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Abstract

This critical review focuses on the importance of being leader and the effects of effective leadership in
the early years settings. It will be examined the relevant literature, exploring research studies in
accordance with effective leadership, the differences and similarities between management and
leadership, the challenges of developing leadership in the early years. Followingly, gender in leadership
and the importance of reflection for leaders in their practices will be discussed. This study aimed to put
an emphasis on how leadership policy and practice are necessary for the early years settings to support
early years education with powerful and valuable way. There are limited number of researches about
leadership in early childhood services in relevant Turkish literature. Therefore, this review will add a
critical perspective to the growing Turkish early years education literature especially within some
essential longitudinal studies such as Effective Leadership in the Early Years Sector (ELEYS), Effective
Leadership and Management Scheme (ELMS) and The Effective Provision of Pre-school Education
(EPPE) Research.
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Erken Cocukluk Egitim Hizmetlerinde Ilgili Dokiimanlar Ve Uygulamalar
Kapsaminda Etkili Liderlige Elestirel Bir Bakis

Oz

Bu derleme calismasinda erken g¢ocukluk egitiminde verimli olmak icin etkili lider olmanin énemi
tizerinde durulmustur. Ilgili alan yazin arastirma ¢alismalar1 kapsaminda erken c¢ocukluk egitim
sektoriindeki yoneticilik ve liderlik arasindaki benzerlikler ve farkliliklar etkili liderlik iizerine
tartismalar cercevesinde incelenecektir. Devaminda, liderlikteki cinsiyet durumlarina ve liderlerin
uygulamalarindaki diistinceleri tartisilacaktir. Bu ¢alisma, liderlik prosediirleri ve uygulamalarinin
erken cocukluk egitimini giiclii ve degerli kilmak icin nasil etkili olarak kullanacagini vurgulamayi
amagclamaktadir. Tirkiye’deki alan yazinda erken ¢ocukluk egitimindeki liderlik konusunda belirgin ve
limitli arastirmalar vardir. Bu yiizden bu derleme Tiirkiye’deki erken ¢ocukluk egitim alanindaki
calismalara ek olarak liderlikle ilgili yurt disinda yapilan yapilan uzamsal ¢alismalar (ELEYS, ELMS,
EPPE) kapsaminda elestirel bir boyut ekleyecektir.

Anahtar kelimeler: Erken ¢ocukluk egitimi, erken ¢ocuklukta liderlik, liderlik dokiimanlari, liderlik
uygulamalari

Introduction

Booren and Downer (2012) have argued that in order to develop children’s skills and attitudes, it
is possible that structured settings might help to foster their development. According to Ball
(1999), quality pre-school education experience leads to permanent social and educational gains
for those children who receive it. The Effective Provision of Pre-school Education (EPPE) research
(Taggart et al, 2003) indicated that pre-schools can play a crucial role in challenging social
exclusion and preparing children well for primary schools. Schools have an immediate impact on
children’s scholastic success, their learning of language, mathematics and science.

Additionally, the Taggart et al (2003) found that children who initially present with anti-
social and anxious behaviours can have such behaviours decreased by experience of high-quality
early childhood education. Therefore, leadership in early years is a significant element to provide
children high quality early experiences. It is suggested that well-developed leadership is crucial
to improve quality in services and better results (Pugh, 2006). Also, the UK government has
invested in nursery education providing additional funding since 1997 (Andreae &Matthews,
2006). Pugh (2006) highlighted that well-developed leadership is important for the development
of quality in services and better results for young children. This review will examine the work of
researchers that has affected and shaped the understanding of leadership in the early years.
Effective leadership in the early years, the barriers for leadership practice, gender in leadership
and leadership quality practice will be explored followed by discussion on what the future might
hold for the effective leadership in the early years.

Effective leadership in early years

Leadership is a concept that is hard to define for a number of reasons. These reasons include the
changing nature of leadership and the difficulty in both determining who is a leader and in
indicating exactly when leadership is illustrated (Karnes & Bean, 1996). Early years settings
promote the ideal context to observe, practice and guide leadership skills and attitudes. However,
“it is not just a matter of placing children in a group setting and saying ‘now go play”” (Morda &
Waniganayake, 2010), the development of leadership abilities works best when integrated into
the play-based curriculum “by choosing objectives relating to leadership™” (Bisland, 2004).

High quality experiences can be assured by committed and well-trained teachers. Siraj-
Blatchford (2007) states that the teacher can be a role model and can also promote children’s self-
esteem. Teachers should assist and support children’s actions and play in order to provide high
quality experiences. In addition, it was discussed in the Taggart et al. (2003) that children should
be able to rely on their teachers as this trustworthy relationship is important for effective
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interactions. Effective interactions are important when pupils need individual help. The research
made clear that there is a reasonable connection between highly qualified staff who have leader
degree and high-quality provision for children (Hallet, 2013). Early Years Professionals (EYP)
highlighted that their approaches in leadership practice is important in order to increase the
quality of pedagogical processes such as focusing on interactions between staff, children, planning
and the quality of learning environment and there were four key outcomes:

a) strategically assessing the quality of the current provision and relating this to an overall
vision of quality

b) establishing a common understanding of the improvements that were required and
developing norms around quality

c) developing, leading and evaluating professional development activities that focused on
improving process quality

d) enhancing practice leadership capacity in the setting”(Department for Education, 2010, p. 6).

In order to shape intellectual skills and creativity, to reinforce children’s imaging world and
to enable them to deal with problems on their own, teachers should guide them and provide
situations that stimulate the children’s own interest in the class (Montie, Xiang & Schweinhart,
2006). Saracho and Spodek (2006) said that the best practices and the best outcomes in early
years are related to the quality of the teachers. The EPPE Project (2003) found that “settings
which have staff with higher qualifications, especially with a good proportion of trained teachers
on the staff show higher quality and their children make more progress”. Also, researchers in the
UK found that the more qualifications teachers have, the more effective they are in their
relationships with children (Montie, Xiang & Schweinhart, 2006). Hence, being a teacher leader
has a crucial role to play in providing a more interactive learning process and to support ‘high
quality’ experiences for young children. Davies (2005) has highlighted eleven different
perspectives on leadership. Most of them are appropriate for the early years context such as
strategic, transformational, ethical, learning-centred, constructivist, emotional, distributed and
sustainable leadership.

Practitioners in the early years choose multiple leadership styles rather than a single style
for daily activities in the classroom (Geoghegan et al, 2003). “Different leadership styles are
judged to be effective in different situations, rather than one leadership style being effective in all
situations” (Morda & Waniganayake, 2010). In light of this perspective, the first step in effective
leadership is the ability to interact with others in ways that provide vision and purpose, set
realistic and achievable goals, monitor and celebrate success, improve a team dynamic and inspire
open communication (Rodd, 2006). From these ways within early years settings the focus is on
developing relationships between children, families and staff (Ebbeck & Waniganayake, 2003;
Rodd, 2006).

Law and Glover (2000) highlighted that effective leaders know when to use professional
decisions, when to support, when to strongly encourage and when to show alternatives to leading.
Every early childhood practitioner can make a decision to become a leading professional by
demonstrating increasing competence in their work; becoming a critical friend to colleagues;
supporting the development of others, children, parents and staff. Early Years Professional Status
(EYPS) has created a community of EYP who are more eager and confident about taking on a role
of leadership in early years settings and who feel better able to make developments in quality in
their settings. As the national survey revealed, eighty-seven per cent of EYP highlighted that EYPS
had provided them great opportunity to improve their colleagues’ knowledge and skills and
almost as many thought it helped them become better able to identify and improve colleagues’
effective practices (Department for Education, 2010).

Well-developed professionalism in early childhood is important in order to deal with
challenges in the settings and to deliver high-quality services for children and their families (Rodd,
2006). Leadership in the early years settings seems to be more a result of groups of people who
work together to influence and encourage each other rather than efforts of single person who
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focuses on getting the work done (Jorde-Bloom, 1997; Morgan, 1997). Therefore, all members of
staff in early years provisions are encouraged to share and discuss their different perspectives of
leadership and that might help professional development of the leadership (Rodd, 2006).
Effective leadership is equipped with a range of abilities such as “...confidence to empower, enable
to delegate, motivation and enthusiasm, willingness to celebrate existing achievements,
communication and listening, mediation and negotiation skills” (Aubrey, 2008). Fullan (2001)
described five competences of effective leaderships to achieve a culture of change; they are moral
purpose, understanding the change process, relationships, knowledge creation and sharing and
coherence making. In order to be an effective leader, one needs to an efficient manager, however,
management abilities are not same as leadership skills. Management skills are necessary but not
sufficient for effective leadership (Rodd, 2006; Law &Glover, 2000). It is leadership that responds
to the needs of staff working within the organization as well as the external needs of others,
parents and the society (Aubrey, 2008).

The connection between leadership and effective provision is vital element for early
childhood settings, where research shows that leaders play an important role in the provision of
quality services. Effective leadership has been found to be a key element of effective early
childhood provision (Muijs et al, 2004; Harris et al, 2002; Rodd, 2006). Other factors that have
taken into account to the focus on leadership include pressure for increasing professionalization
and accountability from within and outside the profession (Rodd, 2006). Effective Leadership in
the Early Years Study (ELEYS), Siraj-Blatchford and Manni (2007) state clarifications of effective
leadership practices described in the early years settings that took part in the study:

" -ldentifying and articulating a collective vision

e Ensuring shared understandings, meanings and goals

e Effective communication

e Encouraging reflection

e Commitment to ongoing, professional development

e Monitoring and assessing practice

e Distributed leadership

e Building a learning community and team culture

e Encouraging and facilitating parent and community partnerships
¢ Leading and managing: striking the balance” (p.12)

Here the idea of striking a balance between leadership and management is highlighted. In
accordance with the research, the Department for Education’s research report (2010) stated that
“Early Years Professional Status has created a cohort of Early Years Professionals who are more
willing and confident about taking on a leadership role in their settings and who felt better able
to make improvements in quality in their settings...” (p. 6). These qualities are important to
support being an effective leader and to make high quality early years education.

Leadership and management

It is hard to distinguish between the understanding of leadership and management. They are
linked inherently and interwoven. However, the conceptualism of leadership and management
are not fully discovered in early years settings (Moyles, 2006). However, in Turkish literature
there is only one-way side to look at leadership as it is same with manager or administrator. There
are some of researches discussed about the managers encountered problems in school
environment (Bute and Balci, 2010), qualities of pre-school administrators in accordance with
pre-school teachers’ thoughts (Susmak and Hacifazlioglu, 2013), pre-school teachers and
administrators’ perceptions about thinking skills instruction in early years (Akbiyik and Kalkan
Ay, 2014). Manager and leadership are not the same while manager is a role as leading the
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procedure in schools, leadership is a skill that can be seen as a kind of working style that
influencing someone or something better. There is one more research broke the borders and
looked at the leadership skills of pre-school managers (Zembat, 1994). She showed in her
research that pre-school managers should have qualifications such as taking responsibility, being
tolerant, having leadership skills, being reliable, having verbal skills, convincing skills, having self-
confidence, being honest, planning and organisation skills. It can be clearly seen that there are
limited number of studies about how leadership can influence in best way the early years
education sector not only policy but also practice perspective. Therefore, it must be underlined
that leadership has not only one-size-fits-all perspective especially in early years. Effective leaders
in early years need to be careful that their leadership role is more than regular management which
focuses on the present and is dominated by issues of continuity and stability (Rodd, 2006).
Management and leadership are different perspectives of the work of early childhood education
directors and managers (Waniganayake et al, 2000). Management is distinguished by active
involvement in pedagogy, positive relationships, effective communication and high expectations
for increasing professionalism (Solly, 2003). West-Burnham (1997) explained that leadership
considers vision, mission, provision and transformation of the organizations whereas
management considers effective employment of the vision and operational matters, ensuring the
organization is carry out effectively and adequately to achieve its goals. Burnes (1996) suggested
that the role of a leader contain the roles of a manager and often vice versa. Therefore, managers’
and leaders’ roles overlap significantly.

“The Effective Leadership and Management Scheme for the Early Years” project (ELMS) is
a vehicle for professionals who are in leadership and management roles in early years settings to
help them to evaluate their effectiveness (Moyles, 2006). It is argued that the aim of evaluation of
leadership and management is to provide the best possible experiences for young children and
early educators. Effective leadership and management are principal to the quality agenda. Moyles
(2006) highlighted leadership qualities, management skills, professional skills and attributes, and
personal characteristics and attitudes. The effective leadership and management scheme (ELMS)
aims to ensure that practitioners in these settings adopt the best possible experiences and
direction in their work and play and that parent and care-givers can have confidence in the
particular settings attended by their children (Moyles, 2006). However, Dunlop’ s research (2002)
on nursery teachers’ concepts of leadership, which was conducted in the West of Scotland, found
that nursery teachers who are working in nursery schools and nursery classes see themselves
with a quality leadership responsibility that is not always admitted by their managers: they
distinguished between leadership and management. Both leadership and management
characteristics are significant in the context of education, especially early childhood education
“where the parents/client and teacher/manager relationship is altering rapidly” (Smith
&Langston, 1999). Smith and Langston (1999) identified a manager who operates, regulates, and
recognises current policy and practices. However, they stated that a leader is a person who
inspires others, empathises with staff, motivates, initiates changes, has targets, makes decisions,
provides opportunities to develop, and promotes team spirit. They highlighted that leadership
and management characteristics are a necessity in running early childhood education settings.
The ELMS adapted and built upon these arguments in order to promote high quality early
childhood education.

On the other side, a research study conducted by Solly (2003) found that there were
differences in who could be seen as a leader in different types of early childhood settings. In
nursery classes, primary schools, private and voluntary settings, respondents saw that there is
only one leader who is the official leader (owner, head teacher). Leaders in these settings do not
have obvious leadership traits such as being authoritative and restrictive but rather take a
collaborative approach to Early years providers play different roles in their leadership according
to the setting in which they are based. For instance, Osgood (2004) declared that private-sector
providers were more likely to implement business principles to the management of their settings,
while those managing voluntary-sector settings were very uncomfortable with an entrepreneurial
agenda. Private nursery managers tended to have less collaboration and a less community-
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centred approach to leadership because of concerns about competition which put profit making
at risk. (Osgood, 2004; Dunlop, 2008). It can be clearly seen that the private early years sector
might give priority their trade profit instead of educational profit as high-quality standards which
shows this aim is incoherent with ELMS aspects.

The challenges of developing leadership in the early years

In achieving quality improvement, effective Early Years Professionals adapted their
approaches to practice leadership in line with their settings’ needs and capabilities and to
meet the challenges of improving and sustaining the quality of practitioner interaction with
children (Department for Education, 2010, p. 6).

There is a real lack of clarity at the national level about the fulfilment of the leadership role at the
Early Years Foundation Stage in England, although it has been changing and developing over
several years. It was believed that uncertainty of status for the early years led to education for
young children being generally thought of as easy and something that any professional could do
(Aubrey, 2008). Boardman (2003) claimed that early childhood leaders face challenges arising
out of significant, diverse and complex educational and organisational challenges, difficulties with
knowledge and relationships. Hence, practitioners who have wide experience and broad
knowledge will have immense resources to help them in creating a vision which will inspire staff’s
support (Rodd, 2006).

Through addressing barriers to effective leadership, Ebbeck and Waniganayake (2003)
indicated why traditional leadership theories do not work in early childhood education. They lay
emphasis on the fact that discussions about leadership have been too restricted by the traditional
tendency to consider leadership to be the position of the manager of a setting. Ebbeck and
Waniganayake (2003) suggest a new model for distributive leadership in which they recommend
that many staff can implement a leadership role in the same early childhood pre-school setting at
the same time. “In proposing a distributed leadership model for early childhood these researchers
are exploring new ways of defining leadership in early childhood: their work reflects changing
views of such leadership” (Dunlop, 2008, p. 35). It is necessary to improve the leadership
qualifications of teachers in the early years, and it is obvious that leaders who can provide and
promote high quality education for children. However, some studies (Bloom, 1997; Muijs et al,
2004; Rodd, 2006) indicate that most of leaders in early years settings in the UK found that there
might be defined as focusing more on improvement than development; there was more focus on
management than on leadership (Muijs et al, 2004). “Early childhood practitioners’ perception
and comprehension of and confidence in their leadership role with staff, parents and other
professionals are not clear or well developed and this limitation in professional development may
describe the difficulties in leadership” (Rodd, 2006). That the responsibilities of leaders and child
carers are hard to separate has not helped either the early childhood profession or the society to
understand the challenges of the diverse leadership roles in the early childhood education
(Caldwell, 2003; Moyles, 2003).

However, Solly (2003) found that the majority of early childhood leaders in her study
thought there was a difference in leadership styles in their sector and others. A social
constructivist model of learning is often advocated in early years, and Solly argued that leaders in
early years education settings have positive learning dispositions to enable others. Participants
saw their energy as inspiration, ambition and demand along with being a lifelong learner and
having a team culture (Solly, 2003). The link between effective leadership and children’s success
has been vigorously supported through school inspection. Effective leadership has an
understandable impact on pupils’ learning (HMIE, 2000). Even though leadership has been found
to be central to successful schools, equally there is scope for improving the quality of that
leadership (HMIE, 2000), managers often focused overly on the day-to-day activities without
being strategic in the longer term. The complementary nature of leadership and management is
often assumed; however, in the educational literature a distinction is clearly drawn: leadership is
perceived to include vision, based on shared values (Celik, 2000). Leaders are better placed to
provide both motivation and direction to colleagues (HMIE, 2000).
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[t is a significant issue of leadership that the responsibilities and terms are not clear such as
professional and pedagogue (Celik, 2000). The terms and their positions of leaders are not very
certain. The Ten-Year Childcare Strategy for graduate level leadership or full day care settings as
a first step in better conditions, and for the leadership of multi-disciplinary teams, together with
an understanding of how young children’s learning might be developed through activities in
childcare settings, is a skilled and demanding job (Owen, 2006). The implications of leadership in
early years settings are important, largely because it is suspected that the relative newness of
these settings may not have enabled the establishment of inherent languages to improve and that
the rationality boundaries may have not been clearly established (Briggs & Briggs, 2009).

Gender in leadership

Female professionals are traditionally working as leader and manager in early years services
(Carli & Eagly, 2011). Dunlop (2008) stated that “the gender of leadership may be a way in which
leadership in early childhood is set apart from other sectors of education” (p. 8). That brings to
the literature that gender differences put various options for leadership in early years settings.
According to Rodd (2006), women, describing the concept and need for leadership, may lack of
understanding what leadership may mean in an early childhood service. In this sector the concept
of leadership can involve sets of reciprocal relationships (Dunlop, 2005) and these have more in
common with the early childhood pedagogical approaches than with traditional business
concepts of leadership (Dunlop, 2008). There is a view that leadership styles are different
between male and female leaders (Mujis et al, 2004). It is understood that the qualities of agentic
leaderships are more suitable for men than women, and the characteristics of effective leadership
is confident and male emerge (Hallet, 2013).

In Osgood’s study (2004) a high percentage of the sample was female. They reported some
concern “based on perceptions that government’s push towards commercial models of childcare
management favoured masculinised entrepreneurialism over an ethic of care” (Dunlop, 2008,
p.8). However, Osgood (2004) found that managers in early childhood settings were prepared to
adopt commercial approaches provided that their commitment to care, local community and
parents and managers would not be affected and that their emotional investment and
commitment to work was taken into account. They wish to encourage their professionalism,
whilst maintaining an ethic of care and opposing a form of entrepreneurship that in their view
might be a disadvantage to provision (Osgood, 2004) and overly masculinised (Dunlop, 2008).
Previous methods and traditional leadership theories may not have been suitable to the early
years education area in that they reflected a hierarchical, top-down, male-oriented approach
(Kagan & Hallmark, 2001) that was mostly accepted by those in the business world.

The professional inability of female leaders in early years leadership positions to associate
themselves with the traditional leadership role is because leadership characteristics are generally
considered to include male qualities such as aggression, forcefulness, competition and
independence (Scrivens, 2002; Blackmore, 1989). However, more studies related to women'’s
leadership in the early years sector highlight that women see it as empowering others (feminine
quality) rather than having power over others (a masculine trait) (Scrivens, 2002; Miller & Cable,
2008, 2011; Aubrey 2008; Lindon & Lindon, 2011). This concept of gender disposition has been
discussed by Aubrey (2008) “there is a danger in too closely associating characteristic of
leadership with masculine or feminine values and qualities that leads both to stereotyping women
and alienating nurturing men” (p. 2). Pearn and Kandola (1993) have shown that 80 percentages
of senior managers, when asked to portray a successful manager, described male’s traits. This
focus on males who are already known as successful managers did not represent all the possible
forms of leadership and leaders there might be (Briggs & Briggs, 2009). Heilman's survey (1989)
(Cited in Dunlop, 2008) related to the leadership of males and females in workforce, reported that
women lack of confidence but they are more sensitive and sociable.

EURASIAN JOURNAL OF TEACHER EDUCATION, 2020, 1(2), 82-95



89 KARAOGLU

Practice in leadership

Leadership is about personal traits and for this reason about a single person playing a leadership
role into which is built concepts of competition and power. This does not overlap easily with the
collaborative approaches upon which early childhood practice is based (Thornton, 2005; Dunlop,
2008). Early years prior-to-school services are often non-hierarchical and most employees are
women (Ebbeck & Waniganayake, 2003; Rodd, 2006). This clearly explains why distributive
leadership models are most preferred in early childhood settings. There is a strong case to adapt
different form of leadership as a means of dividing multiple services and complicated engagement
(Aubrey, 2008).

The early childhood sector is developing and a large proportion of families now take
advantage of pre-school education (Scottish Executive, 2004). Childcare and early education
settings are different, and include nursery classes, primary schools, private and voluntary settings
(Dunlop, 2002; Muijs et al, 2004; Solly, 2003). These diverse settings generally have contrasting
philosophies, structures and a range of quality models. In order to provide high quality education
in early years and to sustain it, leaders need to be aware of the curriculum and team spirit and
need to know to practice where it is necessity.

Hallet and Roberts-Holmes (2010) described professional leader as ‘/eaders of learning’.
Kagan and Hallmark (2001) identified a number of key Early Years Professionals’ (EYPs)
leadership attitudes, including community leadership and pedagogical leadership. Heikka and
Waniganayake’s research (2011) found that EYPs have two roles of leading practice and acting as
change agents in early years settings. It has been examined how the research on pedagogical
leadership in early childhood education requires to be “informed by approaches that are sensitive
to the ways in which EYPs develop others’ leadership by distributing responsibilities”
(Department for Education, 2010, p. 16). Heikka and Waniganayake related leading practice to
the concept of pedagogical leadership, which they defined as:

"...taking responsibility for the shared understanding of the aims and methods of learning and
teaching of young children from birth to 8 years... teachers have a significant role and
responsibility to ensure that the educational pedagogy employed matches children’s interests,
abilities and need” (Heikka & Waniganayake, 2011: 500).

The link between pedagogical leadership and distributed leadership has considerable value
because, in order to be effective, pedagogy has to be shared, communicated and evaluated
throughout a setting. Hence, pedagogical leadership has a collaborative and co-operative function
(Heikka & Waniganayake, 2011). Siraj-Blatchford and Manni (2007) found that, in effective
settings, the leadership characteristics of contextual literacy and commitment to cooperation and
to the development of children’s learning were vigorously expressed. Practices of effective
leadership described in the research contained identifying and articulating a collective vision;
providing shared understandings, meanings and goals; encouraging reflection, and facilitating
parent and community partnerships (Siraj-Blatchford & Manni 2007).

Traditionally leadership in the early years has been interwoven with individual skills
characteristics and personal traits in the leader (Nivala & Hujala, 2002). Recently in England, the
National College for School Leadership is actively providing professional development
opportunities. As a part of its Community Leadership Strategy it has presented as the first national
schedule to address the requisitions of leaders within multi-agency early years settings. The
qualification is known as the National Professional Qualification in Integrated Centre Leadership,
it acknowledges that leadership in the early years has a particular point, especially as integrated
services improve and combined staffing models progress to be an attribute of early years sector
(Dunlop, 2008).

Conclusion

This paper examined and illustrated the works of researchers that have influenced the
understanding of leadership and use of effective leadership in the early years sector, especially on
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the UK policy basement. Quality early childhood education and leadership in educational settings
are parallel elements. Even the concept of leadership in the early years has only recently emerged;
there are many benefits of using effective leadership such as to ensure a fruitful early childhood
experience and provision of quality services. Training is essential to provide relevant knowledge
and skills for effective leadership roles in early years services (Sylva et al, 2004).

The first step of the effective leadership is the skill to communicate with others, identify real
and reachable goals, observe and praise success, support a team and inspire staff to communicate
within early years settings; the focus is on developing relationships between children, families
and early years education providers. Leadership and management in the early years assume great
importance in this context. Leadership traits, management abilities, professional skills,
personality and attitudes are vital to promote professionalism in the sector. For this reason,
management and leadership may be carried out together. In relation to gender and leadership, it
has been discussed that female leaders are more prepared to take on management roles and, in
such roles, they might show more empathy with staff, other professionals, parents and the wider
community. Male leaders on the other hand have been found more likely to work with a group and
they feel that they have more authority in their job. To sum up, there might be some strategies to
develop leadership skills in the early years sector to provide quality educational provisions and
educational management such as encouraging, engaging, supporting and building relationship
with families and educators as a working team. It is important and crucial that these areas in
leadership policy need to developed and involved into the early years education setting as it an
emerging sector provides children with high-quality standards. This critical review aimed to put
an emphasis on lack of strength of in-depth studies in Turkey including leadership policy in early
years, also aimed to find a way to encourage, engage and support educators’ leadership
throughout their experiences in this sector.
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Genisletilmis Ozet

Giris

Taggart ve arkadaslarinin (2003) yaptiklari ¢calismanin sonuclarina gore ytiksek kaliteli bir erken
cocukluk egitimi anti-sosyal ve anksiyete davranislar1 sergileyen cocuklarin bu davranislarinin
gozlemlenmesinin azaldigini vurgulamistir. Bu ylzden erken cocukluk egitim siirecinde liderler
tarafindan cocuklara yiliksek nitelikli deneyimlerin saglanmasi onemlidir. Erken cocukluk
egitiminde, liderligin etkili sekilde kullanildig1 kurumlarda sorunlu davranislarin giderilmesi
gozlemlenmistir (Pugh, 2006). Birlesik krallik hiikiimeti, liderlerin gelisim egitimi ve cocuklar
tizerindeki etkilerinin incelenmesi ve siirdiiriilmesi i¢in 1997 yilindan beri yatirnm yapmaktadir

(Andreae &Matthews, 2006). Bu derleme, erken ¢ocukluk doneminde liderlik anlayisini etkileyen
ve sekillendiren arastirmacilarin ¢alismalarini inceleyecektir.

Erken ¢ocuklukta etkili liderlik

Siraj Blatcford ve Manni’'nin (2007) ¢alismasinda erken ¢ocukluk uygulamalarinda etkili liderlerin
ozellikleri su sekilde siralanmistir:

e is birligi vizyonuna sahip oldugunu ifade edebilir ve bunu detayli tanimlamak
e is ortaminda diislincelerin ve hedeflerin paylasimini saglamak

o etkiliiletisim

e dislinmeye tesvik etmek
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stirekli gelisime bagh kalmak

uygulamayi izleme ve degerlendirmek

O6grenen takim kiiltiirii kurmak

ebeveyn ve toplumdaki diger kisiler icin kolaylik ve imkan saglamak
-liderlik ve yonetimdeki dengeleri saglamak

Yoneticilerin ve 6gretmenlerin bu gibi liderlik 6zellikleri olmasi okuldaki pedagojik atmosferi de
olumlu destekler. Ingiltere’de yapilan uzamsal c¢alismalarda da bu yaklasimin iizerinde
durulmustur ve sistem icinde benimsenmistir. Bilissel gelisimi ve yaraticiligi sekillendirmek icin
¢ocuklarin hayal diinyalar1 desteklenmeli ve onlara kendi baslarina problemlerle miicadele etme
sanslar1 verilmelidir. Ogretmenler bu beceriler icin siniflarda gerekli ortamlari hazirlamal ve
cocuklara gostermelidirler (Montie, Xiang & Schweinhart, 2006). Bu ise liderlik dzelligi gelismis
ogretmenlerin ozelliklerinden birisidir.

Liderlik ve Yoneticilik

Liderlik ve ydnetim kavramlari arasinda ayrim yapmak zordur. Bu iki element dogal olarak
birbirine baghdir ve i¢ ice gecmistir. Bununla birlikte, liderlik ve yonetim kavramsallasmasi erken
cocukluk egitimi ortamlarinda tam olarak kesfedilmemistir (Moyles, 2006). Ancak, Tiirkiye’'deki
alan yazinda c¢ogunlukla liderlik ile ilgili olarak yonetici algis1 lizerinde durulan calismalar
yapilmistir. Bu ¢alismalarda, okul ortaminda karsilasilan sorunlar (Bute ve Balci, 2010), okul
oncesi 0gretmenlerinin duisiinceleri dogrultusunda okul 6ncesi yoneticilerinin nitelikleri (Susmak
ve Hacifazlioglu, 2013), okul oncesi 6gretmenleri ve yoneticilerin erken yaslarda diisiinme
becerisi dgretimine iliskin algilar1 (Akbiyik ve Kalkan Ay, 2014) konulari lizerinde duruldugu
goriiliir. Miidiir ve liderlik ayni1 degildir, ancak yonetici okullarda prosediirii ydoneten bir rol iken,
liderlik, birini veya bir seyi daha iyi etkileyen bir tiir calisma tarzi olarak goriilebilen bir beceridir.
Okul 6ncesi yoneticilerinin liderlik becerilerine bakan Zembat (1994) tarafindan yapilmis bir
arastirma daha vardir. Arastirmada okul 6ncesi yoneticilerinin sorumluluk alma, hosgoriilii olma,
liderlik becerilerine sahip olma, giivenilir olma, s6zli becerilere sahip olma, ikna etme becerileri,
kendine giiven, diiriist olma, planlama ve organizasyon becerileri gibi niteliklere sahip olmasi
gerektigini gosterilmistir. Liderligin erken yas egitim sektoriinii sadece gerekli dokiimanlarla
degil uygulama perspektifini de en iyi sekilde nasil etkileyebilecegi konusunda sinirl sayida
calisma oldugu agikca goriilmektedir. Bu nedenle, 6zellikle erken ¢ocukluk egitiminde liderligin
herkese uyan tek bir bakis acisina sahip olmadiginin alt1 ¢izilmelidir. Erken ¢ocukluk doneminde,
etkili liderlerin, liderlik rollerinin bugiine odaklanan ve siireklilik ve istikrar konularina hakim
oldugu, diizenli yonetimden daha fazlasi olduguna dikkat etmeleri gerekir (Rodd, 2006).

Erken ¢ocukluk yillarinda gelisen liderligin zorluklan

Ingiltere'deki erken ¢ocukluk egitimi dénemindeki liderlik roliiniin yerine getirilmesi konusunda
ulusal diizeyde gercek bir netlik yoktur, ancak son yirmi yilda degisip ve gelismektedir. Boardman
(2003), erken cocukluk egitim sektdriinde calisan liderlerinin 6nemli, ¢esitli ve karmasik
egitimsel ve orgiitsel zorluklardan, bilgi ve iliskilerle ilgili zorluklardan kaynaklanan zorluklarla
karsilastigini belirtmistir. Bu nedenle, tecriibeye ve iyi alan bilgisine sahip liderlerin, egitim
ortamindaki personele ilham verecek bir vizyon olusturmada onlara yardimci olmasi ve gerekli
imkanlar1 sunmasi beklenir (Rodd, 2006). Egitim sektdriinde liderligin ne oldugunun hangi
sartlari tasidiginin ve pozisyonlarinin net olmamasi en bilinen zorluklardir.

Liderlikte cinsiyet

Erken cocukluk egitim sektoriindeki kadin liderler kendilerini geleneksel liderlik roltiyle
iliskilendirmislerdir, liderlik 6zelliklerinin genellikle erkek nitelikleri icerdigini vurgulamislardir
(Scrivens, 2002; Blackmore, 1989). Bununla birlikte, erken cocukluk egitim sektoriinde kadin
liderligi ile ilgili daha fazla arastirma, kadinlarin bunu baskalari iizerinde gii¢ sahibi olmaktan
(erkeksi nitelik) ziyade baskalarini giiclendirmek (kadinsi nitelik) olarak gérdiiklerini
vurgulamaktadir (Scrivens, 2002; Miller ve Cable, 2008, 2011; Aubrey 2008; Lindon ve Lindon,
2011).
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Liderlik Uygulamalan

Gelismekte olan erken cocukluk egitim sektorii sayesinde ailelerin biiytik bir kismi okul dncesi
egitimden yararlanmaktadir (Scottish Executive, 2004). Erken ¢ocukluk egitim ortamlarinin
genellikle farkl felsefeleri, yapilar1 ve modelleri vardir. Cocuklara ilk yillarinda kaliteli egitim
vermek ve bunun devamliligini saglamak icin liderlerin kurumlarda uygulanan miifredatlarin,
yonetmeliklerin ve daha da 6nemlisi ekip ruhunun farkindaligina sahip olmalar1 ve gerektigi
yerde bilgilerini kullanmalari gerekir.

Sonug

Bu makale, liderlik anlayigini ve 6zellikle Ingiltere’nin bu konuyla ilgili dokiimanlarini ve erken
cocukluk egitim sektortinde etkili liderlik kullanimini igeren ¢alismalarini incelemistir. Kaliteli
erken cocukluk egitimi ve egitim ortamlarinda liderlik birbirlerine paralel unsurlardir. Verimli
ve kaliteli bir erken ¢ocukluk deneyiminin yani sira standartlari yiiksek bir egitim hizmeti
saglamakta liderlik okul 6ncesi egitim kurumlarinda 6nemli bir unsurdur.
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Ogretmen Ogrenmesi ve Matematik Ogretimindeki Yeri

Oz

Bu arastirmada ogretmen o6grenmesi ve 0Ozel olarak matematik 6gretimindeki yeri
incelenmistir. Bu amagla hem ulusal hem de uluslararasi alan yazinda 6gretmen 6grenmesinin
ne anlama geldigine ve nasil gelistirildigine yonelik ¢alismalarin analizi yapilmistir. Analiz
sonucunda 6gretmen 6grenmesi ile ilgili ulusal boyutta yapilan ¢alismalarin sayisinin oldukea
az oldugu dikkat c¢ekmistir. Incelenen arastirmalar cercevesinde mesleki gelisim
bilesenlerinden 06gretmen 6grenmesinin, mesleki gelisimin 6nemli bir bileseni oldugu ve
gelisimi icin sistematik adimlarin izlenmesi gerektigi tespit edilmistir. Ayrica iyi planlanmis
O0gretmen 6grenmesi programlarinin 6gretmenin inang, tutum ve davraniglarinda meydana
getirecegi degisikliklerin sinif icine yansimasinin 6grenci 6grenmesinin pozitif yonde degisimi
ile sonuclanacag1 ortaya koyulmustur. Son olarak konu ile ilgilenen arastirmacilar, iilkelerin
O0gretmen Ogrenmesi icin ortaya attifi modellerin uluslararasi uyarlama c¢alismalarindan
ziyade, her iilkenin kendi kosullarinda giincelleme calismalar1 yapilmasinin daha faydal
olacagini ifade etmislerdir.

Anahtar Kelimeler: Matematik 6gretimi, Mesleki gelisim, Ogretmen degisimi, Ogretmen
egitimi, Ogretmen 6grenmesi.

Giris
Yiiksek kaliteli mesleki gelisim hemen hemen her iilkenin temel hedefidir. Hill (2007) mesleki
gelisimin okullarin gelisim ¢abalarinin hayati noktasi oldugunu ifade etmektedir. Guskey’e (2002)
gore politikacilar okullarin, icindeki 6gretmen ve yoneticilerden daha iyi olamayacagini giderek
daha fazla kabullenmekte ve egitim reformlarini bu diisiinceye bagh kalarak
degerlendirmektedirler. Yani okullarin Kkalitesi 6gretmenlerin ve yoneticilerin kalitesi ile
yakindan iliskilidir. Nitekim Day’e (1999) gore bir okulun gelisimi 6gretmenlerinin gelisimlerine
baghdir. Benzer sekilde, Barber ve Mourshed (2007) hi¢bir okulun i¢gindeki 6gretmenden daha iyi
olamayacagini ifade etmektedirler. Bu durumda o6gretmen ve 6gretim kavrami o6n plana
cikmaktadir. Ulkeler 6gretimin kalitesini artirmak ve 6gretimde basariy1 yakalamak icin mesleki
gelisimle ilgili programlar 6ne stirerler. Mesleki gelisim programlar1 6gretmenlerin sinif ici
uygulamalarinda, tutumlarinda, inanclarinda ve 6grencilerin 6grenme c¢iktilarinda degisiklik
yaratmaya yonelik sistematik cabalar biitiiniidiir (Guskey, 2002). Ogretmenlerin etkinliginin
aydinlatilmasi ve artirilmasi amaciyla hazirlanan programlar, 6gretmenin bilissel, duyussal gibi
gelisimsel Ozelliklerini ele alma konusu bakimindan farklhlassa da, dgretmen niteliginin
artirilmasi bu programlarin ortak kaygisi olmustur.

