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ABSTRACT

AN EVALUATION OF NEEDS, DESIGN, IMPLEMENTATION AND
OUTCOMES OF
DEVELOPMENT AND LEARNING COURSE
ENRICHED WITH CRITICAL THINKING BASED INSTRUCTION

Yiicel, Banu
Ph.D., Department of Educational Sciences
Supervisor: Assoc. Prof. Dr. Ahmet Ok

July 2008, 359 pages

This study aimed to evaluate the development process of Development and
Learning course according to critical thinking based instruction in the Faculty of
Commerce and Tourism Education at Gazi University by using Stufflebeam’s
Context, Input, Process, and Product evaluation model.

Data were collected from various sources through qualitative and quantitative
methods such as questionnaires, individual and focus group interviews, student
journals, achievement test, and California Critical Thinking Disposition Inventory
(CCTDI). The context evaluation results showed that there were problems in the
attainment of course objectives and in the application of the effective instructional
strategies for learning and improving thinking skills. Thereupon, at the input
evaluation stage, the course was redesigned according to critical thinking based
instruction. Pretest-posttest experimental study was carried out while implementing
the redesigned course. Concerning the process evaluation, student journals pointed
out that while critical thinking based instruction was effective on learning, thinking
and metacognitive skills, students experienced some difficulties. Regarding the
product evaluation, according to achievement pre-posttest and retention test results
and CCTDI pre-posttest results, students in both groups showed a significant
progress within a semester. However, there was no difference between treatment and

control groups. On the other hand, in the focus groups interviews, the students from

v



the treatment groups expressed the contributions of the course to their teaching and
thinking skills, understanding and participation. In conclusion, though quantitative
data addressed that critical thinking based instruction did not create difference
compared to the traditional instruction, qualitative data delineated positive effects of

this approach.

Key words: Critical thinking, critical thinking based instruction, curriculum/course

evaluation, course design, teacher education
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ELESTIREL DUSUNMEYE DAYALI OGRETIM ILE ZENGINLESTIRILEN
GELISIM VE OGRENME DERSININ IHTIYACLARININ, TASARIMININ,
UYGULAMASININ VE CIKTILARININ BiR DEGERLENDIRMESI

Yiicel, Banu
Doktora, Egitim Bilimleri Boliimii

Tez Yoneticisi: Dog¢. Dr. Ahmet Ok

Temmuz 2008, 359 sayfa

Bu caligmanin amaci, Gazi Universitesi Ticaret ve Turizm Egitim
Fakiiltesi'nde okutulan Gelisim ve Ogrenme dersinin, elestirel diisinmeye dayali
Ogretime gore gelistirilmesi siirecinin Stufflebeam’in Cevre, Girdi, Siire¢, ve Cikt1
modeli kulllanilarak degerlendirmektir.

Veriler, anket, bireysel ve grupla goriisme, 68renci giinliikleri, basar: testi ve
Kaliforniya Elestirel Diisiinme Egilimi Envanteri (CCTDI) gibi nitel ve nicel
yontemlerle cesitli kaynaklardan toplanmistir. Siire¢ degerlendirmesi sonuclari,
dersin hedeflerinin kazaniminda problemler oldugunu ve Ogrenme ve diisiinme
becerilerinin gelistirilmesi i¢in etkili olan dgretim stratejilerinin ¢ogunun derste hig
uygulanmadigini yada nadiren uygulandigini gostermistir. Girdi degerlendirmesi
asamasinda, ders c¢evre degerlendirmesi sonuglar1 dikkate alinarak elestirel
diistinmeye dayali 6gretime gore yeniden tasarlanmistir. Bu dersin uygulanmasi
asamasinda deneysel bir calisma gergeklestirilmistir. Siire¢ degerlendirmesine iligkin
olarak, deney grubunda her hafta doldurulan 6grenci giinliikleri, bu dersin 6grenme,
diisiinme ve metabilis beceriler iizerinde etkili olmasina ragmen, 0grencilerin bazi
sorunlar da yasadigina isaret etmistir. Cikt1 degerlendirmesi ile ilgili olarak, basari
testinin On-sontest ve kalicilik testi sonuglar1 ile CCTDI 6n-sontest sonuglari, deney
ve kontrol grubundaki Ogrencilerin donem i¢inde iyi bir ilerleme gosterdiklerini

ortaya ¢ikarmustir. Fakat, bu sonug, deney ve kontrol gruplar1 arasinda istatistiksel

vi



acidan anlamli farkliliklara sebep olmamistir. Diger taraftan, odak grup
goriismelerinde deney grubundaki Ogrenciler, bu dersin Ogretim ve diisiinme
becerileri, anlama ve derse katilim acisindan kendilerine katki sagladigmi ifade
etmislerdir. Sonu¢ olarak, basar1 testi ve CCTDI o6lceklerinden elde edilen nicel
veriler elestirel diisiinmeye dayali 6gretimin geleneksel Ogretime gore farklilik
yaratmadigina isaret ederken, 6grenci giinlikklerinden ve goriismelerden elde edilen

nitel bilgiler bu yaklasiminin olumlu etkilerini ortaya ¢ikarmustir.

Anahtar kelimeler: Elestirel diigiinme, elestirel diisinmeye dayali Ogretim,

program/ders degerlendirme, ders tasarimi, 6gretmen egitimi
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CHAPTER 1

INTRODUCTION

1.1. Background to the Study

This is a course evaluation study in which the needs, design, implementation
and outcomes of the “Development and Learning” course enriched with critical
thinking based instruction within the teacher education program in the Faculty of
Commerce and Tourism Education at Gazi University were evaluated by using
Stufflebeam’s Context, Input, Process, and Product (CIPP) evaluation model.

There are various and essential pedagogical courses in teacher education
programs which aim to develop teaching skills of prospective teachers and to educate
qualified teachers. To achieve this aim, these courses should be given effectively and
the quality of instruction should be ensured. Hence, for the purpose of raising the
quality in teacher education for general, vocational and technical education, the
Turkish National Committee in Teacher Education was established in 1997. Teacher
education programs in Turkey were reconstructed and the reconstructed programs
have started to be carried out since 1998-1999 academic year by the Council of
Higher Education (CHE) (CHE, n.d.a). At the same time, attempts toward providing
accreditation in teacher education have been started; in this respect, an accreditation
program was developed and the teacher education standards and teacher
competencies in Turkey were determined (CHE, n.d.b).

Besides these endeavors regarding the improvement of the quality of teacher
education, there have been attempts to identify teacher competencies by the Ministry
of National Education (MONE) since 1995 (Karacali, 2004). Lastly, within the scope
of the Support to Basic Education Project, the teacher competencies were
redetermined through a number of workshops carried out by the MONE General
Directory of Teacher Training and Education in 2004-2005. The identified six main

competency fields were Personal and Professional Values-Professional
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Development; Recognition of Student; Teaching-Learning Process; Follow-up and
Evaluation of Learning and Development; School-Parent-Community Relationship;
and Program and Content Knowledge (Ogretmen Yetistirme ve Egitimi Genel
Miidiirliigii, 2006). The main purpose of the determination of these competencies is
to adjust teacher education programs so as to train prospective teachers equipped
with these competencies. One of the pedagogical courses in the programs that are
supposed to serve this purpose is Development and Learning course, whose title was
changed in the Teacher Education Faculties for Elementary Schools as Educational
Psychology course in 2006-2007 (CHE, n.d.c). Indeed, within these competency
fields, the inclusion of the Recognition of Student domain comprising competencies
regarding knowledge and skills for students’ learning and development addresses the
importance of this course, because this course aims to provide educational
opportunities toward the attainment of these competencies required in the subsequent
courses, in the teaching practice, and in the teaching profession.

Concerning Development and Learning course, Yildirim, Giineri, and Stimer
(2002) point out its necessity by counting these skills and knowledge about students’
learning and development among effective teaching characteristics that a good
teacher should possess. In addition, Senemoglu (2001) indicates that since
educational environment and teaching-learning process have essential roles in
learning, it is very crucial to have knowledge of development and learning not just
for teaching but also for curriculum development, instructional design,
implementation and assessment. Furthermore, Peterson, Clark, and Dickson (1990)
assert that whatever programs or designs emerge as a result of the improvement in
teacher education programs toward meeting the 21* century’s challenges, each will
include a course in relation to human learning and development indispensably. For
these reasons, this course, as a compulsory part of teacher education programs, is to
be taught effectively so as to raise qualified prospective teachers.

In this respect, critical thinking based instruction; that is, structuring the
course by means of activities and strategies based on critical thinking, has been
stressed for effective learning but at the same time for improving critical thinking
skills. In other words, as stated by Thompson (1995), integrating critical thinking
into subject matter is seen as a means for developing clear, precise thinking skills and

understanding the nature of knowledge. Improving student thinking is important not
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only for mastering a given subject matter but also for coping with demands of the
current challenging century (Beyer, 1988a; Burden, 1998; Halpern, 1999; Maclure,
1991; McTighe & Schollenberger, 1991). Thus, teaching thinking skills such as
critical and creative thinking skills has been appraised for years in related research,
articles and books (e.g., Baumfield, 2006; Beyer, 1988a, 1988b, 1991, 1998; Burden
& Williams, 1998; Costa, 1991a; Eggen & Kauchak, 2001; Grant, 1988; Johnson,
2000; Kincheloe & Weil, 2004; Maclure & Davies, 1991; Moseley, Baumfield,
Elliot, Gregson, Higgings, Miller, & Newton, 2005;. Moseley, Elliot, Gregson &
Higgins, 2005; Nisbet, 1993; Paul, Binker, Martin, & Adamson, 1989; Sahinel, 2005;
Zohar, 2006; Zohar & Dori, 2003; Zohar & Schwartzer, 2005). In essence, teaching
thinking has gained more importance along with a transition from subject-centered
instruction to learner-centered instruction because learner-centered instruction
focuses on enhancing the learning process by requiring students to struggle with
ideas, facts, and opinions instead of memorizing (Halonen, Brown-Anderson &
McKeachie, 2002; Raths, Jonas, Rothstein, & Wassermann, 1967). In addition, as
stated by McKendree, Small, Stenning, and Conlon (2002),

Curriculum design throughout school programmes reflects the growing belief

in the importance of learners’ developing thinking skills, not only as a tool

with which to maximise potential in individual subjects but also as a generic
skill to be learned in classes and transferred from one to the other in all

directions. (p. 57)

While there are various thinking skills of which some are interrelated and
some sequential, critical thinking especially comes into prominence because of being
a comprehensive and sophisticated higher order thinking skill. Semerci (2003)
stresses that critical thinking allows learning subject matter better, transferring it to
new situations, and developing an evaluation skill. Through education system,
students are overwhelmed by much information. However, being full of information
or absorbing it is useless for effective learning; as said by Hughes and Lavery (2004),
a person should be able to use it in his/her thinking to recognize and assess its
implications and consequences and this can be achieved via critical thinking.
Likewise, Sahinel (2005) asserts that instead of providing rigid behaviors and
imposing information to be memorized, the democratic education system entails a

schooling that provides educational opportunities for critical and creative thinking



based learning so as to educate students who are able to interpret what is learned and
who are unbiased in thinking.

As well as learning effectively, in order for coping with the demands of life,
critical thinking is considered as a major skill that should be gained at any stage of
schooling. In this regard, McCallister (2004) emphasizes on the importance of
training critical thinkers in order to meet the expectations of the changing society as
a result of information management by computers, high speed communication, and
rapid development of knowledge. Because, within today’s contemporary life,
information technologies exposing a variety of information require persons who
criticize, evaluate, and select information rather than passively receive it (Sahinel,
2005). In this point, Hughes and Lavery (2004) stress the necessity of critical
thinking for intellectual self-respect that prevents persons from being “in danger of
becoming slaves to the ideas and values of others due to our own ignorance” (p. 25).

Additionally, Sahinel (2005) emphasizes its necessity for good citizenship
and healthy democracy by stating that all citizens should be able to think critically in
order to understand and interpret actual social problems and to take part in the
solution process. In fact, a prerequisite of a healthy democracy is the public opinion
that is formed by persons who can think critically, understand what they read or
listen, and evaluate incidences as to their perspectives. Thinking skills are so widely
stressed that a variety of work fields forces employers to hire persons who possess
general thinking skills abilities as well as being experienced. In this sense,
developing programs aiming to promote critical thinking among youth would raise
students who have a realistic world view, who realize sophisticated views and
multiple perspectives, who notice social and national problems and contribute to the
solutions, who behave as critical observers, and who become advocates of
democratic institutions and rights (Sahinel, 2005).

Because of these reasons, it has been counted among generic abilities or key
skills that have been emphasized in the government papers such as those in the UK,
Australia, New Zealand, North America (Pithers & Soden, 2000). In Turkey, the
general purpose of the Turkish National Education, especially the second item, also

addresses the importance of developing critical thinking skills in education.



The general purpose of the Turkish National Education is to raise all Turkish
citizens;

(1) as individuals who are committed to Atatiirk's principles, the revolution
and the Atatiirk Nationalism defined in the Constitution, who assimilate,
protect, develop the national, human, moral and cultural values of the Turkish
nation, who love and continuously try to raise their family, country and
nation, who are aware of their duties and responsibilities toward the Turkish
Republic, a democratic, secular and social state of law based on human rights
and the basic principles defined at the beginning of the Constitution and for
whom these duties have become a habit;

(2) as individuals who have a balanced and healthy personality and character,
who are developed in terms of body, mind, moral, spirit and emotions, free
and with scientific thinking abilities and a wide worldview, who respect
human rights, who value personality and enterprise, who are responsible
toward society, who are constructive, creative and productive.

(3) in line with their own interests and abilities, to prepare them for life by
helping them to acquire the required knowledge, skills, behavior and
cooperative working habits, and to ensure they have a profession which will
make them happy and contribute to the happiness of society.(MONE, 2002)

All these discussions lead us to a fact that the essentiality of critical thinking
skill rises much more in the teacher education because prospective teachers are
supposed to teach or implement this skill in their classes and it is not possible to
achieve this mission without learning what to and how to teach it. Therefore, critical
thinking skills should be integrated into all aspects of teacher education programs so
as to foster critical thinking skills of prospective teachers and teach them about
teaching methods and strategies. Thereby, they can be models of effective thinking
strategies and teach critical thinking skills to their own students (Critical Thinking
Skills and Teacher Education, 1988; Tiirniiklii & Yesildere, 2005).

In this respect, Peterson, Kromrey, Borg, and Lewis (1990), in their study,
found that teachers, who are educated in higher order thinking skills such as
reasoning, problem solving, and critical thinking, showed better performance in
teaching these skills compared to their pre-training performances. They stress that in
order for significant effect, providing consciousness is not adequate but training in
higher order thinking should be ensured in both pre-service and in-service teacher
education programs.

Indeed, Paul, Elder, and Bartell (1997) best delineate the importance of

critical thinking in teacher education in their study entitled “California Teacher



Preparation for Instruction in Critical Thinking: Research Findings and Policy
Recommendations”.

There can be no more important role than the shaping of the thinking and
teaching practices of future teachers. This shaping has consequences for
many years to come in its effect on the minds and lives of countless students.
Furthermore, there can be no more important influence to have on
prospective teachers than that of aiding them to discover the potential power
of their own minds to think with skill, insight and discipline. Only those
teachers with good critical thinking and problem-solving abilities will be able
to educate a generation of critical thinkers and problem solvers. (p. 1)

As for Turkey, in the XVI. National Education Council whose main issue was
vocational and technical education, it was stressed that the relevant teacher education
faculties should aim at training teachers who can think critically and scientific
instead of memorizing and who can investigate, question, analyze, synthesize and
evaluate (Talim ve Terbiye Kurulu, 1999). Then, in the XVII. National Education
Council, it was pointed out that the education faculties in general should be revised
so as to promote prospective teachers’ thinking skills (Talim ve Terbiye Kurulu,
20006). In addition, “improving and using critical thinking” was determined as one of
the abovementioned teacher competencies that should be gained during the teacher
education (Ogretmen Yetistirme ve Egitimi Genel Miidiirliigii, 2006). Briefly, these
policies and actions have pointed out the requirement of designing teacher education
programs and courses so as to promote thinking skills of prospective teachers as
today’s students and as the future’s teachers.

Designing a course/program based on a new strategy is important for
improvement and quality. Yet, more essential issue that actually leads to the
improvement and quality is a systematic evaluation of that course before being
designed, and during and after being implemented because results of educational
evaluation underline the points that need to be modified in order to raise the quality
of the educational opportunities for learners (Saylor, Alexander, & Lewis, 1981).
Thus, if the main concern is the quality of the education, a systematic evaluation
should be carried out as an indispensable step for the improvement of educational
institutions. In this regard, the following statement supports the necessity of
systematic evaluation for improvement.

There is a need to plan and carry out school improvements in a systematic
way that includes (a) identifying needs, (b) selecting best strategies from
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among known alternatives, (c) monitoring changes as they occur, and (d)
measuring the impact of these changes. Only through this process can
educators minimize the chance of misdirected or inconsequential changes and
justify expenditures associated with beneficial changes. (Stufflebeam &
Shinkfield, 1985, as cited in Worthen & Sanders, 1987, p. 6)

While overall aim of evaluation is basically to improve and strengthen the
program, product, project, process, objective or curriculum to raise the quality of
education (Worthen & Sanders, 1987; Stufflebeam, 2000, 2003), several reasons and
purposes behind evaluation have also been discussed by pioneers of this field.

Ornstein and Hunkins (1998) explain that evaluators have a question in their
mind while carrying out curriculum evaluation. This question that they strive to find
answers throughout evaluation process may be a question related to intrinsic value
that addresses the appropriateness of the new curriculum; a question related to
instrumental value that addresses whether what is planned will be implemented; a
question related to comparative value that deals with whether the new program is
better than the previous one; a question related to idealization value that is concerned
with making the program better; or a question related to decision value that results in
deciding whether to maintain, adjust or remove the new program.

Moreover, Worthen and Sanders (1987) point out that evaluation is generally
conducted if impacts of a number of new theories would be tested, if educators are
responsible for appraising the quality of the program, if external agencies wants
reports on schools’ progress for data based decision, if a cost benefit analysis of
programs is required, or if impact of the educational practices would like to be
ascertained.

In sum, current literature, report, and policies support the inclusion of critical
thinking into programs at any grade level and at any subject field. On the other hand,
in Turkey while thinking skills have been appraised in the national policies and
programs (Ogretmen Yetistirme ve Egitimi Genel Miidiirliigii, 2006; Talim ve
Terbiye Kurulu, 1999, 2004, 2006), in practice courses teaching thinking skills or
integrating thinking skills into its subject matter have not been encountered widely in
teacher education programs and this deficiency addresses the necessity of studies in
this respect. Even though there have been studies about critical thinking based
instruction, their scope were limited either to the determination of students’ critical

thinking level (e.g., Dayioglu, 2003; Kaya, 1997; Kiiriim, 2002; Ozdemir, 2005) or to
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the impact of such courses on the course achievement or/and on the development of
critical thinking skills or dispositions even if they are experimental studies. In other
words, outcome evaluation has been emphasized in these experimental studies such
as those carried out by Akinoglu (2001), Deniz (2003), Gozgiir (2003), and Ozcinar
(1996). Thus, studies including overall evaluation of such an instruction, needs and
course design process are scarce. On the other hand, current research on critical
thinking elicited that teacher education draw less attention and its worth for the
enhancement of critical thinking and the dissemination of its teaching to all level of
schooling has not been recognized as much as it has to be.

Therefore, an inquiry that incorporates critical thinking skills into a
pedagogical course in teacher education, implements it and evaluates all processes
systematically would contribute to the deficiency in literature and would shed light
on the ways of educators and researchers who attempt to carry out similar studies. In
the light of this perspective, in this study critical thinking skills were integrated into
Development and Learning course subject, which has a valuable place in teacher
education. Furthermore, this study was carried out not only for redesigning the
course with critical thinking based instruction but also for evaluating the course
before, during, and after it is redesigned. That is, needs, design, implementation and
outcomes of Development and Learning course enriched with critical thinking based
instruction were evaluated and a sequential, systematic and comprehensive
evaluation process that serves the improvement of the instruction was undertaken. In
this respect, the abovementioned quotation cited from Worthen and Sanders (1987)
constituted a more understandable framework for this evaluation study which aimed
(1) to assess needs; (2) to evaluate critical thinking teaching strategies and faculty
resources so as to design the course toward meeting the needs; (3) to evaluate the
redesigned course during its implementation process; and (4) to evaluate the
outcomes of the redesigned course and compare with the outcomes of the course
taught based on the ordinary instruction. Because of being best match to this
framework, Stufflebeam’s CIPP evaluation model allowing evaluation throughout
these processes (Worthen & Sanders, 1987) was followed. In addition, in order to
reveal rich information that would enlighten educators who aim to incorporate
thinking skills into pedagogical courses and evaluate the effectiveness of any courses

by means of this model, both qualitative and quantitative methods were used.

8



1.2.  Purpose of the Study

The main purpose of the study is to evaluate needs, design, implementation

and outcomes of “Development and Learning” course enriched with critical thinking

based instruction in the Faculty of Commerce and Tourism Education at Gazi

University by using Stufflebeam’s CIPP evaluation model and to compare outcomes

with those of traditional instruction. The research questions of the study are grouped

under each component of the evaluation model.

Context Evaluation

1. The main research question for this component is “What aspects of

Development and Learning course need to be improved?” The related questions

arc:

1.1.

1.2.

1.3.

1.4.

L.5.

What aspects of teacher education programs and Development and
Learning course need to be improved according to the expert at
MONE?

What aspects of teacher education programs and Development and
Learning course need to be improved according to the instructor who
teaches pedagogical courses in the faculty?

What aspects of the accounting teacher education program and
pedagogical courses need to be improved according to the vice chair of
the Department of Accounting Teacher Education?

What are the needs regarding the objectives, content, teaching-learning
process and assessment techniques of Development and Learning
course according to the sophomore, junior and senior students who
have already taken this course?

What are the needs regarding the objectives, content, teaching-learning
process and assessment techniques of Development and Learning

course according to graduates who have been working as teachers?

Input Evaluation

2. The main question for this component is “how can Development and Learning

course be designed according to critical thinking based instruction in the



direction of meeting instructional needs of the students?” The related questions
are:

2.1. How can objectives of such a course be defined?

2.2. How can the content of such a course be organized?

2.3.  What kind of teaching strategies can be used?

2.4. What kind of materials can be used?

2.5. How can students’ achievement be assessed in such a course?

Process Evaluation

3. The main research question for this component is “How well is this redesigned
course being implemented from the students’ points of view?’ The related
questions are:

3.1. What are the reactions of students towards the effectiveness of the
implementation of the redesigned course?
3.2. Is there a need for revisions regarding the implementation of the

redesigned course?

Product Evaluation

a. The main research question for this component is “What is the impact of the
redesigned course as compared to the existing one (traditional instruction)?” The
related questions are:

4.1. Is there a significant time difference among the students’ mean scores
on the pre, post achievement tests and retention test after controlling
their Cumulative Grade Point Average (CGPA)?

4.2. Is there a significant mean difference between the traditional classroom
instruction (control group) and critical thinking based instruction
(treatment group) in terms of the students’ learning after controlling
their CGPA?

4.3. Is there a significant interaction effect between time and groups in
terms of the students’ learning after controlling their CGPA?

4.4. TIs there a significant time difference between the California Critical
Thinking Disposition Inventory (CCTDI) pretest and posttest mean

scores of the students?
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4.5. Is there a significant mean difference between the control and treatment
groups in terms of the students’ critical thinking disposition?

4.6. Is there a significant interaction effect between time and groups in
terms of the students’ critical thinking disposition?

4.7.  What are the opinions of the students about the impact of the traditional

course and critical thinking based course?

1.3. Significance of the Study

The governments’ and the MONE’s recent national policies and projects that
have been emphasizing on the strengthening vocational and technical education
(VTE) entail raising the quality in teacher education programs for vocational and
technical secondary schools (MONE, 2002). The Development Plans, particularly
VIIL. and IX. Development Plans for 2001-2005 and 2007-2013 years, addressed
deficiencies and problems in VTE and so specified policies toward strengthening the
VTE system because of its importance for the country’s development (Devlet
Planlama Teskilati, 2000, 2006). Likewise, VTE has become an important discussed
issue in the recent National Education Councils (e.g., XV, XVI, and XVII. National
Education Councils). Even the main issue of the XVI. National Education Council
Meeting was the reconstruction of the VTE system (Talim ve Terbiye Kurulu, 1999).
In this meeting, a number of decisions regarding the improvement of the teacher
education system for VTE were made as well. In addition, to modernize and improve
the teacher training system so as to make vocational education and training more
responsive to the socio-economic needs of the country and to the key principles of
life-long learning, the Modernization of Vocational Education and Training in
Turkey Project (MVET) funded by the European Union was conducted by the
Ministry during 2003-2006. In this project, it was asserted that the up-grading of
vocational and technical teacher training is a significant factor in the improvement of
the overall VET system (MVET, n.d.) because teachers in the VET system are
supposed to carry out new functions and different roles in the near future. In this
sense, the development of teachers with appropriate competencies and relevant
vocational experience in both pre-service and in-service levels is required.

One institution that should be taken into account in this scope is The Faculty

of Commerce and Tourism Education at Gazi University, which is currently the only
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higher education institution educating teacher candidates for the commerce and
tourism vocational secondary schools. Unfortunately, while there have been a
number of studies about the evaluation of the teacher education programs toward
raising the quality, there is a few evaluation studies peculiar to this unique faculty in
Turkey (Tayfun, 2001; Topbas & Yiicel Toy, 2007; Unliidnen, 2000, 2004:
Unliiénen & Boylu, 2007). Besides, while teaching critical thinking has been aspired
in all educational institutions, literature in this regard points out the lack of critical
thinking studies, especially experimental and evaluation studies in teacher education.
Even, there has not been any available critical thinking study carried out in this
faculty.

To this effect, this evaluation study carried out in this faculty was a
comprehensive study taking all aspects of Development and Learning course
enriched with critical thinking based instruction into account such as needs, redesign,
implementation and outcomes of the course. Therefore, as well as being an
evaluation study, the current study also covered the design and implementation of the
course based on critical thinking instruction. Besides these, in data gathering and
analyzing processes, both qualitative and quantitative methods were used as a
complementary to each other. This made the study deep as well as comprehensive.

Because of these reasons and owing to the lack of comprehensive evaluation
studies regarding teacher education program for the tourism and commerce
vocational education and regarding courses taught based on critical thinking, findings
of this study would contribute to the literature not only about evaluation, design and
implementation of courses based on critical thinking but also about the improvement
of vocational teacher education. Furthermore, this study delineates a general picture
of the current situation related to students’ critical thinking dispositions in the
faculty, which may attract attention of the instructors in the faculty and in other
teacher education faculties and of authorities at MONE and CHE.

Actually, not only overall evaluation results but results from each phase were
also informative. In the Context Evaluation stage, needs related to Development and
Learning course was identified. Identification of needs regarding this course would
guide instructors or educational psychologists in determining where to start and

which aspects of courses and programs to develop for better instruction.
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In the Input Evaluation stage, the identified needs were taken into account in
redesigning the course by integrating critical thinking skill activities into the course
subject as a new instructional strategy. Detailed explanation of the design process
may be beneficial for the educators who are interested in such course designs.

During the Process Evaluation stage, the students’ reflections on the
redesigned course progress were disclosed. If educators intend to implement a course
enriched with thinking skills activities, they should be aware of these reactions and
reflections toward such a course. Thus, findings of this evaluation stage would
inform and warn educators to what they should be cautious.

As well as the other phases, the Product Evaluation stage drew attention to
the significant points; either positive or negative. Program evaluation, in fact, should
be a continual process. Therefore, product evaluation can never be an end point to
stop. Even though it was defined as the last step of this evaluation study, it actually
addressed key points for educators, who would like to design, improve, or renew
such courses.

In addition to these, because of being very comprehensive and including all
types of evaluation, the research design of the study would be a prototype for
researchers and educators who would like to carry out similar studies toward
improving either such courses, teacher training programs or training programs in the

other fields.

1.4. Definitions of Terms

Critical thinking. Paul and Elder (2006) give a brief definition of critical

thinking, “thinking explicitly aimed at well-founded judgment, utilizing appropriate
evaluative standards in an attempt to determine the true worth, merit, or value of
something” (p. XXiv).

Program/Curriculum/Course evaluation. There is not a single definition of the

evaluation. Ornstein and Hunkins (1998) discuss several definitions and agree on that
it is used for the purpose of decision-making. Since this study will be based on a
decision-making oriented evaluation approach, their definition which explains
curriculum evaluation as a process of identifying and collecting information that will
help decision makers choose various courses of action for designing and delivering

curricula will be used.
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Curriculum design. Saylor et al. (1981) define it as a “framework or pattern

used in providing learning opportunities for learning (p. 29).”

Curriculum implementation. It is simply defined by Saylor et al. (1981) as

instruction by which learners are engaged in the planned learning opportunities.

Needs. Need is a gap between current results and required results in
resources, process and products or in other words a gap in results between “what is”
and “what should be” (Kaufman, 1983). This discrepancy definition is used generally
in the education field (Anderson, Ball, Murphy, & Associates, 1975; McNeil, 1996;
Ornstein & Hunkins, 1998; Popham, 1988; Queeney, 1995).

Needs assessment. Ornstein and Hunkins (1998) states that needs assessment

is an integral part of planning, designing and evaluating a curriculum or a program,
and it has contributions to curricular renewal if it is conducted continuously.
According to Rossett (1987), needs assessment is a systematic progress in which
ideas and opinions from a variety of sources about performance problems or
innovations are gathered in order to make effective decisions and give
recommendations about what should be done.

Stakeholder. Stakeholders are persons who have a vested interest in the
outcomes of a study (Fraenkel & Wallen, 2003).

Effectiveness. It is the degree to which a system’s features and capabilities
meet the user’s needs (Carnegie Mellon University, 2003).

Achievement scores: These are scores that the students get from the

achievement test.

Retention score: These are scores of the students in the retention test which is

the reapplication of the achievement test 6 weeks after the semester is over.

Cumulative grade point average (CGPA): It is the mean of grade point

average (GPA) of the preceding semesters. GPA is the mean of students’ grades for
all courses in a semester by weighting each grade with the corresponding course
credit.

Critical thinking based instruction: It is the use of critical thinking based

activities in teaching-learning process of the course.

Traditional/Ordinary instruction: It is the application of the regular instruction

prior to this study and it includes lecturing, questioning, and drama.
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CHAPTER 11

REVIEW OF LITERATURE

This chapter is devoted to the literature review part of the study. It is divided
into three main sections. Since this study is an evaluation of a course developed with
critical thinking based instruction, firstly a review of literature in relation to critical
thinking will be presented. Definition of critical thinking, its features, teaching
approaches and strategies/activities and assessment techniques in teaching critical
thinking will be explained in this section. Then, a theoretical review of curriculum
evaluation will be given and types of curriculum evaluation, evaluation approaches
and models will be reviewed. International and national research about critical
thinking and curriculum evaluation will be illustrated in the last section. At the end,

the review will be summarized.

2.1.  Critical Thinking
In this section, literature in relation to definitions and dimensions of critical

thinking and teaching approach and strategies for critical thinking will be reviewed.

2.1.1. Definition of Critical Thinking

Because of being comprehensive and broad per se, there has not been any
consensus on the definition of critical thinking and features of critical thinkers.
Kincheloe (2004), even, asserts that what exactly critical thinking is unknown and if
it is defined it may die; and so keeping searching is seen as only alternative.
Historically, while the roots of critical thinking were founded on Socrates, Dewey is
generally known as the pioneer of the critical thinking tradition. Dewey defines
critical thinking as “...active, persistent, and careful consideration of any belief or
supposed form of knowledge in the light of the grounds that support it and the

further conclusions to which it tends” (as cited in Fisher, 2001, p. 2).
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In 1988-1999, in order to reach a consensus on critical thinking for the
purpose of educational assessment and instruction, a group of expert researchers and
theoreticians in critical thinking came together in a Delphi Research Project
sponsored by the American Philosophical Association. A consensus definition of
critical thinking was revealed:

We understand critical thinking to be purposeful, self-regulatory judgment

which results in interpretation, analysis, evaluation, and inference, as well as

the explanation of the evidential, conceptual, methodological, criteriological,
or contextual considerations upon which that judgment is based. (Facione,

1990, p. 3)

Ennis (1991) gives another definition: “Critical thinking is reasonable,
reflective thinking that is focused on deciding what to believe or do” (p. 68). Fisher
and Scriven (as cited in Fisher, 2001) define critical thinking as ‘“the skilled and
active interpretation and evaluation of observations and communications,
information and argumentation” (p. 10). In addition, Johnson (2000) indicates,
“critical thinking is a type of thinking where a person must organize, analyze, or
evaluate given information” (p. 5).

Besides these definitions, Beyer (1988a) also brings out a new term for
critical thinking: evaluative thinking. He indicates that critical thinking is evaluative
in nature, because it entails precise, persistent, and objective analysis of any claim,
source, or belief to judge its accuracy, validity, or worth.

Paul and Elder (2006) give a brief definition of critical thinking, “thinking
explicitly aimed at well-founded judgment, utilizing appropriate evaluative standards
in an attempt to determine the true worth, merit, or value of something” (p. xxiv).
They also delineate it in a broader and sophisticated way and present a chart with an
elaborated definition, which is exhibited in Figure 1.

Critical thinking is the art of thinking while thinking in order to make

thinking better. It involves three interwoven phases: it analyzes thinking [by

focusing on the parts of thinking in any situation-its purpose, question,
information, inferences, assumptions, concepts, implications, and point of
view], it evaluates thinking [by figuring out its strengths and weaknesses: the
extent to which it is clear, accurate, precise, relevant, deep, broad, logical,

significant, and fair], it improves thinking [by building on its strengths while
reducing its weaknesses]. (p. xvii)
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Sometimes, critical thinking is used interchangeable with problem-solving,
decision-making or creative thinking. However, it is pointed out that these terms are
not synonymous and they are different but complementary elements of general
cognitive processes (Beyer, 1988a; Marzano, Brandt, Hughes, Jones, Presseisen,
Rankin, & Suhor, 1991; Patrick, 1986). Furthermore, Beyer (1988a) calls attention to
differentiations between critical thinking and the other two. He indicates that in
decision-making and problem solving there is a sequence of operations, in which one
precedes the next; whereas, there is no such a sequential operation in critical
thinking, which is a collection of specific operations that may be used alone or in
any combination or in any order. As for creative thinking, Marzano et al. (1991)
assert that a good creative thinking process generally includes a good critical

thinking and vice versa.

A unique kind of purposeful > in any subject area of topic,
. whether academic or personal
thinking
in which the thinker such as intellectual
systematically and habitually perseverance, intellectual
displays intellectual traits »|  humility, intellectual empathy,
and fair-mindedness
with awareness of its elements,
takes charge of the such as question at issue,
construction of thinking q information, concepts,
inferences, assumptions,
implications, and point of view
imposing criteria and such as clarity, accuracy,
intellectual standards on the > precision, relevance, depth,
thinking breadth, logic, and fairness
making it more clear, accurate,
continually improving the and precise; with greater depth
quality of thinking » and breadth; more logical, more
relevant and significant, and
more fair

Figure 1. Critical thinking: An elaborated definition.

Source: Paul and Elder (2006, p. xxix)
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2.1.2.

Dimensions of Critical Thinking

Similar to its definition, variations are seen in dimensions of critical thinking

because many features are identified for critical thinking. When they are examined,

it is seen that some of them are written in different wording but have same meaning

or some have additional features to the previously defined features. Beyer (1988a)

lists 10 critical thinking skills. These are

e S AN ol ol b

Distinguishing between verifiable facts and value claims
Distinguishing relevant from irrelevant information, claims, or reasons
Determining the factual accuracy of a statement

Determining credibility of a source

Identifying ambiguous claims or arguments

Identifying unstated assumptions

Detecting bias

Identifying logical fallacies

Recognizing logical inconsistencies in a line of reasoning

. Determining the strength of an argument or claim

Potts (1994), shortly, mentions three skills related to critical thinking based

on educational research: (1) finding analogies and other kinds of relationships

between pieces of information; (2) determining the relevance and validity of

information that could be used for structuring and solving problems; and (3) finding

and evaluating solutions or alternative ways of treating problems.

el

bt

10.
11.

Moreover, Johnson (2000) lists eleven critical thinking skills:

Inferring: The students will go beyond the available information to identify
what may reasonably be true.

Compare: Given two or more items, students will find their similarities.
Compare and contrast: Given two or more items, the student will find their
similarities and differences.

Analyze: Students will break an item or event down into its component parts.
Supporting a Statement: Students will use appropriate reasons, details, or
examples to support a statement or conclusion.

Decision making: Students will examine the options and alternatives in order
to decide on a course of action.

Ordering: Given a criterion, students wil arrange events, concepts, or items in
sequential order based on that criterion.

Evaluation/Critique: The students will make a formal evaluation based on a
set of criteria.

Creating groups: Students will impose order on a field by identifying and
grouping common themes or patterns

Investigation: The student will find information to answer a question.
Experimenting: The student will experiment to answer a question. (Johnson,
2000, p. 46-48)
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One of the most detailed descriptions of critical thinking has been presented
by Ennis (1991). As to Ennis (1991), critical thinking is composed of dispositions
and abilities; he lists 14 dispositions and 12 abilities with processes underlying these
abilities. These are presented in Table 1. He delineates critical thinking in detail so
as to be used as an overall content outline for a critical thinking curriculum whether

it includes direct teaching of critical thinking or infusing it in any subject matter.

Table 1

Critical Thinking Dispositions and Abilities

A. Dispositions
Seek a clear statement of the thesis or question

Seek reasons

Try to be well informed

Use credible sources and mention them

Take into account the total situation.

Try to remain relevant to the main point.

Keep in mind the original or basic concern.

Look for alternatives.

Be open-minded.

0. Take a position (and change a position) when the evidence and reasons are sufficient to do
SO.

11. Seek as much precision as the subject permits.

12. Deal in an orderly manner with the parts of a complex whole.

13. Use one’s critical thinking abilities.

14. Be sensitive to the feelings, levels of knowledge, and degree of sophisticated of others.

SO XN AW =

B. Abilities
Elementary Clarification

1. Focusing on a question

2. Analyzing arguments

3. Asking and answering questions of clarification and challenge
Basic support

4. Judging the credibility of a source

5. Observing and judging observation reports
Inference

6. Deducing and judging deductions

7. Inducing and judging inductions

8. Making and judging value judgments
Advance Clarification

9. Defining terms and judging definitions

10. Identifying assumptions
Strategy and Tactics

11. Deciding on an action

12. Interacting with others

Source: Ennis (1991, p. 68-71)

Paul et al. (1989) have given another detailed description of critical thinking

by taking affective domain of mental processes into consideration. Their list
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composed of 35 strategies that a critical thinker possesses has been used widely in

related research (e.g., Aybek, 2006; Ozdemir, 2005; Reed, 1998; Sahinel, 2001). The

list of these strategies is given in Table 2.

Table 2

Strategy List: 35 Dimensions of Critical Thought

S.1.
S.2.
S.3.
S.4.
S.5.
S.6.
S.7.
S.8.
S.9.

Affective Strategies

Thinking independently

Developing insight into egocentricity or sociocentricity

Exercising fairmindedness

Exploring thoughts underlying feelings and feelings underlying thoughts
Developing intellectual humility and suspending judgment

Developing intellectual courage

Developing intellectual good faith or integrity

Developing intellectual perseverance

Developing confidence in reason

S.10.
S.11.
S.12.
S.13.
S.14.
S.15.
S.16.
S.17.
S.18.
S.19.
S.20.
S.21.
S.22.
S.23.
S.24.
S.25.
S.26.

Cognitive strategies-Macro Abilities
Refining generalizations and avoid oversimplifications
Comparing analogous situations: transfering insights to new contexts
Developing one’s perspective: creating or exploring beliefs, arguments, or theories
Clarifying issues, conclusions, or beliefs
Clarifying and analyzing the meanings of words or phrases
Developing criteria for evaluation: clarifying values and standards
Evaluating the credibility of sources of information
Questioning deeply: raising and pursuing root or significant questions
Analyzing or evaluating arguments, interpretations, beliefs, or theories
Generating or assessing solutions
Analyzing or evaluating actions or policies
Reading critically: clarifying or critiquing texts
Listening critically: the art of silent dialogue
Making interdisciplinary connections
Practicing Socratic discussion: clarifying and questioning beliefs, theories, or perspectives
Reasoning dialogically: comparing perspectives, interpretations, or theories
Reasoning dialectically: evaluating perspectives, interpretations, or theories

S.27.
S.28.
S.29.
S.30.
S.31.
S.32.
S.33.
S.34.
S.35.

Cognitive strategies-Micro Abilities
Comparing and contrasting ideals with actual practice
Thinking precisely about thinking: use critical vocabulary
Noting significant similarities and differences
Examining and evaluating assumptions
Distinguishing relevant from irrelevant facts
Making plausible inferences, predictions, or interpretations
Evaluating evidence and alleged facts
Recognizing contradictions
Exploring implications and consequences

Source: Paul et al. (1989, p. 56)

These strategies are divided into two groups of mental structures: (1)

affective strategies constituting traits of mind, and (2) cognitive strategies including

proficient micro-skills and refined macro-skills. They assert that both domains are
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important and complementary to each other. Unmotivated persons or those who have
not dispositions toward critical thinking can neither learn thinking critically nor think
critically; thus, affective domain of persons should be emphasized as much as
cognitive one. In addition, the affective strategies form bases of intellectual traits of
mind that best, strong, and fair-minded thinkers possess. Nine essential intellectual
virtues are mentioned: independence of mind, intellectual curiosity, intellectual
courage, intellectual humility, intellectual empathy, intellectual integrity, intellectual
perseverance, faith in reason, and fair-mindedness (Paul, 1991; Paul & Elder, 2006).

Table 3 presents the descriptions of each aforementioned trait.

Table 3

Description of Intellectual Traits

e Intellectual Humility: Having a consciousness of the limits of one's knowledge, including a
sensitivity to circumstances in which one's native egocentrism is likely to function self-deceptively;
sensitivity to bias, prejudice and limitations of one's viewpoint. Intellectual humility depends on
recognizing that one should not claim more than one actually knows. It does not imply spinelessness
or submissiveness. It implies the lack of intellectual pretentiousness, boastfulness, or conceit,
combined with insight into the logical foundations, or lack of such foundations, of one's beliefs.

¢ Intellectual Courage: Having a consciousness of the need to face and fairly address ideas, beliefs or
viewpoints toward which we have strong negative emotions and to which we have not given a serious
hearing. This courage is connected with the recognition that ideas considered dangerous or absurd are
sometimes rationally justified (in whole or in part) and that conclusions and beliefs inculcated in us
are sometimes false or misleading. To determine for ourselves which is which, we must not passively
and uncritically "accept" what we have "learned." Intellectual courage comes into play here, because
inevitably we will come to see some truth in some ideas considered dangerous and absurd, and
distortion or falsity in some ideas strongly held in our social group. We need courage to be true to our
own thinking in such circumstances. The penalties for non-conformity can be severe.

¢ Intellectual Empathy: Having a consciousness of the need to imaginatively put oneself in the place
of others in order to genuinely understand them, which requires the consciousness of our egocentric
tendency to identify truth with our immediate perceptions of long-standing thought or belief. This
trait correlates with the ability to reconstruct accurately the viewpoints and reasoning of others and to
reason from premises, assumptions, and ideas other than our own. This trait also correlates with the
willingness to remember occasions when we were wrong in the past despite an intense conviction
that we were right, and with the ability to imagine our being similarly deceived in a case-at-hand.

