi lazim. Bu calisma kapsaminda her tiirlii performansin yapilmasi lazim. Okul deneyiminde
dersleri dinlemeleri, sadece dinlemeleri degil sonuglar: oturup konusmalari gerekiyor.

Ogretim elemam derslerin ciddi bir sekilde yiiriitiilmesi ve koordineli galisilmas1 gerektigini belirtmistir.
Ayrica derslerde Ogretmen adaylarmin sadece dinleyici olarak degil de goézlemledikleri uygulamalar:

tartigmalarint da Onermistir. Ogretim elemant uygulama derslerinin yiiriitilmesi agisindan niteliginin
artirilmasina dikkat ¢ekmistir:

Eger bir dgretmen arkadasimizin yanina aday égretmen gonderiliyorsa bu dgretmenlerin titizlikle
secilmesi, tecriibe ve yeterliligine bakilmasi lazim.

Boylece, 6gretim elemant uygulama 6gretmenlerin se¢iminde gesitli kriterlerin olmast gerektigini belirterek
Ogretmenlerin deneyimlerine ve yeterliliklerine de dikkat ¢ekmistir.
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Alan egitimine 6zgii derslere programlarda yer verilmesi: Ogretim elemanlar: ilkdgretim matematik
ogretmenligi programlarinda yer verilen derslerde alan egitimi derslerinin artirilmasi, bazi spesifik alan egitimi
derslerine -problem ¢dzme, cebir dgretimi vb.- yer verilmesini 6nermislerdir. Ornegin TRAU?2 iiniversitesinde
Ogretim eleman1 asagidaki onerileri ifade etmistir:

Bazi dersler ¢ikarilip alan egitimi derslerinin artmasi gerekir. Simdi programumizda matematik tarihi,
bilim tarihi, egitim yonetimi tarihi, matematik felsefesi, Tiirk egitim sistemi ve tarihi gibi bes dersimiz
var. Bu derslerin besi de aymi icerikli ve benzer sekilde anlatiliyor. Programda bunlar ikiser saatten
toplamda on saat. Bu bes ders birbiri icerisinde yogrulabilir, tek derse diistiriilebilir. Onun yerine
problem kurma ve ¢dzme, matematiksel modelleme, kavram yanilgilari gibi derslerin daha mantikli
oldugunu diisiiniiyorum. Diigiiriilmese bile problem kurma, modelleme, kavram yanilgilari, ogretim
yontemlerine yonelik derslere yer verilmeli.

Ogretim elemani programdaki bazi derslerin gikarilarak yerine alan egitimi derslerinin konulmasi gerektigini
belirtmistir. Ozellikle de problem kurma, modelleme, kavram yanilgilar1 gibi alan egitimi derslerine yer
verilmesini Gnermistir.

Pedagojiye yonelik derslerin alan egitimi uzmanlar: tarafindan verilmesi: Ogretim elemanlarmin pedagoji
derslerinin alan egitimcileri tarafindan verilmesi gerektigi yoniinde Onerilerde bulunduklari gorilmistiir.
Ogretim elemanlar1 6zellikle de 6gretim ilke ve yontemleri, dlgme ve degerlendirme, siif yonetimi derslerinin
alan uzmanlar1 tarafindan verilmesi gerektigini diisiinmektedir. Ornegin TR1U1 fiiniversitesinde ogretim
elemaninin pedagoji derslerine alan egitimi uzmanimnin girmesi yoniindeki 6nerisi su sekildedir:

Yani bu ol¢me-degerlendirme, ilke ve yontemler, sinif yonetimi gibi derslerin ézellesmesi gerekiyor alana
ozgii hocalar olmali. Cok genel aliyorlar. Okul oncesine, orta égretim matematige giden dgrencide ayni
hocadan ayni sinif yonetimini alryor. Tabi ki aynt degil herkesin yasadigi problemler farkli. Dolayisiyla
bunlarin daha alana 6zgii ya da daha birbirine yakin alanlarin bir araya getirilip yapilmast daha uygun
olacaktir.

Ogretim elemam alana 6zgii olmasi igin pedagoji derslerine alan egitimi uzmanmin girmesi gerektigini
diisinmektedir. TRCU1 iiniversitesinde 6gretim elemani da pedagoji derslerine alan egitimi uzmanlarinin
girmesi gerektigini 6rnek iizerinden soyle agiklamigtir:

Ama bu derslerde de bana gore Tiirkiye'de bir spesifiklesme yok dersi veren agisindan. Mesela, sinif
yénetimine hoca giriyor, biitiin siiflarda aymi seyi anlatiyor. Halbuki bizim fakiiltede okul éncesi, sinif
ogretmeni, ortaokul 6gretmeni olacak olan dgretmen adayt da var lise 6gretmeni olacak olanda var. Ama

hepsinde anlattigi sinif yonetimi ayni. ... Yonetmek icin derse giris baglaminda da aymi seyi
yapamazsiniz. Birinde baska bir sey yapmaniz, lisedekini motive etmek i¢in daha farkli argiimanlar
kullanmaniz gerekiyor.

Ogretim elemam farkli sinif seviyelerinde ¢alisacak 6gretmen adaylarmin smif yonetimi ile ilgili dikkat
etmeleri gereken durum ve 6grencilere davraniglarinin degisecegi gerekgesiyle pedagoji derslerine alan egitimi
uzmanlarinin girmesi gerektigine isaret etmektedir.

Ogretim elemanlarimn niteligi: Ogretim elemanlar1 dgretmenlik uygulamasi dersini yiiriiten 6gretim
elemanlarinin  6gretmenlik deneyiminin olmasi veya okullarda yapilan uygulamalardan haberdar olmasi
gerektiginden bahsetmektedir. Ornegin TR8U1 iiniversitesindeki dgretim elemaninmn bu konudaki goriisleri
asagidaki gibidir:

Staj derslerini yiiriiten 6gretim elemanlarimin da egitimci olmasi, suifta ders anlatmis olmast lazim.
Bir¢ok hocamiz hayatinda égretmenlik yapmamis. Herhangi bir sinifa girip ders dgretmedigi icin bir
derste nelere dikkat etmesi lazim, sinif yonetiminde...

Goriildigii gibi 6gretim elemani dgretmenlik uygulamasi derslerini yiiriiten 6gretim elemanlarmin da
Ogretmenlik deneyiminin olmasi gerektigine dikkat c¢ekmektedir. Okulda gorev almayan, bir sinifta ders
anlatmayan bir 6gretim elemaninin 6zellikle de 6gretmenlik uygulamast gibi alana 6zgii bir dersi yiiriitmede
faydali olmadigina dikkat cekmektedir. Ogretim elemanlar1 onerilerinde ilkdgretim matematik &gretmenligi
programlarindaki derslere -6zellikle de alan egitimi ve pedagoji derslerine- miimkiin oldugu kadar alan egitimi
uzmanlarinin girmeleri gerektigini vurgulamaktadir. Ornegin TRCU1 iiniversitesinde &gretim elemani alan
derslerine de alan egitimi uzmaninin girmesini $oyle dnermektedir:

Ozel 6gretim yontemleri dersini aldiktan sonra 6grenci diyor ki bana bu ders lazim égretmen oldugumda.
O zaman ben Analiz dersini niye aldim bu kadar? Bunun sebebinin soyle oldugunu diisiiniiyorum. Analizi
de bir alan egitimcisi verse bu diisiincenin ortadan kalkacagini, yine egitim boyutuyla daha fazla
yaklasacagini diistiniiyorum.
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Ogretmen adaylarmin alan derslerini nigin 6grenmeleri gerektigini sorguladiklarmi ve bu derslere de alan
egitimi uzmanlarinin girmesiyle bu tiir sorgulamalarm giderilebilecegini diisiinmektedir. TR8U1 {iniversitesi
Ogretim eleman1 da asagidaki gibi bir 6neride bulunmustur:

Ama egitim derslerine de egitimci hocalarimizin girmesi lazim. Kesinlikle egitim derslerine egitim, piir
derslere piir hocalarimin girmesi kanaatindeyim. Kigi bilgi, deneyimi nerede iyiyse uzmanlik alani neyse
kendi alanina girmeli.

Ogretim eleman1 egitim derslerine egitim hocalarinm alan derslerine ise alan uzmani hocalarm girmesi
gerektigini diisinmektedir.

Bu oneriler disinda bazi 6gretim elemanlari ise daha spesifik &nerilerde bulunmustur. Ornegin; TRCU1
iiniversitesinde 6gretim eleman1 Tiirkiye’de ilkdgretim matematik 6gretmenligi programlarinda yer alan ders
iceriklerinin standart olmasimi onermistir. Ogretim elemani farkli {iniversitelerde ayni dersin farkl icerik ve
yaklasimlarla verildigini ve ders igeriklerinin standart hale doniistiiriilmesi gerektigini belirtmektedir.

Yani KTU de bilgisayar destekli matematik égretimi farkli bir icerikte verilivor diyelim ki ODTU de
daha baska veriliyor Dicle’de farkl veriliyor yani ortak bir sey yok. Bana gore bunlarin ortaklastirilmast
gerekiyor.

TR7U1 6gretim elemani ise alan konusunda &gretmen adaylarinin eksikliklerine dikkat cekmistir. Bu
eksiklikleri gidermek i¢in temel matematik kavramlari dersine yer verilmesini 6nermektedir.

Benim alan konusunda gordiigiim en biiyiik eksiklik 6grencilerimiz liseden formiil ezberleyerek
geliyorlar. Bu yiizden ilkogretim matematik boliimiinde belki temel diizeyde kapsam itibari ile lise
diizeyinde olabilir ornegin temel matematik kavramlar diye bir dersin konulmasini zorunlu goriiyorum.

3.5. ilkégretim matematik 6gretmenligi programi anabilim dah baskanlarinin 6gretmen yetistirmeye
yonelik elestirileri

Anabilim dali bagkanlarmin ilkdgretim matematik O6gretmenligi programlar1 hakkindaki goriisleri ele
alinirken 6gretim elemanlar1 programin etkililigi, dersler, derslerin yiiriitiilmesi vb gibi konular ile ilgili
elestirilerde bulunmuslardir. Ogretim elemanlar1 program ile ilgili goriislerinde elestirilere daha ¢ok yer
vermistir. Ogretim elemanlar1 alan egitimine ydnelik derslerin yetersizligi, uygulama derslerinin niteligi ve
niceligi ile ilgili problemler, 6gretim elemanlarinin nitelik ve nicelik agisindan eksikligi (uzmanlik alanlar1 ve
derslere verilen 6nem), alan derslerinin nicelik ve niteligi, alan ve pedagoji derslerinin yiiriitiilmesi, ders icerigi
ve islenisin standart olmayisi, derslerin programdaki yerleri ile ilgili elestirilerde bulunmuslardur. Ogretim
elemanlarinin elestirilerinin genellikle dnerileri ile paralel oldugu goriilmiistiir. Ornegin 6gretim elemanlar1 alan
egitimi derslerinin yetersizligi elestirisinde bulunurken ayni zamanda programda alan egitimine yonelik derslerin
artirilmasi seklinde bir 6neri de sunmuslardir.

Alan egitimine yonelik derslerin yetersizligi: Ogretim elemanlar1 alan egitimi derslerinin programda yeteri
kadar olmadigmi diisiinmektedir ve bu ydnde elestirilerde bulunmuslardir. Ornegin TRAU2 iiniversitesinde
Ogretim eleman1 alan derslerinin yeterli ancak alan egitimi derslerinin yetersiz oldugu elestirisinde
bulunmaktadir. Alan egitimi ile ilgili programlarinda 11 saatlik bir ihtiyacin oldugunu s6yle belirtmektedir:

Alan derslerimiz bence yeterli ama alan egitimi derslerinde su an sikinti var. Yeterli olmadigini tekrar
soyliiyorum, su an alan egitiminden en az bir on saatlik derse ihtiya¢ var. Bunu matematik 6gretimi 1-2
diye koyabilirsiniz, dzel adlarla ders de koyabilirsiniz.

Ogretim eleman1 bu anlamda programlarda alan egitimi derslerine daha ¢ok yer verilmesine dikkat
¢ekmektedir.

TRCU1 8gretim elemani ise alan egitimi derslerinin dnemli oldugunu belirterek bu derslerdeki eksiklikleri
secmeli derslerle tamamladiklarini sdyle agiklamaktadir:

Biliyorsunuz Tiirkiye'de merkezde miifredat var. Ama ben genel olarak bu alan egitimi derslerinin
gerekli oldugunu diisiiniiyorum. Yeterliligi konusunda da bir esneklik var son yillarda. Istediginiz kadar
se¢meli ders ilan edebiliyorsunuz bu bir esnekliktir. Eger yeterli gormiiyorsaniz takviyeler yapabilirsiniz.
Biz bunu se¢meli ders acarak gosterdik.

Ogretim eleman iiniversitelerde genel olarak YOK cergeve programmin kullanildigini ve alan egitimi ile
ilgili programda gériilen eksiklikleri segmeli derslerle tamamladiklarini belirtmektedir. Benzer sekilde TR2U1
iiniversitesi 6gretim elemant da asagidaki ifadeleri kullanmistur:

Simdi bu YOK'iin ¢erceve programinda bazi eksiklikler vardi ama onlart se¢meli dersler araciligiyla
tamamladik. Mesela cebirsel diisiinmenin gelisimi gibi bir ders koyduk bilgisayar destekli matematik gibi
bir ders koyduk. Seg¢meli dersler kapsaminda matematiksel temel kavramlar, matematikte kavram
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yanilgilar: diye bir dersimiz var yani bu sekilde se¢meli dersleri diisiinerek bu gordiigiimiiz eksiklikleri
tamamladik.

Alan egitimi dersleri ile ilgili YOK cerceve programinda gordiikleri eksiklikleri secmeli dersler yardimiyla
tamamlamaya calistiklarini ifade etmistir. Alan egitimi derslerinin az olduguna isaret ederek ¢ergeve program ile
ilgili elestiride bulunmustur.

Uygulama derslerinin niteligi ve niceligi ile ilgili problemler: Ogretim elemanlar1 uygulama derslerinin
yiriitiilmesi ve ders programinda ayrilan ders saati ile ilgili elestirilerde bulunmuslardir. Uygulama derslerinin
niteligi ile ilgili 6gretim elemanlar1 daha ¢ok uygulama 6gretmenlerinin istekli ve bilgili olmasi, dersi yiiriiten
ogretim elemanlarmin okul ile iligkilerini elestirmislerdir. Ornegin TR1U1 6gretim elemaninin uygulama
ogretmenlerinin istekliligi ile ilgili elestirisi su sekildedir:

Gittikleri yerlerde de sikinti olabiliyor. Onlara gercekten bir seyler dgretmek isteyen Ggretmenlerin
olmasi gerekiyor.

Ogretim elemani staj okullarinda uygulama dgretmenlerinin dgretmen adaylarma bilgi ve deneyim aktarma
anlaminda gergekten istekli olmalar1 gerektigini diisiinmektedir. Bu noktada uygulama 6gretmenlerinin bu derse
ve Ogretmen adaylarma bakis agilarinda gordiigii eksikliklerden bahsederek dersin niteligini elestirmistir. Ayni
zamanda 6gretmenlik uygulamasi kapsaminda akademisyenlerin okullarla daha fazla iletisim halinde olmalar1 ve
bu derse daha ¢cok zaman ayirmalari gerektigini ifade etmistir. Ogretim elemani akademisyenlerin de gerektigi
kadar okul ile ig birligi olmamasmin uygulamalarin niteligini etkiledigine s6yle dikkat ¢ekmektedir:

Bizim okullara biraz daha inmemiz lazim akademisyenler olarak. Okullarla simiflarla olan iliskimizin
kuvvetlendirilmesi gerekiyor.

