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Abstract

The purpose of this study is to investigate the perceptions of beginning teachers on pre-
service teacher education. Through a survey, 465 beginning teachers working in randomly
selected provinces of Turkey assessed the benefits of their pre-service programs. For data
analysis, descriptive and inferential statistics were used. The results of the study indicated
that the participant teachers’ perceptions on their pre-service trainings were not positive
and that these perceptions changed significantly by the type of faculty they graduated
from, the amount of practice teaching they did during their pre-service years, the exist-
ence of a mentor teacher as a part of practice teaching done during pre-service years, and
their teaching fields.

Keywords: teacher education; theory-practice relationship; pre-service teacher educa-
tion; beginning teachers

Oz

Bu arastirma, goreve yeni baslamis dgretmenlerin hizmet-6ncesi 6gretmen egitimi hak-
kindaki goriislerini ortaya koymay1 amaglamaktadir. Tarama deseni ¢ergevesinde hazir-
lanmis bir anket yoluyla, Tiirkiye’nin rastgele se¢ilmis illerinde gérev yapmakta olan
465 aday 6gretmenin, hizmet-oncesi donemde aldiklar1 egitimi degerlendirmeleri saglan-
mistir. Verilerin analizi i¢in betimsel ve ¢ikarsamali istatistik yontemleri kullanilmustir.
Calismanin sonuglari, katilimer dgretmenlerin hizmet-6ncesi 6gretmen egitimiyle ilgili
yansittiklar1 goriislerin olumlu olmadigini, bu algilarin katilimcilarin mezun oldugu fa-
kiilteye, hizmet-6ncesi donemde yiiriittiikleri 6gretmenlik uygulamalarinin yogunluguna,
ogretmenlik uygulamalari sirasinda bir kilavuz 6gretmenden danismanlik alip almadikla-
rina ve dgretmenlik alanlarma gore farklilik gosterdigini ortaya koymustur.

Anahtar Sézciikler: dgretmen egitimi; kuram-uygulama iliskisi; hizmet-6ncesi dgret-
men egitimi; yeni 6gretmenler

Introduction

Teacher education has always been perceived as a critical area in educational sys-
tems because of the assumption that teachers have a great impact on the quality of
education in schools. Research has also identified the quality of the teacher in the
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classroom as the largest contributing effect on student achievement (Goldhaber, 2007,
Nye, Konstantopoulos, & Hedges, 2004; Rivkin, Hanushek, & Kain, 2005; Rockoff,
2004). The role of the teacher has appeared as the most highlighted variable in achiev-
ing educational objectives (18" NECR, 2010). A related assumption is that if teachers
are prepared effectively during their pre-service teacher education, they will have an
increased capacity to offer a better education for their students. At this point, the sig-
nificance of pre-service years comes into prominence.

Teacher education is not only about assisting student teachers in developing good
and effective teaching competencies, but also about educating beginning teachers in
professional communities and contributing to a career-long professional development
(Smith & Sela, 2005). Adopting collaborative approaches in identifying core program
concepts; engaging in self-study; sharing the ideas and resources, and supporting
teacher candidate learning (Rosaen, 2003) are important to the development of teach-
ers’ professional knowledge. It should be recognized that the teachers’ professional de-
velopment includes their personal or individual development as well as their cognitive
and skill-based development. In the case of teacher education context in Turkey, the
two principal institutions that are responsible for teachers’ education and development
are the Education Faculties of the universities serving for pre-service teachers before
graduation and the Ministry of National Education serving for in-service teachers after
graduation.

Student population in Turkey is growing, and so is the need for new and qualified
teachers, particularly in some branches. As a result, the number of the faculties train-
ing teachers and the student quota for each of these faculties have increased steadily.
This quantitative change has made it more difficult to control the candidate teachers’
development process and monitor the graduates’ experiences effectively. Since the
foundation of the Republic, Turkey has adopted a route to find a place among well-
developed countries, which has resulted in continuing reforms in education as in other
fields. Throughout the history of Turkish education, restructuring of the teacher educa-
tion system has had a critical place among educational initiatives. Therefore, there has
been a long and continuous debate on the issue of teacher education in Turkey.

Teacher education has been perceived as one of the top priorities of the education
system by almost all of the governments since the initial years of the Republic (18™
NECR, 2010). In this context, there have been five critical milestones regarding the
reforms in teacher education:

(1) 1924 - John Dewey’s visit to Turkey and report on Turkish Education System

(2) 1954 - Abolition of a unique training model called Village Institutes

(3) 1973 - Enactment of Basic Law of National Education

(4) 1981 - Establishment of Higher Education Council (HEC)

(5) 1997 - Redesigning of teacher education programs

Starting with the foundation of the Republic, Turkey has intended to achieve
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Western standards in education as in all other fields. As a considerable and dominant
impact of John Dewey’s visit to Turkey in 1924, striking measures were taken in trans-
formation of teacher education between the years 1924 and 1954 (Binbasioglu, 2005;
Kocger, 1973; Oztiirk, 2005; Turan, 2000; Tiirkmen, 2007; Uygun, 2008). Accordingly,
teacher training schools were diversified and a new model called Village Institutes
was implemented in the 1940s (Aysal, 2005; Dogan, 2005; Karadmerlioglu, 1998;
Kizilaslan, 2012; Koger, 1973; Oztiirk, 2005; Seferoglu, 2004; Tarman 2010; Turan,
2000; Tiirkmen, 2007; Uygun, 2003, 2008). Until the 1950s, teachers in Turkey were
trained through two tracks in order to meet different needs in different regions: for
urban areas, primary school teachers received education at Teacher Schools; and for
rural areas, village school teachers received education at Village Teacher Schools and
Village Institutes. Both of the tracks were at the secondary education level and under
the supervision of the Ministry of National Education (Cakiroglu & Cakiroglu, 2003;
Dogan, 2005; Koger, 1973; 18" NECR, 2010).

