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Tiirkce Ogretmenlerinin 2024 Ortaokul Tiirkce Dersi Ogretim Programi’na Uyum Siirecleri
Bircan EYUP! Melek KILIC? Selvanur KAYHAN?

MAKALE BiLGILERI 0z

Bu ¢aligmanin amaci, Tiirk¢e dgretmenlerinin 2024 yilinda uygulamaya konulan Ortaokul
DOI: 10.29299/kefad. 1912054 Tiirkce Dersi Ogretim Programi’na (OTDOP) uyum diizeylerini ve bu siirece iliskin goriislerini
incelemektir. Arastirma, karma yontem desenlerinden agiklayict sirali desene gore
ylriitilmistiir. Nicel agamada 2024-2025 egitim 0gretim yilinda resmi okullarda 5. siniflarda
gbrev yapan 203 Tiirkce dgretmenine Ogretim Programlarindaki Degisime Uyum Olgegi
uygulanmuisg; nitel asamada ise 15 Ogretmenle yari yapilandirilmigs goriismeler
gerceklestirilmistir. Nicel bulgular, 6gretmenlerin programa genel uyum diizeylerinin orta
diizeyin iizerinde oldugunu; bilgi edinme, is birligi ve degisim farkindalig1 boyutlarinda yiiksek
uyum sergilediklerini, degisim endisesinin ise gorece diisik kaldigini gdstermistir. Nitel
Gonderim Tarihi: 18.03.2026¢  bulgular, uyumu destekleyen unsurlarin pedagojik yaklasim, etkinlik ve metin se¢imi, islevsel
. _ dil bilgisi, 6l¢me-degerlendirme, programin sistematik yapisi ve dil becerilerinin dengeli
Diizeltme Tarihi: 07.06.2026 sunumu oldugunu ortaya koymustur. Buna karsilik 6gretmenler igerik diizeni, ders kitabi
Kabul Tarihi: 28.09.2026  uyumu, dil bilgisi 6gretimi, hizmet i¢i egitim ve teknolojik altyap: alanlarinda gesitli giigliikler
yasamigtir. Uyum siirecinde etkinlik uyarlama, materyal destegi, is birligi ve okul dig1 6grenme
ortamlarindan yararlanildigt; 6nerilerin ise etkinlik, tema, metin, mesleki gelisim ve teknoloji
iizerinde yogunlastigi belirlenmistir.
Anahtar Kelimeler: 2024 Ortaokul Tiirk¢e dersi 6gretim programi, Tiirkge dgretmenleri,
Ogretim programlart.

Anf Bilgisi: Eytip, B., Kilig, M. ve Kayhan S. (2026). Tiirk¢e 6gretmenlerinin 2024 ortaokul Tiirkce dersi 6gretim programi’na uyum
siiregleri, Ahi Evran Universitesi Kirsehir Egitim Fakiiltesi Dergisi, 27(3), 1208-1247. 10.29299/kefad.1912054

Giris
Bir egitim sisteminin hedeflerini, igerigini, 6grenme-6gretme siireclerinin tasarlanmasini ve ¢iktilarinin
degerlendirilmesini sekillendiren temel kuramsal ve uygulamali ¢cergeveyi egitim programlari olusturmaktadir.
Programin bilesenlerinden hedefler, felsefi temellere dayali deger yonelimlerini; igerik, 6grenilmesi 6ngoriilen
bilgi ve becerileri; 6grenme Ogretme siiregleri, bu hedeflere ulagmak i¢in 6grencilere sunulan pedagojik
yasantilari; 6lgme degerlendirme ise hedeflerin gergeklesme diizeyini ortaya koyan mekanizmalari temsil eder
(Hotaman, 2017, s. 433). Egitim programinin sundugu bu kuramsal ¢ergeve, her bir brangin kendi alanina 6zgii
yapilandirilan 6gretim programlari vasitasiyla somut bir uygulama alanina doniisiir (Kas ve Koktiirk, 2021).
Degisen sosyoekonomik kosullar ve teknolojik gelismelerle birlikte iilkeler mevcut 6gretim programlarini
ulusal ve uluslararasi standartlara uygun sekilde yeniden yapilandirarak degisimi takip etme gereksinimi duyar.

Ogretim programlarmin bu dinamik yapis1 igerisinde ana dili egitimi bireyin diisiinme becerilerini gelistirmesi,
toplumsal iligkileri giiclendirmesi ve kiiltiirel degerlerle biitiinlestirmesi agisindan merkezi bir konuma sahiptir
(Yargiil vd., 2020). Ana dili egitiminin bu ¢ok boyutlu misyonu Tiirk¢e 6gretim programlarinin sadece dil
becerilerinin kazandirilmasina odaklanan bir cerceve ile sinirlandirilamayacagimi gostermektedir. Aksine
programlardan bireylerin biligsel, duyussal ve sosyokiiltiirel yonlerden gelisimini biitiinciil bir yaklagimla
desteklemesi (Kaya ve Aydin, 2024; Ozden ve Orge Yasar, 2025) ve uluslararasi standartlarda yetkinlik sahibi
bireyler yetistirmeyi hedeflemesi beklenmektedir. Ayrica bilgi ve dijital ¢agin ortaya cikardigi yeni
okuryazarlik tiirleri (Hobbs, 2004; Tyner, 1998) ile dilin bir iletisim aracindan ziyade anlamlandirma siireci
olarak ele alinmasi1 ana dili egitiminin igerik, yaklasim ve uygulama boyutlarinda kokli bir doniistimi
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zorunluluk haline getirmistir. Bu doniisiim ihtiyaci, giinlimiizde bireylerin sosyal duygusal 6grenme
becerilerinin 6n plana ¢ikmasi ile (Zengin ve Ozkan, 2025) ana dili egitiminin biitiinliik¢ii bir anlayisla ele
almmasimi gerekli kilmistir. Boylece degisen diinya ve toplumsal kosullar ile bireysel gereksinimler
dogrultusunda hem biligsel hem de sosyal-duygusal boyutlari bir arada sunan yeni bir Tiirkge 6gretim programi
ihtiyac1 ortaya ¢ikmistir (Milli Egitim Bakanligi [MEB], 2024).

Bu gereksinimler dogrultusunda Milli Egitim Bakanlig1 tarafindan Tiirkiye Yiizyilh Maarif Modeli Ogretim
Programlar1 Ortak Metni yiirlirlige konulmustur. Egitim sistemini biitiinciil bir anlayisla yeniden
yapilandirmay1 hedefleyen yeni 6gretim programlarinin ¢ergevesini olusturan model; bilgi aktariminin 6tesine
gecerek degerler egitimi, beceri temelli 6grenme, sosyal-duygusal gelisim ve ¢oklu okuryazarlik becerilerini
merkeze alan biitlinclil bir egitim yaklasimimi esas almaktadir (MEB, 2025). Ortak metinde Tiirkgenin
birlestirici ve biitiinlestirici ana unsur, tiim becerilerin ve programlar arasi bilesenlerin temeli ve egitim
sisteminin temel politikast olarak vurgulanmaktadir (Memis ve Kalyoncu, 2024). Nitekim 2024 yilinda
kamuoyuyla paylasilan Ortaokul Tiirk¢e Dersi Ogretim Programi da Tiirkiye Yiizy1lt Maarif Modeli (OTDOP)
felsefesiyle yapilandirilmistir. Bu bakimdan bu program dil becerilerini biitiinciil bir yaklasimla ele alirken
diger taraftan ¢agin gerektirdigi ¢oklu okuryazarlik becerilerini, dijital yetkinlikleri, elestirel diigiinme,
problem ¢6zme gibi becerilerle birlikte erdem-deger-eylem cercevesinde dgrencilerin karakter gelisimini ve
sosyal-duygusal becerilerini de i¢ine alan bir ¢ergeve sunmaktadir (MEB, 2024). Diger bir ifade ile 6grenci
merkezli ve beceri temelli bir yaklagimla hazirlanan program 6grencilerin dilsel, kiiltiirel ve insani yonden
gelisimini merkeze almaktadir. Dolayistyla programin toplumu gelistirmeye yonelik belirledigi somut hedefler
ile bireyde hedeflenen niteliklerin dilsel yeterlilikler {izerine temellendirilmesi, deger aktarimi ve kimlik ingas1
siireclerinin bireyin dili anlama ve etkili kullanma becerisine dogrudan bagl oldugunu gostermektedir (Ozden
ve Orge Yasar, 2025).

Bu felsefi anlayis dogrultusunda hazirlanan 2024 OTDOP, 6nceki programlardan farkli olarak detayli bir
sekilde hazirlanan 6grenme ¢iktilar lizerine kurulmus bir yap: sunmaktadir. Buna bagl olarak dil becerilerinin
biitiinciil bir anlayisla ve sarmal bir yapida ilerleyen siireg bilesenleri temelinde ele alinmasi vurgulanmaktadir
(MEB, 2024). Bunun yansimasi olarak program tema merkezli bir anlayisla hazirlansa da metin se¢imi ve
islenisi siireclerinde 6grencilerin biligsel becerilerini 6n plana ¢ikaran anlama ve anlatma stratejilerine 6nem
verilmistir. Programin en dikkat ¢eken yeniliklerinden biri de tiim bu alan becerilerinin kazandirilmasinda
Ogretmen ve dgrenci arasinda usta ¢irak iligkisi kurulmasii 6ngoéren Kademeli Sorumluluk Devri Modeli’nin
benimsenmesidir (MEB, 2024). Bu model ile amaglanan ogrencilerin kendi o6grenme siireclerinin
sorumlulugunu biitiiniiyle iistlenmeleri, kazandiklar1 yeni bilgileri bagimsiz sekilde kullanabilmeleri ve yeni
durumlara aktarabilmeleridir (Kayman ve Elkatmis, 2025, s. 725). 2024 OTDOP ile 6lgme degerlendirme
yaklagiminda da yeni uygulamalara geg¢ildigi goriilmektedir. Bu kapsamda 6grenme siirecinin her asamasini
izleyen ve 6grencinin gelisimsel performansini temel alan bigimlendirici degerlendirme yontemi 6n plana
¢ikmustir. Olgme degerlendirmedeki dnemli hususlardan biri programda vurgulanan ¢ok yénlii degerlendirme
yaklagimidir; zira burada vurgulanan 6grencilerin sadece biligsel degil, duyussal ve psikomotor gelisimlerini
de kapsayacak sekilde dlgme degerlendirme yapilmasidir (Karakog Oztiirk ve Alyaprak, 2024). Ayrica dil
becerilerinin iglevsel kullanimini desteklemek ve Ogrencilerin iiretim kapasitelerini artirmak amaciyla
uygulamaya doniik olusturulan iiretim atdlyeleri de programin 6zellikle {izerinde durdugu konulardan biridir
(MEB, 2024). Bu da programin, 6grencilerin dil ve yaratici diisiinme becerilerini bir arada kullanmasini
saglayan uygulamalart merkeze alan bir anlayisla hazirlandigi gostermektedir. Bununla birlikte giiniimiiz
okullarindaki smif mevcutlari, haftalik ders saatleri ve genel smav sistemi diisiiniildiigiinde bu tir
uygulamalarin pedagojik acidan geliskili durumlar olusturdugu sdylenebilir.

Bireysel farkliliklara her asamada vurgu yapan OTDOP’de farklilastirma uygulamasina da yer verilmektedir.
Farklilastirma uygulamasi 6grencilerin 6grenme diizeylerindeki bireysel farkliliklara yanit vermek amaciyla
zenginlestirme ve destekleme olmak iizere iki temel stratejiye dayanmaktadir. Bu kapsamda zenginlestirme,
Ogrencinin yetkin oldugu alanlarda derinlesmesini saglarken destekleme, eksik kalinan noktalarda 6grenciyi
giiclendirerek basarisini artirmay1 hedeflemektedir (Yildirim, 2025). Tiim bu yeniliklerin yani sira 6grencilerin
milli, manevi ve evrensel degerlerle donatilmasini hedefleyen erdem-deger-eylem cercevesi ile sistem
diistincesini merkeze alan okuryazarlik becerileri (bilgi, dijital, sanat, finansal vb.) programim Onemli
bilesenleri arasinda yer almaktadir (MEB, 2024). Bunlara ek olarak metinler araciligiyla dil becerilerinin
gelistirilmesi siirecinin disiplinler arasi bir bakis agisiyla degerlendirilmesi (Kurum ve Yildiz, 2025) ve
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anlama-anlatma ¢alismalarina dijital ortamlarmm sundugu imkéanlarm dahil edilmesi programin c¢agin
ihtiyaglarina uyum saglama yoniindeki ¢abasini gostermektedir (Banaz, 2024).

2024 OTDOP genel olarak degerlendirildiginde beceri temelli, biitiinciil ve siire¢ odakli yapistyla ana dili
egitimini cok yonlii gelisim alanlariyla iligkilendiren ve ¢cagdas egitim yaklagimlarini merkeze alan bir program
niteligi tasidigi sOylenebilir. Ancak programda dersin ana hedefleriyle birlikte kok degerler, erdemler,
egilimler, okuryazarlik tiirleri, kavramsal ve alan becerileri gibi ¢cok sayida teorik unsurun bir arada sunulmasi
hem dersin odagini dagitma hem de d6gretmenler ig¢in uygulamay1 zorlastirma riski tagimaktadir. Nitekim bu
teorik yogunlugun pratik karsiligi sinif i¢i kosullar (Roehrig vd., 2007) zaman yonetimi (Karakus, 2021),
ogretmen yeterlikleri (Hadisaputra vd., 2024) gibi sahaya 6zgii dinamiklere bagl olarak c¢esitli uygulama
giicliiklerini beraberinde getirebilir. Bu durum programin uygulamadaki etkililiginin degerlendirilmesinde
egitim Ogretim siirecinin temel paydaslarindan biri olan 6gretmen boyutunun (Yesilyurt, 2020) 6n plana
cikmasina neden olmaktadir. Nitekim egitim tarihine bakildiginda 6gretim programi reformlariin basarisinin
biiyiik 6lciide bu programlarin sinif ici uygulayicilart olan 6gretmenlerin programi anlama, yorumlama ve
uygulamaya aktarma diizeyine bagli oldugu goriilmektedir (Gouédard vd., 2020). Dolayisiyla yapisal ve felsefi
acidan degisiklikler iceren 2024 OTDOP’nin sahadaki yansimalarinin ortaya konulmasi ve dgretmenlerin
programa uyum siireclerinin incelenmesi, programin etkililigi ve siirdiiriilebilirliginin degerlendirilmesi
acisindan 6nem tasimaktadir.

Alan yazim incelendiginde, 2024 OTDOP’yi 6gretmen goriisleri dogrultusunda ele alan calismalarin siirh
sayida oldugu goriilmektedir. Mevcut calismalarin programi daha ¢ok belirli beceri alanlar1 ya da programin
bazi bilesenleri kapsaminda ele aldig1; 6grenme ¢iktilar1 (Bayram ve Eldemir, 2025), okuma becerisi (Kurnaz
ve Celikkiran, 2025), dlgme ve degerlendirme yaklagimi (Demir vd., 2025), dinleme/izleme becerisi ile
programin genel yapisi (Kurum ve Yildiz, 2025) ve programin genel degerlendirilmesi (Kayman ve Elkatmis,
2025) tlzerine Ogretmen goriislerine odaklandigi belirlenmistir. Bu durum, 6gretmenlerin yeni 6gretim
programina uyum siireglerinin biitiinciil bir bakis agisiyla incelenmesine yonelik bir aragtirma ihtiyacini ortaya
koymaktadir. Dolayisiyla 6gretmenlerin programin temel yaklagimini anlama ve bunu smif i¢i uygulamalarina
yansitma durumlarinin incelenmesinin, uygulama siirecinde olas1 giigliiklerin belirlenmesine ve program
gelistirme caligmalarina katki sunacagi diisiiniilmektedir.

Bu ¢alismanin amact, 5. sinif Tiirkge 6gretmenlerinin 2024 yilinda uygulamaya konulan Ortaokul Tiirkge Dersi
Ogretim Programi’na uyum diizeylerini ve bu uyum siirecine iligskin goriislerini incelemektir.

Bu amag dogrultusunda asagidaki sorularin cevaplar1 aranmistir:

e Tiirkge 6gretmenlerinin 2024 Ortaokul Tiirkge Dersi Ogretim Programi’na uyum diizeyleri nasildir?
e Tiirkge dgretmenlerin 2024 Ortaokul Tiirkge Dersi Ogretim Programi’na uyum siirecine iliskin
gortsleri nelerdir?

Yontem
Desen

Bu ¢aligmada karma arastirma yontemlerinden agiklayici sirali desen kullanilmistir. Agiklayict sirali desen bir
arastirma problemi dogrultusunda oOncelikli olarak nicel verilerin toplandigi ardindan nicel verileri daha
derinlemesine aciklamak amaciyla nitel yontemlerin kullanildig1 karma arastirma desenidir (Creswell, 2021).
Bu ¢alismada da besinci sinif Tiirkge 6gretmenlerinin 2024 OTDOP’ye uyum diizeyleri éncelikli olarak
Ogretim Programlarindaki Degisime Uyum (OPDU) Olgegi kullanilarak belirlenmis, ardindan nicel sonuglari
daha derinlemesine agiklamak amaciyla nitel veri toplama teknigi olan goriigmeden yararlanilmistir.

Calisma Grubu

Arastirmanin ¢aligma grubunu Tiirkiye’de gesitli illerde gorev yapan 203 Tiirkge 6gretmeni olusturmaktadir.
Katilimeilarin belirlenmesinde 6lgiit drnekleme yonteminden yararlamlmigtir. Olgiit 6rnekleme 6nceden
kararlastirilmis olgiitleri karsilayan durumlarin incelenmesini belirtmektedir (Patton, 2002). Bu ¢alismada da
Maarif Modeli’nin 2024-2025 yilinda besinci sinif diizeyinde uygulanmaya baglanmasi sebebiyle 2024-2025
egitim 6gretim yilinda 5. sinif kademesinde gorev yapmis olma 6lgiit olarak belirlenmistir. Katilimcilara ait
tanimlayici bilgiler Tablo 1°de gosterilmektedir.

Tablo 1
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Katilimcilara Ait Tamimlayici Bilgiler

Degisken f %
Cinsiyet

Kadin 126 62.1
Erkek 77 379
Egitim Diizeyi

Lisans 149 73.8
Yiiksek Lisans 51 25.2
Doktora 2 1
Kidem Yili

0-5 y1l 24 11.9
6-10 y1l 37 18.3
11-20 y1l 95 47
21 ve lizeri 46 22.8
Gorev Yeri

Koy 32 15.8
flce 69 342
Sehir (Merkez) 101 50

Not. *Yas, egitim diizeyi, kidem y1l1 ve gorev yeri degiskenleri kayip veri barindirmaktadir.

Calismanim bir sonraki asamasinda Tiirkce &gretmenlerinin 2024 OTDOP’ye uyumlarini derinlemesine
inceleyebilmek amaciyla 15 Tiirk¢e Ogretmeni ile yar1 yapilandirilmis goriigmeler gergeklestirilmistir.
Goriligmelere goniilliiliik esasina dayali olarak katilan katilimeilara iligkin tanimlayict bilgiler Tablo 2’de
gosterilmektedir.