TRCU1 fiiniversitesi 6gretim eleman1 ise dgretmenlik uygulamas1 dersinin niteligi iizerine akademisyen ve
uygulama 6gretmenlerine yonelik sdyle bir elestiride bulunmustur:

Bir kere ne dgretmenler ne de akademisyenler bence bu konuda ¢ok yeterli degiller. Okuldaki 6gretmen
gelen arkadasa nasil yardimci olabilivim ya da onu yeterli duruma getirebilmek icin neler yapmam
gerekiyor diye bir kaygi tasimiyor. O bana bir yardimct geldi gibi diistiniiyor hemen bos dersime
gondereyim vs. boyle bir diisiincesi var. Cok yanlis. Okuldaki hoca da, alan egitimcileri disinda dersleri
yiiriitenler de diyeyim, diyor ki bu kek bir ders ben bu dersten ne kadar ¢ok alirsam benim igin o kadar
iyi olur. Rahat olurum gitme, bir sey yapma zorunlulugu yok. Dénem sonu gelince okuldaki 6gretmenin
gonderdigini sisteme giriyorlar, isi bitirmis oluyorlar.

Ogretim eleman: ilk olarak uygulama derslerinin yiiriitiilmesi agismmdan akademisyenler ve Ogretmenleri
yeterli géormedigini belirtmektedir. Uygulamalarm yetersizligini, 6gretmenlik uygulamasinda gorev alan 6gretim
elemanmi “Ogretmen adaylarma nasil faydali olabilirim?” amacimn1 tasimadiklar1 yoniinde elestirmistir. Burada
O0gretim eleman d6gretmenlerin uygulamalar ile ilgili istekli olmamasina ve bilgi ve deneyimini aktarma roliinii
ustlenemedigine dikkat ¢ekmektedir. Ayrica, baz1 6gretim elemanlarinin rahat oldugu diisiincesiyle 6gretmenlik
uygulamas1 dersini vermek istemelerini de elestirmektedir. Benzer sekilde TR8U1 6gretim elemani da alan
uzmanlarinin 6gretmenlik uygulamasi dersini yiiriitmeleri ile ilgili s6yle bir elestiride bulunmaktadir:

Hadi iki gruba birine ben digerine de diger alan egitimi uzmani arkadasimiz peki kalan gruplara kim
girecek? Alan uzmanlart... Iki grup sanshiysa diger gruplar sanssiz olacak ve istedigimiz verimi elde
etmek miimkiin degil. Sacayaginda ogretim elemani, okul 6gretmeni ve 6grenciden biri eksik oldugu
zaman basarili olmasi miimkiin degil.

Alan egitimi uzmani sayisinin yeterli olmamasi nedeniyle bazi gruplarda bu dersi alan uzmaninin
yurhittiiginii belirterek bu gruplarin sanssiz oldugunu dile getirmektedir. Alan uzmanlarmin dersi yiiriitmesini
dogru bulmayip verimli olmayacagmi diisiinmektedir. Ogretim eleman: eksikliginin  dgretmenlik
uygulamalarmin niteligini etkiledigi elestirisinde bulunmaktadir. Ayrica 6gretim eleman1 uygulama derslerinin
niteligini 6gretim elemani basina diisen 6grenci sayisini da etkiledigini dile getirmektedir:

Her hocamin iizerinde 15 dgrenci vardir ama bu miktar ¢ok fazladir. 15 ogrenciyi bir hocanin
gozlemlemesi, uygulamay dinlemesi, her giin gitmesi bazen imkdnsizdir.

Bir akademisyenin 15 06grenci ile yeteri kadar ilgilenemeyecegini, saymin fazla oldugunu belirterek
uygulamalarin niteligini 6grenci sayisinin ¢ok olmasmimn etkiledigine dikkat ¢ekmektedir. Nitekim &gretmen
yetistirme kurumunun yaptigi yeni diizenlemede bu say1 8‘e diisiiriilmiistiir. Ogretim elemanlarinin uygulama
derslerinin niceligi ile ilgili elestirileri daha ¢ok ders saatinin smirli olmasi, ders saatini az bulma seklindedir.
Ornegin TR1U1 iiniversitesi 6gretim elemani uygulama dersleri ile ilgili en 6nemli problemlerden biri olarak
dersin son sinifta sikistirilmig bir programla verilmesini sdyle belirtmektedir:
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Temel sikintilardan birisi yetersiz sayi olarak sadece son seneye sikigtirilmis bir okul deneyimi ¢ok yeterli
olmuyor. Gittikleri yerlerde de sikinti olabiliyor.

TRS8U1 6gretim elemani sadece son smifta staj verilmesini 6nemli bir eksiklik olarak gormektedir.
Finlandiya’da dort yil boyunca staj verildigini belirterek iilkemizde staj derslerine ayrilan zamanin az oldugunu
diistinmektedir. Sinirli bir ders siiresinde yapilan uygulamalarin gergek olmadigina sdyle isaret etmektedir:

Hangi noktada eksigimiz var dersek, staj bizim en énemli noktamiz. Finlandiya 4 yil dgrencilerine staj
verirken biz maalesef sadece son swnifta veriyoruz ve sumirli sekilde gergeklesiyor. Gergek bir staj
programi degildir.

Ogretim elemanlarimin nitelik ve nicelik a¢isindan eksikligi: Ogretim elemanlar1 anabilim dali kadrolarindaki
dgretim elemani sayisinin yetersiz olmasini dezavantaj olarak gordiiklerini belirtmislerdir. Ogretim elemani
sayismin az olmast ise derslere giren 6gretim elemanmin niteliginin ¢ok sorgulanamamasina sebep olmustur. Bu
yiizden elestirilerde en ¢ok alan egitimi uzmanmin girmesi gereken derslere egitim bilimleri bolimiinden
hocalarin veya alan uzmanlarin girmesi ile ilgili problemlerden bahsedilmistir. Ayrica dgretmenlik uygulamasi
dersi i¢in dgretim elemani sayisinin az olmasi ve farkli sebeplerden 6tiirii alan uzmanlarinin da yiiritmesinin
olumsuz yanlarindan bahsetmislerdir. Ozellikle de TR8U1 ve TR1U1 iiniversitelerinde &gretim elemani
sayisinim yetersizligi ile ilgili problemlerden bahsedilmistir. TR1U1 iiniversitesinde 6gretim elemani alan egitimi
ile ilgili dersleri agamadiklarini, alan egitimi uzmaninin girmesi gereken bazi derslere farkli bolimlerden
hocalarin girmek zorunda kaldigin1 belirtmistir.

Yani yeterlik anlaminda fena degil ancak imkdan olsa bazi se¢meli dersler agmak istiyorum. Onu
kadrodan dolay: yapamiyoruz. Mesela rasyonel sayilar, kesirler tizerine bir donemlik bir ders yapilabilir
¢linkii icerisinde anlatacak ¢ok sey var. Problem ¢6zme hepsinin igerisinde var ama bunun igin ozel bir
ders olsa problem ¢ozme stratejileri verilse iyi olur. Az dnce bahsettiginiz se¢meli derslerin hi¢birini
acacak durumda olamiyorum. Ug kisiyiz bir béliim baskam, biri dekan biri dekan yardimcisi. O yiizden
acamiyoruz. Gonliimden gegen bu tarz dersleri agabildigimiz zaman béliim se¢meli olarak daha
stmwrlandwrilmig bir havuz icerisinden almalarini isterim.

Ogretim elemani alan egitimi ile ilgili bazi se¢meli dersleri agmak istediklerini ancak ogretim elemani
sayismin yetersiz olmasi ve 6gretim elemanlarmin idari gorevleri nedeniyle boyle bir girisimde bulunmadiklarini
belirtmistir. Ayrica genel pedagoji derslerinin tamamini egitim bilimleri boliimii hocalarinin verdigini belirterek
Olgme degerlendirme, sinif yonetimi vb. gibi derslerin alana 6zel verilmesi gerektigi elestirisinde bulunmustur.
Bu derslere alan egitimi uzmanlarinin girmemesini ise dgretim elemani sayismin yetersiz olmasi ile soyle
aciklamaktadir:

Evet, alternatif olcme ve degerlendirme dersi seklinde bu alana ézel olarak veriyoruz. Ashinda sinif
yonetimi ve diger derslerin de oyle olmasi gerektigini diisiiniiyoruz ancak kadro yetmedigi icin
yapamiyoruz.

TR8U1 &gretim elemani ise alan e@itimi uzmaninmn sayica az olmasmin 6gretmenlik deneyimi olmayan
akademisyenlerin 6gretmenlik uygulamasi derslerine girmelerine sebep olduguna soyle dikkat cekmektedir:

En biiyiik problemimizin basinda ilgili 6gretim elemanimiz var onu séyleyeyim. Ogrenciler stajda bir kez
maksimum iki kez ders anlatir. Tiim tecriibesi odur maalesef ve bunlart yonlendirecek 6gretim elemani
sayimiz yoktur. Bunlarda neyi nasil yapacagimi, dogrusunun yanhsimin ne oldugunu bilecek, yol
gosterecek hoca stkintumiz vardir.

Ogretim elemani sayisinin az olmasindan dolay1 dgretmenlik uygulamasi derslerinin yiiriitiilmesi ile ilgili
problemlerden bahsetmistir. Ogretim elemani sayisinin az olmasmin bu tiir uygulamalar: yiiriitebilecek nitelikte
olmayan hocalarm bu derslere girmelerine sebep olduguna dikkat ¢ekmektedir. Ogretmenlik deneyimi olmayan,
bu yonde niteliklere sahip olmayan kisilerin bu dersleri yiiriitmelerini dogru bulmadigini ise sdyle agiklamistir:

Kulavuzun iyi olursa kendini giivenilir hissedersin, ozgiivenin de artar. Dolayisiyla birinci eksikligimiz
yeterli ogretim elemant eksikligi altini ¢iziyorum piircii degil. Bir¢ok egitim fakiiltesinde piircii
arkadaglar bu derse giriyor ve hayatlarinda hi¢ ortaokul, ilkokul, lise ogretmenligi yapmamus. Kitaptan
okuyarak ve anlatarak ogretmenlik olmaz, 6gretmen yetistirilmez. Meslegini sevmeyen, istemeye istemeye
giden, para kazanayim diye derse gelen hocalarimiz var. Onu su¢lamiyorum ama 6yle oldugu zaman bir
basaridan, nitelikli bir matematik 6gretmenliginden bahsetmek miimkiin degil. Benim de o6gretmenlik
uygulamasi grubum var ama sadece bir kismina bilgi ve deneyimimi aktarabilirim. Ama digerlerine ayni
bilgi ve deneyimleri anlatan hi¢ onunla ilgisi olmayan hocalar. Derse girmemissin, bir problemle
karsitlasmamussin, senle benim bir olmamiz miimkiin degil.

Ogretim elemani meslegini sevmeyen, dgretmenlik deneyimi olmayan, gerekli nitelige sahip olmayan
akademisyenlerin Ogretmen adaylarma katki saglayamayacaklarmi belirtmistir. Ozellikle de maddi ¢ikar
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gerekcesiyle veya goniilsiiz olarak bu meslegin siirdiiriilemeyecegine dikkat cekmektedir. Ogretim elemant,
derslere gereken dnemin verilmesi ve bu meslegin siirdiiriilmesine yonelik 6gretim elemanlarini elestirmektedir.
TR7U1 6gretim elemani ise dgretmen yetistirme konusunda egitim fakiiltelerinde hocalarm ciddi bir bilgi
birikimi ve deneyime sahip olmalar1 gerektigini belirtmistir. Sadece bilgi aktariminin yeterli olmadigina dikkat
¢ekerek Ogretim elemanlariim niteligi ile ilgili agsagidaki gibi bir elestiride bulunmustur:

Egitim fakiiltelerindeki hocalarin ogretmen yetistirme konusunda ciddi tecriibelerinin olmasi lazim.
Teorik bilgi aktararak bu is yiirtimiiyor. Sil bastan diisiiniilmesi ve hangi ortamda iyi bir dgretmen
yetistirilir sorusuna cevap verilmesi, ¢oziim gelistirilmesi lazim.

Alan derslerinin nicelik ve niteligi: Ogretim elemanlari, ilkdgretim matematik dgretmenligi programi igin
alan derslerinin sayismin fazla oldugunu belirterek alan derslerinin niceligi ile ilgili elestiride bulunmuslardir.
Bazi derslerin bu programda verilmemesi gerektigini diistinmiislerdir. Ayrica alan derslerinin iyi yapilandirilmis
bir sekilde sunulmamasi halinde derslerin amacina hizmet etmedigi seklinde goriis bildirmislerdir. Ozellikle de
dogrudan bilginin aktarimi seklinde olmasi ve konularin nig¢in Onemli oldugu ve mesleklerinde veya
yasamlarinda ne islerine yarayacagi ile ilgili iliskilendirilmeler yapilmamasi bu derslerin niteligi ile ilgili
elestirileri de beraberinde getirmektedir. Ornegin TRAU?2 iiniversitesi dgretim eleman programdaki alan dersi
sayisinin yeterli oldugunu diisinmektedir. Ancak alan derslerinin daha fazla olmasmna gerek olmadigini da
belirtmektedir.

Bence alan derslerinin daha az olmast kétii olur ¢iinkii alani da iyi bilmemiz gerekiyor, su an derslerin
yeterli oldugunu diisiiniiyorum. Fazlasi da zararl eksigi de zararli. Bence dnceden ¢ok fazlaydi. Mesela
diferansiyel denklemler 1-2 vard: biz onu diferansiyel denklemler diye 4 saate indirdik. Kompleks 1-2
vardi simdi sadece kompleks bence alan dersi su anda yeterli. Bundan az olmast kétii olur bundan fazla
olmasi da ilkégretim matematik ogretimi icin fazla olacagin diigiiniiyorum.

Alan derslerinin niteligi ile ilgili 6gretim elemanlar1 en ¢ok derslerin iglenisine dikkat ¢ekmektedir. Derslerin
dogrudan anlatim, sadece teorik bilgilerin aktarimi seklinde yiiriitiilmesinin beraberinde nitelik ile ilgili soru
isaretlerini getirdigi belirtilmektedir. Ornegin TR8U1 {iniversitesi 6gretim elemani1 alan derslerinde bir konu
anlatilirken ni¢in 6nemli oldugunu, 6grencilerin bu konuyu neden Ogrenmeleri gerektigini ve okullardaki
programlarla nasil bir iligkisi oldugunun vurgulanmasi gerektigini belirtmektedir. Alan derslerinde dogrudan
anlatimin yapilmasi teorik bilgiler veya dogrudan ispatlara dayali dersler yiiriitiilmesini alan derslerinin niteligini
etkilemesi agisindan elestirmektedir.

Problem su, alan hocalart o dersleri neden égrettigini, cisim grup halkayi niye é6grettigini, onu bugiin
ogretecegi okulun miifredatiyla iligkilendirmekte zorlaniyor demeyeyim hi¢ égretmiyorlar. Teorem ispat
tizerinden gittigin takdirde 6grenci bunu kendi dgretecegi matematikle iligkilendirmekte zorlaniyor. Piir
derslere giren hocalarimizin anlattigi konunun muhakkak ne sekilde ortaya ¢iktigimin altint ¢izmeleri
gerek. Direk verdigin takdirde ¢ocugun motivasyonunu diisiirmekle birlikte neden ogreniyoruz diye
soruyor.

TR2U1 iiniversitesi 6gretim elemani ise alan derslerinin ¢ok énemli oldugunu sdyle belirtmektedir:

Ben bir alanct oldugum icin alan derslerinin ¢ok iyi verilmesi gerekiyor. Ogrencilerin ¢ok biiyiik
eksiklikleri var liseden nerdeyse bos geliyorlar. Hatta yanlhs bilgilerle geliyorlar. Onlarin muhakkak
diizeltilmesi gerekiyor, alan bilgilerine hakim olmalari gerekiyor.

