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Bu arastirmanin amaci, okullarda bilgi yonetimine iliskin okul yoneticilerinin yaklasimlarini saptamaktir.
Calismada nitel arastirma yontemi kullanilmistir. Arastirmada, calisma grubunun belirlenmesinde
maksimum ¢esitlilik 6rnekleme teknigi kullanilmistir. Arastirmanin g¢alisma grubu 2016-2017 6gretim
yilinda Eskisehir ili Odunpazar: ilgesinde bulunan ilkogretim okullarinda gorev yapan onbes okul
yoneticisinden olugsmaktadir. Arastirmada veri toplama araci olarak arastirmaci tarafindan gelistirilen yar1
yapilandirilmis goriisme formu kullanilmistir. Arastirmada veri toplama araci olarak gelistirilen goriisme
formuna uzman goriisii dogrultusunda son hali verilmistir. Verilerin ¢dziimlenmesinde igerik analizi teknigi
kullanilmis ve elde edilen verilerin analizi siirecinde Oncelikle, goriisme kayitlar1 desifre edilip
¢ozlimlemeler yapilmistir. Arastirma bulgularina gore, okul yoneticilerinin gorevleriyle ilgili yeni bilgiler
elde etmek icin birden fazla kaynaktan yararlandiklari, bunu saglarken de en fazla internetten yararlanma
ve meslektaslarla bilgi paylasimi yontemlerini kullandiklari, okul yoneticilerinin sahip olduklar: bilgilere
yeni fikirler kattiklar1 ve bunu da en fazla deneyimli kisilerle goriiserek gerceklestirdikleri, okul
yoneticilerinin okullarinda bilgiyi saklamak icin en fazla arsiv sistemini daha sonra da bilgiyi yazili ve gorsel
olarak kayit altina aldiklari, okul yoneticilerinin sahip olduklar bilgileri ¢alisanlariyla paylastiklari, bu
paylasimi da en ¢ok sohbet ortamlarinda konusarak gergeklestirdikleri, okul yOneticilerinin bilgiyi daha
etkin kullanmak icin bilgi takimlari, bilgi ¢calisanlar1 ve bilgi yoneticileri olusturmayi diisiindiikleri ancak
okullarin ¢ogunda bdyle bir uygulamanin olmadig1 goriilmiistiir. Bu durum, okul yoneticilerinin bilgiyi
elde etme, kullanma ve paylasma boyutlarinda yeterli oldugunu ancak bilgiyi daha etkin kullanmak icin
bilgi takimlari, bilgi calisanlar1 ve bilgi yOneticileri olusturma konusunda yeterli olmadiklarim
gostermektedir. Bilginin daha etkin kullanilmasi igin okul yoneticilerine okullarda bilgi takimlari, bilgi

calisanlar1 ve bilgi yoneticileri olusturma konusunda gerekli egitimin ve destegin verilmesi gerekmektedir.
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Abstract

The purpose of this research is to identify school administrators' approaches to information management in
schools. Qualitative research method was used in the study. In the study, the maximum diversity sampling
technique was used in determining the study group. The study group of the study consisted of fifteen school
administrators working in primary schools in the province of Odunpazari in Eskisehir province in the 2016-
2017 school year. A semi-structured interview form developed by the researcher was used as data collection
tool in the research. The interview form developed as a means of data collection in the survey was finalized
in line with the expert opinion. In the analysis of the data, the content analysis technique was used and in
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the analysis process of the obtained data, the interview records were deciphered and analyzed. According
to research findings, school administrators use more than one source to obtain new information about their
duties, while most of them use internet and share information with colleagues, school administrators have
new ideas about the information they have and this is done with the most experienced people, school
administrators have the most archival system in order to keep information in their schools and then they
record the information in writing and visually okul yoneticileri, bilgilerini ¢alisanlari ile paylasmakta, this
sharing is realized mostly by talking in chat environment, school administrators thought to create
information teams, information workers and information managers to use information more effectively, but
most of the schools did not have such an application. This suggests that school administrators are adequate
in acquiring, using and sharing information, but not enough to create information teams, knowledge workers
and information managers to use the information more effectively. In order to use information more
effectively, school administrators need to be given the necessary training and support to build information
teams, information workers and information managers in schools.

Key words: knowledge management, school, manager.

Giris

Cagdas uygarhigin ulagtig bilgi diizeyini tanimlamada tam bir gortis birligine hentiz varilmis
degilse de, son 20 yil igerisinde bilim ve teknolojideki bas dondiiriicii gelismelerin meydana
getirdigi bilgi patlamasi ve bilgi teknolojilerinin toplumsal ve ekonomik gelismeye sunduklar:
olanaklar dikkate alindiginda, Toffler’in “{iciincii dalga” olarak betimledigi asamanin “bilgi cag1”,
bu dénemin 6ngordiigii toplumun da “bilgi toplumu” olarak adlandirilmasi uygun goriilmektedir
(Ozden, 2002).

Bilgi caginda bilgiye deger verme “siirekli 6grenme” ilkeleri ile 6nem tasimaktadir. Bilgi ¢ag ile
orglitlerde kurumsal etkinlik ve hizmet kalitesi yiikselirken, bireysel acidan yasam kalitesi ve
beklenti diizeyleri yiikselmistir. Genel anlamda bilgi diisiinme, yargilama, akil yiiriitme, okuma,
arastirma, gozlem, deney sonucunda elde edilen diisiinsel {iriin ya da 6grenilen seydir. Bilgi alinip
satilabilen bir kaynak olarak da degerlendirilmektedir. Ayrica bilgi bir seyi ya da bir kimseyi
degistiren enformasyon demektir. Bilgi kurumlar icin yasamsal bir kandir. Kurumsal planlama ve
kontrol icin vazgecilmez bir kaynaktir. Bilginin iistlinliik saglayan ¢ok kritik dneme sahip bir
orgiitsel kaynak oldugu kabul edildiginden, onun yonetilmesi de sansa birakilmayacak kadar
onemlidir (Barutcugil, 2002).

Bilgi yonetimi, dogru bilginin, dogru zamanda, dogru insanlara ulastirilmas: ve calisanlara,
bilginin paylagilmas1 ve orgiit performansinin iyilestirilmesi siirecinde enformasyonun harekete
gecirilmesi konusunda yardimci olunmasma yonelik bilingli bir stratejidir. Bilgiyi bulmak,

anlamak, kullanmak ve deger yaratmak icin sistematik bir yaklasimdir (O’Dell, 1996). Bilgi



yOnetimi, bilginin tanimlanmasi, yorumlanmasi, dagilimi, kullanimi, koruma stiregleri ve bunun

sonucunda ortaya ¢itkan bilgi yaratimidir (Jarnett, 1996).

Bilgi yonetimi uygulamalarimin amaci oOrgiitlere gore farkliik gosterir fakat genel olarak su
noktada birlesirler; orgiitiin sahip oldugu bilgi varliklarindan en iist diizeyde yararlanmak ve
orgiitiin entelektiiel sermayesini en iyi sekilde degerlendirmektir. Bilgi yonetimi ayrica rutin
tekrarlar1 onleyerek orgiite zaman ve emek yoniinden artirim saglar. Yetki devrini kolaylastirir,
orgiitiin gevreye kars1 esnekligini artirir, calisan devrinin yiiksek oldugu orgiitlerde bilgi kaybini

azaltir ve stireklilik saglayarak yonetim siireglerinin hizini artirir (Cinar, 2002).

Bilgi yonetimi her zaman kurumun amagclarinin elde edilmesi ile iligkilendirilir. Amag belirleme
stirekliligi olan bir faaliyettir. Amag belirlendikten sonra bunlar kurumun biitiin diizeyleri,
boliimleri, fonksiyonlar: tarafindan paylasilmalidir. Amaca ulasmak igin bir yol haritas: gereklidir.
Alternatif yollar1 inceleyerek uygun olan1 secme, yol boyunca da degerlendirme her asamada
stirekli bir uygulama olarak yer almalidir. Bilginin elde edilmesi ¢ok asamal1 bir siirectir. Veri ile
baglar, 6grenmenin en {ist ve son tiriinii olan akil ile biter. Elde edilen verileri hizla elden gecirip,
kuruma ise ve amaglarla iligkili olanlar1 se¢mek ve kullanmaktir. Calisanlar fazla enformasyon
sahibi olabilirler ancak islerine uygulamadiklar1 siirece bir deger katmaz. Bilgi yonetimi
girisiminin bagaris1 icin her seyden once Orgiit capinda bilinglenme gerekir. Kurumlarda bilgi
yonetimini etkileyen {i¢ temel gii¢ vardir. Bunlar kiiltiir, siireg ve teknolojidir. Kiiltiir, bilgiyi
paylasma, biitiinlestirme, kullanma, degerlendirme, ihtiya¢ olusturma ve yaratma asamalarinda
onemli rol oynar. En onemli kiiltiir unsuru ise glivendir. Siireg, bilgiyi paylasma, kullanma ve
degerlendirme aktiviteleri igin bir anahtardir. Teknoloji, 6zellikle bilgiye ulasma ve onu elde etme

asamalarinda temel giicttir.

Orgiitlerde bilgi yonetimini giiclestiren bir takim faktorler vardir. Bilgi calisanlarini yonetmeye
gliclestiren temel neden ilgili alanlarda yenilik ve degisimin olmasi, ayrica teknolojide de hizh
ilerlemenin olmasi, yonetici ile bilgi ¢alisanlarinin farkli amag ve ¢alisma tarzlarinin olmasidir.
Kurumda iyi iletisimin ve etkili isbirliginin olmamasi, planlama ve yonetim tekniklerindeki
yetersizlikler, hizmet ve miisteri ihtiyaglarmmin dikkate alinmamasi, nitelik, insan kaynaklar1

politikas1 yonetim tarzi ve talebin karsilanmasi sonrasinda da takibin yapilip problemlerin dikkate



alinmamas1 Orgiitlerdeki bilgi yOnetiminin basarisini olumsuz yonde etkilemektedir. Bilgi
toplumunda bilginin etkili bir sekilde kullanilmasi anlayisinin ve degismelerin egitim orgiitlerinde

.....

bilgi toplumunun vazgecilmez kurumlaridir (Can, 2002).

Egitim Orgiitlerinin etkili bilgi yonetimini gergeklestirebilmeleri igin, her seyden &nce bilgiyi
degerlendirme, kullanma ve siirekli gelistirmeyi hakim kilan bir Orgiit kiltiiriiniin
benimsenmesini saglamalar1 gerekmektedir. Bunun yani sira yapisal birtakim degisikliklerle, karar
verme mekanizmalarinda gesitli fikir ve uygulamalarin meydana ¢ikmasma zemin yaratacak

esnek, katilimet ve paylagimli isleyisleri hayata gegirmek zorundadir ( Muratoglu ve Ozmen,2006).

Egitim kurumlari, bilginin en ¢ok farkinda olundugu, kullanildigr ve yeni bilgilerin tiretildigi
yerlerdir. Bu nedenle bu siire¢ okullarda rahatlikla uygulanabilir. Okullarda, bilgiyi etkili kilmak,
agiga ¢ikarmak ve kullanmak igin, okul yoneticinin bilgiye merakli olmas1 ve bilgi temelli bir
yonetim hedeflemesi gerekir. Ayni sey 6gretmenler icin de 6nemlidir, ¢clinkii 6gretmenler bu siireci
gerceklestirecek olan kisilerdir. Ayn1 zamanda hem yonetim hem de 6gretmenler, siirekli arastiran,
ogrenen ve siirekli degismekte olan bilgiyi takip eden kisiler olmalidirlar (Gliglii ve Sotirofski,

2006).

Okul kiiltiirii agisindan bilgi temel bir kaynak olarak goriilmelidir. Bilgiyi 6n planda tutan bir okul
kiilttirtinde bilgi okul yoneticisinin miilkiyetinden ¢cikmakta, bilgiye ihtiya¢ duyan herkes ondan
yararlanabilmektedir. Bilgi temelli bir okul kiiltiiriinde okul yoneticisi de bilgiyi temel bir deger
ve gii¢ olarak goriir, bunun etkin paylasimini saglar (Celik, 1999). Okullarda ¢agin gereklerine
uygun etkili egitimin gerceklestirilmesinde okul yoneticiligi meslegi literatiirde daha once
olmadig1 kadar 6nem kazanmigtir. Okulun bir 6grenen orgiit haline gelmesini saglayan, okul ve
cevresiyle birlikte bir okul toplulugu olusturan, Ogretmenlerin mesleki gelisimlerini ve
ogrencilerin bilgi ve becerilerini en iist diizeye ¢ikaracak ortamlari olusturan kisi liderlik nitelikleri
tasiyan okul yoneticileridir. Okul miidiirleri okullarda 6gretmen, 6grenci ve diger calisanlarla
oldugu kadar okul gevresiyle de etkili iletisim ve igbirligi olusturarak, okulun gelismesi ve etkili

egitim icin bilginin etkili yonetimini saglayabilir (Muratoglu ve Ozmen, 2005).



Bu arastirmada, okullarda bilgi yonetimine iligkin okul yoneticilerinin goriigleri ortaya konulacak
ve Oneriler sunulacaktir. Arastirma kapsaminda asagidaki sorulara cevap aranacaktir:

1.0kul yoneticileri gorevleriyle ilgili yeni bilgiler elde etmek icin hangi kaynaklardan
yararlanmaktadir?

2.0kul yoneticileri sahip olduklar1 bilgilere yeni fikirler katmakta midir? Bunu hangi sekilde
gerceklestirmektedir?

3.0kul yoneticileri okullarinda bilgiyi saklamak igin neler yapmaktadir?

4.0kul yoneticileri sahip olduklar1 bilgileri ¢alisanlariyla paylasmakta midir?

5.0kul yoneticileri kurumlarinda bilgiyi daha etkin kullanmak igin bilgi takimlari, bilgi ¢alisanlar1

ve bilgi yoneticileri olusturmakta midir?

Yontem

Desen

Okullarda bilgi yonetimine iliskin okul yoneticilerinin gortislerini belirlemeyi amaglayan bu
calismada betimsel tarama modeli benimsenmistir. Betimsel aragtirmalar, olayr oldugu gibi
arastirmaya ve var olan durumu belirlemeye calisan arastirmalardir. Bu tiir aragtirmalarda, ele
alan durumlar ayrintili bir sekilde arastirilmakta, “Ne” olduklar1 betimlenmeye ¢alisilmaktadir
(Tanriogen, 2014). Arastirmada tarama modeli kullamilacaktir. Tarama modeli durum tespiti
yapilip var olan sartlar ortaya konulur ve durumu oldugu gibi yansitmay: esas alir (Yildirim ve
Simsek, 2011).

Katilimcilar

Calismada Eskisehir ili merkez Odunpazar ilgesinde devlet ilkokulu ve ortaokullarinda gorev
yapan okul yoneticilerinin goriislerine bagsvurulmustur. Arastirmaya katilan okul yoneticileri
maksimum gesitlilik ornekleme yontemi ile belirlenmistir. Maksimum gesitlilik 6rneklemesi;
evrende incelenen problemle ilgili olarak kendi i¢inde benzesik ve farkli durumlarin belirlenerek
¢alismanin bu durumlar iizerinde yapilmas: olarak tanimlanmaktadir (Biiytikoztiirk vd. 2013).
Arastirmaya katilan okul yoneticileri, goriisme formundaki sorulara i¢tenlikle cevap verebilmeleri
adma gonilliililk esasina gore belirlenmistir. Okul yoneticilerinin kisisel 6zelliklerine iligkin

bilgiler tablo 1’de verilmistir.



Tablo 1 Arastirmaya katilan okul yoneticilerinin demografik bilgileri

Degiskenler Alt kategoriler n Yiizde (%)
Cinsiyet Kadin 4 27
Erkek 11 73
Okul Mudiirt 7 47
Gorev Midiir 8 53
Yardimcist
1-5 yil 5 33
6-10 y1l 4 27
11-15 y1l 3 20
Yoneticilik Kidemi 16-20 y1l 1 7
21 yil ve 2 13
uzeri

On lisans 2 13
Lisans 10 67

Egitim Diizeyi Yiiksek
Lisans 3 20
Gorev Yapilan Tlkokul 9 60
Okul Tirt Ortaokul 6 40
Toplam 15 100

Calisma grubunda yer alan okul yoneticilerinin dordii kadin ve onbiri erkektir. Okul
yoneticilerinin yedisi okul midiirii, sekizi miidiir yardimcisidir. Katilimcilarin yoneticilik
kidemlerine gore dagilimi; 1-5 yil kideme sahip olanlarin sayis1 bes, 6-10 y1l kideme sahip olanlarin
sayis1 dort, 11-15 y1l kideme sahip olanlarin sayist iig, 16-20 y1l kideme sahip olanlarin sayisi bir,
21 yil ve tizeri kideme sahip olanlarin sayisi ikidir. Katiimcilarin egitim diizeyine gore dagilims;
on lisans mezunu iki, lisans mezunu on ve yiiksek lisans mezunu tigtiir. Katilimcilarin gorev
yaptiklar1 okul kademesine gore dagilimy; ilkokulda gorev yapanlarin sayis: dokuz ve ortaokulda

gorev yapanlarin sayist altidir.



Veri Toplama Araci ve Verilerin Toplanmasi

Arastirmada veriler, yari-yapilandirilmis bir goriisme formu yoluyla elde edilmistir. Nitel
aragtirmalarda i¢ gecerlik, arastirmacinin 6lgmek istedigi veriyi, kullandig1 ara¢ ya da yontemle
gercekten Olglip Olgemeyecegine iliskindir (Yildirim ve $imsek, 2016). Goriisme formunun ig
gecerligini saglamak igin goriisme formu egitim bilimi uzmanina verilmis ve incelemesi saglanarak
forma son sekli verilmistir. Goriismelere baslamadan oOnce gegerliligi artirmak amaciyla
Tiirkiye’de bilgi yonetimine iligkin aragtirmalar ve istatistik veriler incelenmistir. ki okul
yoOneticisi ile de 6n goriisme yapilarak sorularin acik ve anlagilir olup olmadig belirlenmeye
calisilmistir. Okul yoneticileriyle yapilan gortismeler, 2 May1s-15 Haziran 2017 tarihleri arasinda
arastirmaci tarafindan gergeklestirilmistir. Gortismeler, okul yoneticilerinden alinan randevular
dogrultusunda, duygularin1 agik ve rahat bir sekilde ortaya koyabilmelerini saglamak adina,
belirlenen zamanlarda kendi okullarinda/odalarinda ya da istedikleri yerlerde gerceklestirilmistir.
Gortisme formunun birinci boliimii arastirmaya katilan okul yoneticilerinin kisisel bilgilerinden;
ikinci boliimii ise okullarda bilgi yonetimine iliskin okul yoneticilerinin gortislerini belirlemek
tizere sorulan 5 sorudan olusmaktadir. Goriisme formunda katilimcilara ¢alismanin amac
kapsaminda “okul yoneticilerinin gorevleriyle ilgili yeni bilgiler elde etmek icin hangi
kaynaklardan yararlandiklar1”, “yoneticilerin sahip olduklar:1 bilgilere yeni fikirler katip
katmadiklar1 ve bunu hangi sekilde gerceklestirdikleri”, “yoneticilerin okullarinda bilgiyi

[T}

saklamak icin neler yaptiklar1”, “yoneticilerin sahip olduklar1 bilgileri ¢alisanlariyla paylasip
paylagsmadiklar1”, “yoneticilerin kurumlarinda bilgiyi daha etkin kullanmak igin bilgi takimlari,
bilgi calisanlar1 ve bilgi yoneticileri olusturup olusturmadiklar1” ile demografik ozellikleri

sorulmustur.

Verilerin Analizi

Arastirmada elde edilen verilerin ¢oziimlenmesinde igerik analizi teknigi kullanilmistir. Igerik
analizi, belirli kurallara dayali kodlamalarla bir metnin baz1 soézciiklerinin daha kiigiik igerik
kategorileri ile 6zetlendigi sistematik, yinelenebilir bir teknik olarak tanimlanir (Biiyiikoztiirk vd.
2012).

Elde edilen verilerin analizi siirecinde oncelikle, goriisme kayitlar1 desifre edilip ¢oziimlemeler
yapilmistir. Gortismelerden 20 sayfa veri elde edilmistir. Her bir soru igin verilen cevaplardaki

ortak noktalar dikkate alinarak cesitli kodlar olusturulmustur. Bagimsiz egitim bilim uzmaninin



yaptig1 yerlestirmeler ile arastirmacinin yaptigl yerlestirmeler karsilastirilarak arastirmanin
giivenirligi belirlenmistir. Yapilan karsilastirma sonucunda ytizde 92 oraninda fikir birligi oldugu
anlasilmistir.
Bulgular

Bu boliimde okullarda bilgi yonetimine iliskin okul yoneticilerinin goriigleri ortaya c¢ikarilmaya
calisilmistir. Bu dogrultuda okul yoneticilerinin gortislerinden elde edilen bulgular ayr: tablolar
halinde siralanmustir.