From the time when Village Institutes were abandoned in 1954, classroom teach-
ers for primary education level were educated in boarding high schools called Primary
Teacher Schools; teachers for various fields at the level of lower secondary education
were educated in two-to-three-year Institutes of Education; and teachers for second-
ary education level were educated in four-year Higher Teacher Schools (Dogan, 2005;
Kavcar, 2002; Tirkmen, 2007; Yiiksel, 2012; 18" NECR, 2010).

In 1973, all teacher education programs were increased to higher education level
and teachers were required to earn a higher education degree as a result of the Basic
Law of National Education. With this extensive reform, teacher training schools were
redesigned. Particularly, teacher education programs for primary education level were
transferred to two-year Institutes of Education (Dogan, 2005; Kartal, 2011; Kavcar,
2002; Tarman, 2010; Yiiksel, 2012; 18" NECR, 2010).

Another important regulation was related with the /981 Higher Education Law,
which restructured the Turkish higher education by gathering all higher education in-
stitutions under the responsibility of universities. Subsequently in 1982, all institutions
training teachers under the supervision of the Ministry of National Education were
transferred to universities and the responsibility of teacher education was given to
higher education institutions. This entailed the establishment of Faculties of Education
within the universities under the supervision of the Higher Education Council (Aydin
& Bagkan, 2005; Baskan, Aydin, & Madden, 2006; Demirel, 1991; Giiven, 2008; Kar-
tal, 2011; Kavcar, 2002; Seferoglu, 2004; Yiiksel, 2012; 18" NECR, 2010). This initia-
tive to transfer teacher education to universities was parallel to the trends in other Eu-
ropean countries as well (Clay & George, 2000 cited in Cakiroglu & Cakiroglu, 2003).
Based on this reform, four-year Faculties of Education undertook the responsibility of
four-year teacher training colleges to train teachers for the levels of lower secondary
and secondary education and the two-year Schools of Education started to train teach-
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ers for primary education level. In 1989, regardless of the level they taught, all teachers
were to receive a four-year undergraduate degree, and thus the programs at Schools of
Education were increased to four years, which entailed the establishment of Depart-
ments of Primary Education within Education Faculties in 1992 (Yiiksel, 2012; 18"
NECR, 2010). However, together with the faculties of education, there have always
been alternative routes or programs to teacher certification in Turkey (Seferoglu, 2004;
Simsek & Yildirim, 2001; Yildirim & Ok, 2002).

In d1997, teacher education programs were redesigned through an initiative of the
Higher Education Council in order to improve quality standards and meet the needs in
teacher education (Aydin & Bagkan, 2005; Baskan, Aydin, & Madden, 2006; Cakiroglu
& Cakiroglu, 2003; Giiven, 2008; Kartal, 2011; Kavcar, 2002; Yiiksel, 2012).

No matter how many measures have been taken so far to improve teacher educa-
tion, unresolved problems of teacher education in Turkey have remained. Cakiroglu
and Cakiroglu (2003) summarized the problems of teacher education in Turkey under
two headings: (a) problems originating from outside factors and (b) problems origi-
nating from teacher education programs. The first heading described issues such as
increasing population of the country, high demand for teachers, political facts resulting
from instability of governments, central management concerns, problems of the teach-
ing profession including low salary, socio-economic status and heavy workload; and
admission system for teacher education programs. The second heading highlighted the
importance of curriculum and its relevance to real life. The gap between theory and
practice has been defined to be the central problem of teacher education by various
educators (Darling-Hammond & Bransford, 2005; Hammerness, 2006; Korthagen et
al., 2001).

The problems regarding teacher education in Turkey have continuously been
mentioned in many reports or papers (Aydin & Baskan, 2005; Binbasioglu, 1995; Bu-
lut et al., 1995; Dogan, 2005; Demirel, 1991; Giirsimsek ef al., 1997; Karagdzoglu &
Murray, 1988; Karagdzoglu, 1991; Koger, 1973; Seferoglu, 1996; Seferoglu, 2004,
2006; Uygun, 2005). However, few studies have been carried out with an empirical
tradition by focusing on practising teachers’ views on their pre-service preparation. In
Levine’s (2006) study, school principals’ and graduate teachers’ views were investi-
gated and only 40% of school principals perceived that teacher education schools were
doing good work when preparing teachers and 62% of graduates felt their teacher
preparation program did not adequately prepare them for the realities of the classroom.
Good et al. (2006) observed first-year practices of teachers based on school level and
type of pre-service teacher preparation. In the study, analyses revealed higher quality
classroom management practices at the elementary level and among teachers who at-
tended traditional training programs. Senemoglu (2011) conducted a study on the ef-
fectiveness of primary teacher education programs through the perceptions of student
teachers, faculty members, and newly graduated teachers. All three groups perceived
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that student teachers in primary teacher education were prepared at least adequately
in terms of competencies defined in the questionnaire although there were some dif-
ferences among the perceptions of subject groups. Seferoglu (2004) examined senior
undergraduate student teachers’ perspectives on alternative routes to teacher certifica-
tion, which reflected a negative perception on the part of the participants. In another
study, Seferoglu (2006) explored teacher candidates’ reflections on methodology and
practice components of a pre-service training program in Turkey, which indicated a
lack of close connection between the course materials and practical application in real
classrooms as well as insufficient opportunities for microteaching experiences. Caires,
Almeida, and Vieira (2012) intended to describe the general feelings, cognitions, and
perceptions of student teachers with respect to dimensions of learning and supervision;
professional and institutional socialization; emotional and physical impact; and career
aspects. The results highlighted some difficulties during pre-service years as well as
some positive perceptions.