Ogrencilerin alan ile ilgili yanls bilgilerle veya gerekli alt yapiya sahip olmadan geldigine dikkat cekmistir.
Bu yanlis bilgilerin diizeltilmesi gerektigini belirterek alan derslerinin daha nitelikli olmasina isaret etmektedir.

TR1U1 6gretim elemani ise programlarinda yer alan matematik ders igeriklerinin daha agir olmasi
gerektigini s0yle ifade etmektedir:

Matematik derslerinin biraz daha agir olmasi gerekir programda. Diger tiniversitelerde daha fazla ve
yogun matematik aldiklarini biliyorum.

Ogretim elemani alan derslerinin programda daha yogun yer almasi gerektigini belirtmektedir. Bu anlamda
alan derslerinin i¢eriginin daha yogun olmasi gerektigi seklinde elestiride bulunmaktadir.

Ders igeriklerinin uygulanisinda bir standardin olmayisi: Programlarda ortak olarak yiiriitiilen dersler yer
alsa da 6gretim elemanlar1 bu derslerin farkli iiniversitelerde farkli i¢eriklerde veya yaklasimlarda islenebildigi
ile ilgili elestirilerde bulunmuslardir. Ornegin TRCUI iiniversitesi dgretim elemani iiniversitelerde okutulan
ortak dersler i¢in ortak icerik yer alsa da igerigin islenisi ve uygulanmasmda ortak bir standart olmadigmni
belirtmektedir.

Mesela gretim ilke ve yontemleri, olgme ve degerlendirme dersleri icin ortak bir i¢erik ama piir
matematikgilerle ilgili yaptigim elestiri aslinda alan egitimcileri i¢in de gegerli. Resmiyette tabi ki igerik
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var. Ama icerigi uygulamada birbirimizden ¢ok farklilagiyoruz. Bagka iiniversiteden bir arkadasla
konustum. Onlar ve biz ¢ok farkli veriyoruz.

Derslerin programdaki yerleri: Ogretim elemanlar1 en ¢ok derslerin programlardaki yerleri ile ilgili
elestirilerde bulunmuslardir. Ozellikle de programda bazi derslerin erken verildigine dikkat gekmislerdir. Ayrica
okul deneyimi ve 6gretmenlik uygulamasi derslerinin sadece son smifta olduguna ve programda sikistirilmis
olarak yer aldigina dikkat ¢ekmislerdir. Ornegin TRAU2 iiniversitesi gretim elemani okul deneyimi dersinin
sadece son smifta verilmesi gerektigini ve programin diizenlenerek birinci sinifta da okul deneyimi dersinin yer
almasi gerektigini soyle belirtmistir:

Onceden birinci sumf ikinci doneminde bu okul uygulamas: 1 diye gegiyordu sonra kaldirdilar. Ben geri
gelmesi taraftariyim ciinkii ¢ocuklar bu derste ne olacaklarini gériiyorlar. Karar veriyorlar ben bu
meslegi yapabilir miyim diye psikolojik agidan da ¢ok énemliydi. Ogretmenlik Uygulamast dersi ise
tamamen aktif olarak. Bence okul uygulamasi 1 dersini bir daha diisiinsiinler bir daha koyulmasi
gerekiyor, dgretmenlik uygulamast dersinin de dordiincii  swifin  tiim  dénemine yayilmasi
diigtincesindeyim.

Ogretim elemam okul deneyimi dersinin birinci smifta baslamasi gerektigini belirtmektedir. Ayrica
ogretmenlik uygulamasi dersinin de son smnifta tim yila yayilacak sekilde programda diizenleme yapilmasi
gerektigine dikkat cekmektedir. TRAU2 ve TR7U1 iiniversiteleri dgretim elemanlar1 dgretim teknolojileri ve
materyal gelistirme dersinin programdaki yerinin erken oldugu daha ileri dénemlerde verilmesi gerektigini
belirtmislerdir. Ornegin TRAU2 {iniversitesi dgretim elemaninin materyal ve bilimsel arastirma ydntemleri
derslerinin programdaki yeri ile ilgili elestirisi su sekildedir:

Mesela ¢ocuk birinci simifta hi¢hir egitim dersi almadan ikinci simifta materyal tasarumi dersi goriiyor
materyal dersi almasini istiyoruz. Yani ikinci sinifta bulunmamasi gerekiyor bu dersin veya ikinci sinifta
bilimsel aragtirma dersi var ve ¢ocuklar o kadar yabancilar ki bu derslerin yeri dérdiincii sinif.

Ogrencilerin birinci smifta herhangi bir alan egitimi dersi almadan dogrudan ikinci sinifta materyal ve
bilimsel arastirma ydntemleri dersini almalarini dogru bulmadign: belirtmektedir. Programlarda bu derslere son
sinifta yer verilmesi gerektigi yoniinde elestiride bulunmaktadir. TR1U1 iiniversitesi dgretim elemani ise
ogrencilerin alan egitimi ile ilgili derslerle ge¢ tanismalarini sdyle elestirmektedir:

Egitim dersleri aliyorlar birinci siniftan itibaren ancak alan egitimi ile ilgili degiller. Bunun siukintisini
alyyoruz ogrencilerin egitime bakis agist ¢ok farklilastyor. Ogrenciler iigiincii sinifta bizden ders
aldiklarinda egitime olan bakis agilart degisiyor. Dolayisiyla onun biraz ge¢ oldugunu diisiiniiyoruz.

Genel pedagoji derslerini 6grenciler birinci sinifta almaya baslasalar da alan egitimi dersleri ile ti¢iincii sinifta
tanigmalarinin ge¢ oldugunu belirtmektedir. Alan egitimi derslerinin daha erken smiflarda verilmesi gerektigi
yoniinde elestiride bulunmaktadir.

Pedagoji derslerinin  yiiriitiilmesi: Ogretim elemanlar1 pedagoji derslerinin yiiriitiilmesi ile ilgili
elestirilerinde daha ¢ok bu dersleri egitim bilimleri boliimii hocalarinin vermesi ve hangi program olursa olsun
ortak ders igerigi, sinav ve uygulama yapilmasindan bahsetmislerdir. Farkli yas seviyelerinde 6gretmen olacak
O0gretmen adaylarinin pedagoji derslerini alan Oncelikli olarak almalar1 gerektigi yoniinde elestiride
bulunmuslardir. Ornegin TR7U1 6gretim elemani genel pedagoji derslerine egitim bilimleri boliimii hocalarinin
girdigini belirterek sdyle bir elestiride bulunmustur:

Genel pedagoji derslerine giren arkadaslarimiz egitim bilimleri béliimiinden. Egitim bilimlerine giris,
ogrenme psikolojisi, ogretim ilke ve ydntemleri, sinif yonetimi, 6lcme ve degerlendirme dersi. Bu
derslerin genel degil daha alan dncelikli okutulmasi gerekiyor.

Genel pedagoji derslerinin tamamina egitim bilimleri boliimiinden hocalarin girdigini belirtmektedir. Ancak
dgretim elemani bu derslerin alan 6ncelikli okutulmasi gerektigini savunmaktadir. TRCU1 iiniversitesi dgretim
elemani genel pedagoji derslerinin programlarda ortak icerikle yiiriitiilmesini s6yle elestirmektedir:

Mesela, sinif yonetimine hoca giriyor, biitiin siniflarda ayni seyi anlatiyor. Halbuki fakiiltede okul dncesi,
smnif, ortaokul ve lise 6gretmeni olacak olan da var. Ama hepsinde anlattigi sinif yonetimi ayni. Merkezi
smav yapiyor. Aymi sorulari soruyor. Bir hoca ile konustum, dedim ki; hocam siz bunu boyle
yapwyorsunuz ama bence dogru degil. Okul éncesi bir ¢ocugu yonetmekle lisedeki bir ¢ocugu yonetmek
ayni sey degil. Ben okul éncesindeki ¢cocugu biraz sevsem ¢ok hosuna gider. Hatta fiziksel temas daha
¢ok hosuna gider. Lise ogrencisine fiziksel temas yapsan huylamir, rahatsiz olur ama biz teorik olarak
hep aym seyleri anlatiyoruz. Boyle spesifik seyler anlatmiyorsunuz. Ya da yonetmek i¢in aymi seyi
yapamazsiniz. Birinde baska bir sey yapmaniz lisedekini motive etmede daha farkli argiiman kullanmaniz
gerekiyor.
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Ogretim eleman, ortak dersler yer alsa da farkli programlarda derslerin ortak igerikle yiiriitiilmesini hedef
kitlelerin farkli olmasi nedeniyle elestirmektedir.

4. Tartisma ve Sonuc¢

Ogretmen adaylarina sunulan firsatlar, 6gretim elemanlarinin goriisleri dogrultusunda, dersler, derslerin
yiritilmesi, derslere giren 6gretim elemanlarinin uzmanlik alanlari, derslerin niteligi ve niceligi boyutlarinda
tartisilmustir.

4.1. Qlkégretim matematik 63retmenligi anabilim dallarinda yer verilen derslere yonelik bulgularin
tartisilmasi

Orneklemde yer alan {iniversitelerin ilkdgretim matematik dgretmenligi programlarinda yer verilen dersler
incelendiginde, alt1 {iniversitenin besinin YOK ¢erceve programu ile paralellik gdsterdigi ve genel olarak ayni
derslere yer verdikleri goriilmiistiir. YOK gerceve programinda yer almayan, ancak programda olan derslerin ise
se¢meli dersler kapsaminda agildigi ortaya ¢ikmustir. Se¢meli derslerin, genellikle alan egitimi veya genel
kiiltiire yonelik dersler oldugu goriilmiistiir. Bu anlamda se¢meli olarak alan egitimi derslerine yer verilmesi,
O0gretmen adaylarmin mesleki alanlarina yonelik deneyim elde etmeleri ve matematigi 6gretme bilgilerini
gelistirmelerinde etkili olmas1 agisindan énemlidir. Ogretmenlik meslegi igin tanimlanan yeterlilikler arasinda
alan bilgisi kadar alan1 6gretme bilgisine de dikkat ¢ekilmekte ve 6gretmen adaylarinin fakiiltelerde bu yonde
gelistirilmeleri gerektigi vurgulanmaktadir (Baki, 2012; Ball, Thames ve Phelps, 2008). Ogretmen adaylarmna
sunulan firsatlar bakimindan alt grupta yer alan tek iiniversitede YOK cergeve programindan daha farkli bir
icerik yer almasi ¢aligmanin dikkat ¢ekici sonuglarindan biridir. Bu tiniversitede alan egitimi derslerine daha gok
yer verilmekte, sadece bazi temel alan dersleri okutulmaktadir. Alan uzmani 6gretim elemani eksikligi ve
Ogretim elemanlarinin fakiiltelerde farkli idari gérevler yiiriitmeleri nedeniyle ¢cok fazla ders yiikii alamamalar1
gibi faktorlerin acilan dersler iizerinde etkili oldugu ortaya ¢ikmaktadir. Bu anlamda akademisyenlerin idari,
akademik vb. farkli gérevlerinin olmasi, yeterli alan uzmanmin olmayist is yiikii olusturmasi agisindan 6gretmen
adaylarinin mesleki gelisimini destekleyecek farkli derslerin acilmasinda ve derslere alan egitimi uzmanlarinin
girebilmesinde bir engel olusturdugu diisiiniilmektedir. Anabilim dali baskanlar1 her ne kadar yogunluk, yeterli
alan uzmanmm bulunmamasi gibi problemlerden bahsetseler de programlardaki derslere 6zellikle alan egitimi
uzmanlarmin girmesi ve programlarda alan oncelikli derslerin alan uzmanlar: tarafindan okutulmas1 gerektigine
dikkat ¢ekmektedirler.

Ote taraftan YOK, 2018 yilinda 6gretmen yetistiren programlarda okutulan dersleri, iceriklerini ve kredilerini
yeniden diizenlenmis ve yeni ders igeriklerini yaymlamistir (YOK, 2018). Bu diizenleme dogrultusunda tiim
iiniversiteler icin 6gretmen adaylarmin dort yil boyunca almasi gereken dersler ortak olarak belirlenmistir.
Programda yer verilen se¢meli dersler ise tliim {iniversiteler igin ortak bir havuz igerisinden segilmesi
gerekmektedir. Bu anlamda 6grenme firsatlari acisindan farklilagsmalar verilen dersler baglaminda ortaya
¢ikmayacaktir. Ancak programda yer verilen dersler ayni olsa da bu dersleri yiiriiten 6gretim {iyelerinin uzmanlik
alanlari, dersin islenisi ve yer verilen uygulamalar sunulan firsatlardaki farklilasmaya neden olabilir. Nitekim
calismanin 6rnekleminde yer alan bes iiniversitede birbirine daha benzesik bir program takip edilse de derslerin
icerigi, uygulanisi, yasanilan problemler vb. faktorlerin anabilimdali baskanlarinin goriislerinde farkliliklar
olusturdugu goriilmistiir. Bununla birlikte yenilenen programda tiim {iniversiteler icin belirlenen &gretmen
adaylarmin 6grenme firsatlarinin ortak dersler goéz oniinde bulundurularak incelenmesi bu ¢aligmadan elde edilen
sonuglarla ne tiir farklilagsma veya benzerlikler olduguna yonelik bir caligma yapilabilir.

YOK (2018) programinda alan egitimine ydnelik dersler artirilmis ve daha énce bazi programlarda segmeli
ders olarak verilen bu derslere zorunlu olarak yer verilmistir. Bununla birlikte teorik derslerin sayisi ve
saatlerinde azalmaya gidilmis, uygulama dersi saatleri diisiiriilmiistiir. Benzer sekilde Sonmez, Giines ve Gokeek
(2018) de yenilen programda alan dersleri sayisi ve ders saatlerinde azaltmalar olduguna dikkat ¢ekmektedir.
Halbuki bu c¢alismanin sonuglarina gore, 6gretim elemanlar1 genel olarak ilkogretim matematik ogretmenligi
lisans programlarmdaki alan derslerinin yeterli oldugu kanaatindedirler. Buna karsin az sayida da olsa eski
programdaki bazi alan derslerinin ileri diizey oldugu ve gerekli olmadigma yonelik goriis bildiren anabilim dal
baskan1 bulunmaktadir. Bu anlamda YOK tarafindan yaymlanan yeni cerceve program ile dgretim elemanlarmin
alan dersleri ile ilgili goriisleri tam ortiismemektedir. Dolayisiyla yapilan bu diizenlemelerin ¢alismanin sonuglari
dogrultusunda yeniden gézden gegirilmesi Onerilebilir.

Ogretim elemanlar1 programlarda yer verilen dersler ile ilgili goriislerinde bazi derslerin programdaki
yerlerine iliskin elestiri ve &nerilerde bulunmaktadir. Ozellikle de éncesinde bazi temel bilgi ve becerilerin
kazandirilmas1 gereken derslerin programlarda erken siniflarda verilmesini elestirmektelerdir. Materyal
gelistirme ve bilimsel arastirma gibi derslerin daha ileri sinif seviyelerinde verilmesi gerektigini belirtmiglerdir.
Calismada yer alan iiniversitelerin programlar1 incelendiginde sadece iki iiniversitede materyal gelistirme dersi
liglincii sinifta yer alirken, 4 Giniversitede bu ders ikinci sinifta okutulmaktadir. Benzer sekilde bilimsel aragtirma
yontemleri dersi de bes iiniversitede yine ayni sekilde ikinci sinif dersi olarak yer almaktadir. Yenilenen 6gretim
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progran incelendiginde ise Ogretim Teknolojileri ve Materyal Tasarimi dersi Ogretim Teknolojileri, Bilimsel
Aragtirma Yontemleri dersi ise Egitimde Arastirma Yontemleri seklinde yenilenmis ve bu derslere yine ikinci
smifta yer verilmistir. Bu anlamda 6gretim elemanlarinin bu elestirilerinin yenilenen programda da devam
edecegi diisiiniilmektedir. Dolayistyla bu calismanin sonuglar1 dikkate almarak, YOK’iin 6gretmen yetistiren
kurumlarin ders igerikleri veya programdaki yerleri ile ilgili diizenlemelerde egitim fakiiltelerine daha fazla
serbestlik tanimasi dnerilebilir.