Okul yoneticilerinin gorevleriyle ilgili yeni bilgiler elde etmek icin hangi kaynaklardan

yararlandiklarina iligkin goriislerinin yer aldig1 ifadeler Tablo 2’de yer almaktadir.

Tablo 2. Gorevinizle ilgili yeni bilgiler elde etmek icin hangi kaynaklardan yararlaniyorsunuz?

S.N Kodlanmis sorunlar n
1 Internetten yararlanma 14
2 Meslektaslarla bilgi paylagimi 8
3 Gorevle ilgili kitaplar1 okuma 7
4 Resmi yazilar1 ve mevzuati takip etme 6
5 Akademik yayinlarin takibi 5
6 Gorevle ilgili TV programlarini izleme 1

Tablo 2’ye gore okul yoOneticilerinin gorevleriyle ilgili yeni bilgiler elde etmek icin hangi
kaynaklardan yararlandiklarina iliskin goriisleri; internetten yararlanma (n=14), meslektaslarla
bilgi paylasimi (n=8), gorevle ilgili kitaplar1 okuma (n=7), resmi yazilar1 ve mevzuat takip etme
(n=6), akademik yayinlarin takibi (n=5) ve gorevle ilgili TV programlarini izleme (n=1) seklindedir.
Buna gore okul yoneticilerinin gorevleriyle ilgili yeni bilgiler elde etmek igin birden fazla
kaynaktan yararlandiklari, bunu saglarken de en fazla internetten yararlanma ve meslektaslarla
bilgi paylasimi yontemlerini kullandiklar: ifade edilmistir. Bu durum okul yoneticilerinin
ifadelerine su sekilde yansimaktadir:

“Internet iizerinden arastirarak edindigim bilgilerden ve daha deneyimli bir meslektasima sorarak (Y5)”
“Gorevimle ilgili kitaplar okuyarak, eSitimle ilgili internet sitelerini takip ederek, idareci arkadaslarla

goriiserek (Y6)”



“Meb Talim Terbiye Kurulunun sayfasim takip ediyorum. Memur ve dgretmenlerle ilgili siteleri takip
ediyorum. (Y11)”

“Giincel olarak mevzuati takip ederim. Meslektaslarim ile bilgi paylagiminda bulunuruz. Kigisel ve mesleki
gelisimim i¢in akademik makaleleri bildiriler ve kitaplardan faydalanirim (Y3)”

Yoneticilerin sahip olduklar: bilgilere yeni fikirler katip katmadiklar1 ve bunu hangi sekilde

gerceklestirdiklerine iligskin gortislerinin yer aldig1 ifadeler Tablo 3’de yer almaktadir.

Tablo 3. Sahip oldugunuz bilgiye yeni fikirler katar misiiz? Bunu hangi sekilde

gerceklestirirsiniz?
S.N Kodlanmis ¢éziim onerileri n
1 Evet, sahip oldugum bilgilere yeni bilgiler katarim. 15
2 Deneyimli kisilerle goriiserek 11
3 Kurumun amaglarini géz 6niinde bulundurarak
4 Kendi kendime, tecriibelerimden yararlanarak

5 Calisma arkadaslariyla konusarak

6 Okul ve ¢cevre sartlarin1 dikkate alarak

N W N o O

7 Igili kitaplar1 okuyarak

Tablo 3’e gore okul yoneticilerinin sahip olduklari bilgilere yeni fikirler katip katmadiklar1 ve bunu
hangi sekilde gergeklestirdiklerine iliskin gortisleri; evet, sahip oldugum bilgilere yeni bilgiler
katarim (n=15), deneyimli Kkisilerle goriiserek (n=11), kurumun amaglarin1 goéz Oniinde
bulundurarak (n=9), kendi kendime, tecriibelerimden yararlanarak (n=8), calisma arkadaslariyla
konusarak (n=7), okul ve gevre sartlarim1 dikkate alarak (n=3) ve ilgili kitaplar1 okuyarak (n=2)
seklindedir. Buna gore okul yoneticilerinin tamaminin sahip olduklar1 bilgilere yeni fikirler
kattiklar1 ve bunu da en fazla deneyimli kisilerle goriiserek gerceklestirdikleri anlasilmaktadir. Bu
durum okul yoneticilerinin ifadelerine su sekilde yansimaktadir:

“Sahip oldugum bilgiye okul ve cevre sartlarimi dikkate alarak yeni fikirler eklerim. Bunu kendi kendime,
deneyimli ve sorumluluk sahibi insanlarla gerceklestiririm. Kurumun amaclari yeni fikirler iiretmede benim
icin énemlidir (Y1)”

“ Evet, kurumun amag ve hedefleri dogrultusunda, 6gretmen arkadaglarima ve deneyimli yonetici

arkadaglarima damsir, bunlar: degerlendirir, sonucunda yeni fikirler katarim (Y4)”



“Kurumun kendini yenilemesi, gelistirmesi i¢in sahip olunan bilgilere yeni fikirler katilmas: gerekir. Bunu
arastirarak kendi fikirlerimi ortaya koyar, arkadaslarinda fikirlerini dikkate alirim. Kurumun misyonuna,
vizyonuna uygun olarak yeni bilgiler edinirim (Y7)”

“Evet kitaplar, makaleler, yeni arastirma sonuclari, insanlarla konusarak ve kurumun ihtiyaclar: g6z oniinde
bulundurarak yaparim “Y10)”

Okul yoneticilerinin okullarinda bilgiyi saklamak icin neler yaptiklarina iligskin goriislerinin yer
aldig1 ifadeler Tablo 4'de yer almaktadir.

Tablo 4. Kurumunuzda bilgiyi saklamak igin neler yapryorsunuz?

S.N Kodlanmis ¢éziim onerileri n
1 Arsiv sisteminin kullanilmasi 9
2 Yazili ve gorsel olarak kayit altina alma 7
3 Dys'nin (Dokiiman Yonetim Sistemi) kullanilmasi 6
4 Elektronik ortamda saklama (bilgisayar vb ortamda) 4
5 Idari odalarda saklama 3

Tablo 4’e gore okul yoneticilerinin okullarinda bilgiyi saklamak igin neler yaptiklarina iligkin
gortigleri; arsiv sisteminin kullanilmasi (n=9), yazili ve gorsel olarak kayit altina alma (n=7),
Dys'nin (Dokiiman Yonetim Sistemi) kullanilmas: (n=6), elektronik ortamda saklama (bilgisayar
vb ortamda) (n=4) ve idari odalarda saklama (n=3) seklindedir. Buna gore okul yoneticilerinin
okullarinda bilgiyi saklamak igin en fazla arsiv sistemini daha sonra da bilgiyi yazili1 ve gorsel
olarak kayit altina aldiklar1 soylenebilir. Bu durum okul yoneticilerinin ifadelerine su sekilde
yansimaktadir:

“ Kurumuzda bilgileri saklarken ilk olarak yazili ve gorsel olarak kayit altina aliriz. Daha sonra kurumumuza
ait arsiv sisteminde giivenli bir sekilde saklariz (Y12)”

“Okulumuzda onceden olusturulan arsiv sisteminin kurumumuzla ilgili bilgilerin muhafaza edilmesini
saglyoruz. Ayrica DKY sistemini okulumuzda bilgi giivenligini saglamak icin aktif bir sekilde kullaniyoruz
(Y13)”

“Bilgiyi saklamak icin bilgisayarlari, arsiv sistemini ve Dokiiman Yonetim Sistemini (DYS) kullaniyoruz
(Y15)”

Okul yoneticilerinin sahip olduklar: bilgileri ¢alisanlariyla paylasmalarina iliskin gortislerinin yer

aldig ifadeler Tablo 5'de yer almaktadir.
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Tablo 5. Sahip oldugunuz bilgileri ¢alisanlarmizla paylasir mismiz? Bu paylasmayi nasil

gerceklestirmektesiniz?

S.N Kodlanmis ¢6ziim onerileri n

1 Evet, paylasirim 15
2 Sohbet ortamlarinda konusarak paylasirim
3 Toplant1 yaparak paylasirim

4 Sosyal medyay1 kullanarak paylasirim

a N o« O

5 Yazili ve gorsel olarak paylasirim

Tablo 5e gore okul yoneticilerinin okullarinda bilgiyi c¢alisanlariyla paylagmalarina iliskin
goriisleri; evet, paylasirim (n=15), sohbet ortamlarinda konusarak paylasirirm (n=9), toplant:
yaparak paylasirim (n=8), sosyal medyay1 kullanarak paylasirim (n=7) ve yazili ve gorsel olarak
paylagirim (n=7) seklindedir. Buna gore okul yoneticilerinin sahip olduklar: bilgileri ¢alisanlariyla
paylastiklary, bu paylasimida en ¢ok sohbet ortamlarinda konusarak gerceklestirdikleri ifade
edilmistir. Bu durum okul yoOneticilerinin ifadelerine su sekilde yansimaktadir:

“Sahip olunan bilgilerin ve iyi drneklerin paylasiimas: gerektigine inantyorum. Yeri ve zamani geldiginde
sozlii olarak sahip oldugum bilgileri calisanlarimla paylasiyorum (Y7)”

“Sahip oldugum bilgiyi calisanlarimla paylasmaktan kaginmam. Bu paylasimi sohbet ortamlarinda
konusarak ve whatsapp gibi iletisim kanallariyla gerceklestiririm (Y1)”

“Paylagirim, 0gretmenler odasinda yapilan toplantilarda, oysal paylasim sitelerinde, idari odalarda bilgi
paylagimi yaparim (Y2)”

Okul yoneticilerinin kurumlarinda bilgiyi daha etkin kullanmak icin bilgi takimlari, bilgi
calisanlar1 ve bilgi yoneticileri olusturmalarma iliskin goriislerinin yer aldig1 ifadeler Tablo 6’dA
yer almaktadir.

Tablo 6. Bir yonetici olarak kurumunuzda bilgiyi daha etkin kullanmak igin bilgi takimlari, bilgi

calisanlar1 ve bilgi yoneticileri olusturmakta mismniz, diistiniir miistintiz?

S.N Kodlanmis ¢6ziim 6nerileri n
1 Evet, diistintirim 13
2 Okulumda bilgi takimlari, bilgi ¢alisanlar1 ve bilgi yoneticileri yok. 9
3 Deneyimli 6gretmenlerden olusmus bilgi takimim var 2
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Tablo 6’ya gore okul yoneticilerinin kurumlarinda bilgiyi daha etkin kullanmak igin bilgi takimlari,
bilgi ¢alisanlar1 ve bilgi yoneticileri olusturmalarina iliskin goriisleri; evet, diistintirim (n=13),
okulumda bilgi takimlari, bilgi calisanlar1 ve bilgi yoneticileri yok (n=9) ve deneyimli
ogretmenlerden olusmus bilgi takimim var (n=9) seklindedir. Buna gore okul yoneticilerinin
kurumlarinda bilgiyi daha etkin kullanmak i¢in bilgi takimlari, bilgi calisanlar1 ve bilgi yoneticileri
olusturmay: diistindiikleri ancak okullarin ¢ogunda boyle bir uygulamanin olmadig: ifade
edilmistir. Bu durum okul yoneticilerinin ifadelerine su sekilde yansimaktadir:

“Bilginin daha etkin kullamilmas: icin okulumda bu tiir uygulamalar: yapmay: diisiiniiriim. Bilginin
uygulamaya doniik olarak daha sistemli kullanilmast icin bu tiir calismalarin faydali olacagina inaniyorum
(Y14).

“Bilgi takimi olusturmay: diigiintiriim. Su an okulumda bilgi takimina benzer bir ekibim var. Okul icerisinde
deneyimli sorumluluk sahibi 6gretmenlerden olusan bir ekibim var. Yapmay: diisiindiiklerim olsun, bilgi
paylagimzi olsun, paydaslarin en etkili sekilde ulagma yolunda izleyecegimiz yontemleri belirleriz. Ama daha

sistematik olmast icin bilgi takimi kurmay: diisiiniiriim (Y1)”

Tartisma, Sonug ve Oneriler

Bu calismanin amaci, okullarda bilgi yOnetimine iliskin okul yoneticilerinin yaklasimlarini
saptamaktir. Bu amaca ulasmada ilkdgretim okullarinin yoneticileriyle goriismeler yapilmisgtir.
Arastirmaya gore okul yoneticilerinin gorevleriyle ilgili yeni bilgiler elde etmek icin birden fazla
kaynaktan yararlandiklari, bunu saglarken de en fazla internetten yararlanma ve meslektaslarla
bilgi paylasimi yontemlerini kullandiklari, okul yoneticilerinin sahip olduklar1 bilgilere yeni
fikirler kattiklar1 ve bunu da en fazla deneyimli kisilerle goriiserek gergeklestirdikleri, okul
yOneticilerinin okullarinda bilgiyi saklamak igin en fazla arsiv sistemini daha sonra da bilgiyi yazili
ve gorsel olarak kayit altina aldiklari, okul yoneticilerinin sahip olduklar: bilgileri ¢aligsanlariyla
paylastiklari, bu paylagimi da en ¢ok sohbet ortamlarinda gerceklestirdikleri, okul yoneticilerinin
bilgiyi daha etkin kullanmak i¢in bilgi takimlari, bilgi ¢calisanlar1 ve bilgi yoneticileri olusturmay1
diistindiikleri ancak okullarin ¢ogunda bdyle bir uygulamanin olmadig: ifade edilmistir.
Samancioglu, vd. (2010), Argon ve Demirer (2015), El¢i (2015) ve Erten (2006) da yapmis olduklar:

calismalarda da benzer sonuglara ulagsmislardir.
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Elde edilen bulgular genel olarak degerlendirildiginde, okul yoneticilerinin gérevleriyle ilgili yeni
bilgiler elde etmek igin birden fazla kaynaktan yararlandiklari, bunu saglarken de en fazla
internetten yararlanma ve meslektaslarla bilgi paylasimi yontemlerinin 6ne ¢iktigidir. Bununla
birlikte gorevle ilgili kitaplar1 okuma, resmi yazilar1 ve mevzuati takip etme, akademik yayinlarin
takibi ve gorevle ilgili TV programlarini izlemenin de okul yoneticilerinin gorevleriyle ilgili yeni

bilgiler elde etmek i¢in yaptiklar1 diger faaliyetlerdir.

Sahip oldugunuz bilgiye yeni fikirler katar mismiz? Bunu hangi sekilde gerceklestirirsiniz?
sorusuna verilen cevaplardan da yola ¢ikarak, arastirmaya katilan okul yoneticilerinin tamaminin
sahip olduklar: bilgilere yeni fikirler kattiklar1 ve bunu da en fazla deneyimli kisilerle goriiserek
gerceklestirdikleri anlasilmaktadir. Bununla birlikte okul yoneticilerinin sahip olduklar: bilgilere
yeni fikirler katarken kurumun amaglarimi goz oniinde bulundurduklari, kendi tecriibelerinden
yararlandiklari, ¢alisma arkadaslariyla konustuklari, okul ve gevre sartlarini dikkate aldiklar1 ve

ilgili kitaplar1 okuyarak gerceklestirdikleri sdylenebilir.

Aragtirmadan elde edilen bir bagka sonuca gore okul yoneticilerinin okullarinda bilgiyi saklamak
i¢in en fazla arsiv sistemini kullandiklar1 daha sonra da bilgiyi yazili ve gorsel olarak kayit altina
aldiklar1 anlasilmaktadir. Dys'nin (Dokiiman Yonetim Sistemi) kullanilmasi, elektronik ortamda
saklama (bilgisayar vb ortamda) ve idari odalarda saklama yontemlerinin de okul yoneticileri

tarafindan bilgiyi saklamak i¢in kullanildig: goriilmektedir.

Bu arastirmanin ortaya koydugu diger bir sonug ise okul yoneticilerinin sahip olduklari bilgileri
calisanlariyla paylastiklar;, bu paylasimi da en ¢ok sohbet ortamlarinda konusarak
gerceklestirmektedir. Bununla birlikte okul yoneticilerinin sahip olduklar: bilgileri ¢alisanlariyla
paylasmayr toplanti yaparak, sosyal medyayr kullanarak ve yazli, gorsel olarak

gerceklestirmektedir.
Bir yonetici olarak kurumunuzda bilgiyi daha etkin kullanmak i¢in bilgi takimlari, bilgi calisanlar1

ve bilgi yoneticileri olusturmakta misiniz, diistiniir miistiniiz? sorusuna verilen cevaplardan da

yola ¢ikarak, arastirmaya katilan okul yoneticilerinin kurumlarinda bilgiyi daha etkin kullanmak
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icin bilgi takimlar, bilgi calisanlar1 ve bilgi yoneticileri olusturmay1 diisiindiikleri ancak okullarm

¢ogunda boyle bir uygulamanin olmadig1 anlasilmaktadir.

Arastirmadan elde edilen tiim bu sonuglara dayanarak okul yoneticilerinin gorevleriyle ilgili yeni
bilgiler elde etmek igin birden fazla kaynaktan yararlandiklari, bunu saglarken de en fazla
internetten yararlanma ve meslektaslarla bilgi paylasimi yontemlerini kullandiklari, okul
yoneticilerinin sahip olduklar: bilgilere yeni fikirler kattiklar1 ve bunu da en fazla deneyimli
kisilerle goriiserek gerceklestirdikleri, okul yoneticilerinin okullarinda bilgiyi saklamak igin en
fazla arsiv sistemini daha sonra da bilgiyi yazili ve gorsel olarak kayit altina aldiklari, okul
yOneticilerinin sahip olduklar bilgileri calisanlariyla paylastiklari, bu paylasimi da en ¢ok sohbet
ortamlarinda konusarak gerceklestirdikleri, okul yoneticilerinin bilgiyi daha etkin kullanmak igin
bilgi takimlari, bilgi calisanlar1 ve bilgi yoneticileri olusturmay1 diisiindiikleri ancak okullarin
¢ogunda bdyle bir uygulamanin olmadigr goriilmiistiir. Bu durum, okul yoneticilerinin bilgiyi
elde etme, kullanma ve paylasma boyutlarinda yeterli oldugunu ancak bilgiyi daha etkin
kullanmak icin bilgi takimlari, bilgi calisanlar1 ve bilgi yoneticileri olusturma konusunda yeterli
olmadiklarini gostermektedir. Bilginin daha etkin kullanilmasi i¢in okul yoneticilerine okullarda
bilgi takimlari, bilgi calisanlar1 ve bilgi yoneticileri olusturma konusunda gerekli egitimin ve

destegin verilmesi gerekmektedir.

Kaynakca

Argon, T. ve Demirer, S. (2015).Okul yoneticilerinin bilgi yonetimi ve insan kaynaklarini yonetimi
yeterlikleri. AIBU Journal of Social Sciences, 2015, Vol:15, Year:15, Issue: 3, 15: 221-264

Barutcugil, 1. (2002). Bilgi Yénetimi. Istanbul: Kariyer Yaymnlart.

Biiytikoztiirk, S., Cakmak, E., Akgiin, O. E., Karadeniz, S. ve Demirel, F. (2013). Bilimsel arastirma
yontemleri. Ankara: Pegem Akademi.

Can, N. (2002). Egitim Orgiitlerinde Insan Kaynaklar: Yénetiminin Biitiinlestirme Islevi Ile Iigili
Gorevleri, Gaziantep Universitesi Sosyal Bilimler Dergisi, 5, 12-28

Celik, V. (1999). Egitimsel Liderlik. Ankara: Pegem Yayincilik.

Cinar, 1. (2002). Egitim Yoneticilerinin Bilgi Yonetimindeki Yeterlikleri. (Yayimlanmanmis Doktora Tezi),

Ankara: Hacettepe Universitesi.

14



Elgi, S.(2015). Okul yoneticilerinin bilgi yonetimi yeterliliklerinin degerlendirilmesi. Zirve Universitesi,
Yiiksek Lisans Tezi.

Erten, P. (2006). Okul yoneticilerinin bilgi yonetimine etkili kullanabilme becerileri. Firat Universitesi
Yiiksek Lisans Tezi.

Giglii, N. ve Sotirofski, K. (2006). Bilgi Yonetimi, Tiirk Egitim Bilimleri Dergisi Giiz, 4(4), 351-371.

Jarnett, L. De.( 1996). Knowledge the Latest Thing, Information Strategy, The Executives Journal, Vol.
12,1996, 3-5.

Muratoglu, V. ve Ozmen, F. (2006). Egitim Orgiitlerinde Bilgi Yonetimi Stratejileri — Yas ve Okul Turu
Degiskenlerine Gore Egitimci Goriisleri (Tunceli Ili Ornegi), Bilgi Teknolojileri Kongresi IV-
Akademik Bilisim 2006, 58-63, Denizli, Pamukkale Universitesi.

O’dell, C. (1996). A Current Review of Knowledge Management Best Practices, Conference on
Knowledge Management and the Transfer of Best Practices, Business Intelligence, London.

Ogiit, A. (2001). Bilgi Caginda Yénetim. Ankara: Nobel Dagitim

Ozden, Y. (2002). Egitimde Déniigiim: Egitimde Yeni Degerler. (4. Baski), Ankara: Pegem A Yaymailik.

Samancioglu, M. vd. (2010). Okul yineticilerinin bilgi yonetimi stratejilerini kullanma diizeyleri.