¢ Intellectual Integrity: Recognition of the need to be true to one's own thinking; to be consistent in
the intellectual standards one applies; to hold one's self to the same rigorous standards of evidence
and proof to which one holds one's antagonists; to practice what one advocates for others; and to
honestly admit discrepancies and inconsistencies in one's own thought and action.

¢ Intellectual Perseverance: Having a consciousness of the need to use intellectual insights and truths
in spite of difficulties, obstacles, and frustrations; firm adherence to rational principles despite the
irrational opposition of others; a sense of the need to struggle with confusion and unsettled questions
over an extended period of time to achieve deeper understanding or insight.
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Table 3 (Continued)

e Faith In Reason: Confidence that, in the long run, one's own higher interests and those of
humankind at large will be best served by giving the freest play to reason, by encouraging people to
come to their own conclusions by developing their own rational faculties; faith that, with proper
encouragement and cultivation, people can learn to think for themselves, to form rational viewpoints,
draw reasonable conclusions, think coherently and logically, persuade each other by reason and
become reasonable persons, despite the deep-seated obstacles in the native character of the human
mind and in society as we know it.

¢ Fairmindedness: Having a consciousness of the need to treat all viewpoints alike, without reference
to one's own feelings or vested interests, or the feelings or vested interests of one's friends,
community or nation; implies adherence to intellectual standards without reference to one's own
advantage or the advantage of one's group.

Source: Foundation for Critical Thinking (1996)

Paul and Elder (2006) also point out that critical thinkers routinely apply the
intellectual standards (clarity, precision, accuracy, significance, relevance,
completeness, logic, fairness, breadth, depth) to the elements of reasoning (purposes,
inferences, questions, concepts, points of view, implications, information,
assumptions) in order to develop intellectual traits leading to high quality thinking as

demonstrated in Figure 2.

The Standards
clarity precision
accuracy significance
relevance completeness
logic fairness
breadth depth
must be
The Elements applied to
purposes inferences
questions concepts <
points of view  implications
information assumptions
as we
learn to R
develop Intellectual Traits
intellectual humility intellectual
»| perseverance
intellectual autonomy faith in reason
intellectual integrity intellectual empathy
intellectual courage fair-mindedness

Figure 2. The mental process for developing intellectual traits

Source: Paul and Elder (2006, p. 54)
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2.1.3. Teaching Critical Thinking

It has been widely accepted that critical thinking is a very essential learning
and teaching tool for many years. It has been deemed as a skill that should be gained
in order to meet the today’s societal expectations such as quick thinking, competent
communication, and ability to resolve conflict and reconcile diverse perspectives
(McCallister, 2004). Research findings have supported how it helps students to learn
tasks better and solve problems that they encountered in academic and nonacademic
environments (McKendree et al., 2002). It is indicated that critical thinking skill
should not be confused with intelligence; it is a skill that can be taught and improved
in everyone as opposed to intelligence (Critical Thinking Skills and Teacher
Education, 1988). Since late 1980s, strategies for teaching the function of critical
thinking to all level of students have been discussed (Grant, 1988; Paul et al., 1989;
White & Burke, 1992); and it has been emphasized that this skill should be taught to
students at all level in the school curriculum.

Smith (2002) defines a thinking skill as “a teachable, consciously controlled,
partially proceduralised, mental activity that extends normal cognitive capabilities in
the performance of certain tasks” (p. 210). However, how it can be taught is a
controversy issue. The two approaches are mainly explained for teaching thinking
skills: the skills (or direct) and infusion approaches (Beyer, 1988a; Burden, 1998;
Johnson, 2000; Maclure, 1991; Nisbet, 1993).

The Skills approach consists of teaching thinking skills separately from
subject-matter content with the assumption that it is possible to teach a thinking skill
explicitly. Activities and exercises, which are independent of the subject matter, are
designed to improve thinking skills. Such a thinking course would not be related to
any subject matter but become a subject matter itself. Cognitive Research Trust
(CoRT) and Instrumental Enrichment (IE) are well-known methods developed for
direct teaching of thinking skills (De Bono, 1991; Link, 1991).

According to The Infusion approach, thinking skills are improved within the
existing school curriculum (Maclure, 1991). Thinking skills are taught within a
subject matter context. For a given subject matter, teaching-learning process is
reconstructed in such a way that improving students’ thinking is also taken into
account and so radical changes are presented in materials, tasks, content and so on

(Burden, 1998). This means that the presentation of materials, responses demanded
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from students, teaching methods will be changed. Teaching methods should be aimed
at improving reasoning, problem solving and analysis. Thus, teachers have a big
responsibility.

Actually, both approaches have pros and cons. For the direct approach, Beyer
(1988a) states that at initial stage, more attention should be given to the skill rather
than content knowledge because if a student focuses on a skill consciously, her/his
thinking skill would improve better. In this way, a separate course would prevent
students from limiting thinking to a specific subject matter, would avoid repetition of
introductory principles in each subject, and would encourage the application of
cognitive skills to other disciplines. Fisher (2001) addresses the doubt of educators
regarding hardness of gaining the skills in a given course content; thus he favors
teaching thinking skills directly and explicitly. On the other hand, Smith (2002)
asserts that certain cognitive skills are specific to particular disciplines and should be
taught in its context.

Concerning the infusion approach, Raths et al. (1967) state that thinking
cannot be separated from content because thinking is a way of learning content.
Similarly, Zohar and Dori (2003) stress that successful learning, which is an
acquisition of knowledge by learning with understanding, can be attained by
involving thinking skills in all school level subjects. Because, this approach allows
students to use the skills in a meaningful context and helps them learn the subject
matter more deeply and apply it out of school settings (Johnson, 2000; Beyer,
1988a). In addition to the impact of the infusion approach on learning content, as an
effective way of teaching cognitive skills, ongoing opportunities that provide
students to practice these skills in the topics are emphasized; and thus, the integration
of the skills into the regular curriculum is stressed (Eggen & Kauchak, 2001).
Furthermore, Beyer (1988a) indicates that direct teaching of thinking skills raises
skill technicians, who apply these skills mechanically, whereas the infusion of
thinking skills across curriculum provides students to be able to use these skills in
daily life. Thereby, not only cognitive but also affective domain of students develops.

Which approach-direct or infusion- should be used in teaching a thinking skill
is not an easy question to be answered. Unfortunately, there is not a specific
framework showing which approach should be used for a particular situation because

of lack of comparison studies in this respect. Nonetheless, the recent comparison
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studies display contradictory results. For example, while Hatcher (2006) revealed
that the integrated approach exhibited better results than stand-alone approach,
Aybek (2006) found that direct teaching based on De Bono’s CoRT model was
significantly more effective than the infusion approach. On the other hand, there
have been studies pointing out the effectiveness of the infusion approach on
developing critical thinking skills and learning (e.g., Akinoglu, 2001; Deniz, 2003;
Irfaner, 2002; Sahinel, 2001).

Beside these discussions, what is important is to teach thinking at every stage
of schooling either by specific programs which provide practice in selected thinking
strategies or by restructured curricula and methods which are designed to promote
and practice thinking within the traditional curriculum subjects as opposed to
preparing students to pass examination, causing rote learning and giving advices for
learning (Nisbet, 1993).

In this respect, Sternberg (as cited in Nisbet, 1991) gives a reasonable
answer: “There is no one programme that is best for everybody or every place...One
must learn about the principles of thinking and the programmes available...and then
make a carefully thought out decision as to what will work best in a given setting” (p.
178). As for this study, since the starting point of the study was to increase the
effectiveness of Development and Learning course on learning through critical

thinking based instruction, the infusion approach was implemented.

2.1.4. Teaching Strategies for Critical Thinking

Teaching strategies and activities promoting critical thinking skill should be
carefully selected in order to design a course in order to cultivate and sharpen critical
thinking and learning. Before talking about teaching methods and strategies, the role
of teacher should be stressed in creating a learning environment in which students
realize the power of their own minds and the efficacy of their own thinking since
they are encouraged to do so (Paul et al., 1989). A summary of the teacher’s role is
given as follows by Paul et al. (1989):

Help break big questions or tasks into smaller, more manageable parts
Create meaningful contexts in which learning is valued by the students
Help students clarify their thoughts by rephrasing or asking questions
Pose thought-provoking questions

Help keep the discussion focused
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® Encourage students to explain things to each other

e Help students find what they need to know by suggesting and showing
students how to use resources

e Ensure that students do justice to each view, that no views are cut off,
ignored, or fairly dismissed.
For improving students’ performance in better quality thinking, including
critical thinking, Halonen et al. (2002) mention some general strategies.

® Integrate course content with opportunities to practice thinking.

e Establish a classroom environment that facilitates thinking. Take time to
think yourself before answering a question, and explain how you derive an
answer to model thinking skills. Build in reflection, thinking and discussion
time to reinforce the importance of those activities.

® Be explicit about what kind of thinking you are asking students to do. The
more cognitive clues that you can provide to help them translate your
directions, the more satisfying their performance will be.

® Give accurate feedback to distinguish good from poor-quality thinking.

e Reframe the value of asking questions.

® Consider the impact of learning styles on thinking and expression. (p. 288-

289)

While these instructional strategies are suggested for teaching thinking skills
in general, these can be applied as a way of teaching critical thinking, as well. In
addition to these, four global strategies are suggested by Paul et al. (1989) for
promoting critical thinking: Socratic questioning, role-playing, analyzing
experiences, and distinguishing fact, opinion, and reasoned judgment.

By Socratic Questioning, students are encouraged to think aloud and
synthesize the meaning and truth of their thoughts and beliefs so that their thoughts
are elicited explicitly, they discover their thought processes and they have an
opportunity to improve and evaluate their thoughts (Paul et al., 1989). Actually,
questioning is the fundamental method that has to be used in teaching critical
thinking. Yet, it should be applied in order to deepen knowledge, critique different
perspectives, and transform ideas and actions rather than to acquire the right answers
(Villaverde, 2004). In this regard, Cruickshank, Bainer and Metcalf (1995) points out
the use of questioning in promoting thinking and states that divergent questions or
content related questions not requiring “correctness” encourage students to think
from different perspectives and in creative, complex and different ways. This way of
asking questions stimulates students to think and respond creatively and gets rid of

the fear of giving the “wrong” answer (Potts, 1994).
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Role-playing or drama helps students to understand others, who think
differently, by playing the reasoning of others (Paul et al., 1989) or to explore habits
of mind and dispositions of others that they will play in role by adopting thinking of
that role (Andersen, 2002). In this way, students reconstruct opposing views and can
gain insights about others’ perspectives. Role-play can be followed by Socratic
questioning, discussion, or writing dialogs expressing opposing views for better
instruction (Paul et al., 1989). Additionally, it is emphasized that drama as skits or
scripts improves thinking skills since it includes cognitive processes such as
metacognition (thinking about his/her own thinking while thinking about the role) or
decision-making (Andersen, 2002, 2004; Ranger, 1995).

Paul et al. (1989) also assert that students should learn to analyze experience
that they lived or the others lived. This helps them to improve their empathy skill,
gain insights and develop intellectual virtues such as intellectual empathy,
intellectual courage, intellectual integrity, and confidence in reason. While analyzing
the experiences, they better understand the situations, people’s behaviors, and their
reasons and realize their own reasoning because same experiences are even
interpreted differently on account of differences in personal interests, goals, and
desires. Analyzing their own and others’ experiences in light of the following
questions would feed the development of their intellectual virtues. These questions
are “(1) What are the raw facts, the most neutral description, of the situation? (2)
What interests, attitudes, desires, or concerns am I bringing to the situation? (3) How
am I conceptualizing or interpreting the situation in light of my point of view? (p.
49). Arguments on different analysis of experiences will also foster insights into
objectivity and biasness.

In addition to these, it is emphasized that teachers should teach students the
distinction between fact, opinion, and reasoned judgment. Students should develop
their reasoned judgment ability by which in a given situation, students can arrive at a
reasonable conclusion supported by evidences. On the other hand, before this, they
have to learn the differences between fact, opinion and reasoned judgment. Paul et al.
(1989) indicates, “students definitely need to learn procedures for gathering facts,
and they doubtless need to have opportunities to express their preferences, but their

most important need is to develop their capacities for reasoned judgment” (p. 50-51).
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Besides these, Potts (1994) discusses three strategies for teaching critical
thinking skills. One of them is building categories by which students categorize
information by finding out the rules. Then, students are asked to evaluate if their
categorization rules can be generalized by transferring the rules into different
instances. Finding problems and solutions is one of the crucial thinking skills that are
required in real life. This strategy provides an opportunity to students to improve
their skills in identifying problem in a case and finding solutions and to use their
skills similar to those that will be needed in similar real life problems. Enhancing
environment, which means the arrangement of seating and visual aids in a classroom,
is very important for promoting critical thinking. Seating of students should be
arranged so effectively that students can interact with peers and teacher in order to
prevent passive participation.

Carr (1990) reviews various types of thinking skills activities applied to
content areas and mentions three ones, which are effective across different
disciplines. These are critical reading, writing to learn, and classification games.
Critical Reading means to evaluate, draw inferences, and arrive at conclusions based
on the evidence. Newspapers, magazines, television, radio; literature, articles can be
used. While reading, a comparison of differing ideas might be helpful for students in
developing questioning attitude. In addition to the impact of critical reading on
practicing critical thinking, it is claimed that thinking can be taught by means of
Writing. In this respect, McCallister (2004) proposes the inclusion of writing
education into all school curriculums in order to give an opportunity for promoting
critical thinking because it entails a thinking process per se such as retrieving
information, composing ideas, participating in a world of things, ideas, events, and
people, and exploring personal connections to that world. Another proposed activity
by Carr (1990) is classification games that play a significant role in the development
of logical thinking and abstract concepts. The integration of classification activities
into content areas is very essential in terms of cognitivist learning approach and
schema development on which learning is formed because these activities help the
reconstruction of schemas by categorizing knowledge effectively. For this purpose,
logic puzzles, verbal analogies, problem solving, attribute games and the like can be

used.
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As a tool of Potts’s (1994) ‘building categories’ and Carr’s (1990)
‘classification games’, instructors can benefit from semantic mapping, for which a
number of similar terms can be used interchangeably such as concept mapping,
graphic organizer, semantic webbing. Lim, Cheng, Lam and Ngan (2003) propose to
use semantic mapping as a strategy for facilitating and assessing critical thinking
skills of student-teachers. They indicate that semantic mapping helps to explore how
we understand key concepts in a topic; to make meaningful pattern of our
understanding and knowledge by linking ideas; to plan a process by categorizing,
linking and organizing the ideas; and it encourages active thinking by analyzing,
categorizing, synthesizing and reflecting on the key elements of what we know or
have done. Semantic mapping is not just a useful tool for developing critical thinking
but also for evaluating the students’ critical thinking performance. It can be used to
assess their ability in relating distinct topics, appreciating key concepts, and their
development in relations that they perceive between concepts, to stimulate discussion
or, basically, to check whether students understand the reasons for a lesson (Lim et
al., 2003).

Case study and discussion are beneficial methods for promoting critical and
reflective thinking and for allowing students to learn how to learn. A case
study/discussion method entails the use of a number of critical thinking skills,
because in this method, students analyze the given situation, case, or problem;
identify problems or conflicts; determine central issues; ascertain resources and
constraints; identify possible solutions; and assess the consequences of the decision
alternatives. A list of contributions of a case study/discussion method to advancing
critical thinking is presented by McDade (1995).

1. It models critical thinking and provides a laboratory in which students can
practice and advance their critical thinking skills.

2. It emphasizes the process of analyzing information.

3. It is contextually based; that is, students must understand contextual nuances
and make references and analyses accordingly.

4. It challenges students to identify and challenge assumptions about situations
and about their own beliefs.

5. It encourages students to imagine alternatives and explore these for strengths
and weaknesses.

6. It helps students to integrate learning by incorporating theory into practice
and practice into theory.
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7. It enables students to develop critical-listening skills because listening to and
understanding the nuances and diversity of the thinking processes of others is
as important as developing one’s own thinking.

8. It provides opportunities for students to develop and test theories about how
people and organizations function.

9. It helps students to develop teamwork and collaborative learning as students
work together in small groups and in the classroom to solve the problems
presented by the case with the best means possible to serve the most goals.

10. It helps students to experience, explore, and test alternative ways of thinking.

11. It facilitates the consideration of different perspectives as other students
present ideas, analyses, and solutions that no one student may have thought
of. (p. 10)

In this regard, the importance of case studies in meaningful learning and
teaching in teacher education and in transforming knowledge into the real
educational life is also emphasized by educational psychologists (Peterson et al,
1990). Indeed, transferability of knowledge to other context is an important ability
that should be gained in order to be a critical thinker. Therefore, except for, several

strategies described briefly in Table 4 are recommended for teachers.

Table 4
Ten Tools for Teaching for Transfer

Hugging: Making the learning experience more Bridging: Making conceptual connections

like the ultimate applications. Students do and
feel something more like the intended
applications.

between what's learned and other applications.
This is more cerebral, less experiential. Students
generalize and reflect.

® Setting expectations: Simply alert learners to
occasions where they can apply what they are
learning directly, without transformation or
adjustment. Example: "Remember, you'll be
asked to use these pronouns correctly in the
essay due at the end of the week."

® Matching: Adjust the learning to make it
almost the same experience as the ultimate
applications. Example: In sports, play
practice games. In drama, full costume
rehearsals.

® Anticipating applications: Ask students to
predict possible applications remote from the
learning context. Example: After students
have practiced a thinking skill or other skill,
ask, "Where might you use this or adapt it?
Let's brainstorm. Be creative." List the ideas
and discuss some.

® Generalizing concepts: Ask students to
generalize from their experience to produce
widely applicable principles, rules, and
ideas. Example: After studying the discovery
of radium, ask, "What big generalizations
about scientific discovery does the discovery
of radium suggest? Can you support your
generalizations by other evidence you know
of?"
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Table 4 (Continued)

Hugging: Making the learning experience more
like the ultimate applications. Students do and
feel something more like the intended
applications.

Bridging: Making conceptual connections
between what's learned and other applications.
This is more cerebral, less experiential. Students
generalize and reflect.

® Simulating: Use simulation, role playing,
acting out, to approximate the ultimate

applications. Example: Simulated trials,
simulated senate discussions, etc., as
preparation for understanding and

participating in government as a citizen.

® Modelling: Show, demonstrate rather than
just describing, discussing. Example: A math
teacher demonstrates how a problem might
be solved, "thinking aloud" to reveal inner
strategic moves.

® Problem-based learning: Have students learn
content they are supposed to use in solving
problems through solving analogous kinds of
problems, pulling in the content as they need
it. Example: Students learn about nutritional
needs under different conditions by planning
the menu for a desert trek and a long sea
voyage, getting nutrition information out of
their texts and other sources as they work.

® Using analogies: Engage students in finding
and elaborating an analogy between a topic
under study and something rather different
from it. Example: Ask students to compare
and contrast the structure of the human
circulatory system with the structure of
water and waste services in a city.

® Parallel problem solving: Engage students in
solving problems with parallel structure in
two different areas, to gain an appreciation
for the similarities and contrasts. Example:
Have students investigate a (nonsensitive)
problem in their home environment and a
study problem in school, using the same
problem solving strategy. Help them to draw
out the parallels and differences.

® Metacognitive reflection: Prompt and
support students in planning, monitoring,
and evaluating their own thinking. Example:
After a quiz or indeed any thought-
demanding activity, have students ask
themselves, "What went well, what was
hard, and how could I handle what was hard
better next time?"

Source: ALPS (1999)

Besides the abovementioned strategies and activities, McEwen’s study (1994)

is worth taking into account in terms of understanding teachers’ perceptions toward
the effectiveness of these kinds of teaching strategies/activities on promoting critical
thinking. In this study, a list of teaching methods and teacher behaviors was
evaluated by 67 high school teachers. They were asked to rank teaching methods and
behaviors from the most effective to the least effective one on advancing critical
thinking. The results are presented in Table 5 and Table 6, respectively. Case
study/problem solving, simulation, project, discussion and debates were perceived as
the most effective methods by the teachers. From their points of view, the most

influential behaviors were encouraging discussion, allowing time for thinking,
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promoting interactive learning, and stimulating and appreciating independent

thinking.

Table 5
Traditional Teaching Methods Considered Most Effective for Developing Critical
Thinking Skills

Rank  Teaching method Rank  Teaching method

1. Case study/problem solving 10. Demonstration

2. Simulation 11. Computer-aided instruction
3. Project 12. In-basket activities

4. Discussion 13. Gaming

5. Debates 14. Audiovisual

6. Role-playing 15. Field trip

7. Large group discussion 16. Guest speaker

8. Library research 17. Workbook/worksheet

9. Independent study 18. Lecture

Source: McEwen (1994)

Table 6
Teacher Behaviors Considered Effective for Developing Critical Thinking Skills

Rank  Teacher behavior Rank  Teacher behavior

1. Encouraging open discussion 9. Accepting students' ideas

2. Allowing time for thinking 10. Nurturing confidence

3. Encouraging improvement 11. Appreciating student openness

4. Promoting interactive learning 12. Exhorting students to think

5. Listening to students 13. Encouraging group work

6. Encouraging independent 14. Encouraging individual work
thinking 15. Insisting on periods of silence

7. Appreciating students' ideas 16. Expecting a single correct answer

8. Displaying willingness to revise in light ~ 17. Discouraging group work

of new evidence

Source: McEwen (1994)

Actually, whatever strategy or activities are used, it is suggested that
activities should involve comparing, summarizing, observing, classifying,
interpreting, criticizing, looking for assumptions, imagining, collecting and
organizing data, hypothesizing, applying facts and principles to new situations,
decision-making, and designing projects or investigations (Raths et al., 1967).

In conclusion, it should be kept in mind that critical thinking and its effective

instruction are context-bound. Furthermore, how an instructor prepares and presents
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activities to students in an educational context to promote critical thinking is affected
by how broad and deep understanding he/she possesses about the subject matter
(Grant, 1988). Therefore, Grant (1988) claims,
Its effective strategies vary by subject matter, by an individual teacher’s
conception of that subject matter, by the way that conception is represented in

work tasks for students, and by a teacher’s ability to engage and sustain
student attention in those tasks. (p. 2)

2.1.5. Assessment of Critical Thinking

In order to assess students’ progress in critical thinking, a variety of
approaches and techniques should be used by instructors. Moreover, there have been
widely known and used standardized tests such as California Critical Thinking Skills
Test (CCTST), California Critical Thinking Disposition Inventory (CCTDI),
Watson-Glaser Critical Thinking Appraisal (W-GCTA), and Ennis-Weir Critical
Thinking Essay Test (E-WCTET). While these tests are beneficial in terms of being
easy to use and grade, reliance just on them for the assessment of students’ progress
in critical thinking skills has not been suggested.

Costa (1991b) claims that students’ competency can be measured in a single
test but their intellectual effectiveness entails to be assessed in a variety of situations
demanding the use of various thinking strategies; thus, he proposes to collect
evidences related to students’ performances over time not one at a time. Moreover, in
the chapter devoted to “Assessing growth in thinking abilities”, it is pointed out that
since the future demands thoughtful schools in which process-oriented goals toward
improving students’ thinking skills are aimed, product oriented assessment
techniques like tests are inappropriate; and thus a variety of assessment techniques is
proposed (Costa, 1991a).

In this respect, portfolio might be a beneficial tool serving this process
assessment. It includes “(1) the tasks performed were done over time and in a variety
of ways, (2) the tasks show evidence of learning, growth, and development and
sample a wide spectrum of tasks, (3) the task performed show many levels of
understanding, (4) the tasks are tailored to the individual learner to show what the
learner can do” (Janesick, 2004a, p. 390). Therefore, by means of portfolio, the
students’ progress in learning and critical thinking skills can be monitored by

themselves and teachers (Janesick, 2004a).
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Besides portfolio, observation, performance in extended or long-term
projects, journals, writing samples, speaking exercises, in-class presentations,
videotapes of student interactions, laboratory reports, panels, simulations, and the
like can be used (Costa, 1991a; McEwen, 1994).

While multiple-choice or standardized tests have some limitations, Beyer
(1991) presents a guideline that teachers can follow in designing and writing thinking
skill assessment instrument. Additionally, Dressell and Mayhew (1954) indicate that
it i1s possible to prepare effective multiple-choice tests regarding critical thinking
skills. In their handbook, they listed 30 practical aids for building objective tests and
class exercises. They also suggest several written and oral methods of evaluation.
Short answer form is recommended as opposed to essay-type exams. Although
essays are typically and frequently used by teachers, they claim that evaluation of
essays is not very objective because of either teachers or students. It is also stated
that students generally are not capable of reflecting their thoughts into writing.
Differently, card analysis helps both evaluating and teaching critical thinking. In this
method, students answer a series of multiple-choice questions and then explain the
reasons for their choice of responses on cards. These cards then can be used for
classroom discussions. Moreover, as an interesting alternative technique, teacher
may use a recorder to record a radio, tv, local or political speaker or students can use
recorder for interviewing. Then, these are listened to by the students and there could
be discussion on the opinions, yielded by these records. Another technique, film
analysis can be used for various purposes. Students watch a film related to a
particular content topic; prior to the film, the teacher can give an outline; and after
they watch the film, the teacher want them to write an essay analyzing the film and
give their own conclusion or a list of questions can be given to students.

Actually, in thinking-centered courses, there are various types of activities
that students are supposed to participate in. In order for learning, understanding, and
attaining objectives of such courses, students must take part in all these activities.
Therefore, in the assessment procedure, students’ participation should be taken into
account as well as exams and in-and-out classroom activities like projects,
assignments, etc.

In addition to these, Paul and Elder (1996) stress that strong critical thinking

entails routine evaluation and improvement of personal thinking. For this reason,
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based on their model for a good reasoning process shown in Figure 2, they propose a
guideline by which students can evaluate each element of their reasoning in order to
develop their own reasoning abilities. This guideline can be shared by teachers to
assess students’ critical thinking (Paul & Elder, 1996). Table 7 provides directions

for both students and teachers. Students can also follow this guideline in evaluating

information given in an article, speech, report, etc.

Table 7

Guideline for the Individual and Teacher Assessments of the Elements of Critical

Thinking

For students’ individual assessment

For teacher assessment

1. All reasoning has a PURPOSE:

o Take time to state your purpose clearly

o Distinguish your purpose from related
purposes

o Check periodically to be sure you are still
on target

o Choose significant and realistic purposes

Is the student's purpose — in an essay, a research
project, an oral report, a discussion — clear? Is the
purpose significant or trivial or somewhere in
between? Is the student's purpose, according to the
most judicious evaluation on the teacher's part,
realistic? Is it an achievable purpose? Does the
student's overall goal dissolve in the course of the
project, does it change, or is it consistent
throughout? Does the student have contradictory
purposes?

2. All reasoning is an attempt to FIGURE
SOMETHING OUT, TO SETTLE SOME
QUESTION, TO SOLVE SOME
PROBLEM:

o Take time to clearly and precisely state the
question at issue

o Express the question in several ways to
clarify its meaning and scope

o Break the question into sub questions

o Identify if the question has one right
answer, is a matter of opinion, or requires
reasoning from more than one point of

Assessing skills of mastery of this element of
reasoning requires assessing — and giving
feedback on — students' ability to formulate a
problem in a clear and relevant way. It requires
giving students direct commentary on whether the
question they are addressing is an important one,
whether it is answerable, on whether they
understand the requirements for settling the
question, for solving the problem.

view
3. All reasoning is based on Assessing skills of reasoning involves assessing
ASSUMPTIONS: their ability to recognize and articulate their

o Clearly identify your assumptions and
determine whether they are justifiable

o Consider how your assumptions are
shaping your point of view

assumptions, again according to the relevant
standards. The student's assumptions may be stated
clearly or unclearly; the assumptions may be
justifiable or unjustifiable, crucial or extraneous,
consistent or contradictory.

4. All reasoning is done from some POINT
OF VIEW:

o Identify your point of view

o Seek other points of view and identify their
strengths as well as weaknesses

o  Strive to be fair-minded in evaluating all
points of view

A point of view may be too narrow, too parochial;
may be based on false or misleading analogies or
metaphors; may contain contradictions, and so
forth. It may be restricted or unfair. Alternatively,
student reasoning involving articulation of their
point of view may meet the relevant standards to a
significant degree: their point of view may be
broad, flexible, fair; it may be clearly stated and
consistently adhered to.
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Table 7 (Continued)

For students’ individual assessment

For teacher assessment

5. Allreasoning is based on DATA, Students would be assessed and receive feedback
INFORMATION and EVIDENCE: on their ability to give evidence that is gathered

o Restrict your claims to those supported by ~ and reported clearly, fairly, and accurately. Does
the data you have the student furnish data at all? Is the data relevant?

o  Search for information that opposes your Is the information adequate for achieving the
position as well as information that student's purpose? Is it applied consistently, or
supports it does the student distort it to fit her own point of

o Make sure that all information used is view?
clear, accurate, and relevant to the question
at issue

o Make sure you have gathered sufficient
information

6. All reasoning is expressed through, and Feedback to students would note whether their
shaped by, CONCEPTS and IDEAS: understanding of theories and rules was deep or

o Identify key concepts and explain them merely superficial. Are the concepts they use in
clearly their reasoning clear ones? Are their ideas relevant

o Consider alternative concepts or alternative  to the issue at hand, are their principles slanted by
definitions to concepts their point of view?

o Make sure you are using concepts with
care and precision

7.  All reasoning contains INFERENCES or Assessment would evaluate students' ability to
INTERPRETATIONS by which we draw make sound inferences in their reasoning. When is
CONCLUSIONS and give meaning to an inference sound? When it meets reasonable and
data: relevant standards of inferring. Are the inferences

o Infer only what the evidence implies the student draws clear? Are they justifiable? Do

o Check inferences for their consistency with  they draw deep conclusions or do they stick to the
each other trivial and superficial? Are the conclusions they

o Identify assumptions which lead you to draw consistent?
your inferences

8. All reasoning leads somewhere or has When they spell out the implications of their
IMPLICATIONS and CONSEQUENCES: reasoning, have they succeeded in identifying

o Trace the implications and consequences significant and realistic implications, or have they
that follow from your reasoning confined themselves to unimportant and unrealistic

o Search for negative as well as positive ones? Have they enunciated the implications of
implications their views clearly and precisely enough to permit

o Consider all possible consequences their thinking to be evaluated by the validity of

those implications.

Source: Adapted from Paul and Elder (1996) and Foundation for Critical Thinking
(2007).

Additionally, one can benefit from intellectual standards for an overall

evaluation of the quality of his/her own critical thinking skill by seeking answers to

questions regarding each standard. Some examples of these questions are presented

in Table 8. Furthermore, teachers can also apply intellectual standards in assessing

each element of students’ critical thinking (Paul & Elder, 1996).
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Table 8

Questions That Can Be Used for Assessing Quality of Critical Thinking

Clarity

Could you elaborate?

Could you illustrate what you mean?
Could you give me an example?

Accuracy
How could we check on that?

How could we find out if that is true?
How could we verify or test that?

Precision

Could you be more specific?
Could you give me more details?
Could you be more exact?

Depth
What factors make this difficult?

What are some of the complexities of this
question?

What are some of the difficulties we need to deal
with?

Relevance

How does that relate to the problem?
How does that bear on the question?
How does that help us with the issue?

Logic

Does all of this make sense together?

Does your first paragraph fit in with your last
one?

Does what you say follow from the evidence?

Significance
Is this the most important problem to consider?

Is this the central idea to focus on?
Which of these facts are most important?

Breadth

Do we need to look at this from another
perspective?

Do we need to consider another point of view

Do we need to look at this in other ways?

Fairness

Is my thinking justifiable in context?

Am I taking into account the thinking of others?
Is my purpose fair given the situation?

Am 1 using my concepts in keeping with
educated usage, or am I distorting them to get
what I want?

Source: Paul and Elder (2006)

In sum, altough there is not any consensus not only on the definition of

critical thinking but also on the way of its teaching and assessment, literature

regarding critical thinking concurs that it is a crucial skill to be taught at all level of

schooling. In this sense, the selection of the aforementioned teaching approaches,

strategies, or activities and assessment techniques depends on the context in which

critical thinking will be applied.

2.2.  Cuarriculum Evaluation

In order to increase students’ achievement, to provide effective learning

opportunities, and to improve programs, curriculums, policies or organization,

anything in the schools can be evaluated at a variety of levels-classroom, school,

school district, state, and even nation.
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In general term, Worthen and Sanders (1987) define evaluation simply “the
formal determination of the quality, effectiveness, or value of a program, product,
project, process, objective, or curriculum (p. 22)”. In detail form, Ornstein and
Hunkins (1998) explain evaluation as a process of identifying and gathering
information that will help decision makers to judge various actions for creating and
delivering curricula to ensure the greatest likelihood of student attainment to overall
program goals. Evaluation is defined as “a type of disciplined inquiry undertaken to
determine the value (merit and/or worth) of some entity - the evaluand - such as a
treatment, program, facility, performance, and the like - in order to improve or refine
the evaluand (formative evaluation) or to assess its impact (summative evaluation)”
(Lincoln & Guba, 1986, p. 550). As the definition addresses, the purposes of
evaluation can be formative and summative. In line with these purposes, an
evaluation can focus on needs assessment, process or outcome, or all (Fitzpatrick,
Sanders, & Worthen, 2004).

According to Ornstein and Hunkins (1998), there are two fundamental
purposes of curriculum evaluation:

e To allow curricularists to either revise, compare, maintain, or discontinue

their actions and programs,

e To enable them to make decisions, to draw conclusions, and to furnish

data that will support their decisions regarding curriculum matters.

2.2.1. Types of Curriculum Evaluation

There are two main evaluation types: formative and summative evaluations,
which are seen very widely (Morris & Fitz-Gibbon, 1982; Ornstein & Hunkins,
1998; Worthen & Sanders, 1987). In addition to these, needs assessment is also
considered as a part of curriculum evaluation, because it provides an initial step in an
evaluation study. Without determining needs, one cannot make modifications in the
curriculum planning to meet these needs. As stated by Ornstein and Hunkins (1998),
needs assessment is an integral part of planning, designing and evaluating a
curriculum or a program, and it contributes to curricular renewal if it is conducted
continuously. Kaufman (1983) introduces the needs assessment “as a process that
consists of the determination of gaps in results between “what is” and “what should
be,” placing the gaps in priority order for closure (“meeting the needs”), and
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selecting the gaps in results of the highest priority for closure. Witkin and Altschuld
(1995) state that needs assessment is a systematic process for setting priorities and
making decisions about programs and allocation of resources. Moreover, Queeney
(1995) considers needs assessment as a decision-making tool for continuing
educators’ use in specifying the educational activities or programs meeting
educational needs.

The purpose of formative evaluation, as another main type of evaluation, is to
improve an existing program and it is conducted while the program is being
implemented so that it is possible to catch problems to be solved early on. As
formative evaluation is an evaluation of process, it may be useful in understanding
the reasons of different outcomes and improving program management. Actually,
formative evaluation provides an opportunity to collect baseline data for future
summative (or “impact”) evaluations (Morris & Fitz-Gibbon, 1982; Worthen &
Sanders, 1987). Moreover, Saylor et al. (1981) give more importance to formative
evaluation. They indicate that it provides considerable information that can be used
at planning, designing, implementing and disseminating stages of curriculum
development; thus, they support the application of formative evaluation for
continuous improvement.

Summative evaluation, on the other hand, is a process carried out in order to
assess the overall effectiveness of a program after it is implemented (Ornstein &
Hunkins, 1988). It provides to get the total picture of the quality of the produced
curriculum. It is carried out in order to make decisions whether or not to continue the
program, whether or not to expand the program, and whether or not to recommend

the program for use in other school or districts (Morris & Fitz-Gibbon, 1982).

2.2.2. Evaluation Approaches

There are various classifications for evaluation approaches. Ornstein and
Hunkins (1998) give evaluation models under two main headings; scientific
(technical) and humanistic (naturalistic/nontechnical) approaches. Similarly, Gredler
(1996) mentions two general types of approaches: utilitarian/management-oriented
approach and intuitionist/pluralist approach. As a more detailed classification, Saylor
et al. (1981) mention five types of evaluation models: behavioral objectives model,

decision-making model, goal-free evaluation model, accreditation model, and
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responsive model. Moreover, Worthen and Sanders (1987) classify evaluation
approaches into six categories. These categories are objectives-oriented,
management-oriented, consumer-oriented, expertise oriented, adversary oriented, and
naturalistic and participant-oriented approaches. Actually, these -classifications
mostly cover each other; just, their name differs. Similar classifications of Saylor et
al. and Worthen and Sanders can be shown as follows.

e Behavioral objectives model — Objectives-oriented approach (Scientific)

¢ Decision-making model — Management-oriented approach (Scientific)

® Accreditation model — Expertise-oriented approach (Scientific)

e Responsive model — Naturalistic and participant-oriented approach

(Naturalistic)

These evaluation approaches differ in various characteristics from purpose to their
use (see Worthen & Sanders, 1987, p. 152-155 for detailed comparative description).

Considering the purpose of the evaluation, objectives-oriented approach or
behavioral objectives model is aimed to determine the extent to which objectives are
achieved. In the management-oriented approach or decision-making model, the main
focus is to provide useful information to aid in making decisions, while consumer-
oriented approach deals with providing information about educational products to
help decisions about educational purchases and adoptions. Although expertise-
oriented approach or accreditation model emphasizes on providing professional
judgments of quality, in adversary-oriented approach, the purpose is to provide a
balanced examination of all sides of controversial issues in order to highlight both
strengths and weaknesses of a program. Finally, naturalistic and participant-oriented
approach or responsive model gives importance to understanding and portraying the
complexities of an educational activity, and responding to an audience’s

requirements for information (Worthen & Sanders, 1987; Saylor et al., 1981).

2.2.3. Evaluation Models

Under each evaluation approach, there are several curriculum evaluation
models. These models present a guideline for evaluators to follow throughout the
evaluation process. However, there is no best model to be used. Which model to be
used depends on the context in which it is used, the purpose for conducting

evaluation, and the type of curriculum designs, teaching methods used, and audience
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(Saylor et al., 1981). The important point is to be aware of strengths and weaknesses
of the models and to be able to decide according to the situation that would be
evaluated. Actually, availability of various evaluation models does not mean that one
has to use one of them. Eclectic use of the alternative evaluation models is also
possible and even suggested by Worthen and Sanders (1987). Some of well-known
evaluation models are given as follows.

The Tyler’s Eight-Year Study Evaluation Model. This model is an objective-

oriented or behavioral objectives evaluation model. Tyler’s systematic model
encourages evaluators to determine to what extent intended objectives are being
attained (Saylor et al., 1981; Worthen & Sanders, 1987). In this model, there is a
circular reasoning. According to the evaluation results, if discrepancy occurs
between performance and intended objectives, objectives are reformulated or
redefined (Ornstein & Hunkins, 1998; Worthen & Sanders, 1987). The steps that are
recommended to follow in curriculum evaluation are (1) establish broad goals or
objectives, (2) classify objectives, (3) define objectives in behavioral terms, (4) find
situations in which achievement of objectives can be shown, (5) develop or select
measurement techniques, (6) collect student performance data, and (7) compare data
with behaviorally stated objectives (Ornstein & Hunkins, 1998; Worthen & Sanders,
1987).

Metfessel-Micheal Evaluation Model. This model developed by Metfessel

and Micheal is influenced from the Tylerian model. In this model, evaluators should
involve participants as facilitators of program evaluation, formulate goals and
specific objectives, translate goals and objectives into curriculum content and
experiences, devise necessary instruments for evaluation to measure program
effectiveness, carry out periodic observations with valid scales and other behavior
measures, analyze data, interpret data comparing with standards of desired levels of
performance, and make recommendations for implementation, modification and
revision (Ornstein & Hunkins, 1998; Worthen & Sanders, 1987).

These two objective-oriented or behavioral objectives evaluation models are
criticized for oversimplifying the evaluation, focusing only on outcomes not
processes and over emphasizing student testing, even though they are widely used

because of being easy to use and simple (Worthen & Sanders, 1987).
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Provus’s Discrepancy Evaluation Model. This model appears among

management oriented approach models or decision-making models. It is comprised
of five stages: design, installation, processes, products and cost. At each stage, there
are four processes: (1) determining program standards, (2) determining program
performance, (3) comparing performance with standards and (4) determining
whether a discrepancy exist between performance and standards. Decision maker
evaluates whether there is an existing discrepancy in order to make a decision to
decide to go to the next stage, recycle to a previous stage, start the program over,
modify performance or standards, or terminate the program. This decision making
process is repeated at all stages. (Ornstein & Hunkins, 1998; Saylor et al., 1981)
Stufflebeam’s Context, Input, Process, Product (CIPP) Model. This model is

also known as a management oriented approach model or decision-making model. In
this model, evaluation is a continuing process of describing, gathering, and providing
required information to decision makers. Information gathered through these stages
is used to make decision toward that stage and the further stage (Ornstein & Hunkins,
1998; Saylor et al. 1981; Worthen & Sanders, 1987). That is, context evaluation
serves planning decisions; input evaluation serves structuring decisions; process
evaluation serves implementing decisions; and product evaluation serves recycling
decisions.

Within the framework of this evaluation model, the purpose of context
evaluation is to determine what needs are to be addressed in an educational program.
The results help defining objectives of the program. Thus, it focuses on evaluating
needs, priorities, shared vision of participants, expectations of the organization, and
how organizational efforts fit in their broader time and location contexts. The
purpose of input evaluation is to determine what resources are available, what
alternative strategies for the program should be considered, what plan seems to have
the best potential for meeting needs. It focuses on evaluating alternative inputs that
could be considered for addressing concerns such as vision, purposes, alternative
curricula, instructional strategies, participants, technologies, etc. The purpose of
process evaluation is to determine how well the plan is being implemented, what
barriers threaten its success. Once these are answered, procedures can be monitored,
controlled and refined. Process evaluation focuses on evaluating the processes that

are used to address needs clarified in the context evaluation. Examples of processes
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include organizational structure, instructional strategies, cooperation among
organizations, use of technologies, involvement of faculty, curriculum development,
course development, etc. Finally, the purpose of product evaluation is to determine
what results were obtained, how well needs were reduced, what should be done with
the program after it has run its course. It focuses on evaluating the results or products
uncovered by the previous three evaluation activities. (Worthen & Sanders, 1987)

Eisner’s Connoisseurship Evaluation Model. One of the expertise oriented

approach model or accreditation model is the Eisner’s connoisseurship evaluation
model. In his model, Eisner recommends educational criticism and connoisseurship
as a way of evaluating a curriculum. He defines connoisseurship as the art of
appreciating the significant situation within educational organization (Ornstein &
Hunkins, 1998; Worthen & Sanders, 1987). The role of the evaluator is to describe
the real scene of an existing situation. Therefore, observation, especially participant
observation, is the main instrument to collect data. While observing, the evaluator
should keep the following questions in his/her mind: what has occurred as a result of
the new program? what kind of events were encountered? how was the participation
of students and teachers participate in these events? etc. When qualitative
instruments are used, a question related to scientific validity arises. However, in this
model, Eisner focuses on referential adequacy and structural collaboration to handle
validity concern. Referential adequacy means the assessment of the empirical
soundness of observations and interpretations, while structural corroboration is the
examination of the consistency among various parts of the criticism (Ornstein &
Hunkins, 1998).