As seen from the research done previously, most of the studies were conducted
with student teachers, but not enough attention has been given to the evaluation of the
system from the perspectives of the newly-qualified in-service teachers, who are af-
fected directly as stakeholders of the system as they are trained by the system and cur-
rently working in actual classrooms to implement what they gained from pre-service
years. Therefore, this study aimed to look into the perceptions of beginning teachers
through a survey by enabling them to assess the benefits of their pre-service teacher
training programs on certain aspects of the teaching profession. The study intended to
answer the following research questions: (1) How do the beginning teachers assess the
pre-service teacher preparation in Turkey? and (2) Do those perceptions vary signifi-
cantly by certain background variables?

Method

This study was a descriptive survey in which a questionnaire was used to investi-
gate how the new teachers assessed their pre-service education. The target population
of the study was the beginning teachers teaching in various school contexts in different
parts of Turkey. Considering the huge number of the target population, which is ap-
proximately 15.000 and changes each year based on teacher assignment policies of the
Ministry of National Education, the study was conducted with a ‘sample’. Considering
the resources of the researchers, such as financing, time, transportation, etc. as well as
the limitations placed upon them by the permission procedures, cluster random sam-
pling was used. Rather than selecting a random sample among all individuals, it was
practical to cluster the population and select some provinces of Turkey randomly, and
implement the study with all the novice teachers in those provinces: Konya (n=125),
Batman (n=96), Ordu (n=73), Nigde (n=64), Erzurum (n=39), Mugla (n=39), Kiitahya
(n=17), and Ankara (n=12). The total number of the beginning teachers participating in
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the study was 465, 87% of whom were the graduates of “Education Faculties” (n=404)
and the rest (13%) of whom graduated from other faculties (n=61).

The data collection tool was constructed by the researchers based on an exter-
nal analysis of the related literature and the program specifications of the pre-service
teacher education in Turkey. The data collection tool included Likert type questions
enabling the participants to decide on the choice across each statement that best indi-
cates their perception on the benefits of their pre-service preparation regarding certain
aspects of the teaching profession and open ended items where the participants could
provide their further comments on the issue. After having necessary revisions based
on expert opinions and the approval of the Committee of Ethics at Middle East Tech-
nical University, the final draft was obtained. The questionnaire was administered in
eight different provinces. Reliability of the instrument was ensured through “reliability
analysis”. The internal consistency of the items in the instrument, which is Cronbach’s
alpha level, was .94. The data were analyzed through descriptive statistics to under-
stand general tendencies among the participants and through inferential statistics like
t-test, ANOVA, and Chi-Square to understand group differences in relation to the per-
ceptions of the participants by independent variables. The responses were summarized
in frequency distribution tables; the findings were organized according to percentages,
means, and standard deviations; and “F”, “t”, and “p” values were presented in ta-
bles. After ANOVA, necessary multiple comparisons as “post-hoc” tests were admin-
istered. The follow up test Dunnett C was conducted to evaluate the differences among
the means. The significance level of t-tests and ANOVAs was established at p<.01.

Results

The results of the study were presented in four parts: (a) responses given by the
participants in relation to their preparation for the teaching profession; (b) partici-
pants’ reported perceptions on the contributions of their pre-service trainings to certain
aspects of the teaching profession; (c) differences in the participants’ perceptions by
background variables; and (d) further comments provided to the open-ended items by
the participants.

Results about the participants’ preparation for the teaching profession

In relation to participants’ preparation for the teaching profession, the participants
were asked about the benefits of their practice teaching experiences. According to
the responses given to the item, 40% of the participants benefited from their practice
teaching experiences in pre-service years to some extent, whereas only 17.8% ben-
efited from it considerably. On the other hand, 33.5% found it a little beneficial, and the
rest (8.6%) did not benefit from it at all. In another item, the participants were asked
whether they had worked actively with a mentor teacher as a part of their practice
teaching during their pre-service years, and 67.3% answered “yes” and 32.7% “no”



Journal of Teacher Education and Educators 155

(see Table 1).

Table 1. Responses in relation to participants’ preparation for teaching profession

Items Categories F %
To what extent did you benefit from your Much 83 17.8
practice teaching experiences in your PRESET?  Average 186 40.0
Little 156 335
None 40 8.6
Did you actively work with an MT in your Yes 313 67.3
PRESET? No 152 32.7

MT=Mentor Teacher, PRESET=Pre-service Training

In order to see the differences in the proportions of the groups, Chi-Square was
conducted in some analyses. In Table 2, perceived benefits of practice teaching experi-
ences in pre-service years were compared with respect to the type of faculty the par-
ticipants graduated from. According to the results, there were significant differences
in the responses of the EF (Education Faculties) and Non-EF (Other Faculties) gradu-
ates (p<.001). In view of that, the EF graduates had more benefits from their practice
teaching experiences than the Non-EF graduates did. As another point, 54.1% of the
Non-EF graduates and 40.4% of the EF graduates responded that their practice teach-
ing experiences did not contribute to their development at all or that its contribution
was very small.