Tablo 2

Goriismeye Katilan Katilimcilara Ait Tammlayict Bilgiler

2024 OTDOP’e Yonelik

Kod Cinsiyet Yas Egitim Diizeyi Kidem Gorev Yeri Alman Egitimi Yeterli Bulma
Durumu
K1 Erkek 25-35 Lisans 6-10 y1il Sehir (Merkez) Kismen
K2 Kadin 25-35 Lisans 0-5 y1l Sehir (Merkez) Kismen
K3 Kadin 25-35 Lisans 6-10 y1il Koy Yeterli
K4 Kadin 25-35 Lisans 0-5y1l Koy Kismen
K5 Kadin 36-45 Yiiksek Lisans 11-20 y1l Sehir (Merkez) Yeterli
K6 Erkek 36-45 Lisans 11-20 y1l flge Kismen
K7 Kadin 25-35 Yiiksek Lisans 0-5 y1l flge Kismen
K8 Erkek 36-45 Lisans 11-20 y1l flge Kismen
K9 Kadin 25-35 Yiiksek Lisans 0-5 y1l flge Kismen
K10  Erkek 36-45 Lisans 6-10 y1l flge Kismen
K11  Erkek 36-45 Lisans 11-20 y1l flge Yetersiz
K12  Kadin 25-35 Lisans 6-10 y1l flge Yeterli
K13  Kadin 25-35 Lisans 0-5 y1l Koy Kismen
K14 Kadin 36-45 Yiiksek Lisans 11-20 y1l Sehir (Merkez) Kismen
K15 Kadin 25-35 Lisans 11-20 y1l Sehir (Merkez) Yetersiz

Verilerin Toplanma Siireci

Caligma kapsaminda ilk olarak kullanilan 6lgme araci igin ilgili arastirmacilardan izin alinmis, akabinde de
arastirmanin gerceklestirilebilmesi igin gerekli arastirma izinleri alimmustir. izin siirecinden sonra ¢aligmanin
amaci dogrultusunda, 2024-2025 egitim dgretim yilinda 5. siniflara girmis Tiirkge 6gretmenlerine ulasilmaya
calisilmis ve caligmaya gonilli olarak katilmayi kabul eden Ggretmenlerden veriler 2025 yili igerisinde
toplanmistir. Nicel veri toplama siirecinde veriler uygulama araci kullanilarak yiiz yiize, telefon araciligiyla ya
da e-posta yoluyla toplanabilmektedir (Creswell, 2019). Bu arastirmada, 6érneklemin temsil giiclinii artirmak
ve daha genis bir katilimer kitlesine ulasmak amaciyla Ogretim Programlarindaki Degisime Uyum Olgegi
cevrim i¢i ortamda yapilandirilmis ve katilimcilara dijital yollarla ulagtirllmistir. Veri toplama siirecinde
Google Forms altyapisindan yararlanilmis, formun gizlilik ayarlarn ve veri giivenligi ilkeleri dikkate alinarak
katilimer onami alinmistir. Olgekte katilimeilarm kimliklerini ortaya ¢ikaracak herhangi bir soruya yer
verilmemistir. Katilimeilarin 6lgegi tamamlamalar yaklagik 8—12 dakikalik bir zaman dilimini gerektirmistir.
Nicel verilerin toplanmasinin ardindan nitel veri toplama siirecine ge¢ilmistir.
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Nicel veri analizlerinden elde edilen bulgularin daha ayrmtili ve derinlemesine yorumlanabilmesi amaciyla
nicel uygulamaya katilan 15 goniilli 6gretmen ile yar1 yapilandirilmis goriismeler gerceklestirilmistir.
Goriismeler bireysel olarak gergeklestirilmis, ortalama 15-20 dakika siirmiis ve katilimci1 onami dogrultusunda
kayit altina alinmistir. Katilimcilarin mahremiyetinin saglanmasi amaciyla herhangi bir kisisel bilgi
toplanmamaistir. Goriisme sirasinda katilimeilarin goriislerini etkileyecek ya da belirli bir yanit1 ima edecek
yonlendirici ifadelere yer verilmemesine 6zen gosterilmistir. Goriismeler veri doygunluguna ulasildigi noktada
sonlandirilmistir.

Veri Toplama Araclari
Kisisel Bilgi Formu

Katilimcilarin demografik ve tanitict 6zelliklerine iliskin verileri toplamak amaciyla arastirmacilar tarafindan
hazirlanmistir. Formda cinsiyet, yas, egitim diizeyi, kidem, gorev yeri ve 2024 OTDOP’ye yénelik alman
egitimi yeterli bulma durumu gibi degiskenlere yonelik sorular yer almaktadir.

Ogretim Programlarindaki Degisime Uyum Olcegi

Calismada Tiirkce 6gretmenlerinin 2024 OTDOP’ye uyum diizeyini belirlemek amaciyla Karsantik ve Yagci
(2022) tarafindan gelistirilen Ogretim Programlarindaki Degisime Uyum Olgegi kullanilmistir. 5°1i Likert
seklinde hazirlanmis 6lgek 29 maddeden olusmaktadir. Olgek is birligi, degisimi yonetme, degisimin etkisi,
degisim endisesi, bilgi edinme, geribildirim ve degisim farkindalig1 olmak iizere 7 alt boyuttan olusmaktadir.
Yapilan giivenirlik analizleri sonucunda 6l¢egin iki ayr1 6rneklem grubunda hesaplanan Cronbach Alfa i¢
tutarlilik katsayilarinin .84 ve .86 oldugu tespit edilmistir (Karsantik ve Yagci, 2022). Bu ¢alisma kapsaminda
0lcegin Cronbach Alfa katsayisi .90 Olarak Hesaplanmustir.

Yar1 Yapulandirilmig Goriisme Formu

Tiirk¢e dgretmenlerinin 2024 OTDOP’ye uyum diizeylerini derinlemesine incelemek amaciyla arastirmacilar
tarafindan alt1 sorudan olusan yar1 yapilandirilmis goriisme formu gelistirilmistir. Gelistirilen form Tiirkce
Egitimi alaninda uzman iki akademisyenin incelemesine sunularak geri bildirimleri dogrultusunda
degerlendirilmistir. Uzman goriisleri dogrultusunda igerik agisindan tekrara yol actigi degerlendirilen bir
madde formdan ¢ikarilmis ve 6lgme araci yeniden diizenlenmistir. Gorligme formu sorularin anlasilirligimi
belirlemek amaciyla pilot uygulama kapsaminda bir Tiirkge 6gretmenine uygulanmigtir. Uzman goriisleri ve
pilot uygulamadan elde edilen geri bildirimler sonucunda nihai goriigme formu bes sorudan olusacak sekilde
son halini almgtir [1. soru: 2024 Ortaokul Tiirkge Dersi Ogretim Programi hakkindaki genel izlenimleriniz
nelerdir? 2. soru: 2024 Ortaokul Tiirkge Dersi Ogretim Programi'na uyum saglayabildiniz mi? Cevabiniz evet
ise kolay uyum sagladiginiz noktalar nelerdir? 3. soru: Programa uyum siirecinde yasadigimz zorluklar (Olgme
ve degerlendirme, etkinlikler, ders kitaplari, 6gretim materyalleri ve kaynaklar vb.) nelerdir? 4. soru: Programa
uyum siirecinde karsilastiginiz zorluklara ¢oziimler iirettiniz mi? Cevabiniz evet ise drneklendiriniz. 5. soru:
Programda iyilestirilmesi gerektigini diisiindiigliniiz yerler var midir? Varsa 6rneklendirir misiniz?].

Verilerin Analizi

Calismada nicel veriler SPSS 27 istatistiksel analiz programi araciligiyla ¢6ziimlenmistir. Arastirma grubunun
ve calismada yer alan degiskenlerin 6zelliklerine iliskin bulgular, tanimlayic istatistik teknikleri kullanilarak
elde edilmistir.

Nitel verilerin analiz edilmesinde icerik analizinden yararlamlmstir. Icerik analizi benzer 6zellikler gdsteren
verilerin belirli temalar c¢ergevesinde gruplandirilmasini ve anlamlandirilmasini amaglayan sistematik bir
analiz yaklagimidir (Yildirim ve Simsek, 2018). Bu ¢aligmada nitel verilerin ¢6ziimlenmesinde dort agamali
bir analiz siireci izlenmistir (Creswell, 2023). ilk olarak gériismelerden elde edilen ham veriler anlamli bir
yaptya kavusturulacak sekilde diizenlenmistir. Ardindan diizenlenen veriler ayrintili bigcimde okunarak dikkat
ceken ifadeler not almmustir. Ugiincii asamada veriler igeriklerine gore gruplandirilmus, aralarindaki iliskiler
dikkate alinarak kodlanmistir. Bu asamada olusturulan kodlar igeriksel benzerliklerine goére kategorilere
ayrilarak adlandirilmistir. Son olarak elde edilen bulgular yorumlanarak raporlagtirilmistir (Creswell, 2023).
Bulgular dogrudan alintilarla desteklenerek yorumlanmis, dogrudan alintilarda yer alan “m1”, “sey”, “gibi”
dolgu ifadeleri ¢ikarilmistir. Nitel verilerden elde edilen sonuglar nicel bulgularla birlikte degerlendirilmistir.
Bulgularin sunumunda katilimeilar kimlik bilgileri gizli tutulacak sekilde K1, K2, K3... bi¢iminde
kodlanmigtir. Aragtirma kapsaminda elde edilen nitel verilerin gorsellestirilmesinde MaxQDA 2020
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yazilimindan faydalanilmigtir. Aragtirmanin nitel boyutunda Lincoln ve Guba’nin (1985) inandiricilik,
aktarilabilirlik, tutarlilik ve dogrulanabilirlik dl¢iitleri esas alinmigtir. Bu kapsamda goriismelerden elde edilen
bulgular katilime1 ifadelerinden yapilan dogrudan alintilarla desteklenmistir. Goriismeler, veriler tekrar etmeye
bagladiginda sonlandirilarak veri doygunluguna ulasildigi kabul edilmistir. Nitel veriler alan uzman iki
arastirmaci tarafindan birlikte kodlanmis, kodlama siirecinin tutarliligi kodlayicilar arast uyum hesaplanarak
degerlendirilmis ve bu uyumun kabul edilebilir diizeyde oldugu belirlenmistir. Kodlayicilar arasinda goriis
ayriligi bulunan durumlarda ilgili kodlar tartisilarak uzlagsmaya varilmistir. Kodlama ve kategorilendirme
stirecinde alinan kararlar ayrintili bigimde kayit altina alinmis, hangi kodlarin hangi verilerden tiiretildigi
acikca gosterilmistir. Analiz siirecinde elde edilen bulgular ham verilerle iliskilendirilmis, verilerin toplanmasi
ve analizine iligkin tiim agsamalar ayrintili bigimde kayit altina alinmastir.

Etik Bildirim

Yapilan bu ¢alismada “Yiiksekogretim Kurumlart Bilimsel Arastirma ve Yayin Etigi Yonergesi” kapsaminda
uyulmasi belirtilen tiim kurallara uyulmus; yonergenin ikinci boliimii olan “Bilimsel Arastirma ve Yayin
Etigine Aykirt Eylemler” baglig1 altinda belirtilen eylemlerden higbiri gergeklestirilmemistir. Bu ¢alisma,

Trabzon Universitesi Sosyal ve Beseri Bilimler Arastirma ve Yaym Etik Kurulunun 11.12.2024 tarihli ve E-
81614018-050.04-2400061380 sayil1 izni dogrultusunda gerceklestirilmistir.

Bulgular

Bu boliimde Tiirkce dgretmenlerinin dgretim programindaki degisime uyum diizeylerine ve 2024 OTDOP
programina iliskin goriiglerine ait bulgulara yer verilmistir. Calisma grubunun 6gretim programindaki
degisime uyum ortalama puanlar1 Tablo 3’te sunulmustur.

Tablo 3

Ogretim Programindaki Degisime Uyum Ortalama Puant
Degisken Ort. Min. Mak. Ss.
Is birligi® 4.18 1.83 5.00 .65
Degisimi yonetme® 3.99 1.00 5.00 71
Degisimin etkisi® 3.29 1.00 5.00 1.02
Degisim endisesi® 2.62 1.00 5.00 .97
Bilgi edinme® 4.39 2.00 5.00 71
Geribildirim? 3.80 1.33 5.00 .80
Degisim farkindaligr® 4.08 1.00 5.00 73
Ogretim Programindaki Degisime Uyum 3.75 2.48 5.00 49

Not.*: Ogretim Programlarindaki Degisime Uyum Olgegi Alt Faktorleri

Tablo 3 incelendiginde katilimcilarin 6gretim programindaki degisime uyum diizeyine iliskin ortalama
puaninin 3.75 standart sapmasinin ise 0.49 oldugu belirlenmistir. Bu bulgu katilimcilarin 6gretim
programindaki degisime uyum diizeylerinin orta diizeyin iizerinde oldugunu gostermektedir. Alt faktorler
incelendiginde ortalama puanlarm bilgi edinme (4.39), is birligi (4.18) ve degisim farkindalig1 (4.08)
boyutlarinda gorece yliksek oldugu, degisimi yonetme (3.99) ve geribildirim (3.80) boyutlarinda orta-yiiksek
diizeyde seyrettigi goriilmektedir. Degisimin etkisi alt boyutunun ortalamasi 3.29 olarak hesaplanirken degisim
endisesi alt boyutu 2.62 ile en diisiik ortalamaya sahiptir.

Tiirkge 6gretmenlerinin 2024 OTDOP’ye uyum siirecini destekleyen alanlar Sekil 1°de gosterilmektedir.
Sekil 1

Tiirkce ogretmenlerinin 2024 OTDOP e uyum siirecini destekleyen alanlar
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Yaparak Yasayarak Ogrenme @
(Gl Farkll Ogrenme Alanlarina
Deger Odakl Yaklasim Hitap Etme
cm| € 1= c -
— Ogrenci Merkezli Pedagojik Yaklagim KSDM
Grup Etkinlikleri
islevsel Dil Bilgisi
(IR - (Gl L G L Gl
Arastirma Etkinlikleri Etkinlik Secimi 2024 OTDOP Uyum Metin Secimi Killtarel Degerlere Uygun
Siirecini Desteldeyen Metin Segimi
3 Alanlar Ny
. . Temel Dil Becerilerinin Dengeli Programin Sistematik Yapisi . @ .
Dijital igeriklere Vurgu Sunumu Guncel Metin Secimi
st Dimey Dscrme = Ogrencisevysine Uygun
Becerilerinin Geligimi Olcme ve Degerlendirme Metin Secimi

Bicimlendirici Degerlendirme
Uygulamalari

Tiirkge dgretmenlerinin 2024 OTDOP’ye uyum siirecini destekleyen alanlar Pedagojik Yaklasim, Etkinlik
Secimi, Metin Secimi, Islevsel Dil Bilgisi, Olgme ve Degerlendirme, Programin Sistematik Yapisi ve Temel
Dil Becerilerinin Dengeli Sunumu olmak {izere yedi kategori altinda siniflandirilmistir.

Pedagojik Yaklasim kategorisi altinda 6grenci merkezli yaklagim, deger odakli yaklagim, yaparak yasayarak
ogrenme, KSDM (Kademeli Sorumluluk Devri Modeli) ve farkli 6grenme alanlarina hitap etme kodlar yer
almaktadir. K9 programin degerler iizerinde durdugunu vurgulamistir. K13 ise 6grencilere birgok beceri
kazandirmaya caligsan, birgok O0grenme alanina hitap eden bir program oldugunu dile getirmistir. K11
OTDOP’de yaparak yasayarak ogrenmenin onemsenmesini olumlu bir gelisme olarak belirtmistir. K9,
KSDM’nin 6grenciye farkli agilardan fayda saglayabilecegine dikkat cekmistir: Bazi etkinliklerde 6gretmenin
once kendisinin etkinligi yaptig1 sonra d6grencileri gruplayip bir iki kez de grup halinde 6grencilerin etkinligi
yapmasini sagladiktan sonra bireysel olarak etkinligi yapma asamasina gecildigini fark ettim. Bu durum
Ogrenciye akademik ve sosyal acidan bircok fayda saglayacak bir uygulama bence.

Bunun yaninda K1, K2, K6, K12, K13 ve K14 2024 OTDOP’nin dgrenci merkezli ve dgrencinin devamli aktif
oldugu bir program oldugunu vurgulamislardir. K8 de o&grencilerin aktif oldugu, iiretkenlige dayal
caligmalarin sinif icinde giizel bir hareketlilik sagladigini dile getirmistir. K4 daha 6nceki programlarda da
ogrenciyi merkeze alan bir sistemden bahsedildigini ancak bunun tam anlamiyla bu programla saglandigini
ifade etmistir. K7 6grencilerin aktif olmasinin ve kendi diislincelerini ifade edebilmesinin uyum siirecini
kolaylastirdigini belirtmistir.

Etkinlik Se¢imi kategorisi altinda grup etkinlikleri, arastirma etkinlikleri, dijital i¢eriklere vurgu ve {ist diizey
diisiinme becerilerinin gelisimi kodlar1 yer almaktadir. K12, 2024 OTDOP’de daha fazla grup ve arastirma
etkinligine yer verilmesinin dersin iglenisini daha zevkli hale getirdigini dile getirmistir. K14 dijitallesme
siirecine uyumlu igerikler ve etkinlik Onerilerine dikkat ¢ekmistir. Benzer sekilde K9 da ders kitabindaki
igeriklerin glizel hazirlanmig ve ulasilabilir olmasinin uyum siirecini kolaylastirdigini ifade etmigtir. K2
programda problem ¢dzme, elestirel diisiinme, yorum yapma gibi beceriler kazandirilmasinin hedeflendigini,
etkinliklerin de genel olarak bu becerilere uygun sekilde diizenlendigini belirtmistir. Benzer sekilde K7 de
yaratici yazma ve elestirel diisiinme gibi becerilere odaklanan etkinliklere 6grencilerle birlikte keyifle adapte
oldugunu dile getirmistir.

Metin Secimi kategorisi altinda 6grenci seviyesine uygun metin se¢imi, kiiltiirel degerlere uygun metin se¢imi
ve giincel metin se¢imi kodlar1 yer almaktadir. K2 ders kitabinda 6zellikle kiiltiirel 6gelerin kazandirilmasina
yonelik metinlerin bolca mevcut oldugunu ifade etmistir. K9 segilen metinlerin 68renci seviyesine uygun ve
giincel oldugunu dile getirmistir: Ders kitabimizin ¢ocuklarin seviyesine uygun ve giincel konulardan segilen
metinlerden olugsmasi da ¢ocuklarin ders kitaplarin1i sevmesini kolaylastirdigini ve giiniimiizde yasanan
sorunlar tizerine ¢ocuklarin diistinmesini sagladigini fark ettim. Benzer sekilde K4 de giinliik hayatla i¢ ige
metinlerin segilmesine vurgu yapmustir: Giinliik hayatla i¢ ige metinler var. Ornek olay metinlerine yer verilmis
mesela. Giinliikk hayatta karsilagabilecegimiz bir sorun var. Bu sorunla karsilagsan sen ne yaparsin gibisinden
metinler verilmis. Ogrenci bu noktada gergek hayatta karsilasabilecegi sorunlarina ¢dziim aramis oluyor. Yani
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hayat ve okul 6grenmesi bir arada olmus oluyor. Bu anlamda da yine ders kitabindaki metinleri ¢ok uygun,
yeterli ve giizel buluyorum.

Islevsel Dil Bilgisi kategorisi altinda K2 mantik olarak dil bilgisinin kurallar yerine islevsel olarak
sunulmasinin programin olumlu ydnleri arasinda oldugunu vurgulamaistir.