Stake’s Congruence-Contingency Model. This model is mentioned as a

naturalistic and participant oriented evaluation approach model or responsive model.
Stake emphasizes two basic actions in evaluation process; description and judgment
(Worthen & Sanders, 1987). Thus, the main purpose is to obtain data to make full
description and to present judgments regarding the program being evaluated
(Ornstein & Hunkins, 1998; Worthen & Sanders, 1987). This model provides a
framework explaining how to collect and interpret data. According to Stake, there are
three types of data that can be gathered to have adequate information: antecedent,
transactions and outcomes (Ornstein & Hunkins, 1998; Saylor et al., 1981; Worthen

& Sanders, 1987). Antecedent is any condition that exists prior to teaching and

43



learning that may impact outcomes; transactions are interactions the students have
with certain curriculum materials and classroom environments and outcomes are the
products of programs-achievement, attitudes. After data is collected, contingency
among variables and congruence within variables are interpreted. In this model,
contingency means the relationships among the three variables and congruence
means the match what is intended and what is observed (Ornstein & Hunkins, 1998,
Saylor et al., 1981).

Stake’s Responsive Evaluation Model. This is another naturalistic and

participant oriented evaluation approach model proposed by Stake. In this model, the
main concerns are curriculum activities and processes rather than intents and
outcomes. In addition to observation, this model relies on informal and natural

communication. The steps of curriculum evaluation according to this model are

outlined by Stake as:
1. Negotiate a framework for evaluation with the sponsors
2. Elicit topics, issues, and/or questions of concern from the sponsors
3. Formulate questions for guiding the evaluation
4. Identify the scope and activities of the curriculum; the needs of clients and

personnel

Observe, interview, prepare logs and case studies, etc.

Identify the major issues and questions

Present initial findings in a tentative report

Analyze reactions and investigate predominant concerns more fully;

Look for conflicting evidence that would invalidate findings, as well as
collaborative evidence that would support findings

10. Report the results (Ornstein & Hunkins, 1998).

AR SR RS

Briefly, there are various curriculum evaluation models; therefore, an
evaluator, first of all, has to consider the relevance of the models to the context under
study. Concerning the current study, Stufflebeam’s CIPP model provides more
systematic and comprehensive framework in response to research questions of the
study because each research question corresponds to a component of the CIPP model

as shown in Table 9.
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Table 9

Relevance of Research Questions to the Components of the CIPP Model

Components of CIPP

Research questions
q model

(1) What aspects of Development and Learning course need to be =~ —  Context Evaluation
improved?

(2) How can Development and Learning course be designed —  Input Evaluation
according to critical thinking based instruction in the direction
of meeting instructional needs of the students?

(3) How well is this redesigned course being implemented from the = —  Process Evaluation
students’ points of view?

(4) What is the impact of the redesigned course as compared to the —  Product Evaluation

existing one (traditional instruction)?

2.3. Research on Critical Thinking and Curriculum Evaluation
In this section, research regarding curriculum evaluation and critical thinking
will be reviewed. In order to reveal perspectives and trends of research in Turkey and

abroad, the studies will be mentioned under two corresponding headings.

2.3.1. Research on Critical Thinking Conducted in Turkey

Review of research regarding critical thinking revealed that a number of
studies devoted to the determination of critical thinking level of students (e.g.,
Akbiyik, 2002; Dayioglu, 2003; Kaya, 1997; Kiiriim, 2002; Ozdemir, 2005;
Tirniiklii & Yesildere, 2005). These studies demonstrate that critical thinking level
of university students and prospective teachers is at moderate level which is not
intended; thus, they point out the necessity of courses either directly teaching or
integrating critical thinking into course content so as to promote critical thinking
skills of students in higher education and teacher education. Besides, there have been
also experimental studies regarding the design, development and implementation of
such courses at different education levels from elementary to higher education.
Because of being more relevant to this study, this section is designated for these
experimental studies examining the impact of critical thinking based instruction on
the improvement of critical thinking skills, achievement and attitudes toward the

corresponding subject matter.
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Akinoglu (2001) studied the impact of science teaching with critical thinking
based instruction on learning outcomes of the fourth grade students in an elementary
school. Pre-posttest control group experimental design was used. A science
achievement test, a critical thinking skills scale, and an attitude scale were utilized.
Since a significant difference was found between two groups, he concluded that
compared to the traditional instruction, teaching science based on critical thinking
skills was significantly more effective on the achievement, on the attainment of the
behaviors regarding the components of critical thinking, and on the attitudes toward
science course.

Sahinel (2001) examined the impacts of Turkish teaching curriculum, which
was designed based on the development of integrated language skills through critical
thinking skills, on achievement and retention by using pre-posttest control group
experimental design in which groups were selected from the fifth grade students in
Beytepe Primary School. Two tests; one for achievement and the other for attitudes
toward the course, were administered to the students as pretests and posttests. The
achievement test was also applied as retention test three and fourteen weeks after the
training was over. He found that while there was no difference between two groups
on the pretest results, the posttest results revealed that the treatment group exhibited
better results in the achievement and attitudes toward the course than the control
group. In addition to these quantitative results, qualitative data gathered through
observations, field notes, interview with the teacher, diary of the teacher, and open-
ended student survey were also analyzed. As a result, this study showed that
improving integrated language skills through critical thinking skills was more
effective than traditional methods.

Also, in an Anatolian High School in Turkey, the Turkish Geography course
was taught based on critical thinking method; and its impact on students’ learning
was examined through an experimental study (Deniz, 2003). According to the results
obtained from the achievement test, critical thinking method was more influential
than lecturing method.

Gozgiir (2003), in her study, examined the enhancement of critical thinking
skills via reading skills. A pretest-posttest experimental design was realized at Gazi
University Preparatory School and critical thinking based reading activities were

utilized in the treatment group. Two parallel tests based on critical reading were
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administered as pretest and posttest and a questionnaire prepared for determining
students’ perceptions toward their own and their peers’ critical thinking skills. The
significant differences between pretest and posttest results highlighted that critical
thinking based reading activity had an important role on the students’ reading skills
compared to the classical approach to reading instruction.

A similar study in which critical thinking strategies were integrated into
reading and writing assignments at the English Preparatory School at Hacettepe
University was conducted by Ozcinar (1996) through an experimental study. The
purpose of the study was to determine the impact of this instruction including
problem solving, decision making, reasoning, creativity and imagination on students’
achievement in reading and writing. Reading and writing activities requiring pair or
group work, real-life problems, empathy, summarizing the reading passages, asking
questions, and supporting ideas took place in the treatment group. A midterm exam
results and teacher-made real-life problems were evaluated within the scope of this
study. The treatment caused significant differences only on the students’ creativity
and imagination skills and on their reading rather than writing.

Kokdemir (2003), who studied the decision-making and problem solving
strategies of university students under uncertainty, also examined the critical thinking
disposition of the students by assuming that critical thinking affects the strategies
under consideration. For this reason, an experimental study was carried out with the
freshman students in the Faculty of Economic and Administrative Sciences at
Bagkent University. In the three treatment groups with 103 students in total, critical
thinking skill activities in two course books and one book related to critical thinking
in psychology were used as in-and out-class exercises in the Introduction to
Psychology course, while traditional instruction was used in the two control groups
with 65 students in total. CCTDI-T which was the adapted Turkish version of the
CCTDI by the researcher was administered at the beginning and end of the semester
in the treatment and control groups concurrently. Significant differences between
groups were obtained in favor of treatment group. The correlations between critical
thinking and academic achievement in all courses that the students took at the same
semester were also estimated and statistically significant positive relationships were
found. Moreover, the results revealed that there was a significant improvement in the

students’ critical thinking disposition in favor of the treatment group. Thus, this
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study supported that teaching critical thinking skills results in positive improvements
in thinking skills.

Another experimental study regarding the effects of Micro Teaching course,
in which instructional materials promoting critical thinking were used, on the
students’ critical thinking was conducted by Semerci (1999) in the Faculty of
Technical Education at Firat University. A scale for critical thinking was developed
and administered as pre-and posttest by the researcher. Besides this scale, the
students’ critiques regarding a video-cassette watched at the beginning and end of the
semester were graded. Lastly, their answers given in the critical thinking activities
were analyzed. Control-treatment group comparisons in terms of scores on the scale,
grades on the critiques, and answers in the activities revealed that the students in the
treatment group had better results than those in the control group. This means that
this experimental study was effective in the improvement of the students’ critical
thinking skills. This study implies that critical thinking skills can be cultivated within
learning environment supported by the critical thinking based materials and
activities.

Afterwards, Semerci (2003) studied the impact of Development and Learning
and Instructional Planning and Evaluation courses on doctoral students’ critical
thinking skills by using the same scale. A significant improvement on the students’
critical thinking skills was observed. Although no critical thinking skill activities
were intentionally integrated into these courses, the teaching strategies and methods
that have been already used such as directing the students toward research, using
discussion and questioning methods, stimulating students for participating and asking
questions were supposed to be influential factors supporting this improvement. He
also predicated that because of being mature enough as being doctoral students, they
might have listened to each other critically and this might have contributed to the
promotion of their critical thinking skills.

A comparison of two approaches to teaching critical thinking (infusion and
direct approaches) has been recently searched by Aybek (2006). She investigated the
effects of two approaches to teaching critical thinking on prospective teachers’
critical thinking level and disposition via a pretest-posttest experimental study. In
direct teaching, Edward De Bono’s skill based CoRT1 thinking program was used.

As an implementation of the infusion approach, social studies subject was taught by
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means of content based critical thinking program. CCTDI, E-WCTET and Personal
Information Forms were the instruments that were used. There were two
experimental and one control group. In terms of critical thinking disposition and
critical thinking level of the students, the treatment groups displayed better results
than the control group while the skill based experiment group was significantly better
than the content based experiment group. However, correlations between academic
achievement of the treatment group students in courses they took at the same
semester and their CCTDI and E-WCTET scores were not statistically significant.
Even for some courses, the correlations were negative as opposed to the results
obtained in Kokdemir’s (2003) study. Concerning the attitudes of the students toward
critical thinking, the results revealed that the students in both groups had realized the
necessity of teaching critical thinking to prospective teachers. Especially, because of
being overloaded the students in the content-based group had negative reactions
toward critical thinking based instruction at the beginning, but then they had realized
its positive impact on better learning and understanding the subject without
memorizing.

Different from the preceding studies that are considered as examples of the
infusion approach in developing critical thinking, Tiirkmen Daglh (2008), in her
comparative case study, has examined how teachers integrate the development of
students’ critical thinking skills into their teaching during their planning, interactive
and reflective practices. She also evaluated how students in 4™ grade Turkish course
feel about the influence of their instruction. She observed classrooms of three
teachers from different schools and interviewed with them and their students.
Moreover, she analyzed documents comprised of student logs, lesson plans, and
supplementary materials. She drew a portrait of the context where integration of
critical thinking skills was interpreted differently by the teachers in their planning,
implementing, and reflecting practices. The factors that were emerged as effective
determinants in this respect included their autonomy, their methodological stance,
relevance of topics, their approach to reading skills and interdisciplinary connection,
classroom climate and management, perception of their realm of influence, their
approach to challenge, their discrimination of thinking concepts, and their

perceptions toward their students’ reasoning and learning.
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2.3.2. Research on Critical Thinking Conducted Abroad

Since critical thinking has been appraised in USA and Europe before than
Turkey, there have been a huge number of studies in this respect. Similar to those
carried out in Turkey, these studies can be divided into two groups: those examining
critical thinking level of students and those studying teaching critical thinking skills.
In this section, rather than studies in the former group (e.g., Lampert, 2007; McBride,
Xiang, & Wittenburg, 2002; McBride, Xiang, Wittenburg, & Shen, 2002; White &
Hargrove, 1996), the review will be limited to studies in relation to teaching critical
thinking.

Research about teaching critical thinking skills was generally emphasized on
the infusion approach. Celuch and Slama (1999) conducted a case study in which
critical thinking skills approach was used in teaching an undergraduate advertising
principle course. In this study, at the beginning critical thinking skills according to
the Paul’s critical thinking model (see Figure 2) were introduced, then these skills
were modeled and practiced with the engagement of the students in the given in- and
out-class assignments. In conclusion, periodic formal assessment used for providing
feedback on students’ self-assessment and their perceptions toward critical thinking
displayed that the students perceived their critical thinking skills higher than before
and considered the instruction and the instructor better than traditional content-
oriented method. Learning through thinking, group activities/interaction, and
exposure to different people/viewpoints were indicated as the strength of the course
while lack of time was expressed as the weakness of the course.

In another study, the Paul’s model was integrated into a U.S. History course
(Reed, 1998; Reed & Kromrey, 2001). The impacts of this teaching model on
students’ abilities to think U.S. history and everyday issues critically, on their critical
thinking dispositions, and on their knowledge of history content were investigated.
Various data collection tools were used. Document based questions (for posttest)
obtained from U.S. Education Testing Service and the Ennis-Weir Critical Thinking
Essay Test (for pre and posttest) were used for the purpose of measuring students’
critical thinking ability. the CCTDI (for pre and posttest) was utilized for
determining students’ dispositions. Finally, for their achievement in history content,
the College Board Achievement Test in American History and Social Studies (for pre

and posttest) was applied. Besides these, a demographic instrument and the student

50



perception of instruction form were administered to the students and interviews were
realized with them. In two treatment groups, the Paul’s model and the use of the
model in analyzing history readings given in their textbook were taught, assignments
for using this model were given and, then, they were discussed. As for the control
groups, there is not an explicit teaching of any reasoning model. The students in
these groups were asked to analyze the same readings but with different approach;
they answered questions at the end of readings, which were also thought provoking
questions, and then, they discussed their finding as in the treatment groups. The
results showed that the integration of the Paul’s model into a history course
significantly improved the students’ historical and critical thinking skills. However,
there were not significant differences in the students’ critical thinking disposition and
in their achievement on history content between two types of instruction. Regarding
academic achievement, he thinks that teaching a thinking skills means suffering from
time for teaching content; thus, he presupposes less achievement in such treatment
groups. Based on this assumption, he interprets the similarity in the achievement
between experimental and control groups as a success in balancing content
knowledge in these groups.

Another experimental study in which infusion approach to teaching critical
thinking was applied was carried out by Solon (2007) in an Introductory Psychology
course. In the treatment group, 10 hours of class time during semester was left for
practice of generic critical thinking and 20 hours for homework comprising writing
and reading exercises. In order to provide equivalence of the groups, instead of 10
hours critical thinking activity time, students in the control groups were asked to go
over Study Guide exercises in 10 class hours. Similar to Reed and Kromrey (2001),
he presupposed that spending 10 class hours for critical thinking activities might
cause a significant cost in terms of content learning. Cornell Z Critical Thinking Test
and a psychology learning test were administered to students as pre and posttest. The
results showed that there was a significant improvement in the generic critical
thinking skills of students in favor of the treatment group. Regarding psychology
learning, comparative analysis revealed that there was not a significant difference
between groups. He infers from this result that spending time for critical thinking

instead of emphasizing content does not impede psychology learning.
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Hatcher (2006) argues the superiority of integrated critical thinking courses
over stand-alone ones by exemplifying a longitudinal study conducted in Baker
University for 15 years (1990-2005). Three special courses; two for freshmen and
one for seniors, were designed. In the two freshmen courses, instruction in writing
was integrated with logic and critical thinking and these courses were given in two
following semesters. For the first six years (1990-91 to 1995-96), E-WCTET was
administered to freshmen at the first week of fall semesters and at the end of spring
semesters. When these students become senior students and take the other integrated
critical thinking course, this test was carried out again. The scores of these students
were compared with two groups in other institutions: a group of students in a
standard logic class and those in a stand-alone critical thinking course. Six-year
analyses showed that students in the integrated critical thinking courses showed
significantly better progress between pretest and posttest. The following years (1996-
97 to 2004-05), CCTST was used. The pretest and posttest of CCTST were resulted
in similar gains in favor of integrated critical thinking courses. Thus, this study
concludes that integrated critical courses are superior to stand-alone ones.

Besides these, concerning the impact of pedagogy on critical thinking
development, Tsui (2002) undertaken a study based on classroom observations and
interviews administered in colleges. In this study, critical thinking development of
students was determined based on their self-report. Though the improvement in
critical thinking of students was not measured on a quantitative and objective test
and, thus, a statistical causal relation could not formed, the interviews and
observations displayed that especially classroom discussion and writing were two
effective teaching techniques. In other words, it was recognized that the more writing
exercises and discussion were emphasized, the better the development of critical
thinking was. Effective questioning and classroom participation were also observed
in the discussion classes. Previously, she conducted a similar study in which how
different types of courses and instructional techniques affect self-reported growth in
critical thinking was examined (1999). It was revealed that having a paper critiqued
by an instructor, carrying out an individual project, working on a group project,
giving a class presentation and taking essay exam were significantly and positively

correlated with students’ perceptions about development in their critical thinking.
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Burbach, Matkin, and Fritz (2004) investigated whether active learning
strategies based on critical thinking teaching methods in an Introductory Leadership
course have an impact on fostering critical thinking skills. Within the scope of this
study, journal writing, service learning project, small group projects including
scenarios, case studies, role playing and student presentations, and questioning were
used. Comparison of pretest and posttest results of WGCTA Form B, administered to
80 students from different grade level, pointed out a significant increase on the
posttest scores. Although this result signifies that active learning strategies foster
critical thinking skills, which strategy had a significant effect on critical thinking
skills had not been examined and so not known.

Moreover, Harrigan and Vincenti (2004) sought the effectiveness of cross-
cultural assignments on higher order thinking skills among which they focused on 6
of 35 dimensions of critical thinking posed by Paul et al. (1989). This study included
undergraduate students enrolled in Family Decision Making (an online course) and
Consumer Issues courses. In these courses, students were required to carry out a
cross-cultural assignment with a partner, an international student. Both sides were
asked to write a paper about what they have learned from problem solving
experiences and how they can transfer what they have learned into other context.
They also wrote reflective journals. According to written papers and reflections, the
assignment helped US students’ critical thinking, reflective evaluation and ethical
reasoning  skills although they encountered some problems, especially
communication problems with their partner.

Williams, Oliver, and Stockdale (2004) investigated the predictive and
outcome status of a subject-specific and a generic measure of critical thinking in a
course by undertaking an experimental study promoting critical thinking skills in an
undergraduate Human Development course (with five units; physical, cognitive,
psychological, social, and character) in a Teacher Preparation program. There were 3
treatment and 2 control groups (200 students in total). In the treatment groups,
students were asked to answer practice questions posted on the website per unit prior
to the class session where these questions were discussed. While in the treatment
groups, these questions were involving those measuring subject-specific critical
thinking, in the control groups these questions were replaced by parallel questions in

terms of the same course concepts without including critical thinking concepts. The
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Psychological Critical Thinking test as a subject-specific measure of critical thinking
and W-GCTA for a generic measure of critical thinking were administered as pretest
and posttest. In order to determine students’ performance on the content, multiple-
choice exams per unit requiring logical reasoning and a combination of recall and
logical reasoning and essay quizzes necessitating recall of specific information were
utilized. It was observed that the correlations of critical thinking tests with multiple
choice exams were higher than those with essay exams. Among critical thinking
tests, the posttest subject-specific measure of critical thinking had a higher
correlation and according to regression analysis, its pre-scores predicted exam scores
better than those of generic critical thinking test. An examination of the impact of the
treatment on students’ critical thinking elicited that a significant progress from
pretest to posttest was seen in the psychological critical thinking test scores for the
treatment groups but there was no significant difference in the generic critical
thinking test. Briefly, it was concluded that precourse subject specific critical
thinking was a better predictive measure of exam performance than generic critical
thinking and such experiment significantly influenced the improvement of subject-
specific critical thinking rather than generic critical thinking.

In their study, Osana and Seymour (2004) described a rubric and its use for
measuring the development of critical thinking. For this purpose, they implemented
the cognitive apprenticeship intervention in a class of preservice teachers at the
University of Missouri — Columbia. The purpose of this intervention including
modeling, coaching, and scaffolding and fading was to improve students’
argumentation and critical thinking skills. This intervention implemented during five
weeks in the second semester of the course entitled “Inquiry into Schools,
Community, and Society”, which is taught three consecutive semesters as a part of
innovative teacher education program. Engagement of the students in argumentation
and reflection through discussion and writing was the main purpose of the
intervention. For these reasons, although the focus of this study was the rubric, it
reveals information regarding the impact of the intervention on critical thinking. A
30-minute essay test including a case study was given to the students before and after
the intervention. The responses were evaluated based on a rubric developed to
measure (a) conceptions and use of evidence, (b) notions about research and its

applicability in evaluating complex social problems, and (c) ability to consider
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alternative perspectives. Qualitative assessment revealed that the abovementioned
critical thinking skills of preservice teachers in this course were improved.

To sum up, research carried out in Turkey and abroad, in general, displayed
that critical thinking based instruction in which critical thinking is incorporated into
course content positively affects both the enhancement of learning and the
development of critical thinking skills. In these studies, active learning activities such
as critical reading and writing, group and individual projects, discussion,
questioning, role playing, case studies and problem solving, journal writing, student
presentation, interaction and participation were appeared as effective means to this
intended end. However, there are a few studies like Reed’s (1998; 2001) and Solon’s
(2007) experimental studies in which academic achievement did not differ between
critical thinking based instruction and traditional instruction. Since they assume that
focusing on critical thinking may hinder subject learning, they expect to have lower
achievement; thus, they interpret such result as a success. In conclusion, no negative

impact has been encountered in either case.

2.3.3. Research on Curriculum Evaluation Conducted in Turkey

Although there are numerous studies as regards curriculum evaluation in
Turkey, evaluation studies about teacher education programs and courses come into
prominence in accordance with the scope of this study. To begin with, the most
conspicuous point in these studies is that especially studies evaluating the
effectiveness of ongoing programs as to whether the intended outcomes were
attained or not are outweigh.

Among these studies, those evaluating especially School Experience 1, II and
Teaching Practice courses in terms of effectiveness in favor of prospective teachers’
development are frequently encountered. In these studies, data collected through
questionnaires and interview revealed that both the prospective teachers and mentor
teachers, on the average, agreed that these courses are generally beneficial for the
development of students’ teaching skills (Azar, 2003; Gok¢ce & Demirhan, 2005;
Harmandar, Bayrak¢eken, Kincal, Biiyiikkasap, & Kizilkaya, 2000; Saritas, 2007;
Unliionen & Boylu, 2007). For instance, in Saritag’s (2007) study, prospective
teachers indicated that School Experience I course was beneficial for being

acquainted with teaching life, teachers’ tasks, school environment, and students’
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behaviors; observing student-teacher interaction; and learning healthy
communication with students, classroom management, effective questioning and
principles in the schools. Moreover, Unliionen and Boylu (2007) found out that of
these three courses, Teaching Practice course was perceived as the most beneficial
course. In these studies, rather than the contributions of these courses, problems and
needs were detected such as intensive course schedule at the same period of time
with this course, insufficient time for practices, inadequacy of course hours and the
number of instructors, lack of coordination and cooperation between faculty and
school, partiality in choosing mentor teachers, no observation by instructors, not
considering these courses essential, and not being concerned by instructors of the
course or principles of schools. Interestingly, it was noticed that while instructors
criticized these courses as they were not administered in accordance with their
purposes (Unliionen & Boylu, 2007) and teacher candidates mostly indicated that
mentors were not adequate in assisting them while preparing and implementing
lesson plans (Gokge & Demirhan, 2005), mentor teachers perceived these courses
very beneficial and, even, considered that they fulfilled their responsibilities (Gokge
& Demirhan, 2005; Saritas, 2007; Unliionen & Boylu, 2007).

Besides School Experience I-II and Teaching Practice courses, there are a
few studies evaluating Instructional Planning and Evaluation course. In Kutluca,
Birgin, and Cathoglu’s (2007) study, the activities carried out in the course were
evaluated by 146 prospective teachers in the Department of Elementary Education
and in the Department of Secondary Science and Mathematics Education at
Karadeniz Technical University. The questionnaire results showed that for 66 % of
the prospective teachers the activities contributed to their learning, retention,
participation, and practice. It was also found out that on account of these activities,
they, on the average, understood the importance of planning, measurement and
evaluation and they acquired more knowledge in planning, teaching-learning
methods and measurement and evaluation techniques. These activities were
perceived effective in their social, personal and professional development by the
majority.

A more comprehensive research about the evaluation of Instructional
Planning and Evaluation course was conducted by the researcher herself with a

coauthor in the Faculty of Commerce and Tourism Education by using CIPP model
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(Topbas & Yiicel Toy, 2007). This model was used for formative purposes, because
the effectiveness of activities in an ongoing course in which a student-centered
approach was being implemented was evaluated. Needs assessment at the context
evaluation stage was undertaken in order to identify the needs and problems in
relation to the activities of the course a few weeks after the semester started. Then, as
to the identified needs, new teaching strategies were determined at the input
evaluation stage and these strategies were implemented. During this implementation
stage, the course was observed and a questionnaire was administered to students.
Finally, at the product evaluation stage, another questionnaire was applied and an
interview was held with the instructor of the course. The results revealed that while
there were problems at the beginning, at the end of the semester, students’ negative
attitudes turned to positive on account of effective strategies implemented at the
input evaluation stage. Although this study resembles to the current study in terms of
evaluation process, it was not as comprehensive as the current one.

Akpmar Wilsing’s (2002) evaluation study was also broad in scope. She
evaluated the effectiveness of Instructional Planning and Evaluation (IPE) course as
a part of faculty development program and then suggested certain actions that can be
taken to improve the course and the future faculty members. This course is designed
with the request of HEC for the research assistants who are studying and working at
METU in line with 35" item of the Higher Education Law. In this course, a variety
of teaching-learning strategies is employed based on adult learning theory. She used
Lawler and King’s Adult Learning Model as a reference for evaluating this course
and determining research questions. This model consists of four stages; preplanning,
planning, delivery and follow-up. When research questions shaping these stages were
examined, it was noticed that this model might be a corresponding model of CIPP for
formative purposes. In this respect, this study is similar to the current study.
However, IPE course was not redesigned herein; it was evaluated when it has been
already implemented. Participants of the study were 12 research assistants and data
were collected via a number of qualitative methods; demographic information,
reflection sheet, concept maps, individual interviews, document analysis, classroom
observations, group interviews and self and course evaluation sheets. The results
displayed that this course was beneficial for the research assistants and made them to

have positive attitudes and skills toward student-centered approach in teaching.
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Ozen (1997) examined the effectiveness of an in-service training program for
improving English levels of Anatolian High School science and mathematics
teachers. The results showed that while there have been various institutional attempts
for satisfying the participants’ needs and expectations, the participants were not
successful in implementing what they have learned during training.

Besides, Ozonay (2002) carried out a study in which an in-service training
program for novice teachers was evaluated from their points of view. The
participants were selected from elementary and secondary schools in Eskisehir. Their
perceptions toward the program were gathered through a questionnaire. According to
findings, the strengths of the program were derived from meeting needs of teacher
candidates adequately, having content appropriate for attaining objectives of the
program, having competent and expert instructors, and providing a qualified learning
environment. On the other hand, the candidates expressed that proper teaching
methods, techniques and materials were not used and content was not comprehensive
and innovative enough.

There have been several studies examining the overall effectiveness of
teacher training programs. One of these studies was conducted by Cicek (1998). He
evaluated the effectiveness of Physical Education Teacher Education (PETE)
Program at Middle East Technical University. In this study, an objective-oriented
evaluation model was used. The focus of the study was to ascertain to what degree
objectives of the PETE program are achieved by the students and how the PETE
program is perceived by graduates. In addition, perceptions of graduates were also
taken into consideration (Cicek, 1998).

In this respect, Basaran (2004) evaluated the effectiveness of Anatolian
Teacher High Schools in terms of serving their intended purpose. She used
Stufflebeams’ CIPP model, but only context and product components were
considered. Therefore, it was not a full application of the CIPP model. She found that
Anatolian Teacher High Schools serve their intended purposes, but not in an
expected way. Therefore, some reform movements were recommended.

Moreover, pedagogical courses in Anatolia Teacher High School programs
were evaluated in terms of their effectiveness on leading students to teaching
profession by Cubukcu (1997). For this reason, an attitude scale was administered to

1000 senior students. Within the scope of this study, each aspect of courses
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(objective, content, teaching-learning process, assessment) was evaluated from
teachers’ point of view by using a questionnaire.

Within the scope of reconstruction of teacher education in Turkey in 1998,
teacher education programs were modified; some courses (i.e., Educational
Philosophy) were removed and some were united. In this context, several studies
searching the effectiveness of this reconstruction were undertaken. Of them, Dikici,
Yavuzer, and Giindogdu (2006) studied the extent to which the reconstructed courses
were beneficial for graduates from Primary School Teacher Education, Turkish
Language and Literature Teacher Education, Social Sciences Teacher Education,
Music and Painting Teacher Education programs in Nigde University. The graduates
mostly specified that Development and Learning, Classroom Management and
Teaching Practice courses were the most beneficial courses and Introduction to
Teaching Profession, Instructional Planning and Evaluation and Instructional
Technologies and Material Development courses were the least beneficial ones.

As it can be noted from these studies as regards evaluation of programs or
courses, there is a lack of comprehensive studies including evaluation of needs
assessment, design and implementation processes. The studies generally emphasized
on the impact of programs or courses, after they are implemented. Apart from these
studies, there have been a number of experimental studies in which redesigned or
newly designed programs were implemented in teacher education programs for the
purpose of evaluating the implementation process or impact of these designs. Thus,
these studies will be mentioned below.

Process and outcome of layered curriculum was evaluated in the study of
Demirel, Sahan, Ekinci, Ozbay, and Begimgil (2006). Even though, it was not
mentioned, this study seems to be an implementation of process and product
evaluation of CIPP model. In this experimental study, layered curriculum, which is
an approach taking individual differences into account in teaching-learning process
by dividing learning objectives into three layers (C-bottom layer: knowledge and
comprehension; B: application; and A-top layer: analyze and synthesis), was
implemented in a 6™ grade class on the chapter entitled “Discovering Space” in the
subject area of Life Sciences. Data collection tools of the study were an attitude
scale, an achievement test, observations and interviews. The results uncovered that in

terms of students’ attitudes and achievement there was not significant differences
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between treatment and control groups. Moreover, the level of students that was
reached at the end of the instruction did not affect their attitudes and achievement.
On the other hand, qualitative findings supported the effectiveness of layered
curriculum on meeting individual learning needs, ensuring active participation, and
providing student-centered environment.

Cengizhan (2008) implemented a modular instruction design in the Guidance
and Counseling course, which is a pedagogical course. In order to determine the
impact of the design on academic achievement and retention of students with
different learning styles, she undertook an experimental study. The designed two
modules based on student-centered instruction were implemented during six course
hours in the treatment group consisting 55 students from the Department of Textile in
the Faculty of Technical Education at Marmara University. Case study, cartoons,
debate questions, and anecdotes were used in the modules. Activities performed
every week and quizzes including 3 open-ended questions were used for students’
assessment. In addition, an achievement test was administered as pre, post and
retention test. The results showed that modular instruction was more effective on
academic achievement and retention in favor of modular instruction. Moreover,
students’ learning style was determined by Grasha-Riechman Student Learning
Style’s Scale. When the test results were compared based on their learning style, it
was found that the impact of modular instruction on achievement and retention was
significant for all students with different learning style but especially in favor of the
students with independent and collaborative learning style.

In another experimental study, student-centered instruction was taught to
prospective teachers in the Department of Child Development and Preschool Teacher
Education in the Faculty of Vocational Education at Gazi University, and then the
extent to which their abilities in planning, implementation and assessment according
to student centered instruction was ascertained (Unver, 2002; Unver & Demirel,
2004). Both qualitative and quantitative data collection tools including lesson plan
evaluation scale, an observation form, an evaluation form for the characteristics of
the practice school, a questionnaire for the evaluation of mentor teachers, interview
with treatment group, an open-ended questionnaire for control group, journals, and
portfolio were used. The first four weeks of the semester formed the preliminary

study part of this research. Within these weeks, the students in both the experimental
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and control groups prepared lesson plans and these plans were assessed. Then, these
plans were implemented in the 3" and 4™ weeks and observed via observation forms.
According to the results obtained during this period of time, needs were identified
and the program that was planned to be implemented in the treatment group were
revised based on these needs. The subsequent three weeks, student-centered
instruction was taught to the students in the treatment group. The rest of the semester
was left for teaching practice including preparation of lesson plans and
implementation of these plans. Each week these plans were evaluated and teaching
practices were observed. The results of the first plans were considered pretest and the
last ones were posttest. According to the results gathered from both qualitative and
quantitative methods, the students’ skills regarding planning and implementing
student-centered instruction were better in the treatment group compared to the
control group. However, quantitative data showed that there was not significant
difference between groups in terms of their abilities in assessing students according
to student-centered instruction, while qualitative data indicated that the students in
the treatment group were more competent than the others in this regard. Even though
this study shows similarities with the current study in terms of determining needs,
implementing a new strategy and evaluating the outcomes by comparing
experimental and control groups, there was not any information regarding the
identified needs, the modifications made in the student-centered instruction training
program, and the scope of the program such as objectives, content, instructional
methods and materials, and assessment.

Kog¢ (2002) conducted an experimental study in order to determine the impact
of the constructivist approach on cognitive and affective learning outcomes in
Development and Learning course. This study was also carried out in the same
context with that in Unver’s (2002) study. In the treatment groups, the course was
taught based on constructivist approach and group works on problem solving and
critical thinking activities were applied. In this study, basic and higher level of
achievement tests and problem solving scenarios were administered as pretest,
posttest and retention test. Additionally, qualitative methods including observations,
interviews and journals were also used. In terms of the impact of the constructivist
approach on affective development, the results showed that students in the

constructivist classroom enjoyed the course much more, participated in activities
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more willingly, demonstrated more confidence, showed greater cooperation, listened
to and respected each others. Concerning cognitive development, it was observed
that in both groups basic level learning gain scores were similar. That is,
constructivist approach did not cause any difference in the students’ basic level
learning compared to traditional approach. This result did not differ in posttest and
retention test results. However, it was realized that higher level learning gain scores,
higher level posttest and retention test scores were significantly higher in the
constructivist classroom than the traditional classroom. The similar result observed
for the problem solving gain scores but not for its retention test. Besides these,
according to the findings obtained from the journals and interviews, the most
effective aspects of the constructivist approach were expressed as participating in
original tasks, taking responsibilities, connecting new information with previous
ones, examining the others’ views, earning different perspectives, relating to real life,
not being dependent on a single course book, and analyzing cases and problems
instead of lecturing. Unlike Unver’s (2002) study, Koc¢ (2002) explains the
objectives, content, teaching-learning and assessment techniques of the course
designed based on constructivist approach and even gives sample lesson plans. The
striking missing part in this study compared to the current study is the needs
assessment that could have been conducted prior to the design of the course based on

constructivist approach.

2.3.4. Research on Curriculum Evaluation Conducted Abroad

Curriculum evaluation studies are so abundant in abroad that it is not possible
to review all of them. Only those relevant to evaluation of teaching profession
courses/programs will be discussed in this section. Next, although it was appeared
that wide spread application of the CIPP model in various disciplines was a
conspicuous aspect of the model (e.g., Moorman, 2002; Orthaganont, 2001), only the
applications of the model in teacher training programs will be explained.

Darling-Hammond (2006) describes various measures used in the evaluation
of the Stanford Teacher Education Program during five-year redesign process. These
tools were comprised of perceptual data collection tools such as survey and
interview, pretest and posttest of teaching knowledge, samples of students’ work, a

detailed rubric for longitudinal observation of clinical practice, observation of
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graduates’ teaching practice, and the Performance Assessment for California
Teachers. On the one hand, she states pros and cons of each measure; on the other
hand, she defends the use of multiple strategies in order to be able to enlighten an
educational setting in teacher education as much as possible. Even, she mentions her
desire to develop more powerful measures.

In his dissertation, Honaker (1995) studied perceptions of teachers toward the
goals and requirements of teacher education programs in Utah. In addition to survey
administered to teachers, documents of six teacher education institutions were
analyzed. Teachers concurred that putting theory into practice is more important than
acquiring theory and theory has supporting role in this respect. Therefore, it was
recommended that teaching practice should be monitored attentively and
incorporated into pedagogical courses such as instructional methods, educational
psychology and specialized instruction.

Concerning evaluation of teacher education programs, Armstrong (2007)
examined the effectiveness of the teacher education program at the University of
Pittsburg at Bradford from program completers’ points of view. In addition to
interviews and document analysis, Armstrong Survey for Teacher Program
Effectiveness was used in order to gather data from completers of elementary and
secondary education programs. This instrument included 14 indicators of effective
teacher education programs in terms of curriculum, instruction and professionalism.
The respondents were asked to rate how important these domains are and how the
teacher education program prepares them in these domains. Results revealed that
completers concurred on the importance of these 14 domains for effective teacher
education. However, they perceived the program moderately effective in preparing
students for instruction, curriculum knowledge and professional development and for
bridging theory and practice. The perceptions of the recent graduates after 2003 were
more positive in this respect.

Vaughan (2001) examined effectiveness of the Clinical Instructor Program
(CIP) which is an alternative approach to the supervision of student teachers. She
evaluated the program in terms of its strengths and weaknesses, its cost-
effectiveness, its achievements in meeting the standards of National Council for
Accreditation of Teacher Education for field experiences and clinical practice, and its

improvement for better instruction by using CIPP model. Data were collected from
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former student teachers, clinical instructors/classroom teachers, elementary
principals, and Mississippi State University (MSU) faculty by means of
questionnaires, surveys and interviews. In order to get information about preexisting
conditions and the rationale for the development of the program’s training
components and cost analysis, documents were analyzed and interviews were
administered to MSU faculty at the context and input evaluation stage. Training
components and cost analysis was realized at the input evaluation stage. For process
evaluation, data were gathered from former student teachers, who participated in the
CIP and completed a post students teaching evaluation form prior to graduation, and
from clinical instructors, who completed a yearly summative evaluation. Concerning
product evaluation, the researcher used the results of Mississippi Teacher
Assessment Instrument and Student Teaching Assessment Instrument evaluation
carried out during former student teachers’ teaching experience, the results of
questionnaires filled out by former student teachers, and the results of interviews
with the selected group of former student teachers and clinical instructors. Regarding
the improvement of the program, data obtained from surveys completed by MSU
faculty and interviews with principals were analyzed. The study, overall, revealed
mostly positive effects of the program such as empowerment of classroom teachers,
more accurate evaluation, team approach, supportive learning environment, and cost
effectiveness.

Richardson (1999) undertook a study in order to evaluate Education 231
Integrated Mathematics/Science Practicum course by means of CIPP model. Since
the purpose was to evaluate the implementation and goal attainment of the course,
process and product evaluation elements of CIPP model were taken into
consideration in the study. Mixed method design was used and data were collected
from preservice teachers, methods instructors, practicum coordinators, practicum
supervisors, and ED231 administrative team. Also, documents including meeting
notes documenting activities, instructor syllabi, preservice teachers’ reflection
guides, and preservice teachers’ unit plans were examined. For the purpose of
process evaluation, meeting notes and syllabi were analyzed missing points were
completed via interviews with practicum coordinators, instructors, and administrative
team. Demographic surveys, content survey, and pre-posttest practicum student

survey were carried out. At product evaluation stage, unit plans and reflection guides
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were examined, preservice teachers were observed and practicum supervisor survey
was administered. The results showed that although there were some discrepancies,
the program was almost implemented as intended and nearly half of the preservice
teachers were able to design and deliver lesson plan as planned in the course.

Sarria (1997) examined the effectiveness of Facilitator-Collaborative-
Reflective staff development training model for changing teachers’ beliefs and
practices, which are of importance for the change process. This model based on
reflection, inquiry, and learning was evaluated through CIPP program evaluation
model. In addition to baseline survey, qualitative methods such as case studies, focus
group interviews and questionnaire comprising open-ended questions were
administered to six middle school teachers. The results revealed that teachers
practiced new strategies, received reflective feedback from the facilitator and made
collaborative reflection on the implementation of new strategies.

Another Stufflebeam’s CIPP model application was encountered in
Bowling’s (1988) dissertation. She evaluated an in-service training workshop for
secondary vocational education teachers in relation to the assessment of handicapped
students and individualized educational planning. For the context and input
components of the model, she examined documents and revealed that teachers were
in need of training about identification of handicapped students and preparation of
individualized program planning. Upon these results, she organized a two-day in-
service workshop and four-week consultation period. At process evaluation stage,
data revealed that teachers had become more aware of handicapped students,
appreciated the importance of the training and wanted to participate in additional
trainings. Finally, the product evaluation stage displayed that the training and
consultation achieved their intended purposes that teacher would refer handicapped
students and participated in individualized program planning meetings for these
students.

Peng (1995) used CIPP model for the purpose of developing an in-service
training model for vocational high school automotive electronic technology teachers
in Taiwan. At the context evaluation, teacher's background and needs regarding the
technological changes in the automobile were determined and at the input evaluation,

the program was developed. The teaching model under consideration was evaluated
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in terms of effectiveness in the process evaluation and, finally, overall effectiveness
of the in-service training model was evaluated at the last stage.

In sum, although various evaluation studies have been conducted regarding
ongoing teacher education courses/programs in Turkey, those which are broad in
scope have not been encountered frequently. Especially, impact evaluation is more
emphasized rather than including needs assessment, context, input or process
evaluation. Another deficiency in these studies is the lack of evaluation studies in
relation to innovations or new programs/strategies/approaches instead of already
existing ones. In this regard, experimental studies in which redesigned or newly
designed courses are evaluated contributed to this study from the standpoint of
implementing a redesigned course and evaluating this process. Moreover, this review
showed that a full application of CIPP model has been observed mostly in
international studies even though their number is not high. Therefore, the review of

these international studies sheds light on the application of the model in this study.

2.3.5. Summary

The literature review exhibited that there is not any consensus on the
definition of critical thinking. This leads to the appearance of different dimensions of
critical thinking skills. In this study, because of being more detailed and
comprehensive, Paul’s critical thinking skill strategies was taken into consideration.
The literature review implied that whatever dimensions or strategies of critical
thinking are the matter under study, critical thinking based instruction is an effective
way of promoting critical thinking skills and learning. However, how this instruction
should be is a question in educators’ minds. Two main ways are proposed: infusion
and direct teaching. Although it is a controversial issue, there have been advocators
and defenders of using infusion approach as to which critical thinking skills are
embedded in course content and activities (e.g., Burden, 1998; Eggen & Kauchak,
2001; Johnson, 2000; Maclure, 1991; Zohar & Dori, 2003). It is asserted that this
approach provides learning content and developing thinking skills effectively and
concurrently. Related research conducted in Turkey and abroad generally also
supports this claim. As the overall aim of this study was to raise the effectiveness of
Development and Learning course in terms of promoting knowledge acquisition and

fostering thinking, the infusion approach was applied.
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In this regard, various active learning strategies/methods such as questioning,
case studies, discussion, concept mapping, and educational plays have been
suggested. Concerning assessment of students’ achievement in critical thinking based
instruction, it has been indicated that alternative assessment techniques/procedures
should be taken into account in order for more precise and fair assessment. All these
methods/techniques/procedures were considered in the redesign of the course.

While research conducted in Turkey and abroad, in general, support the
effectiveness of critical thinking based instruction on learning and critical thinking,
there are several studies that do not demonstrate evidences proving its effectiveness.
These controversial and contradictory studies address the necessity of conducting
more experimental studies. As for Turkey, experimental studies in this issue are
scarce, especially within the scope of teacher education. Whereas teacher education
contexts should have been learning environments that come first of all in mind of
researchers because if it is anticipated that teachers are the implementers of critical
thinking skills, prospective teachers are the persons that should firstly be trained in
order for this purpose. On account of being newly recognized education aim,
experimental studies on critical thinking based instruction would guide teachers,
educators and researchers who aim to design and implement this instruction by
incorporating it into courses. As well as implementing new teaching-learning
strategies, evaluating effectiveness of these strategies, especially evaluating all
processes starting with the identification of needs, continuing with the design of
courses based on these strategies and ending with the implementation of the
redesigned courses, is of value for all interested educators, who aim to improve their
own programs as being equipped with new strategies and innovations.