Adiyaman Universitesi Sosyal Bilimler Enstitiisii Dergisi. Y11:3, Say1:4.

Tanriogen, A. (2014). Bilimsel Arastirma Yontemleri. Ankara: Anu.

Yildirim, A. ve Simsek, H. (2011). Sosyal bilimlerde nitel arastirma yontemleri (8. Baski). Ankara:

Seckin.

15



A Quantitative Investigation of the Factors Affecting Innovation

Perceptions of Teacher Candidates

Mehmet Ali Corlu Emin Aydin Kamil Arif Kirkig

ABSTRACT

The aim of this paper is to investigate the innovation perceptions of teacher
candidates. The sample comprises of 189 second year students in the science,
mathematics and social sciences teaching departments. The data collection
tools are the Turkish version of the Individual Innovativeness Scale (IIS), and
the Domestic Factors Inventory. Regression analysis is the main data analysis
techniques. Results yielded a regression model in which the most powerful
determinant for innovation perception emerged as openness to experience.

KEYWORDS: Innovativeness perception, Personality variables, Teacher

education,

Ogretmen Adaylarinin Yenilikclik Algilarini Etkileyen Etkenler Uzerine Nicel bir
Arastirma
0z
Bu ¢alismanin amaci 6gretmen adaylarinin yenilikgilik algilarini arastirmaktir.
Calismaya fen bilimleri, matematik ve sosyal bilimler Ogretmenligi
alanlarindan 189 6gretmen aday1 katilmistir. Veri toplama araglar1 Biriysel
Yenlikgilik Olgegi’nin Tiirkce versiyonu ve ailesel etkenler envanteridir.

Regresyon analizi veri analizi yontemi olarak kullanilmistir. Analizin ikinci
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dongiisii sonucunda yenilikcilik algisinin en giiglii  yordayicis1 olarak
tecriibeye aciklik degiskeni ortaya ¢ikmistir.
ANAHTAR KELIMELER: Yeilikcilik algisi, Kisilik degiskenleri, Ogretmen

egitimi

Introduction

Teacher training carry a vital role in the development of the 21st century skills and
positive attitudes towards innovation in the next generation. Developing
innovation/entrepreneurship skills is important for a country’s vision for its
integration to the technologically developed international community. Preservice
training of future science and mathematics teachers is especially important since the
highly qualified technology workforce is the outcome of high quality education at the
pre-university level.

Creativity is defined as the capability or act of conceiving something original or
unusual, while innovation is the implementation or creation of something new that
has realised value to others (Hunter, 2013). Innovativeness, according to Hunter’s
distinction is being one step ahead of being creative as a result of the added value
dimension. It is clear that there is a distinction between creativity and innovativeness,
nevertheless in practice these words frequently are used interchangeably. There is
evidence that creativity relates to organisational innovation and effectiveness
(Amiable, 1996; Scott & Bruce, 1994). Studies on innovative/creative perception/self
efficacy are generally are available in the areas of business and engineering education

(e.g. Wang, & Lin, 2012; Sung & Choi, 2009; Stajkovic & Luthans, 1998; Scott & Bruce,
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1994) but there is less concern on teachers’ perceptions (e.g. Mathisen & Bronnick,
2009).

Because of the increasing interest in investigating creativity and innovation, in recent
studies various predictors of creativity and individual innovativeness have been
examined (Choi, 2007; George & Zhou, 2001; Lim & Choi, 2009; Tierney, Farmer, &
Graen, 1999). Personality traits as a factor for innovation perception is a relatively
new area of inquiry (Sung & Choi, 2009). To investigate the influence of personality
variables on innovative/ creative performance, the Big Five model of personality was
a popular instrument which defines personality as consisting of five dimensions as
the name implies (i.e. extraversion, agreeableness, conscientiousness, emotional
stability, and openness to experience) (e.g. James & Mazerolle, 2002; McCrae &

Costa, 1997; George & Zhou, 2001; Sung & Choi, 2009).

There is growing evidence that students’ information processing is different than past
in the present time. Managing complex and diverse nature of today’s problems needs
flexible people who have innovative ideas. Teachers, therefore, need to have
innovative teaching skills to make ideas and content more interesting for teaching the
21st century skills as well as for designing their pedagogy to encourage their students
to think creatively and innovatively. In other words, teachers are required to ‘teach

creatively” and “teach creativity” at the same time (Azzam, 2009).

Aim of the study
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Studies on attitudes and performance related to innovation are generally available in
the areas of business and engineering education (e.g. Wang, & Lin, 2012; Stajkovic &
Luthans, 1998) but there are less work in the area of education (e.g. Mathisen &
Bronnick, 2009). Public tendency about innovativeness is to link it more to the
quantitative sciences. People in the social sciences are generally perceived to be as
more conservatively oriented (Shermer, 2016, March 01) and as having distanced
from technological advances. It is acknowledged that those being trained as teachers
may not fully represent all the social sciences people. We still think that studying the
innovation perceptions of student teachers in the area of social sciences (i.e. teacher of
social studies) can be one way of exploring the degree of truth in this generalisation.
Similar arguments can be put forward for the relationship between students in
science majors and science teacher candidates and for mathematician candidates and
mathematics teacher candidates. Another interesting issue here is the epistemological
differences amongst the areas mathematics, hard sciences and social sciences. For
instance, knowledge generation in hard sciences (e.g. physics) is based more likely on
inductive methods, whereas in mathematics deductive thinking is dominant
(Yildirim, 1988). Although when it comes to pedagogy of these areas, epistemological
differences tend to vanish (Robson, 1993), we believe, it is still worth exploring the

possible differences.

There is evidence that innovation perception is related to personality variables (James
& Mazerolle, 2002; Sung & Choi, 2009). There is an obvious evidence of a strong
relationship in the literature between individuals’ family background variables and

their educational development (Gottfried, Fleming, & Gottfried, 1994; Grolnick,
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Friendly, & Bellas, 2009). There is, however, less concern on other variables that can
shape personality as possible predictors of innovation perception and/or
performance. Family attitude towards the student is one such variable for which the
distinction is generally made between protective, oppressive or democratic attitudes.
Geographical background and family type are other two variables of such kind that
might have an influence of some degree. Therefore, we also wish to explore if such a
relationship exists between domestic factors including family attitude, family type

and geographical background (Table 1).

Table 1. Options in the domestic factors inventory

Geographical
Family Attitude Background Family Type
Protective Village-Small town Big family
Democratic Big city Nuclear family
Oppressive City Other
Inconsistent
behavior

In the light of these arguments, the aim of the present study is to investigate student
teachers” perceptions about innovation in the general sense, not particularly limited
to teaching. These descriptions of innovation perceptions will also be made with

respect to area of teaching (mathematics, science and social science). We also wish to
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explore how teacher candidates” personality characteristics and domestic factors are

related to their innovation perceptions.

Method

A quantitative research design was selected for this research study. The study collects
data from a state university in Istanbul. The sample comprises of 189 second year
students in the science teaching (n=69), mathematics teaching (n=62) and social
sciences teaching (n=58) departments. These departments are in the first three in the
rankings of the university entrance examination so these students are among the
country’s very successful teacher candidates. The data collection tools are the Turkish
versions of the Individual Innovativeness Scale (IIS) (Kilicer & Odabasi, 2010), the
domestic factors inventory which is comprised of three fully structured questions: (1)
How do you describe your family attitude towards yourself? (2) What type of
location were you raised in? and (3) What is your family type? (Table 1) and the Big

Five Personality Scale (Big5) (Morsiimbiil, 2004).

For the current study, correlational research design was used. Descriptive statistics,
correlational statistics and multiple linear regression (Frankel, Wallen, & Hyun, 2012)
is the main techniques for data analysis. Correlation coefficients between the
dependent and independent variables were calculated before the regression analysis.
The relationship between a single outcome variable (dependent) and at least two or
more predictor variables (independent) are generally examined by a multiple linear

regression approach (Creswell, 2003). In this study, we investigated the relationships
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between the IIS (the single dependent variable) and five independent variables: the
five subscales (extraversion vs. introversion, agreeableness vs. antagonism,
conscientiousness vs. lack of direction, emotional stability vs. neuroticism, openness
vs. closedness to experience) of the bigh personality inventory, the three domestics
factors and department of study. The calculated reliability scores for the bigh
subscales varies between 0.73 and 0.84 (Morstimbiil, 2004), and it is 0.77 for the IIS
(Table 2).

Table 2. Descriptive statistics and the reliability scores of IS and big5. (N=202)

Scales RS Mean SD
23.96
BF1 Agreeableness 0.747 8.57
/30.00
25.31
BF2 Extraversion 0.839 3.52
/30.00
21.43
BE3 Contentiousness 0.832 4.20
/30.00
22.13
BF4  Openness 0.805 4.75
/30.00
Emotional 20.11
BE5 0.737 4.00
Stability /30.00
Bigs Total 0.823
72.27
I1S Innovativeness 0,772 4.27
/100.00

22



3. Findings

Descriptive statistics

Means and standard deviations of the big5 scale and IIS were calculated (Table 1) and
the results indicated that highest score is in the extraversion (M=25.31) and the lowest
is in the emotional stability subscales. The value of 72.27 in the IIS indicates an “early

adapters” level (one level before the “innovators” level) (Kiliger & Odabasi, 2010) for

the teacher candidates in general.

calculated with respect to the subject area of teaching (Table 3) which yielded no

noteworthy differences.

Means and standard deviations were also

Table 3. Descriptive statistics with respect to the subject area of

teaching
Social
Science Mathematics
Sciences
Teaching Teaching
Teaching
M SD M SD M SD
Agreeableness 247 3,18 23,9 2,81 23,06 4,68
Extraversion 19,21 4,89 18,71 4,82 18,74 5,04
Contentiousness 21,7 4,72 21,76 4,51 20,78 5,15
Emotional
20,66 4,21 20,05 4,52 19,26 4,07
Stability
Openness 22,24 3,6 21,6 4,44 22,43 4,28
Innovativeness 72,51 8,38 71,14 7,86 70,43 9,99
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Correlational analyses

The correlation coefficients were calculated to describe the isolated relationship
between the dependent (IIS) and several independent variables (Huck 2011). The
results of the calculations of the Pearson Product moment correlations indicated low
to mediocre statistically significant relationships between innovativeness perception

and all five personality traits (Table 4).

Table 4. Pearson Correlation Coefficients (R) between IIS and Big5 (Two tailed)

E
Ag Ex Op In GB
Co S DoS FA FB
Agreeablenes 1.0 .07
31F 25 44 A49* - 163 -131 -.06 .07
S 0 2
1.0
Extraversion 26%% 22 % 20%  _ 045 '.005 -.07 14
0 .20(
Concentious 1.0(
.061 Jd4 **+ 22% - 074 -.099 .09 -07
ness (
Emotional
1.01 .09 22%F - 153*% - 182** -.09 .05!
Stability
Openness 1.00 62** .039 042 -00 .07
Innovativene 1.0
-.089 116 -.07 .05i
ss 0
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Department

1.00 .036 -10  -.18*
of study
Family
1.00 -04 -.03!
Attitude
Family
1.00 .07
Background
Geographical
1.00:
background
** Significant at p<.005

Model fit with respect to innovation perception scores

The result of regression is a generalization, which represent the best prediction of
dependent variable from several continuous independent variables (Thompson,
2008). We used, in the present study, a multiple linear regression model. Our
dependent variable is the innovativeness perception (IIS) and we wished to
investigate whether or not and if so, the degree to which the dependent variable is
predictable from the independent variables, namely, the bigb personality traits,
domestic factors including family attitude, family type and geographical background,
and the department of the teacher candidates. We preferred to use the standard
technique and put all the variables to the model initially and excluded the variables
that did not fit to the model until reaching the equation that can optimally predict the
dependent variable. Data were checked, before the analysis, for the regression’s

assumptions; i.e, normality of residuals, and multicollinearity threat.

25



Regression statistics -First run

In the first run of the regression statistics all of the independent variables were
included. It was found that 50% of the variation in the dependent variable is
explained by the independent variable. Moreover as the Durbin-Watson value of
1.841 is in between 1.5 and 2.5, we concluded that there is no autocorrelation in the
residuals (Durbin & Watson, 1951) (Table 5). Moreover, the statistically significant F
value of 18.370 in the IIS analysis of variance (ANOVA) table indicates that the model

was statistically significant (Table 6).

Table 5: Model Summary (First run)

Std. Change Statistics
Error of R
R Adjusted the Sig.F Square F Durbin-

R Square R Square Estimate Change Change Change dfl df2 Watson

0,703 0,495 0,468 6,392 0495 18,370 9 169 0,000 1,841

Table 6. ANOVA results for innovation perception

scores (First run)

Sum of Mean

Squares df Square F p

Regression 6.756.39 9 750.71  18.37  0.00
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Residual 6.906.44 169 40.86

Total 13.662.83 178

Variance inclusion factor and tolerance values are considered as important criteria for
the selection of the predictor variables to be included in the model: the maximum
acceptable VIF value is 10 and minimum acceptable tolerance value is 0.1 (Cohen,
Cohen, West, & Aiken (2003) (Table 7). Results indicate that VIF values are
acceptable to be included in the model but three independent variables, family
background, geographical background, and department of study failed have tolerance

values less than 0.1. Hence they were excluded from the model.

Table 7. Coefficient analysis (first run)

Unstandardised Standardised

Correlations
Coefficients Coefficients
t P
Std.
B Beta Part Tolerance VIF
Error
(Constant) 25.051 5.894 4.251 0
Agreeableness 0.569 0.165 0.236 3.440 0.001 0.492 0.256 0.188
Extraversion 0.245 0.105 0.137 2.327 0.021 0.286 0.176 0.127
Concentiousness 0.175  0.109 0.095 1.604 0.111 0.219 0.122 0.088
Emotional Stability  0.165  0.122 0.081 1.354 0.178 0.218 0.104 0.074
Openness 0.96 0.138 0.448 6.944 0 0.615 0471 0.38
Family Attitude 1.506 0.534 0.160 2.822 0.005 0.116 0.212 0.154
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Family -

-1.058  1.598 -0.037 -0.662 0.509 -0.051
Background 0.065 0.036
Geographical
0.079  0.732 0.006 0.107 0915 0.058  0.008  0.006
Background
Department of - -
-0.305  0.409 -0.043 -0.745 0.457 -0.057
study 0.089 0.041

Regression statistics -Second run

After the exclusion of the three independent variables, the regression statistics was
redone with the remaining variables, i.e. five domains of Bigs and family attitude. It was
found that 47% of the variation in the dependent variable is explained by the
independent variable. Moreover as the Durbin-Watson value of 1.832 is in between
1.5 and 2.5, it was concluded that there is no autocorrelation in the residuals (Durbin
& Watson, 1951) (Table 8). Moreover, the statistically significant F value of 32.78 in

the IIS analysis of variance (ANOVA) table indicates that the model was statistically

significant (Table 9).
Table 8: Model Summary (Second run)
Std. Change Statistics
Error of R
R Adjusted the Sig. F Square F Durbin-

R Square R Square Estimate Change Change Change dfl df2 Watson

0.686 0.471 0.457 6.319 0471  32.777 5 184 0.000 1.832
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Table 9. ANOVA results for innovation perception scores (Second run)

Sum of Mean
Squares df Square F p
Regression 6544.10 5.00 1308.82 32.78 .00
Residual 7347.30 184.00 39.93
Total 13891.39 189.00

Variance inclusion factor and tolerance values were recalculated for the selection of
the predictor variables to be included in the model and for understanding whether or
not a third run is necessary: It was found that the VIF values and tolerance value are
within the acceptable limits (Cohen et al, 2003) (Table 10). It is concluded that the

model includes all of the six independent variables.

Table 10. Coefficient analysis (second run)

Unstandardised Standardised

Correlations
Coefficients Coefficients
T p
Std.
B Beta Part Tolerance VIF
Error
(Constant) 21.807 4.289 5.084 0.000 21.807
Agreeableness 0.604 0.160 0.251 3.769 0.000 0.667 1.500 0.604
Extraversion 0.253 0.104 0.141 2.430 0.016 0.876 1.141 0.253
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Concentiousness 0.167 0.106 0.091 1.572 0.118 0.885 1.130 0.167
Emotional

0.179 0.121 0.088 1.483 0.140 0.848 1.179 0.179
Stability
Openness 0.942 0.136 0.439 6.934 0.000 0.736 1.358 0.942
Family Attitude 1.533 0.528 0.163 2.903 0.004 0.941 1.063 1.533

As the p values indicate the independent variables, emotional stability and
contentiousness’ are not reliable predictors for the IIS (p>0.05). Beta scores show that
the strongest predictor for IIS is the openness to experience, (Beta=0.439), followed by
the family attitude (Beta=0.163). As the B (unstandardised) weights and £
(standardised) weights and structure coefficients for each predictor variable of the IIS

score indicated, the resulting regression equations will appear as:

* 1IS=21.81+(0.60)* (Agreeableness) + (0.25)*(Extraversion) + (0.17)*(
Contentiousness) +
(0.18)*(Emotional Stability) + (0.94)*(Openness) + (1.53)*(Family Attitude)

s Zus=(0.25)* (Agreeableness) + (0.14)*(Extraversion) + (0.09)*( Contentiousness) +

(0.09)*(Emotional Stability) + (0.44)*(Openness) + (0.16)*(Family Attitude)

Discussion and conclusion
The relationship between perception and performance is not always straightforward
as the general literature indicates (Johnston & Heineke, 1998) that we cannot claim

that those with high attitudes are those with high performance. There is, nevertheless,
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evidence that innovation perception is a strong predictor of innovation performance
(Kiliger & Odabasi, 2010; Cuhadar, et al, 2013). The positive perception in terms of
readiness for innovation, was also reported to have a significant correlation with
performance like other variables (proactive personality, generalised self-efficacy,
stress tolerance, need for autonomy, locus of control) (Brandstitter, 2011). If
innovations are effective and appropriate for teachers and students, they can affect
the performance of both teachers and students (Hofman, Jansen, & Spijkerboer, 2011).
According to findings of a study done on the perception of managers, teachers and
students about innovation competency of teachers it is found that the performance
and improvement of people can not be developed without innovation oriented

teachers. (Kasule, et al, 2015).

There are some issues in defining and predicting teachers’ perception about
innovativeness, this study does indicate that the personality characteristics (if
effectively measured) can be used to identify people with high attitudes towards
innovation (Vanderlinde & van Braak, 2011). Existing literature indicates that
openness to experience is the most powerful predictor of innovation on attitudes and
performance in areas other than teaching (Zhao and Seibert, 2006). Conscientiousness
and extraversion are other but less powerful predictors in the big five personality
model (Brandstatter, 2011). Openness to experience, in parallel with the other studies,
emerged to be the most important personality factor among others in our sample of
teacher candidates. The result of the regression model shows that among the five
personality variables, the one with the highest regression coefficient is the openness

to experience (B=0.97) (Table 6). Extraversion, agreeableness, contentiousness and
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emotional stability had lower coefficient values (Rauch & Frese, 2007; Brandstatter,

2011).

In the present study, among the family variables including family attitude,
geographical background and family type, only family attitude turned out to be the
only factor predicting innovation perceptions of the teacher candidates. This finding
is in line with the evidence in the literature in areas other than teaching on the
differential effects of family variables on innovative performance and attitudes
(Scott & Bruce, 1994; Mumford, et al., 2002; Quazi, & Talukder, 2011). Family
background variables seem to have an indirect influence on innovation perceptions.
Their impact is through family processes which in turn influence the home climate
(Patterson, Kerrin & Gatto-Roissard, 2009). For instance, individuals raised in families
with a stable background and a history of high academic achievement will more
likely develop positive attitudes towards innovation in quantitative areas, than those

who were not (Simonton, 2008).

We also wished to test the validity of the general public belief that there is a positive
relationship between area of expertise and attitudes towards innovation and that the
more quantitatively oriented one’s area of education is, the more likely one develops
positive attitudes towards innovation. Hence we thought, at the outset, that the
epistemological differences among areas of teaching would make a difference in the
IIS scores. However, no noteworthy difference was observed among areas of teaching
as the IIS scores were in the 70,43-72,51 interval with a slight difference in favor of

science teacher candidates (Social STC < Mathematics TC < Science TC).
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Real life problems used in classrooms share a commonality to those faced in business

contexts and that their solutions require innovative approaches. Developing

students” twenty-first century skills such as problem solving, innovation,

entrepreneurship, technological communication, and investigativeness is an

important goal for the teacher education programs (Corlu & Aydin, 2016). Hence

teacher candidates need to develop skills of using innovative teaching approaches.

This study is an effort to assess the readiness of teacher candidates for the fulfillment

of this aim.
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ABSTRACT

The present study aimed to investigate the needs of the students in the departments of a state university
in Istanbul in terms of English medium instruction (EMI) scrutinizing the variety in the amount of EM]I,
differences regarding the faculties, and department-prep school differences. 380 participants from prep
school (N= 380), 65 students studying at the departments (N= 65) completed an online questionnaire
developed by a group of Ph.D. students who tried to analyze the possible English language needs of the
students at this university. The results of the one-way ANOVA showed that differences regarding the
departments of the students were not important in their needs of EMI. Also, items in the questionnaire
were almost equally important for the students who received different amount of EMI. On the other
hand, there was a significant difference between the prep school students and students in the
departments in terms of language needs. The results call for more attention to identify the differences
and similarities between the needs of students in prep schools and the departments while designing a
curriculum for the prep schools.