Milli Egitim Bakanligi (2017) 6gretmen yeterlilikleri ile 6gretmenlerin mesleki gelisim
ihtiyaclarinin belirlenmesinde ve bu ihtiyaclar1 gidermeye yonelik faaliyetlerin planlanmasinda
dikkate alinacak bir dizi kurallar1 tanimlamaktadir. Bu kurallardan biri siirekli mesleki gelisimdir.
Siirekli ifadesi dgretmenlerin mesleki gelisimlerinin yasam boyu siirdigi ile ilgilidir. Stirekli
mesleki gelisim 6greticinin alan ile ilgili bilgi, beceri ve tutumlarini artirmak icin gecen zamani
temsil eden bir siirectir (Bolam, 2000; Guskey, 2002). Ogreticinin icinde oldugu bu siire¢ onun
devamli olarak 6grenmeyi 6grenen bir birey olma 6zelligini gerektirmektedir. Nitekim Ozcan
(2011) 6gretmenlerin gelisen teknolojik imkénlara ayak uydurmasi ve meydan okumasi icin
kendisini siirekli olarak gelistirmelerinin ve 6grenmeyi 6grenmelerinin gerekli oldugunu ifade
etmektedir. Siirekli mesleki gelisimin anlasilmasi i¢cin mesleki gelisim, 6gretmen degisimi ve
O0gretmen 6grenmesi kavramlarinin anlasilmasi 6nemlidir. Schwartz ve Bryan’a (1998) gore
mesleki gelisim 6gretmen niteligini artirmak, inan¢ ve tutumlarindaki degisim ve 6grenci
6grenmesini gelistirmek icin yapilan faaliyetleri temsil eden bir kavramdir. Ogretmen degisimi ile
o0gretmenlerin inan¢ ve tutumlarindaki degisim kastedilirken (Shirrell, Hopkins & Spillane, 2019);
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O0gretmen 6grenmesi ile 6gretmenlerin kendi uygulamalarindan hareketle mesleki 6grenmelerine
katki saglayacak gelisimsel adimlar kastedilmektedir (Darling Hammond & Richardson, 2009).
Ogretmenlerin kendi uygulamalarindan hareketle, 6grenci 6grenmesinden yararlanarak sinif ici
uygulamalarindan mesleki anlamda beslenmesi, diger ifadeyle 6grenmeye calismasi, gelisiminin
bir parcasidir. Kazemi ve Franke'ye (2004) goére Ogrenci calismalar1 etrafinda 6gretmen
O6grenmesini organize etmek, mesleki gelisimi uygulamanin 6zel bir yoludur.

Tiim mesleklerde 6nemli bir kavram olan mesleki gelisim, 6zel olarak 6gretmenlik meslegi
icin ayr1 bir 6nem tasimaktadir. Ciinkii 6gretmenlik, bireyin degisiminden sorumlu olan, bilim ve
teknolojik degisimlerden birinci derecede etkilenen ve dolayisiyla siirekli olarak giincel kalmay1
gerektiren bir meslektir. Bu ve benzeri 6zellikleri 6gretmenlik meslegini degerli kilmaktadir. S6z
konusu alan yazin ¢alismalari ise 6gretmenin 6grencileri, okul cevresi, sosyal ¢evresi, uyguladigi
programla beraber ele alinmasinin mesleki gelisim siirecini agiklamada 6nemli oldugunu
gostermektedir (Borko, 2004; Desimone, 2009; Smith & Desimone, 2003). Smith ve Desimone’e
(2003) gore ogretmenler mesleki gelisim slirecinin zamanla artan éneme sahip bir pargasidir.
Mesleki gelisim oldukg¢a genis bir konudur ve bu kavramla ilgilenen arastirmacilar mesleki
gelisimin cercevesini belirlemek ve bilesenlerini ortaya koymak i¢in modeller 6ne siirerler.
Desimone (2009) mesleki gelisim modellerinin kritik 6zelliklerinin oldugunu ve daha dnceden
Mackenzie (1997) tarafindan da ifade edildigi gibi 6gretmen, 6grenci ve okul bilesenlerine sahip
oldugunu ifade etmektedir (akt. Ling & Mackenzie, 2001). Sekil 1'de Borko (2004) tarafindan
ortaya atilan mesleki gelisim modeli yer almaktadir.

Sekil 1.
Mesleki gelisim bilesenleri

Kolaylastirici

Mesleki Gelisim

Programi Ogretmen

Baglam

Sekil 1'de yer alan mesleki gelisim modelinin dért anahtar kavrami vardir. Bunlardan
kolaylastiriai ile 68retmenlere yeni bilgi ve uygulamalar gelistirirken rehberlik eden kimseler
kastedilirken, Ogretmen bu siirecin 6grenenidir. Baglam ise mesleki gelisim siirecinin
gerceklesmesi ile ortaya ¢ikan kavramdir. Borko (2004) modellerin temel amacinin 6gretmenler
icin yiliksek kalitede mesleki gelisim saglamak oldugunu ileri siirmektedir. Bu amacla
o0gretmenlerin mesleki gelisim seriiveninde 6grenmeyi 6grenmesi, 6gretim isini gerceklestirmede
onemlidir. Dolayisiyla 6gretmen 6grenmesinin ne demek oldugunun aciklanmasi1 hedeflenen
gelisim diizeyi icin bir gerekliliktir. Hill'e (2007) gore o6gretmen 6grenmesinin anlaminin
aciklanmasi mesleki gelisimin basarili bir sekilde yiiriitiilmesi ile dogrudan iligkilidir.

Bu arastirmada 6gretmen 6grenmesinin ne oldugu ve bu kavramin matematik 6gretiminde
ne anlamda yer buldugu agiklanmaya calisilmistir. Bu amacla 6gretmen 6grenmesi ile ilgili alan
yazinda yer alan kaynaklar taranmustir. Ulkemizde 6gretmenin mesleki gelisimine yonelik
calismalar yayginken, 6zel olarak 6gretmen 6grenmesi lizerine yapilmis sinirh sayida ¢alisma
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oldugu fark edilmistir. Benzer sekilde yabanci alan yazinda 6gretmen 6grenmesi ile ilgili teorik
yapinin sunuldugu akademik yazilar mevcutken (bkz. Borko, 2004; Desimone, 2009), iilkemizde
O0gretmen O0grenmesinin anlamina yonelik herhangi bir yazi ile karsilasiilmamistir. Sadece bir
kavramin agiklanmasi ilizerine yapilan ¢alismalar, diger uygulama tiirtindeki ¢alismalara nazaran
daha detayl bilgi sunmalari acisindan degerlidir. Yapilan analizin amaci 6gretmen ve 6gretmen
adaylarinin hatta 6gretmen egitimcilerinin 6g8retmen 6grenmesi ile ilgili fikir sahibi olmasini
saglamaktir. Bu ¢alisma ile 6gretmen 6grenmesiyle ilgili firsatlari en iyi sekilde degerlendirmek
icin arastirmacilarin anlayislarini gelistirmek ve boylelikle mesleki gelisimin kalitesini artirmak
hedeflenmistir. Ogretmenlerin mesleki gelisimi, ulusal egitim sistemimizin reform hareketleri ve
egitimin gerceklestirilmesi gereken hedefleri arasinda onemli bir yere sahiptir. Desimone’a
(2009) gore mesleki gelisim 6gretim ve 6grenmedeki reformun anahtaridir. Bu durum sadece
tilkemiz i¢in degil, diger tilkelerin ulusal egitim hedefleri arasinda da yer almaktadir (Mockler,
2013; Timperley, Wilson, Barrar & Fung, 2008; Venkat, Adler, Rollnick, Setati & Vhurumuku,
2009). Mesleki gelisimde 6zel olarak matematikte karmasik hedefleri karsilamanin zor oldugu
(Kazemi & Stipek, 2001) goz oniine alindiginda 6gretmen 6grenmesinin anlasilmasi ve bu yonde
¢alismalarin yayginlastirilmasi egitimde gelisimi destekledigi gibi matematik 6gretmenleri icin
mesleki gelisim politikalar1 baglaminda fikir de saglayabilir.

Ogretmen Ogrenmesi

Son yirmi yilda, Ogretmenlerin 6grenmesine yonelik yapilan g¢alismalar giderek
yayginlasmaktadir. Bu durum, egitimin siirekli gelisen bir alan olmasi ve bu alanda 6gretmenlerin
yasam boyu hem 6greten hem de 6grenen konumunda yer almalariyla iliskilendirilebilir. Darling
Hammond ve Richardson’a (2009) gore, Ogrencilerin analitik diisinme becerilerini
gelistirmelerine yardimci olmak amaciyla 6gretmenlerin daha iist diizey diisiinmeye ve
uygulamaya dayal 6gretimi 6grenmeleri gerekir. Bunun i¢in gerekli olan, ¢cok yonlii 6gretimin
gelistirilmesi icin egitim sistemlerinin geleneksel 6grenme ortamlari yerine daha etkili mesleki
gelisim ortamlar1 sunmalaridir. Etkili mesleki gelisim, soyut tartismalardan ziyade 6grencinin
o6grenme ciktilarina vurgu yaparak, aktif 6gretimi, degerlendirmeyi, gézlem ve diisiinmeyi iceren
uygulamalar1 kapsamaktadir (Darling Hammond & McLaughlin, 1995; Hunzicker, 2011). Ayni
zamanda etkili mesleki gelisim is birligine dayali olup 6gretmenleri hem aktif hem de interaktif
o6grenmeye dahil etmektedir (Darling Hammond & McLaughlin, 1995; Hunzicker, 2011; Knapp,
2003). Bu baglamda, 6grenci 6grenmesine odaklanan ve 6gretmenlerin 6gretim deneyimlerini
gelistirmelerine yardimci olan mesleki gelisim, uygulama {izerinde giiclii olumlu etkilere sahiptir
(Borko & Putnam, 1996; Wenglinsky, 2000).

Ogretmenlerin mesleki gelisimi, 6grenme topluluklarinin insasina odaklanmahdir
(Lieberman & Pointer Mace, 2008). Uretken bir mesleki gelisim topluluguna katilan 6gretmenler
birbirlerinin siniflarin1 diizenli olarak gozlemler ve degerlendirmeler yaparlar (Hord, 1997).
Ancak o6gretmenlerin bunu gerceklestirmeleri olduk¢a zordur. Bu anlamda égretmenlerin ders
videolarini kullanmalari birbirlerinin sinif uygulamalar1 hakkinda bilgi sahibi olmalarina imkan
saglar. Boylece 6gretmenler birlikte sinif videolarini izleyerek yeni uygulamalar ve pedagojik
stratejiler gelistirebilir ve smnif etkilesimlerini analiz edebilirler (Sherin, 2004). Ote yandan
mesleki 6grenme topluluklar1 genellikle 6grencilerin ¢alismalarina odaklanir. Ogretmenler,
ogrenci calismalarimi birlikte analiz ederek, 6grencilerin diisiinmeleri hakkinda fikir sahibi
olurlar. Bu yonde yapilan arastirmalar, 6grenme topluluklarina dahil olan 6gretmenlerin en iyi
sekilde 6grendiklerini ortaya koymaktadir (Dunne, Nave & Lewis, 2000; Grossman, Wineburg &
Woolworth, 2001; Hall, 2009; Little, 1990; Stoll & Louis, 2007). Bununla ilgili olarak Hall (2009)
“Ogrenmeyi Ogrenme’ olarak adlandirilan mesleki gelisim projesine katihmin 6gretmenlerin
o0grenmesini destekledigini ortaya koymustur. Benzer olarak Kennedy (2019) iyi bir 6gretimin
nelerden olustugunu, 6gretmenlerin iyi 68retimi yapmak icin neleri 6grenmesi gerektigini ya da
O0gretmen 6grenmesinin ne tir deneyimler ortaya ¢ikardigini incelemistir. Arastirmaci mesleki
gelisim programlarinin 6gretimi nasil gelistirecegine yonelik ii¢ yol sunmaktadir. Bunlar; 6gretim
davranislarina odaklanma, igerik bilgisini artirma ve stratejik diistinmedir. Arastirma sonucu,
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o0gretmenlerin 6grenmesi Ulzerinde tlcilincii yaklasimin en olumlu etkiye sahip oldugunu
gostermektedir.

Ogretmen 6grenmesi, 6gretmenlerin uzmanliga dogru ilerledikleri bir siirectir (Copur
Gencturk & Rodrigues, 2020; Kelly, 2006). Bu tanim, 68retmen O6grenmesinin egitim
kapsamindaki slire¢ ve sonuglara ulasmanin 6nemli bir pargasi oldugunu gostermektedir.
Ogretmen 6grenmesinin ii¢ 6nemli kavramu iizerine dikkat ceken Cochran Smith ve Lytle (1999)
calismalarinda bu kavramlar arasindaki ayrimi ele almislardir. S6z konusu bu kavramlar;
uygulama icin bilgi, uygulama icinde bilgi ve uygulama bilgisidir. Burada belirtilen ilk kavram,
ogretmenlerin uygulamalarin gelistirmek icin kullandiklar teorik ve bicimsel bilgidir. Ikinci
kavram olan uygulama icinde bilgi, uzman 6gretmenlerin ¢alismalarinda géomiilii olan bilgiyi
arastirmak veya sinifta zengin 6grenme etkilesiminin tasarimcilar1 olarak kendi bilgi ve
uzmanliklarini derinlestirmek i¢in firsatlara sahip olduklarinda 6grendikleri bilgidir. Bu bakis
acisl, bahsedilen iki kavramin o6gretmenlerin uzmanligi ve uygulamalarinin gelistirilmesine
odaklandig1 yoniindedir. Son kavram ise, 6gretmenlerin daha iyi 6gretim yapmak icin ihtiyag
duyduklar1 bilginin, kendi siniflarin1 ve okullarim1 kasith olarak inceledikleri zaman fretilen
bilgidir. Arastirmacilara gore bu li¢ kavram, 6gretmen 6grenmesini tesvik etmeyi amaglayan en
onemli ve yaygin girisimlerin cogunu yonlendirmektedir.

Saxe, Gearhart ve Nasir (2001), 6gretmen Ogrenmesi icin Ug¢ tir destek programini
karsilastirmislardir. Bu destek programlari; geleneksel mesleki gelisim destegi, reform odakl
miifredat destegi ve 0gretmenlerin dort ihtiya¢ alanini ele alacak sekilde tasarlanan entegre
matematik degerlendirme (Integrated Mathematics Assessment [IMA]) yaklasimidir. Bu dort
yaklasim; 6gretmenlerin 6grettikleri matematigi anlamalari, 6grenci matematigini anlamalari,
ogrencilerin matematikteki basari motivasyonlarini anlamalar1 ve son olarak 6gretmenlerin
reformun etkili bir sekilde uygulanmasiyla ilgilenen diger uzmanlarla ¢alisma firsatidir. IMA
programina katilan 6gretmenler uygulamalari tartismak ve problem ¢6zmek i¢in y1l boyunca iki
haftada bir toplanmuslardir. Ogrencilerin calisma érneklerini ve problem ¢ézme siireglerini video
araciigiyla degerlendirmislerdir. Ogrenci calismalarini nasil degerlendireceklerini belirlemeye
yonelik degerlendirme araclari olusturmuslardir. Bu yonde 6zel pedagojiler gelistirmis ve bunlari
birbirleriyle paylasmislardir. Calisma sonucunda IMA programina katilan oOgretmenlerin
siniflarinda kavramsal anlamanin diger programlara katilan égretmenlerin siniflarina gore daha
fazla oldugu ortaya cikmstir.

van Es ve Sherin (2002) mevcut mesleki gelisim programlarinin genellikle 6gretmenlerin
siif ici etkilesimleri yorumlamayi 6grenmelerine odaklanmadigini, daha ¢ok yeni pedagojik
stratejiler ve uygulamalar hakkinda destek sagladigini belirtmektedirler. Bu anlamda, van Es ve
Sherin (2008) 6gretmenlerin 6grenci diisiinmesini fark etmeyi ve yorumlamayi 6grenmelerine
yardimci olmak amaciyla video tabanli bir mesleki gelisim stireci (video kultip) tasarlamislardir.
Video kuliip siireci boyunca 6gretmenlerde meydana gelen degisiklikleri incelemislerdir.
Arastirma sonucunda, 6grencilerin matematiksel diisiinmelerini fark etmeyi 6grenmek icin
ogretmenlerin farkl yollar kullandiklarini tespit etmislerdir.

Ozetle, 6gretmen 6grenmesi ve mesleki gelisim iizerine alan yazinda yapilan caligsmalar,
etkili bir mesleki gelisimin 68renci 6grenmesine odakl ve uygulamalara dayali olmas1 gerektigi
yoniindedir. Ancak o6gretmenlerin hangi kosullar igerisinde daha iyi 6grenme firsatlarinin
olabilecegi konusunda net bir anlayis tanimlanmamistir. Bu durum, 6gretmen 6grenmesini
gelistirmeye imkan saglayan mesleki gelisim calismalarinin farkli 6zelliklerini belirlemektedir
(Borko, Jacobs & Koellner, 2010; Darling Hammond, Hyler & Gardner, 2017; Kennedy, 2016;
Santagata, Kersting, Givven & Stigler, 2011). Bu yonde Borko ve arkadaslar1 (2010) icerik odakl
calismalarin etkili mesleki gelisimin bir 6zelligi oldugu ileri siirerken, Kennedy (2016) icerik
odakl programlarin etkili olmadigini belirtmistir. Bu durum mesleki gelisim icin 6zel olarak
durum analizinden sonra belirlenen ihtiyaglara goére program yapilmas1 gerektigini
desteklemektedir.
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Matematik Ogretmeni Ogrenmesi

Mesleki gelisim bireylerin yetkinliklerini, becerilerini ve bilgilerini gelistirmek, mevcut
becerilerini iyilestirmek ve degisen ihtiyaclar1 karsilamak icin yeni beceriler kazandirmak
amaciyla tasarlanmis faaliyetler biitiintidiir (Guskey, 2002; Schwartz & Bryan, 1998). Mesleki
gelisimin, 6gretmenlerin icerik ve pedagoji bilgisini gelistirme y6nlerine odaklanmasi gerektigini
varsayarsak, ortaokul matematik Ogretmenleri icin mesleki gelisimin, 6gretmenlerin igerik
bilgisini ve Ogretim tekniklerini gelistiren konulara baghh olmasi gerektigi sonucuna
ulagilmaktadir. Matematik Ogretmenleri Ulusal Konseyi (National Council of Teachers of
Mathematics [NCTM]) matematik 6gretmenlerinin mesleki gelisimleri icin bazi standartlar
olusturmustur (Martin & Herrera, 2007). Konseyin onerdigi dort standart su sekildedir: (1)
matematik icerigini ve okul matematigini bilmek, (2) 6grencileri matematik 6grenenler olarak
tanimak, (3) matematik pedagojisini bilmek ve (4) matematik 6gretmeni olarak gelismek. Bu
durumda 6gretmen 6grencinin neyi nasil 6grendigini bilmeli, matematigin nasil 6gretildigini
arastirmalidir. Stevens, Harris, Aguirre Munoz ve Cobbs’a (2009) gore mesleki gelisim, ortaokul
sekilde tasarlanmalidir. Mesleki gelisim faaliyetleri genellikle 6gretmenlerin tutum, inang ve
algilarindaki degisimi gerceklestirmek icin tasarlanmistir (Guskey, 2002). Ornegin, mesleki
gelisim programcilari 6gretmenlerin matematiksel yeniliklere karsi istekli olmalar icin ¢aba
harcarlar. Ogretmenlerin tutum ve inanglarindaki bu tiir degisikliklerin sinif davraniglarinda ve
uygulamalarinda olumlu anlamda degisikliklere yol acacagi ve bu durumun da 6grencilerin
O0grenmesine fayda saglayacagi diisiiniilmektedir (Cohen & Hill, 1998; Garet, Porter, Desimone,
Birman & Yoon, 2001; Wei, Darling Hammond, Andree, Richardson & Orphanos, 2009).

Matematik egitiminde 6gretmen degisiminin zor ve zaman alici oldugu diisiiniilmektedir
(Hodgen & Askew, 2007). Bibby (1999) stajyer 6gretmenlerle yaptigi calismasinda matematigin
artan konu bilgi seviyesinin siirdiiriilmesinin zorlastigim ifade etmektedir. Ustelik arastirmaci bu
durumun ilkégretim 6gretmenleri cercevesinde daha siddetli gerceklestigini soylemektedir.
Benzer sekilde Clarke (2007) matematik Ogretmeninin mesleki gelisiminin zorlugu ve
karmasikligl lizerinde durmakta ve mesleki gelisim alan yazininda yer alan ve matematik
O6gretmeninin mesleki gelisiminde 6nemli goriilen on anahtar prensipten bahsetmektedir.

1. Ogretmenlerin biiyiik élciide kendileri tarafindan belirlenen konular ve ilgi alanlarini ele
almak.

2. Okul yonetimi, 6grenciler, veliler ve daha genis okul toplulugunun destegini saglamak.

3. Bireylerin, okulun ve ilge diizeyindeki 6gretmenlerin biliylimesinin oniindeki bir¢ok
engelin farkina varmak ve bunlar1 degerlendirmek.

4. Ogretmenleri sinif etkinliklerine katilimai olarak ya da gercek durumlarda 6grenci olarak
kullanarak, istenen yaklasimlar1 modellemek.

5. Ogretmenlerin mesleki gelisimle ilgili faaliyetlere aktif olarak katilmalarini ve kendi
siniflarina uygun sekilde uyarlanmis gorevleri tistlenmelerini saglamak.

6. Ogretmenlerin o6gretme ve o6grenmeye iliskin inanclarindaki degisikliklerin simf
uygulamasindan tiiretildigini kabul etmek.

7. Yeni 6gretim yaklasimlar ile ilgili sorunlar1 ve ¢oziimleri tartismak icin planlama,
diisiinme ve geri bildirim firsatlarina izin vermek.

8. Katilima 68retmenlerin karar verme siirecinde yer almalari ve degisim siirecinde gercek
ortaklar olarak kabul edilmeleri yoluyla 6nemli bir aidiyet derecesi kazanmalarini
saglamak.

9. Degisimin asamali, zor ve ¢ogu zaman aci veren bir siire¢ oldugunun farkinda olmak ve
cevreden destek almak.

10. Katilimcilar1 mesleki gelisimleri i¢cin daha fazla hedef belirlemeye tesvik etmek.

Bu on prensip 0gretmenin O6gretim silirecindeki rolii hakkinda bilgi vermektedir.
Prensiplerden anlasilacag lizere 6gretmenin matematik 6gretimi siirecinde bilissel bilgi disinda
bilesenlerinin de oldugu dikkat cekmektedir. Mesela ikinci maddedeki veliler, okul yoneticileri;
dordiincii maddedeki 6gretmenin 6grenci olmasi; altinct maddedeki sinif uygulamalarinin 6nemi;
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dokuzuncu maddedeki cevrenin destegi durumlari matematigin sosyal yoniiniin kac¢inilmaz
etkisini gostermektedir. Saxe’e (2015) gore matematiksel 68renme, sosyal ve kiiltlirel
baglamlarda gelisen bir insan yaratimidir ve 6grenciler, sosyal ve kiiltiirel ¢evre ile etkilesim
yoluyla matematiksel bilgiyi aktif olarak insa ederler. Benzer sekilde prensiplerde vurgulanan
diger bir yargi ise 6gretmenlerin isbirligi icinde calismasi gerektigidir. Ticha ve Hospesova (2006)
ilkogretim o6gretmenleri ile yaptig1 calismada ortak c¢alismanin matematik 6gretimi icin plan
olusturma, deney hazirlama, uygulama ve analiz yapma durumlarinda 6gretmeni profesyonel
olarak 6grenmeye yonlendirdigini ve 6gretmenin yeterligini artirmanin bir yolu oldugunu ifade
etmektedirler.

Ogretmen dgretim siirecinde sadece miifredati uygulayic1 degil ayn1 zamanda siirecin bir
pargasi olarak yonetici gorevindedir. Bu durum 6gretmenin 6gretim stlirecini karmasik hale
getirmekte ve Ogretmen Ogrenmesinin zorlugu ile sonu¢lanmaktadir. Thompson, Philipp,
Thompson ve Boyd (1994) matematik miifredati reformlarinin sinif igerisinde uygulanmasinda
o0gretmenlerin Ogrettikleri matematikle ilgili cizdigi resme bagl oldugunu séylemektedir. Bu
arastirmacilar da Bibby (1999) gibi bu durumun ilk6gretimde artarak ilerledigini ve giderek
yaygin bir sorun haline geldigini ifade etmektedirler. Yine ilkogretim Ogretmenlerinin
matematikteki mesleki gelisimleri ilizerinde ¢alisan Sullivan ve Mousley (1994) 6gretmen
o0grenmesinde sinif ici uygulamalarin 6nemli derecede etkili oldugunu sdylemektedirler. Bu
acidan yaklasan bazi arastirmacilar (Kazemi & Franke, 2004; Little, 2002) dgrenci ¢alismalarini
kullanmanin 6gretmen 6grenmesi gelisimi icin etkili bir yontem oldugu ifade etmektedirler. Fakat
arastirmacilar o6grencilerin calismalarinin igerigindeki kaygi ve olumsuz duygulara dikkat
cekmektedir. Wong, Lam, Wong, Leung ve Mok (2001) o6grencilerin matematige karsi
diistincelerinin pek i¢ acici olmadigini, matematigin sikici, zor ve alakasiz konular biitiini
oldugunu diisiindiiklerini ortaya koymustur. Dahasi basarili 6grencilerin bile olumsuz duygularla
bas edemedikleri Stuart (2000) tarafindan yapilan calismada dile getirilmistir. Ogretmenlerin
hemen hemen hepsi bu olumsuz duygularin iistesinden gelmeyi, matematige karsi olumlu yargilar
gelistirmeyi hedefler. Bu durum oOgretmen niteliginin gelistirilmesi ile ilgilenen egitimci ve
arastirmacilarin temel kaygisi olmustur.

Wilson ve Berne (1999) o6gretmenin mesleki gelisimini incelemek ve gelistirmek icin,
arastirmacilart 6gretmenlerin kendi uygulamalarina dayanan mesleki gelisimleri incelemeye
davet etmistir. Bu ¢cagri1 ayni zamanda 6gretmen 6grenimi ile ilgili calismalarin yayginlastirilmasi
¢agris1 olmustur. 1997 yilinda Nelson, heniiz 6gretmen 6grenmesini gelistirici bir modelin
olmadigini ve ele alinmasi gereken pek ¢ok sorunun oldugunu ifade etmistir. Son yirmi yil
icerisinde ise yeterli goriilmese bile 6gretmen 6grenmesi ile ilgili gelisimsel adimlarin atildig:
yapilan ¢alismalarda model girisimlerinden anlasilmaktadir. Yukarida ifade edilen on anahtar
prensibin ortak yoni O6gretmenin kendi uygulamalarindan beslenmesini saglamaktir.
Arastirmacilarin bir kismi 6gretmenin kendi uygulamasi hakkinda fikir sahibi olmasini teknolojik
desteklerle imkanl hale getirirken (van Es, 2009), bir kismi da meslektaslari ile isbirlikli calismay1
one stirmektedir (Dudley, 2013; Eraslan, 2008). Teknoloji destegini kullanan arastirmacilarin
ortaya attig1 model video kuliip olarak isimlendirilirken, meslektaslarin isbirligini gerekli kilan
model ise ders imecesi olarak isimlendirilmistir. Bu iki modelin de 6gretmen 6grenmesi i¢in
faydali sonuglar getirdigi disiiniilmektedir.

Diger yandan Kazemi ve Franke (2004) 6grenci ¢alismalarinin mesleki gelisim araci olarak
kullanilmasini savunmaktadir. Ogrenci calismalarinin bu sekilde kullanimi, 6gretme ve 6grenme
ile ilgili profesyonel séylem olusturma, 6gretmenleri bir deneme ve yansitma dongiistine dahil
etme ve o6gretmenlerin odagini genel pedagojiden o6zellikle kendi 6grencilerine bagli olana
gecirme potansiyeline sahiptir. Arastirmacilar 6gretmenlerle ¢alisma grubu toplantilar
gerceklestirmis ve bu toplantilarin yoni 6gretmenlerin 68rencileri ve meslektaslar: ile
deneyimleri tarafindan belirlenmistir. Bu siiregcte 6gretmenlerin birbirlerinin diisiincelerinin
gelisimini ve siniflarinda kullandiklar1 uygulamalari nasil destekledigi; 6gretmenlerin sinifta
kendi deneyimleri nedeniyle birbirlerinden nasil ve ne zaman yardim istedikleri ve tartismalara
nasil katkida bulunduklari; 6gretmenlerin diger siniflardaki 6grencilerin kullandig1 stratejileri
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nasil anlamlandirdigl ¢6zilmiis olmaktadir. Bu ¢6zlimlemeler oOgretmen 06grenmesini
anlamlandirmaya aracilik ettigi icin, 6grenci calismalar1 bir mesleki gelisim araci olarak
goriilmektedir. Benzer bir arastirma da Scherer ve Steinbring (2006) tarafindan yapilmistir.
Ogrencilerin matematiksel bilgi olusturma siireclerini simf i¢i etkilesim ile inceleyen bu
arastirmacilar, 6gretmenlerin sinif i¢ci deneyimlerinin 68retmen 6grenmesinin bir bileseni
oldugunu ifade etmislerdir.

Ogretmen Ogrenmesi ile Ilgili Ornek Uygulamalar

Ogretmen o6grenmesi ile ilgili yapilan arastirmalarin genellikle &égretmenlerin  kendi
uygulamalarindan hareketle hali hazirdaki durumlarini fark ederek mesleki 6grenmelerine katki
saglayacak gelisimsel adimlar atmalarinin amaglandig1 goériilmektedir. Bu ¢alismalarin ortak
ozelligi derinlemesine analiz yaptiklar: icin az kisi ile yiiriitiilmiis olmalaridir. Diger yandan
yapilan ¢alismalarin genellikle ulusal 6gretim programini dikkate alarak gergeklestirildigi fark
edilmistir. Bu durumda calismalarin geneli 6gretmen etkilesimini, mesleki paylasimi, 6grenci
calismalarina katilimi 6nemsemektedir. Kisacasi yapilan g¢alismalarin temelinin 6gretmen
o0grenmesini agiklamaya ve gelistirmeye yonelik oldugu soylenebilir. Borko (2004) ve Desimone
(2009) tarafindan yapilan ¢alismalarda 6gretmen 6grenmesinin ne anlama geldiginin aciklandigi,
kavramla ilgili detayli verilerin sunuldugu goriilmektedir. Arastirmacilar 6gretmen 6grenmesi ile
ilgili teorik calismalarin gelisimsel ¢alismalara 6nciiliik etmesi bakimindan degerli oldugunu ifade
etmektedirler. Bu kisimda 6gretmen 6grenmesini gelistirmek icin yapilan calismalardan bazilari
verilmistir. Oncelikle tez calismalar1 ardindan makale arastirmalar1 yayinlandiklar: yillara gore
gecmisten gliniimiize dogru bir sira gozeterek sunulmustur. Sunulan ¢alismalarin birbirini tekrar
eden 6zellikte olmamasina ve ilgi cekici veriler sunmasina dikkat edilmistir.

Glaven’in (2002) doktora tez calismasinda temelde 6gretmen 6grenmesinin sosyal bir siire¢
oldugu gosterilmeye calisilmistir. Arastirmada Giiney Afrika’da program degisikligi baglaminda,
‘Hizmetici Egitim ve Ogretim’ programinin matematik 6gretmenlerinin 6grenmesini nasil
sekillendirdigi ortaya koyulmak istenmistir. Arastirmaci programin koordinatorligiinii ve
katilimcr gozlemci roliinii listlenmistir. Arastirma durum ¢alismasina dayali yorumlayici nitel
arastirma ozelligindedir. Arastirma sonuclar1 matematik 6gretmenlerinin 6grenme siire¢lerinin
karmasik olduguna dikkat ¢ekmektedir. Ayrica arastirmada bu karmasik siirecin anlama,
uygulama, belirleme, topluluk ve giiven olmak {lizere bes 6grenme bileseni ile aciklanabilecegi
ortaya atilmistir. Burada ifade edilen bilesenlerden anlama ile deneyimle 6grenme; uygulama ile
yaparak 6grenme; belirleme ile nasil oldugunu 6grenme; topluluk ile ait olarak 6grenme son
olarak giliven bileseni ile ustalik ile 6grenme kastedilmektedir. Bu c¢alisma ile matematik
o0gretmenlerinin mesleki ve sosyal gelisimlerine katki saglandig diistiniilmektedir.

Celebi Ilhan (2013) doktora tez ¢calismasinda bir lise matematik 6gretmeninin kendi sinif
ici uygulamalarin1 sorgulayarak ogrenmesini ortaya koymaya c¢alismistir. Arastirmada
O0gretmenin matematik siniflarindaki séylemleri ve bu sdylemlerle ilgili 6grenmeleri iizerine
odaklanilmigtir. Arastirmanin verileri video kayitlar, gézlemler ve 6gretmen yansitici raporlari ile
toplanmistir. Arastirmada 6gretmenin kendi uygulamasini anlamlandirmasi ile ilgili séylemsel
pratik, pratikte 6grenme ve pratigi sorgulama olmak iizere ii¢ bilesen elde edilmistir. Ogretmenin
kendi uygulamasini sorguladig1 bu siirecte matematiksel, sosyal ve pedagojik sdylemlerinin
farklhlastig1 ortaya koyulmustur. Arastirmadan elde edilen sonuglar 6gretmen 6grenmesinin
anlasilirhgina katki sunmustur. Ayrica 6gretmenin kendi uygulamasini sorguladigi bir modelin
O0gretmen egitiminde faydal olabilecegi ifade edilmistir.

Rogers’'in (2007) c¢alismasi mesleki gelisim projesine katilan bir 6gretmenin ifadelerini
analiz ederek, mesleki 68renme siirecini, sinif uygulamalarini ve 68retmenin inanclarini ortaya
koymayr ve oOgretmen degisimini resmetmeyi icermektedir. Ogretmen degisiminin
resmedilmesini 68retmenin sinif uygulamalari, inanglari ve tutumlari ile 6grencinin 6grenme
ciktilariyla agiklayan arastirmaci, Guskey (1986) tarafindan 6nerilen mesleki 6grenme modelinin
dogrusalliginin degismesi gerektigini iddia etmektedir. Arastirmaci Ogretmen o6grenmesi
slirecinin cesitli bilesenlerinin oldugunu dogrularken, bu bilesenler arasinda belirli bir siradan
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ziyade ardisik iliskilerin olabilecegini de ifade etmektedir. Yani Sekil 2’deki modelin dogrusal
olmaktan ziyade Sekil 3’teki gibi dongiisel oldugu, 6gretmenlerin siniflarinda yeni fikirler
denemelerine ve ortaya ¢ikan 6grenci 6grenme ciktilarini yansitmalarina ve degerlendirmelerine
olanak taniyacak sekilde mesleki 6grenmenin deneyimlenmesi gerektigi anlasilmaktadir.