Table 2. Perceived benefits of practice teaching by faculty
%

2 (df=3,N=526)  Groups M1 A2 L3 N@ M
=127.430,p<.001 EF 17.8 418 317 87 231
Non-EF 18.0 279 459 82 244

M=Much, A=Average, L=Little, N=None,
EF=Education Faculties, Non-EF=Other Faculties

As for the existence of a mentor teacher in practice teaching experiences during
pre-service years, 42.6% of the participants that graduated from Non-education Facul-
ties did not have a chance to work with a mentor teacher. The findings also revealed
that 31.2% of the EF graduates did not work actively with a mentor teacher in their
pre-service years (see Table 3).
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Table 3. Existence of an MT in preset by faculty

Faculties Yes (%) No (%) N
Education Faculties 68.8 31.2 404
Non-Education Faculties 57.4 42.6

MT=Mentor Teacher, PRESET=Pre-service Training

Participants’ reported perceptions on the contributions of pre-service trainings

to certain aspects of the teaching profession

In this part of the investigation, the participant teachers were asked to rate the
contributions of their pre-service trainings to certain aspects of teaching profession.
The mean values calculated for each item in this part indicated that the lowest ratings
were given to the programs’ contributions in teaching the law and regulations related
to the teaching profession (M=1.77) and in introducing the curricula of the Ministry
(M=1.80). Similarly, the programs did not seem to contribute adequately to profes-
sional development (M=2.17), overcoming instructional difficulties (A=2.20), instruc-
tional planning (M=2.23), evaluating student achievement (M=2.27) or guiding the
students (M=2.27). On the other hand, the participants seemed to be slightly satisfied
with the programs in terms of empowering skills in making teaching more attractive
(M=2.40) and considering individual differences (M=2.43) (see Table 4 for the mean

values and percentages of the other aspects).

Table 4. Perceptions on the contributions of pre-service trainings to certain

aspects
How well did your pre-service training M
contribute to... Sufficient (4) 3) (2)  Insufficient (1)
teaching the law and regulations related 5,8 183 295 40.4 1.77
to the teaching profession
introducing the curricula of the Ministry 4,7 21.1 295 38.9 1.80
providing resources for professional 10,8 284 318 25.4 2.17
development
overcoming instructional difficulties 7,5 303 394 21.1 2.20
instructional planning 10,1 314 308 27.1 2.23
using course book and materials 9,5 32.7 353 19.6 2.26
evaluating student achievement 8,8 344 338 21.5 2.27
guiding the students 8,6 33.8 353 21.3 2.27
classroom management 11,6 33.1 325 21.3 2.32
teaching methods and techniques 12,5 37.0 288 20.9 2.39
introducing the profession 11,6 372 30.8 19.6 2.39
gaining a teacher identity 14,2 355 288 18.7 2.39
making teaching more attractive 16,1 31.8 312 18.5 2.40
considering individual differences 14,8 340 323 18.1 2.43
Total Value* 10.4 314 322 24.1 2.23

*This was computed by summing up the values of each item and dividing the sum by the number of the

items within this section.
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In order to see how well the pre-service trainings contribute to student teachers’
preparation for the teaching profession in general, the total mean value was calculated
by summing up the mean values of each item and dividing the sum by the number of
the items, and this was 2.23 out of 4, which did not indicate a positive perception on
the part of the beginning teachers. Examining the total percentages, it could be claimed
that only 10% of the participants considered pre-service training programs adequately
contribute to the student teachers’ preparation for the profession by rating 4 out of 4.
On the other hand, 24% of the participants considered pre-service programs insuffi-
cient by rating 1 out of 4 (see Table 4).

Differences in the perceptions by background variables

A t-test and two ANOVAs were conducted to investigate whether the differences
in the participants’ perceptions were statistically significant by certain background
variables. The results (see Table 5) revealed that there were significant differences
in the reported perceptions of the participants with respect to their teaching fields,
F(7,457)=2.785, p=.008; the amount of practice teaching they did in their pre-service
years F(3,461)=28.653, p<.001; and the existence of a mentor teacher as a part of prac-
tice teaching they did during pre-service years #463)=4.565, p<.001. To exemplify
further from the results of the Dunnett’s C test in post hoc comparisons, kindergarten
teachers (M=3.60) seemed to be more satisfied with their pre-service programs than
both Turkish teachers (M=3.01) and Maths/Science teachers (M=3.08). There were
significant mean differences also in terms of perceived amount of practice teaching.
In this regard, the participant teachers who were engaged in more practice teaching
(M=3.66) seemed to have more positive perceptions about their pre-service training
programs than the other groups. Lastly, the teachers who worked with a mentor teacher
(M=3.44) as a part of their practice teaching in pre-service years tended to reflect more
positive perceptions about their pre-service training programs than the ones who did
not have any chance to work with a mentor teacher (M=3.03).

Table 5. Differences in perceptions by background variables

Background Variables M SD N
Teaching Fields Classroom 329 .70 87
F(7,457)=2.785, p=.008 English 324 .69 73

Turkish 3.01 .76 59

Mathematics & Science 3.08 73 69
Social Studies & Morals 3.24 .70 61
Computer & Technology 328 .78 37

Kindergarten 3.60 .52 30
Others 339 .62 49
Amount of Practice Teaching Much 3.66 .64 83
F(3,461)=28.653, p<.001 Average 336 .67 186
Little 3.00 .62 156
None 2.74 .69 40
Existence of MT in PRESET MT in PRESET 344 70 313
#(463)=4.565, p<.001 No MT in PRESET 3.03 .68 152

MT=Mentor Teacher, PRESET=Pre-service Training
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Further comments of the participants

At the end of the questionnaire, the participants were provided with an open-
ended item to make further comments on the pre-service teacher education in Turkey.
After coding and summarizing the responses given by the participants, three categories
emerged: (a) complaints, (b) opinions, and (c) suggestions regarding teacher education
in Turkey.