Keywords: Needs assessment, prep school, English medium instruction

Devlet Universitesi Ingilizce Hazirlik Ogrencileriyle Bir Ihtiya¢ Analizi Calismast
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Oz

Bu calisma, bir devlet {iniversitesindeki 6grencilerin ingilizce egitim ihtiyaglarini belirlemeyi ve cesitli
miktarda sunulan ingilizce egitimi fakiilteler ile boliim-hazirlik okulu arasindaki farkhiliklar agisindan
irdelemeyi hedeflemistir. Bu {iniversitedeki 6grencilerin olasi Ingilizce dil ihtiyaclarini analiz etmeye
calisan bir grup doktora 6grencisi tarafindan gelistirilen bir anket, hazirlik okulunda (N = 380) ve
boliimde okuyan (N = 65) 6grenci tarafindan tamamlamigtir. Tek yonlit ANOVA sonuglari, 6grencilerin
boliimleri ile ilgili farklihiklarin Ingilizceye dayali egitim-6gretim gereksinimlerinde dnemli olmadigini
gdstermistir. Ayrica, anketteki maddeler farkli miktarda Ingilizce egitim goren dgrenciler icin neredeyse
esit derecede onemlidir. Ote yandan, hazirlik siifi 6grencileri ile boliim dgrencileri arasinda dil
gereksinimleri agisindan 6nemli bir fark vardir. Sonuglar, hazirlik okullar: i¢in bir egitim programi
tasarlarken, hazirlik okullarindaki Ogrencilerin ihtiyaglar1 arasindaki farkliliklari ve benzerlikleri
belirlemenin 6nemine dikkat cekmektedir.

Anahtar Kelimeler: Thtiyag tespiti, hazirlik okulu, Ingiliz dilinde egitim

1. INTRODUCTION

Globalization has boosted the world scientifically and culturally and it has also many
implications for education especially in language learning. Hence, the spread of English can be
attached to globalization (Hiippauf, 2004). As a dominantly used and taught language and with
its Lingua Franca status, English has come to the fore as a common language used in several
disciplines and contexts (Crystal, 2003; Graddol, 1999). English as a language caters not only to
the needs of the world for professional issues, but also academic studies and commercial matters
(Alptekin, 2002; Bernardo & Gaerlan, 2012; Coleman, 2006; Yal, 2011).

With respect to Turkey, Saricoban & Sarigoban (2012) underline that the strategic location of
Turkey requires learning English for global communication, business, technology and science.
Turkish academics are to publish in English for academic promotion and for international
journals. They are to take English tests in terms of their English language proficiency level in
Turkey. Also, Turkish government has been paying attention to English language learning and
teaching to make learners contribute to their society in this changing world (Kirkgoz, 2007). In
Turkey, there is no doubt that learners with proficient English are demanded by institutions and
favored in business world with more benefits and better career opportunities (Kirkgoz, 2009,
Sert, 2008, Senses, 2007, Ulum, 2015). Dogangay-Aktuna’s (1998) survey which yielded 419
advertisements for 773 openings in various sectors revealed that 21.7 % (91 ads) of job
advertisements appeared in the two of popular Turkish newspapers were printed in English.

In higher education, the demand for the EMI is on the rise as the most prestigious and high-
ranking universities have long been instructing in English. According to Dogancay-Aktuna
(1998) “In Turkey, English carries the instrumental function of being the most studied foreign
language and the most popular medium of education after Turkish” (p.37).

While it is being regarded as essential for pursuing an academic career and building up
professional business relations, some problems related to EMI have come up so far. Therefore,
many studies have been carried out to examine the effectiveness of EMI and learning outcomes

regarding students’ academic needs in their departmental studies. (Cosaner, 2013; Cetinavc &
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Topkaya, 2012; Gerede, 2005; Ozkanal & Hakan, 2010). Some of these studies have shared the
same findings that preparatory curriculum of universities does not meet the academic
requirements of students’ for their departmental studies (Gerede, 2005; Karatas & Fer, 2009;
Kirkgoz, 2009; Ors, 2006; Ozkanal & Hakan, 2010). Since EMI programs focus mainly on general
English skills such as listening, reading, writing, speaking, grammar and vocabulary (Cetinavci
& Topkaya, 2012), the academic English needs of university preparatory students are generally
neglected (Kirkgoz, 2009; Hyland, 2006). As a result, students are becoming academically
inadequate while carrying on their departmental studies. According to a study carried out in a
state university by Gerede (2005), students emphasized that the preparatory curriculum should
be designed according to the language needs regarding English for Academic Purposes (EAP).

Many other studies reveal that English Preparatory Programs are stated to be inadequate
about technical English (Kinsiz, M., 2005). For example, a study conducted at a state university
to assess the effectiveness of the English preparatory program indicated that the students were
pleased with the given English education and their instructors whereas they were dissatisfied
with the physical conditions, and they agreed on the need for English for Specific Purposes
(ESP) in terms of technical English (Ozkanal & Hakan, 2010). Therefore, English preparatory
programs should certainly include technical English support for students of engineering
faculties to learn English for both general and specific purposes in order to keep up with the
latest technological and scientific developments, and technical English is a requisite (Mirici, I.H.
& Saka, O., 2004).

Another limitation for EMI programs in Turkey can be linked to “poor motivation of
students” (West, et al.,, 2015). Learners’ attitudes and expectations are vitally important in
language learning. As Al-Jamal & Al-Jamal (2014) states that learners generally bring their own
beliefs of language learning into classes. When students value their learning, they may be
motivated intrinsically. The more motivated the students are, the more effort they may dedicate
to their learning.

Besides some specific problems mentioned above, a large scale research revealing that
despite the high potential of the teachers and a positive classroom environment, the competence
of English of the most students across Turkey was basic level — even after 1,000+ hours of
English classes (West, et al., 2015). Research clearly states that the major factor of the deficiency
in English Medium Instruction (EMI) at universities is weak high school students but the
important thing is to take the students from the level where they are at and elevate it to a
successful level. It is necessary to examine the curriculums in this respect.

From this point forth, it is necessary to conduct a need analysis to examine the preparatory
program in terms of students’ academic needs and expectations for their departmental studies.
Need analysis is simply defined as collecting information with regard to the needs of a
particular group of learners to meet their expectations on learning a language (Akbulut, 2016;
Akyel & Ozek, 2010; Chegeni & Chegeni, 2013; Guerid, 2014). In a more broad manner,

Basturkmen (1998) described it as the “identification of difficulties and standard situations by
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observation of participants functioning in a target situation in conjunction with interviews and
questionnaire” particularly underlying the appropriate data collection methods (p. 1).

It is important to understand why there is a need for needs assessment studies in language
teaching and what advantages it gives the people who are interested in it. First, it is underlined
in the relevant literature that student motivation can be enhanced when they are asked about
their preferences and perceived needs regarding their learning a language. It is so obvious that a
program will not only motivate students but also produce very successful outcomes as long as it
aims to address actual student needs (Chegeni & Chegeni, 2013). However, in the same manner,
a kind of disappointment or dissatisfaction will be detected if they find no connection between
language programs and their very specific learning goals and needs (Akbulut, 2016; Akyel &
Ozek, 2010; Atai & Shoja, 2011; Corporation, 2008; Guerid, 2014).

Another common theme found in the literature is that the first priority should be given to
assessing the needs of students in order to define goals and objectives clearly before continuing
with other steps in curriculum development (Akyel & Ozek, 2010; Akbulut, 2016; Atai & Shoja,
2011; Ayas & Kirkgoz, 2013; CAELA; Chegeni & Chegeni, 2013; Jordan, 2006, p.22; Randow,
2010; Soruc, 2012; Tavil, 2006; Ulum, 2015; Veena.P, 2016; Wang & Bakken, 2004). This kind of
analysis provides curriculum developers with specifications with regard to students” profile,
background, current and future qualifications, expectations, etc. to develop programs to teach
them English effectively.

Soruc (2012) addressed the benefit of analysing student needs in his study emphasizing that
it would help researchers or program developers understand the underlying ideas leading to
successful and successful language programs of preparatory schools. Assessing the needs of
learners does not only contribute the development of the program in terms of conceptual issues,
but also enhance resource allocation. Data collected with detailed needs assessment study will
help schools how to decide upon the type of resources within their limited capacities in
accordance with the necessity to utilize firstly and the importance they hold for the
implementation of programs (Corporation, 2008).

Information about learners can be collected through various instruments such as
questionnaires, group discussions, focus groups, working groups, inventories of language and
literacy use, personal or dialogue journal, timelines to express learners’ short-term and long-
term goals, observations, self-assessment, a general English proficiency test, semi-structured
interviews, and non-participant observations in order to obtain the relevant data on learner
needs (CAELA; Corporation, 2008; McCawley, 2009; Tavil, 2006).

In the present study, it is aimed to find out the following academic English language needs
of students after the preparatory school and develop the objectives of a new program and
propose to the administrations. For this purpose, quantitative research method using a survey
questionnaire to answer the following research question is employed:

“What are the needs of students at Preparatory School of Foreign Languages of this state
university with regard to learning English and benefiting from it at their particular

departments?”
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2. METHODOLOGY

2.1.Participants

This study was carried out at Foreign Languages School of a state university in the spring
semester of 2016-2017 academic year. The participants of the study were regular English
preparatory school students, from the departments of Engineering and Sciences, Health
Sciences, and Social Sciences and freshman students of these departments. The sample consisted
of university preparatory school 70 group A students, 190 group B students, and 55 group C
students, and 65 students studying at the departments. Within the whole sample, there were 152
participants from the department of Engineering and Sciences, 75 participants from Health
Sciences, and 153 from Social Sciences. Also, 140 participants were taking 30% of the courses in
English as the language of instruction while 280 participants were enrolled in programs that
would require 100% of the courses to be given in English as the medium of instruction.

The participants of the current study were chosen using the convenience sampling and they

all consented to participate in this study voluntarily.

Preparatory school students start language programs either as 100 % or 30 % that indicates
the level of English instruction at their departments. They are placed at groups of A, B, and C
according to their individual proficiency results taken at the very beginning of the semester.
Students in program A are exposed to 25 hours of English while group B students are receiving
22 hours of instruction and students of group C are expected to attend actively to 20 hours of
classes. They are instructed with a special focus on four main skills- reading, writing, speaking,
and listening as well as vocabulary development and language use. They are expected to cover
one course book, one skills book, two readers, and various supplementary materials in
accordance with the needs of each session. They have to continue with the English language
preparation program until they pass all the other proficiency examinations and reach C level
which they are expected to complete successfully as well in order that they can start studying at

their particular departments.

2.2. Instrumentation

A descriptive research design was adopted in the present study. With this design, a needs
assessment questionnaire was employed as a quantitative data collection instrument in order to
analyse the needs of students studying at the School of Foreign Languages. Students of the
preparatory school, and students of the departments were provided with the same
questionnaire without any differing parts so that a consistency related to the answers can be
observed.

The questionnaire as a data collection tool was developed by the seven researchers of the
present study under the guidance of an instructor who has been an authority in Curriculum and
Instruction discipline for a long time in Turkey. Firstly, students of the three departments were
asked to give answers to two open-ended questions so that questionnaire items could best

investigate students” needs in the final. These questions were about if there were any kind of
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difficulties they had to face with following the courses at their particular departments or not and
their suggestions for overcoming the problems. Second, the exit level objectives of the school of
foreign languages in question were examined closely before final forms of the items were
written. The aim was to observe to what extent the school of foreign languages could meet the
needs and their specific objectives which they decided upon before the language preparation
programs were developed and then launched. Third, the researchers reviewed the relevant
literature on the analysis of preparatory school students” needs at universities in order to find
out what was done before in close relation to the present study. Then, the draft of the
questionnaire was submitted for the review from the head of the school of foreign languages
who was coordinating the programs when the study was conducted. He made some necessary
adjustments appropriate to the research setting, present preparatory program’s objectives, and
the participating students. Finally, the items in the questionnaire were treated on an individual
basis and they were painstakingly edited and revised by the researchers under the guidance of

their instructor as a professional program developer.

The questionnaire was divided into two main parts. The first part gathered information
about the current situation of the participants as being a student of preparatory group A, B, C,
and any one of the departments. Also, the participants were asked which department they were
studying. Lastly, they were expected to state the level of English instruction at their particular
departments as either 30% or 100%. On the other hand, in the second part, the participants were
asked to provide their individual answers to 20 items written in the form of objectives in a five-
level Likert scale differing from “strongly disagree”, “disagree”, “undecided”, “agree” to
“”strongly agree” in order to draw out the perceptions of students about the necessity of the

issues mentioned in the related items with regard to teaching and learning English at

preparatory schools before continuing with particular subjects at departments.

2.3.Procedures

An online questionnaire was created using the Google Forms and as soon as the research
instrument was finalized, the study was conducted. Since the questionnaire targeted a large
group of students from preparatory program and different disciplines, it was shared by the
respondents via e-mail. Also, a letter which briefly informed both groups about the aim of the
study, the expected length of the questionnaire, and emphasized that their responses were

confidential and they would not be shared in any kind of platform was attached.

2. 4. Data Analysis

The independent samples t-test and one-way ANOVA were employed to analyse the data.
The statistical analysis of the data was also done using descriptive statistics such as number of
the respondents to the items in the relevant instrument, mean, standard deviation, and standard

error mean, and reliability analysis.

3. RESULTS
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The results of the study and the findings are described according to the data obtained from
the participants by means of the instrument. They are described based on the related research
questions as well. The data were analyzed in two parts; in the first part, descriptive statistics
were conducted regarding the background of the participants. In the second part, the data were
analyzed through a one-way ANOVA in order to identify if there is a significant difference
regarding the departments of the students who come from three different faculties. In addition,
independent sample t-test was conducted to see if there is a difference between the prep school
students and students in the departments included in the current study; and between 100% EMI
and 30% EMI students. The reliability coefficient for the questionnaire items was highly

acceptable with a=,965.

3.1. Results for the Background of the Participants

As illustrated in Table 1, students doing their departmental studies, and students from
Preparatory A, B, C Programs participated in this study. Most of the students are from
Preparatory B Program (50,0 %), while the number of students from Preparatory A Program is

70 (18,4 %) and students from Preparatory C is 55 (14,5 %).

Table 1: Demographic characteristics of the participants

Cumulative
Frequency  Percent Valid Percent Percent
Student in the Department 65 17,1 17,1 16,3
Prep School Program A student 70 18,4 18,4 34,7
Prep School Program B student 190 50,0 50,0 84,7
Prep School Program C student 55 14,5 14,5 99,2

Total 380 100,0 100,0

According to the data, out of 380 participants of the study, most of them are either from the
Faculty of Social Sciences (40,3 %) or Faculty of Engineering and Science (40,0 %) (See Table 2).
There are 75 students from the Faculty of Medicine (19,7%). The rationale behind asking the
participants’ department is that it is assumed that students from different departments might

have different language needs.

Table 2:Types of departments in which students are studying

Cumulative
Frequency  Percent Valid Percent  Percent
Faculty of Engineering and Science 152 40,0 40,0 40,0
Faculty of Medicine 75 19,7 19,7 59,7
Faculty of Social Sciences 153 40,3 40,3 100,0

Total 380 100,0 100,0

As shown in Table 3, most of the students are enrolled at (100% English) medium of
instruction (63,2 %), while 36,8% of the students are enrolled at (30% English) medium of
instruction.

Table 3: Distribution of students according to medium of instruction
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Cumulative

Frequency Percent Valid Percent  percent
%100 medium of instruction 240 63,2 63,2 63,2
%30 medium of English 140 36,8 36,8 100,0
Total 380 100,0 100,0

Another analysis was conducted according to the average scores the items in the needs
analysis questionnaire received. As Table 4 indicates, all reported means were on the positive
side of the Likert-type scale. Items 3, 6 and 15 received the highest means (M = 3.71, SD =1.12),
(M =3.74, SD = 1.08) and (M = 3.68, SD = 1.15) respectively, while the lowest means belonged to
item 10 (M = 3.20, SD =1.23), item 13 (M = 3.23, SD = 1.20), item 19 (M =3.15, SD = 1.21), and item
20 (M =3.18, SD =1.12).

Table 4: Descriptive statistics for the questionnaire items

Std.
Valid Missing Mean Deviation

3. communicate in English with foreigners when needed 380 0 3,71 1,12
6. understand field-related texts in written English 380 0 3,74 1,08
15. follow social media in English 380 0 3,68 1,15

10. make logical inferences using the information in a text 380 0 3,20 1,23
in a field-related listening text

13. use field-related academic vocabulary and concepts 380 0 3,23 1,20
19. recognize grammatical structures while listening 380 0 3,15 1,21
20. use grammatical structures while speaking 380 0 3,18 1,12

3.2. Results for Inferential Statistics

A one-way ANOVA test was conducted to compare students from social sciences faculty
and students from medical sciences and engineering faculties. According to the results, there
wasn’t a significant difference in any of the scores received from the items at the p<0.05.
Therefore, a post hoc test was not conducted as a further analysis.

An independent-samples t-test was conducted to see if there is an effect of amount of
English used in the departments of 100% EMI students and 30% EMI students. There was a
significant difference in the scores of most of the items for 100% EMI students and 30% EMI
students at the p<.05 level (See Appendix B). On the other hand, as indicated in Table 5, there
wasn’t a significant difference in the scores of item 15 for 100% EMI students (M= 3.75, SD=
1,13), t= 1.66, p=0.096 and 30% EMI students (M=3.55, SD=1.18), t=1.64, p=0.10 and item 16 for
100% EMI students (M= 3.61, SD= 1.21), t= 0.95, p=0.342 and 30% EMI students ( M=3.49,
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SD=1.21); t=0.95, p=0.342.

Table 5: Independent samples t-test for the amount of English

T Df Sig. (2- Mean  Std. Error 95% Confidence
tailed) Dif. Dif. Interval of the
Difference

Lower  Upper

15. follow social Equal 1,667 378,000  ,096 ,204 ,122 -,037 ,445
media in English ~ variances
assumed
Equal 1,648 280,603 100 ,204 ,124 -,040 ,448
variances not
assumed
16. learn English ~ Equal ,952 378,000  ,342 ,123 ,129 -,131 376
to improve their variances

intellectual skills assumed
Equal ,951 289,802 ,342 ,123 ,129 -, 131 ,376
variances not
assumed

An independent-samples ¢-test was conducted to compare prep students (N= 315), students
from departments (N= 65), There was a significant difference in the scores of most of the items
for students in prep school, students from departments at the p<.05 level (See Appendix C). On
the other hand, there wasn’t a significant difference in the scores of item 4, students from prep
school for (M= 3.31, SD= 1,25), and for students from departments (M=3.63, SD=1.22); t= -1.86,
p=0.06. Also, the scores of item 5 revealed that there wasn’t a significant difference between the
students from prep school (M= 3.46, SD= 1.17); and the students from departments ( M=3.69,
SD=1.13); t=-1.46, p=0.14 (Table 6).

Table 6: Independent Samples t-Test for the difference between prep-department

t df Sig. (2- Mean Std. 95% Confidence
tailed) Dif. Error Interval of the
Dif. Difference
Lower Upper
4. participatein ~ Equal -1,86 378,00 0,06 -0,32 0,17 -0,65 0,02
class variances
discussions in assumed
English Equal -1,90 93,95 0,06 -0,32 0,17 -0,65 0,01
variances not
assumed
5. express their Equal -1,46 378,00 0,14 -0,23 0,16 -0,54 0,08
own ideas in variances
classroom assumed
discussions Equal -1,50 94,49 0,14 -0,23 0,15 -0,54 0,08

variances not
assumed

4. DISCUSSION
English has a pivotal role regarding academic studies and disciplines in several world
contexts, and it is far beyond catering to academic needs of learners anymore. English has

extended its boundaries as a sole school subject, and English has a place in several aspects of life.
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(Crystal, 2003; Graddol, 1999; Alptekin, 2002; Bernardo &Gaerlan, 2012; Coleman, 2006; Yal,
2011). In parallel to this, the current study takes university students into consideration. These
learners attend a particular state university in Istanbul-Turkey that offers English medium of
instruction for some departments while some departments only require 30% of English medium
of instruction whose regulations are specified by Higher Education Council in Turkey. These
learners mentioned are the ones who are either being instructed at a preparatory class in English
to study in varying departments in the prospective academic years. The other group consists of
learners carrying out their departmental studies as freshman learners. In short, English has been
a part of their academic and personal life in varying degrees for all these groups.

As mentioned, the current study includes three groups of learners who are prep school
learners, learners who go on with their academic studies at their departments. Preparatory
school at the university offers three different instructional programs called Prep A, B and C.
Prep A learners are exposed to 25 hours of instruction weekly consisting of reading, listening,
writing, vocabulary and language use unlike Prep B that follows 22 hours of instruction and
Prep C with 20 hours of instruction. Additionally, the group of learners who are going on with
their academic studies at departments and preparatory school learners are students of
departments including social sciences, health sciences and engineering.