Sekil 2.
Ogretmen degisim siirecinin bir modeli (Guskey, 1986)

Ogriltlrfenm Ogrencinin Ogretmenin
Personel uveulamalarin O0grenme inanglari ve
Gelistirme ve daki ¢iktilarindaki tutumlarindaki

degisimler degisimler degisimler

Sekil 3.
Ogretmen degisim stirecinin alternatif bir modeli (Rogers, 2007)

Ogr(;‘lcrr]r:fenm Ogrencinin Ogretmenin
Personel uveulamalarin O0grenme inanglari ve
Gelistirme ve daki giktilarindaki tutumlarindaki

degisimler degisimler degisimler

N

Rogers’in ¢calismasi mesleki gelisim modellerinin giincellenmesi gerektigini acik bir sekilde
gostermektedir. Bu durumda 6gretmen 6grenmesi ile ilgili yapilan ¢alismalarin giniimiiz
sartlarina uyarlanmasi tercihten 6te zorunluluk arz etmektedir. Nitekim bu konuda yapilan giincel
¢alismalarin teknolojinin siirece entegre edilmesini faydali bulduklar1 gértiilmektedir. Christ, Arya
ve Chiu (2017) teknolojinin 6gretmen 6grenmesi lizerindeki etkilerini inceledigi ¢calismalarinda
O0gretmen egitimi slirecinde video kullaniminin énemli firsatlar sundugunu iddia etmektedirler.
van Es, Tekkumru Kisa ve Seago (2019) 0Ogretmen oOgrenmesinde videonun giiciinden
yararlanmanin 6gretime dnemli derecede katki saglayacagi ifade edilmektedir. Benzer sekilde
o0gretmen 6grenmesi siirecinde video kullanimini 6neren ¢esitli calismalar mevcuttur (Beisiegel,
Mitchell & Hill, 2018; Blomberg, Renkl, Gamoran Sherin, Borko & Seidel, 2013; Grossman, Cohen,
Ronfeldt & Brown, 2014; Taylor, Roth, Wilson, Stuhlsatz & Tipton, 2016). van Es ve Sherin (2008)
O0gretmen 6grenmesinin su iki etkinlikle ortaya cikabilecegine inanmaktadirlar: (1) kisinin kendi
sinifindan video yakalama ve (2) baskalariyla paylasmak icin video klip segme. S6z konusu alan
yazinda bu etkinliklerin uygulama siireci video kultip kavrami ile ifade edilmektedir. Video kuliip
c¢alismalar1 yirmi yili askin bir siiredir 6zellikle matematik 06gretmeni 0grenmesini
desteklemektedir (Santagata & Stlirmer, 2014; Sherin & Dyer, 2017). Video modelinin 6zellikle
ogrencilerin matematiksel diisiincelerinde 6gretmenlerin dikkatini desteklemede etkili oldugu
kanitlanmistir (Luna & Sherin, 2017; van Es & Sherin, 2008). Yani bu ¢alismalardaki ortak fikir,
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video kuliiplerin matematik 6gretmeni 68renmesi siirecinde kullanilabilecek etkili bir arag
oldugudur.

Video kuliipler matematik 6gretmeninin mesleki gelisimi i¢in bir modeldir (Luna & Sherin,
2017). Video, 6gretmen tarafindan gergeklestirilen dersin kayit altina alinmasi ile gerceklesen ve
sonradan tekrar izlenebilme firsati veren, 0gretme isini gerceklestirenin kendi 6gretimi hakkinda
yorum yapmasini saglayan bir egitim aracidir (van Es & Sherin, 2008). Video kuliip ¢alismalari,
ogretmenlerin kendi 6gretimsel uygulamalarindan elde edilen video Kkliplerin (6rnegin iki
dakikalik boliimler gibi) meslektaslari ile bir araya gelerek tartistiklari gelisim stirecidir (Sherin,
2004). Kazemi ve Stipek (2009) 6grencilerin 6zel olarak matematikte kavramsal 6grenmelerinin
gelisimini video kuliipler baglaminda incelemislerdir. Dort 6gretmenle yiiriittiikleri bu ¢alismada,
tlim Ogretmenlerin sorgulayici yaklasimla ders islediklerini, matematiksel kavramlar1 agikliga
kavusturmak igin tartisma ortami yarattiklar: ifade edilmistir. Bu siirecte sinif ortaminda bazi
sosyal normlarin olustugu fakat bu normlarin 6grencileri matematiksel sorgulamaya dahil etmek
icin yeterli olmadig1 tespit edilmistir. Diger yandan calismada video kuliiplerin; matematiksel
argiimandan olusan agiklama, ¢oklu stratejiler arasindaki iliskiyi iceren matematiksel diistinme,
celiskileri kesfetme ve alternatif yollar 6nerme, isbirlikli calisma ve matematiksel tartisma yoluyla
fikir birligine varma gibi matematiksel normlarin olusumuna destek sagladig1 da ortaya
koyulmustur.

Ni Shuilleabhain ve Seery (2018) ise 6gretmen Ogrenmesi icin ders imecesinin etkili bir
yontem oldugunu ileri siirmiislerdir. Arastirmacilar irlanda’nin miifredat reformu déneminde bir
ortaokulda bes matematik 0gretmeni ile ¢alismislardir. Siire¢ 6gretmenlerin bir akademik yil
boyunda ders imecesi dongiilerine katilarak uygulanmistir. Arastirmada bir mesleki gelisim
modeli olan ders imecesinin 6gretmen 6grenmesine etkileri ortaya koyulmaya calisilmistir.
Arastirma sonuglar1 ile 6gretmenlerin ders imecesi disinda da yeni pedagojik yaklasimlari
gosterdikleri, bu sonucun ders imecesi modelinin mesleki gelisim modeli olduguna dair kanit
ozelligi tasidigi ifade edilmistir. Ders imecesi, 1800lii yillarin sonlarinda Japonya’da ortaya cikan,
o0gretmenlerin isbirligi icinde bir arastirma temasi gelistirdikleri, uygulamay1 gelistirmek ve
o0grenci O0grenmesini etkilemek amaciyla arastirma derslerini planladiklari, yurittiikleri,
gozlemledikleri ve yansittiklar1 bir mesleki gelisim modelidir (Lewis, 2016). Ders imecesinin
0gretmen 6grenmesi i¢in faydali bir model oldugu farkl tlkelerden arastirmacilar tarafindan da
ortaya koyulmustur (Corcoran 2011, Dudley 2013, Leavy 2015). Bu modelin 6gretmen 6grenmesi
tizerindeki basarisinin iilkeden iilkeye degistigi ifade edilse de (Dotger, 2011) her durumda
ogrenci 6grenmesine destek sagladigi ifade edilmektedir.

Tartisma, Sonug ve Oneriler

Bu calismada 6gretmenin mesleki gelisimi ile ilgili 6gretmen 6grenmesi kavrami ve 6zel olarak
matematik 6gretimindeki anlami incelenmistir. Ogretmen 6grenmesi ve matematikte 6gretmen
ogrenmesi ile ilgili bilgiler verildikten sonra, 6gretmen Ogrenmesini temele alan O6rnek
arastirmalardan bahsedilmistir. Bu calismada sunulan bilgilerden de anlasilacagi iizere, 6gretmen
ogrenmesi ile ilgili yapilan calismalarin yurt disinda yogunlastigi ifade edilebilir. Diger yandan bu
konuda yapilan ¢alismalarin mesleki gelisim adi altinda yogunlastigl fark edilmistir. Mesleki
gelisim 6gretmen 6grenmesini icerisine alan fakat bundan farkl bilesenlere de sahip olan daha
genis bir yapiy1 ifade etmektedir. Dolayisiyla bu konuda galismak isteyen arastirmacilarin
oncelikle 6gretmen 6grenmesi ile ilgili teorik ¢ergevenin sinirlarini iyi bir sekilde g¢izmeleri
gerekmektedir. Ogretmen 6grenmesinin mesleki gelisim siirecindeki yeri hakkinda detayh veriler
sunan bu ¢alismanin arastirmacilara ¢alismalarinin sinirlarini cizmeleri hususunda yardimci
olacag1 disilinilmektedir.  Benzer sekilde mesleki gelisim modelleri tizerinde g¢alisan
arastirmacilar i¢in zengin bir kaynak olacagi sdylenebilir.

Thompson ve arkadaslar1 (1994) kavramsal 6grenmeyi gerceklestiren 6grencilerin daha
derin matematiksel tartismalar yaptiklarini ifade etmistir. Ogretmenler icin ise kavramsal olarak
matematigin dgretilmesinin bir problemin nasil ¢6ziildiigliinii agiklamak olmadigini ifade ederek,
O0gretim isinin derin kavramsallastirma gerektirdigini ileri siirmektedirler. Devaminda ifade
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ettikleri her seyi 6gretmen diisiincesini gerektirdigini iddia ederek 6gretmen 6grenmesine dikkat
cekmektedirler. Bu dongli farkh sekilde ifade edilse de pek cok g¢alismada yer almaktadir.
Ogrencinin anlamli é6grenmesi ile sonuc¢lanan 6gretmen dgrenmesi siireci siiphesiz ki siradan
olmaktan ziyade planl ve sistematik bir siireci ifade etmektedir. O halde bu siire¢ saglam bir
matematiksel bilgi alt yapisi gerektirmektedir. Telese (2012) 6grencilerin basarilarinin
ogretmelerinin bilgileri ile yordanabilecegini ifade ederek, 6gretmen 0grenmesinin 6nemine
dikkat cekmektedir. Dolayisiyla 6grencinin bir kavrami 6grenmesinin 6gretmenin o kavramla
ilgili bilgisine baghligi, 6gretmen 6grenmesinin 6grenci 6grenmesi i¢in bir 6n kosul olabilecegi
diistincesini dogurmaktadir.

Arastirma sonucunda ortaya ¢ikan diger bir durum ise mesleki gelisim stirecinde siklikla
karsilasilan video kullanimidir. Sinif i¢i 6gretimi ve 6gretmen 6grenmesini degerlendirmek ve
gelistirmek icin video kullaniminin pozitif anlamda etkilerinin oldugundan bahsedilmistir.
Ogretmen 6grenmesinde video kullanimini temele alan video kuliip ¢alismalar1 bir mesleki
gelisim modeli olarak ele alinmis ve degerlendirilmistir. Ustelik alan yazinda video kuliibiin
O0gretmen 6grenmesi icin faydali bir model oldugu siklikla dile getirilmistir (Santagata & Stiirmer,
2014; Sherin & Dyer, 2017; van Es, 2008; van Es & Sherin, 2008). Video kuliip disinda farkli
arastirmacilar tarafindan farkli modeller gelistirilmistir (Borko, 2004; Desimone, 2009; Dudley,
2013). Bu modellerin temel felsefesi mesleki gelisimi gelistirerek 6grenci 6grenmesini basari ile
sonuglandirmaktir. Arastirmacilar bu basarinin ancak ulusal boyutta ele alinan modellerle
artirilabilecegini ifade etmektedirler (Hodgen & Askew, 2007; Venkat vd., 2009). Calismalarda
fark edilen bu durum, 6gretmenlerin mesleki gelisimlerinin tilkelerin reform hareketlerinden
etkilendigini diisiindiirmektedir. Ders imecesi modeli bakimindan degerlendirilecek olursa
1800lii y1llarin sonlarinda Japonya’da gelistirilen bu modelin, diger tilkelerde uygulanabilirliginin
problem olduguna dair bulgular vardir (Dotger, 2011). Ulkelerin egitim sistemi, sinif diizeni,
siniflardaki 6grenci sayilari, ders miifredatlarinin yogunlugu, 6gretmenlerin is yogunlugu ve
sayilarinin az olmasi gibi nedenler modellerin uygulanabilirligine engel teskil edebilir. Nitekim
Venkat ve arkadaslar1 (2009) c¢alismalarinda 6gretmen 6grenmesi ile ilgili yapilan ¢alismalarin
ozellikle gelismekte olan iilkelerin programina yansitilmasinin pek saglikli olmayacagini ifade
etmektedir. Arastirmaci Glney Afrika tlilkesini ele almakta ve bu durumun yerel arastirmacilara
zengin nitel calismalar yapabilmelerini destekleyici 6zellik tasidigin1 séylemektedir. Nelson
(1997) bir lilkedeki arastirmacilarin giincellenen miifredatla beraber mesleki gelisime yonelik
derin anlamsal calismalar yapmalarinin, 6gretimin dogasini anlamak icin atilan bir adim oldugunu
diisinmektedir. Dolayisiyla farkl iilkelerdeki modelleri uygulamanin yani sira ulusal ¢ercevede
yeni model gelistirmenin faydali olacagi diisliniilmekte ve oOnerilmektedir. Ayrica mesleki
gelisimle ilgili yillarca kabul goren, gecerligi ve giivenirligi ispatlanmis modellerin bile bilim ve
teknolojideki gelismelere paralel olarak gilincellenmesi gerektigi ortaya koyulmustur. Bu
bakimdan mesleki gelisim modellerinin yerel 6zellikle olmasinin yani sira giincel olmasinin da
dikkate alinmasi faydali goriilmektedir.
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Extended Abstract

Problem

The Ministry of National Education (2017) defines a set of rules to be taken into account in
determining teacher qualifications and professional development needs of teachers and planning
activities to meet these needs. One of these rules is continuous professional development.
Continuous statement relates to the lifelong professional development of teachers. Continuous
professional development is a process that represents the time taken to increase the teacher's
knowledge, skills and attitudes related to his field (Bolam, 2000; Guskey, 2002). This process that
the trainer is in requires the feature of being an individual learning to learn continuously. As a
matter of fact, Ozcan (2011) states that it is necessary for teachers to continuously improve
themselves and learn to learn in order to keep up with and challenge technological opportunities.
Understanding the concepts of professional development, teacher exchange and teacher learning
is essential for understanding continuing professional development.

Teacher learning is a process in which teachers move towards expertise (Copur Gencturk
& Rodrigues, 2020; Kelly, 2006). This definition shows that teacher learning is an important part
of achieving the process and results in education. In the last two decades, studies on teacher
learning have become increasingly common. This situation can be attributed to the fact that
education is an ever-evolving field and teachers are both teachers and learners throughout their
lives. According to Darling Hammond and Richardson (2009), teachers need to learn higher-level
thinking and practice-based teaching in order to help students develop analytical thinking skills.
What is required for this is that education systems provide more effective professional
development environments instead of traditional learning environments in order to develop
versatile teaching. Effective professional development includes practices that include active
teaching, assessment, observation, and thinking, emphasizing student learning outcomes rather
than abstract discussions (Darling Hammond & McLaughlin, 1995; Hunzicker, 2011). At the same
time, effective professional development is based on collaboration and involves teachers in both
active and interactive learning (Darling Hammond & McLaughlin, 1995; Hunzicker, 2011; Knapp,
2003). In this context, professional development, which focuses on student learning and helps
teachers to improve their teaching experience, has strong positive effects on practice (Borko &
Putnam, 1996; Wenglinsky, 2000).

Assuming that professional development should focus on the development of teachers'
content and pedagogical knowledge, it is concluded that professional development for middle
school mathematics teachers should depend on subjects that develop teachers' content
knowledge and teaching techniques. The National Council of Teachers of Mathematics (NCTM)
has established some standards for the professional development of mathematics teachers
(Martin & Herrera, 2007). The four standards proposed by the council are: (1) knowing
mathematics content and school mathematics, (2) recognizing students as mathematics learners,
(3) knowing mathematics pedagogy, and (4) developing as mathematics teachers. In this case, the
teacher should know what and how the student learns and research how mathematics is taught.
According to Stevens, Harris, Aguirre Munoz, and Cobbs (2009), professional development should
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be designed in a way that will improve middle school mathematics teachers' mathematics
knowledge and mathematics teaching skills.

In this study, it has been tried to explain what teacher learning is and in what sense this
concept is included in mathematics. For this purpose, the sources in the literature on teacher
learning were scanned. While studies on teacher professional development are common in our
country, it has been noticed that there are a limited number of studies conducted specifically on
teacher learning. Similarly, while there are academic articles in the foreign literature that present
the theoretical structure about teacher learning (Borko, 2004; Desimone, 2009), there is no article
about the meaning of teacher learning in our country. Studies on the explanation of only one
concept are valuable in terms of providing more detailed information compared to other studies.
The purpose of the analysis is to ensure that teachers and teacher candidates, even teacher
educators, have an idea about teacher learning. With this study, it was aimed to improve the
understanding of researchers in order to make the best use of opportunities regarding teacher
learning and thus increase the quality of professional development. The professional development
of teachers has an important place among the reform movements of our national education
system and the goals of education. According to Desimone (2009), professional development is
the key to reform in teaching and learning. This situation is not only for our country but also
among the national education targets of other countries (Mockler, 2013; Timperley, Wilson,
Barrar & Fung, 2008; Venkat, Adler, Rollnick, Setati & Vhurumuku, 2009). Considering that it is
difficult to meet complex goals in professional development, especially in mathematics (Kazemi
& Stipek, 2001), understanding teacher learning and disseminating studies in this direction
supports development in education and can provide ideas for mathematics teachers in the context
of professional development policies.

Discussion, Conclusion and Suggestions

In this research, the concept of teacher learning related to the professional development of the
teacher and its meaning in mathematics were examined. After giving information about teacher
learning and teacher learning in mathematics, sample researches that improve teacher learning
and take place in the literature are mentioned. As can be seen from the examinations, it can be
stated that the studies on teacher learning are concentrated abroad. When considered from this
point of view, it is thought that the dissemination of studies on teacher learning will both enrich
academic studies and that the teacher, which is one of the important resources of our national
education system, will remain up to date.
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Egitimde Edmodo Kullanimina Yénelik Ogretmen Adaylarinin Tutumlari

Oz

Giliniimiizde teknoloji egitimin bir¢ok alaninda kullanilmaktadir. Bu alanlardan biri de sanal sinif
uygulamasidir. Bu arastirma c¢ergevesinde sanal sinif uygulamalarindan Edmodo kullanilmistir.
Edmodo, iicretsiz olmasi, uygulama magazalarinda bulunmasindan tercih edilmistir. Bu arastirma ile
0gretmen adaylarinin egitimde Edmodo (sanal sinif) uygulamasinin kullanimina yoénelik tutumlar:
belirlenmeye c¢alisiimistir. Bu amacla nicel arastirma modellerinden tarama (survey) modeli
kullanilmistir. 2018-2019 egitim-6gretim yilinda bir devlet iiniversitesi biinyesinde pedagojik
formasyon egitimi sertifika programinda “Egitimde Teknoloji Kullanim1” dersini alan 153 kadin, 81
erkek olmak iizere 234 6gretmen aday1 arastirmanin 6rneklemini olusturmaktadir. Katilimcilardan
“Kisisel Bilgi Formu” ve 18 maddeden olusan “Edmodo Kullanimina Yoénelik Tutum” 6l¢egi araciligiyla
veriler toplanmistir. Arastirmada Jamovi 1.0.5.0 paket programi kullanilmis ve gerekli istatistiksel
teknikler kullanilarak veriler ¢6zlimlenmistir. Arastirmanin sonucunda; 6gretmen adaylarinin egitimde
Edmodo kullanimina y6nelik tutum puanlarinin “Katiliyorum” diizeyinde olumlu oldugu belirlenmistir.
Arastirmaya katilan 6gretmen adaylarinin tutum puanlari cinsiyet, yas, 6grenim durumu, egitim goriilen
alan ve fakiilte gore anlaml farkliliklar oldugu belirlenmistir.

Anahtar Kelimeler: Ogretmen adaylari, Egitim, Edmodo, Sanal sinif, Tutum.

Giris

Teknoloji, okullarda ve egitim ortamlarinda her daim kullanilmistir. Her gecen giin de teknolojinin
egitim ortamlarinda kullanimi daha da artmaktadir. Teknoloji sadece okul ve siniflarda degil artik
her ortamda egitim amacl kullanilabilmektedir. Teknolojinin gelismesi ile birlikte akilli telefonlar
kullanilmaya baslanmustir. Akill telefonlar ise icerigindeki uygulamalar (application) ile 6n plana
cikmaktadir. Bir cok konuda uygulama oldugu gibi egitim alaninda da gesitli uygulamalar
bulunmaktadir. Bu egitim uygulamalarinin ayni1 zamanda web sayfalar1 da bulunmaktadir. Bu
uygulamalarin icerisinde uzaktan egitim amacli kullanilan sosyal ag wuygulamalar1 da
bulunmaktadir. Edmodo (Sanal sinif) sosyal ag uygulamasi egitim amach kullanilan bu
uygulamalardan biridir.

Bir sanal sinif, uzaktan 6grenme ve 6gretim yonetim sistemi olarak da goriilebilen Edmodo
2008 yilinda Nicolas Borg ve Jeff O'Hara tarafindan kurulan ve Amerikan Okul Kiitiiphaneleri
Birligi (AASL) tarafindan en iyi 25 sosyal agdan biri olarak secilen bir egitsel sosyal agdir
(Kongchan, 2012). Sosyal Ag Siteleri (SAS); cevrimici ortamda, kisilerin c¢esitli amaglar
cercevesinde birbirleriyle iletisim kurmasini saglayan, goriislerini paylasmasini kolaylastiran
topluluk bicimleri olarak tanimlanmaktadir (Mahajan, 2009). Edmodo, 6gretmen, 6grenci ve
veliler icin olusturulmus egitim stireclerindeki etkinlikleri iceren, egitim amaciyla kurulmus,
popiiler bir cevrimici sosyal 6grenme agidir (Centre for Learning & Performance Technologies,
2016). Ogretmenlerin sanal bir ortamda 6grencileri ile iletisim kurabildigi, zamanh 6devler
atayabildigi, ddevleri alabildigi, geri bildirim verip, puanlayabildigi sistemde ayrica smif ici
iletisimin uyarilarla veya mesajlarla saglanarak, egitimcinin belirli konularda anket veya quizle
ogrencilerden doniit alabilmesine imkan verilmektedir (Kongchan, 2012). Edmodo, uygulama ve
gorinim acisindan Facebook sosyal agina benzemektedir. Edmodo, Facebook’tan farkli olarak
sadece etiketleme, kullanicilar aras1 mesajlasma ve anlik mesajlasma, arkadaslik sistemi gibi
ozellikleri barindirmamaktadir (Durak vd., 2014). Ogretmenlerin hesap olusturmasina ve
yonetmesine izin vermesi, yalnizca bir grup kodu alan ve gruba kayit olan 6grencilere gruba
erisebilmeleri ve baska hi¢ kimsenin gruba katilamamasi veya casusluk yapamamasi Edmodo’yu
daha o6zel ve giivenli bir sosyal ag haline getirmektedir (Jarc, 2010).

Edmodo, cevrimici 6grenmeyi eglenceli, ilgin¢, motivasyonlu hale getiren harika ve kullanici
dostu bir sosyal 68renme platformu olarak algilanmaktadir (Aycock vd. 2014; Kongchan 2012;
Nee, 2014). Witherspoon (2011), Edmodo'nun egitimcileri ¢evrimici siniflarini etkili bir sekilde
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kurmaya ve 6grencilerle iletisim icinde olmaya olanak saglayan Ogrenme Yénetim Sistemi (0YS)
olarak goriilebilecegini belirtmistir. Facebook sosyal agindan ayrilan en biiylik 6zelligi ise
tamamen egitim amach kurulmus olmasidir. Diger yandan Edmodo sosyal ag sitesinin Tiirkce dil
destegi bulunmamaktadir. Bu durum da dil konusunda 6grenciler tarafindan bazi zorluklar
yasanmasina neden olmaktadir.

Edmodo gibi sosyal ag uygulamlari; harmanlanmis 6grenme, uzaktan 6grenme, e-0grenme,
ters-yiiz edilmis 6grenme vb. bir ¢cok 6grenme durumunda kullnilabilmektedir. Sosyal ag
uygulamalarinin egitim siireglerinde kullanimi ile ilgili alanyazin incelendiginde Tirkiye ve
Diinyada bir ¢ok ¢alisma oldugu goriilmektedir. Yapilan ¢alismalar incelendiginde; Edmodo'nun
kullanimi ve tanitimina yonelik (Alemdag, 2013; Durak, Cankaya & Yiinkiil, 2014; Holzweiss,
2013; Sirakaya, 2015; Kuzgun & Ozding, 2017), 6grencilerin egitim siireclerinde Edmodo kullanim
gorislerine yonelik (Al-Said, 2015; Dogan, Demir, Bal & Ulki, 2017; Weber, 2012; Rogers, 2011;
Shockney, 2013; Echols & Tipton, 2012; Dere & Yal¢inalp, 2016; Aydin & Demirer, 2016; Bastug,
Solmaz, Kaledibi & Isbulan, 2016; Dere, Yiicel & Yalginalp, 2016; Ekmekgi, 2016; Enriquiz, 2014;
Hamutoglu & Kiyici, 2017; Kazez & Bahgeci, 2016; Polat, 2016; Thongmak, 2013; Tiirkmen, 2012;
Dinger & Balaban, 2019; Manowong, 2016), 0gretmenlerin egitim siireclerinde Edmodo
kullanimina yonelik (Gates, 2012; Elizabeth, 2012; Harper, 2010; Kongchan, 2012; Tiirkmen,
2012; Dinger & Balaban, 2019), 6grenme-68retme stireclerine yonelik (Al-Naibi, Al-Jabri, Al-
Kalbani, 2018; Hiirsen & Fasli, 2017; Ekici, 2017; Paez, 2014; Wendt & Rockinson-Szapkiw, 2014;
Kimmons, 2015; Alemdag, 2013; Balasubramanian, Jaykumar & Fukey, 2014; Durak, Cankaya &
Yiinkiil, 2014; Holland & Muilenburg, 2011; Holzweiss, 2013; Kuzgun & Ozdin, 2017; Sirakaya,
2015; Sugito, Es, Hartono & Supertano, 2017; Teyfur, Ozkan & Teyfur, 2017; Tiirkmen, 2012;
Yagci, 2015), 6gretmen adaylarina yonelik calismalara; (Sirikaya, 2015; Kazez & Bahceci, 2016;
Polat, 2016), egitimcilere yonelik (Kongchan, 2008; Ozkan, 2017; Trust, 2016), 6grenci basarisina
ve motivasyonuna etkisine yonelik cahisamalara (Nee, 2014; Ozkan, 2017; Sanders, 2012; Durak,
Cankaya, Yiinkiil, Oztiirk, 2017; Sucipto, Efendi, Hanif, Budiyanto, 2017; Redman & Trapani, 2012;
Mokhtar, 2016), velilerin egitim siireclerinde Edmodo kullanimina yonelik (Dincer & Balaban,
2019) vb. calismalara rastlanilmaktadir.

Yapilan alanyazin taramasi sonucunda Edmodo sosyal ag sitesinin bir cok farkli branstan
olusan Pedagojik Formasyon Sertifika Programina devam eden 6gretmen adaylar ile ilgili
¢alismaya rastlanilmamistir. Bu arastirma alanyazinda yapilan diger arastirmalardan bu yoniiyle
farklilik gostermektedir. Diger yandan egitim meslek bilgisi derslerini daha 6nce almamalari,
O0grenme-o6gretme siireci ve 6gretmenlik meslek bilgisine yonelik farkindaliklarinin yeni olugsmasi
acisindan arastirmanin Pedagojik Formasyon Sertifika Programina devam eden 6gretmen
adaylan ile yapilmasi 6nem arz etmektedir. Bu arastirmada, 6gretmen adaylarinin egitim
stireclerinde Edmodo sosyal ag uygulamasinin kullanilmasina y6nelik tutumlarini belirlemektir.
Bu amag dogrultusunda su sorulara cevap aranmistir;

1. Ogretmen adaylarinin Edmodo sanal smif uygulamasinin egitim siireclerinde
kullanilmasina y6nelik tutum paunlari nedir?

2. Edmodo sanal smif uygulamasinin egitim siireclerinde kullanilmasina yonelik 6gretmen
adaylarinin tutum puanlar1 arasinda cinsiyet, 6grenim durumu, yas, 6grenim goriilen
fakiilte ve brans degiskenlerine gore anlamh bir farklilik var midir?

Yontem

Bu bélimde arastirmanin deseni, evreni, 6rneklemi, veri toplama araclari ve verilerin
¢ozlimlenmesi ile ilgili bilgiler verilmistir.

Aragtirmanin Deseni

Pedagojik Formasyon Egitimi Sertifika Programina devam eden 6gretmen adaylarinin egitimde
edmodo kullanilmasina yonelik tutumlarinin belirlenmesi ve degerlendirilmesi amaciyla bu

arastirmada nicel arastirma yontemlerinden tarama (survey) yontemi kullanilmistir. Belirli bir
grubun belirli 6zelliklerini belirlemek icin verilerin toplanmasini amaglayan ¢alismalara tarama
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(survey) arastirmasi denir (Bliytikoztiirk, Cakmak, Akgiin, Karadeniz & Demirel, 2018; Fraenkel,
Vallen & Hyun, 2012). Tarama yontemi, sosyal bilimlerde en yaygin kullanilan veri toplama
teknigidir. Tarama yOnteminin, telefon goériismeleri, internet goriis anketleri ve cesitli anket
tlirleri vb. tiirleri bulunmaktadir (Neuman, 2014). Bu arastirma siirecinde arastirmanin dogasina
uygun olarak veriler ¢evrimici toplanmistir.

Arastirmamn Evren ve Orneklemi

Arastirmanin evrenini 2018-2019 egitim-6gretim yilinda bir devlet iiniversitesinde Pedagojik
Formasyon Sertifika Programi cercevesinde “Egitimde Teknoloji Kullanimi1” dersini alan 489
O0gretmen adayi, 153 kadin, 81 erkek olmak ilizere 234 Ogretmen adayr da aragtirmanin
orneklemini olusturmaktadir. Arastirmada olgiit 6rneklem yontemine gore sirdiirilmiigtir.
Burada bahsi gecen olciitler; 6gretmen adaylarinin “Egitimde Teknoloji Kullanim1” dersini almasi
ve “Edmodo” uygulamasini kullanmasidir. Arastirmanin katilimcilarina iliskin demografik
bilgilere gore arastirmaya; 153 kadin (%65.4) ve 81 erkek (%34.6) 6gretmen aday1 katilmistir.
Bu 6gretmen adaylarinin 50’si mezun (%21.4), 184’li mezun degildir (%78.6). 20 - 24 yas
araliginda 169 (%72.2), 25 - 30 yas araliginda 38 (%16.2), 31 - 35 yas aralifinda 7 (%3.0), 36 -
40 yas araliginda 11 (%4.7), 41 yas ve lUzerinde 9 (%3.8) 0gretmen aday1 bulunmaktadir. Miisik
ve Sahne Sanatlar1 Fakiiltesinden 52 (%22.2), Fen ve Edebiyat Fakiiltesinden 103 (%44.0),
Yiiksekokul/Meslek Yiiksekokuldan 41 (%17.5), iktisadi ve Idari Bilimler Fakiiltesinden 15
(%6.4), Ilahiyat Fakiiltesinden 7 (%3.0) ve Giizel Sanatlar Fakiiltesinden 16 (%6.8) katihmci
oldugu goriilmektedir. Ogretmen adaylarinin branglari incelendiginde; Gérsel Sanatlar 14 (%6.0),
Grafik Tasarim 3 (%1.3), Beden Egitimi 23 (%9.8), Felesefe 16 (6.8), Fizik 3 (%1.3), Kimya 2
(%0.9), Biyoloji 7 (%3.0), Muhasebe ve Finansman 13 (%5.6), Saghk 15 (%6.4), Matematik 19
(%8.1), imam Hatip 7 (%3.0), ingiliz Dili ve Edebiyat1 54 (%23.1), Sanat Tarihi 5 (%2.1), Miizik
51 (%21.8), Bilisim Teknolojileri boéliimlerinden 2 (%0.9) 6gretmen aday1 arastirmaya
katilmistir.

Edmodo Kullanim Siireci

Arastirmada Edmodo sanal sinif uygulamasi, bir devlet iiniversitesinde Pedagojik Formasyon
Sertifika Programi ¢er¢vesinde “Egitimde Teknoloji Kullanim1” dersine devam eden 6gretmen
adaylariile 2018-2019 egitim-6gretim giiz yar1 yili siiresince kullanilmistir. Bu siire zarfinda dersi
veren 0gretim liyesi, Edmodo uygulamasi kullanarak, ders ile ilgili ¢cesitli materyalleri (sunu, 6dev,
makale, web sayfasi, video vb.) paylasmis, 6gretmen adaylari ile bu platform tizerinden iletisimde
bulunmus ve verilen 6devler/gorevler yine bu platform iizerinden teslim alinmistir. Edmodo
uygulamasinin akis siirecine yonelik bir ekran goriintiisii Sekil 1'de verilmektedir.
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Sekil 1.
Edmodo Akis Siireci
. (o]
edmodo @ mnasara Classes Discove Kituphane Viessage: Seareh Q
Mr. Yaylak gonderdi suna Formasyon 1, Formasyo
) Dahafazla
Teacher @'da Ordu University @
Oca 10, 2019 - 520 PM - 9§
Dederli arkadaglar haftaya h.ici olan derslerde herkes sunumunu sunacak sekilde
haziranip gelirse Sevinirim. Bu dersler son derslenmiz olacaktir. Biiginize
) 2 vorumlar
Daha fazla cevap goster...
@ Mr. Yaylak
[<]

Mr. Yaylak gonderdi suna Formasyon 5
| Teacher W'da Ordu University

Oca 10,2019 518 PM - 4§

Arastirmanin verileri dersi veren Ogretim iiyesi tarafindan Edmodo akis siirecinde
paylasilan 6lcegin 6gretmen adaylari tarafindan doldurulmasi ile cevrimici olarak toplanmistir.

Arastirmanin Veri Toplama Araglan

Arastirmada katilimcilardan “Kisisel Bilgi Formu” ve Yiinkiil ve Cankaya'nin (2017) gelistirdigi 18
maddeden olusan “Edmodo Tutum Olgegi” aracihgiyla veriler toplanmstir. Veriler, 6gretmen
adaylarinin egitimde Edmodo kullanimina yonelik tutumlarini belirlemeyi amaclayan dort
boyutlu besli likert tipi 18 maddeden olusan 6lcek ile elde edilmistir. Bu 18 maddeden 3 tanesi (7,
8 ve 13. madde) olumsuz yargi icermektedir. Olumsuz ifadelerin tersten puan degerleri (1=5,
2=4, 3=3, 4=2, 5=1) olarak degerlendirilmistir. Olgme arac1 “1=Kesinlikle Katilmiyorum, 2=
Katilmiyorum, 3=Kkararsizim, 4=Katilmiyorum ve 5=Kesinlikle Katilmiyorum” olarak
degerlendirilmistir. Yiinkiil ve Cankaya (2017) tarafindan hesaplanan Cronbach Alfa i¢ tutarlilik
katsayis1 .93 olarak bulunmustur. Bu calismada 6l¢egin KMO degeri .91 Barlett testi degeri 2090.
i¢ tutarhilik katsayis1 (Cronbach Alpha) .89 ve (McDonald’s w) .90 olarak hesaplanmistir.

Arastirma Verilerinin Céziimlenmesi

Arastirma bagimh degiskenlerin normal dagilhim gosterip gostermedigini tespit icin tek
orneklemli Kolmogorov Simirnov testi yapilmistir. Elde edilen sonuclara goére bagimh
degiskenlerin normal dagihm géstermedigi belirlenmistir [“Edmodo Tutum Ol¢cegi” K-S (z) =.095;
p: 0.001]. Verilerin ¢oziimlenmesinde tanimlayici istatistikler (6rn., frekans, yiizde, ortalama),
glivenilirlik analizi, Mann Whitney U, Kruskal Wallis ve Post-Hoc testi olarak esit farkliliklar ve
orneklem buyiikliiklerini dikkate almadigi icin Games-Howell testi kullanilmistir. Elde edilen
degerlerin etki biiytikliikleri hesaplanirken bagimsiz gruplar t-testi icin Cohen d formiili; tek
yonlii varyans analizi icin Cohen f formili kullanilmistir. Cohen d degeri icin .20 ve alt1 kiiciik-
diisiik; .20-.80 arasi orta; .80 ve iistl i¢in genis-biiyiik diizey; Cohen f degeri icin .10 kiiciik; .30
orta; .50 genis diizey etki biiyiikliigii degerleri temele alinmistir. Sorumlu bir 6grenme ortami
olusturmak i¢cin Edmodo'nun bir 6grenme platformu olarak kullanimina yénelik 68renci tercih
seviyesi, asagidaki gibi bir derecelendirme rehberi kullanilarak Likert tipi bir 6l¢ek kullanilarak
analiz edilmistir: “4.01-5 = Kesinlikle Katiliyorum, 3.71-4.00 = Katiiyorum, 2.71 -3.70 =
Kararsizim, 1.71-2.70 = Katilmiyorum, 1-1.7 = Kesinlikle Katilmiyorum.” Bahsedilen analizlerin
yapilmasi i¢in Jamovi 1.0.5.0 programi kullanilmistir.