Olgme ve Degerlendirme kategorisi altinda K4, bigimlendirici degerlendirme siirecinin énemine vurgu
yapmistir: Olgme degerlendirme kisminda yine bilgiyi ezbere bilmekten, hatirlamaktan ziyade bunu beceriye
doniistiirerek 6lgme degerlendirmesini yaptigimiz i¢in yine onun gelisimini takip etmis oluyoruz. Bir siirece
yayilmis oluyor. Bu anlamda da ¢ocugun gelisimi takip edilebilir. Ornegin portfolyolarla cocugun baslangigta
nasildi, siire¢ iginde nasildi, ne héle geldigini 6l¢tiigiimiiz igin portfolyolar1 da ¢ok uygun yeterli buluyorum.

Programin Sistematik Yapisi kategorisi altinda K14 temalarin diizenli ve ac¢ik bicimde yapilandirilmis
olmasinin, kazanimlarin simf diizeyine uygunlugu ve 6gretim siirecinin adim adim planlanabilmesine olanak
tanidigin dile getirmistir.

Temel Dil Becerilerini Dengeli Sunma kategorisi altinda K12 ve K14, 2024 OTDOP’nin dért temel dil
becerilerini dengeli bigimde gelistirmeye odaklandigini dile getirmislerdir. Benzer sekilde K4 de becerilerin
biitiinciil sekilde ele alindigimi belirtmistir: Hepsine ayni oranda agirlik verilmesi de yine ¢ok giizel. Daha
onceki programlarda yine bahsedilmisti ama yine tam anlamiyla bu programda bence buna agirlik verilmis.
Cilinkii yazma etkinlikleri oldukga fazla. Dinleme etkinlikleri oldukga fazla. Boylelikle cocugun yazma becerisi
gelismis oluyor. Hem dinlemeleri gelismis oluyor. Diger bir becerileri de zaten yer veriliyordu bir sekilde.
Tiim becerileri gelismis oluyor 6grencinin. Bu anlamda da giizel buluyorum.

Tiirkce dgretmenlerinin 2024 OTDOP’ye uyum siirecinde karsilastiklar1 zorluklar Sekil 2°de gdsterilmektedir.

Sekil 2
Tiirk¢e ogretmenlerinin 2024 OTDOP e uyum siirecinde karsilastiklar: zorluklar

Etkinlik Yogunlugu

Becerilerin Dengesiz Dagilimi Yonergelerin Anlagilirhk Sorunu
™~ 7
-y — — — -
Etkinlik Cesitliliginin Yetersizligi Etkinlik Segimi Grup Gahsmasi Uygulama
Zorlugu

Alternatif Olgme Araglarina Ait ) .
Ornek Yetersizligi ) N i . Uzun Metin Segimi

. ) Ders Kitabi-Ogrenci Seviyesi

Icerigin Daginik Hazirlanmas: Uyumsuzlugu

h e 4
- - - B
Ogrenme Ciktlarina Uygun  Olgme ve Degerlendirme 2024 OTDOP Uyum Siirecinde Karsilasilan Metin Secimi  Soyut Ierikli Metin Segimi
Soru Hazirlama Zorlugu Zorluklar
T e— -
- —

Ogretmen Alan Yeterligiyle KSDM'nin Uygulama Zorlugu Dil Bilgisi Ogretimi i5|EV‘59| DL' BHQiSZIV‘i‘

S e meven icori ) Uygulamakta G

Ortlismeyen Icerikler Teknolojik Zorluklar Ogrenme Ciktilar l ygulamakta Gugluk

l Hizmet igi Egitimin Yetersizligi
Dil Bilgisi Vurgusunun

Igeriklerde Tekrar Sorunu
Azaltilmas

Dijital Materyallere Erigim Ogrenme Ciktilarinin Belirsizligi
Sorunu

Tiirkge dgretmenlerinin 2024 OTDOP’ye uyum siirecinde karsilastiklar1 zorluklar Etkinlik Secimi, Icerigin
Daginik Hazirlanmasi, Ders Kitabi-Ogrenci Seviyesi Uyumsuzlugu, Olgme ve Degerlendirme, Metin Secimi,
Dil Bilgisi Ogretimi, Ogrenme Ciktilari, Hizmet I¢i Egitimin Yetersizligi, Teknolojik Zorluklar ve KSDM’nin
Uygulama Zorlugu olmak iizere on kategori altinda siniflandirilmustir.

Etkinlik Secimi kategorisi altinda becerilerin dengesiz dagilimi, etkinlik cesitliligin yetersizligi, yonergelerin
anlagilirlik sorunu, etkinlik yogunlugu ve grup calismasi uygulama zorlugu kodlari yer almaktadir. K3
etkinliklerde becerilerin dengeli dagilmadigini vurgulamistir: Biz bu sene soyle ilerledik, hep yazarak ilerledik,
onu sdyleyebilirim. Etkinliklerimizin %601 yazma diyebilirim. Hep yazma vardi, konusma yazma bu kadar.
K2 ise ayn tiir etkinliklerde 6grencilerin bir siire sonra sikildigini ifade etmistir. K3 ve K9 baz1 etkinliklerde
yonergelerin agik olmadigini dile getirmiglerdir. Benzer sekilde K8 etkinliklerin agiklamalarinin uzun bir dille
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yazildigini, sade, net ve d6grenci diizeyine uygun bir anlatim tercih edilebilecegini belirtmistir. K1, K5 ve K15
etkinliklerin ¢ok yogun ve fazla sayida olmasinin zaman problemini ortaya ¢ikardigini dile getirmislerdir. K12
ve K15 grup ¢aligmalarina yer verilmesinin kalabalik siniflarda problemlere yol actigini ifade etmislerdir. K8
ise mevcudu az siniflarda grup ¢alismasi uygulamasinin zorlugunu vurgulamistir: Programda grup ¢alismasina
dayal1 etkinliklerin oldukc¢a fazla yer tuttugunu fark ettim. Her ne kadar bu tarz etkinlikler 6grenciler icin
faydali olsa da ozellikle sinif mevcudu az olan ya da fiziki imkanlar1 sinirli olan kdy okullarinda bu tarz
etkinlikleri uygulamak olduk¢a zor oluyor. Hatta bazen bazi etkinlikler hi¢ yapilamadan ge¢ilmek zorunda
kaliyor. Bu da programin her okul tiiriine ve kosuluna hitap etmedigini gosteriyor. K10 grup ¢aligsmalarinda
iyl seviyedeki 6grencilerden sonug¢ elde edebildiklerini fakat orta seviye ya da seviye alti dgrencilerin
zorlandiklarini belirtmistir.

Igerigin Dagmik Hazirlanmasi kategorisi altinda K8, 5. smifa yeni eklenen konularin kitabin geneline dagilmug
sekilde sunulmasinin hem 6gretim sirasin1 anlamakta hem de yillik planlamada giigliik yasamasina sebep
oldugunu belirtmistir. K13 ise konularin bagimsiz sunulmasinin 6grenmenin kaliciligini olumsuz etkiledigini
ifade etmistir: Ornegin sifatlar konusuna kitabn ilk sayfalarinda ¢ok az yer verilmis. Daha sonra ilerleyen
boliimlerde tekrar verilmis bu da 6grencinin konunun iistiinden uzun bir zaman gegtikten sonra karsisina
cikmasindan dolay1 6grencide kalict bir 6grenmeyi saglayamiyor. Nitekim ayni durum noktalama isaretleri
icin de gecerli, boliik boliik verilmesi 6grencinin konuya adapte olmasini engelliyor. Benzer sekilde K6 da bu
durumun 6grencinin bilgiyi biitiinlestirmesinde zorluk yasamasina yol acabilecegini belirtmistir: Metinlerdeki
konu biitiinliigii 6zellikle bu noktalama isaretlerinde yazim kurallarinda mesela parca par¢a boliinmiis. Bir
yerde bir tane kazanim var, digerinde baska bir 6zellik var. O biraz dagitilmis. Cocuk ag¢isindan biitiinlestirme
konusunda sikint1 yagsamis olabilirler. Ciinkii sonugta konu birkag yerde bdliinmiis oldu.

Bu kategori altinda K3 ders kitabinin seviyenin {izerinde oldugunu dile getirmistir: Kitab1 yetistirme
konusunda. Ciinkii ayn1 seyleri her 6grenciye yaptirmaya kalksak ki istiyor bizden bunu. Zaman yetmiyor.
Kimi arkadasim yetistiremedi, ¢ok geriden geliyor. Kitap birazcik agir geldi herkese.

Olgme ve Degerlendirme kategorisi altinda 6grenme ¢iktilarna uygun soru hazirlama zorlugu ve alternatif
Olecme araglarina ait 6rnek yetersizligi kodlar1 yer almaktadir. K9 ve K13 6grenme ciktilarina uygun soru
hazirlarken igerigin ne oldugunu anlayamadiklarini dile getirmislerdir. K2 ve K6 soru hazirlarken kisitlanmig
hissettiklerini ifade etmislerdir. Benzer sekilde K7 de programdaki kazanimlar1 dlgmeye yonelik somut ve
anlagilir 6rnekler sunulmamasinin kafa karisiklig1 yarattigini ifade etmistir. K10 bu konudaki goriisiinii mesela
orada dgrenme ¢iktist veriyor. Ogrenme ciktisi ile ilgili nasil sorular hazirlamam gerektigini ben anlamiyorum.
Hatta bunu ilk kez ziimrede de dile getirdik. Birgok 6gretmen arkadagim verilen 6grenme ¢iktilariyla alakali
soru hazirlamakta zorlaniyor. Ben de zorlaniyorum anlamiyorum. Ne demek istiyor? Ben de ¢6zemiyorum
seklinde dile getirmistir. K14 ise alternatif degerlendirme araclarinin uygulanmasinda yeterli 6rnek
sunulmamasinin belirsizlik yarattigini vurgulamistir.

Metin Secimi kategorisi altinda uzun metin se¢imi ve soyut igerikli metin se¢imi kodlar1 yer almaktadir. K6
ders kitaplarinda yer alan metinlerin vakit aldigini dile getirmistir: Mesela kitaptaki gorseller ¢ok iyi, dinleme
metinleri iyiydi. Anlagilir metinleri vardi. Dinleme etkinligi olarak videolar da giizeldi, igerik olarak iyi
secilmisler. Sadece uzunlar biraz mesela metinler 2-3 sayfalik metinler vardi. Vakit alan metinlerdi onlar. K14
ise bazi metinlerin 6grenci seviyesine gore soyut kaldigini vurgulamistir: Bazi metinlerin sinif seviyesine gore
fazla soyut kalmasi da 6grencilerde anlamlandirma sorunlarina yol agabilmektedir.

Dil Bilgisi Ogretimi kategorisi altinda dil bilgisi vurgusunun azaltilmas ve islevsel dil bilgisini uygulamakta
giicliik kodlar1 yer almaktadir. K2 dil bilgisi etkinliklerinin sinirli oldugunu vurgulamistir. Benzer sekilde K8
de programda dil bilgisi konularmin geri planda kaldigini dile getirmistir: Kazanimlarda da etkinlik
orneklerinde de dil bilgisine ¢ok az yer verilmis. Oysaki dil bilgisi 6grencilerin kendilerini dogru ve etkili bir
sekilde ifade edebilmeleri agisindan oldukg¢a 6nemli. Okuma ve yazma becerilerinin gelismesi de biiyiik 6lglide
dil bilgisi temellerinin saglam olmasina bagli. K12 ise islevsel dil bilgisini uygulamakta zorluk yasadigini ifade
etmistir: Ozellikle sifatlar ve zamirler konusunda ogrencilere konunun 6nceden sezdirilerek isimleri
sOylenmeden verilmesi zorlayictydi.

Ogrenme Ciktilar1 kategorisi altinda katilimcilar &grenme ¢iktilarmi anlamakta zorlandiklarini dile
getirmiglerdir. K11 kazanimlarda kullanilan dilin yeterince agik olmamasinin 6gretmenleri zorladigini ifade
etmistir: Cogu kazanimin tam olarak icerigi nedir 6grenmek igin tekrar tekrar agip miifredattan alt kazanim
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alanlarina baktik. Benzer sekilde K9 da sinav sorularini hazirlarken veya ders anlatirken bazi kazanimlarin
icerigini anlamakta zorlandiklarini belirtmistir.

Hizmet I¢i Egitimin Yetersizligi kategorisi altinda K11 donem basinda alinan egitimin yetersiz oldugunu ifade
etmistir. Benzer sekilde K9 alinan egitimin yetersizligini program hakkinda seminer donemi egitim alabilme
imkanimiz olmustu ama o siirecte ders kitaplar1 veya 6grenci hazir bulunuslar1 vb. birgok faktoér hakkinda net
bir bilgimiz yoktu. Haliyle anlatilanlarin yeterli oldugunu diisiindiik. Ancak zamanla programi uygularken
karsimiza yeni durumlar ¢ikti ve bu konularda zorlandik seklinde dile getirmistir. K11 ise destekleme ve
zenginlestirme materyallerinin vaat edildigi gibi yayimlanmadigini belirtmistir.

Teknolojik Zorluklar kategorisi altinda dijital materyallere erisim sorunu kodu yer almaktadir. K13 ders
kitaplarindaki etkinliklerin EBA ile baglantili olmas1 ve ¢ogu zaman EBA’nin agilmamasi problemini dile
getirmistir. K1 ise kitaplarda yer alan karekod uygulamalarinin islevsel olmadigini ifade etmistir: Su konuya
da degineyim. Kitaplarda karekod uygulamasi var. Telefonla o karekodu okutmamiz gerekiyor ve o sekilde
acabiliyoruz. Simdi bu zaman aliyor hem de smifin dagilmasina sebep oluyor. Ogrenciler hemen en ufak bir
boslukta dagilmaya miisait biliyorsunuz. Simdi oradan ben kendi bilgilerimle giriyorum. EBA'ya girdikten
sonra ancak agiliyor. Bir de kitab1 agip kitap tizerinden EBA'ya giriyorum. O bekleme siiresi zaman alabiliyor.
O yiizden bdyle bir dezavantaji var diyebilirim. K12 6grencilerin seviyesine uygun ayri ayr1 karekodlu
igeriklere yer verilmesinin dlgme ve degerlendirmeyi kolaylastirdigini fakat dezavantajli bir bolgede oldugu
icin 0grencilerin yarisinin karekodlu etkinlikleri yaparken zorlandigini belirtmistir.

KSDM’nin Uygulama Zorlugu kategorisi altinda iceriklerde tekrar sorunu ve ogretmen alan yeterligiyle
ortiismeyen icerikler kodlar1 yer almaktadir. K8 KSDM’nin uygulama zorlugunu etkinliklerde dikkat ¢eken en
onemli sorunlardan biri, aym etkinligin farkli yontemlerle gereginden fazla tekrarlanmasidir. Ornegin bir
etkinlik 6nce Ogretmen rehberliginde, ardindan biiyiik grupla, sonra kiiclik grupla, en sonunda da
bireysellestirilmis olarak tekrar tekrar uygulanmaktadir. Bu kadar fazla tekrar 6grencinin dikkatini dagitti ben
de dikkatlerini toparlamada zorlandim. Etkinliklerin amaci 6nemli olmakla birlikte bu kadar katmanlh
sunulmasi 0gretim siirecini zor bir héle getirmektedir seklinde ifade etmistir. Benzer sekilde K1 de aym
etkinligin 3-4 kez tekrar edilmesinin zaman alicit oldugunu dile getirmistir. K3 KSDM’nin 6grencilerin
sikilmasina yol agtigini belirtmistir: Ornegin bir yazma etkinligimiz var. Aym seyi tekrar dnce benden
yapmami istiyor, yaptyoruz. Sonra bunu 6-7 kigi yapmasini istiyor, yapiyor. Sonra tekrar ayni seyi pes pese 1-
4 kisi yapmasini istiyor ve sonra tek kisi yani ayni etkinligi cocuktan pes pese yapmasini istiyor. Bu héliyle o
yastaki ¢ocugu ¢ok yoruyor ve sikict buluyorlar gocuklar.

Bunun yaninda katilimcilar KSDM etkinliklerinde 6gretmen alan yeterligi ile Ortiismeyen igeriklere yer
verildigini dile getirmislerdir. K11 konuyla ilgili goriisiinii izle-Ogren-Uygula kisimlar1 gereksiz uzun ve
zaman alictydi. Benden metni resimlememi bekleyen bir etkinlik vardi mesela. Cin Ali’den baska resim
yapamayan O0gretmenden bunu beklemek... seklinde ifade etmistir. K1 6gretmen yeterligini asan etkinlikleri
vurgulamigtir: Mesela gorsellestirme etkinligi vardi kitapta. Mesela benim o konuda ¢ok fazla bir yeterliligim
yok. Daha ¢ok gorsel sanatlar 6gretmeni agisindan yapilabilecek bir uygulama. Tiirk¢e 6gretmenleri agisindan
bizi de asan seyler vardi etkinliklerde.

Tiirkge 6gretmenlerinin 2024 OTDOP’ye uyum saglamaya yonelik gelistirdikleri stratejiler Sekil 3’te
gosterilmektedir.

Sekil 3
Tiirk¢e ogretmenlerinin 2024 OTDOP e uyum saglamaya yonelik gelistirdikleri stratejiler
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Kilavuzlardan Yararlanma Materyal Destegi 2024 OTDOP Uyum Saglamaya Yonelik Paydaslar Arasi is Birligi Yo netici Destedi
Gelistirilen Stratejiler
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Okul Dis1 Ogrenme
Ortamlarimin Kullamimi

Tiirkge Ogretmenlerinin 2024 OTDOP’ye uyum saglamaya yonelik gelistirdikleri stratejiler; Etkinlik ve Igerik
Uyarlamasi, Materyal Destegi, Paydaslar Arasi Is Birligi ve Okul Dis1 Ogrenme Ortamlarinin Kullanimi olmak
iizere dort kategori altinda siniflandirilmastir.

Etkinlik ve Icerik Uyarlamasi kategorisi altinda etkinligi doniistiirme, secici uygulama ve konu tekrar1 kodlari
yer almaktadir. K2 etkinlikleri cocuklarin sevecegi sekilde doniistiirdiigiinii ifade etmistir. K3 dramadan
yararlandigin1 dile getirmistir: Daha c¢ok oyunlastirarak yaptik, drama ¢alismasi seklinde. Bir etkinligi
dontstiirdiik. O bizden mesela bagka bir sey istiyor. Biz onu dramaya doniistiirdiik. Ne kadar sikiciliktan
cikarirsak daha iyi olacak diye diisiindiik. Ciinkii mevcudumuz da az ayni seyleri yapmaktan ¢ocuklar
bikiyorlar, ¢esitlendirmeye g¢aligtik. Yani drama olsun iste farkli yontemlerle, istasyonla. K7 etkinlikleri
sadelestirerek ya da grup calismasina doniistiirerek daha uygulanabilir héle getirdigini belirtmistir. K14
etkinlikleri sadelestirdigini ve 6grencilerin hazir bulunusluk diizeyine gore uyarladigini, K8 ve K15 grup
caligmalarii bireysellestirdigini dile getirmislerdir. K5 ise grup calismalarini islevsel hale doniistiirdiigiinii
belirtmistir: Kitapta bir metin veriliyor onu daha biiyiik grupla ¢éziimlemeye ¢alisiyorsun hemen ardindan yine
kisa bir metin geliyor. Onu daha kiiciik bir grupla ¢éziimlemeye ¢alisiyorsun. Sonra ardindan bir metin daha
geliyor. Onu da cocuk bireysel olarak ¢oziimlemeye calisiyor, ilk basta bunu yapmaya calistim. Bu calisma
zaten seminerde de drnegini gdrmiistiik fakat bunun sahada ¢ok miimkiin olmadigini fark ettim. Bir de benim
calistigim Ogrencilerimin sayisi az, o yiizden de birbirinin tekrar1 oldugunu ve sikildiklarinmi fark edince bunu
daha farkli bir sekle doniistiirerek yaptim. Sira o etkinlige geldiginde birazcik daha islevsel hale getirdim. Bol
bol okuttum, grup ¢aligmasi yaptirdim. Tekrar tekrar biiylik grup kiigiik grup bireysele donmedim ¢ilinkii zaman
kayb1 da oluyordu. Bunu degistirdim. Katilmcilar 2024 OTDOP’ye uyum siirecinde segici uygulama
yaptiklarini ifade etmislerdir. K1 bazi etkinliklerin iizerinde ¢ok fazla duramadigini dile getirmistir. Benzer
sekilde K6 da uzun metinleri hizlica gegmeye ¢alistigini ifade etmistir. Bunun yaninda K1 ve K10 anlattiklar
bir konuyu tekrar etmeye calistiklarini belirtmislerdir.