According to the study, 63.2 % of these learners are registered at departments whose
medium of instruction is English. While the rest is exposed to 30 % of English instruction
program as suggested by Higher Education Council in Turkey. These preferences indicate that
English medium programs are popular in Turkey. It can be said that English as a medium of
instruction preferred by learners in Turkey. If one is to consider departments discussed above,
these departments are the ones that require English for further progress in Turkey and in
international contexts as in line with Dogancay-Aktuna (1998) who asserts that English Medium
Instruction has been an ongoing trend for Turkish learners since English still carries its
prominence as the widely recognized language in academia and varying contexts. When
engineering and social sciences are taken into account, it is clearly visible that most publications
are in English and English seems to be the language of science.

Based on the results that the study offers, regarding all groups in prep school in the study
consisting of 315 learners, it can be asserted that they attach importance to communicating in
English with all parties whose native language is not Turkish, which shows how English is of
great importance to be recognized globally. In addition, these learners also want to follow what
is going on in their field of studies to keep up with the world. That could be explained with the
fact that the language of science and academia has been English for many years due to the
globalization and Lingua Franca status of English (Alptekin, 2002). Most articles and resources
are published in English in varying disciplines. As a result, English has extended its boundaries,
and the learners in the study feel the urge to learn and make use of English to improve
themselves on their academic fields.

Social media has been vital for learners in the study in that they want to learn English to

follow news, events and other people in differing world contexts. Social media has been a thing
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of recent years mostly preferred by young professionals as in line with the result suggested in
this study. Thus, it is assumed that the integration of social media into classes as an instructional
tool would encourage learners to engage with information in English, build their confidence and
increase interest in the topic and build a bridge to facilitate communication inside and outside
classroom setting. As Benson (2008) concluded the integration of social networks has positive
results in language learning and teaching process.

English medium instruction generally focuses on listening, reading, writing, speaking,
grammar and vocabulary as in line with the current program discussed at this university
(Cetinavar & Topkaya, 2012). However, in programs that offer these skills, academic English
needs of university preparatory students are overlooked as stated by Kirkgoz (2009) and Hyland
(2006). It can be witnessed in the study in the light of the survey results that learners express that
they do not pay much attention to language skills. For example, with respect to language skills,
learners do pay that much attention to guessing the meaning of a content of the listening based
on what they are offered in terms of listening. Apart from this, being able to use academic words
and phrases was not attractive enough for them either. Also, noticing grammatical structures in
listening and speaking, respectively were not attained importance as well as other items. These
results indicate that although most learners are enrolled at English medium departments and
want to communicate in English, in-class or academic requirements needed to learn a language
is neglected on the part of current learners. Learners are in need of practical solutions to keep up
with real life contexts rather than paying attention to language skills or official exams solely. As
Cloud & Genesse & Hamayan (2000) reports language competence occurs the best when
accompanied with meaningful and authentic communication.

Moreover, in the study, participants come from three departments. Based on their
departments, it can be said that when social science learners are compared with engineering and
health learners, it is shown that they have almost the same reasons to learn and they are able to
use English like others. Their results were not significantly different from each other.

Another comparison was between 100% English medium instruction learners and learners
who are exposed to 30% English medium of instruction. Both groups of learners have differing
points of views with respect to their aims to learn and use English except for these two items in
the survey, which are following social media and improving oneself intellectually with the help
of English. For instance, learners who are fully instructed in English need to express themselves
more in English and make presentations in English in class compared to others. The former
group is in need of listening to English and understanding it better than the latter group while
carrying out lessons in their academic life. Although fully English instructed group want to be
involved more in English and skills that comprise it, the level they want to reach or required
from them is mostly a basic level in Turkey (West, et al., 2015).

Also, preparatory school learners, and learners from departments were compared.
Preparatory school students’ answers were significantly different than the learners at three
departments. This could be linked to the fact that preparatory level learners are to devote their

time and energy to English. Most learners from preparatory classes are learners of 100% English
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medium departments; hence, they know how crucial it is for them to finish language
preparation year successfully and follow courses in the prospective years in English during their

whole higher education and also for their future career.

5. CONCLUSION

Globalization has paved the way for all learners in different world contexts to recognize
English as the main language of science and academia. English with its never-ending status has
dominated the world through media, social media and instruction as well as global affairs.
(Andrade, 2006). It has become a major part in young people’s lives as also suggested by the
present study.

If learners attach more positive images and feelings to learning English and realizing it fully
in their lives, then positive feelings may prolong during their education. It is of great importance
to impose positive feelings and encourage positive learning environments for learners. This has
implications for learner training, teacher understanding, teacher action, and teacher training.
(Peacock, 2010, Sarigoban, 2012).

Academic achievement is one aspect of life. The aim to learn English has long extended
beyond viewing English as a school subject. Social needs, goals and successful academic
achievement in the classroom are all a must to achieve more through English. (Sevilla-Troike,
1984). Hence, both instructors and program developers need to pay attention to learner needs
and keep up with the world. Globally, international students do not only lack English skills, but
they also have to gain more socio-cultural knowledge and be exposed to strategy training. That’s
why; it is vital for professionals to be given more autonomy to adjust and modify their courses
according to learner needs in this face-pacing world. Learner needs should be prioritized at any
case regarding English skills.

It should be restated that this study was primarily concerned with exploring the needs of
students studying English at a language preparatory school through a survey designed by the
researchers of this study. The results were restricted to Istanbul Province, and a particular state
university, and its 315 English language preparatory school students, and 65 department
students in various courses in the departments. Despite a sound ground achieved through a
large sample and ample amount of related literature about language learning needs of
preparatory school students, this study has several limitations. First, the reliability and validity
of the survey questionnaire utilized in the present study were not verified. In future studies,
researchers need to enhance reliability and validity issues carefully if they want to use the
survey questionnaire developed by the researchers of this study. Second, this study’s descriptive
research design was only based on a needs assessment questionnaire with quantitative
descriptive data. However, qualitative aspect is recommended to be included in quantitative
and descriptive survey studies in order to obtain more meaningful results incorporating
thoughts and feelings of students as well. Third, the sampling was limited to one state
university and its students. Future researchers need to take more private and state universities

into consideration to make their studies represent the whole population properly and generalize
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their findings. Lastly, the participants were not randomly selected; rather convenience sampling
was more applicable to the present study’s scope at the time of conducting the survey by the
researchers. However, other researchers for their future studies are recommended reaching

randomly-selected participants with large numbers to increase the validity of their studies.
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Ozet

Probleme dayali 6grenme bir sorunun anlagilmasina veya ¢oziimlenmesine yonelik
calisma stirecinden ¢ikan sonuglarin Ogrenilmesidir ve gilintimiizde saglik
alanlarmin egitiminde de kullanilmaktadir. Probleme dayali 6grenme bir grup
ogrencinin ders iginde ve ders disinda pek ¢ok aktiviteye dahil oldugu bir egitim
yaklasimi olarak dis hekimligi egitiminde Ogrenme siirecini daha etkili hale
getirmektedir. Bu makalede problem dayali 6gretim yaklasimi tamitilmis ve dis
hekimligi egitiminde kullamilmasma iliskin bir durum c¢alismas1 (case study)
sunulmustur. 2016-2017 akademik déneminde Yeditepe Universitesi Dis hekimligi
Yiiksek Lisans programinda yiiriitiilen Probleme Dayali Ogrenme dersi
uygulamalar1 degerlendirilerek Oneriler getirilmistir.

Anahtar Sézciikler: Probleme Dayali Ogrenme, Dis Hekimligi Egitimi, Durum
Caligsmasi.

Abstract

Problem based learning is the kind of learning method that the outcome of the study
process towards understanding or resolving a problem. Today;, it is also used in the
education of health fields. PBL makes the learning process in dental education more
effective as an educational approach in which a group of learners are involved in
many activities in and out of the classroom. In this study problem-based teaching
approach is introduced and a case study is presented for use pbl in dental education.
During the 2016-2017 academic year, Problem Based Learning course conducted in
Yeditepe University Dentistry Master Program. That couse applications were
examined, evaluated and recommendations were presented.

Keywords: Problem Based Learning, Dental Education, Case Study
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Giris

Probleme dayali 6grenme 1965 yilinda ilk olarak Kanada Ontario McMaster Universitesi'nin tip

miifredatinin igerigi olarak gelistirilmistir.! Probleme dayali 6grenme “bir sorunun anlagilmasina

veya ¢Oziimlenmesine yonelik calisma siirecinden c¢ikan sonuglarin 6grenilmesi’ seklinde

tanimlanabilir ve bu 6grenme yonteminde ilk olarak problem ile kars1 karsiya kalinir.2 Probleme

dayali 6grenmenin gelistiricilerinden olan Howard Barrows bu konsepti; 0grenci odakls,

ogretmenlerin kolaylastiric1 rol iistlenerek kiiciik gruplarda yer aldigi ve sorunlar etrafinda

organize olan bir konsept olarak tanimlamistir.> Probleme dayali 6grenmenin basamaklarmni

asagidaki gibi agiklayabiliriz:

Ogrencilere bir problemden bahsedilir.

Ogrenciler probleme dayali 6grenme dersi icerisinde kiigiik gruplar halinde bu problemi
tartisirlar. Vakanin gercekliklerini acgikhiga kavusturuyorlar. Problemin ne oldugunu
tanimlarlar. Kendi bilgilerine dayanarak beyin firtnas: ile fikir aligverisinde bulunurlar.
Problem iizerine g¢alisabilmek igin dahafazla neler oOgrenmeleri gerektigini, neleri
bilmediklerini belirlerler (6grenmeleri gereken konular). Boylece sorunun sebeplerini anlar ve
problem iizerinde ¢alisabilmek igin bir aksiyon plani belirlerler.

Ogrenciler ders disinda 6grenmeleri gereken konuyla ilgili bagimsiz ¢alismalar yiiriitiirler.
Kullandiklar: bilgi kaynaklar:: kiitiiphane, veri tabanlari, internet ve kaynak olabilecek bilgiye
sahip kisileri igerir.

Probleme dayali 6grenme dersine geri geldiklerinde bulduklari bilgileri paylasirlar, kendi sinif
arkadaslarindan 6grenirler ve problem {izerine birlikte ¢alisirlar.

Problem tizerine bulduklar: ¢6ztimleri sunarlar ve tizerine tartisirlar.

Problem tizerine calistiklar1 sirada neler ogrendiklerini gozden gegirirler ve problemin
sonucuna ulasmaya ¢alisirlar. Bu siirece dahil olan herkes yani kisinin kendisi, sinif arkadaslar1
ve Ogretmen; probleme dayali 6grenme siirecini ve bu siirece digerlerinin nasil katkisi

oldugunu gozden gegirirler.*

Probleme dayali 6grenme ile 6grenci konu ile ilgili bilgi elde edebilir, 6grenmek icin motive edilir,

diistinme yetenegini gelistirir ve 6grencinin nasil 6grenecegini 6grenmesi kolaylasir. Ogrenciler

farkli konulardan, disiplinlerden ve kaynaklardan gelen bilgileri entegre edebilmeye tesvik edilir.

Teorik ve pratigi bir araya getirebilirler. Eglenirler, aidiyet ve arkadaslik duygularmi gelistirirler.
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Ogrencilerin kisiler arasi iletisim yetenekleri, bilgiyi arama yetenekleri ve sunum yetenekleri gibi
ise alinmak igin gerekli gériilen anahtar yetenekleri gelistirilmis olur. Ogrencinin profesyonel bir

kimlikle birlikte, profesyonel yeterlilik ve giiven gelistirmesi tegvik edilir.*

Dis Hekimliginde Probleme Dayal1 Ogrenme

Probleme dayali 6grenme dis hekimligi egitiminde ilk kez 1990 yilinda Isve¢ Malm& Universitesi
Dis Hekimligi Fakiiltesinde uygulandi.> Probleme dayali 6grenmenin, dis hekimliginde cok
onemli bir yere sahip olan problem ¢6zme ile ayni sey olmadigini anlamak 6nemlidir. Problem
¢6zme bizi ¢bziime gotiiriir fakat problemi anlamamizi saglamasi sart degildir; probleme dayal

Ogrenme ise problem anlamamaizi saglar fakat bizi ¢6ztime ulastirmasi sart degildir.®

Probleme dayal1 6grenme bir grup 6grencinin ders icinde ve ders disinda pek ¢ok aktiviteye dahil
oldugu bir egitim yaklasimidir. Probleme dayali 6grenme dersleri sirasinda 6grenciler gercek ve
meslekleriyle alakali durumlari, siklikla hastalarin da dahil oldugu durumlar: sistematik sekilde
analiz ederler ve kendi bilgi diizeylerindeki bogluklar: tespit ederler. Bu bogluklar: aragtirirlar ve
bir sonraki probleme dayali 6grenme dersinden 6nce diger derslere 6rnegin siuf toplantilarina,
ogrenme laboratuarlarina ve/veya klinik pratiklere girerler. Bu derslerde 6grendikleriyle ve
arastirdiklariyla birlikte bilgilerini gézden gecirip karsilastiklar: tartismali duruma uygularlar.
Bu siireg 6grencinin 6grenme siirecine katkida bulunur. Ogrenme dgrenci odaklidir, neyi ve nasil
ogreneceklerine kiiciik gruplara ayrilmis 6grencilerin kendisi karar verir, 0gretmen ise ancak

onlara yardimci olup yol gosterecek bir pozisyondadir.”

Dis hekimliginde probleme dayali1 6grenmenin uygulanmasi yukarida anlatilan probleme dayal
dgrenme basamaklarindaki gibidir. Ogrenciler kiiciik gruplara ayrilir ve gruplara bir problem
sunulur. Problemli analiz etmeleri, eksik bilgilere ulasabilmek i¢in arastirma yapmalar1 ve ders
disinda topladiklar1 bilgileri derste birbirleriyle paylasip problemle ilgili sonuca ulasmaya
calismalar1 saglanir. Bu 6grenme konseptinde problemin ¢6ziilmesi i¢in multidisipliner yaklagim

on plana gikar.
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Dis hekimliginde probleme dayali 6grenmenin konvansiyonel yaklasimdan ayrildigi nokta
ogretmen merkezli degil 6grenci merkezli olmasidir. Konvansiyonel miifredatta ¢ok sayida ders
O0gretmenler tarafindan tahta oniinde anlatilir ve kisith 6grenci etkilesimi ile gergeklestirilir. Her
ders ayr1 ayr1 anlatilir ve degerlendirmesi de ayr1 ayr1 yapilir, bu sekilde dersler arasinda minimal
bir entegrasyon ve koordinasyon gergeklesir.® Genellikle 6nce temel bilimler 6gretilir, sonraki
yillarda da klinik bilimler anlatilir. Smavlar anlatilan bilgilerin detayli sekilde hatirlanmasina

odaklanir, 6grencinin durumu gergekten anlayip anlamadiginina yogunlasmaz.’

.....

almis olan Ogrenciler arasinda yapilan arastirmalara gore ¢oktan se¢meli testlerde probleme
dayal1 6grenim goren Ogrenciler digerleri kadar basariliyken, standart testlerde (ulusal board
dental sdinalar1 gibi) probleme dayali 6grenim goren Ogrencilerin daha bagarili oldugu
gozlenmis. Klinik degerlendirmelerde, klinik beceri testlerinde ve klinik ve teorik bilgilerin
entegrasyonunun Olgiildiigti testlerde de probleme dayali 6grenim goren Ogrencilerin
digerlerinden daha iistiin performans gosterdigi gozlenmistir. Yani elde edilen veriler
yetenekleri ve bilgilerini klinik durumlara uygulayabilme becerileri daha yiiksektir. Ayrica
probleme dayali Ogrenim goren Ogrenciler digerlerine gore kendilerini daha yeterli
hissetmektedir. Ogrencilerin dis hekimligi pratiginde kendilerine giivenlerini gelistirmelerini

saglamaktadir, boylece gelecek kariyerlerini pozitif yonde etkilemektedir."

Dis Hekimligi Ogreniminde Kullanilan Probleme Dayali Ogrenme Yéntemleri

Tip ve dis hekimligi fakiiltelerinde kullanilan gesitli probleme dayali 6grenme metodlar; dersleri,
kiiciik-gruplarla 6grenmeyi ve laboratuvar calismalarini igerir. Probleme dayali 6grenmede,
kiigiik-gruplarla 6grenme yaklasimi, okumak ya da dinlemekten daha etkili bir yontemdir. Bu
yaklasimda, 6grenciler daha aktif olup grup calismasi, problem formiilasyonu, bilgiye ulasma,
tartisma ve yeni bilginin digerlerine agiklanmasi, sonucun formiilasyonu gibi gesitli yetenekler
kazanirlar."! Probleme dayali 6grenmenin geleneksel yontemlere tistiinliigii gosterilmis olup, su

anda yiiksek egitim kurumlarinda global olarak kullanilmaktadir.”> Kanitlar probleme dayali

.....
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dayal1 6grenme sayesinde 0grenciler 6gretme ve 6grenme arasindaki iliskiyi kurabilerek; kendi
O0grenme siireglerinin sorumlulugunu alabilir, takimin bir pargas: olarak basarilar ¢aligsmalar
sergileyebilir, yeni ve degisen kosullarla basa ¢ikabilir, hayat boyunca 6grenme yeteneklerini
kazanabilirler. Ayni1 zamanda probleme dayali 6grenme Ogrencileri gelecek Kkariyerlerine
hazirlayacak olan kritik diisiinebilme, gercek problemleri analiz edip ¢6ziimleyebilme yetilerini
hayatlarina katacaktir.!3

Miifredatia “Probleme Dayali Ogrenme” derslerini dahil etmis iiniversitelerden biri olan “Hong
Kong Universitesi Dig Hekimligi Fakiiltesi’nin probleme dayali 6grenme se¢meli ders bagliklar

soyledir:

Kendine doniik 6grenme

Kritik i¢gdzlem

Kaynak oturumlari (genis-grup tartismalari)
Anahtar baslik oturumlar1

Laboratuvar pratikleri

Universitenin Ortak Cekirdek Kurslari
Birinci y1l Bilgilendirme Program

Klinik Bilgilendirme Programi

Toplum Saglik Projeleri

Son sene yurtdis1 se¢meleri

Laboratuvar ve Dental teknoloji simiilasyon smaiflar:
Medikal vaka merkezli genigletilmis 6grenme
Dental pratigi yonetme atolyeleri

Ozel dental klinik ziyaretleri

Dergi merkezli 6grenme

Profesyonel amaglarla dil gelistirme
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[letisim becerileri atdlyeleri4

21. yiizyilda bilim ve teknolojinin her alaninda biiyiik bir bilgi patlamasi yasanmaktadir.
Giiniimiizde bireylerden, bilgi tiiketmekten cok bilgi {iretmeleri beklenmektedir. Bilgiye
ulasabilen, ekip galismasi yapabilen insan modeli giiniimiizde daha ¢ok tercih edilmektedir.
Ogrenmeyi ogrenme, elestirel diisiinme, bagkalar1 ile isbirligi iginde g¢alisma, bilgi
teknolojilerinden yararlanma, bu degisim siirecinde bireyler i¢in énem kazanmuistir. Bu nedenle
egitim programlar1 kapsamindaki 6gretim alanlarmin bilimsel, teknolojik ve sistematik yonden

basarili bir bicimde 6gretilmesi gerekmektedir.'>

Glintimiiz ¢agdas egitim yaklasimlarinda bilgiyi sorgulayan, arastiran, mantiksal diisiinme
becerisi yiiksek, karsilagtig1 sorunlarla basa gikabilen, 6grenmeyi 6grenen bireylerin yetistirilmesi
hedeflenmektedir. Bu nedenle ilkdgretimden baslayarak {iiniversiteye kadar, problemlerin
¢oziimiinde bilimsel yontem izlenmeli, bir alisgkanlik olarak egitim yoluyla bireylere
kazandirilmalidir. Egitim kurumlari, hem bu degisime katkida bulunmada hem de degisimin
gerektirdigi var olan durumlardan yeni bilgiler iiretecek, elestirel diisiinebilen bireylerin
yetismesine katki saglayabilmelidir.'® Bunun i¢in bir¢ok 6gretim yontem ve teknik kaliteli egitim
icin ise kosulmaktadir. Bunlardan en Onemlilerinden biri de probleme dayali 6grenme
yaklagimidir. Son yillarda, bireylerin kendi 6grenmelerinde aktif rol almalar1 {izerinde 6zellikle
durulmakta ve Tiirkiye'de probleme dayali 6grenme uygulamalar1 agirlik kazanmaktadir.

Ogrenme ve dgretme siireclerinin dogasini aciklamaya yonelik olan probleme dayali 6grenme
yaklasimi bir¢ok egitimci tarafindan desteklenmektedir. Yaklasik 20 yildan beri egitimde genel
egilim olarak, ogrenci merkezli yaklagimlar olarak bilinen kendini yonlendirerek 6grenme,
igbirlikli 6grenme ve uygulamaya yonelik 6grenme yaklagimlari 6n plana ¢ikmaktadir. Bu

yenilik¢i egitim yaklasimlarindan birisi de probleme dayali 6grenme yaklagimidir.'”