4.2. Qlkégretim matematik 6gretmenligi programlarinda derslerin yiiriitiilmesine iliskin bulgularin
tartisilmasi

Anabilim dali baskanlarinin programlardaki derslerin yiiriitiilmesinde en ¢ok elestirdikleri durum, alan
uzmanlarinin derslerinde dogrudan anlatim ydntemini tercih etmeleri olmustur. Bu yontemlerle 6gretmen
adaylarmin alan derslerinde 6grendikleri konular1 yasamlarina nasil transfer edeceklerine iligkin yeterlilik
kazanamayacaklarmi belirtmektedirler. Ozgen ve Obay (2016) calismalarinda 6gretmen adaylarmin matematik
alan ve alan egitimini nasil iligkilendireceklerine dair problemler yasadigini belirtmektedir. Bu problemlerin
temelinde alan derslerinin 6gretmen adaylarinin meslekleriyle iliskisi 6n plana alinmadan anlatilmasi etkili
olabilir. Eraslan (2009) ise matematik Ogretmeni adaylarinin yeteri kadar uygulama yapamadiklarini,
ogrendikleri matematik alan derslerini okul matematigi ile iligkilendiremediklerini ortaya koymustur.
Dolayisiyla, programlardaki derslere agirlikli olarak alan egitimi uzmanlarinin girmesiyle 6gretim yontemlerinde
farklilagmalara sebep olabilecegi diisiiniilmektedir. Her ne kadar 6gretim elemanlarinin biiyiik bir cogunlugu bu
konuda hemfikir olsalar da yeterli alan egitimi uzmani olmadigi i¢in agirlikli olarak alan derslerinde alan
uzmanlarindan destek aldiklarini belirtmektedir.

Bu calismada, 6gretmenlik uygulamasi dersi kapsaminda da anabilim dallarinin, gerekli goriilmesi halinde
farkli program veya boliimlerdeki 6gretim elemanlarindan destek aldiklari tespit edilmistir. Ayrica dgretim
elemanlar1 tarafindan &zellikle Ogretmenlik uygulamasi derslerinde, derslerin yiiriitiilmesinde &gretmen
adaylarina yeterli firsat sunulmadig: diistiniilmektedir. Yapilan ¢caligmalar da 6gretmenlik uygulamasi derslerinde
Ogretmen adaylarmin ders anlatimlari, okul ve 6grencilere uyum saglamalari, zaman ve siire yonetimi ile ilgili
problemler yasadiklarini dogrulamaktadir (Korucu, 2016; Yesilyurt ve Semerci, 2011; Yigit ve Alev, 2005).
Ogretmenlik uygulamas dersi dgretmen adaylar1 agisindan dgretmenlik meslegine yonelik énemli bir deneyim
olsa da bu dersin amacma ulasma konusunda tam olarak etkili olamadigm ortaya koymaktadir. Ogretmen
adaylarina mesleki deneyim ve 6gretim pratikligi ile ilgili etkili deneyimler kazandirmasi gereken bu derste
uygulama gruplart olusturulmakta ve her bir grubun sorumlusu olarak bir 6gretim elemani belirlenmektedir.
Anabilim dali bagkanlari, bazen bu gruplardan alan uzmani hocalarin da sorumlu olabildigini ve 6gretmen
adaylarma 6gretim yontemleri konusunda yeterli deneyimi kazandiramadiklarin1 da ifade etmislerdir. Celikkaya
(2011) ise Ogretmenlik uygulamasi derslerinin verimli olabilmesinde uygulama Ogretmeni ve &gretim
elemanlarina diigen 6gretmen adayi sayisinin az olmasmin daha basarili bir 6gretmenlik uygulamasi siirecine
katkida bulunacagini belirtmektedir. Benzer sekilde Yigit ve Alev (2005) calismalarinda 6gretim elemanina
diisen 6gretmen aday1 sayisinin fazla olmasmin 6gretmenlik uygulamasi dersi kapsaminda 6gretmen adaylarina
katkida bulunma agisindan bir engel olusturduguna dikkat cekmektedirler. Ogretmen yetistirme genel miidiirliigii
ise yapilan yeni diizenlemede 6gretim elemani basma diisen 6grenci sayisinda azaltmaya gitmis ve bir 6gretim
iiyesine dgretmenlik uygulamasi grubu verilebilmesi i¢in dncelikli olarak egitim fakiiltesinden mezun olmak,
dogentligini egitim alanindan almis olmak veya lisansiistii egitim yapmis olmak gibi sartlar getirmistir (YOK,
2018). Bu diizenleme ile 6gretim iiyesi basina diisen dgretmen aday:r sayisinin azalmasi ve egitim fakiiltesi
mezunu Ogretim elemanlarmin dgretmenlik uygulamasi grubu alabilmesinin bu problemleri iyilestirebilecegi
diisiiniilmektedir. Ancak biinyesinde bu sartlar1 karsilayacak 6gretim elemani barindirmayan boliimlerin oldukca
fazla oldugu ve 6grenci sayismin azalmadigi diigiiniildiigiinde, bu sartlarin konulmus olmasinin da dgretmenlik
uygulamasi sorunlarina ¢éziim olamayacagini gostermektedir.

Anabilim dali baskanlarma gore programlardaki genel pedagoji dersleri igin genellikle egitim bilimleri
boliimii hocalarindan destek almmaktadir. Bu derslerin yiiriitiilmesinde ise anabilim dali baskanlar1 en ¢ok,
derslerin iceriginin 0gretim elemanlar tarafindan her program i¢in yeniden diizenlenmemesini elestirmektedirler.
Ozelikle derslerin her programda ortak igerik ve benzer anlatim ydntemi ile anlatilmasi uygun bulunmamaktadir.
Bu anlamda farkli 6gretmenlik programlarinda smif yonetimi, rehberlik, 6zel egitim vb. gibi genel pedagoji
derslerinin ortak bir ders igerigi ile verilmesinin, hedeflenen becerileri 6gretmen adaylarina kazandirmada yeterli
olmayacag1 goriigii hakimdir. Ortak dersler icin 6gretmen adaylarinin bulundugu programin kapsami ve hedef
kitlesi g6z Oniinde bulundurularak ders igerigi ve sunumunda yeniden diizenleme yapilmasiyla bu tiir
problemlerin dniine gegilebilir. Hatta bu tiir dersler i¢in uygulama etkinliklerinin arttirilmasi 6nerilebilir.

4.3. Tlkogretim matematik 6gretmenligi programlarinda derse giren 6gretim elemanlarinin uzmanhk
alanlarina iliskin bulgularin tartisilmasi

[Ikogretim matematik 6gretmenligi anabilim dallarinda derse giren 6gretim elemanlarinmn alan, alan egitimi
ve egitim bilimi uzmanlarindan olustugu goriilmektedir. Agirlikli olarak programlardaki derslere alan ve alan
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egitimi uzmanlar1 girmektedir. Ozellikle de alan derslerine giren 6gretim elemanlariin biiyiik bir cogunlugu
alan uzmam olmaktadir. Baz1 tiniversitelerde bu alan uzmanlar1 dogrudan ilgili anabilim dali kadrosunda iken
bazi liniversitelerde alan dersleri i¢in fen edebiyat fakiiltesindeki alan uzmanlarindan destek alinmaktadir. Alan
derslerine genellikle alan uzmanlar1 girmesi tercih edilirken ilgili anabilim dali kadrosundaki alan egitimi
uzmanlarinm da ilgi alan1 olmas1 ve istemeleri durumunda alan derslerine girebildigi goriilmektedir. Ancak alan
derslerinin biliylik ¢ogunlugu alan uzmanlar1 tarafindan verilmektedir. Buna paralel olarak alan egitimi
derslerinin de geneline alan egitimi uzmanlar1 girmektedir. Benzer sekilde ilgisi olmas1 durumunda alan egitimi
derslerine alan uzmanlarinin da girdigi goriilmektedir. Bu anlamda derslere iliskin gorevlendirmelerde ilgili
alanda uzman 6gretim elemanlarmin girdigi anlasilmaktadir. Bu ¢alisma kapsaminda bazi 6gretim elemanlarinin
derslere iliskin gorevlendirmelerde herkese uzmanlik alaniyla ilgili dersler verilmesi gerektigini belirtmesi de bu
durumu desteklemektedir. Bununla birlikte yeterli akademik kadro saglanmasi durumunda destek alinan derslere
de anabilim dali kadrosundan hocalarmn girmesini arzuladiklari anlasilmaktadir. Bu anlamda anabilim dali
kadrolarinda yeterli 6gretim elemani bulunmadig1 goriilmekte ve ilgili alanda uzmanlasan kisilere olan ihtiyag
ortaya ¢ikmaktadir. Bu anlamda anabilim dallar1 gerekli alt yapt olmasi durumunda bolim disindan destek
aldiklar1 bazi dersler i¢cin anabilim dali kadrolarindan goérevlendirme yapmayi daha ¢ok tercih etmektedir. Bu
tercihin daha ¢ok alan egitimi ve bazi genel pedagoji dersleri i¢in dnemli oldugu anlasilmaktadir. Anabilim
dallarinda genel olarak egitim derslerini egitim bilimleri boliimii uzmanlar1 tarafindan verilmektedir. Ancak baz1
anabilim dal baskanlar1 “Ol¢me ve Degerlendirme” ve “Materyal Gelistirme” gibi derslerin ilgili alan egitimcisi
tarafindan verilmesi gerektigine yonelik goriis bildirmektedir. Bunun aksine egitim derslerinin tamamen egitim
bilimi uzmanlar1 tarafindan verilmesi gerektigi yoniinde goriis bildiren anabilim dali baskanlari da yer
almaktadir.

Yenilenen programda ise genel pedagoji derslerine dncelikli olarak egitim bilimleri boliimiinden 6gretim
elemanlarinin  girmeleri gerektigi belirtilmektedir (YOK, 2018). Bununla birlikte anabilim dallarinda
gorevlendirmeler nasil yapilirsa yapilsin 6nemli olan ilgili dersin amag ve hedeflerini en iyi yansitacak bir ortam
olusturulmasidir. Bu anlamda ders gorevlendirmelerinde, dersin igerigine hakim olan ve 6gretmen adaylarma
ilgili alanda katkida bulunacak 6gretim elemanlar ile eslestirilmesinin daha anlamli olacagi diisiiniilmektedir.
Nitekim Ogretmen adaylarmm almasi gereken bu derslere iligkin deneyimlerinin anlamli olmasi1 ve meslek
yasamlarina aktarilmasinda dersin islenisi de oldukga dnemlidir. Bastiirk (2011) ise ayn1 anabilim dalindan farkli
Ogretim elemanlarinin ayn1 derse girmesiyle degisen ders igerikleri ve islenigine dikkat cekmektedir. Bu anlamda
ders gorevlendirmelerinde oncelikli olarak dgretim elemaninin derse iligkin gerekli alt yapiya sahip olmas1 g6z
Ontine alindiginda dgretimler de daha anlaml ve etkili olacaktir.

4.4. TIkogretim matematik 6gretmenligi programlarinda yer alan derslerin niteligi ve niceligine iliskin
bulgularin tartisilmasi

Arastrma sonucunda anabilim dali bagkani 6gretim elemanlarinin, programlardaki derslerin niteligi ve
niceligine iliskin benzer Oneri ve elestirilerinin oldugu ortaya c¢ikmustir. Elestirilerde genellikle &gretmen
yetistirme siirecinde yer verilen uygulamalarin nitelik ve nicelik olarak eksikliginden bahsedilmektedir. Bu
noktada Ogretmen egitiminde yer alan derslerin nitelik ve nicelik olarak artwilmasi gerektigi 6n plana
¢ikmaktadir. Doganay ve arkadaslar1 (2015)da 6gretmen egitiminde derslerin nitelik ve niceligi ile ilgili
problemlerin yer aldigini belirterek bu sonucu desteklemektedir. Ogretim elemanlar1, derslerin niceligini
elestirirken 6gretmen adaylarinin mesleklerine daha fazla katki saglayacak derslerin artirilmasi gerektigine vurgu
yapmuslardir. Bununla birlikte daha teorik olan ve meslekleri ile daha az iliskili oldugunu diisiindiikleri alan
derslerinin de azaltilmasmni Onermislerdir. Ayrica uygulamali derslerin sayismin ve saatlerin de artirilmasi
gerektigini diisiinmektedirler. Ozellikle de 6gretmenlik uygulamas1 gibi meslege iliskin deneyim kazandirmaya
yonelik derslerin saatlerinin arttirilmasini ve daha ¢ok doneme yayilmasimi Oneren anabilim dali baskanlar1 da
bulunmaktadir. Benzer sekilde Yildirim ve Arhan (2013) yaptiklar1 calismada 6gretmen adaylarina ne bildikleri
ve neler yapabildiklerine yonelik sinif ortaminda imkénlarin verilmesinin 6nemli oldugunu, bu nedenle de
Ogretmenlik uygulamasi dersinin agirhiginin  artirilmasi  gerektigini  vurgulamaktadirlar. Bu  Oneriler
dogrultusunda Ogretmen adaylarmin haftada 6 saat uygulama okullarinda, 2 saat fakiiltede Ogretmenlik
uygulamasma yonelik ders almasinin 6gretmenlik deneyimi kazanmak i¢in yeterli olmadigimi gostermektedir.
Ogretmen adaylarinin uygulama okullarinda bulunma siiresinin ve fakiiltedeki ders saatlerinin arttirilmasiyla
dersin daha etkin olacagi kanaati olusmaktadir. Boéylece 6gretmen adaylarinin ders planlama, sinif yonetimi ve
mesleki deneyim edinmeye yonelik becerilerin gelismesine daha fazla katki saglanabilecektir.