Besides, experimental studies regarding critical thinking and evaluation
showed that using multiple data sources including both qualitative and quantitative
methods yield more data shedding light on the context where study is conducted.
Since critical thinking based instruction is context-bound, description and
enlightenment of educational context through various methods is of importance.
Therefore, in this study, mixed designs including a variety of qualitative and
quantitative methods were used.

On the other hand, even though there have been a vast amount of evaluation

studies, the number of studies in which a comprehensive, well defined and structured
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evaluations were undertaken was few, particularly in teacher education. Among
evaluation models, Stufflebeam’s CIPP model might be deemed a good match to
these criteria. Besides being a comprehensive and systematic approach to evaluation,
essential premise underlying this model is its focus on improvement rather than proof
as stated by Stufflebeam (2003), “evaluation is ... conceived primarily as a
functional activity oriented in the long run to stimulating, aiding, and abetting efforts
to strengthen and improve enterprises” (p. 4). Moreover, one of the most important
issues, which make this model more advantageous over the other models, is that it
allows the use of evaluation throughout the process of program development
(Worthen & Sanders, 1987). Because of these reasons, this model was used in this
study and it drew the frame of the research design of the study.

In spite of its advantages, a full application of the model in practice has not
been encountered often. According to Hebel’s (1987) very early analyses of the
evaluation practices of 71 accredited teacher education institutions in USA, input and
process evaluation stages of the CIPP model had drawn less attention because at that
time these institutions had put more emphasis on planning (context evaluation) and
recycling (product evaluation) decision. It is interesting to observe that the trend in
the recent evaluation studies and research has not changed too much.

Overall, when these literature review results were combined, it is clear that a
comprehensive study which evaluates needs, design, implementation and outcome of
critical thinking based instruction incorporated into a course through multiple data
collection tools would aid to close the deficiencies in this regard. In other words, the
related literature supports the necessity and importance of the current study in

teacher education.
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CHAPTER 111

METHOD

In this study, both qualitative and quantitative research methods were used to
provide rich, detailed and reliable data. How these two methods were combined in
the study will be explained in the following sections. Firstly, overall research design
including the experimental design process will be mentioned. The researcher’s role,
research questions, hypotheses, data sources/participants and data collection
instruments will be given in the following sections. Then, qualitative and quantitative
data analysis procedures will be stated. The most important issue in research is to
fulfill the internal validity of the research design. In the internal validity section,
from both qualitative and quantitative points of view, what kinds of actions were
taken and what points were taken into account will be clarified. Finally, limitations,

delimitations and assumptions of the study will be pointed out.

3.1.  Overall Research Design

This study aims to evaluate the needs, design, implementation and outcomes
of Development and Learning course enriched with critical thinking based
instruction. For this purpose, Stufflebeam’s CIPP evaluation model was used. While
the four types of evaluations in the CIPP model seem to be sequential, it is indicated
that an evaluator does not have to undertake all of them and each evaluation can be
conducted separately without depending on the preceding one (Fitzpatrick et al.,
2004). However, in this study, all four components were carried out in sequence and
the model was fully implemented. On the other hand, the CIPP model cannot be seen
as a research design, it draws a framework for an evaluation study. Therefore, in light
of this framework, different research designs were used for each component of the
CIPP (context, input, process, and product). The applied designs are shown in Figure
3.
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Furthermore, both quantitative and qualitative research methods were utilized
throughout this study. While in the input and process evaluation components of the
CIPP model, qualitative method was merely used, mixed methods including both
qualitative and quantitative methods were applied in the context and product
evaluation components.

McMillan and Schumacher (2001) mention three types of mixed methods of
evaluation studies: complementary, developmental and expansion. The following

Table 10 summarizes these three methods.

Table 10
The Three Types of Mixed Method Evaluation Studies

Type Purpose

Complementary To elaborate, enhance, illustrate and clarify the results of one method with
another method.

Developmental To use the results of one method to develop or inform the sampling or
techniques for the second method.

Expansion To extend the breadth and range of results by using different methods for

different program components or questions.

Source: McMillan & Schumacher (2001, p.542).

In addition to these, Fraenkel and Wallen (2003) also explain three types of
mixed-method designs: triangulation design, explanatory design, and exploratory
design. In Triangulation design, both qualitative and quantitative data are collected
simultaneously and results are compared for the validation purpose. In the
explanatory design, firstly quantitative data are gathered, and then qualitative data
are collected to clarify the results of quantitative data analysis. However in
exploratory design, qualitative data are collected and the results are used in
developing quantitative data collection tools. These designs have similar purpose to
those given by McMillan and Schumacher. That is, complementary, developmental
and expansion mixed methods are corresponding to explanatory, exploratory and
triangulation designs, respectively.

The current evaluation study design covered explanatory (complementary)
mixed design in the context and product evaluation part of the study. Since only

qualitative methods were used, none of the mixed designs was applied in the input
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and process evaluation. A detailed representation of the research design can be seen
in Figure 3. For all types of evaluation, case study was carried out. Case study as a
qualitative research design is to investigate one setting, a single subject, a single
depository of documents or a particular event in detail (Yin, 1994). Case studies have
three characteristics. These are focusing on a selected case/s, in-depth understanding
of an issue and collecting data in different ways (Fitzpatrick et al., 2004). In this
study, Development and Learning course was selected as the case. Moreover, since
in each evaluation component of the CIPP model, different aspects of the course
were taken into account, data collection tools varied from one component to the
other. Besides these, in the context and product evaluation components, quantitative
research designs along with case study were applied.

At the context evaluation stage, survey research design was carried out
together with case study as a complementary mixed design. Survey research is
defined as collecting information from a group of subjects in order to describe their
opinions, attitudes, beliefs and the other characteristics by asking questions (Fraenkel
& Wallen, 2003). In this evaluation, in order to identify needs regarding
Development and Learning Course, data were collected from students and graduates
by means of questionnaires and descriptive statistics were used to analyze the data.
The needs would have been more clarified by a deep study. Thus, complementary to
survey, individual interviews were carried out with an instructor, the vice chair of the
department and an expert at MONE.

At the input evaluation stage, documents including syllabuses and textbooks
regarding the course were analyzed. Resources of the faculty were determined. Based
on the results the course was redesigned according to critical thinking based
instruction.

Before implementing the redesigned course, students enrolled in
Development and Learning course in 2006-2007 Fall semester were divided into four
groups. In the Department of Accounting Education, there were two sections. Each
section was divided into two within itself. Then, two sections were randomly
assigned as the control, the other two as the treatment groups. On the other hand,
random assignment of the students was not possible; thus, nonequivalent pre-post
test quasi experimental design was applied. The instructional structure of the groups

can be summarized as follows:
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e The Control Groups: The existing instructional methods that have been used

by the instructor for three years were applied in the control groups. While
lecturing was the basic teaching method, questioning technique was also used
sometimes. Moreover, in the last eight weeks when learning theories were
taught, the students were asked to perform drama in groups. From the
beginning of the semester, a follow-up test was given at the end of each
session.

e The Treatment Groups: The redesign course enriched with critical thinking

based instruction was implemented in the treatment groups. A variety of
activities stimulating critical thinking such as questioning, case studies,

worksheets for thinking skills, puzzle, role playing, etc. was used.

An achievement test was developed and administered to both groups as
pretest at the beginning, posttest at the end and retention test 6 weeks after the
semester was over. In addition, the California Critical Thinking Disposition
Inventory (CCTDI) was also applied as pretest and posttest. Furthermore, throughout
the course, the students in the treatment groups filled out a structured student journal
each week.

For the purpose of the process evaluation, the structured student journals
were analyzed by using qualitative content analysis method in order to evaluate the
progress of the redesigned course. That is, qualitative data were just taken into
account.

For the product evaluation stage, data obtained from the achievement pre and
posttests, retention test and the CCTDI pre and posttests were statistically analyzed
and compared between the treatment and control groups by means of Mixed
Factorial ANOVA and ANCOVA in order to reveal impacts of the redesigned course
on the students’ achievement, retention and their critical thinking disposition. In
addition, to enhance the results, focus group interviews were carried out with a group
of the students from each treatment and control group and content analysis was used
in the analysis of data gathered from these focus group interviews. The results
yielded valuable information that addressed an advantage of the use of mixed design

in evaluation studies.
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3.2. The Researcher’s Role

The researcher was the implementer of the study; therefore she was involved
in every stage of the evaluation. Furthermore, the researcher was the instructor of
Development and Learning course before and after the course was designed
according to critical thinking-based instruction.

The researcher has been teaching this course since 2002. At the same time,
she started a PhD program on “Curriculum and Instruction” in the Middle East
Technical University. Her knowledge gathered throughout the courses in the PhD
program led her to think about the courses that she has been teaching. She has
experienced that students had difficulty in understanding theories, especially learning
theories. For this reason, she thought that some changes would be helpful on behalf
of students. In 2004-2005 academic year, she decided to use drama as a teaching
method. Students’ reflections towards drama were so affirmative that drama has been
used form the date onward in this course. However, dominant teaching strategy was
direct instruction in the course.

Besides, the researcher is aware that there is always a need for improvement
of programs or courses. Thereupon, she decided to undertake this evaluation
research. The main purpose was to evaluate the course more systematically in order
to identify needs, to redesign the course so as to meet the identified these needs, and
to determine impacts of redesigned course as compared to the previous
implementation. As a teaching strategy, critical thinking based instruction was
selected. Because the researcher’s observations in her classes and conversations with
them pointed out that students were used to receive and memorize information
directly given by instructors instead of thinking and understanding; and, in this
regard, the related literature state that critical thinking based instruction provides
better and deep understanding as opposed to rote learning (e.g., Beyer, 1988a;
Burden & Williams, 1998; Costa, 1991a; Eggen & Kauchak, 2001; Grant, 1988;
Johnson, 2000; Kincheloe & Weil, 2004; Maclure & Davies, 1991; Nisbet, 1993;
Paul et al.,1989; Thompson, 1995). Consequently, she paid special attention to yield
objective results; thus, she was very painstaking in collecting, analyzing, and

interpreting data and making inferences.
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3.3. Research Questions

The main purpose of the study is to evaluate how the “Development and

Learning” course can be improved with critical thinking based instruction and its

impact on students’ achievement as compared to the previous one by means of the

CIPP evaluation model. The research questions of the study are grouped under each

stage of the evaluation model.

Context Evaluation

4. The main research question for this component is “What aspects of

Development and Learning course need to be improved?” The related questions

arc:

1.6.

1.7.

1.8.

1.9.

1.10.

What aspects of teacher education programs and Development and
Learning course need to be improved according to the expert at
MONE?

What aspects of teacher education programs and Development and
Learning course need to be improved according to the instructor who
teaches pedagogical courses in the faculty?

What aspects of the accounting teacher education program and
pedagogical courses need to be improved according to the vice chair of
the Department of Accounting Teacher Education?

What are the needs regarding the objectives, content, teaching-learning
process and assessment techniques of Development and Learning
course according to the sophomore, junior and senior students who
have already taken this course?

What are the needs regarding the objectives, content, teaching-learning
process and assessment techniques of Development and Learning

course according to graduates who have been working as teachers?

Input Evaluation

5. The main question for this component is “how can Development and Learning

course be designed according to critical thinking based instruction in the

direction of meeting instructional needs of the students?” The related questions

arc:
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2.6.
2.7.
2.8.
2.9.

How can objectives of such a course be defined?
How can the content of such a course be organized?
What kind of teaching strategies can be used?

What kind of materials can be used?

2.10. How can students’ achievement be assessed in such a course?

Process Evaluation

a. The main research question for this component is “How well is this redesigned

course being implemented from the students’ points of view?” The related

questions are:

3.3.

3.4.

What are the reactions of students towards the effectiveness of the
implementation of the redesigned course?
Is there a need for revisions regarding the implementation of the

redesigned course?

Product Evaluation

a. The main research question for this component is “What is the impact of the

redesigned course as compared to the existing one (traditional instruction)?” The

related questions are:

4.1.

4.2.

4.3.

4.4,

4.5.

Is there a significant time difference among the students’ mean scores
on the pre, post achievement tests and retention test after controlling
their Cumulative Grade Point Average (CGPA)?

Is there a significant mean difference between the traditional classroom
instruction (control group) and critical thinking based instruction
(treatment group) in terms of the students’ learning after controlling
their CGPA?

Is there a significant interaction effect between time and groups in
terms of the students’ learning after controlling their CGPA?

Is there a significant time difference between the California Critical
Thinking Disposition Inventory (CCTDI) pretest and posttest mean
scores of the students?

Is there a significant mean difference between the control and treatment

groups in terms of the students’ critical thinking disposition?
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4.6.

4.7.

Is there a significant interaction effect between time and groups in
terms of the students’ critical thinking disposition?
What are the opinions of the students about the impact of the traditional

course and critical thinking based course?

3.4. Hypotheses

The hypotheses were stated only for the research questions regarding the

product evaluation stage of the study. The null hypotheses are given as follows.

4.1.

4.2.

4.3.

4.4.

4.5.

4.6.

There is not statistically significant time difference among the students’
mean scores on the pre, post achievement tests and retention test after
controlling their CGPA.

There is not statistically significant mean difference between the control
and treatment groups in terms of the students’ learning after controlling
their CGPA.

There is not statistically significant interaction effect between time and
groups in terms of the students’ learning after controlling their CGPA.
There is not statistically significant time difference between the CCTDI
pretest and posttest mean scores of the students.

There is not statistically significant mean difference between the control
and treatment groups in terms of the students’ critical thinking
disposition.

There is not statistically significant interaction effect between time and

groups in terms of the students’ critical thinking disposition.

3.5. Data Sources

This study was carried out in the Faculty of Commerce and Tourism

Education. This faculty has 3 active departments: Accounting Teacher Education

Department, Tourism Management Teacher Education Department and Office

Management Teacher Education Department. Instead of all, only students in the

Accounting Teacher Education Program were involved, since all of its graduates

have been appointed as teachers by the MONE until last year. In this department, the

number of students is around 600 including grades 1 trough 4.
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As an evaluation research, this study included both qualitative and
quantitative research techniques together. Even though this made the study design
and sampling procedure more complicated, these procedures made the study to be
based on strong bases. In order to clarify the sampling procedure, this part was
divided into subsections according to the CIPP model’s components. In each
component, different sampling methods, data collection tools and sources were used
and different numbers of participants were involved. The data sources and the

number of participants in each data collection tools are demonstrated in Table 11.

Table 11

Data Sources and Number of Participants

Data Collection Tools

,é) = = %) S Té E Z g % =
< f =
= 5% % 2 £5mZzE283% &
§ T 9% = SEEZ228EZ E
5 23 238 E LoVl a0 g 2
8 25 2§ 8 ER 0& =504 3
= — = S = = [SH) Q g ~ %7
o B s <F <&
Data Sources Number of Participants
Context Evaluation
¢ Sophomore, Junior and Senior
Students in the Accounting 321
Teacher Education Program in
2005-2006 Academic Year NA* NA NA NA NA NA
¢ Graduates 28
e Expert at MONE 1
e [Instructor in the Faculty 1

¢ Vice Chair of the Department

Input Evaluation
¢ Syllabus samples NA NA NA NA NA NA NA NA
e Textbooks

Process Evaluation

e Sophomore Students in the NA NA 718 NA NA NA NA NA
Treatment Groups in 2006-2007
Academic Year

Product Evaluation

e Sophomore Students in both the

Treatment and Control Groups NA 22 NA 156 146 174 166 135
in 2006-2007 Academic Year

 NA = not applicable
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3.5.1. Context Evaluation

Actually, this was the needs assessment part of the study. At this stage, data
sources involved external and internal stakeholders. Internal stakeholders were all
sophomore, junior and senior students who were taking and who took the course in
2005-2006 academic year, the instructor who teaches pedagogical courses in the
department and the vice chair of the department. External stakeholders were recent
graduates of this department who graduated in 2004 and 2005 and work as a teacher
currently and an expert at MONE, who has worked as an academician in universities
and administrative personnel at MONE and had experiences in vocational teacher
education.

Sophomore, Junior and Senior Students in the Department of Accounting

Teacher Education in 2005-2006 Academic Year. A needs assessment instrument

developed by the researcher was administered to these students who took the course
before. While there were 462 students in total, 321 students responded to the needs

assessment questionnaire. Characteristics of the students are given in Table 12.

Table 12

Characteristics of the Students

n %
Gender Female 117 36
Male 204 64
Total 321 100
Age Under 20 19 6
20-21 122 40
22-23 133 44
24-25 24 8
Above 25 5 2
Total 303" 100
Grade level Sophomore 130 41
Junior 85 27
Senior 103 32
Total 318 100
Grade taken from AA-BA 117 39
Development and BB-CB 145 48
Learning Course (as  ~c_pc 36 12
to the 4.00 scale) DD-FD-FF i i
Pass (grade unknown) 5 2
Total 303" 100

" Differences in total were caused by non-response to the particular questions.
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As it can be seen from the table, of the students 36 % were female and 64 %
were male. They were generally at around 20-23 years old. When the distribution of
the students according to their grade level was examined, it was found that 41 %
(n=130) were sophomore, 27 % (n=85) were junior and 32 % (n=103) were senior
students.

Graduates. In addition to the undergraduate students, graduates appointed as
teachers were also involved in this stage of the study. It was assumed that graduates
who are actively teaching might have become more aware of the role of teaching
skills developed during undergraduate study and they would address the needs more
consciously. Since it was not possible to reach all graduates, only individuals
accessible for the study were involved. That is, convenience-sampling method was
utilized, in which a group of subjects are selected on the basis of being accessible
(McMillan & Schumacher, 2001). A needs assessment questionnaire for them was
also developed. The graduates, who are teachers in vocational high schools, had
constructed an e-mail group. The researcher joined the e- mail list of the group, and
sent them the questionnaire by this e-mail list. Unfortunately, only 28 graduates
whose characteristics are summarized in Table 13 responded the questionnaire.

These graduates were mainly novice teachers with one (57%) and two years
(43%) of experience. Gender distribution of the graduates was similar to the
undergraduate students. Males constituted 61 % of the graduates. The distribution

also showed that more than half of the graduates were around 23-24 years of age.

Table 13

Characteristics of the Graduates

n %
Gender Female 11 39
Male 17 61
Total 28 100
Age 21-22 3 11
23-24 18 64
25-26 6 21
27+ 1 4
Total 28 100
Teaching 1 16 57
Experience 2 12 43
Total 28 100
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The Instructor, Expert at MONE and The Vice Chair of the Department.

There were interviews with an instructor and the vice chair of the Department and an
expert at MONE. Since in the faculty there is one instructor other than the researcher,
who teaches pedagogy courses and holds a degree in educational sciences, he was
selected for the interview. The expert from MONE was the one with educational
sciences and vocational education background who could give information about
Development and Learning course. Also, it was intended to interview with the chair
of the department but since he was not available, the interview was carried out with

the vice chair of the department.

3.5.2. Input Evaluation

Documents comprising syllabuses and textbooks regarding Development and
Learning course were reviewed. Available resources in the faculty were determined.
Then, the course was redesigned according to critical thinking based instruction with
the intention that it would meet the instructional needs revealed in the Context

Evaluation.

3.5.3. Process Evaluation

The Students in the Treatment Groups. In this stage, a quasi experimental

design was applied in the Fall semester of the 2006-2007 academic year. For this
reason, the treatment and control groups were constructed as mentioned in the former
sections. In fact, two sections of the Department of Accounting Education were
opened for the enrollment to Development and Learning course by the Office of the
Student Affairs. Since around 90 students were expected to enroll in each section,
division of each section into two groups was required. By the permission of the Vice
Dean, this division was actualized so that four groups were formed. Two of them
were randomly assigned as the treatment and the others were assigned as the control
groups. Yet, random assignment of the students to the groups could not be achieved
because students are enrolled in the course via computerized system, based on their
identity number that does not allow for random allocation of students to the sections.
Then, throughout 14 weeks semester, the redesigned course was implemented in the
treatment groups and traditional methods of the instruction were implemented in the

control groups. The distribution of the students assigned into the groups is given in
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Table 14. In total, 176 students enrolled in the course. Of them, 92 were in section 1
and 84 were in section 2. After division, there were finally 89 students in the

treatment groups and 87 in the control groups.

Table 14

Distribution of the Students into the Groups

n %

Treatment 1 (Section 1) 47 27
Treatment 2 (Section 2) 42 24
Treatment Total 89 51

Control 1 (Section 1) 45 25
Control 2 (Section 2) 42 24
Control Total 87 49
Total 176 100

At the process evaluation stage, the redesigned course implemented during
2006-2007 Fall semester was evaluated. Because the process evaluation included the
evaluation of the redesigned course carried out in the treatment groups, only students
in the treatment groups were involved. They were asked to fill out a student journal
each week; therefore, the number of the collected student journals during the

semester was 718 in total.

3.5.4. Product Evaluation

The Students in Both the Treatment and Control Groups. In this stage, an

achievement test was administered to all students in both the treatment and control
groups at the beginning and at the end of the course. Moreover, this test was
conducted as a retention test 6 weeks after the semester was over. In the pretest, 156
students participated in the pretest, 174 students participated in the posttest and 135
students took the retention test. The posttest was applied as a final exam, so all
enrolled students took the test. However, when the retention test was administered,
only students who were in the class at the test time participated in the test; thus, 39
mortalities were observed. In the Table 15, the distribution of the students into the
groups is presented. The results showed that almost equal number of the student from
the treatment and control groups participated in the tests (83 vs. 73 in the pretest, 87

vs. 87 in the posttest and 66 vs. 69 in the retention test, respectively).
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Table 15

Distribution of the Students Who Took Pretest, Posttest and Retention Test

Test type Groups n %
Pretest Treatment 1 44 28
Treatment 2 39 25
Control 1 36 23
Control 2 37 24
Total 156 100
Posttest Treatment 1 46 26
Treatment 2 41 24
Control 1 45 26
Control 2 42 24
Total 174 100
Retention test Treatment 1 34 25
Treatment 2 32 24
Control 1 33 24
Control 2 36 27
Total 135 100

In addition, the CCTDI was administered to all students as pre- and posttest.

146 students participated in the pretest and 166 students in the posttest. In Table 16,

the groups of the students are presented.

Table 16
Distribution of the Students Participated in the Pretest and Posttest of the CCTDI
Test type Groups n %
Pretest Treatment 1 42 29
Treatment 2 41 28
Control 1 39 27
Control 2 24 16
Total 146 100
Posttest Treatment 1 46 28
Treatment 2 38 23
Control 1 44 26
Control 2 38 23
Total 166 100

In addition to these tests, focus group interviews were conducted with the
students in both the control and treatment groups. These students were selected by

using the maximum variation sampling method. The students’ gender (male-female)
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and CGPA scores (low, middle, high) were taken into consideration in the selection.
Based on this criteria, 6 students from each subgroup (treatment 1 & 2 and control 1
& 2), which was 24 in total, were determined randomly. However, all of the selected
students were informed to participate in the interviews but 2 of them did not
participate. Thus, the interviews were actualized with 22 students in total. The

distribution of the students by groups, gender and CGPA is presented in Table 17.

Table 17
Distribution of the Students by Their Groups, Gender and CGPA

Treatment Treatment Control Control
Group 1 Group 2 Group 1 Group 2 Total
Gender
Male 3 2 2 3 10
Female 3 3 3 3 12
Total 6 5 5 6 22
CGPA
Low 2 1 2 2 7
Middle 2 2 2 2 8
High 2 2 1 2 7
Total 6 5 5 6 22

3.6. Data Collection Instruments and Procedures

Multiple data collection instruments were used. At each stage of evaluation,
except for the input and process evaluation, both qualitative and quantitative data
collection methods were utilized. Data collection procedure and timetable are

presented in Table 18.

84



¢8

Table 18

Data Collection Procedure and Time Table

Instructor (1)

2005 2006 January to 2006 June to 2006 August 2006 2006 May to 2006 2006 December
May to I Septemb to September to Septemb Septemb 2007 J 2007 March
December une eprember September December eprember eprember - anuary
CONTEXT EVALUATION INPUT PROCESS EVALUATION PRODUCT EVALUATION
EVALUATION
Pretest of
Administration of Achievement Posttest of Retention
Q NA Quest Test & Achievement test
g . Development CCTDI Test & CCTDI
5 Development of
5| of NA Quest. Achievement
35 & Pilot test Sor}l:lirirgrfg(s l) 30) test & Pilot  goohomore Sophomore
< Semior (103) test (156-Ach. &  (174-Ach. & 121 33)
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o Administration of Administration Administration
c Interview of Student Development of focus group
? Development Documents Development Journals of focus interviews
=S| of Interview (Syllabuses, of Student group
> . . .
= questions MONE (1) Textbooks) Jounral Sooh interview
é Vice chair (1) 0127?81;0“: questions Sophomore (22)




3.6.1. Context Evaluation

Two data collection procedures were used in the context evaluation stage; the
needs assessment questionnaire and individual interviews. Each of these procedures
is explained respectively.

Needs Assessment Questionnaire for Students. A needs assessment

questionnaire specific to Development and Learning course was developed to
determine needs and expectations of the students who took the course (see Appendix
A for the questionnaire). All aspects of the course, which are the course objectives,
content, teaching-learning process and assessment procedures were taken into
account in the preparation of the questionnaire. It includes four main parts. The first
part was left for general information. The second part was devoted to statements
about the course objectives. This part was comprised of 57 objectives and the
students were asked to indicate “how important attaining these objectives and
gaining skills are” and “how competent they feel in the skills stated in the
objectives.” A five-point likert scale was used for each question (1=not important,
2=little important, 3=undecided, 4=important, S5=very important and 1=not
competent, 2=little competent, 3=undecided, 4=competent, S5=very competent,
repectively). The objectives herein were prepared in detail for each topic in the
course content including physical development to moral development, behavioristic
to cognitive learning theories and motivation topics. In this way, it was possible to
get idea about not only which objectives were important but also which content
should be covered in the course.

The third part was related to the teaching-learning process of the course. In
this part, in-and out-class activities and strategies were supplied. These activities
included common activities encountered generally in any ordinary class but activities
promoting thinking skills determined based on literature were also included. Then,
the students, who have already taken this course, were asked to state “to what extent
the given activities took place in the class” and “to what degree these activities were
important for learning.” The purpose for asking these questions was to determine
which activities should be involved in the course from their points of view. Similar to
the 2nd part, in this part a five-point scale was used (l=never, 2=rarely,

3=sometimes, 4=often, S=always in the statements related to the frequency of the

86



activities and 1=not effective, 2=little effective, 3=neutral, 4=effective, S=very
effective) in the statements related to the effectiveness of the activities in learning.

The last part of the needs assessment questionnaire included items related to
the types of assessment procedures students would prefer in this course. According to
the student assessment and grading regulations of Gazi University, students are
assessed based on their midterm and final score. However, it is possible to use
various methods/procedures for midterm and final grade. Therefore, in this part,
students’ preferences toward assessment procedures were asked for both midterm
and final.

After the questionnaire was developed based on the abovementioned steps it
was reviewed by six instructors in the field of Educational Sciences in order to assure
for face validity of the instrument. In addition, six students were also asked to read
and comment on the clarity and understandability of the items in the questionnaire.
For the purpose of pilot test, after having been revised based on the instructors’ and
students’ opinions the final form was built and administered to the sophomore, junior
and senior students in the other departments in the faculty (i.e., the Departments of
Office Management Education and Tourism Management Education). In total, 304

students participated. Characteristics of the students are given in Table 19.

Table 19

Characteristics of the Students Participated in the Pilot Test of the Needs Assessment

Questionnaire

n %
Gender Female 198 65
Male 106 35

Total 304 100

Department Office management 142 47
Tourism management 162 53

Total 304 100

Grade level Sophomore 98 32
Junior 93 31
Senior 113 37

Total 304 100

In order to check the reliability of the test, Cronbach o as a reliability
coefficient was calculated. Since in the questionnaire there were two main parts

including two subscales within self, reliability estimates for each of them were
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calculated separately. For the subscales in the second part, Cronbach-a coefficients
were found .94 and .97, respectively and for the subscales in the third part, they were
equal to .94 for both. After reliability analysis, the final form was applied to the
sophomore, junior and senior students in the department in 2005-2006 Spring
semester.

Needs Assessment Questionnaire for Graduates. The needs assessment

questionnaire for students was adapted to graduates so as to identify needs in relation
to objective, content, teaching-learning process and assessment techniques from the
graduates’ points of view (see Appendix B for the questionnaire). In the third part of
the former needs assessment questionnaire prepared for the undergraduates, the
question that “how often the activities took place in the course” was removed and
changed into “to what degree, the activities are effective in improving thinking
skills” was added. The questionnaire was sent to the graduates via e-mail since it was
not possible to access them in other ways. Like the needs assessment questionnaire
for undergraduates, regarding the course objectives and teaching-learning process
there were two main sections including two subscales. The reliability coefficients for
the subscales in the former one were found .96 and .98 and for those in the latter one,
the coefficients were .94 and .95, respectively.

Structured interview. Structured interviews were carried out with the expert

from MONE, the instructor in the faculty and the vice chair of the department. The
main purpose was to determine goals of teacher education programs and instructional
goals of Development and Learning course and to identify expectations, current
problems and needs regarding teacher education programs and the course from their
points of view. Four instructors reviewed interview questions prepared for each
interviewee and based on their comments, the questions were revised (see Appendix
C, D & E for the interview questions). To the expert and instructor, their opinions
about objectives, needs, expectations and recommendations regarding teacher
education and Development and Learning course were asked. To the vice chair of the
department, her opinions about teacher education in general, her expectations from
Accounting Teacher Education program, and her thoughts about pedagogy courses
and suggestions were asked. Since she was from Accounting field, detailed questions

about Development and Learning course were not directed.
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3.6.2. Input Evaluation
In this stage syllabuses and textbook related to the course and the faculty
resources were examined so as to design Development and Learning course

according to critical thinking based instruction.

3.6.3. Process Evaluation

Student journals. Journals have been used as a method for reflection on

learning. Reflective learning causes students to think about their learning; thus it
provides feedback to instructors about both students’ progress and course progress
(Abbas & Gilmer, 1997; Burbach et al., 2004; Langer, 2002). Janesick (2004b) also
claims that journal writing promotes critical thinking skills and provides a
communication tool between the teacher and the learner.

Langer (2002) explains three types of learning journals: unstructured,
structured and dialog journals. In unstructured journals, students use their own
writing style and format like diary but this makes journal comparison among students
difficult. Whereas, structured journals, which is designed in advance are more
beneficial for both instructors and students. Students follow the given format simply
and instructors can easily compare students and evaluate students’ reflections in
terms of their learning and lesson’s progress. Besides these, dialog journal is defined
as a communication tool between students and teacher.

In the current study, the students in the treatment groups were assigned to
write journals to get their feedback about the course progress and their progress at
the end of each session. Because of its easiness, structured journal type was
preferred. A standard journal form was prepared by adapting it from Koc¢ (2002). 9
questions were asked. It starts with a question related to what they learned and what
important points of the topic were. Clarity of topics and effectiveness of the activities
in learning and in using thinking skills were then asked. This is followed by their
reflections on their learning and on their success. Finally, their opinions and
suggestions for providing better instruction and learning and overcoming difficulties
were asked. Then it was reviewed by two instructors and given to the students in the

treatment group (see Appendix F for Student Journal).
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3.6.4. Product Evaluation

Achievement Test. At the beginning and end of the course, an achievement

test was given to the students in both the treatment and control groups in order to see
their development from pretest to posttest and differences between groups.
Moreover, this test was applied to the same group of students 6 weeks after the
course was over to test retention of students’ knowledge regarding the course.

The achievement test included 40 multiple-choice questions. For preparation
of the test, a table of specification was formed indicating the course objectives that
would be evaluated. First of all, by task analysis, all topics were outlined and then
objectives were determined under each topic (see Appendix G). Then, the objectives
were classified according to the topics and table of specification (see Appendix H)
was constructed.

Based on the table of specification five alternatives multiple choice test
questions were developed for each objective. The test was reviewed by four
instructors who are from the field of educational sciences and have been
teaching/had taught Development and Learning course. Then, the test was
administered to 171 junior students who have already taken the course for the
piloting purposes. The item analyses were carried out by means of ITEMAN
software. The results are given in the Appendix I. As it can be seen from the table in
the Appendix I, discrimination indices of 28 questions were equal or higher than
0.30, 9 questions’ discrimination indices were between 0.20 and 0.30, and only 3
questions’ indices were less than 0.20. According to the criteria set by Crocker and
Algina (cited in Baykul, 2000), the questions with discrimination indices higher than
.30 were hold in the test. The questions with indices between .20 and .30 were
revised, and those with indices less than .20 were replaced by new questions. The
reliability of the final test, Kuder Richardson (KR)-20, was found .64 which is not
high enough according to the criteria which is .70 as the modest value (McMillan &
Schumacker, 2001; Nunnally & Bernstein, 1994). Thereupon, the reasons of this low
reliability estimate were searched.

There are some reasons that affect reliability of the test like homogeneity of
the groups (Pedhazur & Schmelkin, 1991; Baykul, 2000). For testing group

homogeneity, Roberts, Onwuegbuzie, and Eby (2001) propose a new statistics in
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order to measure how far the data is from homogeneity. The formula is given as

follows;

1 & (a b Y
aROE:NZ( : lj

i=1 n;

1

where N is the number of test items, a; is the number of students who answered i
item correctly, b; is the number of students who answered ™ item incorrectly, n; is
the number of respondents to each item. agror = 1 means perfect homogeneity of the
data set and agor = 0 indicates perfect heterogeneity. For the achievement test used
in this study, agoe was found 0,18. Since this value is close to 0, it indicates that
onlyl8 percent of the lack of total test score variance is due to the groups’
homogeneity. Therefore, it was concluded that reliability coefficient of the
achievement test was not affected seriously by the group homogeneity.

Another important factor affecting reliability is the number of test item. In
this study, since all treatment condition was applied to the whole course, all topics
and objectives were covered in the achievement test. Nine objectives and 11 topics
were identified and by relating both sides 160 behaviors were determined for the
course (see Table of Specification). However, since exam time and students’
reactions were taken into account, it was not possible to measure all behaviors with a
single instrument. Thus, this number was decreased to 40 by considering weight of
each objective so none of the objectives and topics was left outside of the test. On the
other hand, 40 items may not be representative enough for 160 behaviors. For this
reason, measuring the attainment of the course’s cognitive behaviors with a 40-item
single test might have resulted in low reliability. Consequently, since reliability
coefficient was evaluated not too low to be rejected even this value is in an
acceptable interval according to Linn and Gronlund (2005) and Ozdamar (1997), the
final form (see Appendix J) was decided to be administered to the groups.

In addition to pre- and post test, the same achievement test was applied to the
same students 6 weeks later than the posttest. The aim was to measure the impact of
the redesigned course on the retention of knowledge.

California Critical Thinking Disposition Inventory (CCDTI). This inventory

was developed based on the results of The Delphi Report in which critical thinking

and disposition toward critical thinking were conceptualized by a group of critical
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thinking experts (Facione, 1990). The original CCTDI includes 75 items loaded on
seven constructs. These are inquisitiveness, open-mindedness, systematicity,
analyticity, truth-seeking, critical thinking self-confidence, and maturity. Briefly, the
inquisitiveness construct including 10 items that measures one's intellectual curiosity
and one's desire for learning without considering any profit. The open-mindedness
construct contains 12 items that measures being tolerant of divergent views and
sensitive to the possibility of one's own bias. The systematicity construct comprised
of 11 items, and it measures how a person is organized, orderly, focused, and diligent
in inquiry. The analyticity construct involving 11 items addresses the application of
reasoning and the use of evidence to resolve problems. The truth-seeking construct
including 12 items measures the disposition of being eager to seek the best
knowledge in a given context, courageous about asking questions, and honest and
objective about following inquiry. The critical thinking self-confidence construct
consisting of 10 items measures the trust the soundness of one's own reasoning
processes. Finally, the maturity construct involving 10 items measures cognitive
maturity and the disposition to be judicious in one's decision-making (Facione,
Sanchez (Giancarlo), Facione & Gainen, 1995; Kokdemir, 2003;).

Kokdemir (2003) carried out an adaptation study to transform this inventory
into Turkish version because of cultural concerns. After all items were translated
into Turkish by eight persons including six psychologists, a simultaneous translator
and the researcher himself, it was administered to 913 students in the Faculty of
Economic and Administrative Sciences. Firstly, item-total score correlations were
estimated and 19 items whose correlation under .20 was eliminated from the scale.
Factor analysis was performed on the reduced scale. His study revealed that five
items had lower factor loadings than .32 and items under open-mindedness and
maturity constructs were loaded on one construct. Finally, 51 items with six
constructs were kept in the scale (see Appendix K). Reliability of the whole scale
was found .88. Reliability coefficients of each subscale ranged from .61 to .78.

In this study, this scale was administered to the students in the treatment and
control groups. The reliability estimate of the scale was .65 for pretest and .76 for
posttest. However, a consistency among subscales’ reliability coefficients could not
be found because it ranged from .05 to .77 for pretest and .23 to .80 for posttest. The

unreliable subscales were truthseeking and systematicity subscales for both pretest
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and posttest. For this reason, the analyses regarding the CCTDI were carried out
based on the students’ total scores on the inventory; subscale analyses were not
conducted.

Focus Group Interview. By the end of the course, in order to evaluate the

effectiveness of all aspects of the course from the students’ points of view, the
sophomore students in both the treatment and control groups were interviewed.

Focus group interview was preferred because of its advantages over one-to-
one interview. Focus group interview provides less stressful environment and natural
atmosphere than one-to-one interviews. In such cases, persons in the group listen to
others’ opinions and comments, these opinions or comments affect the others’ idea
and cause them to realize another point of view that they have not realized. For this
reason, in focus group interviews, rich and detailed information can be obtained and
interviewing reaches its goal. In addition to these, it is indicated that since the
findings are more believable in focus group interviews so face validity of the results
are high. Low cost, quick results and reaching more people at one time are the other
advantages (Marshall & Rossman, 1999; Yildirim & Simsek, 2003).

Besides these, there are disadvantages as well. The most important one is the
control of persons. Sometimes, interview can wander from the main topic. At these
times, interviewee’s role gains importance. As a precaution, structured open-ended
questions were asked one by one. Moreover, some questions were further clarified
for better understanding; in order to understand their meaning, further probing
questions were asked; and when they wanted to say something, they were let to
speak. But in spite of these, focusing on the questions could be achieved. This semi-
structured interview was preferred since it provides comparison of responses across
student and groups and it decreases bias and subjectivity encountered in unstructured
interviews (Bogdan & Biklen, 1998; Yildirim & Simsek, 2003).

In these interviews, first of all, warm-up questions were asked. These were
“Which high school did they graduate?”, “Why did they choose this faculty?”’, “Do
they want to be a teacher? Why?”, “Do they think that Development and Learning
course is beneficial for teaching profession? Why?”. Then, more detailed questions
about the course were asked like their expectations from the course, the degree to
which their expectations were met and reasons, contribution of the course, their

opinions about the content, their competency in the course, teaching-learning
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process, instructional materials and assessment techniques. In addition, impact of the
course on their thinking was asked. These questions were reviewed by 4 instructors
and based on their suggestions, some parts were revised. Then, the final form of the
questions was administered to the selected students in each group (see Appendix L).

All responses were tape-recorded and transcribed.

3.7. Data Analysis
The use of both qualitative and quantitative methods entails relevant data
analysis procedures. Therefore, in this section qualitative and quantitative data

analyses will be explained

3.7.1. Analysis of Quantitative Data

Descriptive statistical analysis was used for all data gathered from the
questionnaires. Mean, median, mode and percentage distribution of data gathered
from the questionnaires were calculated in order to exhibit the distribution of data.

Concerning the CCTDI, for testing pretest and posttest mean differences
between the treatment and control groups, Mixed Factorial ANOVA analysis was
conducted because Mixed Factorial ANOVA provides testing mean differences
between-group and within repeated-measures at the same time (Field, 2005). That is,
between group (i.e., treatment and control groups) and within group differences on
repeated measures (i.e., pretest and posttest) can be tested simultaneously.

Moreover, for determining mean differences between and within the groups
in terms of the students’ progress from the achievement pretest to posttest and from
the achievement posttest to the retention test, Mixed Factorial ANCOVA was used.
Since nonequivalent groups were compared, in order to eliminate the effect of the
students’ CGPA scores, CGPA variable was treated as a covariate in the analysis. For

all quantitative data analyses, SPSS 15.0 was used.

3.7.2. Analysis of Qualitative Data

While there are various qualitative data analysis approaches, Yildirim and
Simsek (2003) group them into two ways: descriptive and content analysis. In this
study, descriptive analysis was utilized for analyzing data gathered from individual

interviews with the instructor, the vice chair of the department and an expert at
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MONE. According to descriptive analysis, a thematic framework was formed in line
with the research questions, data were reviewed in accordance with the framework,
and then findings were presented in a narrative way and illustrated by quotations.

On the other hand, in order to analyze the data obtained through focus group
interviews and journals, content analysis was used. The purpose of the content
analysis was to reveal the underlying issues and themes about issues. The content
analysis process was introduced below by following the procedure explained by
Yildirim and Simsek (2003).

1. Coding the data. First step was coding the data obtained from interviews.
Data was scrutinized, keeping the conceptual framework of the study and research
questions in mind. When reading through the data, places, which seem to be
important, was identified and a code (name) was given. In determining codes,
inductive coding method was followed; codes describing the data were generated
after data was reviewed and a list of codes was developed in this way.

2. Generating Themes from codes. The codes were reviewed again and
related codes were classified into broader categories. That is, themes yielded by
related codes were determined. In this way, themes and codes were listed.

3. Organization and Description of Codes and Themes. After codes and
themes were determined, they were organized in a meaningful manner by taking

research questions of the study into consideration.

3.8. Internal Validity

Fraenkel and Wallen (2003) describe internal validity that “observed
differences on the dependent variable are directly related to the independent variable,
and not due to some other unintended variable” (p.178). There are a variety of threats
to internal validity which stemmed from subject characteristics, mortality of subjects,
location, instrumentation, maturation, history, regression, etc. In this section,
possible threats and solutions to overcome these threats were explained in order to

yield accurate results.

3.8.1. Internal Validity of Quantitative Stage
Some courses of actions were taken to prevent internal validity threats to the

quantitative part of the research design.
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In order to decrease the effect of selection threat in the quasi-experimental
design of the study, Mixed ANCOVA analysis was used. Selection threat appears
when the subjects are not randomly assigned into the groups like in this study. In this
case, students’ characteristics might affect the results. Therefore, to reduce students’
characteristics impact on the results at least in terms of academic achievement,
CGPA of the students was taken as a covariate in Mixed ANCOVA so that its effect
was controlled.

Use of pretest in the study might have caused students to remember
questions, work on those questions and get high grade on the posttest. This is called
as testing or pretesting threat (Freankel & Wallen, 2003; McMillan & Schumacher,
2001; Pedhazur & Schmelkin, 1991). Since pretest and posttest were administered at
the beginning and end of the semester respectively, the time between tests was long
enough to prevent this problem.