Bulgular

Arastirmadan elde edilen bulgular arastirma sorular1 baglaminda incelenmistir. Ogretmen
adaylarinin egitimde Edmodo kullanimina yénelik tutum puanlarinin isbirligi boyutuna iliskin
aritmetik ortalama ve standart sapma degerleri Tablo 2’de verilmistir.
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Tablo 1.
[sbirligi Boyutuna [liskin Bulgular

Aritmetik Standart

Maddeler Ortalama Sapma Diizey
Edmodo ile ytritililen derslerde paylasimda 4.17 0911 Kesinlikle
bulunmaktan hoslanirim. Katiliyorum
Edmodo ile yaptigim paylasimlarin 4.20 0.883 Kesinlikle
arkadaslarima faydal oldugunu Katiliyorum
diistiniiyorum.
Edmodo'nun 6grenciler arasi iletisime katkida 4.17 0.964 Kesinlikle
bulundugunu diistiniiyorum. Katiliyorum
Edmodo lizerinden gruptaki arkadaslarimin 4.17 0.943 Kesinlikle
paylasimlarinin 0grenmeme katkida Katiliyorum
bulundugunu diistiniiyorum.
Edmodo ile yiriitilen derslerde yapilan 4.22 0.844 Kesinlikle
paylasimlari takip etmekten hoslanirim. Katiliyorum
Edmodo {izerinden siif arkadaslarimla 414 0.894 Kesinlikle
kolaylikla yardimlasabilirim. Katiliyorum
Edmodo ile yiiriitilen bir dersin grup 1.90 1.18 Katilmiyorum
¢alismalarini olumsuz etkiledigini
diistiniiyorum.

Tablo 1 incelendiginde; 6gretmen adaylarinin egitimde Edmodo kullanimina yonelik tutum
puanlarn Isbirligi alt boyutunda “Kesinlikle katihyorum” diizeyinde oldugu goriilmektedir. Bu
durumda Edmodo uygulamasinin egitimde kullanilmasininin 6gretmen adaylar1 arasinda
isbirligini artirdig1 séylenebilir. Ogretmen adaylarinin egitimde Edmodo kullanimina yonelik
tutum puanlarinin Kullaniglilik boyutuna iliskin aritmetik ortalama ve standart sapma degerleri
Tablo 2’'de verilmistir.

Tablo 2.
Kullanishiik Boyutuna [liskin Bulgular

Aritmetik Standart

Maddeler Ortalama Sapma Diizey
Facebook gibi siteler varken Edmodo'ya gerek 1.68 1.01 Kesinlikle
olmadigini diigliniiyorum. Katilmiyorum
Edmodo'nun egitim icin faydali yenilikei 442 0.762 Kesinlikle
teknolojilerden oldugunu diistiniiyorum. Katiliyorum
Dersi, Edmodo {izerinden takip etmenin sikici 1.87 1.05 Katilmiyorum
oldugunu diisiiniiyorum.
Edmodo'nun, Facebook'da oldugu gibi ilgisiz ve 4.08 1.21 Kesinlikle
gereksiz icerik barindirmadigindan dikkat dagitici Katiliyorum
olmadigini diiginiiyorum.
Edmodo'nun derse olan gludilenmemi 3.88 0.935 Katiliyorum
(motivasyonumu) arttirdigini diisiiniiyorum.
Edmodo'nun kaynak ve materyallere erisim 4.21 0.738 Kesinlikle
acisindan zenginlik sagladigini diisiniiyorum. Katiliyorum

Tablo 2 incelendiginde; 6gretmen adaylarinin egitimde Edmodo kullanimina yénelik tutum
puanlar1 Kullanishlik alt boyutunda “Kesinlikle katiliyorum” diizeyinde oldugu goriilmektedir. Bu
durumda Edmodo uygulamasinin egitimde kullanilmasininin 6gretmen adaylar1 tarafindan
kullanish oldugu soylenebilir. Ogretmen adaylarinin egitimde Edmodo kullanimina yénelik tutum
puanlarinin Egitmen Destegi boyutuna iliskin aritmetik ortalama ve standart sapma degerleri
Tablo 3’te verilmistir.
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Tablo 3.
Egitmen Destegi Boyutuna [liskin Bulgular

Aritmetik Standart

Maddeler Ortalama Sapma Diizey

Edmodo ile ytiriitiilen bir deste 68retim elemaninin 4.34 0.778 Kesinlikle
ogrencilerin  sorularina daha hizh  doénit Katiliyorum
verebilecegini diisiiniiyorum.

Edmodo ile ytiriitiilen bir derste 6gretim elemani ile 441 0.815 Kesinlikle
rahatlikla iletisim kurulabilecegini diisliniiyorum. Katiliyorum
Edmodo'nun 6grenciler ve 0Ogretmen arasindaki 4.35 0.847 Kesinlikle
iletisime katkida bulundugunu diisiiniiyorum. Katiliyorum

Tablo 3 incelendiginde; 0gretmen adaylarinin egitimde Edmodo kullanimina yoénelik
tutumlar1 Kullanigshlik alt boyutunda “Kesinlikle katiliyorum” diizeyinde oldugu goriilmektedir.
Bu durumda Edmodo uygulamasinin 06gretmen adaylar1 tarafindan egitim slreclerinde
kullanimasina yonelik 6gretim {yesinin yardimct oldugu ve oOgrencilere destek verdigi
sdylenebilir. Ogretmen adaylarinin egitimde Edmodo kullanimina yénelik tutum puanlarinin
Ozgiiven boyutuna iliskin aritmetik ortalama ve standart sapma degerleri Tablo 4’te verilmistir.

Tablo 4.
Ozgiiven Boyutuna [lliskin Bulgular

Aritmetik Standart Diizey
Maddeler Ortalama Sapma
Edmodo ile yiriitilen bir derste daha katilimci 3.86 0.930 Katiliyorum
oldugumu hissederim.
Edmodo ile yiiriitiilen bir derste diisiincelerimi daha 3.85 0.984 Katiliyorum

ozgiirce ifade edebildigimi diistinliyorum.

Tablo 4 incelendiginde; 6gretmen adaylarinin egitimde Edmodo kullanimina yonelik tutum
puanlar1 Kullanishlik alt boyutunda “Katiliyorum” diizeyinde oldugu goriilmektedir. Bu durumda
Edmodo uygulamasinin egitimde kullanilmasininin 6gretmen adaylarinin 6zgiiven baglaminda
egitim slireclerine katiimlarinin olumlu diizeyde oldugu soylenebilir. Tablo 5’te, egitimde
Edmodo tutum élgegi isbirligi boyutu puanlarinin cinsiyet ve 6grenim durumu degiskenlerine
gore “Mann Whitney U” testi ve yas, 6grenim goriilen fakiilte ve brans degiskenlerine gore fn
“Kruskal Wallis” testi bulgulari sunulmustur.

Tablo 5.
Isbirligi Boyutunun Tanimlayici Bilgilere Gére Dagilimi
N X S.s. F p Cohen  Fark
d-f
A* 1. Kadin 153 390 533 5402 .105 21 1*-2
2. Erkek 81 3.77 .660
B 1 Mezun 50 3.79 616 3.227 .001* 48 1-2*
2. Mezun degil 184 4.07 .357
1. 20-24Yas 169 4.11 .654
c 2 25-30Yas 38 448 559
3. 31-35Yas 11 445 481 3.555 .008* .05 1-2*
4. 36 - 40 Yas 7 424 581
5. 41 ve lizeri 9 447 468
1. Mizik ve Sah. San. Fak. 52 4.16 .520
D 2. Fen-Edebiyat Fakiiltesi 103 4.24 .566
3. YO/MYO 41 4.02 144 1-4*
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4, [IBF 15 468 .099 2.630 .025* .55 2-4*
5.  llahiyat Fakiiltesi 7 424 213 3-4*
6. Giuizel Sanatlar Fak. 16 414 145
1. Gorsel Sanatlar 14 427 417
2. Grafik Tasarim 3 342 .755
E 3. Beden Egitimi 23 373 1.126
4. Felsefe 16 4.00 479
5. Fizik 3 452 .594
6. Kimya 2 4.50 .303
7. Biyoloji 7 453 .305
8. Muhasebe ve Finans. 13 465 406
9. Saghk 15 441 436 2.603 .002%* .14 4-8*
10. Matematik 19 4.18 726
11. Imam Hatip 7 424 563
12. Ingiliz Dili ve Edebiyati 54 4.25 .534
13. Sanat Tarihi 5 451 .385
14. Mizik 51 417 .523
15. Bilisim Teknolojileri 2 485 .202

*A: Cinsiyet, B: Ogrenim durumu, C: Yas, D: Ogrenim goriilen fakiilte, E: Brans.

Tablo 5 incelendiginde; arastirmaya katilan 6gretmen adaylarinin egitimde Edmodo
kullanilmasina yénelik tutum puanlarinin isbirligi boyutuna iliskin degerler goriilmektedir. Bu
degerlere gore 6gretmen adaylarinin egitim siireclerinde Edmodo kullanimina ydnelik tutum
puanlari; cinsiyet degiskenine gore anlamli bir farklilik olmamakla birlikte 6grenim durumu, yas,
0grenim gortlen fakiilte ve brans degiskenleri acisindan anlamh bir farklilik gériilmektedir. Bu
farklilik 6grenim durumu degiskeninde mezun olmayan 6gretmen adaylarinin, yas degiskeninde
20-24 yas grubu ile 25-30 yas gurubu arasinda ikinci grubun lehine, fakiilte degiskeninde iktisadi
ve Idari Bilimler Fakiiltesi (1iBF) ile sirasiyla Miizik ve Sahne Sanatlar1 Fakiiltesi, Fen-Edebiyat
Fakiiltesi ve Yiiksekokul/Meslekyiiksekokulu arsasinda [iBF lehine oldugu gériilmektedir. Bu
anlaml farklilarin etki biiytikliikleri (Cohen d ve f) incelendiginde; 6grenim durumu degiskeninde
orta diizeyde, yas degiskeninde diisiik dilizeyde, 0grenim goriilen fakiilte degiskeninde orta
diizeyde ve brans degiskeninde diisiik diizeyde oldugu goriilmektedir. Tablo 6’da, egitimde
Edmodo tutum 6lgegi Kullanishilik boyutu puanlarinin cinsiyet ve 6grenim durumu degiskenlerine
gore “Mann Whitney U” testi; yas, 6grenim goriilen fakiilte ve brans degiskenlerine gore “Kruskal
Wallis” testi bulgular1 sunulmustur.

Tablo 6.
Kullanishilik Boyutunun Tanimliayici Bilgilere Gére Dagilimi
N X S.s. F p Cohen Fark
d-f
A* 1. Kadin 153 4.29 514 3.784 120
2.  Erkek 81 416 .595
B 1. Mezun 50 454 479 1511 .000* 13 1*-2
2.  Mezun degil 184 4.16 .537
1. 20-24Yas 169 4.19 .518
2.  25-30Yas 38 436 .564
C 3. 31-35Yas 7 425 .664 1935 .036* 11 1-5*
4. 36-40Yas 11 445 .664
5. 41 veiizeri 9 457 .624
1.  Miizik ve Sah. San. Fak. 52 416 494
2. Fen-Edebiyat Fakiiltesi 103 4.28 475 1-4*
3. YO/MYO 41 423 .678 2-4*
4,  1IBF 15 4.74 377 4153 .001* 12 3-4*
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D 5. Ilahiyat Fakiiltesi 7 395 .691 4*-6
6. Glizel Sanatlar Fak. 16 4.00 .567
1. Gorsel Sanatlar 14 4.03 .519
2. Grafik Tasarim 3 3.72 .769
3. Beden Egitimi 23  4.02 .735
4. Felsefe 16 390 .379
5. Fizik 3 4.83 .288
6. Kimya 2 408 .117 1-8*
7. Biyoloji 7 442 251 3-8*
8. Muhasebe ve Finans. 13 4.71 .398 3.352 .000* 17 4-8*
E 9 saglk 15 443 548 4-12*
10. Matematik 19 419 .626 8*-14
11. imam Hatip 7 395 .691
12. ingiliz Dili ve Edebiyati 54 441 .405
13. Sanat Tarihi 5 440 434
14. Miizik 51 417 .494
15. Bilisim Teknolojileri 2 475 .353

*A: Cinsiyet, B: Ogrenim durumu, C: Yas, D: Ogrenim goriilen fakiilte, E: Brans.

Tablo 6 incelendiginde; arastirmaya katilan 6gretmen adaylarinin egitimde Edmodo
kullanilmasina yonelik tutum puanlarinin Kullanighilik boyutuna iliskin degerler goriilmektedir.
Bu degerlere gore 6gretmen adaylarinin egitim siire¢lerinde Edmodo kullanimina y6nelik tutum
puanlari; cinsiyet degiskenine gore anlamli bir farklilik olmamakla birlikte 6grenim durumu, yas,
0grenim gortlen fakiilte ve brans degiskenleri acisindan anlamh bir farklilik gériilmektedir. Bu
farklilik 6grenim durumu degiskeninde mezun 6gretmen adaylarinin, yas degiskeninde 20-24 yas
grubu ile 41 ve lizeri yas gurubu arasinda birinci grubun lehine, fakiilte degiskeninde Iktisadi ve
Idari Bilimler Fakiiltesi (IIBF) ile sirasiyla Miizik ve Sahne Sanatlari Fakiiltesi, Fen-Edebiyat
Fakiiltesi, Giizel Sanatlar Fakiiltesi ve Yiiksekokul/Meslekyiiksekokulu arsasinda [iBF lehine
oldugu goriilmektedir. Bu anlamh farklilarin etki biiyiikliikleri (Cohen d ve f) incelendiginde;
6grenim durumu, yas, 6grenim goriilen fakiilte ve brans degiskenlerinde diisiik diizeyde oldugu
gorilmektedir. Tablo 7’de, egitimde Edmodo tutum 6l¢egi Egitmen Destegi boyutu puanlarinin
cinsiyet ve 6grenim durumu degiskenlerine gore “Mann Whitney U” testi; yas, 6grenim goriilen
fakiilte ve brans degiskenlerine gore “Kruskal Wallis” testi bulgular1 sunulmustur.

Tablo 7.

Egitmen Destegi Boyutunun Tanimlayici Bilgilere Gore Dagilimi

N X S.s. F p Cohen Fark
d-f
A* 1. Kadin 153 444 652 4817 .054
2.  Erkek 81 4.23 .807
B 1. Mezun 50 4.61 556 7.541 .002* .06 1*-2
2.  Mezun degil 184 430 .740
1. 20-24Yas 169 4.29 .743
C 2.  25-30Yas 38 454 .664
3. 31-35Yas 7 460 .629 1516 .076
4.  36-40Yas 11 457 417
5. 41 velzeri 9 451 503
1.  Miizik ve Sah. San. Fak. 52 426 .627
D 2. Fen-Edebiyat Fakiiltesi 103 443 .647 1-4*
3. YO/MYO 41 417 957 3.045 .001* .06 2-4*
4,  1IBF 15 491 234 3-4*
5.  Ilahiyat Fakiiltesi 7 457 568 4*-6
6.  Glizel Sanatlar Fak. 16 422 .795
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1. Gorsel Sanatlar 14 430 .633
2. Grafik Tasarim 3 3.33 1.452
3. Beden Egitimi 23 391 1.129

E 4. Felsefe 16 4.08 .564
5. Fizik 3 477 192 3-8*
6. Kimya 2 450 .707 3-15*
7. Biyoloji 7 461 230 4-8*
8. Muhasebe ve Finans. 13 489 .250 2901 .001* .05 4-15%*
9. Saghk 15 440 .657 8*-14
10. Matematik 19 4.22 936 12-15*
11. Imam Hatip 7 457 568
12. Ingiliz Dili ve Edebiyati 54 456 .525
13. Sanat Tarihi 5 4.80 .447
14. Mizik 51 4.29 591
15. Bilisim Teknolojileri 2 5.00 .000

*A: Cinsiyet, B: Ogrenim durumu, C: Yas, D: Ogrenim goriilen fakiilte, E: Brans.

Tablo 7 incelendiginde; arastirmaya katilan 6gretmen adaylarinin egitimde Edmodo
kullanilmasina yonelik tutum puanlarinin Egitmen destegi boyutuna iliskin degerler
goriilmektedir. Bu degerlere gore 6gretmen adaylarinin egitim siireclerinde Edmodo kullanimina
yonelik tutum puanlari; cinsiyet ve yas degiskenlerine gore anlaml bir farklilik olmamakla
birlikte 6grenim durumu, 6grenim goriilen fakiilte ve brans degiskenleri agisindan anlamli bir
farklilik goriilmektedir. Bu farklilik 6grenim durumu degiskeninde mezun 6gretmen adaylarinin,
fakiilte degiskeninde iktisadi ve Idari Bilimler Fakiiltesi (IIBF) ile sirasiyla Miizik ve Sahne
Sanatlari Fakiiltesi, Fen-Edebiyat Fakiiltesi, Guizel Sanatlar Fakiiltesi ve
Yiiksekokul/Meslekyiiksekokulu arsasinda 1IBF lehine oldugu gériilmektedir. Bu anlamh
farklilarin etki biiyiikliikleri (Cohen d ve f) incelendiginde; 6grenim durumu, 6grenim goriilen
fakiilte ve brans degiskenlerinde diisiik diizeyde oldugu goriilmektedir. Tablo 8'de egitimde
Edmodo tutum élgegi Ozgiiven boyutu puanlarinin cinsiyet ve 6grenim durumu degiskenlerine
gore “Mann Whitney U” testi; yas, 6grenim gortlen fakiilte ve brans degiskenlerine gore “Kruskal
Wallis” testi bulgular1 sunulmustur.

Tablo 8.
Ozgiiven Boyutunun Tanimlayici Bilgilere Gére Dagilimi
N X S.s. F p Cohen  Fark
d-f
A* 1. Kadin 153 385 .796 .004 .502
2.  Erkek 81 3.86 1.048
B 1. Mezun 50 418 .705 8.551 .006* .04 1*-2
2. Mezun degil 184 3.77 915
1. 20-24Yas 169 3.77 906
C 2. 25-30Yas 38 413 .898
3. 31-35Yas 7 395 879 1504 .174
4.  36-40Yas 11 392 .607
5. 41 velzeri 9 411 485
1.  Mizik ve Sah. San. Fak. 52 361 1.022
D 2. Fen-Edebiyat Fakiiltesi 103 385 .772 1-4*
3. YO/MYO 41 385 963 3.049 .007* .03 2-4*
4. 1iBF 15 4.60 .430 3-4*
5. llahiyat Fakiiltesi 7 392 975
6.  Giizel Sanatlar Fak. 16 396 939
1.  Gorsel Sanatlar 14 414 .770
2. Grafik Tasarim 3 283 1.040
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3 Beden Egitimi 23 371 1136
E 4 Felsefe 16 3.78 .604
5.  Fizik 3 450 .866
6. Kimya 2 450 .000
7 Biyoloji 7 392 534
8. Muhasebe ve Finans. 13 392 449 1.651 .077
9.  Saghk 15 4.57 .779
10. Matematik 19 4.00 .712
11. Imam Hatip 7 392 975
12. Ingiliz Dili ve Edebiyati 54 379 .827
13. Sanat Tarihi 5 420 .836
14. Mizik 51 3.62 1.028
15. Bilisim Teknolojileri 2 400 1414

*A: Cinsiyet, B: Ogrenim durumu, C: Yas, D: Ogrenim goriilen fakiilte, E: Brans.

Tablo 8 incelendiginde; arastirmaya katilan 6gretmen adaylarinin egitimde Edmodo
kullanilmasina yénelik tutum puanlarinin Ozgiiven boyutuna iliskin degerler gériilmektedir. Bu
degerlere gore 6gretmen adaylarinin egitim siireclerinde Edmodo kullanimina yénelik tutum
puanlari; cinsiyet, yas ve brans degiskenlerine gore anlaml bir farklilik olmamakla birlikte
0grenim durumu ve Ogrenim goriilen fakiilte degiskenleri acisindan anlamli bir farkhilik
goriilmektedir. Bu farklilik 6grenim durumu degiskeninde mezun 6gretmen adaylarinin, faktlte
degiskeninde Iktisadi ve Idari Bilimler Fakiiltesi (1iBF) ile sirasiyla Miizik ve Sahne Sanatlari
Fakiiltesi, Fen-Edebiyat Fakiiltesi ve Yiiksekokul/Meslekyiiksekokulu arsasinda [iBF lehine
oldugu goriilmektedir. Bu anlamh farklilarin etki biiyiikliikleri (Cohen d ve f) incelendiginde;
o6grenim durumu ve o6grenim gorilen fakilte degiskenlerinde diisiik diizeyde oldugu
goriilmektedir.

Tartisma, Sonug ve Oneriler

Bu arastirma 2018-2019 egitim-6gretim yilinda bir devlet {iniversitesi Pedagojik Formasyon
Programi Egitimde Teknoloji Kullanimi dersini alan 234 6gretmen aday ile gerceklestirilmistir.
Ders siiresince 0gretim iiyesi tarafindan 6gretmen adaylari ile bilgi paylasimi yapmak, duyuru
yapmak, ddev verip teslimini almak, iletisimde bulunmak vb. amaglar ile Edmodo sosyal 6grenme
ag1 kullanilmistir. Bu stlire¢c sonunda oOgretmen adaylarindan Edmodo kullanimina yonelik
tutumlarini belirten 6lgek uygulanarak veriler toplanip gerekli c6ziimlemeler yapildiktan sonra
cesitli sonuglara ulasilmistir. Bu sonuclar su sekilde agiklanabilir;

Arastirmada; Isbirligi alt boyutu hari¢ diger alt boyutlarda cinsiyet degiskenine gore
anlaml farklilara rastlanilmamustir. isbirligi alt boyutunda ise kadin égretmen adaylarinin tutum
puanlar1 daha yiiksektir. Buradan kadin 6gretmen adaylarinin Edmodo kullaniminda isbirligine
daha yatkin oldugu sonucuna ulasilabilir. Ogrenim durumu degiskeni incelendiginde ise; isbirligi
alt boyutunda mezun olmayan 6gretmen adaylarinin tutum puanlarinin daha yiiksek oldugu,
diger alt boyutlarda ise mezun 6gretmen adaylarinin daha yiiksek oldugu sonucu ¢ikmistir.
Ozgiiven boyutunda “Katiliyorum” diizeyinde olumlu oldugu tespit edilmistir. Ogretmen
adaylarinin Edmodo kullanimina yonelik o6zgiivenleri yeterli diizeyde oldugu sonucuna
ulasilmistir. Rogers (2011)’a gore fiziksel smif ortaminda derse katilmakta isteksiz olan
ogrenciler, Edmodo’da diisiincelerini paylasirken kendilerini daha rahat hissederler. Edmodo'nun
isbirligine katkis1 konusunda yapilan arastirmalar bulunmaktadir. McClain, Brown ve Price
(2015), Edmodo gibi dijital araclarin sinif duvarlarinin 6tesindeki 6grenciler icin gercek anlamda
isbirlikei bir calisma alani saglayabildigini; Sirakaya (2014) da sinif disinda 6grenci ve 6gretmen
arasindaki etkilesimi devam ettirebildigini ve isbirlikli egitim olanag1 sundugunu belirtmislerdir.

Arastirmaya katilan 6gretmen adaylar1 Edmodo’nun kullanish oldugunu diistinmektedir.
Mezun, iktisadi ve Idari bilimler Fakiiltesinde 6grenim goren, ve 41 yas ve lizerindeki 6gretmen
aday1 gruplar1 Edmodo’nun daha kullanigh oldugunu belirtmislerdir. Gliniimiizde hemen hemen
herkesin sosyal ag hesabi oldugu diisiiniilirse bu durumun normal oldugu diisiiniilebilir.
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Edmodo’nun kullanishlig ile iligli bu arastirmanin sonuglart ile benzerlik gosteren (Ozkan, 2017;
Torun & Dargut, 2015; Alemdag, 2013; Balasubramanian, Jaykumar & Fukey, 2014; Durak,
Cankaya & Yiinkiil 2015; Holland & Muilenburg, 2011; Sirakaya, 2014; Tiirkmen, 2012; Dere,
Yiicel & Yalginalp, 2016; Kazez & Bahgeci, 2016; Ozkan, 2017; Polat, 2016) ¢esitli aragtirmalar
bulunmaktadir. Ancak yapilan bazi ¢ahsmalar (Cankaya, Durak & Yiinkiil, 2014; Ozkan, 2017;
Kazez & Bahgeci, 2016; Kiligkaya, 2012; Ekmekg¢i, 2016; Dewi, 2014) Edmodo’nun Tiirkge dil
desteginin olmamasinin kullanishigini olumsuz etkiledigi sonucuna ulagmiglardir.

Egitimen destegi ve Ozgiiven alt boyutlarinda 6gretmen adaylarinin tutum puanlarinda
farklihiga rastlanmazken, Kullanislilik alt boyutunda 41 yas ve iizeri 6§retmen aday1 grubunun
Edmodo’yu diger yas gruplarina nazaran daha kullanish bulmaktadirlar. Bu alanda yapilan bazi
arastirmalar (Rogers, 2011; Shockney, 2013) Edmodo’nun Facebook kullanimina uygun olmasi
ogrencilerin bu ortamda kendilerini rahat hissetmelerini saglamaktadir. Yas degiskeni
incelendiginde ise; 25-30 yas araligindaki 6gretmen aday1 grubu daha gen¢ olmalarina ragmen
20-24 yas araligindaki 6gretmen grubundan daha fazla isbirligine yatkin olduklari sonucuna
ulagilmigtir. Fakiilte degiskeninde ise iktisadi ve Idari Bilimler Fakiiltesinde 6grenim géren
o0gretmen adaylar1 diger fakiiltelerde 6grenim goren adaylara gore egitim siireclerinde Edmodo
kullanimina yonelik isbirligine daha cok 6énem verdikleri, daha ¢ok kullanish bulduklari, egitimen
desteginin daha fazla oldugunu ve 6zgiivenlerinin daha fazla oldugu sonuglarina ulagilmistur.

Arastirmaya katilan 6gretmen adaylari, egitim siireclerinde Edmodo kullanimina yonelik
tutum puanlan Isbirligi boyutunda “Kesinlikle katihyorum” diizeyinde olumlu oldugu tespit
edilmistir. Yinkiil ve Cankaya (2017), Edmodo'nun egitimde sosyal medyanin giiclinti kullanarak
isbirligi, geri bildirim, bireysel 6grenme ve diger ilgili konular i¢in giivenli bir ortam yarattigim
ileri siirmektedir. Hamutoglu ve Kiyic1 (2017) yaptiklar1 arastirma sonucunda; Edmodo’nun bir
derste icerik ve bilgi alisverisine uygun olarak egitim amach kullanilan faydal ve etkili bir sosyal
ag oldugu ile derse odaklanmay1 arttirdigini ifade etmislerdir. Ekici, (2017) simif 6gretmeni
adaylarinin ¢ogu Edmodo'nun bilgi, deneyim ve goriis paylasma imkani sundugunu belirtmistir.
Edmodo kullaniminin isbirligini artirdigina yonelik sonuglara ulasan arastirmalar (Cankaya &
Yiinkiil, 2018; Enriquez, 2014) bu ¢alismanin sonuglari ile benzerlik gostermektedir.

Arastirmaya katilan 6gretmen adaylarinin egitim siireclerinde Edmodo kullanina y6nelik
tutumlarinin olumlu oldugu sonucuna ulasilmistir. Jones ve Rice (2017) yaptiklar1 arastirmada
mikroblog kullaniminin 6grencilerin yazma becerisine etkisini incelemisler ve 6grencilerin
yazilarinda olumlu degisikliklerin oldugunu belirtmislerdir. Ma’azi ve Janfeshan (2018) yaptiklari
arastirma ile Edmodo uygulamasinin iranl 6grencilerin yazma becerileri iizerindeki etkiyi
arastirmiglardir. Arastirma sonuglarina gore 6grencilerin yazma beceri gelismis ve Edmodo
uygulamasinin sinif ortaminda uygulamasina yonelik olumlu tutumlari oldugunu belirtmislerdir.
Ekici, (2017) 6gretmen adaylarinin 6gretmen egitimi programlarinda genel olarak Edmodo
kullanim1 hakkinda olumlu goriislere sahip oldugunu ifade etmistir. Edmodo’nun egitim
stireclerinde kullanimi 68renci-6grenci ve 6grenci-6gretman arasindaki iletisimi artirdigi sonucu
ortaya ¢ikmistir. Edmodo’nun egitim ortamini sanal bir sinif yoluyla yiirtitmesi ve istenilen her
yerden 6grencilerin birbiri ile iletisim kurabilmesini saglamaktadir (Kuzgun & Ozding, 2017). Bu
durum da dijital yerlilerin (Bkz. Prensky, 2001) yiiz yiize iletisimden ¢ok sanal ortamda iletisim
kurmay1 tercih ettiklerini ve bu konuda daha iyi olduklar1 sdylenebilir. Won, Evans, Carey ve
Schnittka (2015) yaptiklar1 arastirmada; gengligin Edmodo'yu baskalariyla baglanti kurmaya,
bilgiyi ifade etmeye ve tasarim fikirlerini paylasmayi sagladigini belirtmislerdir. Yapilan
calismalar da (Kilickaya, 2012; Hossain & Wiest, 2013; Sohaei & Iahad, 2014; Chen, 2013) egitim
stireclerinde Edmodo kullaniminin 6grenci-68renci ve 6grenci-ogretmen iletisimini artirdig
sonuglarini vermektedir.

Diger yandan ¢ogu 6gretmenin ve Ogrencinin, sanal sinifi ana egitim amaci olarak
kullandiklarinda, sanal sinifi geleneksel sinif kadar gecerli bulmadiklari sonucuna varmistir (Yang
& Liu, 2007). Sanal siniflarin 6grencilerin yiiz yiize iletisim kaygilarinin iistesinden gelmelerine
yardimcl olabilecegi ve elestiri korkularini asarak goriislerini daha rahat ifade etmelerine
yardimc olabilecegi sdylenebilir (Ekici, 2017). Sanders (2012) Edmodo’nun sanal sinif olarak
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kullanimini, 6grenci katilimi ve 6grenme sorumlulugu iizerinde olumlu bir etkisi oldugunu ifade
etmistir. Ogretmen adaylari, bu arastirmada egitim siireclerinde Edmodo kullaniminin derse
katilim oranini artirdigini belirterek Sanders’in arastirma bulgulariyla benzerlik gostermesini
saglamislardir. Arastirmanin sonuclarindan hareketle su 6nerilerde bulunulabilir;

o Ogretmenler, sanal sinif uygulamalarini derslerinde kullanabilir ve béylece dersler daha
aktif ve verimli hale gelebilir,

e Edmodo’'nun egitim siireclerinde kullanilmasina yoénelik nitel ve karma arastirmalar
yapilabilir,

 Bu arastirmanin bir benzeri gérevde olan farkli branslardan 6gretmenler ile yapilabilir,

o Ogretmenler, Egitim Bilisim Ag1 (EBA), Edmodo, Beyazpano, Google Classroom vb. sosyal
O6grenme aglarini kullanmalari tesvik edilebilir,

e Sosyal Ogrenme aglarinin daha etkin kullanimi i¢in egitim kurumlarinin teknolojik
altyapisi giiclendirilebilir,

e Halihazirda gorevde bulunan dijital gogmen olan X ve Y kusagina, sosyal 6grenme
aglarinin egitim siireclerinde kullanimina y6nelik egitimler verilebilir.

e Ogretmen adaylarina lisans programlarinda uzaktan egitim dersi, uzaktan egitimde
kullanilan teknolojiler ve uzaktan egitimde igerik tiretimi vb. egitimler verilebilir.
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Extended Abstract

Introduction

Technology has always been used in schools and educational settings. The use of technology in
educational environments is increasing day by day. Technology can be used for educational
purposes not only in schools and classrooms but in any environment. With the development of
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technology, smartphones started to be used. Smartphones stand out with their applications. As
there are applications in many subjects, there are various applications in the field of education.
These educational applications also have web pages. These applications include social network
applications used for distance education. Edmodo social network application is one of these
applications used for educational purposes.

Method

In this research, the survey method, which is one of the quantitative research methods, was used
to determine and evaluate the attitudes of prospective teachers who continue the Pedagogical
Formation Education Certificate Program towards the use of Edmodo (virtual classroom) in
education. The sample of the study is including 489 pre-service teachers, 153 women and 81 men,
who took the course "Technology Use in Education" within the framework of the Pedagogical
Formation Certificate Program at a public university in the 2018-2019 academic year. In the
research, data were collected from the participants through the “Personal Information Form” and
“Edmodo Attitude Scale” consisting of 18 items developed by Yunkul and Cankaya (2017).

Discussion and Results

In the study; There were no significant differences in terms of gender variable in other sub-
dimensions except for the cooperation sub-dimension. In the collaboration sub-dimension, female
teachers' attitude scores are higher. Here, it can be concluded that female pre-service teachers are
more likely to cooperate in the use of Edmodo. When the education status variable is examined;
It was concluded that pre-service teachers who did not graduate in the collaboration sub-
dimension had higher attitude scores, while the other sub-dimensions were higher than graduate
pre-service teachers. It was determined that it was positive at the level of "I agree" in the self-
confidence dimension. It was concluded that pre-service teachers' self-confidence in the use of
Edmodo is sufficient. According to Rogers (2011), students who are reluctant to attend classes in
a physical classroom environment feel more comfortable while sharing their thoughts at Edmodo.
Studies on Edmodo's contribution to cooperation (McClain, Brown & Price, 2015; Rowkaya, 2014)
are similar to the results of this research.

The pre-service teachers participating in the research think that Edmodo is useful. The
graduate, the candidate groups that are studying at the Faculty of Economics and Administrative
Sciences and who are 41 years old and above stated that Edmodo is more useful. Nowadays,
considering that almost everyone has a social network account, this can be considered normal.
Similar to the results of this research on the usefulness of Edmodo (Ozkan, 2017; Torun and
Dargut, 2015; Alemdag, 2013; Balasubramanian, Jaykumar and Fukey, 2014; Durak, Cankaya and
Woolkiil 2015; Holland and Muilenburg, 2011; Rowkaya, 2014; Tiirkmen, 2012; Dere, Yiicel and
Yalcinalp, 2016; Kazez and Bahgeci, 2016; Ozkan, 2017; Polat, 2016). However, some studies
(Cankaya, Durak, and Yunkul, 2014; Ozkan, 2017; Kazez and Bahgeci, 2016; Kilickaya, 2012;
Ekmekei, 2016; Dewi, 2014) concluded that the absence of Turkish language support negatively
affects the usefulness of Edmodo.

While there is no difference in the attitude scores of pre-service teachers in terms of
educator support and self-confidence, they find Edmodo more useful in comparison to other age
groups in the Usability sub-dimension. Some researches in this area (Rogers, 2011; Shockney,
2013) Edmodo being suitable for Facebook use makes students feel comfortable in this
environment. When the age variable is examined; Although the teacher candidate group between
the ages of 25-30 is younger, it is concluded that they are more likely to cooperate than the teacher
group between the ages of 20-24. In the faculty variable, it was concluded that the pre-service
teachers who study at the Faculty of Economics and Administrative Sciences place more emphasis
on the use of Edmodo in education processes, find it more useful, have more educational support
and more self-confidence than the pre-service teachers studying at other faculties.

The pre-service teachers who participated in the study were found to be positive at the level
of “I definitely agree” in the cooperation dimension. Yiinkiil and Cankaya (2017) argue that
Edmodo creates a safe environment for cooperation, feedback, individual learning, and other
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related topics by using the power of social media in education. Hamutoglu and Kiyici (2017) as a
result of their research; They stated that Edmodo is a useful and effective social network used for
education in accordance with the exchange of content and information in a lesson and increases
the focus on the lesson. Ekici (2017) stated that most of the pre-service classroom teachers offer
the opportunity to share information, experience and opinions. The researches concluding that
the use of Edmodo increases cooperation (Cankaya and Yunkiil, 2018; Enriquez, 2014) is similar
to the results of this study.

[t was concluded that the pre-service teachers' attitudes towards the use of Edmodo in their
educational processes were positive. In their study, Jones and Rice (2017) examined the effect of
microblogging on students 'writing skills and stated that there were positive changes in students'
writings. With their research, Ma’azi and Janfeshan (2018) investigated the effect of Edmodo
application on the writing skills of Iranian students. According to the results of the research,
students’ writing skills were developed and they stated that they had positive attitudes towards
the application of Edmodo practice in the classroom. Ekici (2017) stated that pre-service teachers
have positive opinions about the use of Edmodo in teacher education programs in general. It is
concluded that the use of Edmodo in education processes increases communication between
student-student and student-teacher. It enables Edmodo to carry out its educational environment
through a virtual classroom and enables students to communicate with each other from anywhere
(Kuzgun & Ozding, 2017). In this case, it can be said that digital natives (See Prensky, 2001) prefer
to communicate in a virtual environment rather than face-to-face communication and they are
better in this regard. Won, Evans, Carey and Schnittka (2015) in their research; They stated that
youth provided Edmodo to connect with others, express knowledge and share design ideas. The
studies (Kilickaya, 2012; Hossain & Wiest, 2013; Sohaei & lahad, 2014; Chen, 2013) give the
results that Edmodo usage increases student-student and student-teacher communication.