As stated by 22 participants, the most frequent complaints were teaching in multi-
level classrooms without enough support and being the only teacher in a village. They
claimed that they had not been trained for such cases during their pre-service years.
For some, many implementations regarding teaching profession were just in theory
and on paper without real practice (/~10); and some of them were disappointed with
the realities, so they needed some morale and motivation (/~10). Other minor but strik-
ing points were that they complained about the problems in implementing the cur-
riculum of the Ministry and the insufficiency of the resources and physical conditions.

As for the opinions reflected in the open-ended part, the most emphasized ones
indicated that: there appeared a gap between pre-service preparation and real teaching
contexts (/=11); courses in pre-service teacher education programs were not preparato-
ry enough for the profession (/~10); and pre-service preparation was solely memoriza-
tion of theoretical and historical knowledge that is not updated adequately (=9). There
were also other comments about the insufficiency of the programs for the realities of
the profession; the teaching profession being the hardest job, which cannot be done
without love; and pre-service preparation being a white lie told to draw a pessimistic
picture.

Some of the participants provided suggestions at the end of the questionnaire.
These suggestions included measures like carrying out practice teaching during pre-
service years in different and more realistic environments such as distant places, rural
areas, and multi-level classrooms so that student teachers can see and work under
various conditions rather than the best school contexts (/=8); and providing trainings
around practical issues like classroom management, planning (lesson, unit, and yearly
plan), and teaching methods, (/=5). Moreover, renovating all practice teaching activi-
ties for a better education; providing ‘real’ mentoring programs, not in formality; set-
ting a close contact and cooperation between universities and schools; redesigning
the programs of pre-service preparation; and spending the last year in a real school
environment by having the chance of getting to know all aspects of the profession were
among the other suggestions.

Discussion and Conclusion

The figures and numbers obtained from the participants of the study portrayed
some significant aspects and limitations of the current teacher education context in
Turkey, which have long been discussed by previous literature (Aydin & Baskan, 2005;
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Binbasioglu, 1995; Bulut et al., 1995; Dogan, 2005; Demirel, 1991; Giirsimsek et
al., 1997; Karagozoglu & Murray, 1988; Karagdzoglu, 1991; Koger, 1973; Seferoglu,
1996; Seferoglu, 2004, 2006; Uygun, 2005). At a glance, it could be claimed that a
considerable number of teachers did not have the chance to work with a mentor teacher
when getting prepared for the profession and could not sufficiently benefit from their
practice teaching experiences during their pre-service years. The striking point was
that even some student teachers at the Education Faculties could not work actively
in practice with a mentor teacher in their pre-service years although it is one of the
compulsory requirements of the degree programs. As Cakiroglu and Cakiroglu (2003)
asserted, these problems are derived from teacher education programs and their man-
agement and irrelevance to real life. Those general percentages tend to increase even
more among the graduates of the alternative routes, which were also portrayed in the
studies of Seferoglu (2004), Simsek and Yildirim (2001), and Yildirim and Ok (2002).

The general results in the study revealed that pre-service teacher education does
not adequately respond to the needs of the teachers in early years. This finding puts for-
ward parallel points with Levine’s (2006) study but dissimilar points with Senemoglu’s
(2011) research. Covering strategies to be used in the classroom without “real-life”” ex-
amples does not supply a deep understanding or enactment for them. These programs
were perceived to be too theoretical and were criticized for having little connection to
practice and for offering irrelevant or ineffective courses for further stages in the teach-
ing profession. These are the points that many studies (Darling-Hammond & Brans-
ford, 2005; Hammerness, 2006; Korthagen et al., 2001; Seferoglu, 2006) also asserted
in relation to the disconnection between theory and practice. The general complaints
of beginning teachers mostly resulted from the discrepancy between the teachers’ ex-
pectations from pre-service trainings and the outcomes of actual teaching experiences.
As Smith and Sela (2005) suggested, teacher education is not only for empowering
teaching competencies among student teachers, but also for contributing to further
professional development of beginning teachers.

This study proved that there is an urgent need to enrich the teacher education
programs by covering the key problems of the teaching profession; having a close
contact with the Ministry of National Education and introducing the educational ini-
tiatives and curricula of the Ministry; including courses on the laws or regulations
related to the teaching profession; emphasizing instructional difficulties that a teacher
might encounter and teaching to overcome these difficulties; providing resources for
professional development and life-long learning; signifying the issue of individual dif-
ferences and more effective teaching; helping the candidates to gain a teacher identity
by introducing the real aspects of the teaching profession in Turkey; and preparing the
student teachers more realistically for the profession, which can be accomplished with
more authentically-designed, supervised and implemented practice teaching courses.

As few studies have focused on practising teachers’ views on their pre-service
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preparation, the findings in this study could provide valuable information to all stake-
holders responsible for teacher education and development activities. Firstly, it might
enable Education Faculties to information about the perceptions on the benefits of the
pre-service programs and might guide other institutions following alternative routes
to train teachers. Accordingly, the programs might be reoriented and redesigned. Sec-
ondly, the Ministry of National Education could also obtain information about the cur-
rent situation, and therefore might take measures to plan effective training activities
around the current problems for beginning teachers in order to fill in the gaps between
theory and practice. Finally, the beginning teachers themselves might be able to evalu-
ate their progress and see how effectively they could benefit from a teaching society
around themselves.