Bunun yaninda ders saatine iligkin artisin derslerden daha nitelikli ¢iktilar elde edilmesine de zemin
olusturacag: diisiiniilmektedir. Bu anlamda nicelik ile ilgili goriisler bir bakima derslerin niteliginin de 6n plana
alinmasi gerektigine isaret etmektedir. Nitelik olarak genellikle derslerin islenigine dikkat ¢ekilmektedir. Nitekim
Bagtiirk (2011) egitim fakiiltesindeki derslerin igerik ve islenisi ile ilgili durumlarin yapilan dgretimin niteligi
konusunda 6nemli bilgiler verdigini belirtmektedir. Bu anlamda derslerin amaca uygun ve 6gretmen adaylarma
onemli deneyimler kazandiracak sekilde yapilandirilmasinin derslerin niteligini artirmada dnemli bir etkisinin
olacag1 anlasilmaktadir. Derslerin nitelik ve niceligi ile ilgili problemlerin ortaya ¢ikmasmda iilkemizde alan
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egitimi konusunda uzmanlasan akademisyenlerin sayilarinin heniiz yeterli olmamasmin etkili oldugu
diistiniilmektedir. Her ne kadar egitim fakdiltelerinde lisansiistii egitim alan dgrencilerin sayis1 giderek artsa da
heniiz egitim fakiiltelerinin ihtiyaci olan yetismis ve donanimli 6gretim eleman: konusunda problemler
giderilmis degildir. Bu durum ise lisansiistii egitimin bireyleri daha nitelikli olarak yetistirecek sekilde olmasi
gerektigine isaret etmektedir. Bu anlamda lisansiistii egitim stirecinde verilen derslerin 6gretim elemanlarinin
alan, alan egitimi ve genel pedagoji bilgilerini gelistirecek nitelikte olmasini saglayacak diizenlemelerin bu
problemlerin iistesinden gelmede 6nemli bir girisim olacagi diisiiniilmektedir.
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Heads of Division’s Evaluation of Learning Opportunities Provided for Prospective
Elementary Mathematics Teachers

1. Introduction

In recent years, the teacher qualities that a teacher should have have been extensively investigated. In this
context, the competencies that teachers should perform are defined in order to design effective teaching activities
and to provide students with meaningful learning as a result of these instructional practices. It is important that
mathematics teachers also possess these qualifications. It is necessary to have the same qualities in prospective
teachers (PTs) who will be the future mathematics teachers. . On the other hand, there are factors affecting PTs’
qualification and quality of education for the teaching profession (Seker, Gorgen, & Deniz, 2011). One of these
factors is the learning opportunities offered to PTs to be educated as teachers by the faculties. Various
researchers highlight that the learning opportunities are effective on the knowledge and beliefs of the PTs
(Blomeke, & Kaiser, 2014a; Tatto et al., 2008, 2012). Tatto et al. (2008) defines learning opportunities as the
learning experiences encountered by PTs within the process of their teacher education programs that shape the
basis of their professional knowledge. In the widest sense, we can define learning opportunities as the expected
service to be provided in teacher training institutions to educate PTs well-equipped in terms of knowledge, skills
and beliefs about their professional career. Learning opportunities are seen as a reflection of the policies
determined for education and the visions based on teacher education institutions (Celik, 2016). Berry, Depeape
and van Driel (2016) points out that appropriate and understandable learning opportunities are needed to in
teacher education support PTs’ learning process. In addition, it is stressed that learning opportunities are
important in terms of providing information for PTs about the knowledge, skills and methods to be followed in
undergraduate programs (Blomeke, & Kaiser, 2014a; Schmidt et al., 2007). In this sense, it is thought that
learning opportunities in terms of the opportunities offered and the training provided reflect the PTs' perspectives
on the teaching profession and contribute to the development. In this sense, it is thought that learning
opportunities in terms offered chances and education in undergraduate programs reflect PTs’ perspective on
teaching profession and provide professional development. Some researchers claim that background of teacher
educators, cultural and educational factors, the curriculum in the faculties, content of the courses and experiences
have important role on the quality of the learning opportunities (Blomeke, & Kaiser, 2014a, 2014b; Schmidt,
Cogan, & Houang, 2014). Flores (2016) draws attention to the complementary feature of the PTs’ experiences
(content knowledge, pedagogy, curriculum, etc.) and the opportunities offered to them. Blomeke and Kaiser
(2014a) states that learning opportunities are directly related to teacher education outcomes. Wijaya, Van den
Heuvel-Panhuizen, Doorman, & Veldhuis (2018), learning opportunities are effective when the factors that play
a role on students' unsatisfactory performance are examined. Examining the reasons of unsatisfactory student
performances, Wijaya, Van den Heuvel-Panhuizen, Doorman and Veldhuis (2018) uncovered learning
opportunities as an important factor. In addition, international comparative studies revealed that learning
opportunities are an important factor in the differentiation of students' achievement in different countries (Tatto
et al., 2008). In this sense, it is understood that learning opportunities are effective on student achievements and
teacher education outcomes.

According to Blomeke and Kaiser (2014b), educational reforms to be made considering concrete evidence
should embrace cultural or educational contributions are offered to PTs in teacher education institutions.
Schmidt, Cogan and Houang (2014) emphasizes that the ultimate goal of the teacher education is to raise the
future teachers well-equipped with the professional knowledge as much as can be done. In this regard, it is stated
that, despite the design of the course contents and practices to provide the necessary knowledge and skills in
universities, such practices may be insufficient in terms of learning opportunities in teacher education (Schmidt,
Cogan, & Houang, 2014). Blomeke and Kaiser (2014a) draw attention that the learning opportunities are
influenced by cultural norms, and are shaped by teacher education institutions and educational policies. The
quality and adequacy of learning opportunities has an important role on the PTs’ achievement as well as
motivation for the teaching profession (Kleickmann et al., 2013). Therefore, it is understood that learning
opportunities affect PTs’ professional development and motivation to sustain their profession. In other words, it
is clear that learning opportunities in teacher education institutions have an impact on the development and
structuring of PTs’ professional knowledge, beliefs and competencies. Thus, it becomes important to investigate
the status of learning opportunities and how sufficient they are.

Courses and their content, teacher educators, cultural norms and educational policies play an important role
in shaping learning opportunities. Therefore, considering the role of learning opportunities in the educating of
PTs professionally, it is very important to determine the learning opportunities offered to PTs at the education
faculties. Teacher Education and Development Study in Mathematics (TEDS-M) project (a comparative project
that investigates the knowledge, beliefs and offered learning opportunities of PTs worldwide) presented a picture
considering different dimensions of the learning opportunities of PTs offered by teacher education institutions
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from different countries and investigated how and what these opportunities that PTs were offered. Within the
scope of TEDS-M project, available learning opportunities were examined in various dimensions: university and
school level mathematics, mathematics education / pedagogy, education and pedagogy courses, school
experience practicum for multicultural classes are listed as consistency of teacher education program (Tatto et
al., 2008, 2012). Konig, Ligtvoet, Klemenz, and Rothland (2017) examined the effect of the learning
opportunities provided by teacher education programs on pedagogical content knowledge of the PTs in Germany
and Austria. As a result, they remarked that learning opportunities are an important component to explain the
pedagogical content knowledge of future teachers. They also suggested considering the quality of instruction and
the learning environments which provide student learning in teacher education programs (cooperative, project
based etc.) as learning opportunities.

As a part of a large-scaled project funded by the Scientific and Technological Research Council of Turkey
(TUBITAK) and carried out under the coordination of the first author (Celik, 2016), learning opportunities
available to PTs at education faculties in Turkey investigated through scales developed by TEDS-M project
team. Findings were presented through the scales of “opportunities to learn tertiary-level mathematics”,
“opportunities to learn school-level mathematics”, “opportunities to learn mathematics education/pedagogy”
and “opportunities to learn general education/pedagogy courses (subjects)”. The results revealed differences in
terms of available learning opportunities between 21 universities. According to the results of the project, some
universities were found to be in the top groups. Therefore, investigating the learning opportunities offered by
universities and regions in the top group and conducting qualitative studies in order to explain the differences
compared to universities in lower groups is thought to be important. In other words, this result has revealed the
need to determine what factors cause the difference between the learning opportunities perceived by PTs in
universities. In determining the factors affecting the learning opportunities offered to PTs, the opinions of the
DHs who can provide detailed information about the program best in terms of its structure, content and are also
important. Thus, current study focuses on the following research question:

What are the learning opportunities offered to prospective elementary mathematics teachers and the opinions
of the heads of the division about the provided learning opportunities?

1.1. The Aim

The present study aimed to determine the learning opportunities offered to PTs at Turkish state universities
and the opinions of the division heads (DHs) regarding to these opportunities. Through this aim, the learning
opportunities offered to PTs were analyzed in terms of various factors in a comparative way, and the suggestions
and criticisms of the DHs towards educating teachers were illustrated.

2. Method

This qualitative study, aiming to determine the learning opportunities offered to PTs and the opinions of the
DHs concerning these opportunities, adopted case study approach which is a research design based on
the descriptive research design. The reason to prefer case study was to investigate the learning opportunities that
universities offer to PTs more detailed aspects. As stated, case studies give opportunities for the researchers to
examine the details related to the study and examine it in more detail (Aytagl, 2012).

2.1. Participants

Participant of this study is consisted of head of division of the elementary mathematic education at six state
universities. Universities were selected among 21 state universities within the scope of the project (Celik, 2016).
The present study is the part of the project funded by The Scientific and Technological Research Council of
Turkey (TUBITAK) and being executed by the first author. One of the data collection tools employed in this
project is the “Learning Opportunities Scale”, published within the framework of the TEDS-M study, and
official permission was taken for the use. Data which was obtained from this scale was analyzed and pictured the
perceptions of the PTs regarding the opportunities to learn provided by their teacher training institutions by the
help of the scales of “opportunities to learn tertiary-level mathematics”, “opportunities to learn school-level
mathematics”, “opportunities to learn mathematics pedagogy” and “opportunities to learn general pedagogy”.
Present study was carried out with the DHs of elementary mathematics teacher education programs which
represent the region and have difference between regions through the project results.

The sample of the project constituted of PTs which were in their senior year attending in elementary
mathematics teacher programs, because of they had a chance to experience all opportunities provided by
programs. The sample of the project was determined among twelve Level-1 regions defined by The
Nomenclature of Territorial Units for Statistics (NUTS) on the basis of a classification system reflecting the
socio-economic structure of Turkey (Turkish Statistical Institute [TurkStat], 2015) as 1386 PTs from 21
universities. These regions defined as TR1, TR2, ..., TR9, TRA, TRB, TRC and all universities from these
regions coded. (For example, universities from the TRA region coded as TRAU1, TRAU2). Through the project
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results, in general, among the regions concentrated in the upper and lower groups were determined in terms of
the learning opportunities (TR1, TR2, TR7, TR8, TRA and TRC) and the universities, representing the picture of
these regions (TR1U1, TR2U1, TR7U1, TR8U1, TRAU2, TRCU1) were taken into account within the present
study. Regions on the basis on the classification, number of the PTs from these regions and universities within
the content of the present study are summarized in Figure 1.

U1:180 — U1:105
U275 — U2:104
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Regions=> Participants: TR1-> 37, TR2-97; TR3= 185; TR4=>30; TR5=>59; TR6=> 101; TR7>216, TR§=> 62;
TR9->255; TRA= 209, TRB=>44; TRC>91
Total participants: 1386

Figure 1. Distribution of the participants in terms of regions
2.2. Data Collection

The data of this study were obtained from semi-structured interviews with 6 faculty members employed as
the HD. Interview questions were directed to the DHs in order to reveal their opinions about the opportunities
they offered to their future mathematics teachers. In determining the interview questions, the scales (tertiary-
level mathematics, general pedagogy, school-level mathematics, mathematics pedagogy) used by Celik (2016)
was considered and parallel questions were prepared. For example, regarding the scale of tertiary-level
mathematics, PTs were asked about major area courses and their contents. Interview questions prepared were
perused extensively by different researchers and were finalized. In semi-structured interviews, faculty members
were asked about background of their department (number of the faculty members and their academic
background, supports from the faculty and programs, material, computers and technology), major area,
specialized and pedagogy courses (the expertise of instructors, course contents and practices), teaching practices
(determining school-teacher, practicum), opinions on suggestions and criticism of the processing and execution
of programs.

2.3. Data Analysis

Interviews with the 6 head of division were recorded and transcribed. After data were transcribed, data were
analyzed by the help of the content analysis, one of the qualitative analysis methods. Data were transcribed by
two researchers. In case of disagreement or conflict about coding, it was discussed, and these discussions
continued until a common decision was reached. In this coding, themes and sub-themes were determined
regarding the learning opportunities provided by universities. In data analysis, categories were determined
concerning professions of instructors (number of the faculty members, supports from the faculty and programs,
opportunities about material, computers and technology), application of the courses at programs, school
experience and teaching practice courses (determining school-teacher, practices), suggestions and critics
regarding teacher training.

3. Findings

In this section, the results obtained from the research data are presented in accordance with the purpose.
Accordingly, the list of the courses which were offered to PTs as learning opportunities in the elementary
mathematics teaching programs of the universities that were interviewed was formed and given in Table 1.
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Table 1. Courses taught at elementary school mathematics teacher education programs at the sample universities

University-Class Level TR1U1 TR7U1 TR2U1 TR8U1 TRAU2 TRCU1
Courses 12 3 4 1 2 3 4 1 2 3 41 2 3 4 1 2 3 41 2 3 4

Analysis I-11 X X X X X

X

Introduction to Mathematical
Structures

Physics I-11 X X X X X

Analysis Il X X X X

Matrix Theory X

Physics 111 X

Differential Equations X X X X X

General-Abstract Mathematics X X X X X

Geometry X X X X X

Major Area Courses

Linear Algebra I-11 X X X X

Analytical Geometry I-11 X

Statistics and Probability I-1

x
x

x

Introduction to Algebra X

XXX |X
XXX |X

Elementary Number Theory X

Geometry Teaching X

Teaching Mathematics I-11 X

Special Teaching Methods I-11 X X X X

Probability and Statistics Teaching X

Research Methods in Science and
Mathematics Education

Computer Assisted Mathematics
Teaching

Measurement and Evaluation in
Science and Mathematics

Field Research in Science and
Mathematics Education

Specialized Courses

Teaching Practice Seminar X

Current Issues in Mathematics X

Orientation * X X

School Experience-Teaching
Practice

Linear Programming X

University-Class Level TR1U1 TR7U1 TR2U1 TR8U1 TRAU2

TRCU1

Courses 12 3 4 1 2 3 41 2 3 4 1 2 3 4 1 2 3 41

2

3

Introduction to Educational
Sciences

Education Psychology X X X X X X

Guidance X X X X X

Assessment And Evaluation X X X X

Classroom Management X X X X X

Turkish Education System and
School Method

Pedagogy Courses

Teaching Principles and Methods X X X X X

Special Education X X X

Instructional Technologies and
Material Design *

Turkish I-11 X X X X X X

History of the Republic of Turkey
I-11

Community Service Practice X X X X X

Foreign Language I-11 X X X X X

Advanced English I-1 X

Atatiirk's Principles and
Revolution History I-11

Foreign Language -1 -1l German X

History of Science X X X X

Sociology X

Basic Computer X X X X X X

x
x
x
x

Computer 11

Liberal Education Courses

Computer Il Applications X

Scientific Research Methods X X X X

History of Mathematics X X

Philosophy of Mathematics X

Turkish Education History

WX | XX
x

Elective Courses 2 4 2 2 1 3 3 2 4 2 1

* While the names of the related courses may differ from universities, they are combined under a common course name.
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When the course contents of the universities are examined, mainly mathematics courses are given at the 2nd
and 3rd grade levels. In the senior class, research and specialized courses mainly take place. In the first year,
General Mathematics and Abstract Mathematics are given to the students as well as liberal education courses
(Computer, Turkish Language (Written-Oral Expression), Atatiirk's Principles and Revolution History),
pedagogy (Introduction to Educational Science, Educational Psychology). Liberal education or major area
courses are generally preferred for elective courses, and these courses are concentrated from the 2nd year.

The DHs stated that they generally used the exact CoHE’s framework program prepared by Council of
Higher Education (CoHE) in elementary mathematics teaching programs (except TR1U1). They stated that they
opened the courses included in the framework program of CoHE, and that they opened elective courses for the
points they deemed incomplete or for the situations that need improvement. For example, HD of TR2U1
university stated that they use the same framework program as determined by CoHE, and expressed that they
determined the elective courses as department since elective courses are not specified in the program.

Our program is almost the same as CoHE's framework program. There is not much missing but elective
courses are not specified in that program, they were determined by us.

While 5 universities stated that they used the framework program of CoHE exactly, only TR1UL university
stated that they implemented a program different from the framework program of CoHE.

We don't have Geometry lessons, we don't teach Geometry lessons. We give four analysis lessons which
are less than usual, and one Abstract Mathematics lesson, they take five major area courses in total. We
teach Analysis 1,2,3,4 lessons. But their content can sometimes change at the university level. The lesson
that we call Analysis-1 can correspond to Analysis 1-2 of another university. So | know that a more
intensive analysis lesson is given. Instead, we have Mathematics Teaching-I, Mathematics Teaching-I1,
Geometry Teaching course, and also we have Probability Statistics Teaching. We teach those method
lessons as four different lessons.