Probleme dayali 6grenme, bir 6gretim stratejisi olarak alanda ilk defa 1950 yilinda Amerika
Birlesik Devletlerinde Case W. Universitesi Tip Fakiiltesinde uygulanmigtir. Probleme dayali
ogrenme, Ogrenenlerin egitim programi kapsaminda yer alan hedeflere ulasilabilmelerine,
elestirisel diistinme ve problem ¢6zme becerilerini etkin bir sekilde kullanabilmelerine firsat

verecek gercek yasam problemlerinin kullanildig1 bir 6grenme yaklagimi olarak tanimlanabilir.!8
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Probleme dayali 6grenmeyi Hung, Jonassen ve Liu egitim tarihindeki en yenilik¢i 0gretim
yontemi olarak tanimlamistir.’ Torp ve Sage’e gore probleme dayali 6grenme, birbirini
tamamlayan iki siireci icinde barindirir.2

Bunlardan biri ders planinin ikincisi de 6gretim stratejisinin diizenlenmesidir. Bu yaklagimin iig
ozelligi vardir:

1. Ogrenciler bir problem durumu ile ilgilenirler,

2. Ders plani verilen problemler cergevesinde oOgrencilerin 6grenme ilgi ve alakalar ile
olusturulur,

3. Ogretmen, dgrencilerin anlama seviyelerini yiikseltmeye yonelik hem onlarin diisiinmelerine
danismanlik hem de onlarin arastirmalarina rehberlik yaparak bir 6grenme ortamu yaratirlar.
Probleme dayal1 6grenme siirecinde 6gretmen, 6grenci ve problemin roliinii soyle belirtmislerdir:
Ogretmen rehberdir; fikirleri sorgular, 6grenmeyi yansitir, 5grenenlerin diisiincelerini ortaya
cikarir, 6grenci katiimini saglar, grup dinamigini olusturur, stireci yonlendirir, 6grenenle birlikte

ogrenir.

Ogrenci, problem ¢oziicli olarak etkin bir katihm saglar, bilgiyi yapilandirir, ferdi ve grup
calismalarinda sorumluluk alir, bilgiyi paylagir, problemin tanimladig: rolii tistlenir. Problem
giidiileme ve hedefe ulagsma araci olarak yapilandirilmamagtir. Bireysel ihtiyaglarla uyumludur,
gercek yasamdan segilmistir, tek bir ¢oziimii yoktur, formiile edilemez, agik ugludur, 6grencilerin

merakini saglayacak ve giidiilenmesini kolaylastiracak niteliktedir.?!

Problem Durumu

Glintimtizde bilimsel calismalarin sayis1 hizla artmaktadir. Belirli bir konuda yapilmus,
birbirinden bagimsiz c¢alismalarda birbirinden farkli sonuglara ulasilabilmektedir. Sosyal
bilimlerdeki bilgi birikimini yorumlamak ve yeni ¢alismalara yol a¢gmak igin, kapsayict ve

glivenilir nitelikte iist calismalara ihtiyag¢ vardir.?

Eger bilimi, bilginin toplanip yorumlanmas: olarak tanimlarsak, benzer aragtirma sorularinm

inceleyen arastirmalarin analizine ihtiya¢ vardir. Bu {ist ¢alismalar egitim politikacilara ve
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arastirmacilarina, bireysel calismalarin bir araya getirilip sentezlenmesiyle olusmus, biiyiik resmi
gosteren ve bilimsel genellemeler yapilabilmesini saglayan bir degerlendirme sunmaktadir.

Ulkemizde egitim sistemimiz 2005 yilinda yapilandirmaci 6grenme merkeze alinarak
yenilenmistir.?> Bununla birlikte egitim Ogretim siirecinde probleme dayali Ogrenme
yaklasgimmin 6nemi artmis ve bu yaklasimin 6nemi bir¢ok arastirmada ortaya konmustur.
Ulkemizde ve diinyada “Probleme Dayali Ogrenme Yaklasim1” konusu etrafinda yapilan ¢ok
sayida ¢alisma mevcuttur. Cesitli agilardan yapilmis probleme dayali 6grenme yaklasimi konusu
arastirmalarmin birlestirilmeye, sentezlenmeye ve degerlendirilmeye ihtiyaci vardir. Bu nedenle
bu arastirmada iilkemizde probleme dayali 6grenme yaklasimu ile ilgili yapilmis ¢alismalara
katki getirmek ve dis hekimligi egitiminde kullanilmasina iliskin bir uygulama 6rnegi ortaya

koymak amaglanmaktadir.

Yontem

Bu calismada nitel arastirma yontemlerinden durum g¢alismas: (case study) kullanilarak
dogrudan uygulamaya doniik bir arastirma gerceklestirilmistir. Davey (1991)'e gore durum
calismalar1 gercekte ortamda neler olduguna bakma, sistematik bir bigimde verileri toplama,
analiz etme ve sonuglar1 ortaya koyma yoludur. Ortaya ¢ikan {iriin ise, olayin nigin o sekilde
oldugunun ve gelecek arastirmalar i¢in daha detayli olarak nelere odaklanmanin gerektiginin
keskin bir bicimde anlasilmasidir?® Durum ¢alismasi desenlerinden Biitiinciil Tek Durum Deseni
kullanilmigtir. Tek durum desenlerinde, isminden de anlasilabilecegi gibi, tek bir analiz birimi
(bir birey, bir kurum, bir program, bir okul, vb.) vardir. Bu analiz biriminin arastirmaya konu

olan 6zelliklerinin tiimii bir stireci icerecek bicimde degerlendirilir.

Probleme Dayali Ogrenme Uygulamasi

"Problem Based Learning" yani “Probleme Dayali Ogrenme" dersi SBE 705-1 kodu ile, lisansiistii
seviyesinde alinan bir derstir. Ogrencilerin tamami Yeditepe Universitesi Dis Hekimligi
Fakiiltesi'nde, farkl1 departmanlarda lisansiistii programina devam eden 6grencilerdir (N=8).

Uygulamanin ilk asamasinda biitiin smif bir araya gelmistir ve devam eden egitim sisteminde

kullanilan egitim strateji, yontem ve tekniklerinin {izerinde durulmustur. Burada 6grenmeyi
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kolaylastiran ve zorlastiran faktorlerin neler oldugu, bir hastane ortaminda hastalar iizerinde
gorerek 6grenme siirecinin nasil isledigi ve nasil gelistirilebilecegi tizerine interaktif tartismalar
yapilmistir. Ders sonunda, 6grenmek igin ilk asamada ogretim gorevlilerine damismak yerine
kisinin arastirma isteginin gelistirilmesi ve kisinin kendi yanitin1 dogru kaynaktan kendisinin
bulmas1 gerektigi sonucuna varilmigtir. Bir diger onemli sonu¢ da Ogrenme siirecinde
ogrencilerin birbirlerinden 6grenmelerinin, 6gretim gorevlilerinden 6grenmelerinden daha kolay
ve konforlu oldugu, bu alan iizerine yogunlagilmasi gerektigi yoniinde olmustur. Ulkenin
Oogrenme sistemine bagli olarak ilkokuldan baslayarak gelistirilen, merak ve arastirma
duygusunu korelten bir takim davranislar: degistirmek gerektigi de vurgulanmistir. En temel
ihtiyag 6grencinin kendi bilgisini 6lgebilir hale gelmesi, kendi eksigini degerlendirebilmesi ve bu

eksigi kapatma yetkinligini kazanmasidir.

[zleyen derste "mind map" yani zihin haritas1 ve "concept map" yani kavram haritalarinin
tizerinde durulmustur. Tony Buzan tarafindan gelistirilmis olan zihin haritalar:; kisilerin bir
konuyu merkeze koyarak iizerine diisiinmelerini ve akillarinda bu konu gergevesinde olusan
diisiinceleri diizenli bir sekilde kagit {izerine aktarmalarini saglayan bir yontemdir. Bu yontem

kisilerde kortikal becerilerin kullanimin tetiklemektedir.?*

Derste zihin haritasi olusturmadan once kavram haritasi olusturulmus ve merkeze bir hastalik
konularak bu hastalikla ilgili 6grencilerin objektif bilgileri tahtaya aktarilmistir. Sonra ayni
hastalik tizerinden bir vaka yaratilarak bu vakanin c¢ozlimlenmesi zihin haritasindan
yararlanilarak yapilmis, zihin haritasi hastaligin teshis ve tedavi siirecinin goriilebilecegi yonde
sekillendirilmistir.

Ders sonunda bu yontemlerden yararlanilarak hem hastanede goriilen bir vakanin hizli bir
sekilde kagit tizerine dokiilmesi ve meslektaslar ile bu harita tizerinden tartisiimasmin miimkiin
oldugu sonucuna varilmis hem de bu haritalarin lisans seviyesindeki 6grenme siirecinde nasil
kullanilabilecegi tartisilmistir. Lisans derslerinde verilen vakalarin bu haritalar {izerinde
¢Ozlimlenmesinin 6grencilerin probleme dayali 6grenme siirecini yasayarak kendilerini
gelistirmelerini saglayacagi, daha akilda kalict ve ezbere bagh olmayan bir yaklagimla

ogrenecekleri ve 6grendiklerini daha uzun siire hatirlayabilecekleri sonucuna varilmistir.

62



Bu derste ¢izilen haritalarin bir 6grencinin defterinden alinmis 6rnekleri asagidadir:

!)‘;1\\

(,once(} ﬂ‘q,a = Louom ha s

. :Zl( Ttaloy) ‘ P &,Q _?JUJ @ ogliel /j‘)ol
B Brux i‘m\‘ ”C‘L\jﬁﬂﬁh (s ﬁiwr;‘;\«‘(
Gigrepe / s - destelc
1 g P slon _,Ugto . AGr kesic -
C' b(.L“MSd‘w (\ OH 2al M {[E’;iu'c< ch)\/>7\ e s
1) s .
; ‘)om{:tl / Sruxojg Divler : —= 2 c(‘@ W;‘C?\
3 , ;
i gﬁf& hf) l { \\ Lole (Je;ef'ﬂe/ fg‘,izn N - sty 1 T—G\C]- Avle y
D = 2 7] roumQy
) 19183 J “ Af" L 7——\;{ e Mol‘\ofo(/x%h\c
i fotua l Snereu.\( h tos 4o
_! Aﬁ'hdefu:gu El
Zu 5 ahin No(Hos /mmd
Cose.i 8 mop.
—— 2 3
Csien: B Lo Gercee bir case oluyhy
Yoy HO 2

M. opretmen /“0"‘"‘

Frola Di% \no.sxd;g;h , kole d, bag.doyn ¢ jnn
:jo:gmld(, erlemade Ses

Dersin sonunda "Simple Minds" isimli bir mobil uygulama tiim 6grenciler tarafindan indirilmis,
nasil kullanilacag: egitimci tarafindan agiklanmistir. Bu program farklh renkler ve yazi tipleri
kullanilarak dijital ortamda bir harita olusturmalarini saglamak igin yaratilmis olan ticretsiz bir
uygulamadir. Herkes bu programi kullanarak bir zihin haritas1 bir de kavram haritas1 yapma
sorumlulugunu almustir.

flerleyen haftalarda smuf tekrar bir araya gelmis ve farkli hastaliklar, vakalar iizerinden
olusturulan zihin ve kavram haritalar tek tek agiklanmig, bu haritalar tizerinde tartisilmis ve
haritalarin eksikleri belirlenmigtir. Bu 0grenme siirecinde egitmen neredeyse siirece dahil
olmamis, sadece siirecin yonetimini gergeklestirmistir. Bu sekilde 6grenciler birbirlerinin
haritalarindan yola ¢ikarak farkli hastaliklar ve tedavileri konusunda bilgi sahibi olmuslardir.
Probleme dayali 6grenme uygulamasi ile amaglanan ogrencilerin kendi 6grenme siireglerini
yonetmelerini saglamaktir. Bu amagla bir problem durumu olusturmalar:1 ve kendi kavram
haritalarina dayal1 olarak elde ettikleri teshis ve tedavi Onerilerini grupla tartisarak

gelistirmelerini kolaylastirmaktir.
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Gorsel 1. Derste Simple Minds kullanilarak yapilmis olan ¢alismalardan érnekler asagidadir.
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Bir diger etkinlik olarak 6grencilere 6rnek bir vaka ¢oziimleme formu verilmistir. Bu formun en
tistlinde hastaneye bagvuran bir hastanin durumu ve o anki bilgiler mevcuttur, altta ise bu
vakanin ¢oziimlenmesi igin gesitli sorular verilmistir. Bu sorular yamitlanarak dokiiman takip
edildigi takdirde kisi son asamada hastalik ile ilgili temel bilgilere, sorulan sorularin yanitlarini
aragtirarak sahip olmaktadir. Form incelendikten sonra bu sefer herkes kendisi gercekten
yayinlanmis olan bir vaka raporunu, lisans Ogrencilerine yonelik bir form haline getirme
sorumlulugunu almaistir.

Sonraki haftada smif bir araya gelerek farkli vaka raporlarimi sorular {izerinden tartismis, yine
verilen problem ¢evresinde birbirlerinden 6grenerek bir sonuca varmiglardir.

Probleme dayali 6grenme sekli var olan cevaplari sorgulamadan kabullenmek yerine, problemi
¢ozmeye ve ona bagh 6grenmeye odaklanmay1 saglar. Bir problemi ¢ozerken beyin firtinasi
yapilarak problemin sebepleri diistiniiliir, olas1 etkenleri hesaba katilir ve o probleme 6zgii bir
¢Ozlim elde edilir. Ayni sey 6grenme sirasinda da benzer sekillerde yapilir. Ezberleyerek ya da
var olani sorgulamadan kabul etmek yerine, kesfederek, tizerinde tartisip diisiinerek 6grenmek
esas almir. Bu sayede genel gecer kurallar ve ezber yontemleri ile daha sonradan muhtemelen
unutulacak Ogretiler yerine; arastirarak, tizerinde diisiintip tartisarak, kisitlanmadan ozgiirce
ilerleyerek elde edilen 6gretiler elde edilir. Otonom 6gretilerin aksine kisa stireli olmayan, kalici
bilgiler elde edilir. Probleme dayali1 6grenme insana sorgulamay1 ve en onemlisi kesfetmeyi
ogretir. Insan beynine ket vurmadan, onu sinirlamadan, yaraticiligi 6n plana gikararak yenilikgi
olmaya tesvik eden bir alan saglar. Bu ytlizdendir ki probleme dayali 6grenme, cevab1 olmayan
problemler karsisinda ya da ezberlemesi ve sonrasinda hatirlamas: giic durumlarda bile insan
beynine yol gosterip sonuca kendi kendine ulasmasini, 6zgiin bir ¢6ziim elde etmesini saglar. Bir
kaliba bagli kalip, kurallara uymak yerine, kendi durumuna 6zgii kurallar1 ve kaliplar1 insa
ettirir. Coztimstizliigii kabul etmek yerine, bilinmeyeni bulmaya iter.

Bu dersin bir parcasi olarak, “probleme dayali 6grenme 6grenciler tarafindan nasil daha kolay
anlagilabilir ve nasil daha yol gosterici olabilir?” sorularina cevaplar diistinebiliriz. Bunlardan

bazilar1 6grenme ortamlarinda interaktif 6grenimin daha fazla desteklenmesi olabilir. Ciinkii bu
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sayede dersi alan Ogrencilerin dersle ilgili igeriklere ulasimi ve kendi paylasimlarin
yapabilmeleri kolaylasir. Ayrica ilerideki akademik hayatlar1 igin yol gosterici uygulamalari
0grenmis olurlar. Buna ek olarak bu dersin lisans hayatinda se¢meli veya zorunlu bir ders olarak
verilmesi hem Ogrencilere akademik hayat hakkinda fikir verebilir hem de ileri bir diistinme
bi¢imi kazandirip sorunlara bakis agilar1 ve ¢oziim arayislarimi kolaylastiracaktir. Probleme
Dayali Ogrenme lisansiistii egitimde hem uzmanlik egitimi hem de pedagojik yeterlik saglama
agisindan katki getirmekte. Bu dersi alan Ogrencilerin ileride probleme dayali 6grenme
pedagojisine hakim olmalar1 saglanarak alanda daha etkili dersler ve uygulamalar yapmasi
saglanabilir.

Probleme dayali 6grenme dersinin iiniversitelerde yayginlastirilmasi, kisilerin bu derse yonelik
ilgilerinin arttirilmasi lisanstistii egitim diistinenler icin faydali olacaktir. Bu sayede bu derse
ulasim kolaylasabilecek ve her 6grenci fikir sahibi olabilecektir. Ancak giiniimiizde bu alanda
fazla akademisyen yetistirilemedigi icin bu durum oldukga kisithdir ve biz 6grenciler tarafindan

gelistirilmesi, yeni fikirler iiretilmesi gerekmektedir.
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TURKIYE YETERLILIKLER CERCEVESI (TYC) VE ULUSLARARASI OGRENCI
DEGERLENDIiRME PROGRAMI (PISA)
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Ozet

Bu calismanin amaci, Avrupa Yeterlilik Cergevesi ile uyumlu olarak 2015 yilinda hazirlanmis
olan Tiirkiye Yeterlilikler Cercevesi ile Uluslararasi Ogrenci Degerlendirme Programi adi
altinda 2000 yilindan bu yana 3 yilda 1 6grencilerin matematik ve fen okuryazarhig; ile
okuma becerileri alanlarindaki yeteneklerinin degerlendirildigi aragtirmay: bir cat1 alinda

toplayan 6grenim alanlar1 anlatilacaktir.

Anahtar Kelimler: Tiirkiye Yeterlilikler Cergevesi, Uluslararas1 Ogrenci Degerlendirme

Programu

Giris

Ulkemizde egitim politikalarinin tartisiimasinda uluslararasi: degerlendirme araglarindan
elde edilen sonuglar siklikla kullanilmaktadir. Bu yazinin amac iilkemiz egitim
programlarinin gelistirilmesinde 6nemli gostergelerden birisi olarak kabul edilen yeterlik
kavraminin incelenmesi ve MEB yeterlikler gergevesi ile PISA smavlarinda 6grencilerden
beklenen yeterliklerin karsilastirilmasi ve egitim sistemimize yonelik oneriler sunulmasidir.

Bu amagla konu ile ilgili alan yazin taranmis ve elde edilen bilgiler yorumlanmaistir.

Yeterlik kavramui igin Tiirk Dili Kurumu s6zliigtine bakildiginda su anlamlara geldigi
goriilmektedir. Gorevi yerine getirme giicii ve bir isi yapma gliclinii saglayan 6zel bilgi,
yeterlilik. Yeterlik kavrami, yeterlik algisi, inanci ya da yargisi olarak da ifade edilmektedir
(Asgkar, Umay, 2001, s. 1). Banduranin Sosyal C)grenme Kurami’'nda yeterlik kavrama,
biligsel, motivasyon diizeyi, duygusal ve se¢im siirecinden olugsmaktadir (Bandura, 1994).
Bandura (1982)’ya gore yeterlik; bireylerin durumlar karsisinda ne diisiindiikleri, neler

hissettikleri, nasil basa ¢ikabildikleri ve gerekli davranislari ne kadar iyi yapabildikleriyle
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alakalidir. Sahin (2004) ise yeterlik kavramini, bir gorevi ya da sorumlulugu gerceklestirmek
i¢in sahip olunan yetenek, bilgi ve beceriler olarak tanimlar. Senemoglu (2004) yeterlik
inancinin, bireyin yeteneklerini kullanarak yapabileceklerinin ve basarabileceklerinin sonu
olmadigimn ve ayn1 zamanda farkli olaylarla bas edebilme kapasitesine sahip oldugunu
belirtmistir. Bireyin zorluklara kars: gosterdikleri tutum ve davraruslar, olaylara kars:
dayanma giicli de bireyin yeterligiyle ilgilidir (Demir, 2011). Tiirkiye Yiiksekogretim Ulusal
Yeterlik Cercevesi 2009 raporuna gore, gegerliligi kabul edilen bir yiiksekogretim
programinin basariyla tamamlanmasi sonucu o program icin 6ngoriilen 6grenme ¢iktilarinin
kazanildigimi onaylayan ve yetkili bir otorite tarafindan basili olarak verilen derece, diploma
ve sertifika tiirii belgeye yeterlik (qualification) denmektedir. Yiiksekogretim Kurulu 2010’da
yayinladig1 66 soruda Bologna Siireci el kitapgigina gore ise yeterlik, bireyin neleri
bileceginin, neleri yapabileceginin ve nelere yetkin olacaginin tanimidir. Yeterlikler cercevesi

ise, bunlar1 organize eden ve simiflandiran yapidir.

Bu degerlendirme yazinda, yeterlik kavramimnin yani sira Yiiksekogretim Kurulu ve Milli
Egitim Bakanli1 basta olmak tizere, Mesleki Yeterlilik Kurumunun ulusal ve uluslararas:
uzmanlar ile akademisyenlerin katilimiyla hazirladig Tiirkiye Yeterlilikler Cergevesinin
Uygulamasina iliskin konular ele alinmis ve PISA sinavi degerlendirme 6lg¢titleri ile

iliskilendirilerek degerlendirme analizi yapilmigtir.