Ozet

Giris

Egitim alaninda yapilan bir¢ok arastirma, 6grenci basarisi iizerinde en biiylik et-
kiyi yaratan faktoriin 6gretmen oldugunu ortaya koymaktadir (Goldhaber, 2007; Nye
ve Ark., 2004; Rivkin ve Aerk., 2005; Rockoff, 2004). Bu nedenle dgretmen egitimi,
egitim sistemlerinin her zaman i¢in en kritik sorunsali olarak karsimiza ¢ikmaktadir.
Tiirkiye’de de 6gretmen egitimi, egitim giindeminde hep 6nde gelen konulardan biri
olmus, siirekli degisen ihtiyaclar ve yenilik¢i egitim uygulamalari, 6gretmen egitimini
dogrudan etkilemistir. Ogretmen yetistiren kurumlarin sayismin ve kontenjanlarinin
giderek artmasi, 6gretmen adaylarinin gelisimini takip etmeyi ve mezunlarin dene-
yimlerinden gerektigi sekilde haberdar olmay1 giiglestirmistir. Bu nedenle bu ¢alisma,
ogretmenlik hizmetine heniiz baslamis 6gretmenlerin hizmet-6ncesi 6gretmen egitimi
hakkindaki goriislerini saptamay1 hedeflemistir.

Tiirkiye’de 6gretmen egitimine ve gelisimine hizmet eden iki temel kurum, hiz-
met-Oncesi 0gretmen adaylarinin yetistirilmesinden sorumlu Egitim Fakiilteleri ile
hizmet-i¢i 6gretmenlerin gelisiminden sorumlu Milli Egitim Bakanligi’dir. Tiirk 6gret-
men egitiminin tarihsel gelisimine bakildiginda, cumhuriyetin ilk yillarindan itibaren
neredeyse biitiin hikkiimetlerin 6gretmen egitimini, dncelikli caligma alanlarindan biri
olarak algiladigini gérmekteyiz. Bu baglamda dgretmen egitimine yonelik reformlar
bes temel doneme ayirabiliriz.

(1) 1924°te John Dewey’in Tiirkiye ziyareti ve Tiirk Egitim Sistemi hakkindaki
raporu ile 6gretmen egitiminin doniisiimiinii saglamaya yonelik 6nemli 6nlemler alin-
mis, bu 6nlemlerin yansimasi olarak 1924—-1954 yillar1 arasinda iilke kosullarina 6zgii
modeller denenmistir (Binbasioglu, 2005; Koger, 1973; Oztiirk, 2005; Turan, 2000;
Tiirkmen, 2007; Uygun, 2008). Bu baglamda, 6gretmen yetistiren okullar ¢esitlendi-
rilmis ve yeni bir model olan Koy Enstitiileri modeli 1940’larda uygulamaya konmus-
tur. (Aysal, 2005; Dogan, 2005; Karadmerlioglu, 1998; Kizilaslan, 2012; Koger, 1973;
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Oztiirk, 2005; Seferoglu, 2004; Tarman 2010; Turan, 2000; Tirkmen, 2007; Uygun,
2003, 2008).

(2) 1954°te 6zgiin bir 6gretmen yetistirme modeli olan Koy Enstitiileri’nin kaldi-
rilmasi ile ilkokul 6gretmenleri lise diizeyindeki yatili 6gretmen okullarinda, ortaokul
ogretmenleri iki yillik egitim enstitiilerinde, lise 6gretmenleri ise dort yillik yiiksek 6g-
retmen okullarinda yetistirilmeye baslanmistir (Dogan, 2005; Kavcar, 2002; Tiirkmen,
2007; Yiiksel, 2012).

(3) 1973’te Milli Egitim Temel Kanunu’nun yiiriirliige girmesiyle 6gretmen yetis-
tiren kurumlar yeniden diizenlenmis, tiim programlar yliksekdgretim diizeyine ¢ikaril-
mis, ilkokul 6gretmeni yetistiren programlar iki yillik egitim enstitiilerine doniistiiriil-
mistiir (Dogan, 2005; Kartal, 2011; Kavcar, 2002; Tarman, 2010; Yiksel, 2012).

(4) 1981°de YOK’iin (Yiiksekogretim Kurulu) kurulmasi ile Tiirkiye’nin yiik-
sek 0gretim diizeyinde egitim-6gretim yiiriiten biitlin kurumlari, iiniversitelerin gati-
st altinda toplanmis, Milli Egitim Bakanlig1 biinyesinde faaliyet gostererek dgretmen
yetistiren kurumlar {iniversitelere transfer edilmis, 6gretmen yetistirme sorumlulugu
tiniversitelerin egitim fakiiltelerine verilmistir. (Aydin &Bagkan, 2005; Baskan ve
Ark.,2006; Demirel, 1991; Giiven, 2008; Kartal, 2011; Kavcar, 2002; Seferoglu, 2004;
Yiiksel, 2012). Ancak egitim fakdiltelerinin yani sira farkli alan mezunlarina 6gretmen-
lik sertifikasyonu saglayan alternatif programlar Tiirkiye’de hep var olmustur (Sefe-
roglu, 2004; Simsek &Yildirim, 2001; Yildirim & Ok, 2002).

(5) 1997°de Yiiksekogretim Kurulu ile Diinya Bankasi’nin destegi ile 6gretmen
egitimi programlar1 kalite standartlarinin gelistirilmesi ve 6gretmen egitimi ihtiyagla-
rinin karsilanabilmesi i¢in yeniden diizenlenmistir. (Aydin &Baskan, 2005; Baskan ve
Ark., 2006; Cakiroglu & Cakiroglu, 2003; Giiven, 2008; Kartal, 2011; Kavcar, 2002;
Yiiksel, 2012).