On the other hand, most teachers and students concluded that when they use the virtual
classroom as their main educational purpose, they do not find the virtual classroom as valid as the
traditional classroom (Yang & Liu, 2007). It can be said that virtual classrooms can help students
overcome their face-to-face communication concerns and help them express their views more
easily by overcoming their fear of criticism (Ekici, 2017). Sanders (2012) stated that the use of
Edmodo as a virtual classroom has a positive effect on student participation and learning
responsibility. Preservice teachers stated that the use of Edmodo in the education process
increased the attendance rate in the study and made it similar to Sanders's research findings.
Based on the results of the research, the following suggestions can be made;

e Teachers can use virtual classroom applications in their classes so that lessons can become
more active and efficient,

» Qualitative and mixed researches can be conducted on the use of Edmodo in educational
processes,

« This research can be done with teachers from different branches who are in a similar
position,

e Teachers, Education Information Network (EBA), Edmodo, Beyazpano, Google Classroom,
etc. they can be encouraged to use social learning networks,

* The technological infrastructure of educational institutions can be strengthened for more
effective use of social learning networks,

« Training on the use of social learning networks in the educational processes can be given
to the X and Y generation, who are currently working as digital immigrants.
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Ogretmenlik Uygulamasi Dersinin Okul, Fakiilte ve Ogretmen Aday1
Boyutlarinda Incelenmesi

Oz

Tiirkiye’de hizmet 6ncesi 6gretmen egitimi, adaylik egitimi ve hizmet i¢i egitim olmak lizere li¢ asamada
ele alinan 6gretmen egitiminin, hizmet 6ncesi 6gretmen egitimi asamasi bu ¢alismada ele alinmistir.
Calismanin amaci, O6gretmenlik uygulamasi1 dersi kapsaminda okul idaresinin, uygulama
Ogretmenlerinin, sorumlu 6gretim iiyelerinin ve ilgili okullara giden 6gretmen adaylarinin olumlu-
olumsuz goriislerinin ve ¢6zlim o6nerilerinin belirlenmesidir. Nitel arastirma y6nteminin kullanildig:
calismada veriler icerik analizi ile yorumlanmistir. Calismada 35 6gretmen adayi, 5 okul miidiir/miidiir
yardimcisi, 13 uygulama 6gretmeni ve 7 sorumlu akademisyen ile goriisiilerek veriler toplanmistir. Veri
toplama araci olarak; iki matematik egitiminde ve bir kimya egitiminde olmak iizere toplam ii¢ uzman
tarafindan hazirlanan yar1 yapilandirilmis goriisme formu kullanilmistir. Gériisme formu, kisilerin
kendi boyutu disindaki diger ii¢ boyut ile ilgili olumlu-olumsuz goriislerinin belirlenmesi ve
ogretmenlik uygulamasi isleyisinde karsilasilan sorunlarin ve ¢oziim onerilerinin belirlenmesini
saglayacak sekilde diizenlenmistir. Calismanin bulgularina gére; okul boyutunda yer alan paydaslarin
beklentilerinin yeterince karsilanamadig), paydaslar arasinda iletisim eksikliginin oldugu ve bu iletisim
eksikliginden 6gretmen adaylarinin olumsuz etkilendigi sonucuna ulasilmistir.

Anahtar Kelimeler: Okul idaresi, uygulama 6gretmeni, 6gretmen aday1, 6gretmenlik uygulamasi dersi

Giris

Egitim ve 6gretim faaliyetlerinin amaci bilgi, beceri, tutum ve degerler acisindan yeterli bireyler
yetistirmektir ve bu faaliyetlerin ytiriitiiciisii 6gretmenlerdir (Goksoy, Sagir & Yenipinar, 2013).
Ogretmen, egitim sisteminin en temel 6gelerinin baginda gelir ve toplumun kalkinmasi ve nitelikli
insan giiclinlin yetistirilmesi icin bu meslege gereken degerin verilmesi, egitim sisteminin nitelikli
ve verimli cahsmasim saglayacaktir (ira, 2004, s. 279). Bir egitimin Kalitesini belirleyen
ogretmenlerdir ki 6gretmenin niteligi almis oldugu mesleki egitimin niteligine baghdir (Uygun,
Ergen & Oztiirk, 2011). Sahip oldugu bilgi ve donanimlarla beraber okul ortamindaki
uygulamalarla deneyim kazanan oOgretmenler bireylerin yetistirilmesiyle beraber degisen
kosullara gore kendini yetistirmek durumunda kalmaktadirlar (Gok¢e & Demirhan, 2005).
Nitekim bu gelisim heniiz 6gretmen aday1 iken gerceklesmektedir. Iyi bir 6gretmen egitimi
programi genel kiiltiir, alan bilgisi ve mesleki bilgiyi dengeli bicimde icermelidir. Ancak mevcut
hizmet i¢i egitim programlarinda verilen teorik egitim bu meslek i¢in yeterli olmayip, bilgiyi
davranis ve tutuma cevirecek uygulama egitimine ihtiyac vardir (Uygun vd., 2011). Ogretmen
adaylarinin teorikte 6grendiklerini uygulama imkani sunan 6gretmenlik uygulamasi ve okul
deneyimi gibi dersler 6gretmen yetistirme programlarinda yer almaktadir. Dolayisiyla
ogretmenlik uygulamasinin 6gretmen egitiminde onemli bir yere sahip oldugu soéylenebilir.
Ogretmenlik uygulamas1 dersinde 6gretmen adaylarinin mesleki yeterliklerini gelistirmeleri,
materyal kullanabilmeleri ve gelistirmeleri, degerlendirme yapabilmeleri beklenmektedir (YOK,
1998). Yiicesoy Ozkan vd. ‘ne (2019) gore égretmenlik uygulamasi dersi 6gretmen adaylarinin
nitelikli ve donanimh olabilmeleri icin attiklar1 ilk adimdir. Ogretmenlik uygulamasi dersi,
o0gretmen adaylarinin kendilerini sorgulamalarini, eksikliklerinin farkina vararak gidermelerini
ve nasll bir 6gretmen olduklarini uygulamalar sayesinde fark etmelerini saglamaktadir (Poulou,
2007). Bu ders, o6gretmen adaylarinin ogretmenlige bakis acilarini olumlu etkilemekte
(Tabacbnick ve Zecihner, 1984), 6z yeterliklerini arttirmalarin1 saglamakta (Plourde, 2002) ve
yansiticl diisiinme becerilerini gelistirmektedir (Collier, 1999; Freese, 1999; McDulffie, 2004).

Paker’e (2008) gore 6gretmenlik uygulamasi 6gretmenlige giden siirecin 6n ¢alismasi ve
onemli deneyimlerinden biridir. Clinkii 6gretmen adaylari bu deneyimle 6nceki donemlerde
edindikleri kuramsal bilgilerini gercek 6gretim ortaminda uygulamak durumundadirlar.
Ogretmenlik uygulamasi dersi lisans egitiminin 7. ve 8. yariyilinda 2 saat teorik ve 6 saat uygulama
dersi olarak yer almaktadir. Bu siirecte 6gretmen adayinin mesleki yeterliklerini okuldaki
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O0gretmen ve akademisyen rehberliginde gelistirmesi beklenmektedir. O halde 6gretmenlik
uygulamasinda simif ortaminda 68retmen, 6gretmen aday1 ve akademisyen bulunmaktayken;
slirecin planlanmasi ve 6gretmenlik uygulamasinin diizenli biciminde yiiriitiilmesinde ise okul
idaresi ve fakiilte yonetimi bulunmaktadir. Dolayisiyla dersin amacina ulagabilmesi i¢in uygulama
okulu ve egitim fakiiltesinin birlikte c¢alismas1 s6z konusudur. Bunun igin 6gretmenlik
uygulamasindan sorumlu paydaslarin paydaslar ile ilgili olumlu-olumsuz goriislerin ve ¢6zim
onerilerinin belirlenmesi 6nemlidir. Tiirkiye’de bu konu ile ilgili yapilan ¢alismalar mevcuttur.
Calismalar incelendiginde 6gretmen adaylarinin ve uygulama 6gretmenlerinin (Baran, Yasar ve
Maskan, 2015; Bektas ve Ayvaz, 2012; Cepni, Aydin ve Sahin, 2015; Erarslan, 2009; Goodman,
1986; Gorgoretti ve Pilli, 2012; Gékce ve Demirhan, 2005; Merc, 2004; Ozkan vd., 2019; Ozdemir,
Tulumcu ve Tulumcu, 2019; Paker, 2008; Saka, 2019) 6gretmenlik uygulamasi dersine iliskin
goriisleri incelenmistir. Ancak bu calismalarda genellikle 6gretmen adaylarinin gortsleri ele
alinmistir. Farkli olarak; Akpinar, Colak ve Yigit (2012) tarafindan yapilan ¢alismada, uygulama
O0gretmeni merkeze alinarak 6gretmen adaylarinin ve uygulama siirecinin degerlendirilmesine
odaklanilmistir. Arastirma sonucunda Ogretmen adaylarinin o6gretim teknolojileri ve
materyallerini kullanma ve 6lgme-degerlendirmeye yonelik etkinlikler hazirlama konularinda
yeterli olduklar1 halde; yontem-teknik secimi, alan bilgisi, sinif yonetimi ve iletisim becerileri
konularinda yetersiz olduklari tespit edilmistir. Yetersizliklerinin sebebi olarak; tecriibesizlikleri,
isteksizlikleri ve uygulama okulunda gegirdikleri siirenin kisithhg: gésterilmistir. Unver (2003)
ogretmenlik uygulamasinda sorumlu olan kisilerin iizerine diisen sorumluluklar1 bilip bilmedigini
ortaya ¢ikarmak icin fakiilte yoneticileri, okul idaresi, 6gretim elemanlari, uygulama 6gretmenleri
ve O0gretmen adaylarinin bulundugu bir ¢alisma yapmistir. Calismanin sonucunda 6gretmenlik
uygulamasinda paydaslarin isbirligi konusunda egitime gereksinimleri oldugu ve derse iliskin
paydaslarin sorumluluklarina iliskin yeterli bilgiye sahip olmadiklar1 goriilmiistiir. Uygun vd.
(2011) tarafindan gerceklestirilen; Tiirkiye, Almanya ve Fransa’'daki Ogretmen egitimi
programlarinin karsilastirildigi c¢alismada ise Tiirkiye’de oOgretmen egitiminde uygulama
egitiminin ilk donemlerden yer aldigi, bu koklii gelenege ragmen etkin ve verimli bir uygulama
egitiminden bahsedilemeyecegi belirtilmistir. Bu ¢calismada uygulama egitimine iliskin sorunlar,
dersin verimli bicimde islenememesi, 6gretmen adaylarinin kendilerini gelistirecek ortam
bulamamalari, uygulama egitimi konusunda paydaslarin isbirligi icinde olamamalari olarak ifade
edilmistir.

2018 yilinda 6gretmenlik uygulamasinin etkin bigimde yiiriitiilebilmesi i¢cin Milli Egitim
Bakanligi [MEB] bir yonerge yayinlamistir. Bu dogrultuda uygulama 6grencilerinin 6gretmenlik
uygulamasina fiilen katilmasi, asamali bicimde etkinlikleri planlayip yiriitmesi, sergilenen
performansin uygulama 6gretmeni ve 6gretim elemani tarafindan ayri ayri1 degerlendirilmesi
saglanmali ve il milli egitim; fakiilte ve okul ile isbirligi icinde 6gretmenlik uygulamasi dersine
iliskin alt yap1 calismalar1 gerceklestirmelidir (MEB, 2018). Ancak Paker’in (2008) ¢alismasinda
o0gretmen adaylarinin uygulama egitimi siirecine dair yeterli doéniit alamadiklar1 bulgusuna
rastlanmistir. Halbuki deneyimlerin 6gretmen adaylarina yansimasi 6lciisiinde uygulama egitimi
etkili ve verimli olabilir (Basar & Dogan, 2015; Gokce & Demirhan, 2005). Sinifta 6gretim liyesi,
O0gretmen ve Ogretmen adayr arasindaki etkilesim dersin amacina gercek anlamda hizmet
etmektedir ki Unver’e (2003) gore 6zellikle 6gretim elemani, uygulama 6gretmeni ve 6gretmen
adayindan uygulama stirecinde etkin bi¢cimde isbirligi yapmalar1 beklenmektedir. Bu duruma
doniik olarak MEB (2018) yilinda yayinladig1 yonergeye gore, akademisyen basina en fazla sekiz
ogrenci verilebilmektedir. Boylelikle akademisyen ve 6gretmen isbirligi icerisinde 6gretmen
adayina uygulama egitimi ile ilgili doniit verilebilir. Ogretmen adaylarinin meslege dair ne kadar
bilgi edinebildikleri ve edindikleri bilgileri 6grenciye nasil ve ne kadar aktarabildiklerinin tespit
edilip gercek sinif ortamina gelmeden gerekli miidahale bu stirec igerisinde yapilabilir. Uygulama
egitiminin 6gretmen yetistirmedeki yeri ve 6gretmenlik uygulamasinin uygulama egitimindeki
onemi disiiniildiiglinde tim paydaslarin goriislerinin alinmasi ve birlikte degerlendirilmesi
onemlidir. Bu dogrultuda bu ¢alismanin amaci, 6gretmenlik uygulamasi dersi kapsaminda okul
idaresinin, uygulama o6gretmenlerinin, sorumlu 6gretim iiyelerinin ve ilgili okullara giden
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o0gretmen adaylarinin olumlu-olumsuz goériislerinin ve ¢6zlim onerilerinin belirlenmesidir.
Dolayisiyla bu calismada;

e Ogretmen adaylarinin okul idaresi, uygulama 6gretmeni ve sorumlu akademisyene
yonelik olumlu-olumsuz goriisleri ve beklentileri nedir?

e Uygulama 6gretmeninin okul idaresi, sorumlu akademisyen ve 6gretmen adaylarina
yonelik olumlu-olumsuz goriisleri ve beklentileri nedir?

e Sorumlu akademisyenin okul idaresi, uygulama 6gretmeni ve 6gretmen adayina yonelik
olumlu-olumsuz goértsleri ve beklentileri nedir?

e Okul idaresinin, 6gretmen adayi, uygulama 6gretmeni ve sorumlu akademisyene yonelik
olumlu-olumsuz goértsleri ve beklentileri nedir?

alt problemlerine cevap aranmaktadir.
Yontem
Arastirmanin Modeli

Gozlem, goriisme ve dokiiman analizi gibi nitel veri toplama yontemlerinin kullanildigy, algilarin
ve olaylarin dogal ortamda gercekei ve biitiinciil bir bicimde ortaya konmasina yonelik nitel bir
strecin izlendigi arastirma nitel arastirma modeli olarak tanimlanir (Yildirim & Simsek, 2008, s.
39). Arastirmada o6gretmenlik uygulamasi paydaslarinin uygulamaya yonelik goriisleri nitel
modelde hazirlanmis bir arastirma stireci takip edilerek ortaya konulmustur.

Nitel arastirma siirecinde durum calismasi; 6znel, karmasik ve islevsel bir durumun
hikayesini anlama amaciyla derinlemesine arastirilmasidir (Stake, 1995, s. 1-2). Burada durum
¢alismasinin vurgusu arastirmanin derinlemesine ayrintilandirilmas1 odaklidir. Durum
¢alismasinin bir baska tanimi da bir durumun kendi sinirlari icinde biitiinciil olarak analiz
edilmesidir (Yildirim & Simsek, 2008, s. 79).

Daha yalin bir ifadeyle durum ¢alismasi bir olayin yogun bir bicimde calisilmasidir (Glesne,
2012, s. 30). Bu arastirmada da okul-fakiilte-6gretmen aday1r boyutlarinin 6gretmenlik
uygulamasinin isleyisine dair goriisleri nitel arastirma siirecinde durum calismas ile ortaya
konulmustur.

Arastirmanin Katilimcilari

Calismada 35 6gretmen adayi, 5 okul miidiir/miidiir yardimcisi, 13 uygulama 6gretmeni ve 7
sorumlu akademisyen ile gorisiilerek veriler toplanmistir. Arastirmanin katilimcilarindan
ogretmen adaylari; i¢c Anadolu bélgesinde 2017 - 2018 6gretim yilinda 6grenim géormekte olan;
26’s1 Siif Ogretmenligi, 9'u Fen Bilgisi Ogretmenligi olmak iizere toplam 35 6gretmen adayidir.
Arastirmanin diger katiimcilarini ise yine i¢ Anadolu Bolgesinde MEB tarafindan gérevlendirilmis
5 okul miidiirii ve I¢ Anadolu Bélgesinde bir Universite’de gérev alan 7 sorumlu akademisyen
olusturmaktadir.

Tesadiifi veri kaynaklari, en iyi veri kaynaklar1 degildir (Stake, 1995, s. 56). Dolayisiyla
katilimcilarin belirlenmesinde derinlemesine ¢alisilan durumu en iyi temsil edebilme ve kolay
ulasilabilirlik esas alinmistir.

Ogretmen adaylar1 ve okul miidiirleri 5 farkli okuldan secilmistir. Bunun nedeni ise cevresel
licgenlemedir. Cevresel licgenlemede, calismayla alakali yer/zaman/diger faktorler cesitlendirilir
(Guion, 2002). Bu arastirmada yer ve zaman cesitlemesi icin bes farkli okulda gorev alan
miidiirlerle, uygulama 6gretmenleriyle ve 6gretmenlik uygulamasina giden 6gretmen adaylariyla
farkl zamanlarda calisilmistir.

Katilime grubun kiiciik tutulmasindaki amag, biitiin 68rencilerle goniilliiliik esas alinarak
yar1 yapilandirilmis goriismelerin daha derinlemesine alinabilmesidir.

Veri Toplama Araglari
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Nitel arastirma desenlerinden durum calismasinin veri toplama siirecinde arastirmaci,
katilimcilarin zihinlerini beklenmedik ipuglarina agik olacak bicimde organize edebilmelidir
(Stake, 1995, s. 68). Bu amacla bu arastirmada, 6gretmenlik uygulamasi paydaslarinin uygulama
hakkindaki goriislerinin belirlenmesi amaciyla ii¢ farkli yar1 yapilandirilmis gériisme formu
tasarlanmistir. Goriisme formu, kisilerin kendi boyutu disindaki diger ti¢ boyut ile ilgili olumlu-
olumsuz gorislerinin belirlenmesi ve 6gretmenlik uygulamasi isleyisinde karsilasilan sorunlarin
ve ¢oziim onerilerinin belirlenmesini saglayacak sekilde diizenlenmistir. Ornegin 6gretmen
adayina, “okul midiirleri/uygulama 6gretmeni/sorumlu akademisyen ile ilgili olumlu/olumsuz
goriisleriniz nelerdir?” seklinde soru yoneltilmistir.

Veri Toplama Siireci

Ogretmenlik Uygulamas1 dersi hakkindaki gériisleri, hazirlanan yar1 yapilandirilmig goriisme
formu kullanilarak, 35 6gretmen adayina, 5 okul miidiiriine ve 7 sorumlu akademisyene 30-45
dakika siireyle goniilliiliik esasina dayali olarak gerceklestirilen goriismeler sonucunda alinmistir.
Biitiin gortiismeler dort hafta siireyle tamamlanmistir. Bazi katilimcilarin istegi dogrultusunda ses
kayit cihazi yerine goriismeler yar1 yapilandirilmis goriisme formlarina kaydedilmistir.

Verilerin Analizi

Icerik analiz tekniginde temel amag, toplanan verileri agiklayabilecek kavramlara ve iliskilere
ulagmaktir. Icerik analiz teknigi ile veriler derin bir isleme tabi tutularak; yeni kavram ve temalara
ulasilmaya calisilmaktadir (Gepni, 2014, s. 184). icerik analizi, cok cesitli séylemlere uygulanan
birtakim metodolojik arac¢ ve tekniklerin biitlinii olarak tanimlanabilir. Bu arag¢ ve teknikler, her
seyden once kontrollii bir yorum c¢abasi olarak ve genelde tiimdengelime dayali bir ‘okuma’ araci
olarak nitelendirilebilirler (Bilgin, 2006, s. 1).

Arastirmada verilerin analizinde icerik analizi kullanilmistir. icerik analizinin betimsel
analizden farki; betimsel analizde bilgi, literatiir destekli hazir kategoriler halinde yorumlanirken,
icerik analizinde bilgi anlamli en kiciik birimlerin yani kodlarin kategorilestirilmesiyle
yordanmaktadir.

Yar1 yapilandirilmis goriismelerden elde edilen 6gretmenlik uygulamasi isleyisine ait
verilerin analizinde icerik analizi kullanilmis; kodlar ve kategoriler olusturularak frekanslar
belirlenmistir. Goriisme verileri i¢in; kategorilerin biitiin kodlar1 kapsama durumu; yani tersten
icerik analizi de yapilmistir (Erickson, 2004).

Verilerin analizinde arastirmacilar ilk dnce bireysel olarak kod ve kategorileri olusturmus
daha sonra bir araya gelinerek farkliliklar lizerinde tartisilmis ve ortak sonuca ulasilmistir.
Arastirmanin giivenirligini saglamak amaciyla Miles ve Huberman’in (1994) Giivenirlik = Goriis
Birligi / (Gorts Birligi + Goriis Ayrilig1) kodlayicilar arasi uyusum yiizdesi formiiliinden
yararlanilmistir. Bu formiile goére ii¢ kodlayici arasindaki giivenirlik katsayis1 0.89 olarak
bulunmustur. Katsayinin 0.70’den biiyiik olmasi1 sebebiyle calismanin giivenirliginin saglandig:
soylenebilir. Calismanin gecerligi ise ikisi matematik egitiminde, biri kimya egitiminde olmak
lizere lic uzman tarafindan kontrol edilerek saglanmistir.

Aragtirmanin Etigi

Arastirma oncesinde katilimcilara arastirmanin neden yapildigina dair ve de arastirma streci
hakkinda ayrintilh bilgi verilmistir. Katilimcilara etik haklarinin korunacagi sdylenmistir;
isimlerinin kullanilmayacagi, kodlarin kullanilacagi belirtilmistir. Katilimcilara arastirma
sirasinda istedikleri an arastirmadan cekilebilecekleri de sdylenmistir. Ayrica arastirmanin
bitiminde de; arastirma siirecinde arastirmadan elde edilen verilerin kullanimina dair
katilimcilardan onay alinmistir.

Bulgular

Arastirmanin bulgular1 akademisyenin 6gretmen adayi, 6gretmen ve okul idaresi hakkindaki
gorisleri; okul idaresinin 6gretmen adayi, 6gretmen ve akademisyen hakkindaki goriisleri,
o0gretmen adayinin okul idaresi, 6gretmen ve akademisyen hakkindaki gortisleri ve uygulama
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O0gretmeninin okul idaresi, 6gretmen aday1 ve akademisyen hakkindaki goriisleri olmak tlizere
dort kisimda verilmistir. Sekil 1 akademisyenin 6gretmen adayi, 6gretmen ve okul idaresi
hakkindaki goriislerine ait bulgular1 géstermektedir.

Sekil 1.
Sorumlu akademisyenlerin diger paydasiar hakkindaki gériisleri

-
Olumlu: Sorumluluk sahibi, Ders anlatiminda ézverili ve hazirlikh (f: 6,4)

"Ogretmenligiisteyerek secmis adaylar bu dersten oldukca memnun kaliyor
E— ve istifade ediyor. Hatta daha erken yillarda bu tiir dersler olmasi

Ogretmen gerektigini vurguluyoriar.”
Aday1 p
Olumsuz: Sorumluluklarini yerine getirmeme, KPSS'yi daha ¢ok 6nemseme, |

Uygulamay1 6nemsememe, Ders anlatimindan kagma (f: 4,3,4,2)

“Lisans egitiminin sadece son yilinda verilen bu ders genelde KPSS hazirlik
stireci icinde kayniyor. Ogretmen adaylari uygulamayi 6nemsemedikleri

icin verim alamiyor.” )

Olumlu:Adaylara iyi 6rnek olma, Adaylara doéniit verme, Yardimsever ve.
ilgili olma (f: 6,1,3)
" Bazi uygulama ogretmenlerimiz 6gretmen adayi icin biiyiik sans. Mesleki
deneyimlerini 6grenciye aktarip yénlendiren égretmenlerden cok verim
aliyoruz.”

R

Ogretmen

Olumsuz: Uygulamayi suistimal etme, Ders anlatimina ¢ok miidahale etme,
Kotii 6rnek olma, Meslektas olarak gormeme (f:4,1,2,4)

“Uygulama sirasinda karsilastigim tek suistimal konusu tiim haftalar
derslerini ogrencilere yiiklemeleri.”

Akademisyen

y
Olumlu: Giiler yiizlii, Profesyonel, isbirligi icinde olan, Siireci kontrol eden,
Kolaylik saylayici (f: 4,4,4,4,5)

"Okul idaresi ne yapmasi gerektigini gayet iyi biliyor ve iizerine diisen gérevi

en iyi sekilde yaparak; siireci iyi yénetiyoriar.”

Okul Idaresi i \

Olumsuz: Usliibun ve davramsin olumsuz olmasi, Ogretmen adaylarim
meslektas olarak gorememe, Meslek disi gorevlerde kullanma,
Akademisyene saygisiz tavir, Ogretmen adayini istememe (f: 4,6,1,2,2)

"

Bazilari egitimci olmaktan cok uzak. Ogretmen adaylarini meslektas
olarak gormek yerine asagilayabilecegine inaniyor.”

Sekil 1’de goriildiigii iizere sorumlu akademisyenler, okul idarecileri ile isbirligi icinde olma
(f=4) ve okul idarecilerinin kontrol eden pozisyonda olmalarini (f=4) olumlu bulmaktadirlar.
Ozellikle siirecin verimli islemesi icin okul idarecilerinin siireci planh olarak yiiriitmesi énemli
goriilmektedir. Olumsuz gorisler incelendiginde ise genel olarak okul idarecilerinin stajyer
ogretmenlere karsi davranislarina deginilmistir. Okul idarecilerinin stajyer 6gretmenlere karsi
tavirlarinin olumsuz olmasi (f=4), stajyer 6gretmenleri meslektas olarak géormemeleri (f=6),
yonetmelik disinda gorevler vermeleri (f=1) ve stajyer Ogretmen istememeleri (f=2)
akademisyenlerin okul idarecileri hakkindaki gortisleri arasinda yer almaktadir. Bu baglamda
ozellikle okul idaresi ile iletisim halinde olunmasi ve siirecin planlanmasi, okul idarecilerinin de
degerlendirilerek 68retmenlik uygulamasina karsi olumsuz yaklasimda bulunmayan okullarla bu
dersin yapilmasi akademisyenlerin beklentileri arasindadir.
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Sekil 1'de goriildiigli iizere sorumlu akademisyenin uygulama Ogretmenleri ile ilgili
gorisleri incelendiginde o6zellikle uygulama o6gretmenlerinin 6gretmen adaylarina mesleki
tecrlibelerinden faydalanmasi icin firsat vermesi ve gerekli doniitleri vermesi (f=1) olumlu olarak
goriilmektedir. Ancak derslerdeki tim sorumlulugun o6gretmen adayina verilmesi (f=4) ve
meslektastan ziyade yardimci gibi davranilmasi (f=4) olumsuz olarak karsilanmaktadir.

Sekil 1’de goriildiigl lizere 6gretmen adaylarinin; 6gretmenlik uygulamasi dersine yeteri
kadar 6nem vermedikleri (f=4), atanmalar i¢in gerekli olan sinavlara hazirlamalarini 6ne
strerek siireci ihmal etmeleri (f=3) olumsuz goriilmektedir.

Sekil 2, okul idaresinin 6gretmen adayi, 6gretmen ve akademisyen hakkindaki goriislerine
ait bulgular1 géstermektedir:

Sekil 2.
Okul idaresinin diger paydasilar hakkindaki gériisleri

Olumlu: Ders anlatimi, nobet tutma, devam etme, istekli olma, kiyafette]
o6zenli olma (f:5,5,5,5,4)

" Ders anlatimive nobet gérevi noktasinda verilen gérevi yapmaya
p

v calisiyoriar.”
Ogretmen
Aday1

Olumsuz: Derslerde secicilik, nobet tutmak istememe, ders anlatimindan
kaginma, kilik kiyafette 6zensizlik, devamsizlik, isteksizlik (f: 1,3,3,2,5,4)

"Ogrencileri okulda zor tutuyoruz 4 saat girip gitmek istiyorlar. KPSSyi
bahane ediyorlar.”

'Olumlu: Rehber olma, gorevleriyerine getirme, adaletli olma (f: 3,5,4)

" Ogretmenlerimiz adaletli davraniyor ve her 6g¢retmen adayini tek tek ince
ince degerlendiriyor:

A

i7)
(<)
=
3]
=
=
v
o

Ogretmen : R
Olumsuz: Ogretmen adayini istememe, MEBBIS kullammindan yakinma,
doniit vermeme, iletisim eksikligi (f: 2,3,2,2)

e

" Bazi 6gretmenler grenci almak istemiyor, ugrasmakistemiyor.”
A

(Olumlu: Okula gelme, 6gretmen adayiyla ilgilenme, isbirligi icinde olma
(f:3,3,3)

"Akademisyen bizimle iletisim halinde ne zaman bir durum olsa kendisiyle
iletisime gecebiliyoruz.”

Akademisyen
Olumsuz: ilk hafta tanismaya gelmeme, ders dinlemeye gelmeme (f: 5,3)
"Akademisyenlerdonem basinda 6grenciyle gelmiyoriar, 6grencilerin
bilgilerini bizlere vermiyorlar biz kendi imkdnlarimizla ulasiyoruz.” ‘

Sekil 2’de goruldiigi tlzere okul idarecilerinin 6gretmen adaylarina iliskin olumlu
ifadelerinin kodlari, “ders anlatimi (f=5), nobet tutma (f=5), devam etme (f=5), istekli olma
(f=5) ve kiyafette 6zenli olma (f=4)” seklinde belirlenirken, olumsuz ifadelerinin kodlari;
“derslerde segicilik (f=1), nobetten kaytarma (f=3), ders anlatimindan kaginma (f=3), kilik
kiyafette 6zensizlik (f=2), devamsizlik egilimi (f=5), isteksiz olma (f=4)” olarak belirlenmistir.
Bu boyutta cevaplar incelendiginde okul idarecileri 6gretmen adaylarinin bazilarinda olumlu
davranislarin oldugunu ancak olumsuz davranislarin daha ¢ogunlukla yapildigini belirtmislerdir.
Ogretmen adaylarini, staj uygulamalarina devam etme yiizdeleri diisiik, okula isteksiz gelen, kilik
kiyafete dikkat etmeyen, ders anlatimindan kacinan ve nobet tutmak istemeyen kisiler olarak
gormektedir. Bunun yaninda gerekli sorumluluklar: yerine getiren (ders anlatan, devam eden,
nobet tutan, istekli olan) 6gretmen adaylarinin da oldugunu vurgulamaktadirlar. Olumsuz

EURASIA JOURNAL OF TEACHER EDUCATION, 2020, 1(2), 129-147



TEACHING PRACTICE COURSE IN SCHOOL 136

goriislerde okul idarecilerinin 6gretmen adaylan ile ilgili olarak en fazla belirtmis olduklar:
konunun “devamsiz olma” koduna ait oldugu goriilmektedir. Okul idarecileri 68retmen
adaylarinin devam konusunda ¢ok hassas olmalarini istemekte ve gelmedigi giinler icin kesinlikle
var yazilma talebinde bulunulmamasini istemektedir. Ayrica okul idarecileri mevcut sistemin
iyilestirilmesi baglaminda okula daha ¢ok giin gidilmesi (f=3) yani haftada tek giin yerine farkl
giinlerde farkli derslere katilarak uygulamanin siirdiirtilmesi énerisinde bulunmuslardir.

Sekil 2’de gorildigi tzere okul idarecilerinin uygulama 6gretmenine iliskin olumlu
ifadelerinin kodlari, “rehber olma (f=3), gorevlerini yerine getiren/ sorumluluk sahibi (f=5),
adaletli olma (f=4)" olarak; olumsuz ifadelerinin kodlar1 ise “6grenci istememe (f=2), her adaya
déniit vermeme (f=2), iletisim eksikligi (f=2), siireci kontrol etmeme (f=4), MEBBIS
kullanimindan yakinma (f=3)” olarak belirlenmistir. Okul idarecilerinin goriisleri incelendiginde,
uygulama 6gretmenleriyle ilgili olarak genellikle olumlu davranislar sergilediklerini, sorumluluk
sahibi kisiler ile c¢alistiklarini belirtmislerdir. Bunun yaninda uygulama icin 6gretmen adayi
istemeyen ve uygulamanin zor geldigi bazi 6gretmenlerin de bulundugunu eklemislerdir.
Ogretmenlik uygulamasinin daha iyi islemesi adina éneri olarak ise bu konuda yeterli, kendine
giivenen ve Ogretmen adayina rehberlik etmek isteyen o6gretmenlerin gonilli olarak
basvurmalari sonucunda belirlenmesi konusuna deginmislerdir (f=3).

Sekil 2’de goruldigi lizere okul idarecilerinin sorumlu akademisyene iliskin olumlu
goriislerinin kodlari, okula gelme (f=3), 6gretmen aday ile ilgilenme (f=3), idareci ve 6gretmen
ile isbirligi icinde olma (f=3) olarak, olumsuz goriislerinin kodlari ise; tanismaya gelmeme (f=5),
ders dinlemeye gelmeme (f=3), ilgisiz olma (f=5) ve MEB’da tecriibeli olmama (f=1) olarak
belirlenmistir. Akademisyene iliskin goriisler incelendiginde okul idarecilerinin akademisyenleri
ogretmenlik uygulamasi takibi anlaminda ilgisiz ve 6zensiz gordiikleri sonucuna ulasilabilir.
Uygulamanin iyilestirilmesi adina okul idarecilerinin onerileri ise; donemin basinda bir tanisma
toplantisi diizenlenmesi, akademisyenlerin her 6gretmen adayini dinlemeye gelmesi ve siireci
takip etmesi konusunda bir standarda gecilmesi yoniinde olmustur (f=5). Ayrica bir idarecinin
goriisiine gore 6gretmenlik uygulamasi dersini alan akademisyenlerin MEB’da tecriibe sahibi
kisiler olmasinin daha verimli olacag1 yoniindedir.

Sekil 3, 6gretmen adayinin okul idaresi, 6gretmen ve akademisyen hakkindaki gortslerine
ait bulgular1 géstermektedir:
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Sekil 3.
Ogretmen adayinin diger paydaslar hakkindaki goriisleri

Olumlu: Kuralcy, meslektas olarak goérme, iletisime acik, destekleyici, énceden)
planlama yapma ve bilgilendirme (f: 5,9,24,9)

“Miidiir Bey ilk giin toplanti yapip hepimizicin ayri ayri her giin hangi derse

) girecegimize dair bir ders programi hazirlayip verdi. Bu isi sistemli bicimde
Okul Idaresi devam ettirdi”

-

/Olumsuz: Meslektas olarak gormeme, hosgoriisiiz, ¢6ziim lretmeyen, iletisimsiz,
onceki olumsuzluklar1 genelleme, kilik kiyafette dayatma, Ogretmenlik
uygulamasini  yanhs kullanma, yanhh davranma, planlama yapmama
(f:3,8,6,10,5,2,2,2,2)

“Onceki dénemlerdekiarkadaslarini bu ders kapsaminda okuldaki olumsuz
davranislar miidiir beyin hosuna gitmemis. Bu yiizden tiim 6gretmen ada ylarméj
karsi olumsuz tutum icindedir”

(Olumlu: Destekleyici, meslege iliskin bilgi verme, iyi 6rnek olma, uygulamanin)
planlamasini yapma, adaletli olma, meslektas olarak gorme, 6neri ve doniit verme
(f:15,11,14,8,1,8,9)

. " Bize meslegin zor olan yanlarini anlatiyorlar. Meslegin incelikleri hakkinda bilgi
Ogretmen verfyorlar. Sinif hakimiyeti nasil saglanir, sorunlar nasil ¢éziiliir, velilerle nasi/
konusulur gibi konular hakkinda bilgi veren ogretmenlerimizde oldu.”

(Olumsuz: Ders anlattirmama, meslektas olarak gormeme, iyi 6rnek olamama,
o0gretmenlik uygulamasimi yanhs kullanma, uygulama o6grencisini istememe
(f:8,10,4,8,8)

“Bazi ogretmenler tanismak dahi istemiyor. Sadece arka siraya oturtup dersi
\dinlememiziistiyorlardl. Gecen donem bu konuda cok sikinti yasadim.”