Materyal Destegi kategorisi altinda kilavuzlardan yararlanma ve ek materyal kullanimi kodlar1 yer almaktadir.
K9, 2024 OTDOP’ye uyum siirecinde gérsel ve yazil igeriklerden yararlandigini ifade etmistir: Ayrica
Bakanlhigimizin hazirlayip yayimlamis oldugu gerek yazili gerekse gorsel iceriklerden bilgiler aldik. Bu
igerikler igimizi kolaylastirdi. Benzer sekilde K13 de zorluklar karsisinda once kilavuza goz attigmi dile
getirmistir. K2 ise etkinliklerin yetersiz oldugu durumlarda ek materyallerden yararlandigini belirtmistir: Dil
bilgisi konusunda da yine etkinliklerin yetersiz oldugunu diisiindiigiim noktalarda farkli kaynaklardan akilli
tahtada 6grencilere etkinlikler yaptirdim. Dinleme izleme metinleri giizeldi fakat ben 6grencilerin de istekleri
dogrultusunda ek izlemeler de yaptirdim. K3, kitaptaki baz1 etkinlik ve metinlerin 6grenci seviyesine uygun
olmamasi durumunda Ogrencilerin dikkatini ¢ekebilecek ek metinler bulmaya calistigin1 dile getirmistir.
Benzer sekilde K7 de 6grenci seviyesine uygun materyalleri internetten arastirarak ya da kendi hazirlayarak
derslere entegre ettigini belirtmistir. K12 oyuncak gibi fiziksel materyalleri, K10 oyun igeriklerini, K14 ise
rubrik ve dijital uygulamalar1 derslerinde kullandiklarini ifade etmiglerdir.

Paydaslar Arasi Is Birligi kategorisi altinda ydnetici destegi ve ziimre is birligi kodlar1 yer almaktadir. K7,
0lgme araci gelistirmede ziimre is birliginden yararlandigimi ifade etmistir: Zorluklara kars1 meslektaglarimla
i birligi i¢cinde olmaya calistim. Kendi 6lgme araglarimizi gelistirdik ve birbirimizle paylastik. Benzer sekilde
K11 de sosyal medya gruplan kurarak ziimre is birliginden yararlandigim belirtmistir. K9, K13 ve K14
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zorluklar karsisinda brang 6gretmenleriyle is birligi yaptiklarini dile getirmistir. K13 uyum siirecinde yonetici
desteginden yararlandigini ifade etmistir: Bazen orada net bir cevap bulamayinca okul idaresine danistim. Sag
olsunlar her zaman yardimci oldular.

Okul Dis1 Ogrenme Ortamlarmin Kullanimi kategorisinde K10, 2024 OTDOP’ye uyum siirecinde okul disi
O0grenme ortamlarindan yararlandigini ifade etmistir: Bunun diginda 6grencileri daha aktif olmalari i¢in geziye
gotilirliyorum. Gezi yaptim, kiitliphane ziyaretleri yaptim.

Tiirkge 6gretmenlerinin 2024 OTDOP’ye uyum siirecini kolaylastirmaya yénelik sunduklari &neriler Sekil 4’te
gosterilmektedir.

Sekil 4
. o o . “ » . . . . . % . .
Tiirkce 6gretmenlerinin 2024 OTDOP e uyum siirecini kolaylastirmaya yonelik sundugu éneriler
Alternatif Uygulamalarin
Hazirlanmasi @
AT . - . Dijital Araglardan
Etkinliklerin Cesitlendirilmesi / Yararlaniimas
e
Yonergelerin Acik ve Anlagilir Etkinlik Etkinlik Yogunlugunun
Hazirlanmas! Azaltimasi
@ Temalarin Dengeli Sekilde
Metinlerin Kisaltlmasi \ / Dagitilmasi
-— ]
Cll ] @]
Olaya Dayali Metinlerin Metin\ /Tema Temalarin Somutlastirilmasi
@ . Artirllmasi @ o @ — @
Dil Bilgisinin Agiriginn Dil Bilgisi 2024 OTDOP Uyum Siirecini Mesleki Geligim Destegi Rehber Dokiimarlarin
Artiriimasi l Kolaylastirmaya Yénelilc Oneriler Uygulamaya Donk
l Hazirlanmasi
DBil Bilgisi Konularinin Anlatim (!ZI Hizmet ici Egitim Destegi
Yontemi ile Aktariimasi Temel Dil Becerlleri Saglanmasi

Guglendirilmesi @ @ Cesitlendirilmesi

@ / Dinleme \ Yazma
@ a

Karekod uygulamalarinin
islevselliginin artirimasi

o [ / o
Teknik Altyapinin /eknonji \ Olgme ve Degerlendirme Degerlendirme Olgelderinin

]

Ogrenme Giktilarimi Olgmeye

Dinleme Metinlerinin Dinleme Etkinliklerinin ] Yonelik Ornek Hazirlanmasi

@ Cesitlendirilmesi Artirilmasi
Alternatif Dijital Aracglarin
Sunulmasi

Yazma Becerisinin Agirhginin
Azaltilmasi

Tiirkce dgretmenlerinin 2024 OTDOP’ye uyum siirecini kolaylagtirmaya y6nelik sunduklar1 6neriler Etkinlik,
Tema, Metin, Dil Bilgisi, Mesleki Gelisim Destegi, Teknoloji, Olgme ve Degerlendirme ve Temel Dil
Becerileri olmak {izere sekiz kategori altinda siniflandirtlmistir.

Mesleki Gelisim Destegi kategorisi altinda rehber dokiimanlarin uygulamaya doniik hazirlanmasi ve hizmet
ici egitim destegi saglanmasi Onerileri yer almaktadir. K7 dgretmenlere yonelik rehber dokiimanlarin daha
islevsel ve uygulamaya doniik hazirlanmasinin faydali olabilecegini belirtmistir. K2 ise programin daha
basarili olmasi i¢in daha etkili egitimler verilmesi gerektigini vurgulamistir: Bu programi uygulayacak olan
ogretmenler icin yapilan egitimler yetersiz bence.

Etkinlik kategorisi altinda yonergelerin agik ve anlasilir hazirlanmasi, alternatif uygulamalarin hazirlanmasi,
etkinlik yogunlugunun azaltilmasi, etkinliklerin ¢esitlendirilmesi ve dijital araglardan yararlanilmasi onerileri
yer almaktadir. K2 teknolojik destek kisminin oldukga dnemli oldugunu, etkinliklerde dijital araglardan daha
fazla yararlanilmasinin hem 6grencilerin dikkatini ¢ektigi hem de siireci daha etkilesimli hile getirdigini ifade
etmistir. Bunun yaninda K2 6zellikle etkinlik 6rneklerinin biraz daha c¢esitlendirilmesi ve zenginlestirilmesi
gerektigini dile getirmistir: Bazi etkinlikler tekrara diisebiliyor ya da 6grencilerin ilgisini ¢cekecek diizeyde
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olmayabiliyor. Bu noktada hem igerik agisindan hem de sunum sekli agisindan iyilestirme yapilmasi faydah
olabilir. Benzer sekilde K4 birbirine benzeyen etkinliklerin sadelestirilebilecegini belirtmistir. K1, K8, K13 ve
K15 etkinliklerin bu kadar yogun degil de daha sade bir sekilde sunulabilecegini ve tekrara diisen etkinliklerin
azaltilabilecegini dile getirmislerdir. Benzer sekilde K10 da bu konudaki goriisiinii bazi etkinlikler 3-4
asamadan olusuyor. Etkinliginin birinci asamasinda sunu yapin, ikinci agamada sunu {i¢iincii asamada sunu.
Cok fazla talep var. Yani bir 6grenci bir etkinligi yaparken bircok asamadan ge¢mesi lazim. Sunu da yap bunu
da yap, onu da yap simdi ¢ocuk bunlar1 yaparken kaybolup gidiyor. Basini yapiyoruz, sonunu unutuyoruz,
sonuna geliyoruz, ortasini unutuyoruz seklinde ifade etmistir. K8 etkinliklerin farkli simif kosullarina gore
alternatif uygulama onerileriyle desteklenmesi gerektigini dile getirmistir. K9 etkinlik yonergelerine vurgu
yaparak bazi etkinlik yonergelerinin 6grenciler tarafindan anlasilmasinin zor oldugunu belirtmistir: Daha agik
ve ¢ocuklarin anlayabilecegi bir dil kullanilmas1 uygulamada kolaylik saglayabilir. Benzer sekilde K12 de
etkinliklerin yonergelerinin daha acik ve anlasilir bir dilde yazilmasi ve akademik dilin sadelestirilmesi
gerektigini vurgulamistir.

Tema kategorisi altinda temalarin dengeli bigimde dagitilmasi ve temalarin somutlagtiritlmast Onerileri yer
almaktadir. K2 bazi temalarin programda ¢ok baskin oldugunu, buna karsilik bazi temalarin arka planda
kaldigimi gdzlemledigini belirtmistir: Ogrencilerin ¢ok yonlii gelisimi igin temalarin daha dengeli sekilde
dagitilmasi daha iyi olabilir. Bu sayede 6grenciler farkli konularda diisiinme, ifade etme ve baglanti kurma
firsat1 bulurlar. K14 ise bazi temalarin 6grencilerin yas diizeyine gore soyut kaldigin1 bu nedenle igeriklerin
somutlastirilmasi ihtiyacini dile getirmistir.

Metin kategorisi altinda metinlerin kisaltilmas1 ve olaya dayali metinlerin artirilmasi 6nerileri yer almaktadir.
K6 ve K10 2024 OTDOP’ye uyum siirecinde ders kitaplarinda yer alan metinlerin kisaltilmasi gerektigini ifade
etmislerdir. Benzer sekilde K12 de metinlerin uzunlugunun 6grencilerin dikkat siiresini ve okuma siirelerini
zorladigini, bu nedenle metinlerin daha kisa ve 6z hale getirilmesi gerektigini dile getirmistir. K10 ise ders
kitaplarinda olaya dayali metinlerin sayisinin artirilmasi gerektigini ifade etmistir: Metinlerin biraz daha sade
ve olaya dayali olmas1 gerektigini diisiiniiyorum. Ciinkii bilgilendirici metinler ¢ok kitapta ve bilgilendirici
metinleri 6grenci anlamakta zorlaniyor. Olay gene akilda kaliyor ama bilgilendirici bir metin oldugu zaman
iste hamburgerin zararlari, sporun faydalari. Cok ¢ocugun ilgisini ¢ekmiyor ama olay oldugu zaman gocuk
daha kolay hatirltyor bunu.

Dil Bilgisi kategorisi altinda dil bilgisi konularinin anlatim yéntemi ile aktarilmasi ve dil bilgisinin agirliginin
artirtlmast Onerileri yer almaktadir. K1 dil bilgisi konularinin aktariminda sezdirme yontemi ile anlatim
yonteminin bir arada kullanilmasi gerektigini ifade etmistir. K3 ise dil bilgisi konularinin geri planda kaldigini
belirtmis, bu alana agirlik verilmesi gerektigini dile getirmistir. Benzer sekilde K8 de dil bilgisi konularinin,
diger becerilerle iliskilendirilerek daha goriiniir bir sekilde programa yerlestirilmesi gerektigini vurgulamistir.

Teknoloji kategorisi altinda alternatif dijital araglarin sunulmasi, karekod uygulamalarin islevselliginin
artirilmasi ve teknik altyapinin giiglendirilmesi onerileri yer almaktadir. K2 alternatif dijital materyallerin
sunulmasinin faydali olabilecegini belirtmistir. K1 karekod uygulamasinin islevselliginin artirilmasina yonelik
ihtiyacim yani bir kere su karekod olaymin diizeltilmesini isterim. Oncesinde bu kitaptaki karekod
uygulamalarinin belli bir yerde olsa mesela direkt bir site lizerine ya da baska bir sekilde biz onlar1 direkt
acabilsek hi¢ beklemeden ¢ok iyi olur. Hemen kitaba bile gerek kalmadan direkt agma sansimiz olsa bizim i¢in
siire acisindan daha avantajli olur seklinde dile getirmistir. Bunun yaninda K2 teknik altyapinin
giiclendirilmesi gerektigini ¢iinkii teknolojik igeriklerin yeterince desteklenmedigi ya da kullanilan
platformlarda teknik aksakliklar yasandigi durumlarda 6gretmen olarak zorlandiklarini belirtmistir. Benzer
sekilde K11 de teknik altyapinin iyilestirilmesine yonelik ihtiyaci her ne kadar altyapisi yeterli okullar i¢in
sorun olmasa da sinifinda akilli tahta olmayan, okulunda internet olmayan okullarimizin sayisi
azimsanmayacak kadar ¢ok seklinde dile getirmistir.

Olgme ve Degerlendirme kategorisi altinda 6grenme ¢iktilarim1 Slgmeye yonelik érnek hazirlanmasi ve
degerlendirme Olceklerinin ¢esitlendirilmesi Onerileri yer almaktadir. K7 kazanimlarin agik ama bunlan
6l¢meye yonelik 6rnek rubrikler, 6rnek sorular ve etkinliklerin eksik oldugunu dile getirmistir. K14 6zellikle
Olgme ve degerlendirme boliimiinde daha fazla 6rnek ve uygulamaya doniik materyale ihtiya¢ oldugunu
belirtmistir. K5 ise goriislinii degerlendirme 6l¢eklerinin ¢esitlendirilmesi ihtiyacini yani her temanin sonunda
Olcekler var. Cogunlukla da 6z degerlendirme Glgekleri. Her temanin sonunda olmasi gocuk belli bir siire sonra
sikilmaya basliyor. Birinci temanin sonunda yapiliyor, ikinci temanin sonunda falan bir de her dlgegin altinda
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da gelistirmek istediginiz beceriler gibi bir boliim var. Cocuklar belli bir siire sonra bundan sikilmaya basladilar
seklinde dile getirmistir.

Temel Dil Becerileri kategorisi altinda yazma becerisinin agirligmin azaltilmasi, dinleme etkinliklerinin
artirllmas1 ve dinleme metinlerinin gesitlendirilmesi onerileri yer almaktadir. K3 2024 OTDOP’de yazma
becerisine verilen agirlig1 yani birazcik yazmayi fazla kagirmislar. Cilinkii ben su anda geriye dontip baktigimda
bu seneye yazma etkinligi siirekli yapmisim. Hep onlar1 hatirliyorum seklinde dile getirmistir. K3 dinleme
etkinliginin daha fazla olmas1 gerektigini ve K2 dinleme metinlerinin ¢esitlendirilmesi gerektigini
belirtmiglerdir. Bunun yaninda K2 dinleme metinlerinde farkli ses tonu, aksan ve metin tiiriiniin
kullanilmasinin 6grencilerin bu beceriyi daha etkili sekilde gelistirmesine katki saglayacagini ifade etmistir.

Sonuc¢ ve Tartisma

Bu arastirmada &gretmenlerin 2024 OTDOP’ye uyum diizeylerinin orta diizeyin iizerinde belirlenmesi,
program degisiminin genel olarak benimsendigini gdstermektedir. Ozellikle bilgi edinme, is birligi ve degisim
farkindaligi boyutlarinin yiiksek diizeyde bulunmasi, 6gretmenlerin degisime yonelik biligsel hazirliklarmin
ve mesleki etkilesimlerinin gii¢lii oldugunu gostermektedir. Bu bulgu, programin deger ve beceri temelli
yapisinin 6gretmenler tarafindan teorik diizeyde olumlu karsilandigini ortaya koyan calismalarla paralellik
gostermektedir (Behriz, 2025; Duyul vd., 2025). Bilgi edinme boyutunun yiiksek diizeyde olmasi,
O0gretmenlerin program hakkinda bilgiye ulasma ve siireci takip etme konusunda istekli olduklarmi
gostermektedir. Bu durum programin uygulanmaya baslanmasiyla birlikte 6gretmenlerin programi inceleme,
hizmet i¢i egitimlere katilma ve meslektaglariyla bilgi paylasiminda bulunma egiliminde olduklarin
gostermektedir. Ancak bazi ¢aligmalarda hizmet i¢i egitimlerin yetersiz bulundugu (Arslan ve Kimsesiz, 2025)
ve program okuryazarliginin kavramsal derinlik agisindan sinirli kaldigi belirtilmektedir (Kurnaz ve Celikkiran
2025). Bu durum nicel olarak yiiksek goriinen bilgi edinme diizeyinin, bilginin niteligi ve derinligi agisindan
farklilasabilecegine isaret etmektedir. Is birligi boyutunun yiiksek diizeyde bulunmasi, gretmenlerin degisim
stirecinde meslektaslartyla etkilesim kurduklarini ve programin uygulanmasina iligskin deneyim paylagiminda
bulunduklarini géstermektedir. Ogretmenlerin degisim siirecinde meslektaslariyla is birligi yapmaya ihtiyag
duymalari, karsilagilan sorunlarin ¢éziimiinde deneyim paylasimina ve ortak 6grenmeye 6nem verdiklerini
gostermektedir. Nitekim 6gretmenlerin biiyiik ¢ogunlugunun meslektaglariyla is birligi yapmaya yogun
diizeyde ihtiyag duydugu belirlenmistir (Ozdogru, 2021). Bu baglamda elde edilen sonug, program
degisikliklerine uyum siirecinde meslektaslar arasi etkilesim ve deneyim paylagiminin 6gretmenler agisindan
onemli bir isleve sahip oldugunu gdstermektedir. Degisim farkindaligt boyutunun yiiksek bulunmasi,
Ogretmenlerin programda gerceklestirilen yeniliklerin ve degisim gereksiniminin farkinda olduklarini
gostermektedir. Tirkiye Yiizyili Maarif Modeli’nin deger, beceri ve biitiinciil gelisim odakli yaklagiminin
ogretmenler tarafindan biiylik l¢lide benimsendigi anlagilmaktadir. Bu bulgu, 6gretmenlerin degisime karsi
diren¢ gostermekten ¢ok degisimin amag ve gerekgelerini anlamaya galistiklarini ortaya koymaktadir. Nitekim
Ogretmenlerin programin temel felsefesini ve ortaya koydugu yenilikleri genel olarak olumlu
degerlendirdikleri, programin amag ve yaklagimina yonelik farkindalik gelistirdikleri belirtilmektedir (Behriz,
2025). Bu baglamda 6gretmenlerin program degisikliginin temel amaglarina yonelik farkindaliklarinin yiiksek
oldugu sdylenebilir. Degisimi yonetme boyutunun yiiksek diizeyde bulunmasi ise 0gretmenlerin program
degisikligi karsisinda uyum saglama ve yeni uygulamalar1 yonetme konusunda kendilerini yeterli gordiiklerini
diisiindiirmektedir. Nitekim 6gretmenlerin Tiirkiye Yiizyilt Maarif Modeli dogrultusunda ders planlamalarinda
cesitli diizenlemeler yaptiklari, teknolojik entegrasyondan yararlandiklart ve modelin mesleki gelisimlerine
katki sagladigini ifade ettikleri belirtilmektedir (Seyyar ve Aydin, 2025). Bu durum, 6gretmenlerin programda
ongoriilen degisimleri uygulama siirecine yansitma konusunda belirli bir yeterlik gelistirdiklerini
gostermektedir.