Tiirkiye Yeterlilikler Cercevesi

Diinyada egitim alaninda yasanan gelismeler, bireylere bilgiler kazandirmanin yan sira,
kazandirdig: bilgileri kullanmayi, yasama aktarmay1 ve yenilerini katabilmeyi amaglamistir
(Soran, Akkoyunlu, Kavak, 2006, s. 202). Bilim ve teknolojinin etkili bir bigimde kullanildig;,
bilginin tiretilip yayildig1 ve nitelikli insan giiciiniin yetistirildigi bir toplumda kaliteli
egitimin dnemi ¢ok biiyiiktiir (Akcatepe, 2013, s. 1). Calismalar kapsaminda kolay anlasilir
ve karsilastirilabilir bir egitim sistemi kurmak, ayni zamanda hareketliligi ve kaliteyi
arttirmak i¢in Avrupa’da bir standardin olusturulmas: hedeflenmistir. Bu dogrultuda
Avrupa yeterlilikler Cergevesi olusturulmustur (A framework for Qualifications of the
European Higher Educational Area, 2005). Hayat Boyu Ogrenme icin Avrupa Yeterlilikler

Cergevesi, Avrupa Parlamentosu ve Avrupa Konseyi tarafindan 23 Nisan 2008 tarihinde

70



resmen kabul edilmistir (European Parliament Council, 2008). Avrupa Komisyonu (2002)
bireyin yasami boyunca bilgisini, becerisini ve yetkinligini bireysel, sosyal ve mesleki hayatta
kullanabilmesini, hayat boyu 6grenme olarak tanimlamistir. Tiirkiye, Hayat Boyu Ogrenme
i¢cin Avrupa Yeterlilikler Cergevesi isbirligine katilan tilkelerdendir. Avrupa Yeterlilikler
Cergevesi (AYQ) ile paralel olarak, resmi olarak 19 Kasim 2015 tarihinde Bakanlar

Kurulu'nun yayinlamasiyla Tiirkiye Yeterlilikler Cergevesi (TYC) yiiriirliige girmistir.

2015 - 2016 yillarinda Egitim izleme Raporu igin hazirlanan arka plan raporuna gore,
Tiirkiye Yeterlilikler Cergevesi galismalar: 6ncelikle Yiiksekogretim diizeyinde 2001 yilinda
Avrupa Birligi (AB) egitim politikalar1 ile uyumlu olarak baglamistir. Avrupa Birligi (AB)
tarafindan 2000 yilinda yaymlanan Lizbon Stratejisi hedefleri ve iilkemizin de dahil oldugu
Bologna Siireci hedefleri, 2010 yilina kadar yiiksekogretim alaninda ulusal yeterlilikler
cergevesini gelistirmeyi tistlenmistir. Bologna Siireci'ne iiye iilkelerin seffaflik, taninma ve
hareketliligini arttirma amaciyla yapilan ¢alismalar, ulusal yeterlilik ¢alismalariin
ilerlemesine de katki saglamistir. Tiirkiye Yeterlikler Cercevesi, ilkogretim, ortadgretim ve
yliksekogretimde dahil olmak iizere, tiim egitim ve 6gretim programlari ile diger 6grenme
yontemleriyle kazanilan biitiin yeterlilik esaslarini gosteren ulusal yeterlilikler ¢ergevesidir
(Tiirkiye Yeterlilikler Cergevesinin Uygulamasina {liskin Usul ve Esaslar Hakkinda
Yonetmelik, 2015). Ulusal yeterlilikler cercevesini kurmak ve isletmek Mesleki Yeterlilikler
Kurumu'nun gorevidir. Egitimin istihdamla uyumunu giivence altina alarak nitelikli insan
kaynagimin olugsmasini saglamak, ekonomik ve sosyal ihtiyaglara gore faaliyetleri etkili bir
sekilde sunmak, egitim ve is diinyasinda kalite giivencesi kiiltiiriinii ve bilincinin
yerlesmesine Onciiliik etmek ve hayat boyu 6grenmeyi tesvik etmek de kurumun oncelikleri

arasinda yer almaktadir (Ttirkiye Yeterlilikler Veri Tabani, 2016).

Egitim sistemimizin temel amaci, kiiltiirel degerlerimizle biitiinlesmis bilgi, beceri, tutum ve
davranislara sahip bireyler yetistirmektir (Milli Egitim Bakanlig1 Matematik Dersi Ogretim
Programi, 2018, s. 6). 2017 — 2018 y1li itibariyle Milli Egitim Bakanhiginin ilkogretim ve
ortadgretim programlarinin giincelledigi rapora gore, 6gretim programlariyla
kazandirilmaya ¢alisilan bilgi, beceri, tutum ve davranislar, bireyin yasam standartlarinin

gelismesine katkida bulunurken, degisen diinyaya ayak uydurabilmesini ve degisimin kalict
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olmasini saglamaktadir. Hedeflenen egitim sisteminde, 6gretim programlar1 6grencinin
sosyal, elestirel, yenilik¢i diisiinme becerilerini gelistirmenin yani sira, 6grenciye isbirlikci ve
tecriibe ederek 6grenmenin yollarmi sunmaktadir. Giincellenen programlar, bireyin
yaraticiliklarini ortaya koyabilmesi icin yenilikgi, elestirel, isbirlik¢i diistinme, problem
¢ozme, bilgi okur — yazarli1, medya okur — yazarhigy, bilgi ve teknoloji okur — yazarhgy,
girisimcilik, tiretkenlik gibi 21. ytlizyil becerileri olarak adlandirilan yeterliklerin
gelistirilmesini hedeflemektedir. Diker_ Coskun (2016 — 2017 Arka Plan Raporu)’a gore,
Milli Egitim Bakanligi'nin hayat boyu 6grenme kapsaminda giincellenen 6gretim
programlariyla 6grencilere kazandirilmas: hedeflenen yeterlilikler ve beceriler ile iliskili
bilgi, beceri ve tutumlar asagidaki gibidir:

e Ana dilde iletisim

e Yabana dillerde iletisim

¢ Matematiksel yetkinlik ve bilim/teknolojide temel yetkinlikler

¢ Dijital yetkinlik

o Ogrenmeyi 6grenme

e Sosyal ve vatandaglikla ilgili yetkinlikler

. inisiyatif alma ve girisimcilik algis1

e Kilturel farkindalik ve ifade

Yenilenen programlar, duygu, diisiince ve goriislerini yazili, sozlii ve sozlii olmayan iletisim
araclariyla, ortamin gerekliliklerine uygun bir sekilde ve dil becerilerini ikna edici sekilde
kullanmaysi, toplumsal gelenekleri ile farkl kiiltiirlerdeki dillere merak duymayi, okumay1
ve anlamay1 hedeflemistir. Matematiksel kavramlari, bilim ve teknolojiyi, giinliik
durumlarda uygulanmasini, kendi basinayken problemlerle basa ¢ikabilmeyi, onceki
deneyimlerinden ¢ikarim yapabilmeyi, elestirilere agik, bilgiyi {ireten ve yayan bireyler
yetistirebilmeyi saglayan yeterlilikler gelistirilmistir (Talim ve Terbiye Kurulu Bagkanlig1,
2017, s.27).

Uluslararas1 Ogrenci Degerlendirme Programi
Uluslararas1 Ogrenci Degerlendirme Programi olan PISA, Ekonomik Isbirligi ve Kalkinma

Orgiitii (OECD) tarafindan 2000 yilinda uygulanmaya baglamistir. Ogrencilerin matematik
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ve fen alanlarindaki okuryazarliklari ile okuma becerilerinin degerlendirildigi uluslararas:
bir egitim arastirmasi olan PISA, {ilkemizde 2003 yilindan bu yana ii¢ yilda bir yapilmaktadir
(PISA Tiirkiye, 2003).

PISA 2012 Arastirmasi Ulusal Nihai Raporuna gore bu arastirmanin amaci, hedef kitlesi 15
yas grubundaki zorunlu egitim siirecini tamamlamis 6grencilerin, giiniimiiz bilgi
toplumunda karsilasabilecekleri durumlar karsisinda ne 6lctide hazirlikhi olduklarin
belirlemektir. Olgiilmeye caligilan nitelik, 6grencilerin okulda 6gretim programlarinda
kazandiklar1 bilgi ve becerileri gercek hayatta karsilasabilecekleri durumlar karsisinda
kullanabilme yetenegi ve okuma becerileri ile fen ve matematik kavramlarini kullanarak
etkili bir iletisim kurma becerisine sahip olup olmadiklaridir. Bu rapora gore, okuryazarlik

kavrami1 hazir bulunusluk durumu olarak adlandirilmaktadir.

PISA 2012 Ulusal On Raporu, bu arastirmaya katilacak olan 15 yas grubundaki 6grencilerin
en az 7 y1l 6grenim gormiis olmas: gerektigini vurgulamistir. Bu raporda 6ne ¢ikan amag,
egitim sistemlerinin, tilkelerin iktisadi agidan gelismek icin ihtiya¢ duydugu insan yetenegini
yetistirmedeki basarisini tespit etmektir. PISA testleriyle nelerin 6l¢iildiigiinden testlerin
kimlere uygulandigina kadar bircok faktorii de belirlemektir. PISA 2012 Ulusal On
Raporunda, okuryazarlik kavramini matematiksel okuryazarlik 6rnegi tizerinden
aciklamigtir. Matematik okuryazarligl sadece matematiksel kavramlar ve islemsel bilgisini
degil, kisilerin gercek yasamda karsilarina ¢ikabilecek gesitli meselelerle bas etmede
matematik bilgilerini ne kadar etkin bir sekilde kullanabildiklerini igeren bir yap1 olarak ele

almaktadar.

PISA 2015 Ulusal Raporuna gore belirlenen amag, 7.smnif ve {izeri smif diizeylerindeki 15 yas
grubu 0grencilerin matematik okuryazarlig, fen bilimleri okuryazarligi ve okuma becerileri
alanlarmin disinda, kendilerine olan giivenleri, ders igerisinde ne kadar giidiilendikleri,
okuldaki gevreleri, 6gretmenleri ve aileleriyle ilgili veriler toplamaktadir. Okuryazarlk
kavrami ise, 6grencilerin temel konu alanlarindaki gesitli durumlarda karsilagtiklar1

problemleri tanimlarken, yorumlarken ve ¢ozerken, bilgi ve becerilerini kullanma, analiz
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etme, mantiksal ¢ikarimlar yapma ve etkili bir iletisim kurma yeterlilikleri olarak ifade

edilmektedir.

Tiirkiye ‘de PISA uygulamasinin tiim siiregleri Milli Egitim Bakanlig1 tarafindan
yuritilmektedir. Tiim tilkelerin kullandig1 gibi Milli Egitim Bakanlig1 da PISA sonuglarini,
Tiirkiye’deki 6grencilerin bilgi ve beceri diizeylerini, arastirmaya katilan diger tilkelerdeki
ogrencilerin bilgi ve becerileri ile karsilastirmak, egitim diizeyinin ytikseltilmesi i¢in
standartlar olusturmak, egitim sistemimizin zayif ve giiclii yonlerini belirlemek igin

kullanmaktadir (PISA 2012 Arastirmas1 Ulusal Nihai Rapor).

PISA arastirmalar1 kapsaminda, 6grencilerin PISA temel alanlarindaki performanslars,
ogrenmeye kars1 motivasyonlari, kendileri ve kullandiklar1 6grenme stratejileri hakkindaki
diistinceleri incelenmis ve daha genis kapsamli egitim ¢iktilar ele alinmistir. PISA'nin
ogrenci ve okul anketlerine tiim tilkeler katilmaktadir. Bu anketler disinda yer alan 6gretmen
anketi, bilgi ve iletisim teknolojileri anketi, egitim kariyeri anketi ve ebeveyn anketlerine
katilmak tilkelerin tercihine baghdir (PISA 2015 Ulusal Raporu). OECD (2013b) verilerine
gore, temel alanlar olarak matematik okuryazarhig, fen okuryazarlig1 ve okuma becerilerini
dikkate alan PISA'nin temel 6zellikleri asagida belirtildigi gibidir:

e Yiiksek performans gosteren 6grencilerin, okullarin ve egitim sistemlerinin
ozelliklerini belirlemek ve performans farkliliklarina dikkat gekmektir. Bunun yani
sira, 6grenci Ozellikleri, okul iginde veya okul disinda 6grenmeyi sekillendiren
etkenler ve 6grenme ¢iktilar1 arasinda iligski kurmaktir.

. Ogrencilerin temel konu alanlarindaki gesitli durumlarda karsilastiklar: problemleri
tanimlarken, yorumlarken ve ¢ozerken, 6gretim programlariyla edindikleri
yeterlilikleri kullanmaktir.

¢ Yasam boyu 6grenmeyi saglamaktir.

e Egitim ile ilgili hedeflerine ulasmalari i¢in degerlendirmenin diizenli araliklarla
yapilmasidir.

e OECD iiyesi iilkesi olan ve olmayan tiim {tilkeler katilabilmektedir.
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Aydin, Uysal, 2015"e gore PISA sonuglari, Tiirk Egitim Sistemi'nin 6grencilerinin yariya
yakininin diinya ortalamasina gore iyi bir egitim almadiklarindan dolayi1 basarisiz oldugunu
soylemektedir. Egitimin daha iyi bir seviyeye gelmesi icin, egitim programlarinin ¢agdas
gelismeler 1s181nda yeniden yapilandirilmasi ve 6gretmen egitiminin gerekliligini
savunmustur. PISA smav sorulariyla 6gretmen egitimini ve egitimin tiim bilesenlerini
sorgulamay1 desteklemistir. Uysal, fleri, Asiha, Karamustafaoglu, 2017’de yapilan bir
arastirmaya gore ise, iilkemizin basarili tilkeler seviyesine ¢ikmasi igin egitim ¢alismalarina
katki saglamak icin Estonya’nin basarilarinin nelere bagl oldugunu arastirmistir. Arastirma
sonunda, PISA basarisini, 6gretimin kalitesine, 6grenci merkezli egitime, fen bilgisi dersinin
ilkokulda baslamasina ve hayat boyu dgretim programina baglh oldugu anlasilmistir. Benzer
bir arastirmada, Finlandiya’nin PISA sonuglarinda elde ettigi basarinin arkasinda yatan
nedenler ve Tiirkiye'nin siralamasini daha iyi bir yere getirmek icin yapmasi gerekenler
tartistlmustir. Nitelikli 6gretmen yetistirmek, yeni gelisen bilgi ve teknolojilere kars:
ogretmenlerin kendilerini gelistirmelerini saglayacak siirekli egitimler diizenlemek ve
yetisen 6gretmenlerin yeteneklerini kullanabilmeleri igin alt yapisi kuvvetli okullar kurmak

basta gelen etkenlerden oldugu savunulmustur (Eraslan, 2009).

Sonug

Tiirkiye'nin son ytizyillarda uluslararas1 diizeyde yapilan sinavlarda istedigi bagariy1
yakalayamamasi, tiim alanlarda OECD f{ilkelerinin gerisinde kalmasi, uygulanan egitim
sisteminin baz1 eksiklikleri oldugunu diistindiirmektedir. Nitel arastirma yontemleriyle
gerceklestirmis; dokiiman inceleme ve veri toplama yontemiyle sonuglanmis olan
arastirmada smavlardaki basarisizliklarinda, 6grencilerin 6grenmeyi gergeklestirebilmeleri
icin sahip olduklar kisisel yeterlik diizeyleri, 6gretmen yeterlilikleri ve uygulanan 6gretim
programindaki 6grenme ¢iktilarmin yeterligi ile ilgili oldugu 6ne ¢ikmustir. PISA’da okuma
becerilerini 6l¢gmek i¢in kullanilan sorularin degerlendirmeleri incelendiginde, 6gretim
programlarinin uygulanmasindaki yetersizlikler, 6grenme ¢iktilarinin gesitlilik agisindan
smirl sayida olmasi ve sorularla kazanimlar arasinda bir uyumsuzluk oldugu sonucuna
varilmistir. Bunun yanu sira, uluslararasi sinavlarda elde edilen basarisiz sonuglarin bir diger
nedeninin ¢oktan se¢meli 6l¢me araglarindan olusan smavlar oldugu diisiilmektedir. Tiirkiye

siralamasini iyilestirmek adina, PISA gibi {ist diizey beceriler iizerine kurulu sinavlarda,
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egitim sistemimizin test tekniginden ziyade diisiinme ve 6grencilerin yorum katabilecekleri
tiirden olmas: gerektigi ve kapsayici bir egitim modeliyle 6gretim programlarinin 6grenciler
tizerinde dengeli bir egitim seviyesine ¢ikarilacagi savunulmustur (Karabulut, 2017).
Degisen ve gelisen diinyada arastiran, sorgulayan, kendini gelistiren ve 6zgiiven duygusu
gelismis bireyler yetistirmek, bireyin davranislarindaki bu degisiklikleri kalic1 hale
getirebilmek, diinyadaki gelismelere ayak uydurabilmesini, ¢agin beklentilerine cevap
verebilmesini saglamak yalnizca egitimle miimkiin olmaktadir. Ogrencilerin basari
diizeylerini arttirmak igin egitim sistemini daha islevsel hale getirmek gerekmektedir.
Egitimin kalitesini yiikseltmek icin, 6gretim programlarinin gelistirilmesi ve 6gretim
programlarinin sagladig1 kazanimlarin, 6grencilerin bilgi, beceri ve tutumlarina iliskin
yeterliklerine baglh olarak ilerlemelidir. Bundan sonraki asamada ogretmenlerin bu
yeterlilikleri kazandirmadaki kendi yeterliliklerini belirleme ve gelistirme ¢aligmalar1 da
yapilmalidir. Ogretimin kalitesini arttirmada 6gretmenlerin kalitesinin énemli oldugu dile
getirilmistir. C)grenci ve 0gretmen yeterlilikleri ile ilgili yapilan bir arastirmanin sonucunda,
Tiirkiye Yeterlilikler Cercevesi ile ilgili yapilan degerlendirmelerin yetersiz oldugunu
vurgulamustir (Sezgin, Kavgaci, Kiling, 2011). Ogrencilerin hem bilgi, beceri ve yeterliklerinin
gelismesinin takibi, hem de 6gretmenlerin 6gretim, yontem ve tekniklerinin yeterligi i¢in
belli araliklarla yapilacak olan kalite 6l¢timlerinin gerekliligini savunmustur (Tiirker, 2001).
Diker_Cogkun’un 2016 — 2017 Ogretim Programlar1 Arka Plan Raporunda belirttigi gibi,
ilkogretim ve ortadgretim seviyelerindeki 6grencilerin mesleki, genel ve akademik egitim ve
ogretim programlari ve diger 6grenme yollariyla kazanilan tiim yeterliklerin esaslarmi
gosteren Tiirkiye Yeterlilikler Cercevesinin nasil dlgiilecegi merak konusudur. Tedmem,
2017’ye gore, PISA 2018 degerlendirilmesinde yer alacak yenilik¢i 6l¢gme alani “kiiresel
yeterlik” olarak belirlenmis ve bununla ilgili kavramsal gergeve olusturulmustur. OECD
kiiresel yeterlik kavramini, kiiresel meseleleri, elestirel olarak ve birkag farkli bakis agisindan
analiz etmek; farkliliklarin kisinin kendisi ve baskalar1 hakkindaki diisiincelerini, algilarimni
ve yargilarini nasil etkiledigini anlamak; insanlik onuruna duyulan ortak saygiya dayanarak
farkli kokenlerden gelen diger insanlarla acik, uygun ve etkili bir iletisim kurmak olarak
tanimlamaktadir. OECD, yenilik¢i 6l¢gme alanlarini gesitlendirerek egitim sistemlerinin

gelecegi icin 6nemli olan kavramlarin degerlendirmelerini yapmaya devam etmektedir.
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Abstract
It is an indisputable fact that English has become today’s lingua franca. That being the case,
the prominence of English is broadly recognized, particularly in EFL settings. Therefore, in
those countries where English is not frequently spoken, professional development of English
teachers is highly significant to sustain and better the quality of the education provided.
Hence, this study aims to investigate Turkish EFL teachers' beliefs and habits about
professional development through conducting a qualitative research by focusing on the
information gathered from observations and interviews. The study involves several different
participants varied in gender, nationality and years of experience with different departments
in the field of language in one of the practicum schools located in Istanbul in 2016. Results of
the study show that most teachers view professional development as “a must” due to
different, but equally valid reasons and thereby engage in various activities to develop

themselves professionally and to continue their growths.