(Olumlu: Anlayish, destekleyen, sorumluluk sahibi, iletisim halinde, planlamada;
yardimci olma, doniit veren (f: 14,8,10,9,5,2)

“Hocamizin derste hangi yontem ve teknikleri kullanacagimiz bilip bize bu
konuda yardimci olmasi ders anlatiminda tecriibe kazanmamiz icin cok
onemlidir. ”

(Olumsuz: Kati-kuralci-zorlayan, ilgisiz, iletisimsiz, staj okulunu ge¢ belirleme;

farkli branstan olmasi, degerlendirmenin belli 6l¢iitte olmamasi (f: 8,13,7,2,7,8)

“Alani sinif égretmenligi olmayan hatta baglantisi bile olmayan Ingilizce bransl
ogretmenlerin géreviendirilmesi, haliyle nasil degerlendirecegini bilmedigiicin

Sekil 3’te 0gretmen adaylarinin okul idaresi hakkinda olumlu ve olumsuz goriislere sahip
oldugu goriilmektedir. Olumlu goriislere ait kodlar “kuralc (f=5), meslektas olarak gérme (f=9),
iletisime acgik (f=9), kolaylik saglayan-destekleyen (f=15), 6nceden planlama yapma-
bilgilendirme (f=9)” olarak belirlenmistir. Olumsuz goriislere ait kodlar “meslektas olarak
gormeme (f=5), hosgoriisiiz (f=9), ¢oziim lretmeyen (f=9), iletisimsiz (f=15), daha o6nceki
olumsuzluklari genelleme (f=9), kilik kiyafette dayatma (f=2), 6gretmenlik uygulamasini yanls
kullanma (f=2), yanh davranma (f=2)" olarak belirlenmistir. Olumlu goériislerde 6gretmen
adaylarinin okul idaresi ile ilgili olarak en fazla belirtmis olduklari konunun “kolaylik saglayan-
destekleyici” koduna ait oldugu goriilmektedir. Bu kod ile ilgili verilen cevaplar incelendiginde
o0gretmen adaylar1 okul idaresinin sorunlara karsi ¢oziimler bulmasini olumlu olarak ifade
ederken, okul idaresinin donemin basinda 6gretmen adaylarinin neler yapmasi gerektigi
hakkinda bilgilendirme yapmamalarin1 olumsuz olarak belirtmislerdir. Ogretmen adaylar
uygulama Ogretmeninde oldugu gibi okul idarecilerinin de kendilerini meslektas olarak
gormesini, adaletli davranmasini ve 06gretmenlik uygulamasini yanhs kullanmamalarini
istemektedirler. Resmi yazismalarin ders doneminden 6nce tamamlanmis olmasi koduna ait
gorisler incelendiginde, 6gretmen adaylar1 dénemin basinda staj okullarina resmi yazilar
gitmedigi icin staja baslamakta sikint1 yasadiklarini belirtmislerdir.

Sekil 3'te gorildigi lzere 6gretmen adaylarinin uygulama 6gretmenine iliskin olumlu
ifadelerinin kodlari, “destekleyici (f=15), meslege iliskin bilgi verme (f=11), iyi 6érnek olma,
uygulamanin planlamasini 6nceden hazirlama (f=8), adaletli davranma (f=1), meslektas olarak
gorme (f=8)” olarak; 6gretmen adaylarinin uygulama 6gretmenine iliskin olumsuz ifadelerinin
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kodlari, “ders anlattirmama (f=8), meslektas olarak gérmeme (f=10), iyi 6rnek olmama (f=4),
o0gretmenlik uygulamasini yanlis kullanma (f=8), uygulama 6grencisini istememe (f=8)” olarak
belirlenmistir. Ogretmen adaylarinin goriisleri incelendiginde, 6gretmen adaylarinin uygulama
o0gretmeniyle ilgili olarak degindikleri konularin basinda “meslektas olarak goérme” yer
almaktadir. Ogretmen adaylarinin ¢ogu uygulama ogretmenlerinin onlar1 meslektas olarak
gormesini olumlu olarak ifade ederken, meslektas olarak goérmeyen uygulama o6gretmenleri
hakkinda 6gretmen adaylar1 olumsuz goriis bildirmislerdir. Bunun yaninda 6gretmen adaylarinin
ogretmenlik uygulamasi kapsaminda ders anlatimlarina katilmak istedikleri ve ders kapsaminda
verilen gorevler disinda baska gorevler yapmak istemedikleri goriilmiistiir. Ayrica 6gretmen
adaylar1 gerek ders anlatimlar1 gerekse meslege iliskin davraniglar ile ilgili olarak uygulama
O0gretmeninin doniit vermesini istemektedir. Dolayisiyla 6gretmen adaylarinin bir¢ogunun
ogretmenlik uygulamasini meslege iliskin tecriibe kazanmak icin bir firsat olarak gordiikleri ve
uygulama 6gretmeninden bu anlamda destek istedikleri s6ylenebilir.

Sekil 3 incelendiginde 6gretmen adaylarinin akademisyene iliskin olumlu ifadelerinin
kodlari, “anlayisli, destekleyen (f=14), sorumluluk sahibi (f=8), 6gretmen adayina deger veren,
iletisim halinde (f=10), planlamada yardim eden (f=5), doniit veren (f=2)” olarak; 6gretmen
adaylarinin akademisyene iliskin olumsuz ifadelerinin kodlari, “kati, kuralci ve zorlayan (f=8),
ilgisiz (f=10), iletisimsiz (f=4), staj okulunu geg belirleme (f=8), farkli branstan olmasi (f=8),
degerlendirmenin belli Olciitte olmamas1” olarak belirlenmistir. Bu boyutta cevaplar
incelendiginde 6gretmen adaylar1 akademisyenin kendilerine deger veren, anlayisli, sorumluluk
sahibi ve kendileriyle iletisim halinde olmasini olumlu olarak bulmaktadir. Bunun yaninda déniit
verme ve ders anlatiminda plan yapmalarina yardimci olma uygulama 6gretmeninde olumlu
bulmus olduklar1 davranislar arasindadir. Olumsuz goriislerde o6gretmen adaylarinin
akademisyen ile ilgili olarak en fazla belirtmis olduklar1 konunun “ilgisiz” koduna ait oldugu
goriilmektedir. Ogretmen adaylar1 6zellikle 6gretmenlik uygulamasi dersinde anlatmis olduklar:
dersin akademisyen tarafindan dinlenmesini ve donem basinda staj okulundaki yetkililerle
goriisiilmesini istemektedirler. Nitekim Ogretmen adaylarinin staj okullarina gittiklerinde
yazismalarin yapilmamis olmasi sebebiyle sikint1 yasamalari bu sekilde asilabilir.

Sekil 4 uygulama 6gretmeninin okul idaresi, 6gretmen aday1 ve akademisyen hakkindaki
goriuslerine ait bulgular1 gostermektedir:
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Sekil 4.
Uygulama égretmeninin diger paydaslar hakkindaki gortisleri

(Olumlu: Iletisime acik, siireci planlayan, kolaylik saglayan degisime;
gelisime agik, okul ici prosediire uyan, isbirligi icinde olan, meslektas
olarak goren (f:5,4,9,2,2,1,2)

” Okul idaresi uygulama dgrencilerinin calismalarinda her tirlii katkiyi

. Slamaktadir.”
Okul Idaresi diaredr

(Olumsuz: Esnek olmama (f:5)

“Ogretmen adaylarinin istedikleri zaman, istedikleri 6gretmenin dersine
girmelerineizin vermiyorlar.”

{Olumlu:. ” Saygili, Istekli ve uyumlu, materyal kullanan, alan bilgisine
sahip,verilen gorevi yerine getiren, kilik kiyafete dikkat eden, 6grenciye
kars1 olumlu tavir, devam eden (f:4,9,3,1,10,3,5,2)

"Okulun ihtiyac duyulan her birimin rahatlikla sorumluluk alabiliyorlar,
gorevden kacmiyorilar. Ellerinden gelenin en iyisini yapmaya
alistiklarini gormek harika.”

[ Ogretmen
Aday1

o=
£5
S E
:4—‘
bo &
00
D:O

(Olumsuz: Cekingen olan, devamsizlik yapan, derse hazirlik yapmama,)
ders dis1 seylerle ilgilenen, KPSS odakly, (f=2, 3, 6, 3, 2)

"Sinif ortaminda ilk defa bulundukiar icin bilgilerini nasil ve ne zaman
kullanacaklari konusunda yetersizlikleri var. Ders anlatim konusunda
\gerektigi kadar hazirlik yapmadiklarini diistinijyorum” )

Olumlu: Ders dinlemeye gelme, 6gretmen aday ile ilgili olma, Isbirligi
icinde olma (f: 7,6,6)

"Sorumlu akademisyenin dgrencileri dinlemeye gelmesi, dgrencilerin
bulunduklari ortami daha iyi benimsemesi agisindan olumlu bizj

Jisme.”
Akademisyen gelpme

OlumsuzTanismaya gelmeme, ders dinleme siiresinin yetersizligi, ilgisiz)
olma (f: 3,3,3)

“Ogretmen adaylarinin staj esnasinda akademisyenler tarafindan yeteri
kadar kontrol edilmedigini diistintiyorum.”

Sekil 4 incelendiginde uygulama 6gretmenlerinin midirlerini 6gretmen adaylarina karsi
"kolaylik saglayan" (f=9), "iletisime acik" (f=5), 6gretmen adaylarini "meslektas olarak gérme"
(f=2), ve "siireci onceden planlama" (f=4) gibi olumlu gorisler icerisinde olduklari
gorilmektedir. Ogretmenlerin bilyiikk cogunlugu miidiirlerini kolaylk saglayici, sorun ¢oziicii
olarak gormektedir. Yalnizca iki uygulama 6gretmeni, miidiirlerinin esnek olmadigini, dénem
basinda belirledikleri c¢izelgenin disina ¢ikmak istemediklerini ifade etmistir. Uygulama
ogretmenlerinin okul midiirlerine karsi ¢ok fazla olumsuz goriisiiniin olmamasi; miidiirlerinden
ogretmenlik uygulamasi dersi kapsaminda memnun olduklarini, onlarin bu siireci iyi idare
ettiklerini, degisen kosullara uyum saglayabildigini ve 6gretmen adaylarini meslektaslar1 gibi
gordiiklerini gostermektedir.

Sekil 4'te uygulama Ogretmenlerinin 6gretmen adaylariyla ilgili olumlu ve olumsuz
gorisleri yer almaktadir. Ogretmenler genellikle 6gretmen adaylarinin kendilerine kars: "saygil”
(f=4), 6gretmenlik meslegine ve okul ortamina "istekli ve uyumlu” (f=9), "6grenciye karsi olumlu
bir tutum" icinde olduklarimi (f=5) ve kendilerine "verilen gorevleri yerine" (f=10) getirdiklerini
ifade etmislerdir. Ayrica li¢ uygulama 68retmeni de, 6gretmen adaylarinin derste materyal
kullandiklarindan dolayr memnuniyetlerini dile getirmislerdir. Uygulama 6gretmenleri 6gretmen
adaylarinin en ¢ok "derse hazirliksiz gelmelerinden" (f=4) ve "devamsizlik yapmaya yatkin"
olduklarindan (f=3) rahatsiz olduklarini belirtmislerdir. Ayrica baz1 6gretmen adaylarinin da
derste "cekingen" oldugunu (f=2) ve "KPSS sinavindan dolayr motivasyonlarinin diisik"
oldugunu (f=2) da eklemiglerdir.
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Sekil 4’e gore uygulama 6gretmenlerinin 7'si sorumlu akademisyenin "dersi dinlemeye
geldiginden" memnun oldugunu, 6'st ise sorumlu akademisyenin "6gretmen adayiyla
ilgilenmesinin" olumlu bir durum oldugunu ifade etmislerdir. Ayrica uygulama 6gretmenleri
ogretmenlik uygulamasi dersi kapsaminda fakiilte ve okul "isbirliginin" saglanmasini da olumlu
bir gelisme olarak gérmektedirler (f=6). Ancak 6gretmenlerden iicii, sorumlu akademisyenlerin
bu derse yonelik "ilgisiz" olduklarini belirtmis ve ikisi de akademisyenlerin "ilk hafta tanismaya
gelmemelerini" de olumsuz bir durum olarak nitelendirmistir. Bir uygulama 6gretmeni de ders
dinleme siiresinin bir ders saati ile sinirlandirilmasinin yanlis oldugunu soylemistir.

Sonug, Tartisma ve Oneriler

Tiim paydaslarin diger paydaslar hakkinda olumlu ve olumsuz goriisleri bulunmakla beraber;
sorumlu akademisyenler, okul idarecileri ile isbirligi icinde olma ve okul idarecilerinin kontrol
eden pozisyonda olmalarini olumlu bulmaktadirlar. Paydaslarin birbiri ile isbirligi icinde olmasi
dgretmenlik uygulamasi dersi kapsaminda énemli bir unsur olmakla beraber Unver’in (2003)
¢alismasinda paydaslarin isbirligi hususunda yeterli bilgilerinin olmadigi belirtilmistir. Bu
arastirma kapsaminda o6zellikle siirecin verimli islemesi icin okul idarecilerinin siireci planl
olarak ytriitmesi onemli goriilmektedir. Olumsuz gorisler incelendiginde genel olarak okul
idarecilerinin stajyer 0gretmenlere davranislarina deginilmistir. Bunlar, okul idarecilerinin
stajyer 6gretmenlere karsi tavirlarinin olumsuz olmasi, stajyer o6gretmenleri meslektas olarak
gormemeleri, yonetmelik disinda gorevler vermeleri ve stajyer 6gretmen istememeleri olarak
belirtilmistir. Bu baglamda ozellikle okul idaresi ile iletisim halinde olunmasi ve siirecin
planlanmasi, okul idarecilerinin de degerlendirilerek 6gretmenlik uygulamasina karsi olumsuz
yaklasimda bulunmayan okullarla bu dersin yapilmasi akademisyenlerin beklentileri arasindadir.
Sorumlu akademisyenin uygulama ogretmenleri ile ilgili gorisleri incelendiginde o6zellikle
uygulama 6gretmenlerinin 6gretmen adaylarina mesleki tecriibelerinden faydalanmasi i¢in firsat
vermesi ve gerekli doniitleri vermesi olumlu olarak goriilmektedir. Ancak derslerdeki tim
sorumlulugun 6gretmen adayina verilmesi ve meslektastan ziyade yardimci gibi davranmalari
olumsuz olarak goriilmektedir. Bu baglamda beklentiler 6gretmenlerin 6gretmen adaylarina
rehber olmalari, sorumluluk alabilmeleri ve istekli olanlarin secilmesidir. Ogretmen adaylarinin
ise; 0gretmenlik uygulamasi dersine yeteri kadar dnem vermedikleri, atanmalari icin gerekli olan
sinavlara hazirlamalarini dne siirerek siireci ihmal etmeleri olumsuz gorilmektedir. Olumlu ve
olumsuz goriisler incelendiginde 6gretmen adaylarinin 6gretmenlik uygulamasi dersini meslege
iliskin sorumluluklar1 6grenmeleri icin firsat olarak gormeleri saglanabilir. Bununla birlikte
meslege iliskin lisans programina yerlesmeden once goniilli olarak ¢esitli egitim programinda
calisan adaylarin meslegi secmesinin saglanmasi verilen oneriler arasindadir.

Paydaslardan okul idarecilerinin goriislerine gore; 6gretmen adayi, staj uygulamalarina
devam etme yiizdeleri diisik, okula isteksiz gelen, kilik kiyafete dikkat etmeyen, ders
anlatimindan kac¢inan ve nébet tutmak istemeyen kisiler olarak goriilmektedir. Bunun yaninda
gerekli sorumluluklar1 yerine getiren (ders anlatan, devam eden, nobet tutan, istekli olan)
0gretmen adaylarinin da oldugu okul idarecileri tarafindan vurgulanmaktadir. Okul idarecilerinin
o0gretmen adaylar ile ilgili olarak en fazla belirtmis olduklari olumsuz goris devamsizlik
konusudur. Okul idarecileri 6gretmen adaylarinin devam konusunda ¢ok hassas olmalarini
istemekte ve gelmedigi giinler i¢in kesinlikle var yazilma talebinde bulunulmamasini
istemektedir. Ayrica okul idarecileri mevcut sistemin iyilestirilmesi baglaminda okula daha ¢ok
giin gidilmesi yani haftada tek giin yerine farkh giinlerde farkl derslere katilarak uygulamanin
slirduriilmesi 6nerisinde bulunmuslardir. Yapilan calismalarda bu ders paydaslarinin dersin
isleyisi hakkinda benzer goriisleri mevcuttur, bunlar bir donem yerine iki dénem siirecin islemesi,
farkl giinlere yayilmasi gibi 6nerilerdir (Gorgoretti & Pilli, 2012; Baran vd., 2015; Aydin, Selcuk
& Yesilyurt, 2007; Gokce & Demirhan, 2005; Giizel, Cerit-Berber & Oral, 2010; Sahin, 2003;
Aslan & Saglam, 2018).

Okul idarecileri, uygulama Ogretmeniyle ilgili olarak genellikle olumlu davranislar
sergileyen ve sorumluluk sahibi kisiler olduklarini belirtmislerdir. Bunun yaninda uygulama icin
O0gretmen aday1 istemeyen ve uygulamanin zor geldigi bazi 6gretmenlerin de bulundugunu
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eklemislerdir. Ogretmenlik uygulamasinin daha iyi islemesi adina 6neri olarak ise bu konuda
yeterli, kendine giivenen ve 68retmen adayina rehberlik etmek isteyen 68retmenlerin goniillii
olarak bagvurmalari sonucunda belirlenmesi konusuna deginmislerdir. Akademisyene iliskin
goriisler incelendiginde okul idarecilerinin akademisyenleri 6gretmenlik uygulamasi takibi
anlaminda ilgisiz ve 6zensiz gordiikleri sonucuna ulasilabilir. Literatiirdeki bircok calismada
sorumlu akademisyenin ilgisiz oldugu ve okula gitmekten ka¢indigl sonucuna ulasilmaktadir
(Akpinar, Colak & Yigit, 2012; Azar, 2003; Gokce & Demirhan, 2005; Giizel, Cerit-Berber & Oral,
2010; Katranci, 2008; Kiraz, 2002; Paker, 2008; Sag, 2008; Topkaya, Tokcan & Kara, 2012,
Yesilyurt & Semerci, 2011). Uygulamanin iyilestirilmesi adina okul idarecilerinin 6nerileri ise;
donemin basinda bir tanisma toplantisi diizenlenmesi, akademisyenlerin her 6gretmen adayini
dinlemeye gelmesi ve siireci takip etmesi konusunda bir standarda ge¢ilmesi yoniinde olmustur.

Ogretmen adaylar1 okul idaresinin dénemin basinda égretmen adaylarinin neler yapmasi
gerektigi hakkinda bilgilendirme yapmamalarini olumsuz olarak belirtmelerine karsin, sorunlara
kars1 ¢éziimler bulmasini olumlu nitelendirmektedir. Ogretmen adaylarinin bilgilendirilmeme
durumu (dersin islenisi, beklenen davranislar gibi) diger ¢alismalarada da vurgulanan bir
konudur (Bektas & Ayvaz, 2012; Celikkaya, 2011). Ogretmen adaylar1 uygulama égretmenlerinin
ve okul idarecilerinin kendilerini meslektas olarak gormesini, adaletli davranmasini
istemektedirler. Ayrica 6gretmen adaylari, dénemin basinda staj okullarina resmi yazilar
gitmedigi i¢cin staja baslamakta sikint1 yasadiklarini belirtmislerdir. Baran vd. (2015) de 6gretmen
adaylarinin uygulama o6gretmeni ve yoneticilerin kendilerini yeterince 6nemsemedigini
diistindiiklerini dile getirmistir. Dolayisiyla bu durum ile ilgili olarak, staj okullarinin dénem
baslamadan 6nce belirlenerek gerekli yazismalarin yapilmasi gerek 6gretmen adaylari gerek staj
okullarindaki idareciler icin olumlu olacaktir. Ogretmen adaylar1 kimi uygulama égretmenlerinin
onlar1 meslektas olarak gorirken kimilerinin de onlar1 meslektas olarak gormediklerini
belirtmislerdir. Bu durum o6gretmen adaylarinin en ¢ok degindikleri hususlarin basindadir.
Bunun yaninda dgretmen adaylarinin 6gretmenlik uygulamasi kapsaminda ders anlatimlarina
katilmak istedikleri ve ders kapsaminda verilen gorevler disinda baska gorevler yapmak
istemedikleri goriilmiistiir. Bu durum litaratiirle de paralelik gostermekte ve 6gretmen
adaylarinin 6grenci ile daha ¢ok iletisim halinde ve derste daha aktif olmay1 istedikleri sonuglarina
rastlanmaktadir (Baran vd., 2015; Boz & Boz, 2006; Sag, 2008; Tok & Yilmaz, 2011). Ayrica
O0gretmen adaylar1 gerek ders anlatimlar1 gerekse meslege iliskin davranislan ile ilgili olarak
uygulama Ogretmeninin donilit vermesini istemektedir. Yapilan arastimalara gore uygulama
O0gretmenlerinin 0gretmen adaylarina ders planlar1 ve materyalleri hazirlamasinda rehberlik
etmesi (Basar ve Dogan, 2015; Gokce ve Demirhan, 2005) yapici, olumlu doniitler vermesi (Beck
ve Kosnik, 2000; Erarslan, 2009; Maynard, 2000) ve 6gretmen adaylarini degerlendirmesi
(Zanting Verloop ve Vermunt, 2001) 6gretmen adaylarinin mesleki yeterlikleri kazanmalarinda
oldukca oOnemlidir. Paker’in (2008) calismasinda o6gretmen adaylarinin ¢ogunun dersin
planlanmasi ve dersin islenmesi siireclerinde uygulama 6gretmenleri ve 6gretim elemani
tarafindan doniit alamadiklarini belirtmislerdir. Paker (2008) calismasinda ozellikle dersin
planlanma asamasinda destege ihtiyac duyan oOgretmen adaylarinin bu anlamda
desteklenmemesini olumsuz bir durum oldugunu ifade etmistir. Benzer sekilde Saka'nin (2019)
calismasinda da elde edilen sonuglardan biri 6gretmen adaylarinin uygulama 6gretmenlerinin
deneyimlerinden faydalanmak istemeleridir. Dolayisiyla 6gretmen adaylarinin birg¢ogunun
ogretmenlik uygulamasini meslege iliskin tecriibe kazanmak i¢in bir firsat olarak gordiikleri ve
uygulama 6gretmeninden bu anlamda destek istedikleri sdylenebilir. Bu sonuca parelel olarak
yapilan calismalarda da 6gretmen adayinin bu dersi kendisini gelistirmek icin bir firsat olarak
gordigii sonucuna rastlanmaktadir (Aslan & Saglam, 2018; Ozay Kose, 2014).

Ogretmen adaylar1 akademisyenin kendilerine deger veren, anlayisli, sorumluluk sahibi ve
kendileriyle iletisim halinde olmasini olumlu olarak bulmaktadir. Bunun yaninda déniit verme ve
ders anlatiminda plan yapmalarina yardimci olma olumlu bulmus olduklar1 davranislar
arasindadir. Olumsuz goriislerde 6gretmen adaylarinin akademisyen ile ilgili olarak en fazla
belirtmis olduklar1 konu ilgisizliktir. Bu calismada ¢ikan sonuglara benzer sekilde 6gretmen
adaylar1 68retmenlik uygulamasi dersi kapsaminda okullarda uygulama 6gretmenleri ve okul
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idarecileri tarafindan meslektas olarak goriilmek istemektedirler (Yiicesoy Ozkan vd. 2019).
Ogretmen adaylar ozellikle 6gretmenlik uygulamasi dersinde anlatmis olduklar1 dersin
akademisyen tarafindan dinlenmesini ve doénem basinda staj okulundaki yetkililerle
goriisiilmesini istemektedirler. Boylelikle 68retmen adaylarinin staj okullarina gittiklerinde
yazismalarin yapilmamis olmasi sebebiyle sikinti yasamalari bu sekilde asilabilir. Benzer sekilde
Saka (2019) calismasinda 6gretmen adaylarinin 6gretmenlik uygulamasi kapsaminda 6gretim
elemanlariyla daha sik bir araya gelmelerini beklediklerini belirtmektedirler. Ayrica 6gretmen
adaylar1 6gretmenlik dersi kapsaminda egitim 6gretim siirecinde aktif olmak ve yapmis olduklari
faaliyetlere doéniik doniit almak istemektedirler. Nitekim Yiicesoy Ozkan vd.’nin (2019) 6gretmen
adaylariyla yapmis oldugu c¢alismada o6gretmen adaylar1 6gretmenlik uygulamasi dersi
kapsaminda derslere iliskin 6gretim yontem ve tekniklerini kullanabilme firsati, sinif yonetiminde
etkin olabilme, doniit alma gibi beklentilerinin olmasi 6gretmen adaylarinin meslege iliskin
tecriibe kazanmak i¢in bir firsat olarak gérmelerini dogrulamaktadir.

Uygulama o6gretmenleri, okul idaresinden o6gretmenlik uygulamasi dersi kapsaminda
memnun olduklarini, onlarin bu siireci iyi idare ettiklerini, degisen kosullara uyum
saglayabildigini ve 6gretmen adaylarini meslektaslar gibi gordiiklerini belirtmislerdir. Uygulama
O0gretmenlerinin 6gretmen adaylariyla ilgili olumlu ve olumsuz goriisleri bulunmaktadir; olumlu
olarak genellikle 6gretmen adaylarinin kendilerine karsi saygili, 6gretmenlik meslegine ve okul
ortamina istekli ve uyumlu, 6grenciye karsi olumlu bir tutum icinde ve kendilerine verilen
gorevleri yerine getiren bireyler olduklarini ifade etmislerdir. Akpinar vd. ‘nin (2012)
¢alismasinda da uygulama 6gretmenlerinin 6gretmen adaylarn ile ilgili olumlu gortsleri bu
calisma ile parelellik géstermektedir. Ogretmen adaylarinin olumsuz yénleri ise derse hazirliksiz
gelme ve devamsizlik durumlari olarak belirtilmistir. Ayrica bazi 6gretmen adaylarinin KPSS
sinavindan dolay1 motivasyonlarinin diisiik oldugu da eklenmistir. Bu sonuca parelellik gosteren
bircok calisma mevcuttur. Ogretmen adaylarinin yéntem teknik secinimde eksik olduklari
(Akpinar vd., 2012), KPSS dolayisi ile derse ilgisiz olduklar1 ve atanamayacak olmalar1 kaygisi
(Baran vd., 2015; Isikoglu vd., 2007), sinif yonetiminde; zamani etkili kullanma, dikkat ¢ekme gibi
becerilerinde yetersiz olduklari (Bastiirk, 2009) gibi benzer sonuclara literatiirde
rastlanmaktadir. Uygulama 6gretmenlerinin sorumlu akademisyenlerle ilgili olarak 6gretmen
adaylariyla ilgilenme ve dersi dinlemeye gelmesini olumlu olarak degerlendirken, bu durumu
fakiilte ve okul is birliginin saglanmasi olarak gérmektedirler. Buna karsin akademisyenlerin bu
derse yonelik ilgisiz olmalar1 ve ilk hafta tanismaya gelmemeleri olumsuz bir durum olarak
nitelendirmistir. Akpinar vd. 'nin (2012) tarafindan yapilan arastirmada benzer sekilde uygulama
ogretmenleri, 6gretim elemanlarindan bazilarinin 6gretmen adaylarini takip etmek tizere gereken
ilgiyi gostermediklerini ve bazilarinin da uygulama okullarina hi¢ gitmediklerini belirtilmistir.

Bu calismadan elde edilen veriler dogrultusunda 6gretmenlik uygulamasi dersinin daha
saglikli bir sekilde yiiriitiilebilmesi icin; egitim 6gretim yil baslamadan gerekli yazismalarin
bitirilerek zaman kaybinin 6niine gecilmesi, okul idarecilerine stireci planlama hususunda egitim
verilmesi, uygulama o6gretmenlerinin rehberlik etme konusunda yeterli oldugu diisiiniilen
ogretmenler arasindan goniilliiliik esasina gore secilmesi 6nerilmektedir. Ogretmenlik
uygulamas1 dersi bircok paydasin etkilesimde bulundugu canli bir mekanizmadir. Bu
mekanizmanin isleyisinde sorun yasanmamasi igin siirecin siirekli olarak kontrol altinda
tutulmasi 6nemlidir. Dolayisiyla ilgili mercilerin tiim Tiirkiye’deki paydaslarin sorunlarini tespit
etmesi ve bu sorunlara ¢6ziim sunmasi, gelecegin 6gretmenleri adina oldukea yararh olacaktir.
Ayrica 6gretmenlik uygulamasi dersi kapsaminda yasanan olumsuzluklarin derinlemesine
incelenmesi amaciyla goriisme teknigi ile birlikte gézlem tekniginin de kullanildig1 ¢calismalarin
yapilmasi Onerilmektedir. Bununla birlikte nicel ve nitel arastirma desenlerinin birarada
kullanildig1 arastirmalar yapilmasi da dneriler arasinda yer almaktadir.
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Extended Abstract
Introduction

Lessons such as teaching application and school experience which provide an opportunity for
teacher candidates to implement their theoretical knowledge are included in teacher training
programs. In 2018, the Ministry of Education [MoE] has issued a guideline with the purpose of
effectively carrying out the teaching application. Accordingly, it should be made possible for
students included in the application to actively participate in the teaching application, plan and
carry out the activities in a progressive manner, have the performances of the students evaluated
separately by the application teacher and instructor and the Provincial Directorate for National
Education should carry out the infrastructure work related to the teaching application lesson
(MoE, 2018). When the place of application training in training teachers and the importance of
teaching application in education are taken into consideration, it is important that the views of all
stakeholders are asked and evaluated together. In this respect, the purpose of this study is to
identify positive and negative views and solution suggestions of the school administration,
guidance counsellors, instructors in charge and teacher candidates who are receiving education
in the related schools within the scope of the teaching application lesson.

Method

In this study, the views of school-faculty-teacher candidate dimensions on the functioning of the
teaching application were presented through a case study during a qualitative research process.
35 teacher candidates, 5 school principals/vice principals, 13 guidance counsellors and 7
instructors in charge were interviewed in the study and data were collected. The teacher
candidates who were the participants of the study consisted of a total of 35 individuals, 26 of
whom were Classroom Teacher candidates and 9 of whom were Science Teacher candidates
receiving education in the Central Anatolian Region in the 2017-2018 academic year. The other
participants of the study were 5 school principals appointed by MoE in the Central Anatolian
Region and 7 instructors in charge working in a university in the Central Anatolian Region. In the
selection of the participants, the characteristics of being the best representatives of the case to be
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studied in depth and being easily reachable were taken as the basis. In this study, three different
semi-structured interview forms were designed with the purpose of identifying the views of the
stakeholders on the teaching application. The interview form was arranged in a manner to identify
the positive and negative views of the participants on the other three dimensions other than their
own dimension and determine the problems which appear in the process of the teaching
application and suggestions for solutions. In the analysis of data related to the functioning of the
teaching application which were obtained through the semi-structured interviews, content
analysis was used and frequencies were determined by creating codes and categories.

Results

Being in touch with the school administration, planning the process, evaluation of the school
administrators as well and including this lesson in schools which do not have a negative approach
to the teaching application are among the expectations of academicians. When the views of the
academicians in charge on the guidance counsellors were analyzed, it was seen that guidance
counsellors giving a chance and the required feedback (f=1) to teacher candidates to benefit from
their occupational experiences is regarded as a positive aspect. However, giving the whole
responsibility to the teacher candidates in the lessons (f=4) and treating them as assistant rather
than colleagues (f=4) are regarded as negative aspects. In this respect, the teachers are expected
to guide the teacher candidates and the teacher candidates are expected to take responsibility and
they should be selected among individuals who are eager. On the other hand, the teacher
candidates want school administrators to see them as colleagues like the guidance counsellors,
treat them justly and not use the teaching application in an erroneous manner. When the views
on the code related to the need for official correspondence to be completed prior to the semesters,
it was seen that the teacher candidates expressed that they experience difficulty since official
correspondence is not received by their internship school in the beginning of the semesters.
Therefore, it would be positive for both the teacher candidates and the administrators in the
internship schools to determine internship schools and complete official correspondence prior to
the beginning of the semesters. The teacher candidates in particular wish academicians to listen
to their lectures in the teaching application lesson and contact the officials in the internship
schools in the beginning of the semesters. As a matter of fact, the difficulty the teacher candidates
experience in their internship schools due to a lack of official correspondence can be solved in this
manner. 7 of the guidance counsellors stated that they are happy that the academician in charge
“comes to listen to the lesson,” whereas 6 of them stated that the academician in charge “showing
interest in the teacher candidate” is a positive behavior. In addition, the guidance counsellors see
establishing faculty and school “cooperation” within the scope of the teaching application lesson
as a positive development (f=6). However, three of the teachers stated that the academicians in
charge are “disinterested” in this lesson and two of them stated that “academicians in charge not
coming to the lesson in the first week to meet them” is a negative situation. One guidance
counsellor stated that it is wrong to limit the duration of listening to the lesson with one lesson
hour.

Conclusion

The teacher candidates regard academicians who value them, who are understanding, responsible
and in communication with them as positive. In addition, giving feedback and helping them with
lesson plans are among the behaviors which they found positive. As for the negative behaviors,
the teacher candidates most frequently stated disinterest as a negative behavior about the
academicians. Similar to the results of this study, teacher candidates wish to be regarded as
colleagues by the application teacher and school administrators in schools within the scope of the
teaching application lesson (Yiicesoy Ozkan et al., 2019).

The guidance counsellors in general stated that the teacher candidates are respectful
towards them, eager and compatible towards the teaching profession and the school environment,
have a positive attitude towards the students and are individuals who carry out the tasks given to
them. In Akpinar et al.’s study (2012), the positive views of the application teachers on the teacher
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candidates are in parallel with the results of this study. In addition, it was added that some of the
teacher candidates have low motivation due to the Public Personnel Selection Examination. There
are many studies which are parallel with this result. There are results in the literature which state
that the teacher candidates are insufficient in method and technique selection (Akpinar et al,
2012), are disinterested in the lesson and worry that they will not be appointed as teachers due
to the PPSE (Isikoglu et al., 2007; Baran et al., 2015) and that they do not have the necessary skills
such as effective time management and attracting attention (Basttirk, 2009).
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Tiirkiye’de Ingilizce Ogretmenligi Lisansiistii Ogrencisi Olmanin Duygu ve
Sorunlar: Lisansiistii Ogrencilerinin Algilar1 Uzerine Nitel Bir Calisma

Oz

Bu calismada, Tiirkiye’de ingilizce Ogretmenligi alanindaki lisansiistii 6grencilerinin duygulari ve bu
ogrencilerin yasadiklar problemler incelenmistir. Lisanstistli 6grenci olma hakkindaki goriislerini daha
detayli anlayabilmek i¢in amagh 6rnekleme yontemi tercih edilmistir. Arastirmaya, Tiirkiye'deki farkli
devlet iiniversitelerinin Ingilizce Ogretmenligi lisansiistii programlarindan dért yiiksek lisans ve dort
doktora 6grencisi katilmistir. Arastirma verileri yari-yapilandirilmis gériisme yontemi ile toplanmistir.
Arastirmada Fenomenolojik yontem kullanilmistir. Veri analizleri Tiimevarimsal Analiz Yontemi ile

ANTES

yapilmistir. Arastirma sonuglarina gore, lisansiistii 6grencilerin “mesleki tatmin”, “6zgiiven”, “heyecan”,
“kararsizlik”, “baski altinda olma”, “tatmin olmama” ve “zihin karisikligl” duygularim lisansiistii
calismalarinin farkli dénemlerinde yasadiklari ortaya ¢ikmistir. Yine bu siirecin gesitli basamaklarinda
ogrencilerin karsilastiklar1 problemlerin “bir sehirden digerine gidip gelme”, “kisith zaman” ve
“aragtirma yéntemleri ile ilgili bilgi eksikligi” oldugu belirtilmistir. Ingilizce Ogretmenligi lisansiistii
ogrencilerinin mesleki gelisim siireglerini daha iyi anlamak ve lisansiistii egitimin kalitesini artirmak
icin, belirttikleri olas1 nedenleri analiz ederek 6grencilerin duygularini ve problemlerini kendi bakis
agilarindan incelemek onemlidir. Aynm zamanda bu, farkh bir Ingilizce Ogretmenligi programindaki

lisansiistii 6grencilerinin de problemlerinin saptanmasi ve ¢dziimiine de 151k tutacaktir.