Ogretmen egitimini gelistirmeye yonelik alinan bu tiir &nlemlere ragmen
Tiirkiye’nin 6gretmen yetistirme sorunu gilincelligini daima korumustur. Cakiroglu
ve Cakiroglu (2003) Tiirk 6gretmen egitiminin devam eden sorunlarini, (a) dis fak-
torlerden kaynaklanan sorunlar ve (b) dgretmen egitimi programlarinin yapisindan
kaynaklanan sorunlar olarak iki baslik altinda 6zetlemislerdir. Birinci grupta, iilkenin
artan niifusuna; artan 6gretmen ihtiyacina; hiikiimetlerin istikrarsizligindan kaynak-
lanan politik durumlara; merkezi yonetim sorunlarina; diisiik tlicret, sosyoekonomik
statii ve yogun is yiikii gibi durumlarin 6gretmenler iizerinde yaratti§i olumsuz etki-
ye; 0gretmen egitimi programlarina; égrenci se¢imi ve kabul sistemine deginilmistir.
Ikinci grupta ise egitim programlarmin islevine ve programlarin gercek hayatla ilis-
kilendirilmesinin 6nemine vurgu yapilmistir. Benzer sekilde kimi yabanci egitimciler
de kuram ve uygulama arasindaki kopuklugu, 6gretmen egitiminin merkezi problemi
olarak tanimlamiglardir (Darling-Hammond & Bransford, 2005; Hammerness, 2006;
Korthagen ve ark., 2001).

Tiirk 6gretmen egitimine iligkin problemlere bir¢ok rapor ve makalede yer veril-
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mistir (Aydin &Baskan, 2005; Binbasioglu, 1995; Bulut ve ark., 1995; Dogan, 2005;
Demirel, 1991; Giirsimsek ve ark., 1997; Karagézoglu & Murray, 1988; Karagdzoglu,
1991; Koger, 1973; Seferoglu, 1996; Seferoglu, 2004, 2006; Uygun, 2005); fakat ¢ca-
lisma gurubu olarak dgretmenlik hizmetine heniiz baglamis 6gretmenlere yer verilen
aragtirma sayisi oldukc¢a azdir. Ulusal baglamda hizmet-6ncesi 6gretmen egitimini in-
celemeye yonelik yapilan aragtirmalar (Senemoglu, 2011; Seferoglu, 2004, 2006) ge-
nellikle egitim fakiiltelerinde 6grenim gérmekte olan 6gretmen aday1 6grenciler ile yii-
rlitiilmis; ancak 6gretmenlige baslamis mezunlarin gorislerine pek bagvurulmamaistir.
Bu noktadan hareketle bu ¢alisma, géreve yeni baslamis 6gretmenlerin hizmet-6ncesi
ogretmen egitimine yonelik algilarini saptamay1 hedeflemistir. Caligmanin iki temel
aragtirma sorusu mevcuttur: (1) Aday 6gretmenler Tirkiye’deki hizmet-6ncesi dgret-
men yetistirmeden sagladiklar1 faydalar1 nasil degerlendirmektedirler? (2) Bu algilar
baz1 demografik degiskenlere gore farklilik gdstermekte midir?

Yontem

Aragtirma deseni olarak, tarama yontemi benimsenmis, Tiirkiye’nin rastgele segil-
mis 8 ilinde (Konya, Batman, Ordu, Nigde, Erzurum, Mugla, Kiitahya, Ankara) gérev
yapmakta olan toplam 465 aday 6gretmenin, hizmet-6ncesi donemde aldiklar1 egitimi
anket yoluyla degerlendirmeleri saglanmistir. Veriler, frekans dagilim tablolari, yiizde-
ler, aritmetik ortalamalar, standart sapma, t-testi, ANOVA ve ki kare katsayis1 gibi be-
timleyici ve ¢ikarsamali istatistik yontemleri kullanilarak analiz edilmistir. Uygulanan
anketin Cronbach’s Alpha katsayis1 .94 olarak kaydedilmistir.

Tartisma ve Sonug

Caligmanin genel sonuclari, hizmet-Oncesi 6gretmen egitimiyle ilgili yansitilan
goriislerin yeterince olumlu olmadigini ortaya koymustur. Ogretmenlik meslegine
hazirlanma siirecine iligkin bulgulara gore, katilimcilarin % 40’1 hizmet-6ncesi 6g-
retmenlik uygulamalarindan belli oranda, % 18’1 ise 6nemli oranda faydalandiklarini
belirtmiglerdir. Geriye kalan grup ise bu uygulamalardan yeterince faydalanmadiklari-
1 diisiinmektedir. Ote yandan, katilimcilarin sadece % 67°si hizmet-6ncesi dgretmen-
lik uygulamalar sirasinda bir kilavuz 6gretmenden danismanlik hizmeti alabildigini
ifade etmistir. Bu iki bulguya yonelik olarak egitim fakiiltesi mezunlari ile alternatif
programlardan mezun olanlar arasinda yapilan karsilastirmalarda, egitim fakiiltesi me-
zunlarimin lisans 6grenimleri sirasindaki dgretmenlik uygulamalarindan faydalanma
algilarinin daha yiiksek oldugu goriilmiistiir. Ayrica egitim fakiiltesi mezunlarinin %
31’inin, alternatif programlardan mezun olanlarin ise % 42’sinin hizmet-6ncesi 6gret-
menlik uygulamalarn sirasinda bir kilavuz 6gretmenle ¢aligma sans1 yakalayamadigi
saptanmigtir.