Geribildirim boyutunun diger yiiksek boyutlara kiyasla daha diisiik diizeyde bulunmasi dikkat ¢ekicidir. Bu
sonug, 6gretmenlerin degisim siirecinde belirli dlclide destek aldiklarini ancak uygulamaya ydnelik rehberlik
ve geri bildirim mekanizmalarinin istenilen diizeyde islemedigini diisiindiirmektedir. Nitekim alan yazininda
hizmet i¢i egitimlerin uygulama boyutunun yetersiz kaldigi ve 6gretmenlerin programin uygulanmasina iliskin
daha fazla rehberlik ve destege ihtiya¢ duyduklar1 belirtilmektedir (Arslan ve Kimsesiz, 2025; Seyyar ve
Aydin, 2025). Bu durum, 6gretmenlerin degisim siirecinde daha sistematik ve uygulamaya doniik geri bildirim
mekanizmalarina ihtiya¢ duyduklarini gostermektedir. Arastirmanin dikkat c¢ekici bulgularindan biri,
degisimin etkisi boyutunun diger boyutlara gdre daha diisiik ortalamaya sahip olmasidir. Bu durum,
ogretmenlerin program hakkinda bilgi sahibi olmalarina, degisimi benimsemelerine ve degisime uyum
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saglama konusunda istekli olmalarina ragmen programin siif i¢i uygulamalara ve dgrenci ¢iktilar tizerindeki
etkilerine iliskin algilarinin daha smirli oldugunu gostermektedir. Programin heniiz yeni uygulanmaya
baglanmis olmasi ve uygulama siirecinde karsilasilan yapisal giicliikler bu sonucun ortaya ¢ikmasinda etkili
olmus olabilir. Nitekim alan yazininda da programin kuramsal diizeyde benimsendigi ancak uygulama
siirecinde c¢esitli giicliikler nedeniyle beklenen etkinin tam olarak ortaya ¢ikmadigi belirtilmektedir (Behriz,
2025; Yilmaz ve Ozdemir, 2025). Cesitli arastirmalarda altyap: eksiklikleri, materyal yetersizlikleri, 6lgme-
degerlendirme siirecindeki belirsizlikler ve zaman simirhiliklarinin programin etkisini sinirladigi ifade
edilmektedir (Adigiizel, 2025; Kazankaya, 2025). Bu baglamda programin etkisinin daha belirgin hale
gelebilmesi i¢in uygulama siirecinin desteklenmesi gerektigi soylenebilir. Arastirmada degisim endisesi
boyutunun diisiik diizeyde belirlenmesi ise alan yazininda yer alan bazi bulgularla farklilik gostermektedir.
Bazi aragtirmalarda 6gretmenlerin uygulama belirsizligi, yontem degisikligi ve artan is yiikii nedeniyle kaygi
yasadiklar1 ifade edilmektedir (Kazankaya, 2025; Yilmaz ve Ozdemir, 2025). Ayrica bazi arastirmalarda diisiik
diizeyde goriinen kayginin, degisime yonelik temkinli yaklasim veya reformlarin siirdiiriilebilirligine iliskin
soru isaretleriyle birlikte degerlendirilebilecegi belirtilmektedir (Behriz, 2025; Seyyar ve Aydin, 2025). Bu
baglamda diisiik degisim endigesi psikolojik rahatlik ile agiklanabilecegi gibi degisime yonelik temkinli bir
tutumun gostergesi olarak da degerlendirilebilir.

Bulgular, Tiirkce 6gretmenlerinin 2024 OTDOP’ye uyum siirecini destekleyen unsurlarin pedagojik yaklasim,
etkinlik ve metin seg¢imi, islevsel dil bilgisi, 6lgme ve degerlendirme anlayisi, programin sistematik yapisi ve
temel dil becerilerinin dengeli sunumu ¢ercevesinde sekillendigini ortaya koymustur. Pedagojik yaklasim,
etkinlik ve metin secimi, islevsel dil bilgisi, 6l¢me-degerlendirme anlayisi, programin sistematik yapisi ve dil
becerilerinin dengeli sunumunun uyum siirecini destekledigi yoniindeki bulgular alan yazininda kismen
desteklenmektedir. Zira programin erdem—deger—eylem temelli, 6grenci merkezli ve beceri odakli yapisinin
Ogretmenler tarafindan kuramsal diizeyde benimsendigi ve olumlu karsilandig1 belirtilmektedir (Behriz, 2025;
Seyyar ve Aydin, 2025). Benzer bigimde dort temel dil becerisinin dengeli sunulmasi ve dil bilgisinin islevsel
bir ¢ergevede ele alinmasi programin giiglii yonleri arasinda gdsterilmektedir (Yurdakal, 2024). Ancak bu
unsurlarin uygulama siirecinde her zaman destekleyici bir isleve sahip olmadigi da alan yazininda ifade
edilmektedir. Etkinliklerin yogunlugu, metinlerin uzunlugu ve yonergelerin karmagikligi O6gretmenler
acisindan zaman baskisi ve uygulama giicligii yaratabilmektedir (Kurnaz ve Celikkiran, 2025; Yilmaz ve
Ozdemir, 2025). Olgme ve degerlendirme anlayisi teorik olarak olumlu degerlendirilse de kalabalik siniflarda
siire¢ odakli uygulamalarin siirdiiriilebilirligi énemli bir sorun alani olarak ortaya ¢cikmaktadir (Kazankaya,
2025). Ayrica program metninin kapsamli ve ayrintili yapisinin anlagilirligi zorlagtirabildigi de belirtilmektedir
(Uludag Kirg1l ve Ulugmar Sagir, 2025; Yurdakal, 2024). Dolayisiyla programin tasarim diizeyinde pedagojik
acidan tutarli ve giiclii oldugu ancak uygulama diizeyinde kosullardan kaynakli zaman zaman 6gretmenler i¢in
yeni yiiklerin olusmasina sebep oldugu sdylenebilir. Bulgular ve alan yazini birlikte degerlendirildiginde 2024
OTDOP’ye iliskin temel ¢ercevenin teorik benimseme—pratik smirlihik ikiligi iizerine kuruldugu
goriilmektedir. Ogretmenlerin modelin felsefesini benimsedikleri ancak yapisal ve uygulamaya iliskin
yetersizlikler nedeniyle bunun sinif i¢i pratige tam yansimadigi belirtilmektedir (Behriz, 2025; Seyyar ve
Aydin, 2025). Pedagojik yeniliklerin yeterli destekle giiglendirilmedigi takdirde uygulamada sinirli kalacagi
da vurgulanmaktadir (Duyul vd., 2025; Kazankaya, 2025).

Tiirkge 6gretmenlerinin 2024 OTDOP’ye uyum siirecinde etkinlik segimi, igerigin daginik hazirlanmasi, ders
kitab1-6grenci seviyesi uyumsuzlugu, 6lgme ve degerlendirme, metin se¢imi, dil bilgisi dgretimi, 6grenme
ciktilari, hizmet i¢i egitimin yetersizligi, teknolojik zorluklar ve kademe, siire¢ ve diizey merkezli modelin
uygulama zorlugu gibi c¢ok boyutlu giicliiklerle karsilastiklar1 anlasilmaktadir. Elde edilen bulgular,
Ogretmenlerin programin niyetini ve felsefesini benimsediklerini ancak uygulama siirecinde saha gercekligiyle
karsilagtiklarinda belirgin giigliikkler yasadiklarimi gostermektedir. Bu durum literatiirde siklikla vurgulanan
kuramsal benimseme ile uygulama pratigi arasindaki gerilimle ortiismektedir. Ozellikle etkinlik yogunlugu ve
zaman yetersizligi ortaokul diizeyinde en baskin sorun alani olarak one ¢ikmakta; 6gretmenlerin programi
yetistirme kaygisiyla bazi asamalari yiizeysel ge¢gmek zorunda kaldiklar1 belirtilmektedir (Aras ve Ozdemir,
2025). Benzer bigimde ders kitab1 6grenci seviyesi uyumsuzlugu, uzun ve soyut metinler ile karmagsik
yonergeler, 6zellikle 5. sinif baglaminda giiclii bicimde dile getirilmektedir (Kurnaz ve Celikkiran, 2025).
Olgme ve degerlendirme siirecinde ise siire¢ odakli yaklasimin pedagojik olarak desteklendigi ancak
uygulamada 0Slgiit belirsizligi, kalabalik siniflar ve merkezi sinav sistemiyle yasanan uyumsuzluk nedeniyle
islevsel sorunlarin ortaya ciktigi goriilmektedir (Kiiciik ve Kurt, 2025). Hizmet ici egitimlerin uygulama
boyutunun zayif kalmasi ve d6gretmenlerin program okuryazarligi konusunda yeterince desteklenmemesi de
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stireci zorlagtiran unsurlar arasinda yer almaktadir (Arslan ve Kimsesiz, 2025; Behriz, 2025). Lakin alan yazini,
bazi 6nemli niianslara da isaret etmektedir. Ders kitabina iliskin memnuniyetin kademeye gore farklilagtigi;
ilkokul birinci sinif diizeyinde materyallerin yeterli ve uygun bulundugu, buna karsilik ortaokul diizeyinde
daha belirgin uyumsuzluklarin yasandig1 goriilmektedir (Duman Giiglii ve Ozdemir, 2025; Uludag Kircil ve
Ulugar Sagir, 2025). Ayrica miifredatin sadelestigi yoniindeki algi ile igerikte derinlik kaybi1 yasandigina dair
elestiriler birlikte varlik gostermekte, bu durum sadelesmenin niteligine iliskin bir tartisma alani
olusturmaktadir (Seyyar ve Aydin, 2025). Programin katmanl yapisinin ve terminolojik tercihlerinin de
O0gretmenlerde kavramsal karmasa yaratmasi programin anlasilabilirlik diizeyinin uygulama basarisini
dogrudan etkiledigini diisiindiirmektedir (Yurdakal, 2024; Uludag Kir¢il ve Uluginar Sagir, 2025).

Tirkiye Yiizyili Maarif Modeli; 6gretmenler tarafindan vizyoner yonii, degerler egitimi vurgusu ve beceri
temelli yaklagimi nedeniyle kuramsal diizeyde kabul gérmiis bir reform girigimi olarak degerlendirilmektedir.
Bununla birlikte modelin sinif i¢i uygulamaya aktarim siirecinde altyap1 yetersizlikleri, Ogretim
materyallerinin yogunlugu, 6l¢me ve degerlendirme siire¢lerindeki belirsizlikler ile uygulamaya doniik hizmet
ici destek eksikligi gibi yapisal sorunlarin belirginlestigi goriilmektedir. Bu durum, modelin kuramsal
cergevesi ile uygulama pratigi arasinda bir uyum sorunu bulundugunu ve uygulanabilirliginin saha kosullar
baglaminda heniiz yeterince sinanmadigini diisiindiirmektedir. Nitekim bu tespitler, alan yazininda dile
getirilen teorik kabul—pratik tutarsizlik vurgusu (Behriz, 2025), zaman ve altyap1 sorunlarina iliskin bulgular
(Yilmaz ve Ozdemir, 2025) ile dgretmenlerin uygulama siirecinde daha fazla destege ihtiya¢ duyduklarin
ortaya koyan sonuglarla ortiismektedir (Seyyar ve Aydin, 2025).

Tiirkge Ogretmenlerinin 2024 OTDOP’ye uyum saglamaya yonelik gelistirdikleri stratejilerin etkinlik ve
icerik uyarlamasi, materyal destegi, paydaslar arasi is birligi ve okul dis1 6grenme ortamlariin kullanimi
oldugu ortaya ¢ikmistir. Etkinlik ve icerik uyarlamasi kapsaminda 6gretmenlerin etkinlikleri sadelestirme,
doniistiirme, segici uygulama yapma ve tekrar yoluyla pekistirme stratejilerine basvurmalari, programin
Onerilen bigimiyle her baglamda uygulanabilir bulunmadigini diisiindiirmektedir. Grup galismalarinin yeniden
diizenlenmesi ve dramaya doniistiiriilmesi gibi uygulamalar pedagojik esneklige isaret ederken secici
uygulama egilimi programin biitlinciil yapisinin sahada pargali bigimde hayata ge¢irildigini gostermektedir.
Materyal destegi amaciyla ek kaynak, dijital icerik ve 6gretmen yapimi materyallerin kullanilmasi mevcut
iceriklerin yeterliliginin sorgulandiginmi ortaya koymaktadir. Ziimre is birligi, yonetici destegi ve okul disi
O0grenme ortamlarina yonelme ise uyum siirecinin kolektif ve telafi edici bir ¢aba iizerinden yiiriitiildiigiinii
gostermektedir. Bu sonuglar, etkinliklerin zaman yetersizligi nedeniyle elenmesi veya revize edilmesi (Y1lmaz
ve Ozdemir, 2025) modelin baz1 asamalarinin kismen ya da tamamen atlanmasi (Aras ve Ozdemir, 2025) ve
ogretmenlerin etkinlikleri kendi deneyimleri dogrultusunda yeniden yapilandirmalar (Kurnaz ve Celikkiran,
2025) yoniindeki bulgularla ortiismektedir. Benzer bicimde dgretmenlerin materyal eksikliklerini teknoloji ve
ek kaynaklarla telafi etmeleri ile ziimre is birligine yonelmeleri, uyum siirecinin bireysel degil kolektif ve telafi
edici bir caba iizerinden yiiriitiildiigiinii desteklemektedir (Behriz, 2025; Yilmaz ve Ozdemir, 2025).

Bununla birlikte alan yaziminda bazi ayrismalar da dikkat gekmektedir. Ozellikle materyal yeterliligi algisinin
kademeye gore farklilastig1, ilkokul diizeyinde ders kitaplarinin yeterli bulundugu (Duman Giiglii ve Ozdemir,
2025) ancak ortaokul diizeyinde ek materyal ihtiyacinin daha belirgin oldugu anlasilmaktadir. Okul dig1
O0grenme ortamlarina yonelme konusunda da farkli bulgular mevcuttur. Bazi ¢alismalar 6gretmenlerin giivenlik
ve prosediir gerekgeleriyle bu tiir etkinliklerden kagindiklarini ortaya koymaktadir (Adigiizel, 2025). Ayrica
secici uygulamanin her durumda bilingli bir pedagojik strateji olmayabilecegi, kimi zaman programin
kavramsal yapisina iligkin bilgi eksikliginden kaynaklanan pargali uygulamalarin s6z konusu olabilecegi
belirtilmektedir (Uludag Kir¢il ve Uluginar Sagir, 2025). Grup ¢alismalarinin doniistiiriilmesi yerine tamamen
atlanmas1 egilimi de bazi baglamlarda daha baskin gériinmektedir (Aras ve Ozdemir, 2025). Elde edilen
bulgular 6gretmenlerin uyum siirecinde yiiksek diizeyde uyarlama pratigi gelistirdiklerini ortaya koymakta
ancak bu uyarlamalarin niteliginin kademe, baglam ve program okuryazarlig1 diizeyine gore farklilasabildigi
anlasiimaktadir.

Tiirkge ogretmenleri 2024 OTDOP’ye uyumu kolaylastirmak igin mesleki gelisim desteginin
giiclendirilmesini, etkinliklerin sadelestirilip ¢esitlendirilmesini, temalarin dengeli ve somut hale getirilmesini,
metinlerin kisaltilmasini, dil bilgisinin daha goriiniir kilinmasini, teknik altyapmin iyilestirilmesini, dlgme
araglariin gesitlendirilmesini ve yazma yogunlugu azaltilarak dinleme becerisine daha fazla yer verilmesini
Onermistir. Bu bulgular, 6gretmenlerin programda igerikten ¢ok uygulanabilirlik, denge, mesleki destek ve
altyapt boyutlarinda 1iyilestirme beklentisi i¢inde olduklarini gostermektedir. Bu calismada, Tiirkce
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ogretmenlerinin 2024 Tiirkge Dersi Ogretim Programina (OTDOP) uyumu kolaylastirmak amaciyla
sunduklar1 &neriler, mevcut alan yazimindaki bulgularla biiyiik ol¢iide drtiismektedir. Ogretmenler mesleki
gelisim desteginin gliglendirilmesi, etkinliklerin sadelestirilmesi, metinlerin kisaltilmasi, teknik altyapinin
iyilestirilmesi ve 6lgme araglarinin ¢esitlendirilmesi gibi alanlarda yaptiklari 6nerilerle, 6nceki aragtirmalarin
vurguladig1 uygulamaya doniik destek ve altyapi eksikliklerini dogrulamaktadir (Adigiizel, 2025; Arslan ve
Kimsesiz, 2025; Kurnaz ve Celikkiran, 2025; Seyyar ve Aydin, 2025). Ozellikle mesleki gelisim konusunda
ogretmenlerin uygulamaya dayali rehberlik talebi, literatiirdeki teorik egitimlerin yetersizligi vurgusuyla
paralellik gostermektedir. Benzer sekilde etkinliklerin ve metinlerin yogunlugu, siire yonetimi ve ders siiresi
baglaminda sorun olarak belirtilmis ve 6nerilerde sadelestirme ve kisaltma yoniinde net bir goriis birligi ortaya
cikmustir.

Ogretmenlerin yazma yogunlugunu azaltip dinleme becerisine daha fazla yer verilmesi ydniindeki Onerisi,
kaynaklarda yazma becerisinin iist diizey diisiinme becerileri agisindan yogunlugu ve dinlemenin ise niteliksel
zayifligiyla desteklenmektedir (Sahin ve Koseoglu, 2025). Bu durum, programin beceri dengesi agisindan
ogretmenlerin deneyimledigi eksikligi ve gelistirilmesi gereken alanlar1 gostermektedir. Temalarin dengeli ve
somut héle getirilmesi Onerisi, programda se¢meli temalarin bulunmamasi ve giinlik hayatla yeterince
iliskilendirilmemesi baglaminda alan yaziminda da destek bulmaktadir (Duman Giiclii ve Ozdemir, 2025;
Yurdakal, 2024). Bu bakimdan 0&gretmenlerin, igeriklerin somutlastirilmasi ve Ogrencilerin yasam
deneyimleriyle iliskilendirilmesi yoniinde giiclii bir ihtiyag hissettikleri soylenebilir.

Dil bilgisi 6gretiminin goriiniir kilinmast Onerisi de alan yazinindaki bazi farkliliklar1 yansitmaktadir.
Kaynaklar, dil bilgisinin “dil yapilar1” ¢cer¢evesinde beceri temelli olarak sezdirildigini belirtirken 6gretmenler
geleneksel dil bilgisi 6gretimi aligkanliklarina dayali olarak daha goriiniir bir bigimde islenmesini talep
etmektedir (Oniisglin ve Durukoglu, 2025). Bu da programin felsefesi ile 6gretmen beklentisi arasinda
kavramsal bir farkliligi gostermektedir.