Keywords: EFL teachers, professional development
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EFL Teachers’ Perceptions of Professional Development

1. Introduction

It is an undeniable fact that English has become today’s lingua franca. That being the
case, the importance of English is widely recognized, especially in EFL settings. Therefore,
in those countries where English is not commonly spoken, professional development of
English teachers is highly important to sustain and better the quality of the education
provided. Professional development can be defined as any attempt that increases a teacher’s
professional knowledge in means of content, pedagogy and technology. This development
can be achieved via various means such as attending to conferences or seminars, receiving in-
service training, attending to workshops, reviewing academic literature, and receiving higher
education. Professional development is not only prominent for individuals and the quality of
education, but it can also affect how learning occurs, and can produce a significant
improvement in the learning process (Lin, Cheng & Wu, 2015). Due to the significance of
professional development in today’s world of education, this paper tries to investigate how
EFL teachers perceive professional development, what they do to develop themselves
professionally, and what their future plans are.

Considering the importance of professional development, it is not surprising to see
several studies conducted in the field, investigating educators’ thoughts on this issue. For
instance, Mizell (2010) emphasizes that teachers value professional development since it
helps them better their pedagogical approaches, which in return, fosters learning processes of
the students. Richards and Farrell (2005) highlight the prominence of continuous professional
development for teachers to become accustomed to the most recent developments in the field.

Eksi and Aydin’s study in 2012 tries to determine English teachers’ perception of
professional development. Their views show an alteration from one another concerning the

departments they graduated from as well as the years of teaching experiences they have. For
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instance, Sentuna (2002) studied the correlation between the years of experiences teachers
have and the needs they feel for their professional development. The researcher divided the
teachers into two groups as experienced and novice teachers regarding the years of their
practices in the field. Findings showed that the experienced teachers were less interested in
the topic than the novice teachers.

In addition to that, the experienced teachers were more reluctant to search for new
approaches, methods, and challenges in the teaching area than the novice teachers according
to the research made by Karaaslan (2003). As Karaaslan (2003) found out, if a teacher gets
more experience in his profession, he might prefer to continue using the old methods, and he
might not be willing to change the way of practicing since he feels safer in that way.
Moreover, Day (1999) found out that a vast majority of the experienced teachers start to feel
disappointment, become monotone and lose their faiths in their professions. On the contrary,
teachers who have less experience in the field are more eager to try out new approaches and
techniques than older teachers.

Other than these findings, researchers found out that experienced teachers are also
unwilling to make some changes regarding their lesson plans and classroom management
styles. They might be relying on their lesson planning and classroom management skills since
they have experiences in the field more than ten years. For that reason, they might not think
that they need any kinds of development on these particular issues. However, they should be
considered as the most significant areas. To illustrate, Ozen (1997) and Alan (2003) stated
that teachers wanted to develop their abilities concerning classroom management mostly.
Additionally, Gultekin (2007) indicated that the novice teachers seemed to have more
problems in that area than the experienced instructors, and the experienced ones were also not

interested in lesson planning as much as the novice instructors.
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According to Maria & Garcia (2016), networks and informal online societies provide
a significant seed of professional improvement as they give an opportunity to the instructors
in means of interacting in collective teaching, sharing their teaching experiences and
providing mental support to each other. Their research indicates the present theories and
methods, the primary features and experiences of networks and online communities. In
addition to these, it analyzes their influences in teachers’ professional improvement.

To sum up, it appears that English teachers tend to have different viewpoints of
professional development according to their workload, the departments they have graduated
from and how long they have been teaching. Moreover, the number of studies conducted in
this area proves the importance of professional development in our field. On the other hand,
most of these inquiries focus on the teachers’ perceptions of professional development
instead of what they actually do to train themselves.

Our study aims to fill in this gap by trying to find an answer to this particular
question: “What do English teachers do for their professional development?”. It attempts to
investigate not only EFL teachers’ perceptions, but also what they do and what they plan to
do in means of professional development.

2. Methodology
2.1. The Setting

This study aims to investigate Turkish EFL instructors’ perceptions of professional
development as well as the activities they engage into for their professional growth by
conducting a qualitative research in one of the practicum schools located in Istanbul in 2016.
The study attempts to investigate and interpret the meaning of professional development
through an in depth qualitative research by focusing on the information gathered from
observations and interviews involving several different participants.

2.2. Participants
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Our study was conducted at a well-known private school in Istanbul, Turkey. The
primary reason for selecting a wide range of experienced instructors from the field was to be
able to gain a broad variety of insights, perceptions and ideas regarding professional
development.

The 15 participants varied in gender and nationality; there were both male and female
teachers, as well as both native and non-native ones.

Most of the participant were graduates of “English Language Teaching”. However,
there were some teachers who graduated from departments like “English Language and
Literature” and “Translation and Interpretation Studies” as well as unrelated departments like
“Business and Administration”.

While most participants held only a BA degree, two of them held an MA, and four of
them had certificates of teaching English as a second or foreign language, such as CELTA,
DELTA and TESOL.

All of the participants we have interviewed had at least 5 years of experience in
teaching English. However, most of them only worked at private schools, and only a few
experienced both private and public schools.

Moreover, all of the teachers we interviewed had worked with several different age
groups except pre-elementary students. Some of them favored one age group over another,
but since this type of information is beyond the limits of our study, it is not included.

2.3. Data Collection and Analysis

For the study, the data were collected through observations and interviews. The
observations were made during all three authors’ practicum period which lasted for more than
6 months. During this term, the authors were receiving their pre-service training, and they
observed various classes and teachers. In between those lessons, the authors had several

occasions of small talk between them and the teachers they have been observing. They talked
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about some new ways to develop themselves professionally. These observation-based data
are completely different from the ones that were acquired through interviews; the interviews
were conducted in a more structured way. They mainly consisted of two parts; the first
focusing on acquiring demographic data, the latter focusing on the essence of this study. The
questions were open ended and therefore the talks were semi-structured. All interviews were
conducted individually and face to face. Collecting data using those methods helped us to
explore our study deeply and elicit information that cannot be collected via other means.

All the interviews were first recorded, then transcribed and analyzed qualitatively. The
participants’ answers were analyzed according to three main categories; teachers’
perceptions, actions, and future plans in means of professional development. The following
are questions from each category:

- How can teachers develop themselves professionally?
- What was the most significant event that helped you develop professionally?
- What are your future plans in means of professional development?

3. Results and Discussion

In order to find out of Turkish EFL teachers’ perceptions, actions and plans of
professional development in the practicum school, data obtained through observations and

interviews were analyzed under three main categories.

3.1. EFL Teachers’ Perceptions of Professional Development

Perceptions of the teachers in the practicum school differs from each others’
according to their beliefs, expectations, practices and the philosophy they adopted. Most of
them refer to various methods for their professional development. For instance; some of the
participants told us that they prefer webinars whereas others rather attend seminars or enroll

in certification programs. Additionally, most of the participants defined professional
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development as the process of acquiring some particular skills to be able to teach effectively.
They clarified the contributions of those methods to their professional growths. Some EFL
teachers, on the other hand, defined professional development as a means to get a better job
and earn more. However, all of our participants showed great interest in the subject.

A 32-year-old native EFL teacher asserted the following:
“Professional development is a must. I hold two different BA degrees along with an MA.
Teaching another language is not something you can do without educating yourself first.”
Observing all our participants’ interest in professional development was a strong indicator of
this issue’s grave importance in our field.
3.2. What EFL Teachers Do in means of Professional Development

Most participants that we have observed and interviewed were very ambitious in
means professional development. Almost all of them stated that they try to attend to
seminars/conferences, they are members of certain websites that are built for this purpose,
and they follow academic developments and try to implement the findings in their
classrooms.

As an example, a female teacher who has been teaching English for the past six years
asserted the following:
“I try to attend seminars and webinars... | follow certain teaching blogs and people over
Twitter. I enroll in online trainings. But, | prefer online communities as | like the fact that you
can find some real life-based experiences there. That’s why it is easier to count on their
suggestions and implement those in my classroom.”

Our observations confirm what she had said during the interview; this teacher actively
uses online driven methods in her classroom. She constantly tries new things in the class. To
exemplify, she started using an online tool called “Class Dojo”, an application whose number

of users increase day by day. It enables a teacher to keep track of her students and their
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progress by a simplified and smartened version of the classical reward/punishment system.
Teachers can award or decrease their students’ points, and students can track their progress as
well. We believe that she had learned about this tool from an online source since it is so
popular over the internet.

Another EFL teacher stated the following:
“I find seminars and certificates as a must. You have to develop yourself professionally or
you will end up in a remote school. | have CELTA, and without it, | cannot imagine finding a
decent job.”
This teacher has been teaching English for 16 years and she holds a BA in ELT. She
constantly emphasized the importance of certification and seminars throughout our interview.
She claimed that most EFL teachers are so competitive that one must develop him/herself
professionally in order to have a better job.

Another teacher asserted the following:
“We mostly attend in-Service training courses before the term starts and we learn a lot of new
strategies and methods related to language teaching. For example; the use of online
interactive learning tools and studying platforms like ‘Moodle’ as well as language
assessment and material preparation techniques.”
3.3. EFL Teachers’ Future Plans of Professional Development

Almost all of the instructors had different plans for the future regarding their
professions. For instance, one of the instructors who wants to pursue her academic career
stated the following;
"I want to continue studying and get a master’s degree. | prefer to work with the adults rather
than young children since they seem to be more responsible and eager to learn things rather
than attending the class only physically."

Another teacher reported the following;
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"I will consider working with another institution which provides me a higher income and
better opportunities. I also want to attend more seminars to learn new methods and techniques
to be able to improve myself in the field.”

Additionally, two EFL teachers gave some contradictory information about the
administration. One of them stated that;
"The administration does not support our development at all. | want to attend conferences
more often. When | ask the administrators' permission, they do not let me participate in those
seminars even though they hearten me at first. The reason why they do not give permission is
that while | am attending those courses, there will be no one covering for me."

However, the other EFL teacher asserted that;
"Our administration encourage us to take part in the in-service courses at the beginning of the
year and enables us to develop our teaching abilities.”

4. Conclusion and Implications

The present study aimed to figure out an answer to this particular question: “What do
English teachers do for their professional development?”, as well as attempting to investigate
Turkish EFL teachers’ perceptions, what they do and what they plan to do regarding their
professional development. The perceptions of professional growth arisen from the present
study are abreast with those found in the related studies such as Mahmoudi and Ozkan’s
(2015), and Alibakhshi and Dehvari’s (2015). Professional development is a significant issue
concerning most EFL teachers nowadays. It is mainly perceived as an ongoing growth in
knowledge regarding content, pedagogy and technology. Most teachers view professional
development as “a must” due to different, but equally valid reasons. Therefore, they engage
in various activities to develop themselves professionally. These activities vary from
attending to seminars to seeking higher education. Due to the never-ending nature of

professional development, considering the advancements we rapidly witness in means of
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methodology and technology, each EFL teacher also has a future plan to continue their
growths.

In this study, the collected data were provided by two gathering sources; interviews
and observations. In a further study, a researcher can use similar means of instruments,
considering the scope and the nature of this study to collect more detailed information about
teachers’ professional development. Since a qualitative inquiry will result in a more thorough
analysis and enable the researcher to elicit an in-depth understanding of the issue, a similar
approach will be appropriate and sufficient. However, conducting a qualitative research based
on evidence collected through interviews only may result in conclusory and inconsistent
information; therefore, one should benefit from observations as well, if possible. Moreover,
to augment the base of this research, one can also include the institution’s viewpoints on the
issue. The thoughts of administrators or other staff members can be undeniably invaluable to

pass on. Involving the institution can also aid teachers to develop themselves professionally.
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APPENDIX 1: Interview Questions
Demographic Questions:
1. Are you Turkish or from another country?
2. Which department are you graduated from?
3. What is the highest degree you have obtained?
4. How long have you been teaching English?
5. Have you worked in a public school before?

6. Which age groups have you worked with?

Research Questions:
1. How would you define professional development as a teacher?
2. How can teachers develop themselves professionally?
3. What do you do in means of professional development?
4. What was the most significant event that helped you develop professionally?
5. Does your institution support these kinds of activities/studies? Why/How?

6. What are your future plans in means of professional development?

93



Kitap Incelemesi

Bellek ve Biling: “Simdi, Burada, Halikarnassos’ta” Lirik Bir Sair

Emrah Pelvanoglu®

Hilmi Yavuz, Lirik Defterler. Istanbul: Yap1 Kredi Yayinlari, 2018.

Hilmi Yavuz 82 yasinda. Sair. Cok degerli baska sifatlar1 da var elbet Hilmi Yavuz'un,
ama baska herhangi birini 6niine koymayacak kadar sairdir. Sik sik yasamu ile siiri arasinda
tiirlti benzesimler kurarak yapar bunu. 2018 basinda yayimlanan Lirik Defterler’in son pasajinda,
“Lirik-olan tini kotiiliiklerden arindirir. Ben lirik olan her ne ise onunla yasamay1 yegledim”
der mesela. Hilmi Yavuz yirmi yildir yaghhigini yazdigr defterleri yayimhiyor araliklarla. Cok
ozglin buldugum ve benzerini bilmedigim icin de dogrudan “yaghhk yazilar” diyecegim bu
defterlerde Yavuz, bir¢ok seyi birden yapmaya c¢alisir. Tarihe taniklik eden ge¢mis zaman
anlatilar1 degildir bu yazilar; onu Ceviz Sandiktaki Amilar’da yapti, sohbetlerinde yapmaya da
devam ediyor bol bol. Animsamak, evet yasamin biiyiik bir metaforu haline gelir; kisith
yaghhigin “simdi ve burada”si, varolusu yaziyla ¢ozer ve dolu bellek, yazidaki (ve
Halikarnassos’ta, yazdaki) ¢ozgiiniin her yerinde filiz verir. Hatta kendisinden sonra bile,
dostlarin tahayyiiliinde bu filizlerin koklenmesini ister sair. Ancak Hilmi Yavuz, “Bellegimim
ben! Ya da bagka bir sey degilim belleg§imden” dese de, defterlerdeki yashlik yazilar1 esasen
biling problemleri ile oOriiliidiir; fenomenolojiye, psikanalize, teolojiye, tasavvufa ve her
seferinde siire dair tiirlii sorunsallarin izleri diiser yazilara. Anilar, ge¢mis ya da bellek, sairin
meselelerine, tartismak istedigi konulara malzeme olmak icin vardirlar. Nostalji, yashlik
yazilarinin motivasyonu degildir. Bu malzeme olma durumu, Gegmis Yaz Defterleri’nin 31
Agustos tarihli pasajinda ¢ok net goriiliir. “Animsamay1 demiyorum (demistim)” diye baglayan
pasaj boyunca sair, bir nevi bellek deposu olarak kullandig:1 defterlerinde, nasil “her seyi”
bulabildigini anlatir. “Her giinti biitlin ayrintilariyla yazi'ya doniistiirliyorum ve her giin
onceki yillardan hangisinde o giin ne yaptigimi animsamak istiyorsam, o giinkii sayfaya
bakiyor ve animsiyorum”. Benim yaglilik yazilar1 olarak tanimladigim, yayimlanmig defterlerde

boyle bir malzeme bollugu yok ama bu degerli deponun orada bir yerde oldugunu bilmek de
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onemli. Yayimlanmis defterler Hilmi Yavuz'un zamanla ve zamani kat eden sairin yasamla
kurdugu iliskiyi, nostaljiye yiiz vermeden nasil isledigini gosteriyor. Ancak ozellikle Lirik
Defterler'de, 6zlemle anilan annenin kalbe islemis Arapgasindan, kimi gocukluk anilarinin
“gecti” denilen hayalinden sizan seyin nostalji olmadigini sdylemek de zor gibi.

1998 yilinda, sairin 60’1 yaglarinin baslarinda yayimlanan Gegmis Yaz Defterleri’nin
sonuna dogru, “baska bir giin”de yazilmis, kisa bir tiir tartismasi da var bu defterlere dair: “Bu

'/I

yazdiklarim nedir? Giinlitk mii, felsefe mi, an1 m1? diye soruyor Yavuz, “Hepsi ve higbiri!” diye
ekleyerek. Yilin verilmedigi ama takvim giinlerinin Temmuz, Agustos, Eyliil, Ekim en son
Mayis aymnda isaretlendigi; cogu pasajda Mozart, Moustaki ve Kenny G.'nin miizikleriyle
mekani doldurdugu; 6znenin hem kendine, hem de icinde var oldugu diinyaya yoneldigi
Gegmis Yaz Defterleri’nin sonuna dogru zaman, basitge bulaniklasir. Kitabin son pasajlarindaki
yaz giinleri, takvimden ve tarihten iyice uzaklasarak zamani, giinlerden bir giin haline getirir.
2005 yilinda yayimmlanan Bulanik Defterler'de ise giinleri takip etmeyi hepten birakip,
diistincelerin ve anilarin ayirdina yonelir sair. Yashligin basat bir mesele olmadigy; ilk
genglikten, ¢ocukluktan, gecip gitmis ve bir daha yasanmayacak zamanlardan ayr1 ve bagka
olmay1 agiklayan hazir bir gerceve olarak verildigi Geg¢mis Yaz Defterlerinin aksine, Bulanik
Defterler’'de yaghhk, 6znenin varolussal sorunlarindan biri, onun simdi ve buradalhigma
dayatilmis toplumsal smirlarin en 6nemli emaresidir. 70 yas arifesindeki Bulanik Defterler,
“giizlin defteri” ile biter ve okura, yapraklari hastalikli bir sariyla sararmis bu defterin geriye
dogru okunmasmi salik verir; “orada, giines saris1 diriminde yazilmig giinler bulacaksmn. Son
sayfalara diisen bulanuklik yoktur onlarda. Goreceksin” diyerek.

Lirik Defterler’de ise yashlik, “atik” olarak goriilen diinyanin, sinirlarda yasanmasidur.
Simir hem hem bedensel kisitliligin (“Do I dare to eat a peach?”), hem de bir nevi agkinligin
gostergesidir. Atik ise, tiiketerek canina okudugumuz diinyaya, tiirtimiiziin biricik habitatina
kars1 isledigimiz acimasiz suglarin metaforu degil burada. Bunu kendisi de (burada
Baudrillard'in “¢op bidonu uygarhigl” ile ama illa ki dolayimlayarak,) yaziyor zaten: “6zdeksel
diinyanin atiklarini  kastetmiyorum elbet”... Hilmi Yavuz'da doganin biitiinligiiniin
bozulmasina karg1 bir tepki yok degildir. Ge¢mis Yaz Defterleri'nde izleye durdugu Bodrum
daglarma tistisen “akbaba evler”den, siikineti bozan tiirlii insaattan, kendisine “dirim”
bagislayan kiiglik tarlayr kirletmis plastik poset ve siselerden hazzetmez elbet, yazar da

bunlar1... Ama biitiin bunlar Hilmi Yavuz’la, onun diinyay: bes-duyu ile birden kavrayan ve
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doluluk dedigi, kendisi igin kiiltiir {ireten Narkissos yasantisi ile ilgilidir. Biitiin Hilmi Yavuz
kiilliyat: ekolojik bir duyarliga neredeyse kapalidir.

“Atik”, Tanpmar’in “zaman arti$1” dedigi, nesnelerde, kisilerde ya da bir olus dahilinde
yakalanmis (Tanpinar kiilcelenmis de der) bazi anlarla ya da Proustvari bellek tetikleyicileri ya
da Benjamin’in tarih meleginin uzaklasirken ve tam da uzaklastif1 icin yaratti$1 firtinanin
yikintilari ile de ¢ok ilgili degildir. Hepsinde de “devam” imkansizdir ve ancak geriye dogru
bakarken, 6zne marifetiyle tutusmus bir “an”da, gegici olarak var olabilir. Yavuz iginse atik bir
“geri-kazanim” nesnesidir. “Ozdeksel alanda modern teknolojinin olanakli kildigin, tinsel
alanda gelenek-olan’in geri-kazanimi olanakli kilar.” Siirin de atiklarla yapildigini iddia eder.
Buradaki gelenek yorumu, Tanpinar, Proust ya da Benjamin'de, gegicilik ve ele ge¢mezlikle
malul olan atig1, Nietzscheci “bengi-doniis” ile 6znenin tekamiiliine hasredilmis bir malzemeye
gevirir. Lirik Defterler’'de Hilmi Yavuz, sinirlar salt hayal ederek, nesnesiz bir edim yoluyla
asmay1, siir yoluyla verili olan1 rastgelelikle tersyiiz etmeyi diisliniir. “Sair, bu rastgelelikten
¢ikarir siirini...” ve dahasi sairle sair olmayan arasindaki sinir1 da buraya koyar. Diyebiliriz ki
“atik diinya”, sairin bengi-doniis alanidir ve Hilmi Yavuz kendi sairliginde geri-kazanim
yoluyla trajik “iibermensh”i tecriibe eder. “Bunu yapiyorum ben: ‘Hiiznii’, Osmanlh siirinden
geri-kazanmaya calistyorum.”

Biitiin bunlar “simdi ve burada” ama illaki Halikarnassos’ta olur. Yaz giinesinin 6zgiir
biraktig1 sozciikler, Hilmi Yavuz'u siir yazarak iistesinden geldigi diinyanin, kiiltiir yoluyla
astif1 oliimlii doganin siirlara gotiiriir. 82 yasinda, lirik bir sair Hilmi Yavuz; Tiirkgenin

imkanlar1 da onun soyleyisiyledir...
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