For preventing the diffusion of treatment, which is the impact of the treatment
on the control group (McMillan & Schumacher, 2001), the other class (control
group) could have been not informed about the treatment. However, since the groups
were from the same department, they were attending the other courses together.
Therefore, in a short time the students in the control groups would have realized what
was happening in the treatment groups. That is, it was not possible to conceal the
treatment. Thus, all students were informed at the beginning about the treatment.
However, since lots of activities were carried out in the classes for the treatment
groups, the other students in the control groups were aware of them but they were not
allowed to come in the treatment classes and participate in those activities. In this
way, effect of the treatment on the control groups were strived to be averted.

Moreover, to handle implementation threat, which is implementation of the
treatment by different instructor or instructors’ bias behaviors in treatment groups to
get intended results, the researcher was the only instructor in all groups (Freankel &
Wallen, 2003). Regarding the researcher’s impact on the results, a justification was
given in the “The Researcher Role” part.

Another internal validity threat is location, which means treatment
application or data collection conditions (Freankel & Wallen, 2003). Similar classes
with same equipments were arranged at the beginning and all students took data

collection tool in the similar conditions. However, during semester, a few problems
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were encountered in the treatment group classes. For example, since the electricity
was gone or the projector in the class did not work, slides and movie could not be
shown in one of the treatment groups. At that time case study was analyzed, this
movie was shown in the next week and a photocopy of slides was left for them to
copy.

Throughout the course implementation, one of the most significant factors
that might have affected the study results might be the attitude of the participants.
This threat towards internal validity is explained that subjects in the treatment groups
may have positive attitude to the course because of being treated differently and may
be more motivated to study much more and get higher grades (Freankel & Wallen,
2003). On the other hand, in this study at the beginning the students in the treatment
group reacted negatively to the activities. They thought that they were forced to do
these activities and they were sometimes exhausted. This resistance to change might
have negative impact on the study progress but then their reactions changed in a

positive way.

3.8.2. Internal Validity of Qualitative Stage

There are several procedures that can be applied in qualitative research to
handle internal validity concerns of the study. In this part, some of them taken into
consideration were explained.

Triangulation 1s one of the validity procedures which is proposed especially
in increasing credibility of qualitative studies (Creswell & Miller, 2000). Since,
throughout this study both qualitative and quantitative data collection instruments
were used together either as a complementary or as an expansion of the results, the
validity concern of the results was strived to be handled by means of triangulation
approach.

Disconfirming evidences is the process where investigators first establish the
preliminary themes or categories in a study and then search through the data for an
evidence that is consistent with or disconfirms these themes (Creswell & Miller,
2000). In content analysis of the qualitative data of the study, not only data
supporting themes and codes but also other negative evidences were also taken into

account.
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A rich description, which is another procedure for establishing credibility in a
study, is to describe the setting, the participants, and the themes of a qualitative study
in rich detail. The purpose of a thick description is to provide understandability of the
study so that readers can evaluate the results objectively. Rich description also
enables readers to make decisions about the applicability of the findings to other
settings or similar contexts (Creswell & Miller, 2000; LeCompte & Goetz, 1982).
Thus, all process of the research design and all results were explained in detail.

Another procedure proposed by Creswell and Miller (2000) is the disclosure
of researcher role, assumptions, beliefs and biases. Researcher acknowledges and
describes her/his beliefs and biases early in the research process so that she/he
provides readers to understand her/his positions throughout the study. At the
beginning of the chapter, a part was left to “The Researcher Role”, since the

researcher herself was implementer and coordinator of the study.

3.9. Limitations and Delimitations

There are some limitations in this study. One of the limitations that could not
be controlled in the study is random assignment of the students into the groups. Other
limitations were the students’ characteristics and their thinking skills level. Intensity
of other courses that the students took at the same semester together with this course
was another limitation. In addition, the implementation of the redesigned
Development and Learning course by the researcher herself was another limitation of
the study.

Besides limitations, one of the delimitations set by the researcher was about
the selection of the course and context. Instead of conducting this study on teacher
training programs in teacher education faculties, the scope was limited to
Development and Learning course taught in the Faculty of Commerce and Tourism
Education. Therefore, the results cannot be generalized to the programs neither in
this faculty nor in other faculties.

The main focus of the study was limited to examine the impact of critical
thinking based instruction on learning rather than improving critical thinking.
Therefore, the acquisition of content knowledge was more emphasized; direct

teaching of critical thinking skills was not exactly appeared because the content load
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of this course did not allow time for teaching these skills. Only activities were used
as a means for this purpose.

Final delimitation was that while needs assessment part of the study yielded
various needs, this study focused on the needs leading to the development of the

course based on critical thinking skill because of time limitation.

3.10. Assumptions

1. The respondents were objective and honest in answering the questions asked
in the tests, questionnaires, interviews and journals.

2. The respondents-students and graduates- have developed appropriate insight
into the basic knowledge and skills regarding development and learning.

3. The respondents-students and graduates- who had already taken the course
recall the course with acceptable clarity.

4. Variables that could not be controlled affected the students in the treatment

and control groups in the same way.
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CHAPTER 1V

RESULTS

The purpose of the study was to evaluate the needs, design, implementation
and outcomes of the “Development and Learning” course enriched with critical
thinking—based instruction within the teacher education program in the Faculty of
Commerce and Tourism Education in Gazi University was evaluated by using
Stufflebeam’s CIPP (Context, Input, Process, and Product) evaluation model. In line
with this purpose, this study was framed by the following main research questions:

1. What aspects of Development and Learning course need to be improved?

2. How can Development and Learning course be designed according to critical
thinking based instruction in the direction of meeting instructional needs of
the students?

3. How is this redesigned course being implemented?

4. What is the impact of the redesigned course?

In order to seek answers to these questions, various instruments through which data
were collected from different sources were used.

In this part, findings obtained from qualitative and quantitative data
throughout the research process were presented in accordance with the main research
questions determined separately for each stage of the course evaluation process.
Therefore, results were given under four main sections; context, input, process, and
product evaluation, respectively. There were also subheadings under these sections
regarding each main and subsidiary research questions. While qualitative data
analysis results were explained based on the themes emerged from the analyses, only
those obtained from interviews with the vice chair, instructor and expert at MONE
were presented descriptively. Concerning quantitative data, results were explained

based on descriptive and inferential statistical analysis.
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4.1. Results on Context Evaluation

The first research question covers the first element of Stufflebeam’s CIPP
model; context evaluation in which needs, problems, assets, and opportunities are
assessed in order to determine goals and priorities of a program or a course
(Stufflebeam, 2000, 2003). Accordingly, needs assessment study was conducted in
this stage in order to find out answers to the research question, “what aspects of
Development and Learning course need to be improved?”’, and the related sub-
questions.

Relevant stakeholders were involved in the needs assessment. Interviews with
vice chair of the Department of Accounting Teacher Education, an expert at MONE,
and an instructor teaching pedagogical courses (Instructional Planning and
Evaluation, Instructional Technology and Material Development) were carried out
individually. Undergraduate (sophomore, junior and senior) students’ and graduates’
opinions, perceptions and preferences toward the course were collected by two
questionnaires developed for each group. Findings revealed by each instrument were

explained separately under corresponding sub-headings.

4.1.1 Needs Regarding Teacher Education Programs and Development and
Learning Course According to the Expert at MONE

An individual interview corresponding to this research questions was carried
out with an expert at MONE. Professor had graduated from Higher Teacher School
in 1958, which had been transformed to the current Technical Education Faculty in
Gazi University. He has MA degree from Southern Illinois University in USA in the
field of vocational and technical education. He received his PhD degree in the field
of Curriculum Development at Ankara University. He has been working in education
field since 1958 as either an academician in universities or administrative personnel
in the Ministry. When the interview was carried out, he was working as an expert in
the Modernization of Vocational Education and Training in Turkey (MTEM) project
supported by European Union. In short, he has both valuable theoretical knowledge
and experiences of putting theories into practice in terms of teacher education,
vocational and technical education.

Regarding the goals of teacher education, he embraced an Atatiirk’s

expression, “New generations will be your master pieces”. He mentioned that
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Atatiirk aimed to educate secular, democratic and contemporary generations.
Consequently, as Atatiirk meant, Professor also believes that the goal of teacher
education is to educate students who gain affective behaviors like attitudes and habits
as well as cognitive behaviors with reference to the basic principles of the Republic.
He expressed that teacher education has two functions: to raise good citizens of the
Republic who posses basic human behaviors that a contemporary life necessitates
and to raise individuals who acquired the required vocational competencies and
behaviors.

Concerning the degree of attainment of these goals, he stated that this was a
controversial issue. While Turkey has long term experience in teacher education and
there have been good improvements since the beginning of the Republic, he
indicated some problems affecting attainment of the goals. One of them was that
teacher education system has been affected extremely by politics, especially in 1970s
and 1980s. He talked about the reconstruction of teacher education in universities in
the place of institutions affiliated with MONE with regard to Higher Education Act
in 1982. For Professor, this transformation provided teacher education to become a
discipline at undergraduate university level because it was not structured well
beforehand. He claimed; “although this was an important improvement, healthy
communication between MONE and CHE has not been established at intended level
yet.”

He also emphasized on another problem that universities have a limited
experience in teacher education in spite of their theoretical contributions. To what
extent universities give importance to teacher education adequately was stated as
another concern. Lastly, he highlighted a problem between demand and supply in
vocational teacher education; that is, supplying more teacher candidates than
demanded; “I believe that in Turkish Education System, the most important problem
is in quality not quantity. For this reason, we should endeavor to train teachers
capable of fulfilling intended responsibilities not supply quantitative demand”.

According to Professor, teachers should have the following three main
characteristics: (1) a common overall knowledge to be able to perceive daily
incidences because they have a leadership role so they should be a good model, (2)

knowledge in their subject field like accounting, commerce, and (3) teaching
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competencies to be able to teach what was learned; that is, they should know how to
teach for efficient and qualified instruction.

Additionally, he was asked to evaluate current teachers. He answered this
question based on his experiences with teachers he has encountered. He did not
generalize but indicated that there was a weakness in teaching what was learned; that
is, in putting theory into practice and added; “especially, in vocational and technical
teacher education faculties, there is a lack of teaching practice”.

As a reason, he thought that universities give more importance to theory than
practice and pedagogical courses are not considered as important as subject/area
courses. Furthermore, according to Professor, the understanding “a person who
knows can teach as well” needs transformation. Thirdly, weaknesses in sustainability
of competencies were stated by Professor. He proposed that there should be a life
long learning system supporting teachers to develop themselves. In this regard, he
mentioned existence of various opportunities such as easy access to information via
digital technology and exchanges of knowledge and experience among countries
especially through European Union supported projects.

Regarding the importance of Development and Learning course, he claimed
that teaching without knowing target groups’ characteristics; their weaknesses,
strengths and learning pace is a very inappropriate way of instruction. He illustrates,

...1f a teacher is not aware of individual differences in learning, if he/she
wants students to know and behave as he/she taught and if everyone does not
behave in the same way, he/she would call on one student as successful and
another one as unsuccessful. The person who is called unsuccessful may be
successful with another learning style. For this reason, where does this lead
us? It addresses a necessity that we should pay attention to individual
learning together with group learning; that is, we should highlight learning
centered approach...we try to reshape human behaviors through education
and if we do not know the material that we shape, it would be hard for us to
fulfill this process properly and effectively. Therefore, for everyone who
would be a teacher, even, teachers from preschools and faculty members from
universities, having a minimum knowledge in these topics is very crucial.

For objectives of the course, Professor said that he is not expert in this field
but he explained the following ones in general;
1. to gain required knowledge to know persons, to know development stages,
2. to know learning theories, their weaknesses and strengths, and

3. to be able to apply learning theories into learning environments.
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When he expressed his perception about the attainment degree of these
objectives he answered that since there is not any internal evaluation/accreditation
system in universities, it is not possible to talk about to what extent these objectives
are attained.

In order to develop this course, he emphasized that students’ competencies
should be identified first, and the program should be planned with reference to these
competencies. That is, appropriate methods, strategies, materials and environment
should be determined based on these competencies/outputs. Meantime, adequate
number of qualified teacher trainers should be recruited. Then, he briefly concluded
that we should approach teacher education from a holistic perspective where all
components are congruent with one-another.

Consequently, Professor talked about the teacher education system, its goals
and problems. He emphasized some systematic problems which actually go beyond
the scope of this study. On the other hand, his other expressions highlighted
important points. Regarding Development and Learning course, he agreed on its
importance for teacher education. Concerning objectives of the course, he pointed
out three main objectives; “to know development and learning theories”, “to know
weaknesses and strengths of theories” and “to apply theories in learning
environment”. As deficiencies that should be improved, he stressed several times the
lack of teaching practice and putting theories into practice in teacher education
faculties in contrast to the adequacy of theoretical knowledge. This explanation
underlined that the application of development and learning theories in learning
environment should be taken into account in redesigning Development and Learning

course.

4.1.2. Needs Regarding Accounting Teacher Education Program and
Development and Learning Course According to the Instructor Who Teaches
Pedagogical Courses in the Faculty

An individual interview was also conducted with an assistant professor, who
teaches pedagogical courses in the faculty. He has a bachelor degree in French
Teacher Education in Gazi University, MA in the Curriculum and Instruction and
PhD degree in the Curriculum Development in Abant izzet Baysal University. He

has been teaching pedagogical courses for 10 years. Currently, he has been teaching
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‘instructional planning and evaluation’ and ‘instructional technology and material
development’ courses in the faculty. Questions were asked under two headings;
regarding general and accounting teacher education and Development and Learning
course. In detail, goals of teacher education and problems in the attainment of these
goals, teacher characteristics and deficiencies in the current accounting teachers’
characteristics were asked.

About the goals of teacher education, he indicated three main goals:
knowledge and skills of subject courses, knowledge and skills of pedagogical courses
and teaching practice. As regards current teacher education, he pointed out the
quality problems affecting effective instruction and attainment of these goals. He
mentioned that there is an inequality of opportunities in teacher education. Reasons
of this inequality were explained as that there are a limited number of teacher trainers
in contrast to high number of students and trainers do not have similar characteristics
and opportunities. Additionally, teaching practice problem was also mentioned. He
said that while there were teaching practices on formal documents, these were not
sufficient for real practice. He explained that teaching practice courses like School
Experience I, II and Teaching Practice cannot reach their objectives since they are
not practiced effectively as intended on account of the protocol between MONE and
CHE. He illustrated, “for School Experience I and II, fee paid to supervising
instructors for just one hour in a week is insufficient; thus, they mostly did not take
this course seriously and did not go to schools to inspect teacher candidates.”

There are also studies that were carried out in different teacher education
faculties and addressed the inadequacy of these courses in attaining intended
objectives (e.g., Paker, 2005; Silay & Gok, 2005). Besides these, he indicated limited
sources of instructional materials as another problem.

Briefly, he stated that there is no problem in acquiring theoretical knowledge
about subject area or teaching, but especially there are problems in attaining
vocational and teaching skills owing to inadequate teaching practice, limited number
of qualified teacher trainers and insufficient instructional materials.

Concerning professional and personal characteristics of accounting teachers,
he explained that they should have adequate knowledge in their field, they should
know how to transfer knowledge to students and they should devote themselves to

teaching profession, their students and human beings. In this regard, he mentioned
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that according to his observations, accounting teachers do not have serious problems
in terms of teaching characteristics other than using various instructional materials;
as they frequently prefer using blackboard instead of power-point presentation,
transparencies, projector, etc.

As regards the importance of Development and Learning course, the
instructor said that in order to see the relation between developmental stages and
learning, students should take this course. Moreover, he added that each teacher has
to work with a group of students at a specific age and this course is very important
for all teachers and teacher candidates to be able to arrange learning environment,
select teaching methods, define objectives, and prepare plans and materials
appropriate to these students. For these reasons, he considers this course as an
important prerequisite of the subsequent pedagogy courses like instructional planning
and evaluation, classroom management and so forth. In addition to these
contributions of the course, he stated that this course contributes to students’ personal
development hence throughout this course students find an opportunity to assess
themselves.

Furthermore, he thinks that this course provides theoretical base and
framework of his courses (Instructional Planning and Evaluation & Instructional
Technologies and Material Development). He explained that preparing a plan and
developing a material require following some principles and these principles are
determined in line with the principles of Development and Learning course.

Concerning the objectives of Development and Learning course, he stated
two main dimensions; to gain skills to be able to know their students’ developmental
level and to understand learning characteristics and nature of students. Based on his
observations in his class, he believes that this course is moderately adequate in the
attainment of the objectives. However, since his course progress was mostly
dependent on practices rather then theories, he could not speak certainly about the
adequacy of the course in this respect.

His suggestions for the development of the course can be presented as regards
content, teaching-learning process, and assessment. According to the instructor,
physical, cognitive, moral and personality development topics and learning theories
should be covered. In his opinion, questioning, case study, problem solving,

discussion are effective methods for this course because there is much abstract
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knowledge. It was pointed out that case studies would help for retention of
knowledge. He suggested that student presentations supported by instructor could be
used in such a course. For active participation, he recommended the use of
worksheets especially as a way of preliminary preparation. Concerning instructional
materials, worksheets and power-point slides were indicated. Regarding assessment
tools, follow-up tests given at the end of each topic were pointed out as a formative
assessment tool. The instructor advised portfolio in which students save their studies
throughout a course. He explained that at the same time, portfolio would serve as a
tool both formative and summative assessment and it would encourage students to
pay more attention to process not only end product.

Consequently, the instructor considers this course important not only for
teaching profession but also for personal development and subsequent pedagogical
courses including his own courses. Two objectives stated by the instructor were also
mentioned by the Professor at MONE, as well. The instructor stated again the
inadequacy of teaching practice in putting theory into practice. Thus, the instructor’s
recommendations related to teaching learning and assessment methods like case
studies, work sheets, power-point presentations, discussion, questioning and follow-
up tests and portfolio should be taken into account in redesigning this course and in

these methods/strategies, applications of theories in teaching should be emphasized.

4.1.3. Needs Regarding Accounting Teacher Education Program and
Pedagogical Courses According to the Vice Chair of the Department of
Accounting Teacher Education

Vice chair of the department is an associate professor, who has a bachelor
degree in the department of Business Administration in Gazi University, MA degree
in the same program in Selcuk University and PhD degree in the Accounting
Program in Anadolu University. Since 1989, she has been working as an
academician in Selguk University previously and then in Gazi University. Although
she has never been in studies or projects regarding teacher education, she has been a
faculty member in the Faculty of Commerce and Tourism Education since 1994.

According to the vice chair, teacher education is very important. Besides, she
believes that taking pedagogical courses is very important even for persons who will

not be a teacher because it helps persons to understand and improve themselves and
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to grow their own children. Thus, she supports the inclusion of pedagogical courses
into the graduate programs.

Regarding the goal of teacher education, she indicated that it is not only to
transfer knowledge but also to contribute to students’ personality development. She
also added that teacher education should raise teacher candidates who are able to
look at learners from different perspectives, analyze and reason any procedure or
incidence, make interpretations, think from different point of view and have a
mission. In this point, this expression showed that she emphasizes on the importance
of thinking skills in teacher education. For her, the use of knowledge is important
rather than absorbing it and teacher education should present a learning environment
that provides teacher candidates to learn how to use knowledge properly.

As a main problem in teacher education regarding the attainment of goals, she
stated that students in the Accounting Teacher Education program generally were not
willing to be a teacher. She explained that students prefer teacher education faculty
not to be a teacher but to possess a guaranteed job like teaching. In her opinion, the
quality of education is actually good but the quality of students is not. For this
reason, she suggested that there should be a barrier system to eliminate teacher
candidates who are not appropriate for teaching profession.

Concerning the characteristics of accounting teachers, she pointed out that as
well as mastery of subject matter, personality characteristics are crucial such as being
respected, being honest, and acting in time. Peculiar to the accounting field, the vice
chair talked about the necessity of social responsibility characteristic, which is
required to prevent unfair earnings and out of record economy. Therefore, she
asserted that first of all accounting teachers should have this characteristic to be a
good model to their students. In terms of professional characteristics, she mostly
emphasized on teaching strategies. She indicated that in teaching accounting,
teachers should use deductive instruction, teach students to relate parts to whole and
let students to think and make comments and inferences.

According to her observations in vocational high schools, there is a main
problem in teacher characteristics that accounting teachers generally do not follow
new developments and advancements in their area and in teaching. As a reason she
explained that they think this unnecessary since their knowledge is already too much

for their students. On the other hand, her explanations about recent teacher
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candidates are more promising because for her, they are eager to learn new
innovations in accounting and to develop themselves in terms of subject matter
knowledge.

These results of the interview with the vice chair of the Department of
Accounting Teacher Education highlighted remarkable needs regarding teacher
education. Primarily, there is a need for an education system in which personality
development of teacher candidates is considered as important as their cognitive
development. Next, even though recent candidates are more promising, teacher
education still needs to be enriched with learning environment which would
contribute to teacher candidates’ motivation to be eager for teaching, guide them to
develop themselves in their field and focus on their thinking skills such as making
comments and inferences and having different perspectives. In light of these results,
according to her, the goals of teacher education are to transfer knowledge and to
teach how to apply knowledge, to contribute students’ personality development and

to develop teacher candidates’ thinking skills.

4.1.4. Needs Regarding Development and Learning Course’s Objectives,
Content, Teaching-Learning Process and Assessment Procedures According to
the Sophomore, Junior and Senior Students

In order to identify needs regarding the course objectives, content, teaching-
learning process and assessment procedures from the sophomore, junior and senior
students’ points of view, a needs assessment questionnaire was developed (see
Appendix A). The quantitative data obtained from the questionnaire was analyzed by
using descriptive statistics such as percentage distribution, mean, median, mode and
standard deviation. Findings regarding objectives, content, teaching-learning process

and assessment techniques of the course were presented separately.

4.1.4.1. Objectives of the Course

On behalf of identifying needs regarding objectives of Development and
Learning course according to the sophomore, junior and senior students, three
questions were asked in the needs assessment questionnaire.

First of all, students were asked why being successful in this course is

important and they were requested to rank the eight reasons given already in the
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questionnaire from the most important to the least important one. These reasons were
“to pass the course”, “to graduate from the faculty”, “to succeed in the Public
Personnel Selection Exam (KPSS)”, “to understand reasons of students’ development
and behaviors”, “to learn basic knowledge about topics in development and
learning”, “to plan educational activities appropriate to students’ development”, and
“to provide effective learning environment in teaching profession”. The purpose of
this question was to expose goals of the course from students’ point of view. The

results are given in Table 20.

Table 20
Percentage Distribution of the Students Who Ranked the Reasons Regarding the

Importance of Being Successful in This Course

Rank
1. 2. 3. 4. 5. 6. 7. 8. 5 §

Reasons P N M = = SD
To pass the 21.05 559 526 855 25.66 17.11 14.80 1.97 304 433 5 5 2.16
course

To graduate

from the 432 15.61 498 3.65 1229 36.88 21.26 1.00 301 550 6 6 191
faculty

To succeed in

the PPSE 464 596 1424 6.29 21.52 13.25 33.11 099 302 5.11 5 7 1.86

(KPSS)

To understand
sts’ dev. and 23.84 21.85 1523 18.54 861 530 596 0.66 302 3.09 3 1 1.82
beh.

To learn basic

11.96 15.61 17.28 29.24 1096 6.64 831 - 301 365 4 4 1.70
knowledge
To plan the
educ. activ. 8.33 25.33 26.00 14.67 9.67 11.67 433 - 300 344 3 3 1.64
properly
To provide
effective 25.00 12.17 17.76 1941 9.54 6.58 8.88 0.66 304 335 3 1 1.94

learning env.

The results revealed that for more than half of the students, being successful
in this course was important especially for gaining skills regarding teaching
profession. Because the total percentages of the students who ranked the reasons, “to
understand reasons of students’ development and behaviors”, “to plan educational

activities appropriate to students development” and “to provide effective learning
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environment in teaching profession”, among the first three important reasons were
61%, 60% and 55%, respectively. Compared to these reasons, another reason related
to the attainment of teaching skills, “to learn basic knowledge about topics in
development and learning”, was considered less important with a slight decrease by
45 % of the students.

On the other hand, while the majority of the students ranked the reasons “to
pass the course” and “to graduate from the faculty” as the 5%, 6, 7" or 8" important
reasons, it is noteworthy that total percentages of the students who enumerated these
reasons among the first three important reasons were around 32 and 25 percent,
respectively. This result indicates that a remarkable amount of the students did not
consider that the course was not worth learning.

Apart from these reasons, a small number of students expressed additional
reasons, such as “to have intellectual knowledge”, “to have higher GPA”, “to learn
how cognitive development affects human life and what kinds of character we have”,
“to communicate people, to be a good parent beneficial to their children/nephews as

9 13

well as to be a good teacher”, “to learn all development and learning periods they
would live throughout in their life”, “to provide a good character to their students”,
“to be a good teacher”, and “to like the instructor”.

In short, on the one hand, responses to this question demonstrated that most
of the students recognized the importance of being successful in the course for
teaching profession. On the other hand, less but a remarkable number of students
equated ‘succeeding in this course’ with ‘passing this course’ instead of ‘learning or
attaining any teaching skills’.

The second question was related to the importance of the course objectives.
These objectives were listed and given in the questionnaire (see the questionnaire in
Appendix A). Then, the students were asked to what extent these objectives were
important in order to determine which objective needs to be covered in the course.

The frequency distribution and descriptive statistics results of the responses are

presented in Table 21.
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Table 21
Percentage Distribution and Descriptive Statistics of the Students’ Responses toward

the Importance of the Course Objectives

%
g § ,§ T 3 5

£ 8% ZE 3 £ TE

£ "FFE T B CE

© - - B T N M Mdn__ Mode SD
Objl 130 9.10 3.80 5600 2990 318 4.04 4 4090
Obj2 090 500 3.50 4500 4560 318 4.29 4 5 083
Obj3 350 1210 630 5020 27.90 315 3.87 4 4 1.06
Obj4 280 720 530 4810 3650 318 4.08 4 4098
Obj5 510 450 37.10 53.40 313 439 5 5 080
Obj6 190 290 830 3690 50.00 314 430 45 5 088
Obj7 030 320 3.50 3200 61.10 316 4.50 5 5 074
Objg 130 540 1200 5020 31.20 317 4.5 4 4 087
Obj9 290 16.80 17.50 4820 14.60 309 3.55 4 4 1.03
Objl0 3.90 1930 19.90 4020 1670 311 3.47 4 4 110
Objll 1.00 640 540 4350 43.80 313 4.23 4 5 089
Objl2 0.60 320 220 4240 5160 314 441 5 5 075
Objl3 0.60 510 450 3480 5500 313 438 5 5 084
Objl4 0.60 320 320 27.60 6540 312 454 5 5 076
Objl5 4.60 1370 1370 4220 2580 306 3.71 4 4 113
Objl6 520 17.70 2330 3670 17.00 305 3.43 4 4 L12
Objl7 590 1350 16.80 41.90 21.80 303  3.60 4 4 114
Objl8 390 9.10 1470 4200 3030 307 3.86 4 4 107
Objl9 2.60 520 980 3650 4590 307 4.18 4 5 099
Obj20 030 440 3.80 3850 53.00 317 439 5 5 079
Obj21 1.60 11.40 11.10 47.80 28.20 316 3.90 4 4099
Obj22 290 1670 1220 4500 2320 311  3.69 4 4 109
Obj23 090 3.80 7.60 4320 4450 317 426 4 5 083
Obj24 0.60 410 440 41.10 4970 316 4.35 4 5 080
Obj25 0.60 250 3.80 3230 60.80 316 4.50 5 5 075
Obj26 090 190 440 3280 59.90 317 449 5 5 075
Obj27 030 410 450 29.00 62.10 314 448 5 5 079
Obj28 290 1250 11.60 43.40 29.60 311 3.84 4 4 107
Obj29 450 1640 13.80 4020 2510 311 3.65 4 4 115
Obj30 0.60 480 810 39.00 47.40 310 4.28 4 5 086
Obj31 030 550 550 3570 5290 308 4.35 5 5 084
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Table 21 (Continued)
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Obj32 0.30 1.90 390 29.10 64.70 309 4.56 5 5 0.69
Obj33 2.60 5.20 28.50 63.80 309 4.53 5 5 0.71
Obj34 350 1140 1140 4890 2490 317 3.80 4 4 1.05
Obj35 4.70 19.20 16.10 41.60 18.30 317 3.50 4 4 1.14
Obj36 1.60 12.50 12.10 4350 3040 313 3.88 4 4 1.03
Obj37 3.50 1820 20.70 40.10 17.50 314 3.50 4 4 1.09
Obj38 250 12.10 11.50 4520 28.70 314 3.85 4 4 1.05
Obj39 130 8.60 13.10 42.00 35.00 314 4.01 4 4 0.97
Obj40 3.60 16.60 14.00 4940 16.60 308 3.59 4 4 1.06
Obj4l 390 13.40 1820 4040 24.10 307 3.67 4 4 1.10
Obj42 590 1140 1440 43.10 2520 306 3.70 4 4 1.14
Obj43 7.10 17.50 14.00 44.80 16.60 308 3.46 4 4 1.17
Obj44 2.00 9.20 12.80 41.30 34.80 305 3.98 4 4 1.01
Objd5 420 1730 1470 4590 17.90 307 3.56 4 4 1.10
Objd6 6.10 16.10 13.50 42.60 21.60 310 3.57 4 4 1.17
Objd7 190 5.30 3.80 34.00 55.00 318 4.35 5 5 0.92
Obj48 090 6.00 6.60 4240 44.00 316 4.22 4 5 0.89
Obj49 350 17.00 14.50 40.80 24.10 311 3.65 4 4 1.13
Obj50 3.80 19.10 13.70 40.10 23.20 314 3.60 4 4 1.15
Obj51 0.30 1.90 5.10 19.80 72.80 313 4.63 5 5 0.70
Obj52 3.50 4.70 470 46.50 40.50 316 4.16 4 4 0.97
Obj53 090 3.20 410 3340 5840 317 445 5 5 0.80
Obj54 190 7.30 8.90 4570 36.20 315 4.07 4 4 0.96
Obj55 0.60 5.40 6.10 32.10 55.80 312 4.37 5 5 0.87
Obj56 190 3.50 290 35.60 56.10 312 440 5 5 0.86
Obj57 0.60 5.10 6.30 32.10 5590 315 4.37 5 5 0.86

When the responses were scrutinized, it was found that all the listed

objectives were evaluated as important or very important by the majority of the
students. Even median values, which are equal to 4.5 and 5, showed that more than
half of the students indicated 19 of the objectives as very important (underlined
objectives in Table 21). When they were examined, it was noticed that the students

especially gave more importance to objectives regarding putting theory into practice
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such as “understanding students’ differences”, “helping students’ development”,
“preparing appropriate learning environment”, “applying what was learned to
classroom environment” and “transferring learned knowledge to the other
pedagogical courses”.

Besides, when percentage of the students whose responses were not
important or little important was looked over, it was noted that it changed between
20 to 25 % for Objectives 9, 10, 16, 22, 29, 35, 37, 40, 43, 45, 46, 49, and 50. These
objectives were related to cognitive skills such as “understanding different
theories/approaches in a topic”, “comparing them”, “distinguishing similarities and
differences among them”, and ‘“determining strengths and weaknesses of the
approaches”. This noteworthy result points out that almost 20 % of the students did
not consider these higher order thinking and theory based objectives necessary to
attain.

As the third question, to what extent students feel competent in the attainment
of the given objectives was asked and responses of the students are presented in
Table 22. The aim of this question was to elicit the gap between the importance and
attainment degree of the objectives because this gap would address learning needs. In
other words, if the students consider an objective important to accomplish but they
perceive themselves incompetent in the attainment of that objective, this would point
out learning needs or instructional problems that should be overcome through
effective instructional techniques.

As can be seen from Table 22, median values of 17 objectives are 3.5 or 4,
which means that at least half of the students felt competent or very competent in
these objectives. These 17 objectives, which are shown in Table 23, revealed that
these students perceived themselves good at basic concepts, moral development,

motivation, and transfer of knowledge to other courses.
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Table 22
Percentage Distribution and Descriptive Statistics of the Students’ Responses toward

Their Own Competencies in the Attainment of the Course Objectives

%

. g .
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Objl 3,50 32,40 10,50 50,50 3,20 315 3,17 4 4 1,03
Obj2 2,20 2540 12,10 53,00 7,30 315 338 4 4 1,01
Obj3 3,80 34,90 15,60 41,00 4,80 315 3,08 3 4 1,05
Obij4 7,30 30,00 20,50 37,90 4,40 317 3,02 3 4 1,07
Obj5 320 27,60 17,50 42,20 9,50 315 327 4 4 1,07
Obj6 6,10 28,00 24,20 3470 7,00 314 3,09 3 4 1,07
Obj7 530 29,80 21,90 34,20 8,80 319 3,11 3 4 1,09
Obj8 6,10 3550 21,10 31,60 580 313 296 3 2 1,07
Obj9 13,30 33,80 20,10 27,30 5,50 308 278 3 2 L1s
Objl0 13,80 3340 21,60 26,90 430 305 274 3 2 LI12
Objl1 9,00 26,70 18,30 39,50 6,40 311 3,08 3 4 1,13
Objl2 5,70 2520 19,70 39,50 9,90 314 323 3 4 L1l
Objl3 6,10 27,90 21,80 3560 870 312 3,13 3 4 1,10
Objl4 6,10 26,50 19,00 39,00 9,40 310 3,19 3 4 L1l
Objl5 10,30 32,60 23,90 28,60 4,70 301 285 3 2 1,09
Objl6 1420 31,50 24,70 25,80 3,70 295 2,73 3 2 L1l
Objl7 15,80 31,50 20,50 27,90 4,40 298 2,73 3 2 L1s
Objls 10,00 3430 17,70 33,00 500 300 289 3 2 LI12
Objl9 11,80 28,70 22,60 30,40 6,40 296 291 3 4 115
Obj20 220 21,30 9,80 53,00 13,70 315 355 4 4 1,04
Obj21 6,70 24,50 19,40 40,10 920 314 321 3 4 112
Obj22 9,50 28,90 17,40 37,20 6,90 304 3,03 3 4 115
Obj23 5,50 20,60 23,50 38,90 11,60 311 331 4 4 1,09
Obj24 420 2480 17,10 42,90 11,00 310 332 4 4 1,09
Obj25 420 20,50 1830 4520 11,90 312 340 4 4 1,07
Obi26 6,80 21,40 20,40 40,50 11,00 309 328 4 4 112
Obj27 5,60 2520 20,60 37,60 11,10 306 324 3 4 L1l
Obj28 9,70 26,80 23,40 34,40 570 299 3,00 3 4 L1l
Obj29 13,60 28,60 2620 2590 560 301 281 3 2 L3
Obj30 8,10 27,70 20,60 36,50 7,10 310 3,07 3 4 112
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Table 22 (Continued)
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Obj31 550 25,60 20,10 38,60 10,10 308 322 3 4 1,11
Obj32 7,50 25,50 17,00 36,90 13,10 306 323 35 4 118
Obj33 7,10 30,00 17,40 34,50 11,00 310 3,12 3 4 116
Obj34 8,70 2230 12,90 43,90 1230 310 329 4 4 L9
Obj3s 12,10 26,10 17,60 36,80 7,50 307 3,02 3 4 L9
Obj36 9,50 28,10 1930 3590 7,20 306 3,03 3 4 1,14
Obj37 13,30 25,70 23,00 31,30 6,70 300 292 3 4 117
Obj38 7,20 2890 16,80 40,10 690 304 3,11 3 4 1,12
Obj39 9,50 25,00 21,10 36,80 7,60 304 3,08 3 4 1,14
Obj40 10,70 29,90 2320 30,90 540 298 290 3 4 112
Obj4l 10,40 26,80 20,50 3420 810 298 3,03 3 4 116
Obj42 13,80 2520 19,80 31,90 9,40 298 298 3 4 123
Obj43 14,80 28,50 20,80 31,90 4,00 298 2,82 3 4 115
Obj4d 12,70 26,40 23,10 32,10 570 299 292 3 4 115
Obj45s 15,00 3330 22,00 2330 630 300 273 3 2 1,16
Obj46 13,30 29,70 20,30 31,00 570 300 2,86 3 4 1,16
Obji47 2,60 1830 580 5220 2120 312 371 4 4 1,07
Obj48 320 20,80 10,30 48,40 17,30 312 3,56 4 4 1,10
Obj49 7,60 26,60 20,10 3820 7,60 304 3,12 3 4 1,12
ObjS0 8,90 24,70 25,00 32,90 8,60 304 3,08 3 4 1,13
Obj51 2,50 16,80 8,60 49,80 22,20 315 372 4 4 1,07
Obj52 540 16,60 12,50 53,70 11,80 313 350 4 4 1,07
Obj53 1,90 13,70 1340 57,30 13,70 314 367 4 4 094
Objs4 7,10 23,40 20,80 41,60 7,10 308 3,18 3 4 1,09
Obj55 7,20 2420 19,60 4020 8,80 306 3,19 3 4 112
ObjS6 420 16,50 20,30 44,80 1420 310 348 4 4 1,06
Obj57 3,90 18,50 16,20 45,10 1620 308 3,51 4 4 1,09
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Table 23
The List of the Objectives for Which At Least Half of the Students Perceived

Themselves Competent or Very Competent

S;)J ective Objectives
Obijectives regarding the basic concepts in development and learning
1 to know basic concepts regarding development
2 to know basic concepts regarding learning
Obijectives regarding development
5 to understand individual differences among sts in terms of physical development
20 to know moral development processes
23 to follow sts” moral development process
24 to understand individual differences among sts in terms of moral development
25 to help sts’ moral development
26 to prepare educational environment towards improving sts’ moral development level
32 to help sts’ personality development
Objectives regarding learning
34 to explain learning according to behaviorist approach
Objectives regarding motivation
47 to explain the relationship between learning and motivation
48 to determine internal and external motivation sources
51 to motivate sts in an educational environment
General objectives
52 to group related topics and concepts mentioned within a unit
53 to relate parts of a topic with whole topic
56 to use what they have learned in other pedagogical courses
57 to use what they have learned outside of the school

On the other hand, for the other objectives, more than half of the students
considered themselves incompetent, little competent or undecided. Especially, there
were problems for the attainment of the objectives given in Table 24 since total
percentages of the students who considered themselves incompetent or little
incompetent in these objectives change from 40 to 48 %, which are high enough to
take into account. It could be inferred from this result that these students had
problems particularly with “acquiring theoretical knowledge about cognitive
development, linguistic development”, “detecting similarities and differences” and
“determining strengths and weaknesses among cognitivist and behaviorist learning
theories”. Moreover, it was noticed that these objectives were the same with those
that were indicated as little important or not important at most among the others (20-

25 % in total) in the preceding question. For this amount of students, this result may
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imply that the reason for feeling incompetent lies beneath their perception toward the
importance of these objectives or vice versa. Nevertheless, the majority of the

students still consider these objectives important as well as the other ones.

Table 24
The List of the Objectives for Which 40 To 48 % of the Students Perceived

Themselves Incompetent or Little Competent in Total

Objective

o Objectives
Objectives regarding development
8 to know cognitive development processes (42 %)
to understand different theories regarding cognitive development (47 %)
10 to compare different theories regarding cognitive development (47 %)
15 to know linguistic development processes (43 %)
16 to understand different approaches regarding linguistic development (46 %)
17 to follow sts’ linguistic development process (47 %)
18 to understand individual differ. among sts in terms of linguistic development (44 %)
19 to prepare educational environment towards improving sts’ linguistic development
29 to compare different theories regarding moral development (42 %)
Objectives regarding learning
40 to determine strengths and weaknesses of the social learning theory (40 %)
43 to distinguish differences and similarities among cognitivist theories (43 %)
45 to determine strengths and weaknesses of the cognitivist approach (48 %)
46 to determine differences between cognitivist and behaviorist approaches (43 %)

In conclusion, it was implied that there were learning needs and instructional
problems especially regarding the attainment of these 40 objectives. In other words,
this result implied that there was a need to redesign teaching-learning process and to
create a learning environment so as to ensure the attainment of these objectives as

well as the others.

4.1.4.2. Content of the Course

The objectives in the questionnaire had been prepared for each topic that had
been already covered in the course. Thus, any objective that was responded as
important or very important also addressed the importance and necessity of the
corresponding topic. As it can be seen from the aforementioned results, the majority

of the students concurred on the importance of all objectives; therefore, main topics
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in line with the objectives were considered necessary to be covered in the content of

the course. These main topics are listed in Table 25.