Sonug olarak arastirma bulgular1 6gretmenlerin Tiirkiye Yiizyilh Maarif Modeli Tiirkge Dersi Ogretim
Programi’na genel olarak olumlu bir yaklasim sergilediklerini ve degisim siirecine uyum saglama konusunda
istekli olduklarini gostermektedir. Ogretmenler programin temel felsefesini, pedagojik yaklasimini ve dil
becerilerinin biitiinciil olarak ele alinmasini1 benimserken program hakkinda bilgi edinme, meslektaslarla is
birligi yapma ve yenilikleri uygulamaya aktarma konusunda yiiksek diizeyde caba gostermektedirler. Bununla
birlikte etkinlik ve iceriklerin yapilandirilmasi, ders kitab1 ile 6grenci diizeyi arasindaki uyum, élgme ve
degerlendirme uygulamalari, dil bilgisi 6gretimi ve 0grenme ¢iktilarinin sinif i¢i uygulamalara yansitilmasi
gibi konularda cesitli giicliiklerle karsilasmaktadirlar. Ogretmenlerin bu giicliikleri asmak amaciyla igerik ve
etkinlik uyarlamalar1 yapmalari, ek materyaller kullanmalar1 ve meslektas desteginden yararlanmalari, degisim
siirecini yonetme konusunda aktif bir tutum sergilediklerini ortaya koymaktadir. Ancak uygulama siirecine
iligkin geri bildirim mekanizmalarinin giiglendirilmesi, programin etkilerinin daha goriiniir héle getirilmesi ve
ogretmenlere yonelik mesleki desteklerin artirilmasi gereksinimi devam etmektedir. Bu dogrultuda programin
uygulama boyutunda ortaya ¢ikan ihtiyaclarin giderilmesi ve 6gretmenlere sunulan rehberlik hizmetlerinin
gelistirilmesi, programin amaglarina daha etkili bir sekilde ulasilmasina katki saglayacaktir.

Yazar Katkilari : Yazar Katkilari: Birinci yazarin ¢caligmaya katki orani %34, ikinci yazarin katki oran
%33 ve tiglincii yazarin katki orant %33 ’tiir.

Finansman : Finansman destegi alinmadi.
Cikar Catismasi : Calismada ¢ikar ¢atismasi yoktur.
Veri Erisilebilirligi : Veriler ve analizleri bilgisayar ortaminda gizli bir sekilde saklanmaktadir ve

gerektiginde sorumlu yazar araciligiyla ulasilabilir durumdadir.
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Introduction

Curricula constitute the fundamental theoretical and practical framework that shapes the objectives, content,
design of teaching and learning processes, and the assessment of outcomes within an education system. The
components of the curriculum represent distinct dimensions of the educational process: objectives embody
value orientations grounded in philosophical foundations; content encompasses the knowledge and skills
intended to be learned; teaching and learning processes refer to the pedagogical experiences provided to
students to achieve these objectives; and assessment and evaluation encompass the mechanisms through which
the extent to which the objectives have been achieved is determined (Hotaman, 2017, p. 433). This theoretical
framework provided by the curriculum is translated into a concrete field of practice through subject-specific
curricula structured according to the distinctive characteristics of each discipline (Kas & Koktiirk, 2021). In
line with changing socio-economic conditions and technological developments, countries need to restructure
their existing curricula in accordance with national and international standards in order to keep pace with these
changes.

Within the dynamic nature of curricula, mother language education occupies a central position in developing
individuals’ thinking skills, strengthening social relationships, and fostering integration with cultural values
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(Yargiil et al., 2020). This multidimensional mission of mother language education demonstrates that Turkish
language curricula cannot be confined to a framework focused solely on the acquisition of language skills. On
the contrary, curricula are expected to adopt a holistic approach that supports individuals’ cognitive, affective,
and sociocultural development (Kaya & Aydin, 2024; Ozden & Orge Yasar, 2025) and aims to foster
individuals who possess competencies aligned with international standards. Furthermore, the emergence of
new forms of literacy associated with the information and digital age (Hobbs, 2004; Tyner, 1998), together
with the conceptualisation of language not merely as a means of communication but as a process of meaning-
making, has rendered a fundamental transformation in the content, approaches, and practices of first-language
education imperative. This need for transformation, coupled with the growing prominence of individuals’
social-emotional learning skills in contemporary contexts (Zengin & Ozkan, 2025), has necessitated a holistic
approach to mother language education. Accordingly, the need has emerged for a new Turkish language
curriculum that integrates both cognitive and social-emotional dimensions in response to changing global and
societal conditions as well as individual needs (Ministry of National Education [MoNE], 2024).

In response to these requirements, the Ministry of National Education (MoNE) has introduced the Common
Text for the Century of Tiirkiye Education Model Curricula. Serving as the framework for the new curricula,
which aim to restructure the education system from a holistic perspective, the model is grounded in a
comprehensive educational approach that goes beyond the transmission of knowledge and places value
education, competency-based learning, social-emotional development, and multiliteracy skills at the center of
the educational process (MoNE, 2025). The Common Text emphasizes Turkish as a unifying and integrative
core element, the foundation of all skills and cross-curricular components, and a fundamental policy of the
education system (Memis & Kalyoncu, 2024). Indeed, the Secondary School Turkish Language Curriculum
(SSTLC), made publicly available in 2024, was also developed in accordance with the educational philosophy
of the Century of Tiirkiye Education Model. In this regard, while addressing language skills from a holistic
perspective, the curriculum also provides a comprehensive framework that encompasses the multiliteracy skills
and digital competencies required in the contemporary era, as well as skills such as critical thinking and
problem-solving, alongside students’ character development and social-emotional skills within the framework
of virtue, values, and action (MoNE, 2024). In other words, the curriculum, developed based on a student-
centered and competency-based approach, places students’ linguistic, cultural, and human development at the
center of the educational process. Consequently, the curriculum’s concrete objectives for societal development,
together with the grounding of the qualities targeted for individuals in linguistic competencies, indicate that
processes of value transmission and identity formation are directly contingent upon individuals’ ability to
comprehend and use language effectively (Ozden & Orge Yasar, 2025).

Developed in line with this philosophical perspective, the 2024 SSTLC presents a structure built upon detailed
learning outcomes, distinguishing it from previous curricula. Accordingly, the curriculum emphasizes
addressing language skills from a holistic perspective, based on process components that develop in a spiral
and progressive manner (MoNE, 2024). As a reflection of this approach, although the curriculum is structured
around a theme-based framework, particular emphasis is placed on comprehension and expression strategies
that foreground students’ cognitive skills throughout the processes of text selection and instruction. One of the
most notable innovations introduced by the curriculum is the adoption of the Gradual Release of Responsibility
Model, which envisages establishing a master—apprentice relationship between teachers and students in the
development of all these domain-specific skills (MoNE, 2024). The model aims to enable students to assume
full responsibility for their own learning processes, to use the knowledge they acquire independently, and to
transfer this knowledge to novel situations (Kayman & Elkatmis, 2025, p. 725). The 2024 SSTLC also
introduces new approaches to assessment and evaluation. Within this framework, formative assessment has
gained prominence as an approach that systematically monitors each stage of the learning process and places
particular emphasis on students’ developmental performance. One of the key aspects emphasized in assessment
and evaluation is the multidimensional assessment approach, which underscores the importance of assessing
students’ development not only in terms of cognitive outcomes but also with regard to their affective and
psychomotor development (Karakog Oztiirk & Alyaprak, 2024). Furthermore, the production workshops
designed with a practical orientation constitute another key component emphasized in the curriculum, with the
aim of promoting the functional use of language skills and enhancing students’ productive capacities (MoNE,
2024). This demonstrates that the curriculum was designed with an approach centered on practices that enable
students to employ their linguistic and creative thinking skills simultaneously. Nevertheless, considering class
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sizes, weekly instructional hours, and the overall examination system in contemporary schools, it can be argued
that such practices create pedagogical contradictions.

The SSTLC, which places an emphasis on individual differences at every stage, also incorporates differentiated
instruction practices. These practices are based on two fundamental strategies—enrichment and support—in
order to address individual differences in students’ levels of learning. In this context, enrichment aims to enable
students to deepen their knowledge and skills in areas in which they demonstrate proficiency, whereas support
seeks to enhance their achievement by strengthening them in areas where they have identified learning gaps
(Yildirim, 2025). Alongside all these innovations, the Virtue—Value—Action framework, which aims to equip
students with national, spiritual, and universal values, and literacy skills grounded in systems thinking (e.g.,
information, digital, arts, and financial literacy) constitute key components of the curriculum (MoNE, 2024).
In addition, the evaluation of the process of developing language skills through texts from an interdisciplinary
perspective (Kurum & Yildiz, 2025), together with the incorporation of the opportunities afforded by digital
environments into comprehension and expression activities, demonstrates the curriculum’s efforts to adapt to
the demands of the contemporary era (Banaz, 2024).

Overall, the 2024 SSTLC can be characterized as a skills-based, holistic, and process-oriented program that
connects mother tongue education with multidimensional areas of development while placing contemporary
educational approaches at its core. However, the simultaneous inclusion of numerous theoretical elements in
the curriculum—such as core values, virtues, dispositions, various forms of literacy, conceptual skills, and
domain-specific skills, alongside the primary objectives of the course—may risk diluting the focus of the
subject and complicating its implementation for teachers. Indeed, the practical implications of this theoretical
complexity may give rise to various implementation challenges, depending on context-specific dynamics in
the field, such as classroom conditions (Roehrig et al., 2007), time management (Karakus, 2021), and teacher
competencies (Hadisaputra et al., 2024). This situation brings the teacher dimension, as one of the key
stakeholders in the teaching and learning process (Yesilyurt, 2020), to the forefront in evaluating the
effectiveness of the curriculum in practice. Indeed, a review of the history of education indicates that the
success of curriculum reforms depends to a considerable extent on the degree to which teachers, as the primary
classroom-level implementers of the curriculum, understand, interpret, and translate it into practice (Gouédard
et al., 2020). Therefore, examining the implications of the 2024 SSTLC, which incorporates structural and
philosophical changes, in practice and investigating teachers’ processes of adapting to the curriculum are of
critical importance for evaluating its effectiveness and sustainability.

A review of the literature in this field reveals that there are only a limited number of studies that examine the
2024 SSTLC from the perspective of teachers’ views. The existing studies have predominantly examined the
curriculum within the scope of specific skill areas or selected components of the curriculum. In particular,
these studies have focused on teachers’ views regarding learning outcomes (Bayram & Eldemir, 2025), reading
skills (Kurnaz & Celikkiran, 2025), the assessment and evaluation approach (Demir et al., 2025),
listening/viewing skills and the overall structure of the curriculum (Kurum & Yildiz, 2025), and the curriculum
as a whole (Kayman & Elkatmis, 2025). This situation highlights the need for research that examines teachers’
processes of adapting to the new curriculum from a holistic perspective. Therefore, examining teachers’
understanding of the fundamental approach underpinning the curriculum and the extent to which they reflect
this approach in their classroom practices is expected to contribute to identifying potential challenges
encountered during the implementation process and to informing future curriculum development efforts.

The purpose of this study is to examine the adaptation levels of fifth-grade Turkish language teachers to the
Secondary School Turkish Language Curriculum implemented in 2024 and their views regarding the
adaptation process.

In line with this aim, the study sought to answer the following research questions:

e What are the adaptation levels of Turkish language teachers to the 2024 Secondary School Turkish
Language Curriculum?

o  What are Turkish language teachers’ views regarding their adaptation to the 2024 Secondary School
Turkish Language Curriculum?
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Method
Research Design

This study employed an explanatory sequential design, one of the mixed methods research designs. In an
explanatory sequential design, quantitative data are collected first to address the research problem, followed
by the use of qualitative methods to provide a more in-depth explanation of the quantitative findings (Creswell,
2021). Accordingly, in this study, fifth-grade Turkish language teachers’ levels of adaptation to the 2024
SSTLC were first determined using the Adaptation to Curriculum Change Scale. Subsequently, interviews, as
a qualitative data collection technique, were conducted to provide a more in-depth explanation of the
quantitative findings.

Study Group

The study group consisted of 203 Turkish language teachers working in various provinces across Tirkiye.
Criterion sampling was used to select the participants. Criterion sampling refers to the examination of cases
that meet predetermined criteria (Patton, 2002). Since the Maarif Model began to be implemented at the fifth-
grade level in the 20242025 academic year, having taught fifth grade during the 2024-2025 academic year
was established as the criterion for participation in this study. Descriptive information about the participants
is presented in Table 1.

Table 1

Descriptive Characteristics of the Participants
Variable f %
Gender
Female 126 62.1
Male 77 379
Education Level
Bachelor’s Degree 149 73.8
Master’s Degree 51 252
Doctoral Degree 2 1
Years of Teaching Experience
0-5 years 24 11.9
6-10 years 37 18.3
11-20 years 95 47
21 years or more 46 22.8
School Location
Village 32 15.8
District 69 342
City (Center) 101 50

Note. * There are missing data for age, education level, years of teaching experience, and school location.

In the next phase of the study, semi-structured interviews were conducted with 15 Turkish language teachers
to gain an in-depth understanding of their adaptation to the 2024 SSTLC. Descriptive information about the
participants who voluntarily took part in the interviews is presented in Table 2.

Table 2

Descriptive Characteristics of the Interview Participants

Years of Perceived Adequacy of
Code Gender Age Education Level Teaching School Location Training Received on the
Experience 2024 SSTLC
P1 Male 25-35 Bachelor’s Degree  6-10 years City Center Partially Adequate
P2 Female 25-35 Bachelor’s Degree  0-5 years City Center Partially Adequate
P3 Female 25-35 Bachelor’s Degree  6-10 years Village Adequate
P4 Female 25-35 Bachelor’s Degree  0-5 years Village Partially Adequate
P5 Female 36-45 Master’s Degree 11-20 years City Center Adequate
P6 Male 36-45 Bachelor’s Degree  11-20 years District Partially Adequate
P7 Female 25-35 Master’s Degree 0-5 years District Partially Adequate
P8 Male 36-45 Bachelor’s Degree  11-20 years District Partially Adequate
P9 Female 25-35 Master’s Degree 0-5 years District Partially Adequate

1231



B .Eyiip et al. Ahi Evran University Journal of Kirsehir Education Faculty Volume 27, Issue 3, 2026

P10  Male 36-45 Bachelor’s Degree  6-10 years District Partially Adequate
P11 Male 36-45 Bachelor’s Degree  11-20 years District Inadequate
P12 Female 25-35 Bachelor’s Degree  6-10 years District Adequate

P13 Female 25-35 Bachelor’s Degree  0-5 years Village Partially Adequate
P14  Female 36-45 Master’s Degree 11-20 years City Center Partially Adequate
P15 Female 25-35 Bachelor’s Degree  11-20 years City Center Inadequate

Data Collection Process

First, permission to use the measurement instrument was obtained from the relevant researchers, followed by
the necessary approvals to conduct the study. After the permission and approval process, Turkish language
teachers who had taught fifth-grade classes during the 2024-2025 academic year were contacted in line with
the purpose of the study. Data were collected in 2025 from teachers who voluntarily agreed to participate in
the study. In quantitative data collection, data can be collected face-to-face, by telephone, or via e-mail using
the data collection instrument (Creswell, 2019). In this study, the Adaptation to Curriculum Change Scale was
administered online and distributed to participants digitally to enhance the representativeness of the sample
and reach a broader group of participants. Google Forms was used for data collection, and informed consent
was obtained from the participants with due consideration given to the platform’s privacy settings and data
security principles. The scale did not include any questions that could reveal the participants’ identities.
Completing the scale took approximately 8—12 minutes. Following the collection of quantitative data, the
qualitative data collection phase was initiated.

To provide a more detailed and in-depth interpretation of the findings obtained from the quantitative analyses,
semi-structured interviews were conducted with 15 volunteer teachers who had participated in the quantitative
phase. The interviews were conducted individually, lasted approximately 15-20 minutes, and were recorded
with the participants’ consent. No personal information was collected to protect participants’ privacy. Care
was taken to avoid leading statements that could influence participants’ views or imply a particular response
during the interviews. The interviews were concluded when data saturation was reached.

Data Collection Tools
Personal Information Form

The Personal Information Form was developed by the researchers to collect data on the participants’
demographic and descriptive characteristics. The form included questions regarding variables such as gender,
age, education level, years of teaching experience, school location, and perceived adequacy of the training
received on the 2024 SSTLC.

Adaptation to Curriculum Change Scale

The Adaptation to Curriculum Change Scale, developed by Karsantik and Yage1 (2022), was used to determine
Turkish language teachers’ levels of adaptation to the 2024 SSTLC. The scale consists of 29 items rated on a
five-point Likert scale and comprises seven dimensions: cooperation, change management, effect of change,
concerns about change, information seeking, feedback, and change awareness. Reliability analyses conducted
by Karsantik and Yagc1 (2022) indicated that the Cronbach’s alpha internal consistency coefficients calculated
for two separate samples were .84 and .86. In the present study, Cronbach’s alpha coefficient for the scale was
calculated as .90.

Semi-Structured Interview Form

A semi-structured interview form consisting of six questions was developed by the researchers to examine
Turkish language teachers’ levels of adaptation to the 2024 SSTLC in greater depth. The form was reviewed
by two academics with expertise in Turkish language education and revised based on their feedback. In line
with the experts’ opinions, one item considered repetitive in terms of content was removed from the form, and
the instrument was revised accordingly. As part of the pilot study, the interview form was administered to one
Turkish language teacher to assess the clarity of the questions. Based on the expert opinions and feedback
obtained from the pilot study, the final version of the interview form consisted of five questions: [1. What are
your overall impressions of the 2024 Secondary School Turkish Language Curriculum? 2. Have you been able
to adapt to the 2024 Secondary School Turkish Language Curriculum? If yes, which aspects did you find easy
to adapt to? 3. What difficulties have you experienced in the process of adapting to the curriculum (e.g.,
assessment and evaluation, activities, textbooks, instructional materials, and resources)? 4. Have you
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developed solutions to the difficulties you encountered while adapting to the curriculum? If yes, please provide
examples. 5. Are there any aspects of the curriculum that you think need improvement? If so, could you provide
examples?].

Data Analysis

In this study, the quantitative data were analyzed using the SPSS 27 statistical analysis software. Findings
regarding the characteristics of the study group and the variables included in the study were obtained using
descriptive statistical techniques.

Content analysis was used to analyze the qualitative data. Content analysis is a systematic analytical approach
that aims to group and interpret data with similar characteristics within specific themes (Yildirim & Simsek,
2018). In this study, a four-stage analysis process was followed to analyze the qualitative data (Creswell, 2023).
First, the raw data obtained from the interviews were organized into a meaningful structure. The organized
data were then read in detail, and noteworthy statements were recorded. In the third stage, the data were
grouped according to their content and coded by considering the relationships among them. The codes
generated at this stage were categorized and labeled according to their similarities in content. Finally, the
findings were interpreted and reported (Creswell, 2023). The findings were interpreted with support from direct
quotations, from which filler expressions such as “umm,” “uh,” and “like” were removed. The results obtained
from the qualitative data were evaluated together with the quantitative findings. When presenting the findings,
participants were coded as P1, P2, P3, and so forth to protect their identities. MAXQDA 2020 software was
used to visualize the qualitative data obtained in the study. In the qualitative phase of the study, Lincoln and
Guba’s (1985) criteria of credibility, transferability, dependability, and confirmability were adopted.
Accordingly, the findings obtained from the interviews were supported by direct quotations from the
participants. The interviews were concluded when the data began to show repetition, indicating that data
saturation had been reached. The qualitative data were jointly coded by two researchers with expertise in the
field, and the consistency of the coding process was assessed by calculating inter-coder agreement, which was
found to be at an acceptable level. In cases of disagreement between the coders, the relevant codes were
discussed until consensus was reached. Decisions made during the coding and categorization process were
documented in detail, clearly indicating which data each code was derived from. The findings obtained through
the analysis were linked to the raw data, and all stages of data collection and analysis were documented in
detail.