Although there are different courses related to the major areas in the framework program of CoHE, the
faculty member stated that they included only five major area courses in their programs. He stated that only
Analysis I, I1, 111, IV and Abstract Mathematics courses were given as a major area course. It turned out that they
are different in terms of course content and intensity and they implemented a different program from other
universities. He stated that they opened specialized courses such as Geometry Teaching, Probability-Statistics
Teaching, Mathematics Teaching instead of the non-given major area courses. He also added that the content of
the course differs from other universities and that there is a more intense content.

3.1. Fields of expertise of faculty members employed at in elementary mathematics teaching programs at
universities

For the learning opportunities offered to prospective teachers in elementary mathematics teaching programs
at universities, their opinions regarding the infrastructure of the program were also taken. Information on the
number of faculty members and their areas of expertise, support taken from the faculties or programs, class of
materials, computer lab or technology facilities were asked for the infrastructure category. The staff of
elementary mathematics teaching programs includes only mathematics educators at TR1U1l, TRAU2
universities, and mathematicians and mathematics educators at TRCU1, TR7U1, TR2U1, TR8U1 universities.

In elementary mathematics teaching program, courses such as major area, specialized, pedagogy and liberal
education courses, school experience and teaching practice are given for professional qualifications. While
compulsory courses are predominant, elective courses are also included. A significant part of the general
pedagogy courses in elementary mathematics teaching programs are taught by faculty members of the
educational sciences department. Teaching Principles and Methods, Assessment and Evaluation courses are also
given by the instructors in the education sciences department.

The DHs stated that they received support from different departments or programs for some courses in the
program. It was observed that all 6 universities received support from the related faculties for liberal education
courses and from the education sciences department for general pedagogy courses. However, while the
supported courses are all general pedagogy courses in some universities, this support is required for certain
courses in some universities. It was revealed that the departments received the least support for specialized
courses. For example, HD of TR2U1 university stated that they do not need support regarding specialized
courses:

In our department, we have four teachers who get their expertise in mathematics education. These
lessons are shared by our teachers and these lessons are taught entirely by them, no external support is
required.
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Similarly, in TRAU2 university, specialized courses are generally given by elementary school mathematics
teaching faculty members. If necessary, the faculty member stated that they receive support from secondary
school mathematics education division, which also educate mathematics teachers.

Our faculty members in the department of elementary mathematics education always teach the
specialized courses. Apart from that, we sometimes get help from the secondary school mathematics
education to the scientific research lesson, but we usually try to handle it ourselves.

The areas where departments need support are generally covered within the faculty. In addition, it is stated
that necessary support is received from the faculty of science and literature in the major area courses in general.
In addition to universities whose members are mathematics educators (TR1U1 and TRAUZ2), as well as
mathematicians and mathematics educators (TR2U1, TRCU1) stated that they receive support from the faculty
of science and literature for their courses. Although there are mathematicians employed at elementary
mathematics teaching programs at TR2U1 and TRCUL universities, it is seen that they received support from the
faculty of science and literature. In addition, head members in TR7U1 and TR8UL1 stated that they have both
mathematicians and mathematics educators and therefore did not need any support. Besides, the faculty members
were also talked about PTs and the physical opportunities they offer within the program. It has been observed
that the opportunities presented in the departments regarding the physical infrastructure such as mathematics
classes, material rooms, technology or laboratory differ. Technological equipment is located as a common
physical infrastructure. While TR7U1, TR2U1, TR1U1 and TR8U1 universities have facilities such as a material
room or a mathematics class, it is observed that there is no special mathematics class or material room in TRCU1
and TRAU2 universities.

3.2. Application of the courses in elementary mathematics teaching programs

During the meetings with the DHSs, their views on how the general pedagogy lessons were conducted were
also taken. The DHs stated that the courses were taught in line with a common content in the departments.
However, there were some faculty members who evaluated the follow-up of similar content in different
departments as a negative practice. For example, HD of TRCU1 university pointed out that general pedagogy
courses are important, but there is no specification in the course content and course processing. He also
explained that he found it wrong to process courses such as classroom management in line with a common
content in all departments.

I definitely think that general pedagogy lessons are necessary, once | think it is as necessary as
specialized courses. But there is no specialization in Turkey in this course. For example, the teacher who
gives class management course tells the same thing in all classes. However, there is a preschool teacher
candidate, there is a candidate to be a classroom teacher, there is someone to be middle school teacher,
and there is someone to be a high school teacher in our faculty. But the classroom management
described by him in all classes is the same.

Direct expression and a teacher-centered approach are dominant in terms of the conduction of major area
courses. It is stated that mathematicians mostly conduct courses with a traditional approach. For example, HD of
TR8UL university stated that mathematicians taught courses as they teach at the Faculty of Science and
Literature. He also points out that they do not mention the importance of the subject being told to the students as
follows:

Our teachers, who attend the major area courses, teach in the Faculty of Science and Literature as they
do. Let me tell it first, there are not any special application and system they implement. They teach it just
as they were taught. The problem is that the instructors do not explain why they teach those lessons to the
student. They do not teach topics by associating them with the school curriculum they will teach today.

After giving theoretical information in the major area courses, it is also stated that applications are made in
the form of sample question solutions. For example, HD of TR2U1 university stated that theoretical information
was first given in the courses, and then applications related to the topics covered in these courses were made as
follows:

In the major area courses, the information about the application areas of that theoretical course is given
after the theoretical course in the classroom. It can be carried out in the form of a two-hour application
to a four-hour theoretical lesson, or an application lesson to our three-hour theoretical lessons a week.

It is understood that mathematics educators attend the specialized courses in elementary education
mathematics teaching programs. It is stated that mathematics educators always give specialized courses,
especially in TR1U1 and TRAU2 universities. The HD explains that when mathematics educators in TRAU2
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university are not sufficient, they receive support from the mathematics educators from Secondary Education
Department as follows:

Apart from this, our faculty members in the field of elementary mathematics education always get help
from the scientific research lesson from secondary education mathematics education, but we usually try
to handle it by ourselves. | teach mathematics education seminar and scientific research lessons. Our
teacher teaches Mathematics and Life again from the department. In other words, mathematics educators
teach all our specialized courses. Elementary education and secondary education are mixed, but we
share most of them within ourselves.

In this sense, it is stated that the mathematics educators taught all of the specialized courses at TRAU2
University. In TR8U1, TRCU1, TR2U1, TR7U1 universities, specialized courses are mainly taught by
mathematics educators. However, in the event that the lecturers' programs are intense or their course assignments
are not met, mathematicians in the department also attend some specialized courses. Mathematicians usually
attend specialized courses such as History of Mathematics (TR7U1, TRCU1), Philosophy of Mathematics
(TRCU1, TR7U1), Mathematics and Life (TR8U1).

It is seen that specialized courses are taught in almost a common structure at universities. The DHs state that
they generally follow a course in the form of in-class practices, firstly presenting theoretical information in the
lessons. Generally, in specialized courses, teachers are given homework assignments such as activities,
worksheets, and various applications, and they are asked to do this homework and discuss in the next lesson in
the classroom. For example, HD TRAUZ2 university stated that in the private teaching methods course given for
two terms, theoretical information was taught as "how to prepare an activity” and "how to explain the subject".
The second semester explains that students are provided with the mathematics curriculum and practices are
prepared for preparing homework for teaching these achievements.

He explains himself completely in Special Teaching Methods-1. 1 know that he tells like: How can a
subject be explained? How is an event prepared? Which activities are used? In the second semester, in
Special Teaching Methods-2, he wants the theoretical knowledge he taught as practice from the students.
For example, he says; how do you teach sixth graders operations in fractions, he can also support this
with material design lesson.

3.3. Implementation of school experience and teaching practice courses

Faculty-school collaboration is carried out for school experience and teaching practice courses in the
department of primary mathematics teaching. Especially within the scope of these courses, a successive process
which including determination of schools where the applications will be performed, deciding on school teachers,
forming practice groups and assignment of lecturers (academic staff or teaching staff) responsible for practices.
Within that period, schools and school teachers are determined by the diaconate or department randomly in
faculties. In these determinations, it is understood that careful attention is paid to choose schools that are not so
far from the students and the city center. For example, the HD of TR8U1 university, mentioned that faculty-
school collaboration has been achieved within the scope of school experience and teaching practice courses. HD
also stated that students tried to determine schools which are close to center in consequence of staying at city
center.

School and faculty, we only have a relationship due to teaching experience and practice. The fact is that
our students usually live in city center. The city center is also where many schools are located. The
teachers of the students are close to the school as well. Therefore, we are trying to facilitate the business
as possible by choosing schools that are close

It is seen that a different way has been followed to determine schools for school experience and teaching
practice in TR1UL university. It is usually paid attention to choose private schools for practices in this university
while public schools are chosen for practices in other universities,

Within the scope of school experience and teaching practice courses, practice groups are given to all the
lecturers in the department if requested. In the circumstances, not only teacher education specialists but also
mathematicians can get school experience and teaching practice groups. While some universities have fewer
students (between 6-10 students in TRCU1, TR2U1 universities) per lecturer, some other universities have more
students (more than 10 students in TRAU2, TR1U1, TR7U1, TR8UL universities) per lecturer. At TR1U1
university, all groups for teaching practice course are followed by a single lecturer and this situation creates
difficulties for the lecturer. DHs state that they form the practices related to these courses in line with the
common content in the council of higher education.
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Activities and implementations are carried out related to teaching practice in the direction of the content
determined generally in schools. It is seen that the practices which carried out within the scope of teaching
practice course at TR1U1 university has a wider scope. The HD of TR1U1 university, states that they have made
changes in the content of the course and they want students to make observations and write reports by
determining some topics. It is seen that the HD who teaches the course has his own typical implementation. An
approach has been shown that is firstly conducting micro teaching and then making practice. The HD stated that
he/she tried to go to all of the practicum schools and then talked to the students about their observations.

We change content and choose themes. These themes can sometimes be classroom management and
sometimes the day of the teacher. Determining such themes, we want students to make observations on
them and write reports. They don't have to do lesson practice there. Nevertheless, we say that if you have
the opportunity, try to do it definitely. Our teacher has a typical practice The teacher's approach is more
of a constructivist approach, but | don't think that teacher thinks you have to have this approach in any
case. Students prefer it already. First they make micro learning and then apply it. Then they discuss the
matter with the teacher. Our teacher tries to go to almost every school by oneself. After going to school,
teacher discuss with his students for half an hour, telling how the observation go on and teacher grow
weary as far as | know.

In some universities (TR2U1, TRAU2, TRCUL), PTs or lecturers are asked to evaluate the practice school
and the school teachers in the process of school experience and teaching practice. In the next period, they are
asked to carry out such evaluations to determine schools or teachers. In the new arrangements, however,
lecturers are expected to go to practicum schools more frequently and observe PTs’ teaching activities.

3.4. Suggestions of heads of the elementary mathematics education division for training teachers

While the opinions of DHs are discussed about primary mathematics teaching programs, DHs made various
suggestions for the effectiveness of the program and for the improving. DHs offered suggestions under the
themes of increasing the quantity and quality of the practice courses (school experience + teaching practice),
giving place to specific courses (problem solving, teaching of algebra vb.) intrinsic to field education, teaching
pedagogy lessons by mathematics educators (in terms of reducing the content to the field), quality of instructors
(teaching experience), standardization of course contents, addressing basic concepts.

Increasing the quantity and quality of the practice courses: The DHSs stated that the lesson hours foreseen in
the program for the courses of school experience and teaching practice were low. In terms of their profession, it
was seen that all the DHs spoke with one voice about the need to have more lesson hours of these practice
courses. For example; the recommendation of the HD of TRAU2 university to increase the quantity of practice
courses is as follows:

Is the school experience 1 conducted in first grade or third grade in second semester? The course should
be conducted as school experience 1 and 2 in universities. Even, candidate teachers in the final grade
will join the teaching practice course for a whole year and teach.

The HD pointed out that lesson hours should be increased, such as school experience and teaching practice.
In the suggestions related to increasing the quality of the practice courses, lecturers focused on the points such as
conducting training courses, choosing the school teachers and having the goods. For example, the explanations
of the HD of TR8UL are as follows:

The instructor, practice teacher and candidate teachers should act in a coordinated and support each
other, but speaking candidly, unfortunately we fail about doing this. And by starting the training courses
not only in the last year, but in the second or third grade, we have to put our students into the class.

The HD pointed out that the lecturer, school teacher and PTs, who plays an important role in the implementation
of the practice courses, should be in tandem with each other. It is understood from the suggestion of the HD
highlighted the importance of cooperation to increase the quality of the practical courses. Besides, the DHs
suggested that the practice courses continue not only in the final year, but also from earlier grades. In this sense,
the HD pointed out that the practice courses should start in the earlier grades and thus the quantity should be
increased. The HD of TR7U1 university is the person who made the most suggestions for increasing the quality
of the practice courses. The explanations of the HD of TR7U1 university are as follows:

Definitely, school experience and teaching practice courses should be conducted earnestly and with a
master-apprentice relationship. All manner of performances should be done within the scope of this
study. In the school experience, they need not only listen to the lessons, also discuss the results as well.

The HD stated that the courses should be conducted seriously and worked coordinately. In addition,
instructor also suggested that candidate teachers are not only listeners in the classroom but also discuss the
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practices they observe. The instructor pointed out that quality of the practice courses should be increased.
Instructor also stated that:

If a PT is given to counseling of a supervisor teacher, the supervisors should be selected meticulously
based on their experience and competence.

The HD pointed to teachers' experiences and competencies by stating that there should be various criteria in the
selection of supervisor teachers.

Giving place to specialized courses intrinsic to specialized education: The DHs suggested that increasing the
number of specialized courses in the courses offered in elementary mathematics teacher education programs and
including some specific specialized courses (problem solving and teaching of algebra). For example, the
explanations of the HD of TRAUZ2 university are as follows:

Some courses should be withdrawn and the number of specialized courses should be increased. Now, we
have five courses in our program such as history of mathematics, history of science, history of
educational management, philosophy of mathematics, Turkish education system and history. All these
five lessons have a same content and has being taught similarly. In the program, these are ten hours in
total, from two hours each. These five lessons can be remolded with one another and can be reduced to
one lesson. Instead, | think that lessons such as problem posing and solving, mathematical modelling,
concept errors make more sense. Even if the number of the courses | mentioned first is not decreased,
courses should be included in such as problem posing, modelling, concept error, and teaching methods.

HD stated that some courses in the program should be removed and specialized courses should be included to
program instead. Particularly, HD proposed that the program should include specialized courses such as problem
posing, modeling, and misconceptions.

Teaching pedagogy lessons by mathematics educator experts: It was seen that the DHs made suggestions that
the pedagogy courses should be given by the mathematics educators. DHs consider that teaching principles and
methods, assessment and evaluation and classroom management courses should be given by mathematics
educators. For example, the recommendation of the HD of TR1U1 University on this subject is as follows:

Namely, courses such as assessment and evaluation, teaching principles and methods, classroom
management should be taught content specific and there should be lecturers specific to that field. In the
current status, they are taught very general. The students who registered pre-school or secondary
mathematics department takes the same classroom management lesson from the same teacher. Of course,
it's not the same, everybody's problems are different. Therefore, it would be more appropriate that these
courses to be domain-specific or to bring together similar courses.

The HD thinks that the pedagogy lessons should be conducted by the mathematics educators in order to be
intrinsic to the field. The HD of TRCU1 University explained that pedagogy lessons should be conducted by the
mathematics educators as follows:

But as for me, in Turkey there is no a privatization for these courses in terms of the lecturer. For
example, a teacher who conduct the classroom management lesson teach the same thing in all classes.
However, there are PTs from different departments such as pre-school, elementary school and secondary
school teacher in our faculty. But the classroom management lesson taught in all department is the
same... You cannot do the same in the context of enter into the course as Well. On the one hand you have
to do something else in a department, on the other hand use different arguments to motivate students in
another department.