Table 25
The List of Topics That Need To Be Covered in the Course

Topics
A. Development B. Learning
a.1. Basic concepts regarding development b.1. Basic concepts regarding learning
a.2. Physical and psychomotor development b.2. Behaviorist approach to learning
a.3. Cognitive development b.3. Cognitivist approach to learning
a.4. Linguistic development b.4. Motivation

a.5. Moral development

a.6. Personality development

4.1.4.3. Teaching-Learning Process of the Course

In order to identify the students’ needs toward teaching-learning process of
the course, the students were asked to evaluate the listed activities and strategies in
Table 26 as to two questions: “how frequently these activities/strategies were carried
out in the course” and “to what degree these activities/strategies are effective for
learning”. If there was a gap between the frequency and effectiveness of these
activities/strategies; that is, if activities/strategies were considered effective but never
or rarely used in the course, this result pointed out that there was a need for those

activities/strategies.
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Table 26

List of Activities and Strategies

Activities and Strategies

O 00O\ W A W=

21
22
23
24
25
26
27
28
29
30
31
32
33
34
35

Teaching-learning process based on the student-centered approach
Teaching-learning process based on the teacher-centered approach
Activities towards developing critical thinking skills

Activities towards developing creative thinking skills

Activities towards developing problem solving skills

Giving responsibilities to sts in some activities

Presentation of topics by sts

Providing active classroom participation

Providing interaction between sts and the instructor

Providing interaction among sts

Relating topics with each other

Doing comparison among theories

Doing comment on topic, case and phenomenon

Relating the course with the other pedagogical courses
Questioning technique

Discussion/debate about topics

Search and discussion of articles related to topic

Observation of persons and learning environment in terms of development and learning
theories

Discussion of these observations

Interviewing with persons from different age groups to understand their personality, moral
and social development

Discussion of these interviews

Case studies

Concept map of concepts in a topic

Conducting research

Thinking skills activities

Group work

Use of various sources

Use of transparencies

Use of worksheets

Watching video

Feedback about students’ performance

Invitation of visitor teachers/academicians

Peer evaluation

Follow-up tests given at the end of each topic

Drama

Results related to the frequency of the activities/strategies in the course are

given in Table 27. First of all, the responses regarding the item “teaching-learning

process based on the student-centered approach (Actl)” displayed that student-

centered activities were carried out in the course offen according to 47 % of the

students and sometimes according to 30 % of them.
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Table 27
Percentage Distribution and Descriptive Statistics of the Students’ Responses toward

the Frequency of the Activities/Strategies in the Course

Vi
= b5 >
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Actl 3.80 8.60 3030 4750 990 314 3.51 4 4 0.92
Act2 3,50 1630 36.20 3590 8.00 312 3.29 3 3 0.95
Act3 8.80 21.20 37.50 22.80 9.80 307 3.04 3 3 1.09
Act4 8.10 17.80 29.80 30.40 13.90 309 3.24 3 4 1.14
Act5 1490 23.60 39.20 1590 6.50 309 2.75 3 3 1.09
Act6 230 11.90 29.90 39.20 16.70 311 3.56 4 4 0.98
Act7 7.70  16.10 26.40 34.10 15.80 311 3.34 3 4 1.15
Act8 1.30 10.60 26.80 40.60 20.60 310 3.69 4 4 0.96
Act9 3.20  9.10 2790 37.00 22.70 308 3.67 4 4 1.03
Act10 6.20 1590 28.20 3540 14.30 308 3.36 3 4 1.10
Actll 0.70 7.60 2230 51.20 18.30 301 3.79 4 4 0.85
Actl2 440 7.80 2240 47.60 17.70 294 3.66 4 4 1.00
Actl3 1.60 8.20 22.60 4690 20.70 305 3.77 4 4 0.93
Actl4 11.50 18.60 37.30 23.70 8.80 295 3.00 3 3 1.11
Actl5 7.00 17.20 32.80 27.80 15.20 302 3.27 3 3 1.13
Actl6 18.30 26.30 32.00 17.00 6.30 300 2.67 3 3 1.15
Actl7 6490 1560 1090 5.00 3.60 302 1.67 1 1 1.09
Actl8 33.30 2040 25.10 16.10 5.00 279 2.39 2 1 1.24
Actl19 39.00 26.80 2090 10.50 2.80 287 2.11 2 1 1.12
Act20 73.40 9.30 10.00 5.20 2.10 290 1.53 1 1 1.01
Act21 70.10 1220 870 630 2.80 288 1.59 1 1 1.06
Act22 23.60 21.30 23.30 22.60 9.10 296 2.72 3 1 1.30
Act23 28.10 2190 26.00 17.80 6.20 292 252 2.5 1 1.24
Act24 22.10 23.10 2540 20.70 8.70 299 2.71 3 3 1.26
Act25 990 20.10 33.90 23.70 12.50 304 3.09 3 3 1.15
Act26 10.50 10.50 21.60 32.50 2490 305 3.51 4 4 1.26
Act27 26.70 2840 25.00 14.50 540 296 2.44 2 2 1.18
Act28 50.20 15.60 13.60 15.60 5.10 295 2.10 1 1 1.31
Act29 28.00 1520 1490 18.60 23.30 296 2.94 3 1 1.55
Act30 83.20 420 480 2.60 5.20 310 1.42 1 1 1.06
Act31 22.40 18.10 28.10 20.70 10.70 299 2.79 3 3 1.29
Act32 84.40 550 450 320 230 308 1.33 1 1 0.89
Act33 48.50 16.80 19.20 1140 4.00 297 2.06 2 1 1.22
Act34 260 190 550 1520 74.80 309 4.58 5 5 0.89
Act35 18.70 6.80 13.50 26.50 34.50 310 3.51 4 5 1.49
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Nevertheless, more than half of the students in total expressed that some
student-centered activities/strategies were never, rarely or sometimes carried out in
the course. For instance, “search and discussion of articles related to topic (Actl7,
65%)”, “interviewing with persons from different age groups to understand their
personality, moral and social development (Act20, 73%)”, “discussion of these
interviews (Act21, 70%)”, “watching video (Act30, 83%)” had been never used.
Moreover, the items “observation of persons and learning environments in terms of
development and learning theories (Act18, 54%)”, “discussion of these observations
(Actl9, 66%)”, “concept map of concepts in a topic (Act23, 50%)”, “use of various
sources (Act27, 55%)”, and “peer evaluation (Act33, 65%)” were responded as never
or rarely occurred in this course by half or more than half of the students in total.
Most of the students also indicated that the other student-centered and thinking based
activities/strategies such as “activities towards developing problem solving skills
(ActS, 78%)”, “discussion/debate about topics (Actl6, 77%)”, “conducting research
(Act24, 71%)”, “activities towards developing critical thinking skills (Act3, 68%)
and “case studies (Act22, 68%)” were never, rarely or sometimes used. Actually,
according to the underlined median values in Table 27, only 10 of the listed
activities/strategies was carried out often or always in the course for more than half
of the students.

As it can be seen from Table 28, when total percentages of the students
considering activities/strategies ineffective or little effective were examined, it was
noted that of these activities/strategies, only “teaching-learning process based on the
teacher-centered approach (Act2, 53 %)” and “use of transparencies (Act28, 52%)”
had the highest percentages. Interestingly, for “invitation of visitor
teachers/academicians (Act32)”, the total percentage of the students who found it
ineffective/little effective (40% in total) and effective/very effective (40% in total) was
the same. As for the other ones, the students generally agreed that they were effective

or very effective for learning.
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Table 28
Percentage Distribution and Descriptive Statistics of the Students’ Responses toward

the Effectiveness of the Activities/Strategies in Terms of Learning

%
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Actl 290 10.00 5.50 43.10 38.60 311 4.05 4 4 1.05
Act2 1530 37.70 1490 24.00 8.10 308 2.72 2 2 1.22
Act3 530 7.60 9.50 39.10 38.50 304 3.98 4 4 1.12
Act4 3.60 8.60 530 3490 47.70 304 4.14 4 5 1.09
Act5 370 15,60 10.60 47.20 2290 301 3.70 4 4 1.10
Act6 1.90 9.10 390 48.10 37.00 308 4.09 4 4 0.97
Act7 7.50 12.10 12.40 36.50 31.60 307 3.73 4 4 1.24
Act8 2.00 6.60 6.20 42.30 43.00 305 4.18 4 5 0.95
Act9 230 8.80 7.80 38.20 42.80 306 4.10 4 5 1.03
Actl0 400 860 1550 4820 23.80 303 3.79 4 4 1.03
Actll 1.30 8.60 10.60 46.20 33.20 301 4.01 4 4 0.95
Actl2 370  8.40 1240 50.30 25.20 298 3.85 4 4 1.01
Actl3 200 590 9.80 53.40 2890 305 4.01 4 4 0.90
Actl4 6.80 1540 18.10 43.00 16.70 293 3.47 4 4 1.14
Actl5 530 11.30 11.00 46.50 25.90 301 3.76 4 4 1.12
Actl6 5.40 11.20 12.50 42.40 28.50 295 3.77 4 4 1.14
Actl7 18.50 20.30 13.60 34.60 1290 286 3.03 3 4 1.35
Actl8 830 16.20 19.10 39.00 17.30 277 3.41 4 4 1.19
Actl9 10.00 15.70 18.60 42.10 13.60 280 3.34 4 4 1.19
Act20 15.10 14.00 13.70 41.00 16.20 278 3.29 4 4 1.31
Act21 16.40 15.60 1490 33.10 20.00 275 3.25 4 4 1.37
Act22 520 970 1040 47.10 27.70 289 3.82 4 4 1.10
Act23 840 16.70 11.10 4220 21.60 287 3.52 4 4 1.23
Act24 10.60 1190 11.30 46.10 20.10 293 3.53 4 4 1.24
Act25 330 7.00 8.00 51.30 30.30 300 3.98 4 4 0.98
Act26 370 640 8.10 42.10 39.70 297 4.08 4 4 1.03
Act27 9.50 17.20 15.50 43.20 14.50 296 3.36 4 4 1.20
Act28 29.90 2220 13.00 25.00 9.90 284 2.63 2 1 1.39
Act29 11.20 16.80 14.00 36.10 21.80 285 3.40 4 4 1.30
Act30 15.10 7.70 8.10 38.70 30.30 284 3.61 4 4 1.38
Act31 5.60 8.00 12.50 42.70 31.30 288 3.86 4 4 1.11
Act32 2490 14.80 1990 27.80 12.60 277 2.88 3 4 1.39
Act33 13.30 18.60 21.40 35.80 1090 285 3.12 3 4 1.23
Act34 2.60 430 4.00 34.00 55.10 303 4.35 5 5 0.94
Act35 8.00 6.00 8.00 2990 4820 301 4.04 4 5 1.23
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Furthermore, according to arithmetic mean values, the most 10 effective
activities according to the students’ opinions were respectively “follow-up tests
given at the end of each topic (Act34, M = 4.35)”, “providing active classroom
participation (Act8, M = 4.18)”, “activities towards developing creative thinking
skills (Act4, M = 4.14)”, “providing interaction between sts and the instructor (Act9,
M = 4.10)”, “giving responsibilities to sts in some activities (Act6, M = 4.09)”,
“group work (Act26, M = 4.08)”, “teaching-learning process based on the student-
centered approach (Actl, M = 4.05)”, “drama (Act35, M = 4.04)”, “relating topics
with each other (Actll, M = 3.98)” and “doing comment on topic, case and
phenomenon (Act13, M =3.98)”.

On the other hand, it was identified that most of these effective/very effective
activities/strategies had been never, rarely or sometimes implemented in the course
according to the most of the students in the preceding results. This result implied that
teaching-learning process of the course required some revisions and modifications
based on particularly these identified activities/strategies displayed in Table 29. The

other effective ones that were applied in the course often or always should be kept.

Table 29
The List of the Needed Activities/Strategies According to the Students’ Responses

The Needed Activities and Strategies
3 Activities towards developing critical thinking skills
4 Activities towards developing creative thinking skills
5
7

Activities towards developing problem solving skills
Presentation of topics by sts

10  Providing interaction among sts

14 Relating the course with the other pedagogical courses

15 Questioning technique

16 Discussion/debate about topics

18 Observation of persons and learning environment in terms of development and learning
theories

19 Discussion of these observations

20 Interviewing with persons from different age groups to understand their personality, moral
and social development

21 Discussion of these interviews

22 Case studies

23 Concept map of concepts in a topic

24 Conducting research

25 Thinking skills activities

27 Use of various sources

28 Use of transparencies

29  Use of worksheets

30 Watching video

31 Feedback about students’ performance
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4.1.4.4. Assessment Techniques of the Course

In the Faculty of Commerce and Tourism Education, students’ achievement is
assessed based on their midterm and final exam scores with reference to the Gazi
University regulations. In addition to objective test or essay exam, various
assessment techniques can be used as a part of either midterm or final exam.
Therefore, in the questionnaire, the students were requested to indicate their
preferences toward assessment techniques for midterm and final exam.

The results and the order of their preferences are presented in Table 30. The
students’ first preference for midterm exam was multiple-choice test with 68 %. This
is followed by follow-up tests with 61 %. With the same percentages (44%), group
project and classroom participation appears as the third mostly preferred techniques.
Presentation, individual project, assignments, essay exam and oral exam follow these
techniques. Similar order was seen for final exam with slight differences on the
percentages. For multiple-choice test, it raised from 68 to 75 %, while it decreased to
51 % and 38 % for follow-up test and group project respectively. The subsequent
techniques were classroom participation, individual project, presentation,

assignment, essay exam and oral exam.

Table 30
Percentage Distribution of the Students’ Preferences for Midterm and Final Exam

Assessment Techniques

For Midterm For Final
?(jzflflslgfé‘st N % Order N %  Order
Individual project 104 0.32 3 117 0.36 4
Group project 141 0.44 3 123 0.38 3
Assignments 63 0.20 6 83 0.26 6
Follow-up tests 196 0.61 2 164 051 2
Presentation 135 0.42 4 106 0.33 5
Essay exam 37 0.12 7 38 012 7
Multiple-choice test 219 0.68 1 240 075 1
gﬁéiﬁgﬁm 140 0.44 3 114 036 4
Oral exam 8 0.02 9 13 0.04 8
Others 12 0.04 8 4 001 9
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4.1.5. Needs Regarding Development and Learning Course’s Objectives,
Content, Teaching-Learning Process and Assessment Techniques According to
the Recent Graduates Who Have Been Working as Teachers

Concerning the identification of needs regarding the course from the
graduates’ points of view, a needs assessment questionnaire similar to the one used
for the undergraduate students (the sophomore, junior and senior students) was
developed. The questionnaire was sent to graduates via e-mail and of them, only 28
responded. 16 of them were one-year and the others were two-year experienced
teachers so they were novice teachers. Descriptive statistical techniques such as
percentage distribution, mean, median, mode and standard deviation were used in
data analysis. In the presentation of the findings, similar subheadings in the

preceding section were followed.

4.1.5.1. Objectives of the Course

First of all, to what degree the course objectives are important was asked to
graduates. In this way, objectives that need to be covered in the course from the
graduates’ points of view were strived to be determined. The results are summarized
in Table 31.

It was noticed that majority of the graduates agreed that almost all of the
objectives were important or very important. The objectives indicated generally as
unimportant, little or moderately important were those: “to compare different
theories regarding cognitive development (Obj10, 54% in total)” and “to distinguish
differences and similarities among cognitivist theories (Obj43, 64% in total)”. For
the objective “to determine differences between cognitivist and behaviorist
approaches (Obj46)”, 50 % of the graduates in total thought that it was important or
very important, while the other half responded it as not important, little important or
moderately important. This result revealed that the graduates did not take comparing
and distinguishing theories or approaches about cognitive development and
cognitivist learning theories into consideration seriously. Actually, when data was
scrutinized in detail, it was noted that compared to the lower order objectives at
remember and understand level, there was a slight decline in the number of graduates
who indicated important or very important for higher order objectives such as

comparing different theorems/approaches in a topic, distinguishing similarities and
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differences among them, and determine strengths and weaknesses of the approaches.
The similar reaction had been also seen in the results obtained from the

undergraduate students but the decline herein was much more explicit.

Table 31
Percentage Distribution and Descriptive Statistics of the Graduates’ Responses

toward the Importance of the Course Objectives

%

. & E
3} o R 5 5 = .=
S = = 835 = > N M Mdn Mode SD
Objl  3.60 3.60 1070 28.60 53.60 28 425 5 5 1.04
ob2 - - 1070 2500 6430 28 454 5 5 0.69
Obj3 360 - 7.0 4640 4290 28 425 4 4 089
Objd 360 - 7.0 4290 4640 28 429 4 5 0.90
Obj5 - 710 - 2140 7140 28 457 5 5084
Obj6 - 370 - 3330 63.00 27 456 5 5070
Obj7 - 360 360 3930 5360 28 443 5 5074
Obj8 - 3.60 1430 3930 4290 28 421 4 5083
Obj9  3.60 1070 28.60 39.30 17.90 28 357 4 4 1.03
Objl0 1070 1070 32.10 32.10 1430 28 329 3 3.4 1.8
Objll - 360 7.0 3570 53.60 28 439 5 5079
objl2 - _ 740 1480 7780 27 47 5 506l
Objl3 - - 360 3210 6430 28 461 5 5057
Objl4 - ; ~ 3210 6790 28 4.68 5 5 048
Objl5 3.80 11.50 11.50 38.50 34.60 26 3.88 4 4 1.14
Objl6 7.40 14.80 2220 3330 2220 27 348 4 4 122
Objl7 7.40 370 1480 48.10 2590 27 381 4 4 111
Objl8 370 370 11.10 5190 29.60 27 4 4 4 096
Objl9 380 - 770 4620 4230 26 423 4 4 0091
ob20 - ; ~ 2140 7860 28 479 5 5042
Ob21 3.60 - 1790 28.60 5000 28 421 45 5 1.00
Obj22 3.60 - 2860 32.10 3570 28 396 4 5 1.00
obi23 - - 370 29.60 6670 27 463 S 5057
ob24 - - 360 3570 6070 28 457 S 5057
ob2s - ~ 710 3210 6070 28 454 5 5 0.64
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Table 31 (Continued)

%
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Ob26 - ~ 1070 4290 4640 28 436 4 5 0.8
ob27 - ~ 360 2500 7140 28 468 5 5 055
Ob28 - 11.10 1480 29.60 44.40 27 407 4 5 1.04
Obj29 - 1480 1850 29.60 37.00 27 389 4 5 1.09
Obj30 - ~ 360 3570 6070 28 457 5 5 057
Obj3l - 370 370 2960 63.00 27 452 S5 5 075
obj32 - ; . 2590 7410 27 474 5 5 045
Obj33 - ; - 3210 67.90 28 468 5 5 048
Obj34 - 7.0 2140 5000 2140 28 386 4 4 085
Obj3s - 1070 32.10 32.10 2500 28 371 4 3.4 098
Obj36 - ~ 3210 3570 3210 28 4 4 4 082
Obj37 - 1480 2590 3330 2590 27 37 4 4 1.03
Obj38 3.80 - 1540 50.00 30.80 26 404 4 4 092
Obj39 4.00 - 1600 5200 2800 25 4 4 4 0091
Obj40 380 - 2690 38.50 30.80 26 392 4 4 098
Obj4l 770 1150 23.10 4230 1540 26 346 4 4 114
Obj42 3.60 7.10 28.60 4290 17.90 28 364 4 4 099
Obj43 1070 1430 3930 2140 1430 28 3.14 3 3 LIS
Obj44 370 11.10 11.10 4440 29.60 27 385 4 4 110
Obj45 3.60 1070 2500 4640 1430 28 357 4 4 1.00
Obj46 1070 7.10 32.10 32.10 17.90 28 339 3.5 3.4 120
Obj47 - ; ~ 2500 7500 28 475 5 5 044
Obj48 - ~ 1070 1790 7140 28 461 5 5 0.9
Obj49 3.60 7.10 2500 2500 3930 28 389 4 5 113
Objs0  7.10 1430 17.90 28.60 32.10 28 364 4 5 128
Obj51 - ; ~ 1600 8400 25 484 5 5 037
Obj52 - ; ~ 2500 7500 28 475 5 5 044
Obj53 - ; . 2220 7780 27 478 5 5 042
Objs4 - ~ 1430 3570 5000 28 436 45 5 073
Obj5s - 370 370 2220 7040 27 459 S 5 075
Obj56 - ~ 370 29.60 6670 27 463 5 5 057
Obj57 - ~ 360 4640 5000 28 446 45 5 058
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In addition, to what extent they think that they attained these objectives
throughout this course was also asked to the graduates. They were one or two year-
experienced teachers. Therefore, it was thought that they would evaluate themselves
more properly. However, there can be a doubt that they might have gained these
skills owing to their teaching experiences. In order to hinder this doubt, these novice

teachers were selected. The results are shown in Table 32 and Table 33.

Table 32
Percentage Distribution and Descriptive Statistics of the Graduates’ Responses

toward Their Attainment of the Objectives throughout This Course

N

> >

Objectives = = = ” © N M Mdn Mode SD

Obj1 - 42.90 - 4290 1430 28 3.29 4 2,4 1.18
Obj2 - 28.60 7.10 50.00 1430 28 3.50 4 4 1.07
Ob;3 - 32.10 7.10 50.00 10.70 28 3.39 4 4 1.07
Obj4 3.60 1430 1790 53.60 10.70 28 3.54 4 4 1.00
Obj5 - 2140 7.10 53.60 17.90 28 3.68 4 4 1.02
Obj6 370 2220 11.10 48.10 14.80 27 3.48 4 4 1.12
Obj7 7.10 28.60 1430 4290 7.10 28 3.14 3.5 4 1.15
Ob;j8 3.60 25.00 2140 4290 7.10 28 3.25 3.5 4 1.04
Obj9 7.10 32,10 25.00 35.70 - 28 2.89 3 4 0.99
Obj10 10.70 35.70 28.60 25.00 - 28 2.68 3 2 0.98
Objl1 - 25.00 25.00 50.00 - 28 3.25 3.5 4 0.84
Obj12 3.60 1430 1790 57.10 7.10 28 3.50 4 4 0.96
Obj13 7.10 2140 2140 4640 3.60 28 3.18 3.5 4 1.06
Obj14 10.70 32.10 1430 28.60 14.30 28 3.04 3 2 1.29
Obj15 16.00 28.00 12.00 40.00 4.00 25 2.88 3 4 1.24
Obj16 2590 1850 11.10 37.00 7.40 27 2.81 3 4 1.39
Obj17 14.80 29.60 11.10 40.70 3.70 27 2.89 3 4 1.22
Ob;18 14.80 2590 11.10 40.70 7.40 27 3.00 3 4 1.27
Ob;19 22.20 1850 14.80 40.70 3.70 27 2.85 3 4 1.29
0bj20 3.60 1790 10.70 39.30 28.60 28 3.71 4 4 1.18
Obj21 7.40 14.80 2590 33.30 1850 27 3.41 4 4 1.19
0bj22 7.40 18.50 2590 33.30 14.80 27 3.30 3 4 1.17
Obj23 7.10 17.90 1790 4290 1430 28 3.39 4 4 1.17
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Table 32 (Continued)

%
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Obj24 3.60 2140 10.70 46.40 17.90 28 3.54 4 4 1.14
Obj25 3.60 2140 2140 4290 10.70 28 3.36 4 4 1.06
0bj26 7.10 28.60 2140 3570 7.10 28 3.07 3 4 1.12
Obj27 - 25.00 10.70 53.60 10.70 28 3.50 4 4 1.00
0Obj28 3.70 29.60 7.40 48.10 11.10 27 3.33 4 4 1.14
0bj29 740 2590 11.10 4440 11.10 27 3.26 4 4 1.20
0Obj30 - 28.60 10.70 50.00 10.70 28 3.43 4 4 1.03
Obj31 - 17.90 10.70 60.70 10.70 28 3.64 4 4 0.91
0Obj32 - 2140 7.10 6430 7.10 28 3.57 4 4 0.92
Obj33 7.10 2140 1790 46.40 7.10 28 3.25 4 4 1.11
Obj34 - 17.90 28.60 39.30 14.30 28 3.50 4 4 0.96
Obj35 7.10 25.00 25.00 25.00 1790 28 3.21 3 2.3 1.23
Obj36 - 39.30 2140 3570 3.60 28 3.04 3 2 0.96
Obj37 3.60 35.70 25.00 32.10 3.60 28 2.96 3 2 1.00
Obj38 7.40 2590 14.80 51.90 - 27 3.11 4 4 1.05
Obj39 7.40 3330 14.80 44.40 - 27 2.96 3 4 1.06
Obj40 7.70  38.50 7.70 46.20 - 26 2.92 3 4 1.09
Obj41 14.80 40.70 22.20 22.20 - 27 2.52 2 2 1.01
Obj42 10.70 32.10 7.10 46.40 3.60 28 3.00 3.5 4 1.19
Obj43 3.60 4290 25.00 28.60 - 28 2.79 3 2 0.92
Obj44 3.70 33.30 14.80 48.10 - 27 3.07 3 4 1.00
Obj45 3.60 3570 2140 3570 3.60 28 3.00 3 2.4  1.02
Obj46 7.10 3570 14.30 3570 7.10 28 3.00 3 2.4 1.16
Obj47 - 11.10 11.10 48.10 29.60 27 3.96 4 4 0.94
Obj48 - 14.80 11.10 55.60 18.50 27 3.78 4 4 0.93
0Obj49 7.40 29.60 1850 40.70 3.70 27 3.04 3 4 1.09
Obj50 7.40 2220 2220 4440 3.70 27 3.15 3 4 1.06
Obj51 - 7.70  7.70 61.50 23.10 26 4.00 4 4 0.80
0Obj52 - 7.10 1430 60.70 17.90 28 3.89 4 4 0.79
Obj53 - 7.10 3.60 75.00 1430 28 3.96 4 4 0.69
Obj54 - 2140 10.70 53.60 1430 28 3.61 4 4 0.99
Obj55 - 25.00 10.70 60.70 3.60 28 3.43 4 4 0.92
Obj56 - 2590 11.10 55.60 7.40 27 3.44 4 4 0.97
Obj57 - 29.60 3.70 55.60 11.10 27 3.48 4 4 1.05
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According to the results presented in Table 32, median value for 35
objectives was equal to 4, which means that at least half of the graduates were
sufficiently or completely attained these objectives during this course. However, they
had problems with the other 22 objectives. Especially, for the objective “to analyze
differences and similarities between social learning theory and behaviorist and
cognitivist learning theories (Obj41)”, 55 % of the graduates in total indicated that
they never or little gained this skill in the course. The other objectives that they feel
incompetent with the highest percentages in total (more than 40 %) are listed in
Table 33. It was identified that these graduates could not have adequately attained
the objectives related to linguistic development, social learning theory, cognitivist
learning theory and related to determining similarities, differences, strength and

weakness among learning theories.

Table 33
The List of the Objectives That Were Never or Little Attained Throughout This
Course by More Than 40 % of the Graduates in Total

Objective

o Objectives
Objectives Regarding the Basic Concepts in Development and Learning
1 to know basic concepts regarding development (43 %)
10 to compare different theories regarding cognitive development (46 %)
14 to prepare educational environment towards improving sts’ congitive development level
15 (:t)SKZ/;)(:w linguistic development processes (44 %)
16 to understand different approaches regarding linguistic development (44 %)
17 to follow sts’ linguistic development process (44 %)
18 to understand individual differences among sts in terms of linguistic development (41 %)
19 to prepare educational environment towards improving sts’ linguistic development level
41 %)
Objectives regarding Learning
39 to use social learning theory's principles in teaching-learning environment (41 %)
40 to determine strengths and weaknesses of the social learning theory (46 %)
41 to analyzg Qifference§ and si@lmities between social learning theory and behaviorist
and cognitivist learning theories (55 %)
42 to explain learning according to cognitivist approach (43 %)
43 to distinguish differences and similarities among cognitivist theories (47 %)
46 to determine differences between cognitivist and behaviorist approaches (43 %)
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4.1.5.2. Content of the Course

The responses as regards the importance of the objectives highlighted which
topics are important for the graduates. Graduates mostly agreed on the necessity of
the attainment of all objectives. Based on the graduates’ responses it can be inferred
that the topics to which the listed objectives address should be involved in the
content. Indeed, these results were the same with those obtained from the

undergraduates; thus, the topics given previously in Table 25 are valid for graduates.

4.1.5.3. Teaching-Learning Process of the Course

Regarding teaching-learning process of the course, two questions regarding
the listed activities/strategies in the questionnaire were asked to the graduates (see
Table 26 for the activity/strategy list). The former one was the same question that
was asked to the wundergraduate students about the effectiveness of the
activities/strategies for teaching and learning. The latter one was about to what
degree these activities were effective in terms of improving thinking skills. As the
graduates would not be able to remember, the frequency of activities/strategies
throughout the course was not asked to them. It was only aimed to determine
effective activities/strategies for learning, teaching and improving thinking skills
from graduates’ points of view. Yet, if these determined activities/strategies had been
never or rarely used in the course according to the undergraduate students’
responses, they were deemed to be the needed ones.

The data obtained by the first and second questions are given in Table 34 and
Table 35, respectively. Descriptive statistics and percentage distribution of data in
these tables revealed that except for “teaching-learning process based on the teacher-
centered approach (Act2)” and “use of various sources(Act27)”, almost all the other
activities/strategies were considered effective or very effective in both teaching-
learning and improving thinking skills by the majority of the graduates. Besides,
nearly one third of the graduates also indicated that “presentation of topics by sts
(Act7, 36%)” and “doing comparison among theories (Actl2, 31%)” were
moderately effective for teaching and learning. Interestingly, 35 % of the graduates
agreed that “““doing comparison among theories (Actl2)” was moderately effective
for improving thinking skills. Although comparison activity is one of thinking skills

activities, it seems that almost a third of the graduates did not think so.
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Table 34
Percentage Distribution and Descriptive Statistics of the Graduates’ Responses

toward the Effectiveness of Activities in Terms of Teaching and Learning

%

.Qz) ] i\. ] ] ]
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Strategies ~—~ & © © © ~©® N M Mdn Mode SD
Actl 3.60 3.60 25.00 67.90 28 4.57 5 5 0.74
Act2 7.10 4290 28.60 14.30 7.10 28 271 2.5 2 1.05
Act3 3.60 3.60 7.10 25.00 60.70 28 4.36 5 5 1.03
Act4 3.60 17.90 78.60 28 4.75 5 5 0.52
Act5 21.40 78.60 28 4.79 5 5 0.42
Act6 3.60 28.60 67.90 28 4.64 5 5 0.56
Act7 7.10 35.70 32.10 25.00 28 3.75 4 3 0.93
Act8 7.10 17.90 75.00 28 4.68 5 5 0.61
Act9 3.60 10.70 85.70 28 4.82 5 5 0.48
Actl10 7.10 10.70 28.60 53.60 28 4.29 5 5 0.94
Actll 3.60 3.60 28.60 6430 28 4.54 5 5 0.74
Actl2 3.80 30.80 30.80 34.60 26 3.96 4 5 0.92
Actl3 11.10 2220 66.70 27 4.56 5 5 0.70
Actl4 3.60 14.30 35.70 46.40 28 4.21 4 5 0.96
Actl5 7.40 3.70 44.40 4440 27 4.26 4 4(a) 0.86
Actl6 3.70 3.70 14.80 77.80 27 4.67 5 5 0.73
Actl7 3.70 11.10 2590 59.30 27 4.37 5 5 0.97
Actl8 3.70 18.50 48.10 29.60 27 4.04 4 4 0.81
Actl19 7.70 19.20 30.80 42.30 26 4.08 4 5 0.98
Act20 3.60 3.60 10.70 4290 39.30 28 4.11 4 4 0.99
Act21 7.10 10.70 17.90 25.00 39.30 28 3.79 4 5 1.29
Act22 10.70 25.00 64.30 28 4.54 5 5 0.69
Act23 3.60 17.90 32.10 46.40 28 4.21 4 5 0.88
Act24 10.70 35.70 53.60 28 4.43 5 5 0.69
Act25 7.10 1430 78.60 28 4.71 5 5 0.60
Act26 3.60 10.70 46.40 39.30 28 4.21 4 4 0.79
Act27 7.10 14.30 4290 21.40 1430 28 3.21 3 3 1.10
Act28 7.10 17.90 35.70 39.30 28 4.07 4 5 0.94
Act29 7.40 18.50 48.10 2590 27 3.93 4 4 0.87
Act30 7.10 25.00 6790 28 4.61 5 5 0.63
Act31 3.70 11.10 1850 66.70 27 4.44 5 5 0.97
Act32 3.70 14.80 11.10 55.60 14.80 27 3.63 4 4 1.04
Act33 10.70 14.30 14.30 32.10 28.60 28 3.54 4 4 1.35
Act34 3.60 1430 28.60 53.60 28 4.29 5 5 0.98
Act35 7.40 2220 70.40 27 4.63 5 5 0.63
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Table 35
Percentage Distribution and Descriptive Statistics of the Graduates’ Responses

toward the Effectiveness of Activities in Terms of Improving Thinking Skills

%
o 2 = 2

Activities/ = = g ° © 5

Strategies = g N M Mdn Mode SD
Actl 370 7.40 1850 7040 27 456 5 5 0.80
Act2 14.80 48.10 14.80 11.10 11.10 27 256 2 2 122
Act3 3.60 7.10 3.60 2140 6430 28 436 5 5 1.10
Actd 10.70 10.70 78.60 28 4.68 5 5 0.67
Act5 3.60 21.40 7500 28 471 5 5 054
Act6 3.60 7.10 25.00 64.30 28 4.50 5 5 0.79
Act7 1430 25.00 3570 25.00 28 3.71 4 4 101
Act8 3.60 28.60 6790 28 4.64 5 5 0.56
Act9 10.70 14.30 75.00 28 4.64 5 5 0.68
Actl0 360 7.10 10.70 28.60 50.00 28 4.14 45 5 111
Actll 3.60 7.10 25.00 64.30 28 4.50 5 5 0.79
Actl2 7.70 34.60 23.10 34.60 26 3.85 4 3.5 1.01
Actl3 14.80 22.20 63.00 27 448 5 5 0.5
Actl4 360 3.60 21.40 28.60 4290 28 4.04 4 5 1.07
Actl5 370 3.70 11.10 29.60 5190 27 422 5 5 1.05
Actl6 370 7.40 2220 66.70 27 452 5 5 0.80
Actl7 3.70 14.80 2590 55.60 27 430 5 5 099
Actl8 7.40 18.50 40.70 33.30 27 4.00 4 4 092
Actl19 3.80 11.50 19.20 2690 38.50 26 3.85 4 5 1.19
Act20 3.60 10.70 10.70 28.60 46.40 28 4.04 4 5 117
Act21 10.70 14.30 17.90 17.90 39.30 28 3.61 4 5 142
Act22 3.60 10.70 25.00 60.70 28 443 5 5 084
Act23 7.10 17.90 35.70 39.30 28 4.07 4 5 09%
Act24 7.10 1430 25.00 53.60 28 425 5 5 097
Act25 3.60 7.10 2140 6790 28 454 5 5 0.79
Act26 3.60 3.60 17.90 39.30 35.70 28 4.00 4 4  1.02
Act27 7.40 14.80 33.30 2590 18.50 27 333 3 3 1.18
Act28 7.40 18.50 40.70 33.30 27 4.00 4 4 092
Act29 7.70 26.90 34.60 30.80 26 3.88 4 4 095
Act30 1430 21.40 6430 28 450 5 5 0.75
Act31 3.70 11.10 29.60 55.60 27 433 5 5 096
Act32 3.70 14.80 18.50 44.40 18.50 27 359 4 4 1.08
Act33 1430 14.30 10.70 32.10 28.60 28 346 4 4 143
Act34 7.10 7.10 7.10 25.00 53.60 28 4.11 5 5 1.26
Act35 14.80 14.80 70.40 27 456 5 5 0.5
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Additionally, the most 10 effective activities for teaching and learning and
improving thinking skills according to the graduates were ranked as to mean values
and given in Table 36. It was realized that thinking based activities such as “activities
towards developing problem solving skills (Act5)”, “activities towards developing
creative thinking skills (Act4)” and “thinking skills activities (Act25)” were involved
among the first five most effective activities for learning and teaching. When the
most 10 effective activities in terms of improving thinking skills were determined,
the same activities were revealed but in different order. An activity “relating topics
with each other (Actl1)” was added, since it had the same mean value with the item
“giving responsibilities to sts in some activities (Act6)”.

On the other hand, “activities towards developing critical thinking skills
(Act3)” was expected to be taken part among the most effective 10 activities for
improving thinking skills. It was surprising that when all activities were ranked by
mean values, it was observed that this activity was at the 17" order as an effective
activity for teaching and learning and 14™ order as an effective activity for

improving thinking skills.

Table 36
The Ranked List of the Most 10 Effective Activities/Strategies by Mean Values
Effectiveness for Effectiveness for
teaching and improving thinking
learning skills
L . Rank M Rank M
Activities and strategies

Providing interaction between sts and the instructor 1 4.82 4 4.64
Activities towards developing problem solving skills 2 4.79 1 4.71
Activities towards developing creative thinking skills 3 4.75 2 4.68
Thinking skills activities 4 4.71 7 4.54
Providing active classroom participation 5 4.68 3 4.64
Discussion/disputation about topics 6 4.67 8 4.52
Giving responsibilities to sts in some activities 7 4.64 10 4.50
Drama 8 4.63 6 4.56
Watching video 9 4.61 9 4.50
Teaching-learning process based on the student- 10 457 5 4.56
centered approach
Relating topics with each other - - 10 4.50

Besides these, according to the results obtained from the undergraduates’
questionnaire, most of these effective activities/strategies had been never or rarely

used in the course. Thus, they were deemed especially as the needed
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activities/strategies as to the graduates and are presented in Table 37. It was observed
that these were very similar to those identified from the undergraduates’ responses.
Meantime, while the needed ones would be taken into account in the redesign of the
course, the other effective ones that were applied in the course often or always

should be lasted in the course.

Table 37
The List of the Needed Activities/Strategies According To the Graduates’ Responses

Activities and Strategies
1 Teaching-learning process based on the student-centered approach
3 Activities towards developing critical thinking skills
4 Activities towards developing creative thinking skills
5
7

Activities towards developing problem solving skills
Presentation of topics by sts

10  Providing interaction among sts

14 Relating the course with the other pedagogical courses

15 Questioning technique

16 Discussion/debate about topics

17  Search and discussion of articles related to topic

18 Observation of persons and learning environment in terms of development and learning
theories

19 Discussion of these observations

20 Interviewing with persons from different age groups to understand their personality, moral
and social development

21 Discussion of these interviews

22 Case studies

23 Concept map of concepts in a topic

24 Conducting research

25 Thinking skills activities

28 Use of transparencies

29 Use of worksheets

30 Watching video

31 Feedback about students’ performance

32 Invitation of visitor teachers/academicians

33 Peer evaluation

4.1.5.4. Assessment Techniques of the Course

Data as regards the graduates’ preferences about assessment techniques are
presented in Table 38. The techniques were ranked based on the frequency of being
preferred. For the midterm exam, the most preferred one was individual project and
presentation with 54 % but for the final exam, individual project was the first
preference and presentation came the second one. Classroom participation was
secondly preferred for midterm and fourth choice for the final exam. As the third
choice for midterm, group project, assignments, follow-up test and multiple-choice

test shared the same order. However, for final exam, only multiple-choice test was
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indicated as the third choice. Oral and essay exam were the least preferred techniques

among the other ones.

Table 38
Percentage of the Graduates’ Preferences for Midterm and Final Exam Assessment
Techniques

For Midterm For Final
Assessnen N % oder N % O
Individual project 15 0.54 1 19 0.68 1
Group project 10 0.36 3 8 0.29 5
Assignments 10 0.36 3 7 0.25 6
Follow-up tests 10 0.36 3 5 0.18 7
Presentation 15 0.54 1 12 0.43 2
Essay exam 2 0.07 4 4 0.14 8
Multiple-choice test 10 0.36 3 11 0.39 3
gﬁ‘gz‘;‘;?on 14 050 2 10 036 4
Oral exam 2 0.07 4 1 0.04 10
Others 1 0.04 5 2 0.07 9

4.2. Results on Input Evaluation

Input evaluation is carried out in order to “assess alternative approaches to
meeting needs as a means of planning programs and allocating resources
(Stufflebeam, 2000, p.279)”. Since the context evaluation enlightened the needs and
instructional problems, in this input evaluation stage of the study, Development and
Learning course was redesigned by evaluating instructional strategies and resources
so as to meet the expressed needs and solve the identified instructional problems. For
this purpose, Kemp, Morrison, and Ross’s (1998) Instructional Design model was

used (see Figure 3).
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Figure 4. Elements of the instructional design plan

Source: Kemp et al. (1998, p.6)

One of the basic reasons for utilizing this model was that it allows the
evaluation of existing instructional resources and strategies which are the subjects of
input evaluation. This model is also called as a student-centered instructional design
model as it takes learners’ preferences into account in designing instruction.
Additionally, it allows flexibility in the order of design stages because all steps are
intertwined and provides back-and-forth revision among the stages. It also includes
formative evaluation to revise instruction during implementation and summative
evaluation to determine effectiveness at the end of implementation. Moreover, it
provides a systematic design process, which has to be followed in order to create an
effective design. This means having a reasonable method of identifying, developing
and evaluating a set of strategies in order to attain a particular instructional goal
(Kemp et al., 1998).

For these reasons, this model was followed in the study as a guideline with
small changes. In light of the model, the sequence of the instructional design process

of the study was;
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1. Needs Assessment

. Instructional Problems

. Learners’ Preferences

Task Analysis & Content Sequencing
Instructional Objectives

Instructional Strategies

Instructional Resources

AN i

Developing Evaluation Instruments

4.2.1. The Design Process
In this section, each step in designing 14-week Development and Learning

course was explained.

4.2.1.1. Needs Assessment

The purpose of this step of the design was twofold: to identify instructional
problems and to define learner preferences. While Kemp et al. (1998) suggest
determining learner characteristics such as academic information, personal and social
characteristics, characteristics of diverse learners, and their learning styles, this study
was limited to define only learner preferences regarding this course, from teaching-
learning strategies to assessment techniques.

Three approaches are proposed for identifying instructional problems by
Kemp et al. (1998): needs assessment, goal analysis and performance assessment.
The context evaluation stage of the study was already based on a needs assessment
study taken various stakeholders (instructor, graduates, students, etc.) into account.
The results disclosed not only important problems and needs but also the students’
and graduates’ preferences toward all aspects of the course (objectives, content,
teaching-learning activities/strategies, and assessment). Therefore, context evaluation
results illuminated this design process.

The context evaluation results regarding learner preferences are given as
follows:
For objectives;

e The students and graduates consider that almost all objectives are important
to be attained.
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It was also noticed that the students especially gave much more importance to
the objectives towards putting theory into practice such as understanding
students’ differences, helping students’ development, preparing appropriate
learning environment, applying what was learned to classroom environment.

However, while their proportion was not high, some students and graduates
expressed little important or unimportant for higher order objectives like
understanding different theories/approaches in a topic, comparing them,
distinguishing similarities and differences among them, and determine

strengths and weaknesses of the approaches.

For content;

Considering the objectives important by the majority of the respondents
implied that the corresponding course topics were also important.

The topics underlying the objectives were Development (Basic concepts
regarding development, physical and psychomotor, cognitive, linguistic,
moral and intellectual development) and Learning (Basic concepts regarding

learning, behaviorist and cognitivist approaches to learning, and motivation).

For teaching-learning process;

Except for teacher-centered activities, use of transparencies, and invitation of
visitors, all the other activities/strategies were considered effective for
learning

Especially, follow-up tests, active participation and interaction in classroom,
thinking skills activities, giving responsibilities to students in some activities,
group work, student-centered activities, drama, discussion, relating topics
with each other, and doing comment on topic, case and phenomenon were
determined as the most effective ones.

For effective instruction, the students and graduates believe in the necessity
of the student-centered activities (drama, discussion, and group work also
included), thinking skill based activities, interaction and participation in the

classroom, and follow-up tests.

For assessment techniques;

While the multiple-choice test was mostly preferred by the students, the
graduates stressed the individual projects at most for both midterm and final

exam.
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e Follow-up tests, classroom participation, group project and assignment were
the other mostly preferred alternatives.
¢ On the other hand, essay exam and oral exam were the least preferred

techniques compared to the other ones.

The context evaluation results addressing instructional problems are given as
follows:

e Although it was agreed in general that these objectives and content were of
importance, not all but at least half of the students and graduates did not feel
competent in the attainment of them, particularly, of those related to
theoretical knowledge and necessitating higher order skills such as
distinguishing related theories or determining similarities and differences.

e The results displayed that most of the activities expressed effective/very
effective for learning by the respondents had been never, rarely or sometimes
applied in the course.

It can be deduced from these results that a new course of action should be
taken in teaching-learning process of the course in order to overcome these problems.
In this regard, as a new instructional approach, critical thinking based instruction was
predetermined as its importance in effective instruction, in teacher education and
even in contemporary life was stressed by the related literature (e.g., Halonen et al.,
2002; McCallister, 2004; Paul et al., 1997; Pithers & Soden, 2000; Raths et al., 1967;
Semerci, 2003; Sahinel, 2005). As it was mentioned in the literature review chapter
of the study, there are two main approaches in teaching critical thinking: skills and
infusion approaches (Beyer, 1988a; Burden, 1998; Maclure, 1991; Nisbet, 1993). In
this study, infusion approach by which thinking skills are incorporated into subject
matter was regarded in redesigning Development and Learning course as to critical
thinking based instruction. This approach requires enriching teaching-learning
process with critical thinking promoting activities, strategies and tasks (Burden,
1998). In this regard, the related literature led to determine effective activities. But at
the same time, the context evaluation results regarding teaching-learning process that
enlightened the needed effective activities/strategies for learning, teaching and
improving thinking skills from the students’ and graduates’ points of view were also

taken into account. Hereby, it was aimed to create an effective learning environment
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equiped with these activities/strategies stimulating the attainment of the objectives

and advancing critical thinking.

4.2.1.2. Task Analysis and Concept Sequencing

Task analysis was conducted in order to define the content required to solve
instructional problems and to meet the needs. This analysis yielded an outline of
content and served as an input for developing instructional objectives. Kemp et al.
(1998) introduce three techniques for conducting task analysis: topic analysis,
procedural analysis and critical incident method. In this study topic analysis method
was used.

Concerning “Development and Learning course” whose name has been
changed for Elementary School Teacher Education program as Educational
Psychology since 2006-2007 academic year (CHE, n.d.c), CHE determined its
content as ‘“‘education-psychology relationship, definition and functions of
educational psychology, basic concepts regarding development and learning,
development characteristics (physical, cognitive, emotional, social and moral
development), learning theories, implications of learning theories for teaching-
learning processes, factors affecting learning (motivation, individual differences,
group dynamics and impact of these factors on teaching-learning process)” (CHE,
n.d.d). This statement delineates the course in general without giving detailed
content; so, the details are left to the instructor of the course.