Ethics Statement

This research was conducted in accordance with the ethics committee approval granted under the decision of
Social and Humanities Scientific Research and Publication Ethics Committee at Trabzon University, dated
11/12/2024 and numbered E-81614018-050.04-2400061380.

Findings

This section presents the findings regarding Turkish language teachers’ levels of adaptation to curriculum
change and their views on the 2024 SSTLC. The study group’s mean scores for adaptation to curriculum
change are presented in Table 3.

Table 3

Mean Scores for Adaptation to Curriculum Change
Variable M Min. Max. SD
Cooperation® 4.18 1.83 5.00 .65
Change Management® 3.99 1.00 5.00 71
Effect of Change® 3.29 1.00 5.00 1.02
Concerns about Change® 2.62 1.00 5.00 .97
Information Seeking? 4.39 2.00 5.00 71
Feedback® 3.80 1.33 5.00 .80
Change Awareness® 4.08 1.00 5.00 .73
Adaptation to Curriculum Change 3.75 2.48 5.00 49

Note.*: Factors of the Adaptation to Curriculum Change Scale
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As shown in Table 3, the participants had a mean score of 3.75 for adaptation to curriculum change, with a
standard deviation of 0.49. This finding indicates that the participants’ level of adaptation to curriculum change
was above the moderate level. Regarding the individual factors, mean scores were relatively high for
Information Seeking (4.39), Cooperation (4.18), and Change Awareness (4.08), while Change Management
(3.99) and Feedback (3.80) were at moderate-to-high levels. The mean score for Effect of Change was 3.29,
whereas Concerns about Change had the lowest mean score at 2.62.

The areas supporting Turkish language teachers’ adaptation to the 2024 SSTLC are presented in Figure 1.
Figure 1
Areas supporting Turkish language teachers’ adaptation to the 2024 SSTLC
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The areas supporting Turkish language teachers’ adaptation to the 2024 SSTLC were classified into seven
categories: Pedagogical Approach, Activity Selection, Text Selection, Functional Grammar, Assessment and
Evaluation, Systematic Structure of the Curriculum, and Balanced Coverage of Basic Language Skills.

The Pedagogical Approach category included the codes Student-Centered Approach, Values-Based Approach,
Learning by Experiencing, GRR (Gradual Release of Responsibility) Model, and Addressing Different
Learning Domains. P9 emphasized that the curriculum places importance on values. P13 stated that the
curriculum aims to equip students with a wide range of skills and addresses various learning domains. P11
regarded the emphasis placed on learning by experiencing in the SSTLC as a positive development. P9
highlighted the potential benefits of the GRR Model for students from different perspectives: “I noticed that
in some activities, the teacher first performs the activity, then groups the students and has them do the activity
together as a group once or twice before moving on to the stage where they complete it individually. I think
this is a practice that can provide students with many academic and social benefits.”

In addition, P1, P2, P6, P12, P13, and P14 emphasized that the 2024 SSTLC is student-centered and keeps
students actively engaged throughout the learning process. P8 stated that activities in which students were
active and productive created a positive sense of dynamism in the classroom. P4 noted that although previous
curricula had also referred to a student-centered system, this approach was fully realized with the current
curriculum. P7 stated that students’ active participation and ability to express their own ideas facilitated the
adaptation process.

The Activity Selection category included the codes Group Activities, Research Activities, Emphasis on Digital
Content, and Development of Higher-Order Thinking Skills. P12 stated that the greater emphasis on group and
research activities in the 2024 SSTLC made lessons more enjoyable. P14 drew attention to content and activity
suggestions aligned with the process of digitalization. Similarly, P9 stated that the well-designed and accessible
content in the textbook facilitated the adaptation process. P2 noted that the curriculum aims to develop skills
such as problem-solving, critical thinking, and interpretation, and that the activities are generally designed in
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accordance with these skills. Similarly, P7 stated that they enjoyed adapting, together with the students, to
activities focusing on skills such as creative writing and critical thinking.

The Text Selection category included the codes Selection of Texts Appropriate to Students’ Level, Selection
of Texts Consistent with Cultural Values, and Selection of Contemporary Texts. P2 stated that the textbook
included many texts specifically intended to foster cultural values. P9 noted that the selected texts were
appropriate to students’ level and addressed contemporary topics: “I noticed that the fact that our textbook
consists of texts that are appropriate to the children’s level and selected from contemporary topics makes it
easier for them to enjoy their textbooks and encourages them to think about issues experienced today.”
Similarly, P4 emphasized the selection of texts closely connected to everyday life: “There are texts that are
closely connected to everyday life. For example, case-based texts are included. There is a problem that we
might encounter in everyday life. The texts ask things like, “What would you do if you encountered this
problem?’ At this point, the student is looking for solutions to problems they might encounter in real life. In
other words, life and school learning come together. In this respect, I find the texts in the textbook very
appropriate, adequate, and well designed.”

Under the Functional Grammar category, P2 emphasized that presenting grammar functionally rather than
focusing on rules was one of the positive aspects of the curriculum.

Under the Assessment and Evaluation category, P4 emphasized the importance of the formative assessment
process: “In the assessment and evaluation component, rather than assessing whether students have memorized
or can recall information, we assess how they transform that knowledge into skills, which allows us to monitor
their development. Assessment is spread across the learning process. In this way, the child’s development can
be monitored. For example, with portfolios, we can assess where the child started, how they progressed
throughout the process, and where they eventually reached. For this reason, I also find portfolios very
appropriate and adequate.”

Under the Systematic Structure of the Curriculum category, P14 stated that the clear and systematic
organization of the themes ensured that the learning outcomes were appropriate to the grade level and enabled
the instructional process to be planned step by step.

Under the Balanced Coverage of Basic Language Skills category, P12 and P14 stated that the 2024 SSTLC
focuses on developing the four basic language skills in a balanced manner. Similarly, P4 noted that the skills
were addressed holistically: “T also think it is very good that equal emphasis is placed on all of them. This was
mentioned in previous curricula as well, but I think it has truly been emphasized in this curriculum. There are
many writing activities and many listening activities. In this way, the child’s writing skills improve, and their
listening skills improve as well. The other skills were already included in one way or another. As a result, all
of the student’s skills develop. I think this is good in that respect.”

The challenges encountered by Turkish language teachers in adapting to the 2024 SSTLC are presented in
Figure 2.

Figure 2
Challenges encountered by Turkish language teachers in adapting to the 2024 SSTLC
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The challenges encountered by Turkish language teachers in adapting to the 2024 SSTLC were classified into
ten categories: Activity Selection, Fragmented Organization of Content, Mismatch Between the Textbook and
Students’ Level, Assessment and Evaluation, Text Selection, Grammar Instruction, Learning Outcomes,
Inadequacy of In-Service Training, Technological Challenges, and Difficulty in Implementing the GRR
Model.

The Activity Selection category included the codes Imbalanced Distribution of Skills, Insufficient Variety of
Activities, Lack of Clarity in Instructions, High Number of Activities, and Difficulty in Implementing Group
Work. P3 emphasized that the skills were not evenly distributed across the activities: “This year, we proceeded
mostly through writing; I can say that. I would say about 60% of our activities involved writing. There was
writing all the time—speaking and writing, that was basically it.” P2 stated that students became bored after a
while when they repeatedly engaged in the same types of activities. P3 and P9 noted that the instructions for
some activities were unclear. Similarly, P8 stated that the activity instructions were written in overly lengthy
language and suggested that simpler, clearer language appropriate to students’ level could be used. P1, P5, and
P15 stated that the high number and density of activities created time constraints. P12 and P15 reported that
the inclusion of group work caused problems in crowded classrooms. P8, on the other hand, emphasized the
difficulty of implementing group work in classes with fewer students: “I noticed that the curriculum includes
quite a large number of activities based on group work. Although these types of activities are beneficial for
students, they are quite difficult to implement, particularly in village schools with small class sizes or limited
physical facilities. Sometimes, we even have to skip certain activities altogether. This shows that the
curriculum does not fully accommodate every type of school and every set of conditions.” P10 stated that they
were able to obtain satisfactory results from higher-achieving students during group work, whereas average-
and lower-achieving students experienced difficulties.

Under the Fragmented Organization of Content category, P8 stated that presenting the topics newly introduced
at the fifth-grade level across different parts of the textbook made it difficult both to understand the
instructional sequence and to prepare annual plans. P13 stated that presenting topics in separate parts
negatively affected the retention of learning: “For example, adjectives are covered only very briefly in the first
pages of the textbook. Then they appear again in later sections. Because students encounter the topic again
after a long period of time, this does not result in lasting learning. The same is true for punctuation marks.
Presenting them in separate parts makes it difficult for students to adapt to the topic.” Similarly, P6 stated that
this situation could make it difficult for students to integrate their knowledge: “The coherence of the topics in
the texts, particularly punctuation and spelling rules, is divided into separate parts. There is one learning
outcome in one place and another feature somewhere else. It is somewhat scattered. Students may have had
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difficulty integrating the information because the topic was ultimately divided across several different
sections.”

Under this category, P3 stated that the textbook was above the students’ level: “There is the issue of completing
the textbook. If we try to have every student do the same things—which is what is expected of us—there
simply isn’t enough time. Some of my colleagues could not finish it and are far behind. The textbook was a
little too demanding for everyone.”

The Assessment and Evaluation category included the codes Difficulty Developing Questions Aligned with
Learning Outcomes and Insufficient Examples of Alternative Assessment Tools. P9 and P13 stated that they
had difficulty understanding the intended content when developing questions aligned with the learning
outcomes. P2 and P6 reported feeling constrained when preparing questions. Similarly, P7 stated that the lack
of concrete and clear examples for assessing the learning outcomes in the curriculum caused confusion. P10
expressed this difficulty as follows: “For example, a learning outcome is provided there, but I don’t understand
what kind of questions I am supposed to prepare for that learning outcome. We actually brought this up at our
departmental meeting for the first time. Many of my fellow teachers have difficulty preparing questions related
to the learning outcomes provided. I struggle with it too; I don’t understand it. What does it mean? I can’t
figure it out either.” P14 emphasized that the lack of sufficient examples for implementing alternative
assessment tools created uncertainty.

The Text Selection category included the codes Excessive Text Length and Excessively Abstract Texts. P6
stated that the texts in the textbooks were time-consuming: “For example, the visuals in the textbook were very
good, and the listening texts were good. The texts were understandable. The videos used for listening activities
were also good and well selected in terms of content. They were just a little long. For example, there were
texts that were two or three pages long. Those texts took a lot of time.” P14 emphasized that some texts were
too abstract for the students’ grade level: “Some texts being too abstract for the grade level can also cause
students to have difficulty making sense of them.”

The Grammar Instruction category included the codes Reduced Emphasis on Grammar and Difficulty in
Implementing Functional Grammar. P2 emphasized that grammar activities were limited. Similarly, P8 stated
that grammar topics were given less emphasis in the curriculum: “Very little attention is given to grammar,
both in the learning outcomes and in the sample activities. However, grammar is very important for students
to express themselves accurately and effectively. The development of reading and writing skills also depends
to a great extent on having a solid foundation in grammar.” P12, on the other hand, stated that they had
difficulty implementing functional grammar: “It was particularly challenging to introduce adjectives and
pronouns by first having students infer them without explicitly naming the concepts.”

Under the Learning Outcomes category, participants stated that they had difficulty understanding the learning
outcomes. P11 noted that the language used in the learning outcomes was not sufficiently clear, which created
difficulties for teachers: “For most of the learning outcomes, we had to go back to the curriculum again and
again and look at the sub-outcome areas to understand exactly what they covered.” Similarly, P9 stated that
they had difficulty understanding the content of some learning outcomes when preparing exam questions or
teaching lessons.

Under the Inadequacy of In-Service Training category, P11 stated that the training provided at the beginning
of the academic term was inadequate. Similarly, P9 described the inadequacy of the training received as
follows: “We had the opportunity to receive training on the curriculum during the seminar period, but at that
time we did not have clear information about many factors, such as the textbooks or students’ readiness levels.
Naturally, we thought that what had been explained to us was sufficient. However, as we began implementing
the curriculum over time, we encountered new situations and experienced difficulties with them.” P11 also
stated that the supplementary and enrichment materials had not been published as promised.

The Technological Challenges category included the code Difficulty Accessing Digital Materials. P13
mentioned the problem of the activities in the textbooks being linked to EBA and EBA frequently being
inaccessible. P1 stated that the QR code applications in the textbooks were not functional: “Let me mention
this as well. There are QR codes in the textbooks. We have to scan the QR code with a phone to access the
content. This takes time and also causes the class to lose focus. As you know, students can become distracted
at the slightest break. I have to log in using my own account details, and the content only opens after I log in
to EBA. I also have to open the textbook and access EBA through the book. The waiting time can take a while.
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So I would say that this is a disadvantage.” P12 stated that providing separate QR-coded content appropriate
to students’ levels facilitated assessment and evaluation; however, because they worked in a disadvantaged
area, approximately half of the students experienced difficulty completing the QR-code-based activities.

The Difficulty in Implementing the GRR Model category included the codes Repetition in Content and Content
Misaligned with Teachers’ Subject-Matter Expertise. P8 described the difficulty of implementing the GRR
Model as follows: “One of the most significant problems I noticed in the activities was that the same activity
was repeated more than necessary using different methods. For example, an activity is first carried out under
the teacher’s guidance, then with a large group, then with a small group, and finally individually. So the same
activity is repeated over and over. This much repetition distracted the students, and I also had difficulty getting
them to focus again. Although the purpose of the activities is important, presenting them in so many stages
makes the teaching process difficult.” Similarly, P1 stated that repeating the same activity three or four times
was time-consuming. P3 noted that the GRR Model caused students to become bored: “For example, we have
a writing activity. It first asks me to do the same thing, so we do it. Then it asks six or seven students to do it,
and they do. Then it asks one to four students to do the same thing again, one after another, and finally one
student does it individually. In other words, it asks the child to do the same activity repeatedly, one after
another. In this form, it is very tiring for children of that age, and they find it boring.” In addition, participants
stated that some activities based on the GRR Model included content that did not align with teachers’ subject-
matter expertise. P11 expressed this view as follows: “The Watch—Learn—Practice sections were unnecessarily
long and time-consuming. For example, there was an activity that expected me to illustrate a text. Expecting
this from a teacher who can’t draw anything other than Cin Ali...” P1 similarly emphasized activities that
exceeded teachers’ areas of expertise: “For example, there was a visualization activity in the textbook. I don’t
have much expertise in that area. It is more the kind of activity that a visual arts teacher could carry out. Some
of the activities involved things that went beyond our expertise as Turkish language teachers.”

The strategies developed by Turkish language teachers to adapt to the 2024 SSTLC are presented in Figure 3.
Figure 3
Strategies developed by Turkish language teachers to adapt to the 2024 SSTLC
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The strategies developed by Turkish language teachers to adapt to the 2024 SSTLC were classified into four
categories: Activity and Content Adaptation, Material Support, Collaboration Among Stakeholders, and Use
of Out-of-School Learning Environments.

The Activity and Content Adaptation category included the codes Activity Modification, Selective
Implementation, and Topic Review. P2 stated that they modified the activities to make them more appealing
to students. P3 stated that they made use of drama: “We mostly used gamification and drama activities. We
modified an activity. For example, it asked us to do something else, but we turned it into a drama activity. We
thought the more we could make it less boring, the better. Since we also have a small class, the students get
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tired of doing the same things, so we tried to diversify the activities. We used drama and different methods,
such as the station technique.” P7 stated that they made the activities more feasible by simplifying them or
converting them into group work. P14 stated that they simplified the activities and adapted them according to
students’ readiness levels, while P8 and P15 reported converting group activities into individual activities. P5
stated that they modified group activities to make them more functional: “A text is given in the textbook, and
you try to analyze it with a larger group. Immediately afterward, another short text is provided, and you try to
analyze it with a smaller group. Then another text follows, which the student is expected to analyze
individually. At first, I tried to do this. We had already seen an example of this practice during the seminar,
but I realized that it was not very feasible in practice. Also, I have a small number of students, so when I
realized that the activities were repetitive and that the students were getting bored, I modified them and
implemented them differently. When we came to that activity, | made it a little more functional. I had them
read extensively and do group work. I did not repeatedly move from large-group to small-group and then
individual work because it was also time-consuming. So I changed it.” Participants stated that they used
selective implementation during the process of adapting to the 2024 SSTLC. P1 noted that they could not
spend too much time on some activities. Similarly, P6 stated that they tried to move quickly through long texts.
In addition, P1 and P10 stated that they tried to review the topics they had taught.

The Material Support category included the codes Use of Guidelines and Use of Supplementary Materials. P9
stated that they benefited from visual and written materials while adapting to the 2024 SSTLC: “We also
obtained information from both written and visual materials prepared and published by the Ministry. These
materials made our work easier.” Similarly, P13 stated that when they encountered difficulties, they first
consulted the guidelines. P2 stated that they used supplementary materials when the activities were insufficient:
“Regarding grammar, when I thought the activities were insufficient, I used activities from different sources
on the interactive whiteboard. The listening and viewing texts were good, but I also used additional viewing
materials in line with the students’ requests.” P3 stated that when some activities and texts in the textbook were
not appropriate to the students’ level, they tried to find supplementary texts that could attract students’
attention. Similarly, P7 stated that they searched online for materials appropriate to students’ level or prepared
their own materials and integrated them into their lessons. P12 reported using physical materials such as toys,
P10 used game-based content, and P14 used rubrics and digital applications in their lessons.

The Collaboration Among Stakeholders category included the codes Administrative Support and Collaboration
Among Turkish Language Teachers. P7 stated that they collaborated with other Turkish language teachers in
developing assessment tools: “I tried to collaborate with my colleagues in dealing with the difficulties. We
developed our own assessment tools and shared them with one another.” Similarly, P11 stated that they
benefited from collaboration among Turkish language teachers by creating social media groups. P9, P13, and
P14 stated that they collaborated with teachers in their subject area when they encountered difficulties. P13
stated that they benefited from administrative support during the adaptation process: “Sometimes, when I could
not find a clear answer there, I consulted the school administration. They were always helpful.”

Under the Use of Out-of-School Learning Environments category, P10 stated that they made use of out-of-
school learning environments while adapting to the 2024 SSTLC: “In addition, I take the students on field trips
so that they can be more active. | organized field trips and library visits.”

The recommendations proposed by Turkish language teachers to facilitate the process of adapting to the 2024
SSTLC are presented in Figure 4.
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Figure 4

Recommendations proposed by Turkish language teachers to facilitate the process of adapting to the 2024
SSTLC
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The recommendations proposed by Turkish language teachers to facilitate the process of adapting to the 2024
SSTLC were classified into eight categories: Activities, Themes, Texts, Grammar, Professional Development
Support, Technology, Assessment and Evaluation, and Basic Language Skills.

The Professional Development Support category included the recommendations Preparing Practice-Oriented
Guidance Documents and Providing In-Service Training Support. P7 stated that it could be beneficial to
prepare guidance documents for teachers in a more functional and practice-oriented manner. P2 emphasized
that more effective training should be provided for the curriculum to be implemented more successfully: “I
think the training provided for the teachers who will implement this curriculum is inadequate.”