Anahtar Kelimeler: Lisansiistii Egitim, Lisansiistii Ogrenciler, ingiliz Dili Egitimi, Duygular, Sorunlar,
Oneriler.

Introduction

As a significant step for raising scientists, academicians, and senior executives (Seving, 2001),
graduate education (GE, henceforth) bears an essential responsibility for researching the various
issues of a country and training a high-quality workforce that it needs (Karakiitiik, 2002). The
quality of this process is quite crucial in order to pursue an effective and productive academic
career (Ozmentas & Ozmentas, 2005). Studies on GE indicate that the needs, expectations, and
views shape graduate students’ (GSs, henceforth) success as it has various positive and negative
effects such as motivation (e.g. Saracaloglu, 2008), self-efficacy (e.g., Gokcek et al.,, 2014), anxiety
(e.g., Onwuegbuzie & Wilson, 2003), and isolation (e.g., Ercisen & Bolliger, 2011).

Studies on GE have primarily focused on various problems of GSs throughout this process
(Arabaci & Akilly, 2013; Coruk, et al., 2016; Gomleksiz & Yildirim, 2013; Sayan & Aksu, 2005) and
tried to offer solutions for these problems (Karaman & Bakirci, 2010). Furthermore, the attitudes
of GSs (Erkilig, 2009; Unal & flter, 2010) and the effectiveness of GE curriculums (Kirmizi, 2011;
Kiiciikoglu, 2015) have also been under research for some time. However, a scarcity of research
on feelings of GSs emerged during the process of their graduate studies stands out among the
literature on GE. Furthermore, in the Turkish context, the number of English Language Teaching
(ELT henceforth) Departments offering BA degrees is increasing and as a result the need for
highly-trained professionals in the field is emerging as well. Thus, an in-depth investigation of the
affective issues, problems, perceptions, and feelings of graduate ELT students need to be
conducted in order to point out the existing circumstances to enhance the quality of GE. It is
significant to carry out a comprehensive study in order to reveal the problematic issues and
feelings at each stage (pre-, while and end) of GE that need to be acknowledged, solved and
improved for ELT GSs. By doing this, it will also give a thorough framework of GSs’ feelings for the
other GSs studying in ELT programs as well as the academicians. Another significance will be the
contribution of the current study to the literature on GE students’ professional development
processes. Therefore, by understanding the feelings, problems, and how these students handle
these problems, it will be easier to understand and modify the problematic issues for other
students in the program. In this respect, the following research questions are posed:
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1. What are the feelings of GSs studying at ELT Departments in Turkey?
2. What are the problems encountered by ELT GSs?
3. How do they deal with these problems?

Motives to Become a Graduate Student

Graduate studies have many barriers that students have to deal with in order to be able to
complete their studies successfully (Merg, 2016). The psychological issues are of vital importance
that should be considered carefully in this period. There are various reasons leading individuals
to become a graduate student. One of these reasons is their socioeconomic background. Ethington
and Smart (1986) expressed the role of socioeconomic background for entering a graduate
institution. Supporting this result, Song et al. (2008) emphasized the family background and
concluded that the likelihood of participants’ pursuing an advanced degree increases depending
on their parents’ higher level of education. As one another element, the candidates having rural
backgrounds reported pursuing an advanced degree at lower levels as compared to the others
(Song et al.,, 2008). Furthermore, undergraduate experiences were also detected as an important
element in attending a graduate school (Ethington & Smart, 1986).

Studies conducted in Turkey have mostly revealed that GSs want to pursue an academic
career in order to be more proficient in their field of study (Gémleksiz & Yildirim, 2013; Incikabi
et al, 2013; Oren et al,, 2012; Savas & Topak, 2005) and they believe that they will become a
successful scientist (Aslan, 2010; Incikabi et al., 2013). Furthermore, Savas and Topak (2005)
state that benefiting from student rights and gaining an advantage over others when being
employed are other factors directing them to graduate studies. Other motives have been found as
developing oneself in conducting research, having scientific knowledge and efficacy, being a well-
equipped individual, working at a university, being an academician, contributing to the field,
learning how to research scientifically, making a difference in professional life, being up to date to
the innovations in the field, familiarizing with the university culture, contributing to the
community, and being productive and prestigious (Gomleksiz & Yildirim, 2013).

Feelings of GSs
Anxiety

Anxiety can be defined as not being able to deal with a threat to emotional, mental, spiritual,
and physical health, where this threat can be perceived as real or imaginary (Seaward, 2002).
Research has shown that there has been a 16% increase in GS anxiety levels since the 1950s
(Twenge, 2000). As a result of increased anxiety among GSs, low self-esteem levels, unhealthy
behaviours like consuming junk food, abandoning exercising have been observed (Hudd et al.,
2000). The causes of these behaviours have been found to be as experiencing role conflict in their
academic and personal lives, having time management problems, and dealing with financial
pressure (Hudd et al.,, 2000). If these GSs cannot find any solutions for the problems stated above,
then they experience physical and mental exhaustion, guilt for their choices and priorities,
depression, and burnout (Offstein, et al., 2004).

The most frequently experienced anxiety type among GSs is statistics anxiety (Onwuegbuzie
& Wilson, 2003). Due to the negative effect of their anxiety, GSs have been found to postpone
taking such courses until the end of their graduate program (Onwuegbuzie, 2004). Furthermore,
the performances of GSs have been found to be affected negatively because of their statistics
anxiety (Onwuegbuzie, et al., 2000). Attitude studies also found out that these students show a
negative attitude towards statistics (Mills, 2004).

In the Turkish context, GSs have defined their research anxiety as not conducting research
until it is necessary, feeling uneasy during research, having low self-esteem in determining the
research topic, and feeling tediousness when being obliged to do research (Békeoglu & Yilmaz,
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2005, Merg, 2016). According to the outcomes of Koksal and Razi (2011), the most demanding
and challenging side of conducting research is to write a discussion part. Furthermore, negative
correlations have also been found out between Turkish GSs’ anxiety levels and research self-
efficacy levels (Tekin, 2007), and between research anxiety and critical thinking abilities
(Bokeoglu & Yilmaz, 2005).

Academic Motivation

Academic motivation has the necessary energy to produce academic work (Bozanogluy,
2004). Pursuing GE depends on both internal and external motivating factors. Internal factors,
having two branches -social and science related-, are related to individuals’ wishes or
circumstances. Social-related issues include providing social development, improvement in the
profession, being aware of the current topics, individual satisfaction, having a social position, and
making life more entertaining and enjoyable. Science-related factors can be listed as academic
development, wishing to become an academician, and working for the improvement of science.
Connected to the outside elements, external factors consist of the impact of family, colleagues,
peers, and academic environment (Incikabi et al., 2013).

[solation may stem from different reasons such as being older or younger than other GSs,
having a full-time job, residing far away from the graduate school, and having young children
(Ericsen & Bolliger, 2011; Thomas et al., 2007). Students in their undergraduate schools can
engage with various activities offered by their universities to minimize their feeling of isolation.
However, GSs seem to be uninterested in those activities, which may cause the feeling of repeating
the same things, and result in isolation (Kohun & Ali, 2005). The feeling of isolation may even lead
to attrition among doctoral students (Hawlery, 2003; Lewis et al., 2004).

The reasons for feeling isolated can show differences in the years that GSs go through. As
Ali and Kohun (2006) stated, the first years of graduate studies may confuse GSs about the
program and the requirements, which may lead to a feeling of left behind. Graduate programs
leave their students alone in dealing with such feelings, and students who are unprepared for that
psychological isolation may result in dropping out of graduate school (Ali & Kohun, 2006). During
their second year, especially doctoral students are challenged by several factors, such as taking a
comprehensive qualifier exam and finding a research topic for their dissertations. Since these
students take this exam alone and have unique dissertation topics, the process may make them
feel isolated from their peers, which may also lead to the feelings of left behind and overwhelmed
(Ali & Kohun, 2006). Furthermore, time constraints during the dissertation writing process may
isolate GSs from their social lives and puts the student under pressure (Hockey, 1994). Also, this
type of individual work prevents students from getting help from their peers who are working on
similar topics because of a lack of communication and leads to isolation as well (Hawlery, 2003).

Academic Self-Efficacy

Academic self-efficacy can be described as individuals’ perceptions related to their own
competencies required to attain their academic aims (Bandura, 1997) and one’s opinions that
s/he can accomplish a specific academic task (Schunk, 1991). According to Gokgek et al. (2013),
students’ perceptions play a crucial role in their graduate studies. The rise in students’
perceptions related to their academic studies leads them to achieve in a more natural way (Gokcek
et al,, 2013). Academic self-efficacy is detected to have a direct connection with performance and
expectations in academic settings and also indirect one with stress, satisfaction, and dedication to
carry out the studies (Chemers et al., 2001).

Affiliation, critical thinking skills, involvement, professional skills, knowledge, and absences
have been found to play an effective role in self-efficacy levels of GSs (Byer, 2002). Furthermore,
some studies have found out a relationship between self-efficacy and anxiety in an academic
environment. Solberg and Viliarreal (1997) conducted a study in a Latino college setting, and the
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outcomes of the study indicated a significant negative relationship was found between students’
academic self-efficacy and anxiety. Similarly, research conducted in US and Turkish contexts
found out a negative correlation between self-efficacy and anxiety (Merg, 2016; Torres & Solberg,
2001)

Problems of GSs

MA and PhD students can encounter problems at different levels of graduate studies (course
phase and dissertation phase) and many researchers focused these problems in the literature as
problems related to their advisors (Arabaci & Akilli, 2013; Coruk et al., 2016; Gomleksiz &
Yildirim, 2013), work and managerial sources (Arabaci & Akilli, 2013; Coruk et al, 2016;
Gomleksiz & Yildirim, 2013; Sayan & Aksu, 2005;), family and finance (Arabac1 & Akilli, 2013;
Gomleksiz & Yildirim, 2013), courses, program, and research (Arabaci & Akill;, 2013; Aslan, 2010;
Coruk et al, 2016; Gomleksiz & Yildirim, 2013), and professors (Arabaci & Akilli, 2013; Gomleksiz
& Yildirim, 2013; Sayan & Aksu, 2005).

According to Arabaci and Akilli (2013), GSs may indicate that they have problems with their
advisors due to miscommunication, insufficient guidance and help, conflict in ideas, having
different research interests from the advisor, and advisor’s rejection to the dissertation topic. In
another study, Coruk et al. (2016) listed some problems occurred related to advisors which were
enrolment problems to a course on account of not announcing the scores on time, lack of guidance
related to course choices, communication problems such as failing to reach to advisors, and
problems depending on lack of communication between students and lecturer. Additionally,
Gomleksiz and Yildirnm (2013) found out some other problems emerging from
miscommunication, time constraints, and insufficient help of the advisors.

One of the problems that GSs mostly encounter is to take permission for their courses from
their work (Arabac & Akilli, 2013; Gomleksiz & Yildirim, 2013). Similarly, Coruk et al. (2016)
have also pointed out inappropriate course days and hours, difficulties in attending to those
courses, and limited time for completing the course period as problems for the working students
in the same category. Some of the GSs complain of their heavy workload, and they express that
they cannot study properly for their graduate lessons due to these reasons (Arabaci & Akill,
2013). Sayan and Aksu (2005) focused on another group of GSs who were not academic staff and
reported their problems related to their requirements of the workplaces as taking permission
from their working institutions, having courses and other duties in their working places, and
determining the place of appointment. Moreover, the outcomes of this study revealed that some
of their administrators and colleagues’ attitudes and behaviours towards their academic studies
were negative (Sayan & Aksu, 2005).

Coruk et al. (2016) emphasized the issue of planning the course schedule and arranging
many courses on the same day for the sake of preventing the attendance problem. Therefore,
students struggle with a busy course day that may lead to exhaustion. GSs may also have
difficulties in carrying out research (Arabaci & Akilli, 2013), understanding methods and
techniques (Arabaci & Akilli, 2013; Aslan, 2010), using statistics (Aslan, 2010), dealing with
quantitative and qualitative data analysis (Aslan, 2010), getting prepared for the exams (Arabaci
& Akilly, 2013), evaluating the process (Aslan, 2010; Gomleksiz & Yildirim, 2013), reviewing the
literature (Gomleksiz & Yildirim, 2013), considering research ethics, preparing a project, finding
a topic for their thesis (Aslan, 2010), and combining theory and practice, utilizing various
procedures and techniques for research (Gomleksiz & Yildirim, 2013; Sezgin et al. 2011).

The lecturer related problems can be listed as having different expectations from the course
lecturers, reflection of their personal problems to the students, and misdirection for the
requirements of the courses (Arabaci & Akilli, 2013). In the study of Sayan and Aksu (2005), it
was reported that lecturers had negative attitudes towards the GSs who were not academic staff.
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In the previous studies, a broad picture has been drawn related to GSs as a whole. In the
studies discussed so far, GSs’ perceptions have been investigated, especially in department-based.
The purposes of these studies have been to reveal students’ feelings, problems, and ways of
handling these problems within the scope of specific departments. Although the studies have
mainly focused on specific areas (Cimen, 2015; Dogan & Abd-El-Khalick, 2008; Ozcan, 2014), to
the knowledge of the researchers of the present study, a scarcity of research has been found
focusing on GSs’ in ELT Department. The perceptions and ideas of the GSs should be investigated
in order to shed light on the issues and guide for the other members dedicating themselves in this
way. The manuscripts should be prepared in the form of "Introduction”, "Method", "Findings
(Findings and Discussion)" and "Conclusion (Conclusion and Discussion)". In the introduction
part of the manuscripts, information should be given about the purpose and importance of the
study, a theoretical framework should be established and a literature review should be made.
Research problems for qualitative research, research questions or hypotheses for quantitative
research must be given.

Method

The current study was designed as qualitative research. The qualitative study aims to be able to
comprehend the central phenomenon in detail (Creswell, 2012). In this study, the purpose was to
have a comprehensive understanding of the feelings and problems of ELT GSs. Furthermore, this
study adopts a Phenomenological Approach used for the individual or a group of people to
investigate, define, explain, and interpret the rich details in the meaning, structure, and essence
of the experiences about a case (Grbich, 2013; Patton, 2002). Thus, the researchers of this study
aimed to define, explain, and interpret the feelings and problems of ELT GSs studying in GE
programs of different state universities in Turkey.

Participants and Research Site

Participants were chosen among students pursuing their graduate studies in ELT at different state
universities in central and south Anatolia in Turkey. In determining participants, purposeful
sampling method, a term for qualitative sampling, was used. Purposeful sampling aims to
specifically select sites or individuals in order to have a deeper understanding of the central
phenomenon (Creswell, 2012). Due to its nature of presenting the complexity of the world by
demonstrating various perspectives of human beings, it is crucial to construct that complexity in
the selection of participants. For this reason, using maximal variation sampling, the participants
were chosen among GSs who were at different phases of their graduate programs. The maximal
variation sampling strategy is generally used for cases and individuals having specific distinctive
characteristics to be studied comprehensively (Creswell, 2012). Participants’ age, gender,
profession, and the phase they are at in their graduate studies are presented in Table 1.

EURASIA JOURNAL OF TEACHER EDUCATION, 2020, 1(2), 148-171



FEELINGS AND PROBLEMS OF BEING A TURKISH ELT GRADUATE STUDENT 154

Table 1.
Participants’ gender, age, profession, and phase
Gender Age Profession Phase

P1  female 23 Research Assistant At the beginning of the MA course
phase

P2  female 25  English Teacher & Principal at a In the phase of taking Master’s

state secondary school courses

P3  female 26  Research Assistant In the phase of writing Master’s thesis

P4  female 27 English Language Instructor Just finished writing Master’s
thesis/going to defend her thesis

P5  female 27  Research Assistant In the phase of taking Ph.D. courses

P6  female 38  English Language Instructor At the end of Ph.D. courses

P7  female 26 Research Assistant In the phase 'of prepa.lr.ing for the
comprehensive qualifier exam

P8  female 32 Research Assistant Ir.1 the phfase of writing a Ph.D.
dissertation

In total, eight GSs studying at MA and Ph.D. programs in English language teaching were
included in this study. In order to provide maximal variation, one student was chosen from each
phase of the graduate program. Among all these participants, P2, P4, and P6 were commuters and
were coming from outside the city to complete their degrees. P4 and P6 spent approximately four
hours, and P2 spent nearly 16 hours each week on the road.

The research assistants were supposed to fulfil some departmental duties apart from
dealing with their own studies. These duties assisted some BA degree courses, invigilating
midterm, and final exams, having some administrative duties (e.g. being the Erasmus exchange
program coordinator). P2, as a principal in a state secondary school, had a relatively less loaded
course program. However, she had managerial duties and responsibilities. P4 worked as an
English instructor at a private university. She taught English approximately five hours each week
at the School of Foreign Languages, offering preparatory courses.

Additionally, she worked at the testing office of the same department, which took most of
her time and effort. P6 was an English instructor, and she worked in a state university at the School
of Foreign Languages. Her weekly schedule includes approximately 15 hours, and she had the duty
of an in-service teacher training coordinator. All participants were single except for P6. While P4
stayed with her family, the others led a single life. P6 was married, and she had an eight-year-old
boy. During her weekly travels for Ph.D. courses, she stayed at the house of her mother living in
the same city with the university, from which P6 took her Ph.D. courses.

A wide range of courses is offered to these students from their graduate programs, including
methodology, research, and linguistics. The students are required to attend all the lessons and
fulfill the other requirements in order to pass these courses. Among those requirements, the
students are supposed to make presentations, write research articles, read the weekly assigned
articles and chapters, take a midterm, final exams, and so on. In order to graduate from ELT MA
and Ph.D. programs, students have to take all the necessary credits and courses in addition to
writing a thesis.

Data Collection Tool and Procedure

In order to collect data, semi-structured interview questions were prepared by the researchers.
Semi-structured interviews include a set of pre-prepared questions in an open-ended format to
elicit elaborated answers to the issues raised (Dornyei, 2007). As Dornyei further states, this type
of interview aims to guide and direct the interviewee, but leave some space for elaboration on
some interesting issues. In this way, the researcher gains an in-depth overview of the
interviewee’s story. Therefore, eight questions were constructed, and checked by two experts on
qualitative research in order to enhance the trustworthiness of the data collection tool.
Furthermore, the interview questions were also piloted with two GSs from both MA and Ph.D. ELT
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programs. Necessary changes were made in wording in order to enhance the comprehensibility
of the questions.

At the beginning of the interview, the researchers asked the first two questions, “How long
have you been a graduate student” and “what is your daily life like a graduate student” to create
an initial rapport with their interviewees. Later on, four questions aiming to understand the
feelings of the participants were posed: “why did you decide to have an academic career”, “has
being a graduate student been what you expected and what did you expect before entering the
program”, “how do you feel as a graduate student”, and “what kind of experiences make you feel
like that”. Lastly, two questions were directed to elicit the problems that GSs may encounter or
had already encountered and possible solutions they would offer: “what potential problems might
GSs experience during this process” and “have you experienced any of these problems and how
did you deal with it”. As a final closing question, researchers asked the participants the following
question: “is there anything else you would like to add?”.

One-on-one interviews took place for each participant. This type of data collection process
requires the researcher to ask previously planned questions to each participant at a time
(Creswell, 2012). Before the interviews, the consent of the participants was taken, and they were
informed that their responses and identities would be kept confidential. The questions were
directed to the participants in a quiet environment whenever the interviewees were available.
The researchers recorded the answers. All the interviews were conducted in interviewees’ native
language (Turkish) in order to eliminate any language barriers and help participants reveal their
thoughts freely. The quotations taken from the scripts were translated into English by the
researcher and checked by another expert from the field.

Data Analysis

Data gathered from interviews were analysed qualitatively. In the analysis of qualitative data, the
Inductive Analysis Method was adopted. Inductive analysis is generally defined as revealing
patterns, themes, and categories in a data set. In other words, inductive analysis is expressed as
the analysis from the data (Patton, 2002). If there is a structure sought in accordance to answer
the research questions of the data, deductive analysis is preferred (Yurdakul, 2016). Hence, the
researchers of this study aimed to seek feelings and problems of ELT GSs in line with the
categories of the previous research on GE.

The researchers transcribed the recorded answers of the interviewees. The transcriptions
were analysed by two researchers in the field separately by coding the data under the categories
of feelings and problems. Later on, the codes determined by these researchers were analysed
together by discussing each and every utterance of each participant leading to that code in order
to ensure the trustworthiness of the findings. As the next step, the codes were grouped under sub-
themes, and a total of 23 sub-themes were determined under two main themes: feelings and
problems of ELT GSs. In the method section, it should be explained in detail how the work was
done and ethical rules were followed. In this section, it is suggested to include research model,
participants, data collection tools, data analysis, validity and reliability subtitles. Qualitative
research should also include the role of researcher.

Findings and Discussion

The data collected through interviews with eight participants have been grouped under two main
themes: feelings and problems. Each theme is presented under a sub-title. Even though each case
represents one stage, the participants did talk about their previous stages and their feelings.
Therefore, the themes and sub-themes were exemplified and explained by taking more than one
participant into account.
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Feelings of ELT GSs

As aresult of the data analysis, a total of 17 sub-themes have emerged at four different stages of
graduate studies of the participants and grouped under the first main theme: ‘feelings’. The
distribution of the sub-themes, according to the first main theme, is presented in Table 2.

Table 2.
The distribution of sub-themes according to the main theme 1. feelings
Sub-themes according to the main theme 1: feelings
At the beginning of the GE, students feel...
e anxious
e confused
e disappointed
e dissatisfied
During the courses, students feel...
e satisfied
e motivated
e self-confident
e under pressure
While writing their theses, students feel...
e excited
e indecisive
o demotivated
isolated
e under pressure
After writing their theses, students feel...
e unconfident
e anxious
o dissatisfied
o relieved

At the beginning of the GE, the participants mostly felt anxious, confused, disappointed,
and dissatisfied. P1 and P3 mostly articulated these negative feelings. According to P3, she felt
anxious about her perceived low self-efficacy at the beginning of the courses. She stated her
feeling as:

“I mean, I always had this question in my mind whether I can do it or not. As anxiety, | was
seriously anxious about whether I can do it. However, later on, as I moved into the courses,
and yes, as [ worked on something, I thought I could do this...I was always suspicious about
whether [ can achieve it. But, after the courses, I gained confidence in myself.” (P3)

It has been known that increased anxiety among GSs is related to low self-esteem levels
(Hudd et al,, 2000). P3 indicated that her anxiety was a result of her not believing in her success
in the courses. According to Gokgek et al. (2014), self-efficacy is a crucial element in pursuing
graduate studies and leads to success. If students feel that they are not competent in meeting the
requirements of their courses, as P3 did, then it is not surprising that they experience a decay in
their self-efficacy, dedication to carry out these courses and satisfaction, and an increase in anxiety
levels (Chemers et al., 2001). The participant had low self-efficacy levels believing that she had a
lack of skills, knowledge, or other absences, which are some of the factors affecting self-efficacy
(Byer, 2002). The feelings of anxiety and confusion was uttered by GSs pursuing their MA studies,
which shows that as students move on in their GE processes they somehow figure out dealing with
these feelings. Thus, it can be said that GSs can better manage this process in time.

In terms of dissatisfaction, P1 indicated that she was not very satisfied when she first
encountered the courses. She was expecting a bit more sophisticated and theoretical knowledge
compared to the courses she had taken in BA. She was expecting to deepen her scientific
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knowledge and enhance this knowledge with current innovations in the field, which are factors
affecting people’s choices to become an academician in Turkey (Gomleksiz & Yildirim, 2013,
Incikabi et al., 2013). For this reason, P1’s lack of satisfaction can be explained by her enthusiasm
to learn new things in the field. At the first stage of MA, this enthusiasm should be met by the
lecturers of MA programs in order to meet the expectations of their GSs.

Contrary to the beginning of GE, the participants indicated both positive and negative
feelings while they had graduate courses. P2, who was an English teacher and a school principal
at a state secondary school and taking MA courses at the time of the interview, indicated that when
she started taking courses, she felt more professionally satisfied and self-confident, which can be
counted as positive feelings at this stage. According to P2, she enhanced her knowledge in the field
as she took more and more courses on English language teaching, which helped lessons with
secondary school children. Likewise, P5, who was at the stage of taking Ph.D. courses, was glad to
be a graduate student because academic studies were within her area of interest. P5 explained her
satisfaction as:

“When I graduated from the university, I did not work for a while. I was interested in academic
studies. I did not want to work neither as a teacher at a state school nor as an instructor at a
university. [ was interested in academic studies more... Now,  am happy to be here.” (P5)

P5’s desire to become a member of academic community shows similarity with the
outcomes of previous studies conducted on GSs in Turkey for one of the motives to pursue an
academic career as being an expert in the field of study (Gémleksiz & Yildirim, 2013; incikabi et
al., 2013; Oren et al, 2012; Savas & Topak, 2005). In P2’s statements, it is seen that her
professional satisfaction is heavily related to her eagerness to enhance her knowledge in her field
of study. Being well equipped (Gémleksiz & Yildirim, 2013) is also observed to be connected with
being academically motivated for learning in P2’s situation. As Entwistle (1968) states, there is a
positive correlation between these two factors. These results indicate that, Turkish ELT GSs feel
motivated and qualified when they see themselves as experts in their fields of study.

Being professionally self-confident was another feeling that P2 uttered in her interview. P2
felt productive and prestigious in front of her students, and she made a difference in her
professional life after taking MA courses which were also feelings found in a previous study
(Gomleksiz & Yildirim, 2013). Similarly, one of the sources of Ph.D. students’ happiness was
conducting effective academic studies and publishing them. P7 expressed her satisfaction with
this situation, and this is consistent with the outcomes yielded in the research of Gomleksiz and
Yildirim (2013) that candidates would like to improve them for carrying out successful studies.
In the present study, P7 was also aware of the financial support of her university that was not the
same for all academicians, and she was content with this situation and felt lucky. P5 also expressed
her happiness in having academic studies. She explained her pleasure with overlapping of her
sense of wonder and love of learning new things with one requirement of carrying out an
academic study.

“We constantly see new things related to our own area or statistics. If you like studying always
and being a student, it will be appropriate for you. Thus, I am delighted. I always consider
searching for new things. When [ hear something new, I need to search it from Google, and this
is what I do for all the other things in my life. So, it is very good for me.” (P5)

These results are in good agreement with the other studies that pointed out having scientific
knowledge and being up to date to the innovations in the field (Gémleksiz & Yildirim, 2013), and
being aware of the current topics (Incikabi et al., 2013). Therefore, they will not feel fallen behind
contemporary researchers and this triggers their motivation to continue their studies. Moreover,
P5 also stated to be satisfied with contributing to the academic area despite having difficult times.
This outcome concurs with the one concluded in the study of Incikabi, et al. (2013) namely
“academic development” and “working for the improvement of science”, and also in the study of

» o«

Gomleksiz and Yildirim (2013) in terms of “being an academician”, “contributing to the field”, and
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“making a difference in professional life.” This also shows that, no matter how difficult it is for
some GSs, they feel happy that they form the building blocks of the field as researchers. Producing,
being excepted as researchers and seeing the results of their efforts lead to satisfaction among
ELT GSs.

Similarly, one of the participants, P5, expressed her “motivation” as a crucial element for
carrying out successful studies. She emphasized the need for constant development. According to
her, it is not possible to maintain academic studies without having internal motivation. Similarly,
P6 also highlighted the importance of professional development for her case. Her intrinsic
motivation can be clearly understood from her internal speech as follows:

“You are doing this because you want it, so I have to study not for completing the courses
quickly and becoming an assistant professor but for learning new things.” (P6)

In terms of internal motivation, these results agree with those of Incikabi et al. (2013).
Moreover, it can be clearly seen that both P5, who was a research assistant, and P6, who was an
instructor living and working in another city, indicated that they were motivated highly for
pursuing academic studies. Arising from internal factors, both P5 and P6 reported having a desire
to learn new things and developing their abilities. Therefore, even though P1, talked about how
she was confused at the very beginning of this process, P2 stated positive feelings and gains after
taking some courses. Even though these courses put P2 under pressure, at least she knew what to
do in her professional life with the knowledge she gained from those courses. She blamed heavy
load of course requirements and limited time to meet those requirements for putting her under
pressure. She explained these two sources for this negative feeling as:

“Especially, there is a known fact named homework load that there are times that you write
75 annotated. This can take 50-55 pages, depending on yourself. Reading and analyzing them
one-by-one. I think this is an excessive load for a course. As said, you are conducting research.
And this happens only in one term. The course lasts one term. The thing you want to do
sometimes does not emerge in one term. It sometimes becomes roughly sketched out thing.”
(P2)

P2 pointed out here actually how important time-management is and how it is related to
anxiety. Similarly, attending Ph.D. courses, P5 pointed out her feeling of being under pressure as
the unclear criteria for papers that GSs have to prepare until the end of the course period. The
part(s) that professors wanted them to submit for a date or due date for the paper could be
uncertain in some courses, which caused stress for her. Feeling under pressure is one of the ways
that anxiety emerges in a person. As Hudd et al. (2000) suggest, there is a positive correlation
between two factors, and as time-management problems increase, GSs’ anxiety levels increase as
well. The course load is more or less the same in all ELT graduate programs. There may be little
differences, but students have to keep up with many reading assignments, presentations, papers,
and so on. Therefore, by looking at the feelings that emerged after this overload and the quality of
the works, the curriculum may be reconsidered and be disburdened for these students.

Having a family, P6 had different roles and responsibilities than the other participants. For
instance, one of her social roles was to bring up her little son, and she spent time with him, and
her husband and other family members helped her with her responsibilities related to her son. On
the other hand, she was a graduate student, and she tried to study as much as possible, and she
had success in her Ph.D. studies. Therefore, she reported having feelings of great pleasure with
both her family and herself. Thus, P6 was a very good example as a mother, wife, and, at the same
time, being a Ph.D. candidate at the age of 40 with the support of her family.

While writing their thesis, the participants reported that they mostly experienced negative
feelings such as being indecisive, demotivated, isolated, and under pressure. Recent studies have
reported that GSs feel tedious and anxious and have low self-efficacy levels with a decrease in
their critical thinking abilities when they have to conduct research (Bokeoglu & Yilmaz, 2005;
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Tekin, 2007; Koksal & Razi, 2011). P3 stated that she was excited when she passed to the thesis
writing stage. Along with this excitement, she also expressed being indecisive in finding a research
topic for her thesis. The biggest dilemma she was in was whether the research topic she chose was
a valid one or not. This question even encompassed her daily life. Most GSs have difficulty in
finding a research topic for their thesis (Aslan, 2010). It can be concluded that GSs, especially in
MA degrees, do no reach the necessary levels to be able to devise and conduct a research
independently. Thus, guiding these GSs is significant to eliminate the above stated negative
feelings before they progress to writing their theses.

Another negative feeling that was stated by two cases was feeling under pressure. According
to them, they felt under pressure because of two reasons: (1) the deadlines of each stage in the
thesis process and (2) being alone at all the stages of this process. Advisors’ lack of guidance,
communication problems, and their insufficient help can sometimes cause negative feelings for
GSs (Arabaci & Akilli, 2013; Coruk et al.,, 2016; Gomleksiz & Yildirim, 2013). In this case, P4
suffered from being under pressure since she was all alone at all stages of the thesis writing
process. She stated her feelings as:

“Actually, I thought it would be easier. Previously I thought that the lecturers would be more
helpful. However, it did not turn out as I expected. [ saw that I have all the responsibility. I
mean, you have to decide on everything on your own from all of the literature review to what
kind of research you will conduct. [ mean, my situation was like that. I never get any help from
my advisory at those points. I decided on everything on my own.” (P4)

These show the importance of being supported in the whole process of GE and the
participants’ utterances indicate that ELT GSs are left alone by their professors especially in their
decisions with theses and dissertations, which cause undertaking more responsibilities that one
GS can take. The reason for this can be the heavy work load that professors have and as a result
limits their time in advising GSs.

Apart from these negative feelings, P3 explained her excitement as being happy and zealous
at this stage. Both of these good feelings can be related to completing something during MA. As
GOomleksiz and Yildirim (2013) found out in their study, being an academician is one of the
motives that GSs have in pursuing their academic studies. It can be seen in P3’s statements that
she was quite eager to be an academician, and that made her feel happy in all the stages she
accomplished. P3’s positive feelings are the ones that all students should experience. Even though
she felt indecisive and under pressure like P4, she did not indicate any loneliness during these
stages. This may be a distinctive factor in both cases’ feelings. As they stated earlier, P3 was a
research assistant at the university she pursued her MA, but P4 lived in another city, and she had
a distant relationship with her advisor. The distance factor may affect the feelings of these GSs.
Therefore, it can be said that being close to their advisors can help students develop more positive
feelings during this stage.

Another participant, P8, desired to learn something while taking pleasure while writing her
Ph.D. dissertation. Instead of completing it, she would like to develop her knowledge and skills.
Her intrinsic motivation played a crucial role in this developmental process. This outcome is
similar to the results revealed in the study of Incikabi et al. (2013) at the point of making graduate
student’s life more entertaining as engaging in academic studies. According to the participants’
statements, they were happy with being a member of an academic environment and motivated
for improving their knowledge and skills that were also concluded in the other studies (Gomleksiz
& Yildirim, 2013; Incikabi et al., 2013; Oren et al., 2012; Savas & Topak, 2005).

The participants also indicated feelings of isolation and demotivation while they were
writing their thesis. P4 highlighted isolation. Even though she tried to make plans and work in a
disciplined way, she expressed how hard it was as:
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“I cut down on my hobbies, thinking that [ have to finish my thesis. Especially reading books, I
mean. Instead of relaxing at the weekends, I read for my thesis. The thesis always occupied my
mind.” (P4)

It is known that GSs have role conflicts in their academic and personal lives (Hudd et al,,
2000). Instead of being occupied with daily activities, especially at the weekends, like other
people, P4 struggled between the thesis and daily life. She even indicated guilt for her priorities
and choices, similar to the findings of other studies (Offstein et al., 2004). Furthermore, the time
constraint at the thesis writing process has been found to be another factor isolating students
from their social lives by putting them under pressure (Hockey, 1994). Therefore, as P4, being
planned and disciplined can be helpful for the students suffering from the same problem.

Sometimes being a bit more involved in daily activities may cause GSs to lose their
motivation to continue writing their thesis as P4 has stated in her interview. For her, demotivation
was another big problem, and she handled it by finding her own intrinsic motivational factor.

“If you give, you dishearten yourself, and it is hard to be readapted. Also, my biggest support
was having a Tiibitak scholarship. I worked a little for taking Tibitak [the Scientific and
Technological Research Council of Turkey] scholarship and keep up with its deadline. If | had
not had Tiibitak scholarship, I could have pretexted such as giving a little break, and so on.”

As Bozanoglu (2004) states, in order to produce academic work, it is essential to have the
necessary energy. Therefore, GSs should find some deadlines or some other motivational factors
to trigger their energy to continue their studies, especially at the thesis stage.

At the end of writing the thesis, GSs felt unconfident, anxious, and dissatisfied, but at the
same time relieved. The last case P4, who was at the end of her thesis writing process and was
about to present her thesis, stated that even though she was relieved that she finished the writing
process, she still had a lack of self-confidence and satisfaction and felt anxious. According to P4,
her anxiety was due to the doubt she had on her topic of the thesis. GSs show low self-esteem
levels in determining their research topic (Bokeoglu & Yilmaz, 2005) and when P4’s situation is
taken into consideration during the thesis writing process, her being indecisive and under
pressure due to being alone at that stage seems to cause her to feel anxious at the end. She stated
her feelings as:

“I was never sure. [ do something, and I need to send it to my advisor, but [ always have
questions in my mind. It took a long time to get a response from her... As I said, | mostly did
not find the feedback I got very satisfying. For this reason, I still feel distressed. I mean, I feel
anxious. Is the thing I have done valid? Is the study | have done so far acceptable for everyone?”
(P4)

Therefore, the help of the advisor is one of the most critical elements during the thesis
writing process. For P4, the feedback was quite remarkable. Since her advisor did not give enough
guidance, in the end, she ended up feeling anxious about the validity of her thesis. Additionally,
she indicated that she did not feel confident about her thesis, considering the possibility that the
jury members would think negatively about her thesis. Feeling the support of the advisor seems
quite essential for a graduate student, especially at the presentation stage. If a graduate student
has reached the final stage with a hesitance at every phase, it will not be surprising that this
student suffers from a lack of self-confidence. In order to be able to defend her study in front of
other lecturers, the student needs to be sure about his/her thesis. Telkin’s (2007) study has found
out that there is a negative correlation between GSs’ anxiety levels ad research self-efficacy. P4
indicated having low self-efficacy for the research she conducted for her thesis, and this resulted
in low self-confidence for her.