After various “Development and Learning” and “Educational Psychology”
text books and syllabuses were examined, it was ascertained that there are two main
topics: development and learning. However, both topics include many topics within
self. For example, according to the examination of text books and syllabuses, topics
regarding development can be:

e Development (Definition of development; Bases of Development, Principles of
Development, Factors Affecting Development)

e Physical and Psychomotor Development (Prenatal development, Physical and
Psychomotor Development at Infancy Period, at Preschool Period, at Elementary
School Period, and at Adolescent Period, Educational Implications of Physical
and Psychomotor Development into Learning Environment, Educational
Measures Taken for Physical and Psychomotor Development, Individual
Differences in Physical and Psychomotor Development,)
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Cognitive Development (Intelligence and Characteristics of Intelligence, Basic
Piagetian Concepts, Piaget’s Cognitive Development Theory, Cognitive
Development Periods, Vygotsky’s Social Perspective on Cognitive Development,
Language Development, Educational Implications of Cognitive and Language
Development into Learning Environment, Educational Measures Taken for
Cognitive Development, Individual Differences in Cognitive Development,)

Emotional Development (Emotion and Attributes of Emotion, Emotion Types
and Their Development, Educational Measures Taken for Emotional
Development, Educational Implications of Emotional Development into Learning
Environment, Individual Differences in Emotional Development,)

Social Development (Characteristics of Social Development, Social
Development at Preschool Period, at Elementary School Period, and at
Adolescent Period, Educational Measures Taken for Social Development,
Educational Implications of Social Development into Learning Environment
Individual Differences in Social Development,)

Sexual Development (Characteristics of Sexual Development, Sexual
Development at Childhood Period and at Adolescent Period, Educational
Implications of Sexual Development into Learning Environment, Educational
Measures Taken for Sexual Development, Individual Differences in Sexual
Development)

Personality Development (Freud and Psychoanalytic Theory, Erickson and
Psychosocial Development Periods, Educational Implications of Personality
Development into Learning Environment)

Moral Development (Piaget and Moral Development Periods, Kohlberg and
Moral Development Periods, Gilligan’s View of Moral Development,
Educational Implications of Moral Development into Learning Environment,
Educational Measures Taken for Moral Development, Individual Differences in
Moral Development )

Student Diversity (Impact of Culture, Socioeconomic Status, Ethnicity and Race,
Language Differences, Gender, Intelligence, Learning Style, Exceptional
Students)

Because of time limitation, it was not possible and reasonable to include all

abovementioned topics. This outline was just demonstrated in order to show how

broad these topics-development and learning- are. For this reason, in order to narrow

the topics so as to be covered within a semester appropriately, a topic analysis was

conducted.

Topic Analysis and Content Sequencing. There is at least one course

regarding development and learning in teacher education programs administered in

Turkey and around the world. For topic analysis, text books and syllabuses of these

courses, which were accessed via internet and library, were examined. When the

143



contents were compared, it was realized that while there were differences in detail,
topics regarding learning theories (Behaviorism, Cognitivism, Constructivism,
Humanism), development theories (cognitive and personal-social development are
more emphasized rather than physical and moral development) and motivation were
fundamentally covered in almost all courses. Besides these, it was noted that topics
such as instruction, research, classroom management, learning environment, learners
with exceptionalities, diversities among learners and assessment topics were also
addressed in some of them.

In this study, the investigated text books and syllabuses indicated and the
learners’ preferences explained in the context evaluation supported that there should
be two basic topics covered in this course. These formed the initial outline of the
topic analysis:

L Development
IL. Learning

Then, this outline was expanded as shown in Table 39.

Table 39
Content Outline of Development and Learning Course
Topics Time Week
I. DEVELOPMENT
A. The Interrelationship among Development, Learning and 1 Hour 1. Week
Learning Environment
B. The Basic Concepts Related to Development 1 Hour
C. The Basic Principles of Development 1 Hour

D. Factor Affecting Development

E. Physical and Psychomotor Development 3 Hours 2. Week
1. Principles of Physical and Psychomotor Development
2. Educational Implications of Physical and Psychomotor
Development into Learning Environment

F. Cognitive Development 3 Hours 3.Week
1. Piaget’s Theory of Cognitive Development
2. Educational Implications of Piaget’s Theory
3. Vygotsky’s Theory of Cognitive Development
4. Educational Implications of Vygotsky’s Theory
G. Moral Development 3 Hours 4.Week
1. Piaget’s Theory of Moral Development
2. Kohlberg’s Theory of Moral Development
3. Gilligan’s View of Moral Development

Educational Implications of Moral Development Ts.
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Table 39 (Continued)

Topics Time Week
H. Personality Development 3 hours 5.Week
1. Freud’s Theory of Psychosexual Development
2. FErickson’s Theory of Psychosocial Development
3. Educational Implications of Personality Dev. Ths.

II. LEARNING
A. The Basic Concepts in Learning 15 Min. 6.Week
B. Factors Affecting Learning 15 Min.
C. Behavioral Approach to Learning
1. Classical Conditioning 2,5 Hours

i. Principles of Classical Conditioning
ii. Educational Implications of Classical Cond.

2. Operant Conditioning 3 Hours 8. Week"
i. Principles of Operant Conditioning
ii. Educational Implications of Operant Cond.

3. Social Learning Theory 3 Hours 9.Week
i. Principles of Social Learning Theory
ii. Educational Implications of Social Learning

D. Cognitive Approach to Learning 3 hours 10.Week
1. Gestalt theory
i. Principles of Gestalt theory
ii. Educational Implications of Gestalt Theory

2. Information Processing theory 3 hours 11.Week
i. Principles of Information Processing Th.
ii. Educational Implications of Inf. Proc. Th.

3. Constructivist Learning Theory 3 hours 12.Week
i. Principles of Constructivist Learning Th.
ii. Educational Implications of Const. Th.

E. Humanistic approach to learning 3 hours 13. Week
1. Principles of humanistic learning theory
2. Maslow, Rogers, Gordon
3. Educational implications of Human. App.

F. Motivation 3 hours 14. Week
1. The relation between motiv. and learning
2. Intrinsic and extrinsic motivation
3. Theories of motivation
4. Educational implications of motivation
¥ 7™ Week is Midterm Week; thus, no topic was assigned to that week.

Then, four content structures associated with a topic analysis, which are facts,
concepts, principles and procedures (Kemp et al.,1998) were examined for each main
topic.

Facts: Some of the identified facts are;

® Factors affecting development
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¢ Factors affecting learning
¢ The relation between learning and teaching
¢ The relation between learning and motivation
e Stages in physical, cognitive, moral, and personality development
Concepts: Some of the concepts identified in this analysis are these:
e Development, learning, teaching, maturation, readiness, motivation, behavior
Principles: Principles identified in the outline are given as follows:
¢ Principles of development
¢ Principles of physical, cognitive, moral an personality development
¢ Principles of learning approaches
Procedure: The procedures identified in the topic analysis are:
e The educational implications of physical, cognitive, moral and personality
development
e The educational implications of behaviorist, cognitivist, and humanistic
approaches to learning

¢ The educational implications of motivation

Next, each subtopic under Development and Learning were analyzed in
detail. An example of the “Operant Conditioning” topic is given as follows:
The outline of this topic previously was covering:

1. Operant conditioning
1. Principles of operant conditioning
il. Educational implications of operant conditioning
After detailed analysis, it was outlined as follows:
1. Operant conditioning
A. Description of operant conditioning process
B. Principles and concepts of operant conditioning
1. Reinforcement
ii. Punishment
iil.  Generalization
iv. Control of stimuli
C. Schedules of reinforcement

1. Positive and negative reinforcements
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ii. Continuous reinforcement
iii. Intermittent reinforcement
1. Interval schedule of reinforcement
2. Ratio schedule of reinforcement
D. Behavioral Modification
E. Reducing or removing undesirable behaviors
1. Satiation
ii. Reprimand
iii. Response cost
iv. Social isolation/time out

F. Educational implications of operant conditioning

Throughout this topic analysis, the topics were carefully examined and were
ordered according to concept-related sequencing, which is proposed by Kemp et al
(1998) as a method of sequencing the content. The relationships among concepts
covered in a topic, the relationships among topics, the flow from simple to more
abstract concepts, and the prerequisite concepts were taken into account in the

concept sequencing.

4.2.1.3. Instructional Objectives

At this stage, the results gathered from the context evaluation were utilized.
Initially, goals of teacher education and general objectives of the course were formed
by taking the results of individual interviews with the expert from MONE, the
pedagogy instructor and the vice chair of the department into account.

Regarding goals of teacher education, the vice chair of the Department of
Accounting Teacher Education emphasized the development of students’ affective
behaviors and thinking skills by expressing the goals as ‘“contributing to students’
personality development” and “training prospective teachers who can look at
students from different perspectives, analyze and reason any procedure or incidence,
make interpretations and think from different point of view and have a mission”. In
accordance with the goals stated by MONE, the expert from the ministry indicated
three goals: (1) to ensure students to gain affective behaviors like attitudes and habits
as well as cognitive behaviors with reference to the basic principles of the Republic,

(2) to raise good citizens of the Republic who gained basic human behaviors
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contemporary life necessitates, and (3) to raise individuals who gained the requisite
professional competencies and behaviors. Additionally, the pedagogy instructor
specified a brief statement of the goals; “to train prospective teachers who have
knowledge and skills of subject courses”, “to train prospective teachers who have
knowledge and skills of pedagogical courses”, and “to provide opportunities to
prospective teachers for teaching practice”.

In sum, three functions of teacher education were stressed:

® (o train prospective teachers having subject and pedagogical knowledge and
teaching skills,

¢ to educate them to be a good citizens with good personality characteristics
with reference to the basic principles of the Republic, and

¢ to raise thinking students.

In light of the expressed goals, concerning the main objectives of
Development and Learning course, the instructor stated that the objectives are “to
gain required knowledge to know persons, to know development stages”, “to know
learning theories, their weaknesses and strengths”, and “to be able to apply learning
theories into learning environments (ex. in lesson plans)”. As for the expert, the
objectives are “to gain skill to be able to know their students’ developmental level”
and “to understand learning characteristics and nature of students”. The vice chair
did not express any idea because she was not asked to do because of not having
pedagogical education background.

By considering these expressed objectives, two primary objectives were
determined. This course would contribute students

¢ to understand the nature of knowledge as regards human development and
learning and
¢ to understand how to apply the knowledge in teaching practice

In redesigning Development and Learning course as to critical thinking based
instruction, the development of critical thinking skills was considered as the
secondary objective. Because, in a course in which critical thinking skills are
integrated into a subject matter, critical thinking skills may not be improved as it is
intended. Subject learning may overshadow gaining thinking skills in an academic
semester, which may not be adequate for learning thinking skills requiring longer

time than a semester or a course period. Indeed, in this course, critical thinking based
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instruction was a means to reach the primary ends/objectives. It should be beared in
mind that a course enriched with critical thinking skill based activities is a starting
point; because if the development of teacher candidates’ critical thinking skills is
aimed, it should be integrated into every part of teacher education program.
Concerning instructional objectives, the context evaluation yielded that the
majority of the respondents agreed on the importance of the objectives given in the
questionnaire as it was mentioned at the needs assessment step of the design. A small
part of the respondents did not consider the higher order objectives as important as
the other ones. Nonetheless, the other majority of the respondents and the importance
of the attainment of higher order thinking skills forming critical thinking could not be
ignored. Therefore, all the objectives given in the questionnaire were treated as
instructional objectives. Next, they were reviewed and some modifications were
done. The final form of the instructional objectives was given in Appendix G.
Finally, these detailed objectives were rewritten in a more general form together with

those related to affective domain:

Cognitive domain: Prospective teachers will be able

® to define the basic concepts related to Development and Learning

¢ to define the basic principles of Development and Learning

e to explain the basic characteristics of the development process according to
development theories

¢ to explain the basic characteristics and principles of learning theories

¢ to explain learning process according to different learning theories

¢ to explain motivation according to different approaches

e to apply development, learning and motivation theories in classroom
environment

® to compare and contrast learning theories and approaches

Affective domain: Prospective teachers will

e give attention to activities carried out in the classroom willingly
® be eager to participate and involve in classroom activities
¢ show his/her reactions to activities willingly

e show his/her opinion on a subject or topic willingly
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4.2.1.4. Instructional Strategies

At this stage, firstly a teaching model, which is defined as “prescriptive
teaching strategies designed to accomplish particular instructional goals (Eggen &
Kauchak, 2001, p.16)”, was determined. Eggen and Kauchak (2001) introduce social
interaction models (the groupwork model, the cooperative-learning model, and the
discussion model), inductive models (the inductive model, the concept attainment
model, and the integrative model), problem-based learning models (the problem-
solving model and the inquiry model) and deductive models (the direct instruction
model and the lecture-discussion model). For this course, the Inductive Model was
identified as the most appropriate one in accordance with the study purpose because
in this model, students are involved in critical thinking skills in order to attain
content objectives (Eggen & Kauchak, 2001). That is, critical thinking skills are
means leading to intended objectives. According to this model, the instructor
provides required information regarding the topic and guides students in constructing
their own understanding of the concepts, principles, generalizations, and rules so that
a deep understanding of the topics and thinking skills development can be achieved
(Eggen & Kauchak, 2001). For these reason, this model was the best match to the
study purpose.

In the implementation of the model, there are five phases: lesson
introduction, the open-ended phase, the convergent phase, closure and the application
phase. In this study, when the lesson plans were prepared, these phases were

followed as it is explained below (see Appendix N for Lesson Plan Example).

Lesson Introduction. Instruction of each topic started with an introduction
that would prepare students for learning. Students were notified about the objectives
and a brief overview of the topic was presented in order to inform them about what
would be covered in that unit. Then, tasks that they were expected to master through
given examples were given and what they were supposed to do were explained. As
examples, case studies, role playing, and articles were used.

The Open-Ended Phase. Eggen and Kauchak (2001) suggest several ways

that can be used at this phase. One of them is to present an example and ask students
to observe and describe it. Moreover, students might be requested to contrast one
related and one unrelated examples or asked to find patterns common in the similar

examples. Additionally, a negative example may be presented and the instructor may
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ask students to describe it. In all proposed methods, open-ended questions are asked.
As for this study, after presenting examples such as case studies, Socratic
questioning was especially applied so that meaningful construction of knowledge and
understanding of the topic were strived to be ensured (Beyer, 1991; Paul, 1991).
Students were asked to find definition of the concepts; to state principles and
characteristics within the topic; to describe students’ and teachers’ behaviors related
to physical, cognitive, moral and personality development and behavioral, cognitive
and humanistic learning approaches/theories and to compare and contrast the theories
and approaches.

The Convergent Phase. Although the convergent phase is given separate from

the open-ended phase, there is not a clear transition point between them, because a
variety of answers given by students to the open-ended questions converges on a
particular answer naturally (Eggen & Kauchak, 2001). Concerning this course, while
questioning, wandering from the topic was strived to be prevented. For students who
had misconceptions, hints such as examples were provided or further questions such
as “what do you mean?” or “why do you think this way?” were asked in order to
understand their reasoning and meaning. In this way, they were stimulate to find a
particular answer regarding definitions of the concepts, principles or characteristics
of development and learning theories, and differences, similarities, strengths and
weaknesses of the theories.

Closure. At this phase, definitions, principles, characteristics, differences,
similarities, strengths and weaknesses were stated briefly, the relationship among
them were formed and the implications of the converged information into learning
environment were discussed by students as a result of the preceding phases.

The Application Phase. Finally, in order to apply what was learned, several

assignments were given to students. Some were completed in the class with a group
work, some were done at home.

While these steps seem to be hierarchical, it does allow flexibility such as
replication of some phases within a session. For example, if more than one topic will
be covered in a session, then the open-ended, convergent and closure phases can be
followed for each topic. This can be more clarified by the lesson plan example in
Appendix N that had been prepared for the topic “Cognitive Development”. In

addition, since in this model, students are supposed to implement critical thinking
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skills, the lesson plans included Paul et al.’s (1989) critical thinking dimensions as it
can be seen from the example plan.

Within this teaching model, active learning strategies were used. In this
point, as well as literature, the needed activities/strategies expressed by the students
and graduates in the context evaluation were also taken into account. These
activities/strategies were those towards developing critical thinking skills, creative
thinking skills and problem solving skills; presentation of topics by sts; providing
interaction among sts; relating the course with the other pedagogical courses;
questioning technique; discussion/debate about topics; observation of persons and
learning environment in terms of development and learning theories; discussion of
these observations; interviewing with persons from different age groups to
understand their personality, moral and social development; discussion of these
interviews; case studies; concept map about the topic; research; thinking skills
activities; use of various sources; use of worksheets; watching video; and feedback
about students’ performance.

Before all else, Socratic questioning was the primary strategy throughout all
lessons because it is an effective and mostly recommended strategy in promoting
critical thinking (Beyer, 1991; Cruickshank et al., 1995; Paul, 1991; Paul et al., 1989;
Potts, 1994; Villaverde, 2004). Students were stimulated to think aloud about topics
and to explore meanings of concepts, principles and application of the theories by
questions such as why?, how?, in what ways?, what do you mean? and could you
explain?.

Moreover, another frequently used strategy was case study. By means of case
studies, students have opportunities to analyze situations, events or experiences, to
put theory into practice, to determine problems, solutions and alternatives (McDade,
1995; Peterson et al., 1990). Analyzing experiences is suggested for stimulating
critical thinking by Paul et al. (1989). In the interview with the pedagogy instructor
of the faculty, he also proposed the use of case studies in this course. Thus, for
almost all topics, cases related to the topics were given as either in-class activities or
homeworks and either written or visual (i.e., video). Case studies carried out in the
class were followed by discussion.

Additionally, in order to promote the development of students’ thinking skills

related to detecting relationship among concepts, principles, characteristics, finding
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similarities and differences, and categorizing any given information and to ensure
students to be prepared for lesson in advance, they were asked to prepare graphic
organizers prior to each lesson. Lim et al. (2003) and Potts (1994) also support the
use of this type of concept mapping or classification.

Besides these, other types of thinking skill activities such as compare and
contrast, decision-making, and problem solving activities were also included in the
course as in-or out-class tasks. There were also educational games such as puzzle;
preparation of a poster by using journals, magazines, and articles; and spontenous
preparation of concept mapping in order to advance students’ understaning of
concepts and principles and their interrelationships. All of students’ studies in-or out-
school were gathered and after being evaluated, they were given back to students
with feedbacks on them. Besides, when students were struggling with their taks in
groups or individually, the instructor guided them and gave feedback. The instructor
tried to inform students about their performance as much as she can because
providing feedback is an instructional event influentional in the encouragement of
learning (Bloom, 1982; Cruickshank et al., 1995; Gagné, 1985).

Besides these, in the context evaluation, the respondents indicated that the
classroom participation and interaction among students and with instructor were
effective factors in learning. The impact of participation of students on achievement
is also emphasized by Bloom (1982). These are of importance in motivating students
and creating a warm atmosphere required for the engagement in the given activities
(Slavin, 2003). Thus, most of the in-class activities were performed in groups,
questioning by the instructor and among students was stimulated and they were let
free to talk about their opinions so that participation and interaction were
encouraged.

In sum, the instructional activities/strategies that were used in this course
were displayed in the following Table 40 with respect to each topic. In general,
strategies stimulating active learning and developing the thinking skills were
preferred (see also Appendix O for the Examples of Activities Carried Out in the

Treatment Groups).
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Table 40

Instructional Strategies/Methods/Tasks

Topics Strategies/Activities
I. DEVELOPMENT
A. The interrelationship among development, Questioning, Discussion
learning and learning environment Taskl1. Case study analysis: Memories of
B. The basic concepts related to development Teacher Ayse

C. The basic principles of development
D. Factor affecting development

E. Physical and Psychomotor Development Questioning, Discussion
Task 1. Presentation of the physical
development posters prepared from
newspapers or articles,
Task 2. Article analyze: Gender
Difference: Genetic or Learned?

F. Cognitive Development Questioning
Task 1. Compare and Contrast Activity

G. Moral Development Role Playing, Questioning, Discussion
Task 1. Two case studies: Decision
Making Activity-What should Dilare do?
and What should Can do?

H. Personality Development Questioning, Discussion
Discussion of a book: Kokoloji,
Task 1. Spontaneous Preparation of
Presentation
Task 2. Preparation of a concept map

II. LEARNING
A. The basic concepts in learning Questioning
B. Factors affecting learning

C. Behavioral approach to learning Questioning, Discussion
1. Classical conditioning Task 1: Case study (video) analysis,
Task 2: Case study (a written case)
analysis: Conditioning in a school

2. Operant conditioning Questioning, Discussion
Task 1: Article analysis: Monkey
Business, Task 2: Case study (video)
analysis, Task 3: Preparation of a puzzle

3. Social Learning theory Questioning, Discussion
Task 1: Role Playing, Task 2: Case
study (video) analysis

D. Cognitive approach to learning Questioning, Discussion
1. Gestalt theory Task 1: Problem Solving Activity, Task
2: Compare and Contrast Activity

154



Table 40 (Continued)

Topics Strategies/Activities

2. Information Processing theory Questioning, Discussion
Task 1: Retention-coding activities
(silent movie, number and video cases,
concepts)

3. Constructivist learning theory Questioning, Discussion
Task 1: Case Study: How does teacher
Neriman teaches?

E. Humanistic approach to learning Questioning, Discussion, Task 1:
Compare and Contrast Activity

F. Motivation Questioning, Discussion,Task 1: Case
Study: Dan’s class

In addition to these, there were some other requirements of the course:

Article critique. In order to develop students’ critical reading skills, they were

asked to find an article written about human development and learning and to
critique the article based on the article critique criteria given in Appendix P. These
questions were prepared according to the elements of reasoning explained by Paul
and Elder (2006) and benefited from a syllabus presented in the Foundation for
Critical Thinking’s web site (Foundation for Critical Thinking, 2000).

Project. This project was a group project leading to students doing research.
All group members had to be involved in the project. In order to control this
requirement, the instructor came together with the groups each week in the last
month before the due date of the project, asked each member about their
responsibility and responded their questions. Each group selected a problem
regarding education; they were let free to select any problem and asked to
investigate, examine and evaluate solutions. The aim of the project was to improve
students’ problem-solving skills requiring critical thinking and to help them to
acquire research skill. An outline and evaluation criteria of the project were given to
them at the beginning of the semester (see Appendix Q).

Portfolio. Students compiled all in-and-out class documents such as
homeworks, journals, graphic organizers, groupwork exercises, projects, and article
critiques in a portfolio. They were informed about preparing portfolio by an

information sheet regarding these documents and their objectives (see Appendix R).
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4.2.1.5. Instructional Resources

As instructional resources, several materials that were available in the faculty
were used. These were given as follows.

Textbooks. Several books were used as sources of information covered in the
course.

Handouts of articles, case studies and worksheets and photocopied

documents. For in-and-out class activities, generally worksheets were utilized. These
worksheets sometimes included an article or a case that were used for an article
critique, discussion or a case study. For more difficult topics, additional worksheets
were given. Moreover, sometimes, photocopies of various sources related to the
topics or the instructor’s presentations were also left to students.

Overhead transparencies/ Projector. OVH was rarely used; instead, projector

was preferred in topic, sample, case study and video presentations.

Pictures. For some topics (e.g., gestalt theory), pictures were used. Students
made comments on them and by questioning, they were stimulated to explore
meaning of concepts and principles and characteristics of a given theory.

VCDs. Video was watched in the topics: physical development, classical and

operant conditioning, and social learning theory.

4.2.1.6. Developing Evaluation Instruments

In this course, there were many activities and participation of students in
these activities was of importance in order to learn topics better, develop thinking
skills and, at the end, to attain the objectives. Therefore, attendance to the class was
one of the basic requirements of this course. If a student had not attended the classes
more than 3 weeks, s/he would have failed the course. As long as students attended
the classes, their participation in the activities was evaluated.

There had to be a midterm and a final exam according to the regulations of
the Faculty. In addition to these exams, various assessment techniques were also
used. According to the context evaluation results, individual and group projects were
expressed as preferred assessment techniques in addition to objective test, follow-up
test, classroom participation and assignments. Therefore, students’ article critique as
an individual project and their projects as a group study were assessed. Moreover,

their portfolios were also examined in order to take their all studies into account in
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their assessment and to assess their progress in learning and thinking skills (Janesick,

2004a). In summary, the assessment procedure of the course was:

The course requirements Percentage of grade
Classroom participation 7,5 %
Article critique 7.5 %
Follow-up tests 10 %
Portfolio 20 %
Midterm 15 %
Final 40 %

Finally, as a result of this redesign process, the course syllabus was prepared

and given in Appendix M.

4.3.  Results on Process Evaluation

Process evaluation in the CIPP model aims to “assess the implementation of
plans to guide activities and later to help explain outcomes” (Stufflebeam, 2000,
p-279). In light of this aim, the research question that was searched at this stage of
the study was “how well is this redesigned course being implemented from the
students’ points of view?”. Underneath this question, two sub-questions were posed:
“what are the reactions of students towards the effectiveness of the course
implementation?” and “is there a need for revisions regarding the course
implementation?”.

In order to gather the students’ opinions and reactions toward the course
progress, student journals were used. Since critical thinking based instruction was
implemented in the treatment groups, the students in these groups were asked to fill
out journals each week. These journals were tools for reflective evaluation because
they covered students’ reflections toward their own learning and the instructional
activities/strategies/methods. There were 718 student journals prepared by the
students in the treatment groups throughout 11 weeks (first, last and midterm weeks
were excluded). In this section, finding gathered from these journals were evaluated

in two parts. The initial part of this section was left to the students reactions toward
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the course implementation and in the second part, the revisions that were made based

on the students’ reactions were explained.

4.3.1. The Students’ Reactions toward the Effectiveness of the Course
Implementation

As a result of content analysis, 5 main themes regarding students’ reactions
and opinions toward the course progress were extracted from 718 student journals.
These were “effectiveness of the instruction on learning”, “effectiveness of the
instruction on thinking skills”, “metacognitive skills to learn better”,
“difficulties/problems”, and “‘instructional suggestions for better instruction” (see
Appendix S for Themes and Codes Regarding Student Journals). Findings were

discussed under these themes.

4.3.1.1. Effectiveness of the Instruction on Learning

Underneath this theme, several codes appeared because different aspects of
critical thinking based instruction had various impacts on learning. These were
“thought provoking learning environment”, “teaching-learning
activities/strategies/methods”, and “instructional materials”. Moreover, students
explained their opinions regarding the effectiveness of specific activities in the
course and a different code “specific activities” was created for these opinions.
Finally, “negative aspects” code was added for negative reflections of students
toward the course instruction. Herein, the flow of findings regarding this theme was
presented according to these codes.

When all journals were examined, it was observed that as to the students in
general, the topics were clear and understandable on account of learning environment
and activities/strategies/methods carried out in this course enriched with critical
thinking based instruction. Especially, thought provoking learning environment in
which students had opportunities to think and to express and share their own
opinions and thoughts freely and comfortably was frequently specified as the most
effective aspect of critical thinking based instruction. Even, some students’
impressions were notable:

As it happens in general, the activities were effective once again because our
course occurs in a very social environment compared to other courses.
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[the topic] was clear and understandable. Because we treat the topic in a way
that is different from other courses we have taken till today. We discussed
with our friends and teacher. This activated learning.

No teacher but student-centered instruction!!!...I am very pleased for now.

This course is opening the brain!!!....
The results also exposed that as a result of such a learning environment, meaningful
learning and understanding were ensured as oppose to rote learning, as indicated by
some students:

In my opinion, education should be conducted in this way. It was amusing; at

least there was not memorization...at least, in my university life, I
participated only in this course and learned something.

...today we learned [the topic] in a different style. There is not forgetting
because of memorization, which exists in other courses.

...teaching the course by using such materials [visual materials-video,
posers, etc.] rather than based on memorization is making the lesson more
retained.

Overall, the analyses of the journals revealed that positive impacts of the
instruction on learning were stemmed from learning by thinking instead of direct
learning from the instructor. In other words, it was stated that students could use their
own wording instead of the instructor’s. Indeed, their explanations addressed that
discovery learning, which is an important component of constructivist approach to
learning (Slavin, 2003), appeared in the course. In discovery learning, required
information and experiences are provided for students so as to encourage their active
involvement and to facilitate discovering and constructing meaning of principles and
concepts by themselves (Eggen & Kauchak, 1997; Slavin, 2003), as exemplified in
the following verbatim expressions:

To tell the truth, today’s topic (basic concepts) opened my brain. I thought

that we did what we have needed to do for a long time. Firstly, we

demonstrated our reasoning by discovering it. Understandability of topics
depends on how much we understand and I comprehend the topic and the

story (given case study) well. Right now I feel that I renew my knowledge
and contribute something to me.

The topic was clear and understandable because we came into prominence.
Our thoughts were exposed and then positive and negative aspects of these
thoughts were determined.

[the topic] was clear and understandable. The instructor primarily strived to
explain the topic by our interpretations.
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...our opinions [about moral development] were initially asked and our
opinions were compared with the studies of the experts. These made us to
learn effectively.

As an example, the students’ impressions toward teaching of Gestalt theory in
which students determined the perception principle over the figures and discovered
the principles by questioning can be presented.

I think that the topic [Gestalt] was clear and understandable because

introducing the concepts and laws (pragnanz) by using schematic drawing

was beneficial in understanding the topic...because I could make different
comments by understanding the schemas and questions.

...explaining the laws via figures on the cardboards and doing this in groups

were effective in learning the topic.
These expressions support what Bruner, who is an advocator of discovery learning,
says, “we teach a subject not to produce little living libraries on that subject, but
rather to get a student think....for himself, to consider matters as an historians does,
to take part in the process of knowledge-getting. Knowing is a process, not a
product” (as cited in Slavin, 2003, p. 261).

Next, considering and perceiving topics from different perspectives were the
other reasons for effective learning specified by the students:

... putting forward different views by our friends having different culture

made us to understand the topic better.

Since as a result of the atmosphere created in the class, various points related

to the topic were expressed by more than one person, the topic sticks in our

minds more easily.
In addition, it was often indicated that making comparisons between views and
theories helped them to understand better, especially in learning cognitive, moral and
personality development theories and behaviorist theories and constructivist
approach.

[the activity] was effective because it was asking the similarities and

differences between the two views. At the same time, it was asking us to
make comments.

[the activities] were effective because the comparison and critique made me
to learn better. Participation of all of us in the class was ensured by asking
our opinions.

...comparing and critiquing the views of Piaget and Kohlberg regarding
moral development was good. I love this.
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At the beginning, I could not understand the topic [operant conditioning], but
then as I learned differences between topics [operant and classical
conditioning], understanding the topic got easy.

...relating and comparing the topic [constructivism] with the previous topics

[other cognitive theories-gestalt, information processing theory] were

effective in my understanding.

Besides these, the responses highlighted that the course instruction aroused
motivation and active participation and attracted attention by creating an enjoyable
and convenient learning environment; and thus, it fostered better learning and
retention.

I know that I have the [thinking] skill but [the lesson] provided self-

confidence and motivated me to show myself to my friends and the instructor.

...passiveness is not possible in such an active lesson environment. Due to
the in-class activities, retention [of the topics] is rising much more

Even a sleepy student like I could understand the topic....because the number
of students in the class is less and participation of all students was provided.

The reasons of being understandable and clear were the encouragement of
active participation and the increase in the interest to the topic owing to
interesting case studies.

...In fact, this is a confession: I was thinking that this course was easy. That

is, at least I was guessing. But I was mistaken. And it became a course that I

love the most and I am not strained to wake up morning [to come to the

lesson]. Thanks....
All these results supported the claim that the infusion approach in which thinking
skills are integrated into subject matter and tasks or activities are prepared
accordingly affect subject learning positively (Raths et al., 1967; Zohar & Dori,
2003; Johnson, 2000; Beyer, 1988a).

In this sense, in-class activities and teaching methods/strategies are tools for
providing opportunities to use thinking skills. Therefore, throughout the semester, a
variety of critical thinking based activities and methods were used in the course.
According to their expressions, of them, questioning, group works, case studies and
discussion were very influential in learning the topics.

The questioning was the main instructional technique that was applied in all
lessons not only between the instructor and students but also among students. As a
matter of fact, questioning, especially Socratic questioning, is strongly proposed for

dialogical instruction for stimulating thinking and mastering the content as opposed
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to didactic instruction (Paul, 1991). Supportively, it was found out that this technique
encouraged students to examine and learn topics by questioning and reasoning:

The instruction of the lesson by questioning provided me to use my thinking

and interpretation skills and this was effective in my learning the lesson.

...asking questions about the related events and finding out answers to them

were important factors in understanding the topic.

Moreover, it was often stated that owing to this technique, they participated in
the class and paid attention much more and they listened carefully because of the
interesting and different comments and the fear of being next student to speak. They
also expressed that since they listened carefully and participated to answer, they did
not forget responses, especially their own ones.

In group works, cooperation within groups was strived to be ensured by
monitoring each groups’ members continuously while working on the given tasks
and by keeping the number of members no higher than four. Regarding group works
in the activities, they indicated that they could exchange of their own views so that
they could realize what they had not think or what they had thought in a wrong way.
Another expressed benefit was the contribution of each student to their friends’
opinions. It was revealed that on account of having opportunities to yield various

comments and views regarding a topic, they could learn better through group works.

We witnessed the contribution of group work to the rise of the efficiency.

The activities were good. Reading, discussing and reaching a common
decision in groups... Next, listening to the other groups’ ideas and finally, the
summarization by the instructor...

...explaining the topic in groups yielded different comments and this was
effective in my learning.

...the group work nailed the knowledge into our minds.

Because of these benefits, cognitivist learning theories such as constructivism and
information processing theory advocate such cooperative group works ensuring
interaction (Beck & Kosnik, 2006; Woolfolk, 2004).

Furthermore, the results showed that case studies were also effective
activities in learning. Additionally, it was mentioned that analyzing case studies in
the instruction of a topic or concept rather than just lecturing had facilitated
understanding and interpretation of topics or concepts. In this regard, it was indicated

that inferences from cases was quite effective. It was also noticed that some students
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could understand how theories occur in real life and transfer theories into different
cases or their own life.
...in terms of reinforcing the topic, we learned how it [moral development]
occurs in different situations.
..by the cases and dilemmas, I could absorb the topic [moral development]
more quickly and in a better way....Moreover, the ‘What should Burcu do?’
[a case study] activity caused us to determine our own moral development
level. I found it interesting. I have never thought such a thing before.
Because of the abovementioned benefits, McDade (1995) states that case studies
stimulate active involvement of students in their own learning and critical thinking.
Furthermore, the students pointed out that they understood topics better
through discussion of topics or cases in groups or in class because discussion render
possible to consider a subject from different points of view, to reach a conclusion
appropriately by various comments, to put theory into practice, to repeat topics, and
to attract their attention.
...besides the explanation of the definition and characteristics of the term
‘moral’ by cases, reciprocal discussions of the studies carried out by the

persons who are experts in this field and of their views caused clarity of the
topic.

...having a discussion environment regarding the topic and putting the topic
into practice by releasing it from theoretical level were effective [in learning].

...discussing the cognitive development periods in groups created a
difference in the lesson. It attracted my attention. At the same time, it made
me to repeat.
These results support the claim that discussion facilitates learning in terms of both
cognitive and affective domain (Weston & Cranton, 1986).
Concerning the graphic organizer, some students touched upon its impact on
the preliminary study and, so, on learning the topic.
..the preliminary study [graphic organizers] that we have done prior to the
introduction of the topics provided us to concentrate on the topic better.

Each week, we make graphic organizers related to that topic and come to
class by reading that topic. These are enough to understand the topic.

...I came to the class as being prepared. I found an opportunity to understand
the topic better by preparing the graphic organizer.
In addition to activities/methods/strategies, the students made reflections on

instructional materials, especially visual materials, used in the course. For instance,
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in the second week, there was a video showing prenatal period and then the students
presented posters that they prepared in groups regarding physical development from
prenatal to adolescent periods.

...since we watched a video showing the application of the topic and we

reinforced the topic with the presented pictures [posters]...I really learned the
topic.

I realized that a person’s learning by seeing is always more effective. Bearing

the figures in our minds eased the understanding of the topic.

Likewise, when classical and operant conditioning topics were taught, both video and
slide show were displayed. They all agreed that these visual materials were very
beneficial for learning and retention because by means of these materials, they could
watch a real life scene of theories, repeat topics and bear visual representation of
topics in their minds.

Besides these, the students stated their reflections toward specific activities
that were carried out in the course. In the 4th week (moral development), a
spontaneous role playing was performed by a group of students. They were asked to
pretend as if they were a group of students taking an exam and one of them, who had
to work the previous night and so could not study the exam, was cheating. Regarding
this activity;

...the drama that was performed provided us to have an introductory

knowledge regarding the topic...

By the drama and cases, the topic was extremely understandable and

enjoyable.

Moreover, related to the personality development topics taught in the 5th
week, the students prepared and presented the topics spontaneously in groups in the
class. This activity was perceived very beneficial in learning the topic:

Before the explanation of the topic by the instructor, our presentation of the

topic by understanding it and our study in groups were effective.

We made a presentation by summarizing the topic. This provided the

retention of the topic much more.

In the same week, there was a competition, as well. Small papers on which the
concepts related to development theories were written were given to the students.
They were requested to prepare a concept map in which the concepts were related

each other accurately. They expressed;
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...I found an opportunity to repeat the topics and even learn better via these
small papers.

...the competition that we have done... rendered understandability.

In the activity (competition) that we have done lastly, we understood the

topics, which we have seen until today, better.

Moreover, when social learning theory was taught, a small folklore show was
done and asked some students to perform the figures in it; then by questioning and
discussion, they explored learning principles of the theory. Some students stated:

Decorating the lesson with a small folklore show and teaching by observing

were effective in learning the topic.

Dancing the halay by our friends and teaching the lesson based on this were

very creative. We had a chance to do observation.

In the week when the information processing theory was taught, a silent
movie was played in the introduction of the topic. The selected students strived to
explain the concepts related to the previous learning theories by the silent movie
play. Then, the students were asked what they remember concerning this activity. In
addition to this, an activity about recalling words was also done. Through these
activities, memories and cognitive processes in the information processing were

explained. The students expressed:

Due to silent movie and recalling activity, we paid our attention to the lesson.

Playing silent movie and bearing information in mind in a short time and then
writing it caused the topic to be clear and understood.

The topic was clear and understandable. Because we could explain the topic

by our own thoughts

Finally, while for most of the students, learning environment, activities,
methods, and instructional materials were effective in understanding and learning
topics, a small number of the students indicated that they could understand the topics
well not because of the course instruction but because of that they already
encountered or experienced these issues in their real life and had a preliminary
knowledge at basic level. On the other hand, a few students explained several
negative aspects regarding the effectiveness of the course implementation. As for

them, topics were not clear and activities were not effective in the first weeks:
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...the reason of not being understandable entirely was that everybody said
something and I could not comprehend the integrity of the topic while
questioning whether their opinions are right or wrong.

...the activities were not effective, since I am not interested in studying on
the concepts and I could not pay attention because of not overcoming the
thought that I can learn when the exam date is soon.
This number was slightly increased in the next weeks as various views and concepts
to which they were not familiar were covered. Especially, concerning the operant
conditioning, almost half of the students indicated that the topic was complicated and
although the activities and examples helped them to understand, they had a question

in their mind regarding its difference from the classical conditioning.

4.3.1.2 . Effectiveness of the Instruction on Thinking Skills

The results pointed out that the activities and methods were effective not only
in learning but also in promoting the students’ critical thinking skills including basic
thinking skills. Actually it was already presumed that such a learning environment
would stimulate their thinking. In this sense, the analyses of the journals revealed in
what ways and how it occurred. For this reason, the question, “Could I use my
thinking skill in the activities today? (If yes) How?”, in the journal was a leading
question. Yet, when the responses were scrutinized it was noticed that while almost
all of the students agreed that they used their thinking skills in the lesson, some did
not mention how it appeared. Thus, responses of the students who explained the way
of using thinking skills were discussed herein. These responses exposed that
activities, teaching methods and materials in the course were main tools for
stimulating thinking skills. Therefore, in content analysis, “questioning”, ‘“case
studies”, “the given examples”, “discussion in group works”, ‘“‘comparison
activities”, and ‘“visual materials” were emerged as codes underlying this theme.
Findings regarding these codes were explained below, respectively.

It was revealed that questioning encouraged students to generate their own
ideas and to explore definitions, principles and implications of theories by
themselves (S-1, S-14) ",

Before the explanation of concepts and definitions, asking our opinions
directed us to thinking.

! These are strategies promoting critical thinking (see Table 2).
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by asking questions such as ‘in your opinion, what can it be?” without
explaining the topic made us to use our thinking skills.

...while defining concepts and saying what they are, I used my thinking skill.

...in order to increase examples within the topic and in terms of interpreting

the concepts, I could use my thinking skills.
It was also noticed that while questioning technique stimulated them to think,
thinking process caused them to explore and reason their own perspectives regarding
topics. In this regard, it is asserted that encouraging a person to reason his/her own
thinking develops confidence in reason (S-9), which is an affective critical thinking
skill requiring logical thinking, reasonable and persuasive points of view and
conclusions (Paul et al., 1989; Paul & Elder, 2006). Therefore, the responses might
imply that the ‘confidence in reason’ skill was also fostered:

Giving every student a chance to speak stimulated their thinking. Especially

explanation with reasons was effective.

Beforehand, instructors were explaining and I was listening. As for now, in
order to say something I think about what I think.

I could expose my own ideas and explain why I thought this way.

In addition, it was recognized that reasoning themselves facilitated the development
of another critical thinking skill; intellectual humility (S-5), which shortly means
being aware of limitations of his/her own views and knowledge and not being afraid
of saying “I do not know” (Paul et al. 1989; Paul & Elder, 2006), as stated in the
following expressions:
Due to the questions, I tried to find answers to them. I questioned my friends’
responses. I specified my fallacies that I believe and we discussed.

...questions that the instructor directed to the class stimulated us to think how
much knowledge we have about the topic and disclosed our knowledge.

...both questions that the instructor asked and different responses given by
our friends increased my thinking and interpretation skills and made me to
think different than before.

I realized that I made a mistake in defining some concepts in my mind.

Moreover, the results displayed that case studies were conducive to
developing thinking skills because by means of these tasks, students related topics to
the cases, put themselves into the place of the persons or the situation in the cases,

analyzed and reasoned the persons or situation deeply (S-20):
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I tried to relate the behaviors in the video to the theory and methods that I
learned [operant conditioning].

In order to understand to which schedule of reinforcement the behaviors in
the classroom environment [in the video] are related, I used my thinking skill.

...the activities provided me to make comments through questions requiring
us thinking of whether the behavior of the person in the case was right or
wrong or what she/he should do.

Since I evaluated whether Can was guilty or not and his sister’s attitudes [a
case study regarding moral development], I believe that I could use my
thinking skill.

It was also disclosed that case studies aided students to find solutions (S-19);
I thought what I can do in front of the events, how I can find solutions.

...I thought what I would do if I would encounter such an incidence. I
compared my solution with others’ behaviors.

We examined a case and in that case, we sought answers to “what can we
do?” and found out responses by using more than one choice.

and to develop their own perspectives (S-12):

....we needed to think deeply in order to find different approaches.

I tried to approach the topic from different perspectives.