The HD points out that pedagogy lessons should be conducted by mathematics educators due to PTs will
teach to different grades and their students' behaviors will change. And, of course, since PTs need to pay
attention to the classroom management course.

Quality of lecturers: The DHs mention that the lecturers who conduct the teaching practice course should
have school experience or be informed about the practices in schools. For example, the explanations of the
lecturer at TR8UL university are as follows:

Lecturers who conduct practice courses should also be educators and have taught in the classroom.
Many of our lecturers have not conducted lesson in their lives. What he/she should pay attention to in a
lesson such as classroom practice? He/she has not taught, yet...

HD also suggests that the lecturers conducting teaching practice courses should also have teaching
experience. Lecturer points out that a lecturer who does not have school experience and do not teach a lesson is
not useful in conducting a specialized course especially such as teacher practice. Lecturers, in their suggestions,
emphasizes that mathematics educators should conduct the courses in elementary mathematics teaching
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programs - especially to specialized and pedagogy courses- as much as possible. For example, the suggestion of
the HD of TRCU1 University for conducting the major area courses by mathematics educator is as follows:

After taking the specialized teaching methods course, students say that they will need this course when
they become a teacher. So why did | take the Calculus? I think the reason of this is... | think that if a
mathematics educator teaches the Calculus, | think that this idea will disappear and educational
dimension of it will be included in.

The HD thinks that PTs questioning why they should learn the major area courses will end when these
courses are taught by mathematics educators. The explanations of the HD of TR8U1 university are as follows:

But, pedagogy courses should also be taught by our mathematics educators as well. | absolutely consider
that pedagogy courses should be given by mathematics educators and major area courses by
mathematicians. If a person has a good knowledge and experience in his/her field, and then he/she
should conduct his/her own field.

The instructor considers that the mathematics educators should conduct the pedagogy courses, and the
mathematicians should conduct the major area courses.

Apart from these suggestions, some DHs made more specific suggestions. For example; the HD of TRCU1
university suggested that the course content in elementary mathematics education program should be standard.
The HD states that the same course is given in different universities with different contents and approaches and
therefore the course content should be standardized.

Assume that computer supported instruction in mathematics course is taught at KTU with different
content from METU and Dicle University, namely there is nothing in common. | think these courses
should have common content.

The HD of TR7U1 university pointed out that PTs have insufficiencies about the major area courses. In order
to overcome these issues, HD proposed that basic concepts in mathematics should be conducted.

As for me, the biggest problem | have experienced about major area courses is that our students come
from high school by memorizing formulas. Therefore, high school content can be taught for the beginner
students of elementary mathematics teacher education program. For example, | find it compulsory to
include a course called basic mathematical concepts.

3.5 Criticisms of the heads of the Division of Elementary Mathematics Education intended for teacher
training

While discussing the opinions of DHs about elementary mathematics education programs, the DHs made
criticisms about the effectiveness of the program, courses, instructions, etc. The DHs included more criticisms in
their views on the program. The DHs criticized the lack of specialized courses, problems concerning quantities
and qualities of the applied courses, insufficiencies of the instructors in terms of quality and quantity (their
professions and importance given to courses), quantities and qualities of the specialized courses, instructing the
major area and pedagogy courses, lack of standards for the course content and instruction and places of the
courses in the program. It is seen that DHs’ criticisms are generally parallel with their suggestions. While DHs
were criticizing the lack of the specialized courses, they also suggested increasing the number of them.

Insufficiency of specialized courses: DHSs think that there are not enough specialized courses. For instance, in
TRAU2 University, the HD criticizes that the number of major area courses are enough, but the specialized
courses aren’t. Regarding the specialized courses, the HD stressed the need of 11 hours in their programs as
follows:

In my opinion, our major area courses are enough but specialized courses aren’t. I say again that it is not
enough, we need at least eleven hours of course for the specialized courses. You can give place in courses as
Mathematics Teaching 1-2, or with specific names.

In this sense, the HD pointed out that the number of specialized courses should be increased. Besides, the HD
from TRCU1 states that specialized courses are important and think that they could overcome the insufficiency
of the specialized courses as integrating elective courses as follows:

As you know, curriculum is at the centre in Turkey. But | think that specialized courses are generally
necessary. There is a flexibility about their qualifications in recent years. You can open as many elective courses
as you want, that is a flexibility. If you don 't see it enough, you can make an additional order. We demonstrated
them as opening elective courses.
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The HD states that the framework program of CoHE is generally used in universities and they correct the
deficiencies in the program related to specialized courses with the help of elective courses. Similarly, the HD
from TR2UL:

Now there are some insufficiencies in the framework program of CoHE, but we tried to cope with as
integrating the elective courses. For example, we opened a course called as development of algebraic thinking, a
course as computer assisted mathematics. Within the scope of elective courses, we have a course called basic
concepts in mathematics, misconceptions in mathematics, so we have tried to right these deficiencies by thinking
of elective courses in this way.

The HD states that they tried to right the deficiencies they saw in the framework program of CoHE regarding
specialized courses with the help of elective courses. He criticized the framework program and pointed out that
the lack of the number of the specialized courses.

Problems related to the quality and quantity of applied courses: The DHs made criticisms about the
execution of the applied courses and the hours allocated for them in the framework program. The DHs criticized
more being supervisor teachers' willing and knowledgeable, relations of the instructors, who carried out the
course, with the school. For example, the criticism of the HD from TR1UI1 about the willingness of supervisor
teachers is as follows:

There may be problems in the school which they went. There must be teachers who really want to teach them
something.

The HD thinks that supervisor teachers should really be willing to transfer their knowledge and experience to
Pts in internship schools. At this point, the HD criticized the quality of the course by mentioning the deficiencies
that he/she saw in the supervisor teachers’ perspectives for this course and PTs. Also the HD added that within
the scope of teaching practice, academicians should be more in touch with schools and spend more time in this
course. The HD points out the fact that academicians are not in cooperation with the school as much as necessary
affects the quality of the practices.

As academicians, we should be more in touch with the schools. Our relationship with schools and classes
needs to be strengthened.

Besides, the HD from TRCU1 made a criticism towards academicians and supervisor teachers on the quality
of teaching practice course:

First of all, neither teachers nor academics are very sufficient in this regard. The teachers at the school are
not worried about how they can help the incoming friends or what they need to do to make them sufficient. They
think that an assistant come to me, and I will send them to idle courses immediately. They have such a thought.
That is so wrong. On the other hand the instructor at universities, are not expertise in mathematics education,
thinks that this course is too easy. The morve I carry out this kind of courses, the better for me. I would be
comfortable, there's no obligation for me to do anything. At the end of the semester, they record the scores, given
by supervisors teachers into the system, and they would complete the process.

Firstly, the HD states that most of the academicians and teachers sufficient for carrying out the practice courses.
He/she criticizes that the practices are insufficient, stresses that instructors who are a part of teaching practice do
not carry the purpose “How can I be useful to PTs?”. Here, the HD points out that teachers are not willing for
practices and cannot play the role of transferring their knowledge and experience. He/she also criticizes some of
the instructors' willingness to carry out the school practice with the thought that it’s comfortable. Likewise, the
HD from TR8UT has a criticism about the school practice course, carried out by the mathematicians:

Let’s say I will be in a group and our other mathematics educators will carry out another group, who will
join the rest of the groups? Mathematicians... And two groups will be lucky, the rest of them won't and it
impossible to get the efficiency we want. It is not possible to be successful when one of the components of
instructors, supervisor teachers and students is missing.

He/she stated that because of the lack of the number of mathematics educator, mathematicians carried out the
course for some groups and HD stated that these groups were unlucky. He/she thinks that mathematicians should
not carry out this course, because they were inefficient. He criticizes that lack of instructors affects the quality of
school practices. Also the HD:

There are 15 students per teacher, that is too many. Sometimes it is impossible for a teacher to observe all of
them, listen to the practice and go every day.

says that the number of students per instructor affects the quality of practice courses. He/she states that an
academician cannot deal with 15 students sufficiently because that is too many, adding that the high number of
students affects the quality of the practices. As a matter of fact, this number was reduced to 8 in the new
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arrangement made by the Teacher Training Institution. The criticisms of the DHs about the quantity of the
practice courses are mostly in the form of limited lesson hours and lesser hours. For instance, the HD from
TR1UI states that as one of the most important problems regarding practice courses is that the course is taught in
senior year with a compressed program as follows:

One of the main problems is that an insufficient number of school experience, which is compressed only to
the last year, is not enough. There may be problems in the places they go.

The HD from TR8U1 disagreed the fact that giving place in these courses only at last year. He states that
internship is given in Finland for four years, and thinks that the time allocated for internship courses in Turkey is
short. He points out that the practices made in a limited course period are not real:

If you ask at what point we have a deficiency, that is the internship. While Finland gives internship to its
students for 4 years, we unfortunately only offer it in the last year and it is limited. It is not a real internship
program.

Lack of the instructors in terms of quality and quantity: The DHs stated that they consider the insufficient
number of instructors in the staff of the department as a disadvantage. The fact that the number of instructors is
low caused the quality of the instructors who attended the classes not to be questioned much. Therefore, they
criticized that instructors from educational sciences or mathematicians carry out the courses which should be
carried out by mathematics educators. They also mentioned the negative aspects of the number of instructors for
the school practice courses and the mathematicians who are instructing those courses for different reasons.
Especially in TR8U1 and TR1U]1, problems related to insufficient number of instructors are mentioned. The HD
from TRIUI university, stated that they could not open specialized courses related to content knowledge
education, and instructors from different departments had to attend some courses that the mathematics educators
should carry out.

Not bad in terms of competence, but I would like to open some elective courses if possible. We cannot do it
because of the staff. For example, a one-time course on rational numbers and fractions can be done because
there is a lot to tell. Problem solving exists in all of them, but it would be good if there was a special course for
this and given problem solving strategies in it. [ am not in a position to open any of the elective courses you have
Jjust mentioned. We are three people, one HD, one dean and one vice dean. That's why we can't open it. What 1
want? When we could be able to do it, I want those courses to be taken in a more limited pool as elective
courses.

The HD stated that they wanted to open some elective courses related to pedagogical content knowledge, but
they did not make such an attempt due to the lack of the number of instructors and their administrative function.
In addition, he stated that the general pedagogy courses are given by the instructors of the department of
educational sciences. And he criticized that such courses like measurement and evaluation, classroom
management etc. should be taught according to the field. He explains the fact that mathematics educators do not
attend these courses as the number of instructors is insufficient as follows:

Yes, we conduct this as specialized in the form of an alternative measurement and evaluation course. In
fact, we think that classroom management and other courses should be so, but we cannot do it because
number of the instructors is not enough.

The HD from TR8U1 points out that the lack of the number of mathematics educators causes to instruct of
these courses by academicians who do not have teaching experience to attend school practice courses:

Our biggest problem is we don't have instructors who are willing to teach. Students teach a maximum of two
courses once in the internship. Unfortunately, that is the all experience they have and we do not have the number
of instructors to direct them. We have lack of teachers who will know what to do and how to do it, and what is
Wwrong.

He talked about problems about instructing school practice courses due to the low number of instructors. He
points out that the low number of instructors causes to assign instructors, are not qualified to carry out such
practices, to instruct these courses. He explained that people who do not have teaching experience and who do
not have qualifications shouldn't carry out such courses:

If your guide is good, you will feel confident and your confidence will increase. Therefore, I underline that
our first deficiency is the lack of the mathematics educators, not mathematician*. In many education faculties,
our mathematician friends assign to this course and have never been a middle school, primary school or high
school teacher in their lives. Nobody can be a teacher by reading and telling from the book, or can train a
teacher. We have instructors who do not like their profession, who come to school obligatorily, and who come to
class to earn money. I do not blame them, but then, it is not possible to talk about success, a qualified
mathematics teacher. I also have a school practice group, but I can only transfer my knowledge and experience
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to some of them. But the instructors who transfer the same knowledge and experience to the others are the ones
who are not relate to that. You did not attend the lesson, you did not encounter a problem, it is impossible for you
and me to be the same.

The HD stated that academicians who do not like their profession, who do not have teaching experience and
who do not have the necessary qualifications cannot contribute to PTs. In particular, it is pointed out that this
profession cannot be sustained on grounds of material interest or involuntarily. The HD criticizes the instructors
for not giving the necessary importance to the courses and continuing this profession. The HD from TR7U1
stated that teachers should have a serious knowledge and experience in teacher training in education faculties.
Noting that the transfer of information was not enough, and made a criticism about the quality of the instructors.

Teachers in education faculties should have serious experience in training teachers. This work does not work
by transferring theoretical knowledge. It is necessary to think from the beginning and answer the question in
which environment a good teacher is trained.

Quantity and quality of major area courses: The DHs criticized the quantity of major area courses by stating
that the number of these courses is high for elementary mathematics teaching program. They thought that some
courses should not be given in this program. In addition, they said if the major area courses were not presented in
a well-structured way, they stated that the courses did not serve their purpose. Especially the fact that it is in the
form of direct information transfer and there is no link between the courses and their lives (what will they do
with them) brings the criticisms about the quality of these courses. For example, the HD from TRAU?2 thinks
that the number of major area courses in the program is sufficient. However, he also states that the major arca
courses do not need to be more.

1 think it would be bad if the courses are less because we need to know the field well, I think the courses are
sufficient now. Both more and less are harmful. I think it was too many before. For example, there were
differential equations I-II, we reduced it to 4 hours as differential equations. There was a complex I-1I, now I
think only complex is enough. I think it would be bad to be less than that and also I think it would be more for
elementary mathematics teaching than that.

The HD draw the most attention to the instruction of the courses regarding the quality of the major area courses.
It is stated that because the courses are instructed in the form of direct expression and only the transfer of
theoretical information, it makes us to question the quality. For example, the HD from TR8U1 states that why it
is crucial to explain a subject's importance when teaching in the major area courses, why students should learn
this subject and how it is related to the programs in schools. He criticizes that the direct instruction in major area
courses, the instruction of courses based on theoretical knowledge or direct proofs affects the quality of major
area courses.

The problem is that the instructors do not say why they will teach those lessons, why they will teach the
object, the group and the ring. Let me not say that they have difficulties in associating it with the curriculum of
the school they will teach today, they do not teach at all. If you just teach theorem and proof, the students have
difficulty in associating this with the mathematics he will teach. They must underline how the subject told by our
instructors who attended major area courses definitely emerged. If you teach it directly, they ask why do we
learn this and also that reduces the motivation of the child.

The HD from TR2U1 university states that major area courses are very important:

Since I am a mathematician, major area courses should be taught very well. The students have huge
shortcomings, they almost come with nothing from high school. They even come with wrong information. They
definitely need to be corrected, they have to master the content knowledge.

She points out that students come with wrong information about the field or without the necessary background.
This indicates that the wrong information should be corrected and that the major area courses should be more
qualified.

The HD from TR1U!1 university, states that the content of major area courses in their programs should be
harder:

Major area courses should be a bit harder in the program. I know that they take more and more intensive
mathematics at other universities.

The HD states that major area courses should be more intense in the program. In this sense, he criticizes that the
content of major area courses should be more intense.

Lack of a standard in the instruction of the course contents: Although there are courses instructed jointly in
the programs, DHs have criticisms that these courses can be taught in different universities with different
contents or approaches. For example, although the HD from TRCUI university says that there are common
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content for common courses taught at universities, there is no common standard in the instructing and practice of
the content.

For example, teaching principles and methods are common content for measurement and evaluation lessons,
but my criticism about mathematicians is actually valid for mathematics educators. Of course, there is content
on the paper. But in practice we are very different from each other. I talked to a friend from another university.
We follow different teaching methods.