Hizmet-6ncesi 6gretmen yetistirme programlarinin 6gretmenlik mesleginin cesitli
boyutlarma iliskin sagladigi katkilara iligkin algilara bakildiginda, katilime1 6gretmen-
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lerin lisans programlarindan yeterince fayda goéremedikleri boyutlar sunlar olmustur:
Ogretmenlik meslegiyle ilgili kanun ve yonetmelikleri hakkinda bilgi verme, Milli
Egitim Bakanlig1’nin egitim programlarini tanitma, 6gretmen adaylarinin mesleki ge-
lisimini destekleyecek kaynaklar sunma, 6gretmenlik meslegine iliskin giicliiklerin
iistesinden gelme, 6gretimi planlama, 6grenci basarisini degerlendirme ve 6grencilere
rehberlik etme.

Caligmanin ¢ikarsamali istatistik bulgularina bakildiginda, katilimcilarca orta-
ya konan algilarin, hizmet-6ncesi donemde yiiriitiilen 6gretmenlik uygulamalarinin
yogunluguna, lisans 6grenimi sirasinda bir kilavuz 6gretmenden danismanlik alip
almama durumuna ve katilimeilarin 6gretmenlik alanlarina gore farklilik gosterdigi
belirlenmistir. Bu baglamda, anaokulu 6gretmenleri, Tiirk¢ce ve Matematik/Fen alan-
larindaki 6gretmenlere gore hizmet-oncesi egitimlerine yonelik daha olumlu goriis
yansitmuslardir. Ote yandan, lisans dgrenimleri sirasinda daha fazla yogunlukta 63-
retmenlik uygulamasi gergeklestirdiklerini diisiinen 6gretmenlerin, hizmet-6ncesi 6g-
retmen yetistirme hakkindaki goriisleri diger gruplara nazaran daha olumlu olmustur.
Son olarak, lisans 6grenimi sirasindaki 6gretmenlik uygulamalarinda aktif olarak bir
kilavuz 6gretmenle galisma sansina sahip olan 6gretmenlerin, hizmet-Oncesi program-
larla ilgili nispeten daha olumlu goriislere sahip olduklar1 gézlenmistir.

Katilimcilarin anketin agik u¢lu maddesine yazdiklar1 yorumlara bakildiginda, en
cok sikayet edilen durumun birlestirilmis siniflarda egitim-6gretim yiiriitmek oldugu
goriilmiigtiir. Bunun disinda, 6gretmenlik mesleginin gergekleri karsisinda yasanilan
hayal kirikliklari, moral ve destek ihtiyaci, kuram ve uygulama arasindaki kopukluk,
gercek smif ortami ile hizmet-Oncesi programlarda yapilan uygulamalar arasindaki
uyusmazlik da sikca ifade edilen hususlar olmustur.

Bu calisma, ortaya koydugu bulgularla, alan yazinda da sik¢a belirtildigi gibi,
Tiirkiye’nin mevcut 6gretmen egitiminin 6nemli boyutlarina ve siirliliklarina isaret
eden bir calisma olmustur. Biitiinsel bir bakisla, azimsanmayacak sayida 6gretmeninin
lisans 6grenimleri sirasinda yiiriittiikleri 6gretmenlik uygulamalarindan yeterli fayda-
y1 saglayamadiklar1 goriilmiistiir. Asil ¢arpict nokta ise kimi egitim fakiiltesi mezun-
larinin bile bu uygulamalar sirasinda herhangi bir kilavuz 6gretmenden danigsmanlik
alamamis olmalar1 veya aktif olarak kilavuz dgretmenlerle isbirliginde bulunamams
olmalaridir. Bu oranin alternatif programlardan yetisen dgretmenler arasinda daha da
arttig1 goriilmektedir.

Genel sonuglar hizmet-6ncesi 6gretmen egitiminin mesleginin ilk yillarindaki
Ogretmenlerin ihtiyaglarina yeterince cevap verecek nitelikte olmadigini ortaya koy-
maktadir. Programlarin fazlaca teorik olusu veya uygulamaya dontik ¢alismalarin ¢ok
sinirli kaligi bu durumun temelinde yatan sorun olarak goriilebilir. Bu nedenle 6gret-
men egitimi programlarinin ivedi olarak ig¢erik ve uygulama agisindan gagin gerekle-
rine gore revize edilmesi gerekmektedir. Bu da ancak 6gretmenlik mesleginin temel
sorunlarini kapsayan; Milli Egitim Bakanligi ile yakin bir bag kurmus, Bakanligin egi-
tim-6gretimi gelistirmeye yonelik girisimlerinden ve egitim programlarindan haberdar
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olan; 6gretmenlik meslegine iliskin kanun ve yonetmelikler hakkinda bilgileri igeren;
Ogretmenlerin hizmet sirasinda karsilasabilecegi giicliiklerin ve bu giigliikkleri agsmada
yardimci olacak stratejilerin vurgulandigi; 6gretmen adaylarina hem kisisel hem de
mesleki gelisim imkanlarinin ve hayat boyu 6grenme kaynaklarin saglandigi; etkili
ogretmenlik konusunun ve egitimde iyi 6rneklerin sik¢a islendigi; adaylarin 6gretmen

secilmis kilavuz 6gretmenlerin rehberliginde daha saglikli danismanlik alarak 6gret-
menlik uygulamalar yliriittiigii bir hizmet-0ncesi program ile miimkiin olacaktir.
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