The Activities category included the recommendations Providing Clear and Understandable Instructions,
Providing Alternative Activities, Reducing the Number of Activities, Increasing the Variety of Activities, and
Use of Digital Tools. P2 stated that technological support was highly important and that greater use of digital
tools in activities both attracted students’ attention and made the process more interactive. P2 also emphasized
that activity examples should be further diversified and enriched: “Some activities can become repetitive or
may not be engaging enough for students. At this point, improvements could be made both in terms of content
and the way the activities are presented.” Similarly, P4 stated that similar activities could be simplified. P1,
P8, P13, and P15 noted that the activities could be presented in a less intensive and more streamlined manner
and that repetitive activities could be reduced. Similarly, P10 expressed this view as follows: “Some activities
consist of three or four stages. In the first stage, you are asked to do one thing, then something else in the
second stage, and another thing in the third stage. There are too many demands. In other words, a student has
to go through many stages while completing a single activity. Do this, do that, then do something else. While
the child is trying to do all of these, they get lost in the process. We do the beginning and forget the end; by
the time we reach the end, we have forgotten the middle.” P8 stated that the activities should be supported with
alternative implementation suggestions appropriate to different classroom conditions. P9 emphasized the
activity instructions and stated that some of them were difficult for students to understand: “Using clearer
language that children can understand could make implementation easier.” Similarly, P12 emphasized that the
activity instructions should be written in clearer and more understandable language and that the academic
language should be simplified.

The Themes category included the recommendations Balanced Distribution of Themes and Making Themes
More Concrete. P2 stated that some themes were overly dominant in the curriculum, whereas others remained
in the background: “For students’ well-rounded development, it might be better to distribute the themes more
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evenly. In this way, students would have opportunities to think, express themselves, and make connections
across different topics.” P14 stated that some themes remained too abstract for students’ age level and therefore
emphasized the need to make the content more concrete.

The Texts category included the recommendations Shortening the Texts and Increasing the Use of Narrative
Texts. P6 and P10 stated that the texts included in the textbooks should be shortened during the process of
adapting to the 2024 SSTLC. Similarly, P12 stated that the length of the texts placed demands on students’
attention spans and reading time and therefore suggested that the texts should be made shorter and more
concise. P10 stated that the number of narrative texts in the textbooks should be increased: “I think the texts
should be somewhat simpler and more narrative-based. There are many informational texts in the textbook,
and students have difficulty understanding them. A story tends to stay in their minds, but when it is an
informational text—for example, the harmful effects of hamburgers or the benefits of exercise—it does not
attract children’s attention as much. When there is a story, children remember it more easily.”

The Grammar category included the recommendations Teaching Grammar Topics through Explicit Instruction
and Increasing the Emphasis on Grammar. P1 stated that implicit instruction and explicit instruction should be
used together when teaching grammar topics. P3 stated that grammar topics had remained in the background
and emphasized that greater emphasis should be placed on this area. Similarly, P8 emphasized that grammar
topics should be incorporated into the curriculum more visibly by relating them to other skills.

The Technology category included the recommendations Providing Alternative Digital Tools, Improving the
Functionality of QR Code Applications, and Strengthening the Technological Infrastructure. P2 stated that
providing alternative digital materials could be beneficial. P1 expressed the need to improve the functionality
of QR code applications as follows: “First of all, I would like the QR code issue to be fixed. It would be much
better if the QR code applications in the textbook were available in one place, for example directly on a website
or in some other way, so that we could access them immediately without waiting. If we had the chance to open
them directly without even needing the textbook, it would save us time.” P2 also stated that the technological
infrastructure should be strengthened because teachers experienced difficulties when technological content
was not sufficiently supported or when technical problems occurred on the platforms used. Similarly, P11
expressed the need to improve the technological infrastructure as follows: “Although this may not be a problem
for schools with adequate infrastructure, there are still a considerable number of schools without interactive
whiteboards in classrooms or internet access at school.”

The Assessment and Evaluation category included the recommendations Providing Examples for Assessing
Learning Outcomes and Diversifying Assessment Scales. P7 stated that although the learning outcomes were
clear, there was a lack of sample rubrics, sample questions, and activities for assessing them. P14 stated that
more examples and practice-oriented materials were needed, particularly in the assessment and evaluation
section. P5 expressed the need to diversify assessment scales as follows: “There are assessment scales at the
end of each theme, and most of them are self-assessment scales. Having them at the end of every theme causes
students to become bored after a while. They complete one at the end of the first theme, another at the end of
the second theme, and so on. There is also a section under each scale about the skills they would like to
improve. After a while, the students started to get bored with this.”

The Basic Language Skills category included the recommendations Reducing the Emphasis on Writing Skills,
Increasing the Number of Listening Activities, and Increasing the Variety of Listening Texts. P3 commented
on the emphasis placed on writing in the 2024 SSTLC as follows: “I think they may have placed a little too
much emphasis on writing. When I look back on this year, I realize that I was constantly doing writing
activities. That is what I remember most.” P3 stated that there should be more listening activities, while P2
suggested that listening texts should be more varied. In addition, P2 stated that using different tones of voice,
accents, and text types in listening texts could contribute to students’ more effective development of listening
skills.

Results and Discussion

In this study, Turkish language teachers’ overall level of adaptation to the 2024 SSTLC was found to be above
the moderate level, indicating that the curriculum change was generally embraced. In particular, the high levels
observed in the dimensions of information seeking, cooperation, and change awareness demonstrate that
teachers possess strong cognitive readiness and professional interaction toward the change. This finding aligns
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with previous studies showing that the values- and skills-based structure of the curriculum was positively
received by teachers at a theoretical level (Behriz, 2025; Duyul et al., 2025). The high level of information
seeking indicates that teachers are willing to access information about the curriculum and monitor the
implementation process. This demonstrates that following the introduction of the curriculum, teachers tended
to examine the curriculum, attend in-service training programs, and share knowledge with their peers.
However, several studies have reported that in-service training sessions were found to be inadequate (Arslan
& Kimsesiz, 2025) and that curriculum literacy remained limited in terms of conceptual depth (Kurnaz &
Celikkiran, 2025). This suggests that although information seeking appeared high quantitatively, it may vary
in terms of the actual quality and depth of that information. The high level found in the cooperation dimension
indicates that teachers engaged with their colleagues throughout the change process and shared experiences
regarding curriculum implementation. Teachers’ need to collaborate with colleagues during change processes
reflects the value they place on shared experiences and collaborative learning when resolving emergent
problems. Indeed, research has shown that an overwhelming majority of teachers experience a strong need for
professional collaboration (Ozdogru, 2021). Within this context, the present finding confirms that peer
interaction and experience sharing serve an essential function for teachers adapting to curriculum reforms. The
high level of change awareness reveals that teachers are conscious of both the innovations introduced by the
curriculum and the necessity of this change. It is evident that the Century of Tiirkiye Education Model’s
emphasis on values, skills, and holistic development has been largely embraced by teachers. This finding
suggests that rather than resisting change, teachers actively strive to understand its rationale and underlying
purposes. In fact, literature notes that teachers generally evaluate the core philosophy and innovations of the
curriculum favorably and demonstrate a high level of awareness regarding its goals and approach (Behriz,
2025). In this regard, it can be concluded that teachers possess a high level of awareness regarding the
fundamental objectives of the curriculum reform. Furthermore, the high level of change management suggests
that teachers perceive themselves as competent in adapting to the curriculum change and managing newly
introduced practices. Indeed, studies have noted that teachers made various instructional adjustments in their
lesson planning in line with the Century of Tiirkiye Education Model, leveraged technological integration, and
stated that the model contributed to their professional development (Seyyar & Aydin, 2025). This shows that
teachers have developed a certain degree of self-efficacy in reflecting the curriculum’s anticipated
transformations in their teaching practices.

The fact that the feedback dimension was comparatively lower than the other high-scoring dimensions is
particularly noteworthy. This result suggests that while teachers receive a certain level of support during the
transition, guidance and feedback mechanisms regarding practical classroom implementation do not function
at the desired level. Relevant literature likewise indicates that the practical application aspect of in-service
training remains insufficient, leading teachers to demand more hands-on guidance and support regarding
curriculum execution (Arslan & Kimsesiz, 2025; Seyyar & Aydin, 2025). This demonstrates that teachers
require more systematic and practice-oriented feedback mechanisms during the change process. Another
striking finding of this study is that the effect of change dimension yielded a lower mean score compared to
the other dimensions. This indicates that despite being informed about the curriculum, endorsing the change,
and showing willingness to adapt, teachers’ perceptions regarding the actual impact of the curriculum on
classroom practices and student outcomes remain more limited. The recent implementation of the curriculum
and the structural obstacles encountered during its delivery may have contributed to this outcome. Literature
similarly emphasizes that while the curriculum has been endorsed theoretically, its anticipated impact has not
fully materialized in practice due to various operational difficulties (Behriz, 2025; Yilmaz & Ozdemir, 2025).
Multiple studies have reported that infrastructural inadequacies, lack of instructional materials, ambiguities in
assessment and evaluation, and time constraints severely circumscribe the impact of the curriculum (Adigiizel,
2025; Kazankaya, 2025). In this context, it is clear that instructional implementation must be reinforced for
the curriculum's impact to become more tangible. The low level observed in the concerns about change
dimension differs from some findings reported in the literature. Certain studies have highlighted that teachers
experience anxiety due to ambiguities in implementation, pedagogical shifts, and increased workloads
(Kazankaya, 2025; Yilmaz & Ozdemir, 2025). Moreover, it has been suggested that low anxiety levels might
be interpreted alongside cautious attitudes toward change or skepticism regarding the sustainability of reforms
(Behriz, 2025; Seyyar & Aydin, 2025). Therefore, low concerns about change may reflect psychological
comfort, but it could also signify a cautious, watchful stance toward reform.
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The findings revealed that the areas supporting Turkish language teachers’ adaptation to the 2024 SSTLC
centered on pedagogical approach, activity selection, text selection, functional grammar, assessment and
evaluation, the systematic structure of the curriculum, and the balanced coverage of basic language skills.
These findings are partially supported by the broader literature. Studies indicate that teachers theoretically
endorse and welcome the curriculum’s virtue—value—action orientation, student-centered design, and
competency-based structure (Behriz, 2025; Seyyar & Aydin, 2025). Similarly, the balanced coverage of the
four basic language skills and the contextualized treatment of functional grammar are recognized as notable
strengths of the curriculum (Yurdakal, 2024). However, the literature also emphasizes that these components
do not always function supportively in classroom practice. The high density of activities, excessive length of
texts, and complex instructions often generate severe time pressure and implementation difficulties for teachers
(Kurnaz & Celikkiran, 2025; Yilmaz & Ozdemir, 2025). Although formative and process-oriented assessment
is praised conceptually, its sustainability in crowded classrooms emerges as a major challenge (Kazankaya,
2025). Additionally, the extensive and dense structure of the curriculum text has been noted to hinder
comprehensibility (Uludag Kirgil & Ulugmar Sagir, 2025; Yurdakal, 2024). Thus, while the curriculum is
pedagogically coherent and robust at the design stage, local classroom conditions often generate new
operational burdens for teachers. Evaluated alongside the literature, the overarching dynamic regarding the
2024 SSTLC reflects a clear dichotomy between theoretical adoption and practical limitations. Teachers
embrace the philosophy of the model, yet structural and practical deficiencies prevent it from being fully
translated into daily classroom practice (Behriz, 2025; Seyyar & Aydin, 2025). It is frequently emphasized
that pedagogical innovations remain limited in practice unless reinforced with adequate systemic support
(Duyul et al., 2025; Kazankaya, 2025).

The findings also indicated that Turkish language teachers encountered multidimensional difficulties during
their adaptation to the 2024 SSTLC, categorized under activity selection, fragmented organization of content,
mismatch between the textbook and students' level, assessment and evaluation, text selection, grammar
instruction, learning outcomes, inadequacy of in-service training, technological challenges, and difficulty in
implementing the GRR Model. These findings confirm that while teachers identify with the vision of the
curriculum, they face considerable operational friction when encountering the realities of the field. This aligns
directly with the tension between theoretical endorsement and classroom practice widely cited in the literature.
In particular, activity density and instructional time deficits stand out as the most prominent problems at the
secondary school level, compelling teachers to cover certain stages superficially to keep up with the schedule
(Aras & Ozdemir, 2025). Similarly, mismatches between the textbook and student level, lengthy and abstract
texts, and convoluted instructions are voiced strongly, especially in the fifth-grade context (Kurnaz &
Celikkiran, 2025). In assessment and evaluation, while the process-oriented framework is pedagogically
welcomed, functional issues arise due to criterion ambiguity, large class sizes, and misalignment with the
central examination system (Kii¢iik & Kurt, 2025). The lack of hands-on components in in-service training
and inadequate support for teachers’ curriculum literacy further compound these challenges (Arslan &
Kimsesiz, 2025; Behriz, 2025). Nonetheless, the literature points to notable contextual nuances. Satisfaction
with textbooks varies across instructional levels; while first-grade primary school materials are generally found
adequate and appropriate, mismatches are far more pronounced at the middle school level (Duman Giiglii &
Ozdemir, 2025; Uludag Kir¢il & Uluginar Sagir, 2025). Furthermore, the perception that the curriculum has
been streamlined coexists alongside criticisms that content depth has been compromised, creating an ongoing
debate regarding the actual nature of the simplification (Seyyar & Aydin, 2025). The layered structure and
specialized terminology of the curriculum have also generated conceptual confusion among teachers,
underscoring that clarity directly impacts implementation success (Yurdakal, 2024; Uludag Kir¢il & Uluginar
Sagir, 2025).

The Century of Tiirkiye Education Model is viewed by teachers as a visionary reform initiative theoretically
accepted for its values-based education and competency-focused approach. Nevertheless, significant structural
problems—such as infrastructural gaps, excessive instructional material density, assessment ambiguities, and
a lack of practice-oriented in-service support—become prominent during classroom enactment. This suggests
an alignment gap between the theoretical framework of the model and practical application, indicating that its
feasibility has not yet been sufficiently tested against real field conditions. These observations are consistent
with previous literature highlighting theoretical acceptance versus practical inconsistency (Behriz, 2025), time
and infrastructure constraints (Yilmaz & Ozdemir, 2025), and teachers' need for sustained implementation
support (Seyyar & Aydin, 2025).
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It was revealed that the strategies developed by Turkish language teachers to adapt to the 2024 SSTLC
comprised activity and content adaptation, material support, collaboration among stakeholders, and the use of
out-of-school learning environments. Under activity and content adaptation, teachers resorted to strategies such
as simplifying activities, modifying them, selective implementation, and topic review, suggesting that the
curriculum is not perceived as universally feasible in its prescribed form across all settings. While adapting
group work or transforming tasks into drama demonstrates pedagogical flexibility, the tendency toward
selective implementation indicates that the holistic framework of the curriculum is being delivered in a
fragmented manner in the field. Relying on supplementary resources, digital tools, and teacher-made materials
under material support reflects questioning of the sufficiency of existing materials. Meanwhile, seeking peer
collaboration among Turkish language teachers, administrative support, and out-of-school learning
environments shows that adaptation is sustained through collective and compensatory efforts. These results
parallel findings documenting that activities are frequently eliminated or modified due to time constraints
(Y1lmaz & Ozdemir, 2025), certain phases of the instructional model are bypassed entirely (Aras & Ozdemir,
2025), and teachers reconfigure activities based on their own professional judgment (Kurnaz & Celikkiran,
2025). Similarly, compensating for material deficiencies through educational technology and peer
collaboration corroborates the collective coping mechanisms employed by teachers (Behriz, 2025; Yilmaz &
Ozdemir, 2025).

Nevertheless, some divergent patterns emerge in the literature. Perceptions of material adequacy differ across
grade bands; while primary school textbooks are considered sufficient (Duman Giiglii & Ozdemir, 2025), the
need for supplementary materials is considerably more pronounced in secondary education. Discrepancies also
exist regarding out-of-school learning environments; some studies highlight that teachers actively avoid such
activities due to safety, administrative, and procedural burdens (Adigiizel, 2025). Furthermore, selective
implementation is not always a deliberate pedagogical strategy; it may occasionally stem from a lack of
comprehensive curriculum literacy, resulting in fragmented practices (Uludag Kir¢il & Ulugiar Sagir, 2025).
In some contexts, skipping group activities altogether appears more prevalent than modifying them (Aras &
Ozdemir, 2025). Overall, while the findings demonstrate that teachers demonstrate extensive adaptation
practices, the nature of these adaptations varies across grade levels, local contexts, and individual curriculum
literacy levels.

To facilitate adaptation to the 2024 SSTLC, Turkish language teachers recommended strengthening
professional development support, simplifying and diversifying activities, ensuring a balanced and concrete
distribution of themes, shortening texts, increasing the visibility of grammar, upgrading technical
infrastructure, diversifying assessment tools, and reducing writing density in favor of more listening activities.
These findings reveal that teachers' expectations for reform focus primarily on feasibility, balance, professional
support, and infrastructure rather than conceptual content alone. These recommendations closely mirror the
existing literature. Teachers’ calls for practice-based professional development, simplified activities, shortened
texts, improved technical infrastructure, and diversified assessment tools corroborate previous studies
emphasizing operational deficits and inadequate systemic support (Adigiizel, 2025; Arslan & Kimsesiz, 2025;
Kurnaz & Celikkiran, 2025). In particular, teachers’ demand for hands-on, practical guidance matches prior
critiques regarding the overly theoretical nature of professional seminars. Similarly, concerns regarding
activity and text overload, instructional pacing, and lesson duration have fostered a strong consensus around
simplification and trimming.

The teachers' recommendation to reduce writing density and allocate more space to listening skills is supported
by literature noting the disproportionate cognitive load of writing tasks alongside qualitative deficits in
listening materials (Sahin & Kdseoglu, 2025). This highlights an empirical imbalance in skill distribution that
requires curriculum refinement. The call for balanced and concrete themes also aligns with studies pointing
out the absence of elective themes and the weak contextualization of topics with students' daily lives (Duman
Giiglii & Ozdemir, 2025; Yurdakal, 2024). In this regard, teachers articulate a clear need for instructional
content to be grounded in tangible, experiential contexts. The demand for more explicit grammar instruction
also reflects an underlying tension. While official policy emphasizes implicit instruction of grammar embedded
within communicative competencies, teachers’ deep-seated pedagogical habits prompt them to demand
explicit instruction (Oniisgiin & Durukoglu, 2025). This underscores a conceptual disconnect between
curriculum philosophy and teachers’ pedagogical expectations.
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In conclusion, the findings of this study demonstrate that teachers maintain an overall positive orientation
toward the Century of Tiirkiye Education Model Secondary School Turkish Language Curriculum and exhibit
strong motivation to adapt to the reform process. While teachers endorse the core philosophy, pedagogical
approach, and holistic view of language skills, they invest substantial effort into information seeking, peer
collaboration, and implementing innovations. Nonetheless, they encounter critical operational hurdles
regarding activity and content structuring, textbook suitability, assessment and evaluation practices, grammar
instruction, and the classroom application of learning outcomes. Teachers’ proactive strategies—such as
adapting content, utilizing supplementary materials, and seeking administrative and collegial support—
demonstrate an active coping posture. However, the need persists to reinforce implementation-level feedback
channels, make curriculum impacts more perceptible, and expand practice-based professional development.
Remedying these operational needs and providing targeted instructional guidance will significantly bolster the
realization of curriculum goals.
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