Having completed all the stages except for the presentation of the thesis, P4’s overall
assessment of her experience yielded that she was not satisfied at the end of this process due to
her expectations for the kind of knowledge she gained. She was an English instructor at a private
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university in the school of foreign languages, and she taught English as a foreign language. This
requires her to enhance her teaching abilities in her field, as well. For this reason, she stated that
she had expected to gain more practical knowledge. However, the MA program provided her with
more theoretical knowledge, which made her somewhat satisfied with the program. Studies have
shown that GSs mostly have problems in combining theory and practice (Sezgin et al, 2011;
Gomleksiz & Yildirim, 2013). In P4’s situation, she may have the necessary knowledge to combine
theory and practice, but could have problems and lack of knowledge in how to do so.

Problems of ELT GSs

A total of seven sub-themes have emerged for the second main theme: problems as a result of the
data analysis process. The distribution of sub-themes, according to the second main theme, is
presented in Table 3.

Table 3.
The distribution of sub-themes according to the main theme 2: problems
Sub-themes according to the main theme 2: problems
At the beginning of the GE, students face problems related to...
o lack of knowledge literature search
During the courses, students face problems related to...
e commuting
e limited time
While writing their theses, students face problems related to...
e lack of knowledge on...
o research methods
o literature search
o statistics
e lack of support from advisors

At this first stage of the GE process, P1 stated that she had a problem in not knowing how to
find and evaluate academic articles related to her research topic. Researchers have investigated
the difficulties that GSs can come across and found out that carrying out research, reviewing the
literature, and utilizing various techniques and procedures for research are some of the problems
that they can encounter during their studies (Aslan, 2010; Arabac1 & Akill;, 2013; Gomleksiz &
Yildirim, 2013; Sezgin et al,, 2011). Especially for the ones who have just started their MA career,
the above issues can be quite complicated and needed to be instructed by the lecturers before
assigning them to the students. P1 was lucky enough to find answers to her questions since she
was a research assistant and worked with her professors. She also asked her friends’ help and
look for information from the internet. Being surrounded by other academicians and lecturers is
a beneficial thing for the starters. However, other GSs may not be as lucky as her. Before going
deeper into the course stage, it is necessary to solve these kinds of problems so that fulfilling the
other requirements will not be so difficult for GSs.

The participants stated that, during the courses, they faced problems concerning
commuting and having limited time. P2 experienced these problems as her graduate school was
very distant from the city she lived and she had limited time for excessive course requirements.
P6 had a more challenging duty because she got married with one child who was only three years
old. As similar to P2, she lived in another city and went there every week. She emphasized that
becoming a Ph.D. student was one of her biggest dreams. However, it could be understood from
her statements that it was not easy to have many responsibilities at the same time. According to
Hudd et al. (2000), role conflict might be a problem due to having both academic and social
responsibilities. P6 suggested that having a good time-management strategy could be a good
solution for this problem. On the contrary, Offstein et al. (2004) mentioned even physical and
mental illness as a result of not having a good balance between these responsibilities. Moreover,
P6 believed that she was fortunate due to having the support of her family.
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P2 was a director in a secondary school, and she was also teaching English at the same
school. She had to spend weekly 16 hours on the road to take MA courses. Generally, for a Turkish
graduate student, it is a big problem to take permission for their MA courses from their work
(Arabaci & Akilli, 2013; Gomleksiz & Yildirim, 2013), but for P2, this was not the issue. She stated
her problem as:

“... If you are living far away from the city in which the university you are taking you MA
courses... travelling- I had many friends working at schools of Ministry of Education- is very
problematic... The lecturers do not really care about the students’ situation. For example, if
the courses can be done on Fridays or Mondays, it will be easier for the ones who travel.
However, I travel here in the middle of the week, on Wednesdays. I go directly to my school
when I return from MA courses. This makes me a bit dizzy.” (P2)

The inappropriate course days and difficulties in attending the courses have already been
highlighted in the Turkish context (Coruk et al,, 2016). This problem even doubled by another
one, as Arabaci and Akilli’s (2013) study revealed that the heavy workload of students prevents
them from studying their courses and fulfilling the course requirements accurately. Connected
with this issue, P2 expressed having problems with time as well. She indicated that:

“I come home and do my homework after school. I have a schedule. I have to stick to my
schedule. Every week there is an intensive reading, article, field research and so on. Generally,
for each course, they want a research paper. They want us to write an article. Moreover, this
is not an easy process. It cannot be done with a short term study. It requires a long term study.”
(P2)

P2 found two solutions to this problem. As she stated, she had a schedule and studied
regularly. She also indicated that graduate students at her university could ask for extra time for
their final assignments. So, having extra time can be another solution for the ones who have
similar problems like P2. Sometimes heavy workload can be a reason for GSs, and they cannot
study properly (Arabaci & Akilli, 2013). Therefore, GSs should have good time-management skills
in order to be successful at this stage which is also illustrated with the statement of P5 as follows:

“It is difficult to be a GSs and a research assistant at the same time because my job
responsibilities dominated my daily life. | engage in my job responsibilities, mostly within the
working hours. However, I try to study when I have free time. I search forarticles and generally
collect them within the working hours, and I read them at home in the evenings or at
weekends. Although [ have time to search at school, I read them and write my articles mostly
athome.” (P5)

As another problem, P5 complained of changes at different stages of a Ph.D. For instance,
she reported not being happy with unclear points expected for papers such as the parts to be
submitted or due date for the assignments. She thought that unclear points made her anxious and
desired a clear and detailed schedule as a solution to this problem. Accordingly, Arabaci and Akill
(2013) emphasized a similar issue that P3 stated as a misdirection of course requirements.
Moreover, P7 pointed out another problem that she did not experience any problem with her
advisor; however, she observed that some GSs had communication problems with their advisors.
As stated by P7, Arabaci, and Akilli (2013), Coruk et al. (2016), and Gomleksiz and Yildirim (2013)
also indicated a communication problem between the GSs and their advisors. P7 reported to have
chances to observe different GSs, and according to her, some GSs could easily be offended
professors’ comments for their papers. She saw the source of this problem was a
misunderstanding of these students. As for these situations, P7 advised to be honest and share
their ideas with their advisors in a suitable manner.

This last stage seems to be the most problematic one among all others. The problems were
retrieved from both P3, P4, and P8's interviews. Finding a research topic was a significant problem
reported by both P7 and P8. According to P8, GSs had this difficulty due to not being autonomous
in their studies. She indicated that the ability to control their decisions in various stages of
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academic studies was important. Especially for solving this problem, students needed to read a
lot and try to find their own way of finding a topic for an article or dissertation. She also reported
that being autonomous was not only crucial in finding a research topic but also other stages, such
as preparing for the qualifier exam. P8 had a different point of view in finding a solution to the
same problem. She complained about the restricted time and having many responsibilities in both
their job and Ph.D. courses. During the preparation and writing processes, she expected the
guidance of professors more. Considering various parts of the writing process, she pointed out a
pessimistic scenario that students may feel lost in a part of a study without the help of the
professors. Thus, P8 believed that GSs needed to be guided by the professors regularly.

P8 also indicated another problem related to data collection during writing her dissertation.
Due to being a research assistant and not having their own classes and students, she had to collect
data from participants that she did not know. She felt stressed because she did not know whether
she could handle any unexpected behaviour during data collection. Moreover, time restriction was
another source that increased her anxiety at that period. She expected guidance from professors
regularly during the process of writing an article. However, she stated that she was alone during
the data collection procedure, and she had to find solutions for every single problem at this period.
Research conducted on GSs have shown many advisor-related problems that students can
encounter during their studies. Lack of guidance, failing to reach advisors, lack of communication
(Coruk et al., 2016), and time constraints (Gomleksiz & Yildirim, 2013) are found to be some of
those highlighted problems. A new problem that can be added to this list was P4’s insufficient
feedback from her advisor, which was also a problem of the Ph.D. candidate P8:

“Writing articles constantly for the courses, every instructor may not provide any or detailed
feedback. It can be more difficult to maintain feedback with the increasing number of students.
It could be that you write an article just for the aim of having success in a course and it does
not have any other purpose. Yes, the students also have some responsibilities at this point for
publishing that paper. GSs should develop themselves to achieve this. In my opinion, students
need the guidance of the instructors.” (P8)

Furthermore, maybe as a source, the advisors’ own workload can be another element in this
list. To solve this kind of problem, P4 offered some actions that she did during this stage. She stated
that examining another thesis, getting help from friends and experts, and taking all the
responsibility at this process would make GSs overcome such a problem.

Little knowledge in research, problems in access to some databases, and lack of statistics
knowledge were the issues that P3 stated for her experience during the thesis stage. GSs generally
have problems in conducting research (Arabaci & Akilli, 2013) comprehending research methods
and techniques (Aslan, 2010; Arabac1 & Akilli, 2013) and analysing quantitative and qualitative
data (Aslan, 2010). Furthermore, GSs have been found to develop negative attitudes towards
statistics (Mills, 2004). So, P3’s problems can found in the findings of the previous studies.
However, the problem in accessing some databases can be emphasized and added to the list of
problems that GSs have during this stage. For a solution to these problems, P3 indicated that she
asked for lecturers’ help, read books on the related topics, and searched the internet.

Although some of the feelings and problems were previously identified with other research
in the field, there have been unique findings that all eight cases have stated in this study.
Additionally, while many studies have focused on the problems and rarely given genuine solutions
of that students have developed, these findings of the current study will shed light to feelings,
problems and genuine solutions of GSs for each step, particularly in the field of English as Foreign
Language Education MA and Ph.D. Programs.
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Conclusion

This study aimed to have a deeper understanding of the feelings and problems of ELT GSs in MA
and Ph.D. programs in Turkey and how they handle their problems. The findings of this
quantitative study demonstrated similar results with the previous studies conducted on GSs in
Turkey (Arabaci & Akilli, 2013; Aslan, 2010; Bokeoglu & Yilmaz, 2005; Coruk et al, 2016;
Gomleksiz & Yildirim, 2013; Oren et al., 2012; Sezgin et al., 2011). However, in addition to the
findings of these studies, this study highlighted different feelings, such as excitement,
indecisiveness, pressure, lack of satisfaction, confusion, professional satisfaction, and self-
confidence. Furthermore, what is also unique of this study is that these feelings have been
stratified for each stage of MA and Ph.D. programs, indicating the sources as well. In order to
support GSs when they experience these negative feelings, the awareness of their existence is of
vital importance, most notably for the lecturers in ELT graduate programs.

Specific problems should also be taken into account in the restructuring of these programs.
If some actions are to be taken, the field-specific problems such as problems in access to
international databases should be solved, and maybe some extra courses on statistics can be put
in the curriculum. Most importantly, the problem of distance has to be discussed in detail since
ELT MA programs are rare in Turkey, and very few universities in big cities offer graduate studies
in the field. As researchers (Arabaci & Akill;, 2013; Coruk et al., 2016; Gomleksiz & Yildirim, 2013)
have indicated, GSs are mostly the ones who have professions and families bringing many extra
responsibilities for them in their daily lives. Therefore, even though it is challenging to consider
the situations of each and every individual, the curriculum and course days can be organized in
favor of the ones who are in a more hectic and challenging position. In this way, these students
can focus on their graduate studies better, and the results will be more fruitful.

In sum, it is necessary to note here that the identification and solution of these problems are
quite crucial for the success of GSs pursuing their academic careers. Considering the fact that MA
is the first step in their careers, lecturers and graduate programs should provide as much help as
they can. As Biilbiil (2003) said, having young and hardworking brains in MA and Ph.D. studies
not just contributes to the individuals, but also the development of the country as a whole.

Implications for the GE departments

Considering the problems and feelings articulated by the ELT GSs in this study, there are some
steps that professors and administrators can take. The professors can be aware of GSs feelings
and problems that they may experience at the different stages during the process of GE. In order
to overcome the problems related to insufficiency of knowledge, which is necessary to be able to
complete successfully some steps, professors can determine a road map at the beginning of the
courses with clear goals and assessment criteria, and make a plan with their GSs by taking their
needs and expectations into consideration. Therefore, feelings such as confusion, indecisiveness,
dissatisfaction and demotivation can be eliminated. Furthermore, problems related with time and
commuting show that administrators should arrange GE weekly programs understanding the fact
that their students have many responsibilities in their lives and have to deal with many things in
limited time. Hence, instead of offering courses on various days of a week, the schedule can be
arranged in favour of GSs and can be held in one or two successive days. Moreover, departments
can arrange meetings for GSs to share their GE-related problems and feelings with their peers and
professors to find solutions. In this way, more fruitful products can be achieved in GE process as
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GSs will not feel isolated, confused and left alone. Additionally, considering professors’ workload
and professional and personal responsibilities, administrators can try to balance their
requirements so that professors can spare more time for their GSs.

Implications for the GSs

The results of this study suggest that some GSs should have a good program for balancing their
social, occupational and academic lives so that they can spare enough time for their GE studies
and research. Furthermore, GSs should prepare themselves mentally to meet the criteria in course
contents. That is, they have to have high readiness levels for a GE considering that it is a long
journey with many requirements such as time, energy and effort. GSs should also have healthy
communication with their advisors and all other instructors so that they can share their problems
or any feelings in order to overcome and continue their studies without interruption.
Furthermore, these students should be open to new ideas suggested by the instructors and
evaluate the ideas maintained by instructors objectively. Since this is an ongoing process, GSs
should develop themselves and update their knowledge continually.

References

Alj, A., & Kohun, F. (2006). Dealing with isolation feelings in IS doctoral programs. /nternational
Journal of Doctoral Studies, 1(1), 21-33.

Arabaq, 1. B, & Akill, C. (2013, May 10-11). Lisansiistii 6gretimde égrenci sorunlar1 [Students’
problems in graduate education], [Conference session]. VI. Ulusal Lisansiisti Egitim
Sempozyumu, Sakarya, Turkey.

Aslan, C. (2010). Tiirkee egitimi programlarinda lisansiistii 6grenim goren 6grencilerin akademik
ozyeterliklerine iliskin gortsleri [The opinions of the Turkish education postgraduate
students about their academic self-efficacy]. Mehmet Akif Ersoy Universitesi Egitim
Fakiiltesi Dergisi, 10(19), 87-115.

Bandura, A. (1997). Self-efficacy: The exercise of control Worth Publishers.

Bozanoglu, I. (2004). Akademik giidillenme olcegi: gelistirilmesi, gecerligi ve giivenirligi
[Academic motivation scale: Development, reliability, validity]. Ankara Universitesi Egitim
Bilimleri Fakiiltesi Dergisi, 37, 83-98.

Bokeoglu, 0. C., & Yilmaz, A. G. K. (2005). Universite 6grencilerinin elestirel diisiinmeye yonelik
tutumlari ile arastirma kaygilar1 arasindaki iliski [The relationship between attitudes of
university students towards critical thinking and research anxieties]. Kuram ve
Uygulamada Egitim Yénetimi, 41(41), 47-67.

Biilbiil, T. (2003). Ankara liniversitesi egitim bilimleri fakiiltesinde gorev yapan 6gretim
iyelerinin lisansiistli 6gretime 6grenci se¢me stirecine iliskin goriisleri [Perceptions of
academicians during the selection of postgraduate students in Ankara university, faculty of
educational sciences]. Ankara Egitim Bilimleri Dergisi, 36(1-2), 167-174.

Byer, ]. L. (2002). Measuring interrelationships between GSs' learning perceptions and academic
self-efficacy. ERIC Document Reproduction Service No. ED 467 601. Retrieved on April 20,
2016.

EURASIA JOURNAL OF TEACHER EDUCATION, 2020, 1(2), 148-171



FEELINGS AND PROBLEMS OF BEING A TURKISH ELT GRADUATE STUDENT 166

Chemers, M. M., Hu, L., & Garcia, B. F. (2001). Academic self-efficacy and first year college student
performance and adjustment. Journal of Educational Psychology, 93, 55-64.

Creswell, J. W. (2012). Fducational research: Planning, conducting, and evaluating quantitative
and qualitative research. Pearson.

Cimen, A. (2015). The investigation of the opinions and expectations of physical education and
sport teacher candidates regarding post graduate education (Tez No. 409589) [MA Thesis,
Firat University, Elazig, Turkey]. Yiiksekdgretim Kurulu Baskanligi Tez Merkezi.

Coruk, A., Cagatay, S. M., & Oztiirk, H. (2016). Lisansiistii egitimde kayit ve devam sorunlari
[Enrollment and attendance problems in graduate education]. Usak Universitesi Sosyal
Bilimler Dergisi, 9(1), 165-178.

Dogan, N, & Abd-El-Khalick, F. (2008). Turkish grade 10 students' and science teachers'
conceptions of nature of science: A national study. Journal of research in Science Teaching,
45(10),1083-1112.

Dornyei, Z. (2007). Research methods in applied linguistics: quantitative, qualitative, and mixed
methodologies. Oxford University Press.

Entwistle, N.]. (1968). Academic motivation and school attainment. British Journal of Educational
Psychology, 38(2), 181-188.

Erkilig, T. A. (2009). The factors which affect the eagerness of GSs for post graduate education.
American-Eurasian Journal of Scientific Research, 4(4), 254-262.

Ethington, C. A, & Smart, ]. C. (1986). Persistence to graduate education. Research in Higher
FEducation, 24, 287-303.

Erichsen, E. A., & Bolliger, D. U. (2011). Towards understanding international graduate student
isolation in traditional and online environments. Educational Technology Research and
Development, 59(3), 309-326.

Gokeek, T., Taskin, D., & Yildiz, C. (2014). Investigation of GSs’ academic self-efficacy beliefs.
Procedia-Social and Behavioral Sciences, 141,1134-1139.

Gomleksiz, M. N., & Yildirim, F. (2013). Lisansiistii egitim alan 6grencilerin lisansiistii egitime
iliskin gorisleri. VI. Ulusal Lisansiisti Egitim Sempozyumu [Graduate students’ views on
postgraduate education. 6t National Graduate Education Symposium], 68.

Grbich, C. (2013). Qualitative data analysis (2nd ed.) Sage.
Hawlery, P. (2003). Being bright is not enough. Charles C Thomas.

Hockey, J. (1994). New territory: Problems of adjusting to the first year of a social science Ph.D.
Studies in Higher Education; 19(2), 177-190.

Hudd, S. S., Dumlao, J., Erdmann-Sager, D., Murray, D., Phan, E., Soukas, N., & Yokozuka, N. (2000).
Stress at college: Effects on health habits, health status, and self-esteem. College Student
Journal, 34,217-238.

EURASIA JOURNAL OF TEACHER EDUCATION, 2020, 1(2), 148-171



167 ZEYBEK & TUNCER

Incikabi, L., Pektas, M., Ozgelen, S., & Kurnaz, M. A. (2013). Motivations and expectations for

pursuing graduate education in mathematics and science education. Anthropologist, 16(3),
701-709.

Karakiitiik, K. (2002). Ogretim tiyesi ve bilim insani yetistirme lisanstistii gretimin planlanmasi.
Ani Yayincilik

Karaman, S., & Bakirci, F. (2010). Tirkiye’'de lisansiistii egitim: sorunlar ve ¢éziim Onerileri
[Postgraduate study in Turkey: problems and proposed solutions]. Sosyal Bilimler
Arastirmalari Dergisi, Z,94-114.

Kirmizi, 0. (2011). An evaluation of M.A. ELT programs in Turkey. [Ph.D. Dissertation, Hacettepe
University, Ankara, Turkey]. Yiiksekogretim Kurulu Baskanligi Tez Merkezi.

Kiiciikoglu, H. (2015). An Evaluation of PhD ELT programs in Turkey (Tez No. 394837) [Ph.D.
Dissertation. Hacettepe University, Ankara, Turkey]. Yiiksek6gretim Kurulu Baskanlig1 Tez
Merkezi.

Kohun, F., & Ali, A. (2005). Isolation feelings in doctoral programs: A case study. /ssues in
Information Systems, 6(1), 379-385.

Koksal, D, & Razi, S. (2011). An investigation into ELT professionals' research culture in Turkey.
Education & Science, 36(162), 209-224.

Lewis, C. W,, Ginsberg, R., Davies, T., & Smith, K. (2004). The experiences of African American PH.D.
students at a predominantly white Carnegie | - research institution. College Student Journal,
38(2), 231-245.

Merg, A. (2016). Research anxiety among Turkish graduate ELT students. Current Issues in
Education, 19(1), 1-15.

Mills, ]. D. (2004). Students' attitudes toward statistics: Implications for the future. College
Student Journal, 38(3), 349-362.

Offstein, E. H., Larson, M. B, McNeil, A. L., & Mwale, H. M. (2004). Are we doing enough for today's
graduate student? The International Journal of Educational Management, 18, 396-407.

Onwuegbuzie, A. ]. (2004). Academic procrastination and statistics anxiety. Assessment &
Evaluation in Higher Education, 29(1), 3-19.

Onwuegbuzie, A. ., & Wilson, V. A. (2003). Statistics Anxiety: Nature, etiology, antecedents, effects,
and treatments a comprehensive review of the literature. Teaching in Higher Education,
8(2), 195-200.

Onwuegbuzie, A. ], Slate, J. R, Paterson, F. R.,, Watson, M. H., & Schwartz, R. A. (2000). Factors
Associated with Achievement in Educational Research Courses. Research in the Schools,
7(1), 53-65.

Oren, F. S., Yilmaz, T. ve Giiglii, M. (2012). Ogretmen adaylarinin lisan- siistii egitime yonelik
gorislerinin analizi. Egitim ve Ogretim Arastirmalari Dergisi, 1(2), 189-201.

EURASIA JOURNAL OF TEACHER EDUCATION, 2020, 1(2), 148-171



FEELINGS AND PROBLEMS OF BEING A TURKISH ELT GRADUATE STUDENT 168

Ozcan, M. (2015). Efficiency and effectivity evaluation of education administration supervision
planning and economics master degree (Tez No. 371191) [PhD. Dissertation, Marmara
University, Istanbul, Turkey]. Yiiksekogretim Kurulu Baskanhigi Tez Merkezi.

Ozmentas, G. & Ozmentas, S. (2005). Buca Egitim Fakiiltesi Miizik Egitimi Anabilim Dali yiiksek
lisans 6grencilerinin lisansiistii egitimden beklentileri ve yiiksek lisans programu ile ilgili
goriisleri [MA Students’ expectations for the graduate education and opinions related to the
MA program in Buca Education Faculty, Department of Music|. Buca Egitim Fakiiltesi
Dergisi, (Ozel Sayi 1: Lisansiistii Egitim), 247-255.

Patton, M. Q. (2002). Qualitative research and evaluation methods. Sage.

Saracaloglu, A. S. (2008). Lisansiistii 6grencilerin akademik gilidiilenme diizeyleri: Arastirma
kaygilar1 ve tutumlari ile arastirma yeterlikleri arasindaki iliski [The relationship between
post graduate students' academic motivation level, research anxiety and attitudes with their
research competence]. Yiiziincii Vil Universitesi Egitim Fakiiltesi Dergisi, 5(2), 179-208.

Savas, B. & Topak, E. (2005). Lisansiistii 6grenim goren 6grencilerin beklentileri ve lisansiisti
ogrenimi talep etme gerekceleri. Buca Egitim Fakiiltesi Dergisi, 17, 145-154.

Sayan, Y., & Aksu, H. H. (2005). Akademik personel olmayan lisansiistii egitim yapan bireylerin
karsilastiklar1 sorunlar iizerine bir ¢alisma: Dokuz Eyliil Universitesi, Balikesir {iniversitesi
durum belirlemesi. Dokuz Eyliil Universitesi Buca Egitim Fakiiltesi Dergisi, 17, 59-66.

Schunk, D. H. (1991). Self-efficacy and academic motivation. Educational Psychologist, 26, 207-
231.

Seaward, B. L. (2002). Managing stress: Principles and strategies for health and well-being (3 ed.).
Jones and Bartlett Publishers.

Seving, B. (2001), Tiirkiye’de lisansiistii egitim uygulamalari, sorunlar ve oOnerileri. Ankara
Universitesi Egitim Bilimleri Fakiiltesi Dergisi, 34.

Sezgin, F., Kavgaci, H., & Kiling, A. C. (2011). Turkiye'de egitim yonetimi ve denetimi lisansiistii
ogrencilerinin 6z degerlendirmeleri. Journal of Higher Education & Science/Yiiksekdgretim
ve Bilim Dergisi, 1(3).

Solberg, V. S., & Viliarreal, P. (1997). Examination of self-efficacy, social support, and stress as
predictors of psychological and physical distress among Hispanic college students. Hispanic
Journal of Behavioural Sciences, 19, 182-201.

Song, M., Orazem, P. F,, & Wohlgemuth, D. (2008). The role of mathematical and verbal skills on
the returns to graduate and professional education. Economics of Education Review, 27(6),
664-675.

Tekin, M. (2007, October 17-20). Lisansiistli 6grencilerinin arastirmaya yonelik kaygi ve yeterlilik
diizeylerinin gesitli degiskenlere gore incelenmesi [Investigation of the levels of anxiety and
competence of graduate students towards research in terms of several variables]
[Conference session]. //I. Lisansiistii Egitim Sempozyumu, Eskisehir, Turkey.

EURASIA JOURNAL OF TEACHER EDUCATION, 2020, 1(2), 148-171



169 ZEYBEK & TUNCER

Thomas, K. M., Willis, L. A., & Davis, J. (2007). Mentoring minority GSs: Issues and strategies for
institutions, faculty, and students. Equal Opportunities International, 26(3), 178-192.

Torres, ]. B, & Solberg, V. S. (2001). Role of self-efficacy, stress, social integration, and family
support in Latino college student persistence and health. Journal of Vocational Behavior, 59,
53-63.

Twenge, J. M. (2000). The age of anxiety? Birth cohort change in anxiety and neuroticism, 1952-
1993. Journal of Personality and Social Psychology, 79, 1007-1021.

Unal, C., & llter, I. (2010). Sinif 6gretmeni adaylarinin lisansiistii egitime olan tutumlar1 (Firat,
Erzincan ve Inénii Universitesi sinif 6gretmenligi ABD 6rnegi) [Attitudes of classroom
teacher candidates toward graduate education]. Atatiirk Universitesi Sosyal Bilimler
Enstitiisii Dergisi, 14(2).

Yurdakul, I. K. (2016). Nitel veri analizinde adim adim Nvivo kullanimi. Am Yayincilik.

Appendix
Interview Questions

1. How long have you been a graduate student?

What is your daily life like as a graduate student?

Has being a graduate student been what you expected? Why? /Why not? What did you
expect before entering the program?

How do you feel as a graduate student?

What kinds of experiences make you feel like that? Give examples.

What potential problems might GSs experience during this process?

Have you experienced any of these problems? How did you deal with it?

W

N o s

Genisletilmis Ozet

Bilim insanlari, akademisyenler ve list diizey yoneticiler yetistirmenin énemli bir adimi olan
lisansiistli egitim, bir iilkenin ¢esitli konularini arastirmak ve ihtiyac duydugu yiiksek kaliteli
isgiiclinli yetistirmek icin temel bir sorumluluk tasir. Lisansiistii egitim alaninda yapilmis
calismalar, bu siire¢c boyunca oncelikli olarak lisansiistii 6grencilerin ¢esitli sorunlarina
odaklanmis ve bu sorunlara c¢6ziimler sunmaya calismistir. Ayrica lisansiistii 6grencilerin
tutumlari ve lisansiistii 6gretim programlarinin etkinligi de bir stiredir arastirilmaktadir. Bununla
birlikte, alan yazinda lisanstistii 6grencilerinin bu siiregler icerisinde ¢alismalari sirasinda ortaya
¢ikan duygulari Gizerine yapilmis calismalarin azlig1 6ne ¢ikmaktadir. Ayrica, Tiirkiye baglaminda,
lisans derecesi sunan Ingilizce Ogretmenligi béliimlerinin sayis1 artmakta ve sonug olarak bu
alandaki yiiksek egitimli profesyonellere olan ihtiyac da ortaya cikmaktadir. Bu nedenle,
lisansiistii egitimin kalitesini arttirmak ve mevcut kosullara isaret etmek icin Ingiliz dili egitimi
lisansiistii 68rencilerinin sorunlarinin, algilarinin ve duygularinin derinlemesine arastirilmasi
gerekmektedir. Boylece akademisyenlerin yani sira Ingiliz dili egitimi lisansiistii programlarinda
okuyan lisansiistii 68renciler icin kapsamli bir cerceve sunulabilecektir. Bir diger énemli nokta,
mevcut calisma ile lisanststii 6grencilerin mesleki gelisim siireclerine iliskin alan yazina katki
saglanacaktir. Mevcut calisma nitel arastirma olarak desenlemistir ve boylece merkezi olguyu
ayrintil olarak kavrayabilmeyi amaclamaktadir. Bu c¢alismadaki amac, ingiliz dili egitimi
lisansiistii 6grencilerinin duygular1 ve sorunlar1 hakkinda kapsaml bir anlayisa sahip olmaktir.
Ayrica bu ¢alisma, bir vaka hakkinda bireyin veya bir grup insanin deneyimlerinin anlam, yapi ve
ozlindeki zengin ayrintilar1 arastirmak, tanimlamak, aciklamak ve yorumlamak igin
Fenomenolojik Yaklasimi benimsemektedir. Bu nedenle, bu g¢alismanin arastirmacilari
Tiirkiye'deki farkli devlet iiniversitelerinin Ingiliz dili egitimi lisansiistii programlarinda okuyan
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Ingilizce ogretmenlerinin duygu ve sorunlarin1 tanimlamayi, aciklamayr ve yorumlamay1
amaclamistir. Katilimcilar, Tirkiye'de Orta ve Giliney Anadolu'da bulunan farkli devlet
liniversitelerinde Ingiliz dili egitimi alaninda yiiksek lisans ve doktora egitimine devam eden
ogrenciler arasindan secilmistir. Katilimcilarin belirlenmesinde amacgh 6rnekleme yontemi
kullanilmistir. Toplamda, sekiz lisansiistii 6grencisi bu calismaya dahil edilmistir. Maksimum
cesitliligi saglamak icin, lisansiistii programlarinin her asamasindan bir 6grenci se¢ilmistir. Veri
toplamak icin arastirmacilar tarafindan yar1 yapilandirilmis goriisme sorulari hazirlanmistir. Veri
toplama aracinin giivenilirligini artirmak icin nitel arastirma konusunda iki uzman tarafindan
sekiz soru olusturulmus ve kontrol edilmistir. Ayrica, miilakat sorulari, hem ytiksek lisans hem de
doktoradan iki lisansiistii 6grencisi ile pilot uygulama olarak yapilmistir. Goériismelerden elde
edilen veriler nitel olarak analiz edilmis ve verilerin analizinde tiimevarimsal analiz yontemi
benimsenmistir. Sekiz katilimci ile yapilan goriismeler sonucunda toplanan veriler iki ana tema
altinda gruplanmistir: duygular ve sorunlar. Lisansiistii egitimlerinin baslangicinda 6grenciler
endiseli, saskin, hiisrana ugramis, hosnutsuz gibi duygular hissetmislerdir. Ders donemleri
sirasinda Ogrenciler, memnun, motive, kendine giivenen, baski altinda ve tezlerini yazarken
uyarilmis, motive olmus, yalitilmis ve baski altinda hissettiklerini belirtmislerdir. Son olarak,
tezlerini yazdiktan sonra kendine giivenmeyen, endiseli, hosnutsuz ama rahatlamis hissettiklerini
soylemislerdir. Veri analizi sonucu ortaya c¢ikan problemlere bakildiginda ise ogrenciler,
lisansiistii egitimin basinda gerekli alan yazin arastirmasi icin bilgi eksikligi, dersler esnasinda yol
ve zaman, tez yazma asamasinda ise arastirma yontemleri, alan yazin taramasi ve istatistik
acisindan problemler yasadiklarini  belirtmislerdir. Ayrica tez yazim asamasinda
danismanlarindan gerekli destegi goremediklerini de eklemislerdir. Bu nicel galismanin bulgulari,
Tirkiye'deki lisansiistii 6grenciler iizerinde yapilan 6nceki calismalarla benzer sonuclar ortaya
koymustur. Ancak bu ¢alismalarin bulgularina ek olarak, bu calisma heyecan, kararsizlik, baski,
tatminsizlik, kafa karisikligi, mesleki doyum ve 6zgiiven gibi farkli duygular1 vurgulamistir.
Dahasi, bu ¢alismanin da benzersiz olan yani, bu duygularin yiiksek lisans ve doktora
derecelerinin her bir asamasi i¢cin katmanlastirilmis olmasidir. Ozetle, sorunlarin ve duygularin
tanimlanmasi ve ¢dziimiiniin akademik kariyerlerini siirdiiren lisansiistlii 6grencilerin basarisi
icin oldukca énemli oldugunu belirtmek gerekir. ingiliz dili egitimi lisansiistii 6grencileri
tarafindan dile getirilen sorunlar ve duygular goz 6niine alindiginda, profesorlerin ve yoneticilerin
atabilecegi bazi adimlar vardir. Profesorler, o6grencilerinin lisansiistii siirecinin farkl
asamalarinda yasayabilecekleri duygu ve sorunlarinin farkinda olabilmelidirler. Bazi asamalari
basarili bir sekilde tamamlayabilmek i¢in gerekli olan bilgi yetersizligi ile ilgili sorunlarin
listesinden gelmek i¢in hocalar derslerin basinda net hedefleri ve degerlendirme olgiitleri olan bir
yol haritasi belirleyebilir ve oOgrencileri ile ihtiya¢ ve beklentilerini dikkate alarak plan
yapabilirler. Boylelikle kafa karisiklig, kararsizlik, tatminsizlik ve motivasyon kaybi gibi duygular
ortadan kaldirilabilir. Dahasi, zaman ve ise gidip gelmeyle ilgili sorunlar, yoneticilerin,
ogrencilerinin hayatlarinda pek ¢ok sorumlulugu oldugunu ve bir¢cok seyle sinirl bir stire icinde
ugrasmak zorunda olduklarini anlayarak lisansiistii egitimin haftalik programlarini bunlar1 géz
ontinde bulundurarak diizenlemeleri gerektigini gostermektedir. Bu nedenle, haftanin cesitli
glinlerinde kurslar sunmak yerine, programlar lisansiistii 6grencilerin lehine diizenlenebilir ve
bir veya iki ardisik giinde yapilabilir. Ayrica béliimler, lisansiistii 6grenciler i¢in lisanstistii egitim
ile ilgili sorunlarini ve duygularini meslektaslari ve profesorleri ile paylasmak ve ¢éziim bulmalari
lizere toplantilar diizenleyebilir. Bu sekilde, lisansiistii 6grenciler izole edilmis, kafasi karismis ve
yalniz birakilmayacagindan, lisanstistii egitim siirecinde daha verimli iirtinler elde edilebilir. Ek
olarak, profesorlerin is yiikiinii ve mesleki ve kisisel sorumluluklarin1 géz éniinde bulundurarak,
yoneticiler, profesorlerin 6grencilerine daha fazla zaman ayirabilmeleri icin gereksinimlerini
dengelemeye ¢alisabilirler. Bu calismanin sonuglari, bazi lisansiistii 6grencilerin sosyal, mesleki
ve akademik yasamlarini dengelemek icin iyi bir programa sahip olmalar1 gerektigini, boylece
lisansiistii egitim c¢alismalarina ve arastirmalarina yeterince zaman ayirabilmelerini
onermektedir. Ayrica, lisansiistii 6grenciler ders iceriklerindeki olciitleri karsilamak igin
kendilerini zihinsel olarak hazirlamalidir. Yani, zaman, enerji ve ¢aba gibi bir¢cok gereksinimi olan
uzun bir yolculuk oldugunu diisiiniirsek, bir lisanststii egitim icin yiiksek hazirlik seviyelerine
sahip olmalar gerekir. Lisansiistii 6grenciler ayrica danismanlari ve diger tiim egitmenler ile
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saglikli bir iletisim icinde olmalidir, bdylece problemlerini veya herhangi bir duygusunu
paylasarak 6grenimlerine ara vermeden devam edebilirler. Ayrica bu 6grenciler, 6gretim
elemanlarinin énerdigi yeni fikirlere a¢ik olmali ve 6gretim elemanlarinin stirdiirdiikleri fikirleri
objektif olarak degerlendirmelidir. Bu devam eden bir siire¢ oldugundan, lisansiistli 6grenciler
kendilerini gelistirmeli ve bilgilerini siirekli olarak giincellemelidir.
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