The place of the courses in the program: The DHs mostly criticized the place of the courses in the programs.
They pointed out that especially some courses are taught early in the program. They also pointed out that school
experience and school practice courses are only in the senior year and compressed in the program. For example,
TRAU?2 university HD stated that the school experience course should be given only in the final year and the
program should be organized and the school experience course should also take place in the first grade as
follows:

In the second term of the first year, this course called as school practice. 1 then they removed it. I think it
should come back because the kids see what are they going to happen in this course. It is very psychologically
important for them when deciding if they can do this profession. School Practice course should be completely
active. I think they should think about the school practice 1 course once again, and I think that the school
practice lesson should be separated throughout the final year.

The HD states that the school experience course should start in the first year. In addition, it points out that the
teaching practice course should be arranged in the program in a way to be separated to the whole year. The DHs
from TRAU2 and TR7U1 universities stated that the places of instructional technologies and material
development courses are given place in the program early and they should be taught in later periods. For
example, the criticism of the HD from TRAU2 university about the place of material and scientific research
methods courses in the program is as follows:

For example, we want from children to the take material design course in the second grade without taking
any educational courses in the first grade. In other words, this course should not be in the second grade, or there
is a scientific research course in the second grade, and the children are so foreign that these courses should be in
the fourth grade.

It is stated that the students do not find it right to take the material and scientific research methods course in
the second grade without taking any specialized courses in the first grade. They criticize that these courses
should be included in the senior year in the programs. The HD from TR1U1 university criticizes the students'
late meeting with the specialized courses as follows:

They take training courses from first grade, but they are not related to specialized courses. We are tired of
this, students' perspective on education gets very different. When students take courses from us in the third
grade, their perspective on education changes. So we think it's a little late.

Although the students start to take the general pedagogy courses in the first year, they state that they meet the
specialized courses too late, in the third year. He criticize that specialized courses should be taught in earlier
classes.

Instructing pedagogy courses: In their criticisms about instructing pedagogy courses, the DHs mentioned that
these courses should be taught by the instructors of the department of educational sciences and there should be
common course content, exam and practice, regardless what program it is. They criticize that PTs who will be
teachers at different age levels should take the pedagogy courses as priority courses. For example, The HD from
TR7U1 university, made the following criticism by stating that the instructors of education sciences teach the
general pedagogy courses:

Our friends who teach general pedagogy courses are from the educational science department. Introduction
to educational sciences, learning psychology, teaching principles and methods, classroom management,
measurement and evaluation course. These courses should be taught as associating the field rather than in
general.

It is stated that all the general pedagogy courses are carried out by instructors from the department of
educational sciences. However, the HD argues that these courses should be taught previously. The HD from
TRCUI university criticizes that general pedagogy courses are be instructed with common content in the
programs:

For example, instructor enters the classroom management course and tells the same thing in all programs.
However, there are also those who will become pre-school, class, middle and high school teachers in the faculty.
But in all of them, he/she teaches the same classroom management. He/she holds central exam. Asks the same
questions. I talked to a teacher, I said; teacher you follow this kind of teaching procedure, but I think it is not
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true. Dealing with a preschool child is not the same as dealing with a high school child. He/she likes it very
much if I caress the preschool child a little bit. Even physical contact would make it better. If you make physical
contact with the high school student, he/she will be uncomfortable, but we theoretically always tell the same
things. You are not telling specific things like this. Or you can't do the same to deal with. You have to do
something else in one, and use different arguments to motivate the high school kid.

The HD criticizes conducting the courses with common content in different programs although there are
common courses, due to the different target audiences.

4. Discussion and Conclusion

The opportunities offered to PTs were discussed in terms of lessons, conducting the courses, specialization
areas of the instructors entering the courses, quality and quantity of the courses.

4.1. Discussion of the findings about the courses in the divisions of primary education mathematics
teaching

When the courses included in the elementary mathematics teaching programs of the universities in the
sample were examined, it was observed that five of the six universities were in parallel with the CoHE
framework program and generally included the same courses. It was revealed that the courses that are not
included in the CoHE framework program but are in their program were given as optional courses. It is seen that
optional courses are relating to field education or general knowledge courses. In this sense, it is important to
include optional content knowledge courses in terms of PTs’ gaining experience in their professional fields and
being effective in enhancing mathematics teaching knowledge. it is drawn attention to the didactics as far as the
knowledge of the field among the qualifications defined for the teaching occupation and emphasized that pre-
service teachers should be enhanced in faculties with this point of view. (Baki, 2012; Ball, Thames, & Phelps,
2008). One of the remarkable results of the study is that, in terms of the opportunities offered to PTs, the only
university in the sub-group has a different content than the CoHE framework program. In this university,
specialized courses are given place more than the others, solely some basic courses are taught. The factors such
as lack field expert instructors, performing different administrative duties in the faculties and not be able to
conduct so much courses were effective on opening courses. In this sense, it is considered that not sufficient
number of field experts in terms of causing to workload and academicians to have different administrative and
academic duties, pose an obstacle to open different courses supporting PTs’ vocational development and field
education experts to conduct to courses. The DHs draw attention to the fact that field education specialists
should attend the courses in the programs and that the preferential major area courses in the programs should be
taught by the field experts despite the fact that they talk about problems like workload, lack of field experts. On
the other hand, CoHE reorganized the courses, contents and credits taught in the programs training teachers in
2018 and published new course contents (CoHE, 2018). In line with this target, the courses that all PTs should
take for four years are determined in common. Optional courses in the program should be selected from a
common pool for all universities. In this sense, differentiations in terms of learning opportunities will not emerge
in the context of lessons. However, even if the courses in the program are the same, professional field of the
instructors conducting these courses, the teaching method and the applications given place in courses may cause
differentiation in the opportunities offered. Consequently, although a more similar program was followed at five
universities partaking in sample of the study, it was observed that the factors such as content of the lessons, their
implementation, problems encountered, etc. created differences in the opinions of the DHs. However,
considering the results of current study, a research can be conducted on what kind of differentiation or
similarities can be found in the renewed program by examining the learning opportunities of the PTs in terms of
the common lessons.

In CoHE (2018) program, courses on field education have been increased and these courses, previously given
as optional courses in some programs, have been compulsory. In addition, the number and hours of theoretical
lessons were reduced and the hours of the practical lessons were reduced. Similarly, Sonmez, Giines and Gokgek
(2018) point out that there are reductions in the number of field lessons in the renewed program. However,
according to the results of this study, DHs generally think that major area courses in elementary mathematics
teaching undergraduate programs are enough. On the other hand, there are a few DHs that gives opinions that
some courses in the old program are advanced level and not required. In this sense, the opinions of the DHs
about the major area courses do not coincide with the new framework program published by CoHE. Therefore, it
may be suggested to review these arrangements in line with the results of the study.

The instructors make criticisms and suggestions relating to some courses in the program in their opinions
about the courses partaking in the programs. In particular, they criticize the introduction of some basic
knowledge and skills to the lessons in the early classes in the programs. When the programs of the universities in
the study are examined, the material development course in only two universities takes place in the third grade,
while this course is taught in the second grade in 4 universities. Similarly, the scientific research methods course
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also takes place as a second-year course in five universities. When the renewed curriculum is analyzed, it is seen
that Instructional Technologies and Material Design course has been renewed as Instructional Technologies
course and also Scientific Research Methods course has been renewed Research Methods in Education and these
lessons were also included in the second grade. In this sense, it is thought that these criticisms of the DHs will
continue in the renewed program. Therefore, considering the results of this study, it can be suggested that CoHE
should give education faculties more freedom in the regulations regarding the content of the courses or the places
of the teacher training institutions.

4.2. Discussion of the findings related to the conduct of the courses in elementary mathematics teaching
programs

The main criticism of the DHs in the conducting of the courses in the programs was that mathematicians
preferred the traditional teaching approach in their courses. With these methods, they state that PTs will not be
able to gain proficiency in how they will transfer the topics they learned in their major area courses into their
lives. Ozgen and Obay (2016) stated that PTs have problems about how they relate mathematics to pedagogy.
Teaching that is regardless of the relation between the major area courses with the professions of PTs can be
effective on the base of these problems. Eraslan (2009), on the other hand, revealed that PTs could not practice
enough, and associate the mathematics lessons they learned with school mathematics. Therefore, it is thought
that the courses in the programs may lead to differentiation in teaching methods with the execution of
mathematics educators. Although the vast majority of the DHs agree on this issue, they state that they receive
support from the mathematicians for major area courses, since there are not enough mathematics educators.

In this study, it was determined that departments received support from instructors in different programs or
departments, if deemed necessary, within the scope of teaching practice course. In addition, it is thought that
there is not enough opportunity for PTs in teaching practices, especially in teaching practice courses. Studies
also confirm that PTs have problems related to lectures, adaptation to school and students, and duration and time
management in teaching practice lessons (Korucu, 2016; Yesilyurt & Semerci, 2011; Yigit & Alev, 2005).
Although the teaching practice course is an important experience for PTs, it reveals that this course is not fully
effective in achieving its goal. In this course, in which PTs should gain effective experiences regarding
professional experience and teaching practicality, application groups are created and a faculty member is
determined as the responsible of each group. The HD also stated that sometimes field experts from these groups
could also be responsible and could not provide PTs with sufficient experience in teaching methods. Celikkaya
(2011) states that the fact that the decreasing the number of PTs falling to the practice teachers and faculty
members will contribute to a more successful teaching practice process. Similarly, Yigit and Alev (2005) point
out that the high number of PTs per academic staff is an obstacle in terms of contributing to PTs within the scope
of teaching practice course. In the new arrangement, the teacher training general directorate has decreased the
number of students per faculty member. In addition, in order to be able to give a teaching practice group to a
faculty member, it has brought conditions such as firstly graduating from the faculty of education, being an
associate professor in the field of education or having a postgraduate education (CoHE, 2018). With this
regulation, it is thought that the decrease in the humber of PTs per faculty member and the fact that faculty
members who are graduates of education faculty can take a teaching practice group can improve these problems.
However, when considering that there are a lot of departments that do not have instructors to fulfill these
conditions and number of students not decreasing, it is seen that even these requirements materialized is not a
solution to the problems of teaching practice. According to the DHs, support for the general pedagogy courses in
the programs is generally obtained from the instructors of the department of educational sciences. In the conduct
of these courses, the DHs criticize the content of the courses not being rearranged by the instructors for each
program. Especially, it is not appropriate to describe the lessons with common content and similar expression
method in each program. In this sense, it is preferable that teaching general pedagogy courses such as classroom
management, counseling course and special education in different teaching programs with a common course
content will not be sufficient in acquiring the targeted skills to PTs. Such problems can be prevented by
reorganizing the content and presentation of the course by considering the scope of the program and the target
audience of the PTs for common courses. In fact, it may be suggested to increase the application activities for
such lessons.

4.3. Discussion of the findings related to the areas of expertise of the academic staff who attend the classes
in elementary mathematics teaching programs

It is seen that the faculty members who taught the courses in the departments of primary education
mathematics education consist of mathematicians, mathematics educator and educational science experts. Course
in programs are mostly conducted by mathematicians and mathematics educators. In particular, the vast majority
of the instructors who attend the major area courses consist of mathematicians. In some universities, while these
specialists are directly staff in the relevant department, in some universities, departments get support from the
mathematicians in faculty of science and literature for major area courses. While it is generally preferred
mathematicians to conduct major area courses, it is seen that the mathematics educators in the staff of
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department are also interested in the major area courses if they want. However, the vast majority of major area
courses are taught by mathematicians. In parallel with this, mathematics educators are taught courses related to
specialized courses. Similarly, if they are interested in, mathematics educators also teach major area courses. In
this sense, it is understood that the academic staff who are experts in the related field are carrying out the
courses. In the context of this study, the fact that some DHs stated that everyone should be given courses related
to their field of expertise in conducting the courses supports this situation. However, in the event that sufficient
academic staff is provided, it is understood that they wish the academic staff in the department to attend the
class. In this sense, it is seen that there is not enough teaching staff in the staff of the department and the need for
those who specialize in the related field arises. In this sense, if the departments have the necessary infrastructure,
they prefer to assign them from the staff of the department for some courses they receive support from outside
the department. It is understood that this preference is more important for specialized courses and some common
pedagogy courses. In the departments, common pedagogy courses are generally given by the experts of
education sciences department. However, some division heads provide an opinion that courses such as
"Measurement and Evaluation" and "Instructional Technologies and Material Design" should be given by the
relevant mathematics educator. On the contrary, there are also DHs who state that common pedagogy courses
should be taught entirely by education science experts. In the renewed program, it is stated that the instructors
should enter the general pedagogy courses primarily from the department of educational sciences (CoHE).
However, no matter how the courses are conducted in the departments, it is important to create an environment
that best reflects the goals and objectives of the related course. In this sense, it is thought that it would be more
meaningful to assign lecturers who dominate the content of the course and will contribute to PTs in the field. As
a matter of fact, the process of the course is very important for the PTs to have meaningful experiences and
transfer them to their professional lives. Bastiirk (2011), on the other hand, draws attention to the course content
and the content of course changing with the participation of different instructors from the same department. In
this sense, given that the instructor has the necessary infrastructure for the course, teaching will be more
meaningful and effective.

4.4. Discussion of the findings on the quality and quantity of the courses in elementary mathematics
teaching programs

As a result of the research, it has been revealed that the academic staffs of the head of the division have
similar suggestions and criticisms regarding the quality and quantity of the courses in the programs. In the
criticisms, it is mentioned about the deficiency of the applications, which are generally included in the teacher
training process, in terms of quality and quantity. At this point, it becomes prominent that the courses in teacher
education should be increased in quality and quantity. Doganay et al. (2015) supports this result by stating that
there are problems related to the quality and quantity of lessons in teacher education. While teaching staff
criticized the quantity of the lessons, they emphasized the need to increase the lessons that will contribute more
to the professions of PTs. However, they also suggested reducing major area courses, which are more theoretical
and less relevant to their profession. They also think that the number and hours of applied courses should be
increased. There are also DHs that proposed to increase the hours of lessons and extend them to more periods,
especially for teaching experience such as teaching practice. Similarly, Yildirim and Arhan (2013) emphasize
that it is important to give PTs opportunities in the classroom environment in terms of what they know and do.
Therefore, they emphasize that the influence of the teaching practice course should be increased. In line with
these suggestions, it shows that it is not enough for PTs to take teaching lessons 6 hours per week in practice
schools and 2 hours for teaching practice in faculty for gain teaching experience. It is believed that the course
will be more effective by increasing the time of PTs to be in practice schools and the number of hours in the
faculty. Thus, more contribution can be made to the development of the skills of PTs for lesson planning,
classroom management and professional experience. In addition, it is thought that the increase in lesson time will
provide more qualified output from the lessons. In this sense, opinions about quantity indicate that the quality of
the courses should be emphasized. Attention is drawn to the processing of the lessons as a quality. As a matter of
fact, Bastiirk (2011) states that the situations related to the content and processing of the courses in the education
faculty provide important information about the quality of the teaching. In this sense, it is understood that
structuring the courses suitable for the purpose and giving PTs significant experiences will have an important
effect on increasing the quality of the courses. Because of the fact that the number of academicians who
specialize in field education in our country is not sufficient it is thought that effective in the emergence of
problems related to the quality and quantity of the courses. Although the number of students receiving
postgraduate education in education faculties is gradually increasing, the problems about educated and equipped
faculty members who are in need of education faculties are still not resolved. This indicates that postgraduate
education should be in a way to raise individuals more qualified. In this sense, it is thought that the arrangements
that will ensure that the lectures given in the graduate education process will improve the content knowledge,
pedagogical content knowledge and common pedagogy knowledge will be an important attempt to overcome
these problems.
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