Furthermore, students stated that in case studies, they could explore implications and
consequences (S-35) and make inferences by considering their own observations (S-
32):

I could put myself into the place of the persons in the cases. I thought what

would I do? what kinds of consequences do my actions cause, in terms of my
life and society? (S-20, S-35)

Due to the activity, I thought what happens if the case [given in the activity]
occurs or if not... (S-35)

Realizing that conditioning has happened to me many times and observing its
impact on me caused me to think what I can do in these cases.(S-32)

Today, I used [thinking skills] extremely. I thought both my own life and
behaviors of people around me. I made some inferences(S-32).

I strived to understand and comprehend how this situation [social learning]
occurs in life and to make an intellectual comment(S-32).
In this regard, it was noticed that cases encouraged students to make implications
toward teaching (S-35):

Since we will become teachers, I thought how we can behave them [students]
(in negative behaviors).
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I thought how I can create an environment in the future.
I thought what I can do when I become a teacher.

I thought how I can interact with students if I would become a teacher.

Besides these, a student’s response revealed that case studies were beneficial
in the development of intellectual faith or integrity (S-7); this is also another
affective critical thinking skill and one of its characteristics is to honestly admit
inconsistencies in their own thought:

The thoughts that I say in general showed difference with the decisions that I

made in front of the cases.

The results elicited that as well as case studies, the given examples leaded
students to relate the topics to their observations and real life (S-27):

Since the given examples are actually incidences that all of us have been

experiencing and that have been occurring around us, we relate these
examples to our experiences.

We found an opportunity to compare the given examples with those in real
life.

I thought about how classroom environment in my elementary and secondary
school years was and about my teachers’ attitudes and made comments on
them.

As for a few students, another contribution of examples was that they could question

these examples cases in terms of accuracy (S-17):

I made comparisons by thinking the accuracy of the examples.

...when the instructor shows and does something, I examine them deeply. |

start to discuss inwardly whether these are wrong or not.

It was also detected that discussions in group works, which were especially
applied in case studies, stimulated them to realize and compare different perspectives
and their own thoughts through dialogs among students (S-24).

In the activities conducted by group works, we could exchange our ideas and

so they caused us to yield various ideas.

I shared my opinion with my friends. I learned their ideas. We reached a
common decision together.

In comparing [the groups’ opinions], I needed to think about differences and
make comments on them.

The group work was important because effective thinking along with the
group came into prominence.
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The abovementioned expressions address that they had listened to their peers’
responses, realized differences in the views and compared and evaluated these
perspectives. This means that discussion in group works made them to listen to their
peers critically (S-22). These results displayed that group work and discussion
stimulates dialogs among students and, thus, classroom interaction so as to invite,
maintain and foster students’ thinking (Paul, 1991; Costa, 1991c¢).

It was also noticed that comparison activities on theories reached its purpose
because these activities helped students to detect similarities and differences (S-29):

While distinguishing operant and classical conditioning from each other I

could use my thinking skill.

...it was good to see the differences by repeating the old topics and to realize
our deficiencies.

We reinforced the topic [constructivism] by exposing its different and similar
aspects with the other topics.

I thought the similarities and differences between behaviorist and cognitivist

approaches by writing them....
In this regard, peculiar to the comparison activity of Piaget’ and Vygotsky’ views, it
was expressed that this activity had stimulated some students to make plausible
comments (S-32) and to note significant differences (S-29):

...in the activity, we were being asked to write our comments. Therefore, |

tried to find a right one for me according to these two views. And I tried to
make an interpretation.

I interpreted by thinking the differences between Piaget and Vygotsky.

Another comparison activity was carried out over an article entitled “Sex
Differences: Learned or Genetic?”. As an in-class activity, the students evaluated this
text and compared two different views. As to some students’ expressions, this
analysis was effective on developing confidence in reason (S-9) and their own
perspective (S-12):

I read a text in which there are different views. In the text, the views were

strived to be proved. After the different two views, I reasoned out whether
there was a change in my opinions before and after reading.

Reading the text individually and making interpretations was effective in my
thinking .
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In addition to these methods and activities, some students referred to the
benefits of visual materials while explaining how they used thinking skills. For
instance, the visual presentations via video and posters regarding physical
development caused them to compare what they have seen on these video and posters
with what they have observed in their life (S-27):

...we compared [the physical development periods] with the development of

children whom we see around.

Yes [I used my thinking skill] by relating with the incidences around me.

While my friends explained the topic over the poster, I imagined a model of

human being in my mind. I strived to overlap the child [in his mind]’s

development periods with those in the activity [poster]
Some responses displayed that not only observing or listening what have done in the
posters but also preparing their own one were also effective in their individual and
independent thinking (S-1):

I could use my thinking skill in the matter of how we can reflect the topic

accurately.

...the activity [poster] was effective in exposing our individual skills.

After we found the required information for the activity, the idea as to how

we can transfer it was formed and I used the way of transferring the idea to

the poster in a best way.

In conclusion, it can be inferred from the students’ responses on the journals

that activities, teaching methods and materials used in Development and Learning

course stimulated critical thinking in a variety of ways.

4.3.1.3. Metacognitive Strategies to Learn Better

The results gathered from the journals showed that the students gave various
responses as to what they can do for their own learning. A variety of responses
indicated that they seriously take care of their learning. Actually, their reflections on
their learning were of importance for metacognition that is defined as the awareness
of one’s own learning (Slavin, 2003; McCown & Roop, 1992) and for self-
regulation, which is the use of metacognitive abilities consciously in order to
improve thinking and learning (Eggen & Kauchak, 2001).

The responses highlighted that the students were aware of how to learn since

they disclosed various strategies. However, it was realized that these responses
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addressed only their intention because only a few students mentioned that they use
learning strategies such as discussing, using different sources and participating into
lessons:

When there are topics in which I have a difficulty, the methods that I use to

be successful are to discuss, to use different sources and to prepare visual
presentations are.

Being active in the lessons, participating and making comments provide me

to be connected to the lesson and the topic.

Likewise, any evidence as regards self-regulation could not be gathered. A
student explained strategies that a self-regulated learner possesses but did not specify
whether she applied them or not:

...[I should] come to class as being prepared and motivate myself...then, I
need to observe my situation in the lesson and correct my mistakes.
Concerning the intended strategies, students mostly indicated the necessity of

regular and planned study before and after the lesson in order to be active mentally in
lessons and not to have difficulty in learning. Moreover, they specified that they
needed to read more and search sources. In this respect, the use of intellectual skills
while reading and studying was also explained.

I need to learn by reading more. At least, I need to learn what was done
previously and put them into practice.

In order to be successful, I can develop myself by reading more cases and
making comments on them.

I should read, search and be full of curiosity. I should know how to know the
knowledge.

I should be a person who read continuously by searching and thinking.

I should analyze the topics by studying scientifically and examine in detail by
forming cause and effect relationship.

Discussing or talking about the topics was also mentioned as a learning strategy:

Discussing the examples with my friends might be helpful.

Talking about something related to the topic with persons around me before
coming to class.

We can continue to exchange our ideas by coming together with my group’s
members.
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Furthermore, after the information processing theory was taught, some
students expressed that they could use the coding techniques explained in the lesson.

I explored that my short term memory is quite narrow. I easily forget and

remember hardly....I can extend the short term memory. I can do exercises.

Coding is a good choice.

In addition to these, repeating the topic or the in-class activities; observing
development of different age groups; transferring the topics/concepts into real life;
watching movies and photos; taking notes; participating into the class actively;
listening carefully; and overcoming excitement were pointed out in order to enhance
learning.

Besides these strategies, it is noteworthy that a few students critiqued their

own rote learning:

I should give up memorization and learn by understanding.

I need to read, to benefit from different sources, to have thinking skills, to

understand, not to be a person who learns by rote.

In sum, even though the responses did not disclose any evidence proving the
use of the expressed learning strategies, they pointed out the awareness of students
about their own learning. Therefore, it might be deduced that student journals might
have ensured this consciousness in consequence of forcing students to think about

their own learning and thinking.

4.3.1.4. Difficulties/Problems

The students were asked to determine what difficulties they had experienced.
Their expressions unveiled difficulties in participating, expressing their opinions,
understanding abstract topics, determining similarities and differences, establishing
relationships among topics, being adapted to groups, and being loaded with
assignments and overloaded with hard courses in the same semester.

Since students were stimulated to speak throughout all lessons, some students
responded that they were reluctant and excited and thus had difficulty in
participation.

Not being able to express their own thoughts properly was another problem

stated by some students:
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I had a difficulty in express what I think.

I could not define the concept that I already know.

I could not form sharp sentences in defining the concepts.

...I could not transfer what I know exactly.
However, one student indicated that they experienced the problem but could solve it
during the lesson:

...we realized deficiencies in the expressions and overcame it.

In relation to understanding of the topics, it was indicated that they had
difficulties in constructing meanings of abstract concepts regarding particularly
cognitive development and classical and operant conditioning because of not being
familiar with them.

Moreover, it was noted that in determining the differences and similarities
among the learning theories and approaches, some students had problems. The
results revealed that a few students strained in comparing the Piaget’ and Vygotsky’s
views and most of them experienced difficulty in distinguishing operant conditioning
from classical conditioning. Whereas most of the students expressed that they did not
have any difficulty in understanding these topics.

In this regard, a factor obstructing comparisons among theories and
approaches was arisen from having difficulty in establishing relations among topics.
Regarding the compare and contrast activity carried out at the end of the
constructivism topic, some students indicated that they could not recall the previous
topics and thus, could not relate constructivism to the other cognitivist theories or
relate the cognitivist approach to the behaviorist approach, even though they
mentioned that this activity helped them to understand the constructivism topic and
the relationship among the theories.

Besides these, group work related problems such as not being adapted to the
groups were frequently specified. They did not want to be in a group that was formed
by the instructor because they think that they would not understand each other in
such groups. They preferred choosing their own group members by themselves.

In addition to these they expressed their concerns and complaints regarding

the load of assignments.
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Such dialogs and activities are good. But please do not force us much... My
room is full of your documents... But still I am pleased from the course and
the classroom environment.

We stay awake all night because of having too many assignments. Fewer
assignments can be given.

The assignments took too much time. Because of the activities and
assignments, I could not study my subject courses. I come to the subject
course as being unprepared.

...we could not find an opportunity for the other important courses because of
leaving time to this course. The activities should be lessened, the assignments
should be lessened.
In this sense, some emphasized that they were faking hard courses at the same time
with this course and; thus, they were overloaded and could not focus on neither this
course exactly nor other courses.
This year, the importance of lots of our courses are serious, therefore, this
situation has been causing a stress. We have a fear of not fulfilling what we
are asked properly. There might be tolerance in some issues. The course

might be lightened....this is not because of avoiding studying. We really
cannot concentrate on [the course] exactly. Especially, me....

The activities are too many that I could not find time to study the other

courses!...

Of these difficulties/problems, groups work and assignments problems were
expressed by the majority. Thus, these problems became the primary concern of the
course implementation that should be overcome. On the other hand, the other
problems were also strived to be handled in a variety of ways such as using attractive
activities to ensure engagement of all students and handing out photocopies including

examples for concretizing abstract concepts.

4.3.1.5. Instructional Suggestions for Better Instruction

In addition to the students’ evaluations toward the effectiveness of the course
on learning and thinking skills and their reflections on their learning, they proposed
many valuable suggestions for better instruction. While the results so far were taken
into account in determining to what extent the course was implemented as it was
intended, the suggestions were of importance in improving the course and

overcoming difficulties stated previously.
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At the first weeks, a few students recommended the repetition of the previous
week at the beginning and of that week at the end of the lesson. Next, concerning
problems encountered in groups works, students wanted to continue group works but
with group that they selected by taking into account the harmony of group members.
As an example of group work, some suggested group presentation, which is the
preparation and presentation of any topic or assignment in groups:

Presentation of the topics would provide him/her to be prepared much more.

Also, asking the other students about their opinions regarding topic might be
more effective.

...for example, a group can present by using different materials and the other
one by animating.

...a topic can be assigned to more than one group and then discussed among

groups by brainstorming

Regarding questioning, a student proposed that the instructor might ask
questions to students selected randomly from the list in order to ensure all students to
be prepared for the class and to be motivated. Also, another student suggested that
sometimes they can ask questions to each other.

While some students expressed that there might be a variety of activities
such as puzzles, drama, debate, or more discussion, they touched on the inadequacy
of the time for interpretations and opinions and for exchanging their ideas with their
groups.

Besides these, giving assignments and projects, providing more participation,
and administering a follow-up test at the end of each week rather than at the end of
the related topics and a variety of visual materials (photos, pictures, slides, CDs, tv,
projector, posters, & etc.) were the other suggestions.

Aside from these suggestions that were generally proposed at the beginning
of the semester, the students were mostly satisfied with the course progress and

indicated no need to do anything else.

4.3.2. Revisions regarding the course implementation
The main purpose of the process evaluation was to evaluate the course
implementation and make revisions at the proper time if needed. In this sense,

students’ responses on the journals regarding difficulties/problems and suggestions
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illuminated decisions that should be made appropriately to revise the course so as to
overcome problems and take suggestions into consideration.

In the first weeks’ student journals, students requested the repetition of each
topic, more activities, assignments including projects, and visual materials. Yet, at
that time, they did not know the activities or assignments that they would encounter
during the course. Actually, some of their suggestions had already been taken into
account in the redesign of the course and they were implemented in the next weeks.

For example, there was a recall of the previous week and, at the end of a topic
or unit, there were tasks or assignments providing the repetition of the lesson. Also,
each week, a different activity was carried out and assignments were given as
reflected by a student:

...we use a different activity each week and these are activities that I cannot

even think. That is, everything is going well...

Moreover, carrying out a project by each group was a requirement of the course.
Regarding visual materials, a variety of materials such as video, pictures and power-
point presentations were used. Even as a task, the students were asked to prepare a
poster regarding the physical development topic in groups. In addition, in the 2™
week, a video was watched; it was observed and reflected that students were very
satisfied and they wanted such a presentation in the subsequent weeks as well.
Besides these, there were also group presentations as it was requested in the journals
such as poster presentations, topic presentations, project presentations, and
presentations of the in-class activities. However, time limitation was the main
problem in the realization of their requests and suggestions. For instance, the follow-
up tests could not be given at the end of each week but given at the end of the related
topics.

On the other hand, some modifications were also done according to the
results. Initially, students’ expressions on journals or in class displayed that there
were problems in groups. These groups had been formed according to the
achievement level (CGPA scores) of the students by the instructor at the beginning of
the semester. Yet, in the first week, some complaints regarding this formation were
expressed. The instructor also observed that the students who did not like group
members could not concentrate on the activities and could not be motivated. Group

works were of importance because students had to do some of the activities, tasks,
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assignments and project in groups. If they continued to have negative feelings and
attitudes toward their group, they would not perform well on the given tasks or
activities and this would affect their progress and course progress negatively. In this
sense, Beck and Kosnik (2006), who explains social dimension of students as a
requirement of teaching for understanding in terms of constructivist point of view,
claim “collaborative learning is dependent on community: unless students know each
other and get on well, their work together will be half-hearted, and they will lack the
level of trust needed to share their views and take risks in developing new ideas” (p.
23). With the assumption that this is true not only in community per se but also
within groups in this community, the instructor decided to let students free to select
their own groups although there are opposite views in literature.

Secondly, in order to support their learning, hand-outs from different sources
were given to students. In addition, puzzles had been suggested; thereupon, they
were asked to prepare a puzzle using the concepts related to the classical
conditioning rather than to solve a puzzle. An activity in which key concepts of a
topic are written on cards and these cards are pulled and explained by students was
also proposed by a student in the 8" week (operant conditioning). This activity was
carried out in the 11" week (information processing theory).

Furthermore, in the last weeks, the students started to complain about the
assignments by writing in the journals and expressing in the class verbally.

The assignment started to be too much. But I felt glad when I heard that we

would not do anymore assignment.

Since they were supposed to carry out a project as well, anymore out-class
assignment was not given at the same time in order not to decrease their motivation
and provide more emphasize on the project.

Briefly, students’ suggestions were strived to be taken into account
throughout the course. Some of them had been already handled while redesigning the
course; some of them such as letting students free to form their own groups, not
giving homework assignment at the end of semester, giving hand-outs, and carrying

out a few suggested activities were realized after being proposed by students.
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4.4. Results on Product Evaluation

Stufflebeam (2000) explains; “product evaluations identify intended and
unintended outcomes both to help keep the process on track and determine
effectiveness” (p.279). In direction with this definition, the impact of critical thinking
based instruction on the students’ learning and critical thinking were examined by
comparing the treatment and control groups. Data was gathered by the achievement
test administered as the pretest, posttest and retention test, the CCTDI conducted as
pretest and posttest, and the focus group interviews carried out at the end of
semester. The quantitative data obtained from the tests was analyzed by using Mixed
Factorial ANOVA and Mixed Factorial ANCOVA and statistical test results were
presented under the corresponding research questions together with their assumption
tests. These were followed by the interview results for which content analysis was

used.

4.8. Is There a Significant Time Difference among the Students’ Mean Scores
on the Pre, Post Achievement Tests and Retention Test After Controlling Their
Cumulative Grade Point Average (CGPA)?

For the purpose of testing the time effect on the students’ progress in learning
from pretest to posttest and from posttest to retention test when controlling CGPA, A
2(groups) X 3 (time) Mixed Factorial ANCOV A was used. Testing time effect means
testing whether there are within subject differences as to the time of testing (pretest,
posttest, and retention test times). The purpose of controlling CGPA was to hinder
the impact of inequivalence among the students on the results. In other words, CGPA
scores of the students were used as the covariate in the analysis in order to adjust the
achievement tests score means as to what it would be if these groups had been equal
in terms of CGPA.

Before testing the assumptions of Mixed Factorial ANCOVA, the descriptive
statistics in relation to the pre-post achievement tests and retention test scores that

entered the analysis are presented in Table 41.
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Table 41

Means and Standard Deviations of Pre-Post Achievement Tests and Retention Test

Scores
Time Groups M SD N
Pretest Treatment 13.04 3.294 55
Control 13.86 2.828 65
Total 13.48 3.065 120
Posttest Treatment 21.49 4.392 55
Control 22.28 4.794 65
Total 21.92 4.612 120
Retention Treatment 17.64 3.846 55
Test Control 17.52 4.409 65
Total 17.57 4.144 120

Next, the normality of variables was checked. For this purpose, Kolmogorov-
Smirnov normality test was used. K-S test results given in Table 42 indicated that
variables were normally distributed for both the treatment and control groups

because none of the test results were statistically significant.

Table 42
Kolmogorov-Smirnov Normality Tests Results for Pretest, Posttest, Retention Test

and CGPA Variables

Pretest Posttest Retention test CGPA
Groups K-Stest p K-Stest p K-Stest p K-Stest p
Treatment groups 943 336 721 .676 .695 719 .862 447
Control groups 959 316 .805 .536 1.039 231 .641 .805

Upon meeting the normality assumption, the assumption of sphericity, which
is specific to Mixed Factorial ANOVA/ANCOVA was tested. The assumption of
sphericity is similar to the assumption of homogeneity in Between Group ANOV A
but it is related to the equality of variances of the differences between treatment
conditions (Field, 2005). In other words, since in this study the achievement test was
administered to the students three times as pretest, posttest, and retention test, there
were three treatment conditions. Thus, in order to assume the sphericity, the

differences between each pair of test scores (i.e., between pretest and posttest scores
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or between posttest and retention test) should have equal variances. The Mauchly’s
test is used to test this assumption. Unfortunately, according to the results presented
in Table 43 the assumption was violated because the null hypothesis that the
variances of the differences between conditions are equal was rejected with an alpha

level of .05.

Table 43
Mauchly’s Test of the Assumption of Sphericity

Within Subjects Effect Mauchly’s W Approx. df p

Time 921 9.549 2 .008

In case that the assumption of sphericity is violated, Greenhouse & Geisser or
Huynh & Feldt corrections for F-ratio, produced by SPSS, are suggested in testing
the within-subject effects. In these adjustments, the F-ratios remain the same but the
degrees of freedom and so the critical values against which the obtained F-statistic is
compared change because the degrees of freedom are corrected by multiplying with
the corrections (Field, 2005). In this study, Greenhouse & Geisser correction, which
was .927, was used because of being more conservative. The Greenhouse & Geisser
corrected F-statistics for the main effect of testing time and the interaction effect
between time and covariate CGPA are shown in Table 44. The results implied that
mean scores of the students in both the treatment and control groups demonstrated
significant differences as to the testing time (pretest, posttest, and retention test),
F(1.854, 216.863) = 7.931, p = .001. The effect size was .063, which is at medium
level as to the Cohen’s criteria (as cited in Steven, 1996). Next, the within-subject
contrast tests revealed that the mean scores of the students significantly changed
from pretest to posttest (F[1, 117] = 3.936, p = .050) and posttest to retention test
(F[1, 117] = 4.103, p = .045) but with small effect sizes (.033 and .034, respectively).
These results implied that the students’ achievement mean scores in both groups

significantly increased from pretest (M° = 13.455) to posttest (M = 21.916) but a

* y’=.0las small, 4° = .06 as medium, and #° = .14 as a large effect size

? Estimated marginal means of the students’ scores on each test.
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significant loss of knowledge from posttest (M = 21.916) to retention test (M =
17.612) was observed.

Table 44
Mixed Factorial ANCOVA Results for the Main Effect of Time and the Interaction

Effect between Time and CGPA on the Students’ Achievement

Tests of Within-Subjects Effects

Source df SS MS F )4 Partial
Time 1.854 138.576 74.763 7.931 .001 .063
Time X CGPA 1.854 358.356 193.338 20.509 .000 .149
Error 216.863  2044.335 9.427

Moreover, the interaction effect of time and the covariate CGPA showed that
mean scores of the students were significantly different as to the testing time when
controlling their CGPA scores, F(1.854, 216.863) = 20.509, p = .000, with a large
effect size (Partial 772 = .149). However, contrast test results pointed out that there
was only significant difference between pretest and posttest mean scores (F[1, 117] =
24.182, p = .000, Partial #° = .171) but not between posttest and retention test mean
scores (F[1, 117] = .020, p = .887) when CGPA was controlled. This means that
when the effect of CGPA on the test scores was taken into account, for both groups,

the loss of knowledge from posttest to retention test was not at a noteworthy level.

4.4.2. Is There a Significant Mean Difference between the Traditional
Classroom Instruction (Control Group) and Critical Thinking Based
Instruction (Treatment Group) in Terms of the Students’ Learning After
Controlling Their CGPA?

With this question, it was aimed to seek whether there is a significant
difference between the mean achievement scores of the students who received
criticalthinking based instruction and those of the students who received the
traditional classroom instruction when their CGPA is controlled. The mean
achivement scores were estimated based on the scores obtained from all three tests;
pretest, posttest, and retention test. Before testing this between-subjects effect, the
assumption of equality of the error variances for the three test scores was tested. The
Levene’s test results in Table 45 showed no violation of the assumption.

182



Table 45
The Levene’s Test Results Regarding the Equality of Error Variances for the Pretest,

Posttest, and Retention Test Scores

F dfl df2 P
Pretest 2.291 1 118 133
Posttest .064 1 118 .800
Retention test .054 1 118 .816

The test results regarding the main effect of groups on the students’
achievement mean scores were presented in Table 46. According to these results, the
covariate CGPA had a significant impact on the students’ achievement scores and
when it was controlled, there was no significant difference between groups. In other
words, the results pointed out that after controlling the effect of CGPA scores,
performance of the students in the treatment group on the average of all three tests
(M* = 17.692) was not significantly different from that of the students in the control
group (M =17,630), F(1, 117) =.020, p = .887.

Table 46
Mixed Factorial ANCOVA Results for the Main Effect of Groups on the Students’
Achievement When Controlling CGPA

Tests of Between-Subjects Effects

Source df SS MS F )4 Partial
CGPA 1 425.340  425.340 75.605 .000 393
Groups 1 114 114 .020 .887 .000
Error 117 658.224 5.626

4.4.3. Is There a Significant Interaction Effect between Time and Groups in
Terms of the Students’ Learning After Controlling Their CGPA?

The interaction effect between time and groups signifies that there is a group
difference at each testing condition: pretest, posttest, and retention test. Thus, testing
the presence of this effect tells the impact of critical thinking based instruction on the

students’ scores obtained from each test in comparison with traditional instruction.

* Estimated marginal mean score of the students’ scores on all three tests
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According to the results given in Table 47, there was no significant
interaction effect, which implied that the students in both groups performed similarly
on each test and their performance from one test to the other was similar. As it can be
seen from Figure 5, the estimated marginal mean scores on each test were very
similar for both groups. In short, critical thinking based instruction did not cause any
difference on the students’ achievement and retention compared to traditional

instruction.

Table 47
Mixed Factorial ANCOVA Results for the Interaction Effect between Time and
Groups on the Students’ Achievement When Controlling CGPA

Tests of Within-Subjects Effects

Source dr* SS MS F p Partial n°
Time X Groups 1.854 36.551 19.720 2.092 .130 .018
Error 216.863 2044.335 9.427

* Since the assumption of sphericity was not met, the corrected results based on the Greenhouse-
Geisser correction were used.

22
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Figure 5. Estimated marginal mean scores on pretest, posttest, and retention test
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4.4.4. Is There a Significant Time Difference between the California Critical
Thinking Disposition Inventory (CCTDI) Pretest and Posttest Mean Scores of
the Students?

In order to test whether the course instruction created any progress on
criticalthinking dispositions of the students in both the treatment and control groups
throughout an academic semester, means of the CCTDI pretest and posttest were
compared through Mixed Factorial ANOVA, testing within subject differences. The
descriptive statistics of the CCTDI pretest and posttest scores that entered the

analysis are presented in Table 48.

Table 48
Means and Standard Deviations of the CCTDI Pretest and Posttest Scores
Time Groups M SD N
Pretest Treatment 225.129 20.251 78
Control 229.124 18.439 61
Total 226.882 19.509 139
Posttest Treatment 230.053 19.075 78
Control 232.202 21.306 61
Total 230.996 20.039 139

Before statistical tests, normality test results shown in Table 49 displayed
that the CCTDI pretest and posttest scores were normally distributed. That is, the
assumption of normality was not violated. Another assumption of Mixed Factorial
ANOVA is the assumption of sphericity but this assumption is a concern when there
are at least three treatment conditions (Field, 2005). Since, in this analysis, there

were two treatment conditions (pretest & posttest), this assumption was not checked.

Table 49
Kolmogorov-Smirnov Normality Tests Results for the CCTDI Pretest and Posttest

Variables
Pretest Posttest
K-Stest p K-Stest p
Treatment groups 789 562 911 378
Control groups .658 779 466 982

185



The results in Table 50 showed that for the students in both groups, there was
a significant difference from pretest (M = 227.127) to posttest (M = 231.127), F(1,
137) = 6.528, p = .012. This signified that whatever instruction the students were
exposed, their tendency to use critical thinking skills significantly increased in both

groups within a semester but with a small effect size (Partial i° = .045).

Table 50
Mixed Factorial ANOVA Results for the Main Effect of Time on the Critical Thinking

Disposition of the Students

Tests of Within-Subjects Effects

Source df SS MS F )4 Partial n°
Time 1 1095.751  1095.751 6.528 .012 .045
Error 137 22995.393 167.850

Besides, the pretest and posttest mean scores (lower than 240) pointed out
that the critical thinking disposition of the students not only in the control group but
also in the treatment groups were, on the average, low in accordance with the criteria
given by Kokdemir (2003). Because, according to Kokdemir’s (2003) study, if the
adapted CCTDI score of a student is less than 240, his/her disposition is low; if it is

higher than 300, his/her disposition is high.

4.4.5. Is There a Significant Mean Difference between the Control and
Treatment Groups in Terms of the Students’ Critical Thinking Disposition?

In this study, it was also aimed to ascertain the impact of critical thinking
based instruction on the critical thinking disposition level of the students in the
treatment groups as compared with the traditional instruction in the control groups.
Thus, whether there is a significant difference between the control and treatment
groups in terms of the CCTDI mean scores was tested via Mixed Factorial ANOVA.
The CCTDI mean scores were estimated based on the mean of the students’ CCTDI
pretest and posttest scores.

Before testing between subject differences in terms of the students’ critical
thinking disposition, the assumption of equality of error variances of the CCTDI
pretest and posttest scores was checked. The Levene’s test results in Table 51

indicated that the assumption was met.
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Table 51
The Levene’s Test Results Regarding the Equality of Error Variances for the CCTDI

Pretest and Posttest Scores

F dfl df2 p
Pretest 001 1 137 971
Posttest 1.010 1 137 317

Upon ensuring this assumption, the Mixed Factorial ANOVA results
regarding between-subject differences in Table 52 revealed that the CCTDI mean
scores were not significantly different between groups. In other words, there was no
significant difference in the effect of critical thinking based instruction (M =
227.591) on the critical thinking disposition of the students compared to the
traditional instruction (M = 230.663), F(1, 137) = 1.050, p= .307. Thus, it can be
inferred from this result that the students in both groups, on the average, showed

similar tendency to use critical thinking skills.

Table 52
Mixed Factorial ANOVA Results for the Main Effect of Groups on the Critical
Thinking Disposition of the Students

Tests of Between-Subjects Effects

Source df SS MS F )4 Partial
Groups 1 322942 322942 1.050 .307 .008
Error 137 42119.284  307.440

4.4.6. Is There a Significant Interaction Effect between Time and Groups in
Terms of the Students’ Critical Thinking Disposition?

Finally, the significance of the progress from pretest to posttest of the CCTDI
was compared between the treatment and control groups. The results of Mixed
Factorial ANOVA testing this interaction effect between testing time and groups

were given in Table 53.
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Table 53
Mixed Factorial ANCOVA Results for the Interaction Effect between Time and
Groups on the Critical Thinking Disposition of the Students

Tests of Within-Subjects Effects

Source df SS MS F )4 Partial
Time X Groups 1 58.352 58.352 348 .556 .003
Error 137 22995.393 167.850

According to these results, the interaction effect between testing time and
groups on the students’ critical thinking disposition was not significant, F(1, 137) =
348, p=.556. As it can be seen from Figure 6, despite of being smaller, the progress
from pretest (M = 225.129) to posttest (M = 230.053) was higher for the treatment
groups when compared to that for the control groups (M = 229.124 and M = 232.201,
respectively) but this did not cause any significant difference between groups. For
this reason, it can be deduced that critical thinking based instruction did not result in
a remarkable change on the students’ disposition from pretest to posttest in

comparison with the traditional instruction.
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Figure 6. Estimated marginal mean scores on the CCTDI pretest and posttest
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4.4.7. What Are the Opinions of the Students about the Impact of Traditional
Course and Critical Thinking Based Course?

In order to determine the perceptions of the students toward the impacts of
the course on learning and thinking skills, four focus group interviews were carried
out with 22 students in total; 11 from the treatment and 11 from the control groups.
Content analysis of data gathered from the interviews yielded various themes and
codes, which were presented in Appendix T. These themes were ‘“contributions to
teaching skills”, “contributions to thinking skills”, “acquisition of course topics”,
“reasons affecting the acquisition of course topics”, “effectiveness of teaching
methods/strategies/activities”, “participation”, and “attitudes toward course
instruction”. The results in this part are presented according to these themes.

Moreover, since the anonymity of the students’ name was required to be

preserved, the following codes in Table 54 were used.

Table 54

Codes for the Students Who Participated in the Focus Group Interviews

Control 1 Control 2 Treatment 1 Treatment 2

SC*1°G*H* SC6BL STIGL ST7GH

SC2GM SC7BM ST2BM STSBH

SC3GL SC8BH ST3BL ST9BM

SC4BM SCIGL ST4BH ST10GM

SC5BL SC10GH ST5GH ST11GL
SC11GM ST6GM

%, Groups (C= Control, T= Treatment); ® The student’s number; °, Gender (G= Girl, B= Boy)
4 CGPA Level (H= High, M= Middle, L= Low)

4.4.7.1. Contributions to Teaching Skills

The results revealed that the interviewed students from both the treatment and
control groups agreed on the necessity of this course for teacher education. Because,
they indicated that it was beneficial in the development of professional and personal
characteristics toward teaching profession.

Even some students expressed that they did not take this course into account
at the beginning but then they realized its importance and necessity. In this respect,
ST8BH, ST10GM, ST11GL and SCO9GL expressed;

To be honest, my expectation from the course was firstly to pass. But in the

course of time, as I learn the content of the course, as a result of activities we
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did in the class, after I see what benefits it will provide and what gainings it
will bring forth, I changed my mind. I think that rather than only passing the
course, I would be able to improve myself, there would be some changes in
my communication with people, I would be able to understand and interpret
thoughts of people (ST8BH).

At the beginning of the course, I would just attend the course, succeed in the
exams...I mean I woud do what I am supposed to do for these. When we see
the content of the course, I noted how much this course is related to us....I
have started to realize how I should behave people and I started to think that
in what ways, I should actually behave and meet people’s needs (ST10GM).

In the first weeks, I was thinking to pass the course as every student do. But
as the course progressed, how much I can improve myself in terms of the
course content and information that I will transfer to students and what and
how I can transfer them to students became important for me. In this course,
all required information as to how we can transfer these to students was
provided. I think that these would be beneficial in the future. (ST11GL).

After a few lessons, I understood that this course would be necessary...the
information [given in the course] would be really very helpful in teaching ....
(SCOGL).

When the results were examined, it was noticed that even though the students
from both groups expressed similar benefits of the course, those from the treatment
groups made more comprehensive explanations in this respect; thus, their
expressions were frequently given herein.

Regarding the contributions of the course to the development of professional
characteristics, they explained that the course helped them to have knowledge about
development and learning and to understand students’ behaviors and needs:

This course contributed me very much in terms of knowledge. At least I

acquired information about how to behave in teaching...In my dormitory, my

friends have been prepared for KPSS. In order for just testing myself, I
entered to KPSS. I did more than my friends ... (SC8BH).

First of all, I think that [this course] helped us in understanding how to
approach to students, in shping our behaviors toward them....consequently,
this course taught us what we can transfer to the students..... (ST9BM).

It was also stated that this course contributed them to learn how to teach, what to
teach, how to behave and to communicate, and what to do regarding problems:
...I would be more comfortable in my relations with my students...This
course gave me background information about how to attract their attention
or what their facial expressions mean. Even though, all information was not

borne in my mind, the course provided a basic knowledge. It has already
caused me to determine and plan what I should search, what kind of problems
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there might be, at which points there might be problems, what alternatives 1
can think... (ST7GH).

I think that this course contributed me to learn how to communicate with
students, how to attract their attention, how to teach a lesson and how to
adapt them to lesson, how to attract their interest (STSBH).

...even though I do not think so, we are here to be a teacher. This course give

us lots of ideas about when we become a teacher how we should behave, how

we can be effective, how can we express ourselves better (ST3BL).

Moreover, the students in the treatment group also stated additional benefits
of the course. For instance, as said by ST7GH, this course contributed her to gain the
consciousness of being a teacher:

This course recalled that we would be teachers. In the other courses, we are

learning...until we pass the exams we load our brains with information.... but

this course recalled that there are places (schools) where we can use this

information and actually, our main goal is teaching.... (ST7GH).

Even, a few students in the treatment groups mentioned that because of the

effectiveness of the activities that they experienced, they would apply what was done
in the class when they become a teacher.
...If I teach a lesson, I will try to teach in this way. ...I learned that a course
can be taught in this way... (ST10GL).

In terms of knowledge, I learned lots of thing that I did not know...besides
this, as a classroom environment, [the instructor’s] teaching in the class by
using questioning, participation of the other students or the like... I think I
will be able to use these in the future. (ST5SGH).

Concerning the benefits of the course for the development of their personal
characteristics, some students from both groups stated that as a result of drama in the
control groups and various activities, presentations and questions in the treatment
groups, they could express their own opinions, improve self-confidence, and speak in
front of people.

...Self-confidence might be developed for our friends who have not. May be,

I do not have, either...and may be it was developed a little. When becoming a

teacher, one should speak in a society, one has to control that society....we
will develop these by means of these courses. (ST2BM).

The most important contribution of the course is to express our thoughts, to
express ourselves....I could not have spoken in courses. I can do a little now.
This development was good... (STSGH).
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...We could not have spoken to a group of people. But here, we can speak to

a group. We have thrown off this shyness gradually... (SC6BL).

Although it could not be reflected here, in the interviews contributions of the
course were frequently pointed out by the students from the treatment group. This
result led the researcher to deduce that in comparison with traditional instruction,
critical thinking based instruction might have been more effective from the

standpoint of the interviewed students’ professional and personal development.

4.4.7.2. Contributions to Thinking Skills

Similar to the results drawn from the student journals, the students’ responses
in the focus group interviews displayed that critical thinking based instruction
encouraged these students from the treatment group to use thinking skills more. In
this regard, various activities/strategies implemented in the course were mostly
referred because of providing opportunities to use thinking skills in a variety of
ways, as said by ST2BM.

...I believe that in- and out-class activities improved our thinking skills

This was stated as one of the most effective aspects of the course by STSGH

and ST10GM;

...being able to improve my thinking skills was very affirmative (ST5GH).
...the activities encourage us to think... (ST10GM).

In addition, some students from the treatment groups specified how they
could use thinking skills by means of in-and out-class activities/strategies such as
making reasonable comments/inferences, finding solutions, individual thinking,
finding differences, exploring their own perspectives, relating topics to real life,
establishing relationships among topics, associating with topic, evaluating
theories/perspectives, evaluating their own reasoning, realizing other’s opinions,
thinking strategically in a short time, defending a view, and considering from
different point of view.

Of these students, ST3BL, ST5GM and ST9BM indicated that the course
instruction encouraged them to make comments (S—32)5 and generate solutions (S-

19):

> These are strategies promoting critical thinking (see Table 2).
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...in-class activities, article and project studies were studies that required
making a comment. Thus, I think that by making comment, we could use our
thinking skills (ST3BL). (S-32)

the course stimulates persons to make serious comments very much...
(ST9BM). (S-32)

Especially in case studies, making comment skill was improved. Besides this,
the project was also requiring interpretations in making suggestions and
finding solutions... (STSGM). (S-32, S-19)

For ST7GH, the activities encouraged her to think strategically in order to

make reasonable inferences (S-32) and think strategically:

In this

much.

...when this kind of things [activities] is given, a conclusion is expected.
Time is limited. 10 minutes are given. 5 minutes are given. You have to
think. Immediately, you give yourself to think strategically; that is, you only
focus on thinking. Naturally, I see an impact in my thinking skill in this
respect. Not only at these times but also at any moment, we think in a
different way but not at this level. May be we stop in the middle but here I
have to reach a conclusion. I have to make a relationship. For this reason, the
activities were very effective for me (ST7GH).

regard, STO9BM thinks that case studies improved these thinking skills very

...case studies improves a person’s thinking skill very much...for instance, in
40 minutes, a case is given to you. You have to reach a conclusion in 40
minutes...you have to produce a writing properly. Here, a person thinks like
it or not. What is right? What is wrong? That is, there is a significant
contribution of case studies to one’s thinking skills.

ST9BM also address the effectiveness of the activities on finding differences (S-29)

and exploring their own perspectives (S-12):

...[the instructor] gives two views of writers or theorists and then, the
differences between them is asked... In addition to differences between them,
[the instructor] asks us our own views at the end. If there were only one view,
one may not bear it them in his mind. But when striking two views wth each
other, the difference between them can be retained more permanently. This
activity is really good. In addition, exploring our own view as a result of
striking these two views is very original.

As for ST10GL, the most positive side of the course was the activities driving them

to think particularly how to relate the topic to each other, to their own development

and to real life (S-27):
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A topic taught may direct us like this: I did similar thing in the past. This

topic is related to this. You relate the topic to yourself...then you think that ‘I

have to apply this to a child’. These thought pass through my mind. In a way,

these provide thinking....the activities forcing us to think all of these. If I

have to do this I need to know something. I turn back to the previous topics. I

think actually how can I do?...

During interviews, while they talked about the effectiveness of the activities
on thinking in general, some referred to specific activities. For instance, ST11GL
stated the impact of graphic organizers.

...in graphic organizers, the information is already given in the book but how

can I present it [in the organizer]? How can I select and transfer information?

In this respect, they [graphic organizers] were effective.

Regarding journals, ST9BM indicated that they reviewed the 120-minute lesson and
think and thought what was retained in their mind by means of journals. Moreover,
as an in-class activity, they had been asked to prepare a concept map with the cards
on which the concepts were written. ST8BH explained that in that activity he strived
to relate the concepts to the topic.

Besides these, concerning article critique it was said that it helped them to
learn how to evaluate/critique an article (S-21) and to think how to relate it to the
course, how to make inferences, how to reach conclusion, and how to make
comments (S-32):

...from now on, we can evaluate articles...because when [the instructor]

asked us to evaluate an article, [the instructor] gave us a worksheet on which

all steps we had to follow in an article evaluation were given, we wrote
according to it and from now on, even if we do not have this worksheet in our

hand, we can write an article critique similar to that...this was also helpful in
improving ourselves and making search in other courses... (ST7GH). (S-21)

...In article...we found answers to what is its relation to development and
learning? Why is it important for education?...I believe that in all of these
[she means not only article but also case studies and project] I used my
thinking skill and it was improved. (ST5SGH). (S-32)

...my article was already about higher level thinking skills. Moreover,
especially conclusion, interpretation and discussion parts [in the article
evaluation criteria given to them], I thought one by one what I can write...
(ST6GM). (S-32)

On the other hand, for the students who were exposed to the traditional

instruction, the use of thinking skills was limited. Drama and questioning were
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explained as the methods that were effective in stimulating thinking. For drama,
SCSBL said that it helped them to interpret incidences that they encounter in real life
(S-20). SC11GM and SC8BH also indicated that it was beneficial in proposing
different creative thoughts and in relating it to the topic.
...since presenting something to people is hard, you have to think in detail.
This pushed us to think...what can I do? What can be better?...both making

people laugh and teaching are very hard. This was pushing us to think...
(SC11GM).

the first thing that provided me to think was drama...in order to explain a
principle [of a theory] you are explaining your own opinion...you are
thinking for example if we do this way or if we do that way, it would be
better.... [when watching the other groups’ drama] sometimes I think what
part of the topic was supposed to be explained here... (SC8BH).
Regarding questioning, SC9GL and SC10GH stated that questioning technique
forced them to think:
...[the instructor] does not say directly ‘education is this’. [The instructor]
wants us to think, [the instructor] pushes us to think. Thinking this is very
nice... (SCOGL).
Besides these, only one student (SC6BL) expressed that there were various and
different views of the theorists in the course and he evaluate the views that he did not
agree with (S-26).
In conclusion, there are evidences that critical thinking based instruction

enriched with a variety of activities and methods stimulated and cultivated different

thinking skills as it was expected.

4.4.7.3. The Acquisition of Course Topics

In the focus group interviews, information about the students’ perception
toward their competency in the acquisition of course topics was also gathered in
order to determine the impact of the course on this matter. The results are presented
in Table 55 in which the responses “competent” and “very competent” were
considered as competency while the responses “incompetent” and “little competent”

were deemed as incompetency.
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Table 55
The Prospective Teachers’ Responses Regarding Their Competency in the Course

Topics (C=Competent & I= Incompetent)

Treatment Group 1 Treatment Group 2

—
Topics 2 5 & 5 5 5 5 & b 5 5 o=
Basic Concepts c C C I C C c C C C cC 10
Physical D. c ¢ ¢ Cc cCc c c CcC Cc Cc cC 11
Cognitive D. c ¢ ¢ Cc cCc c c ¢ ¢ Cc cCc 11
Linguistic D. c C I I C C c ¢ ¢ Cc C 9
Moral D. c ¢ ¢ Cc cCc c c C Cc Cc C 11
Personality D. c € Cc¢c Cc C¢ ¢ c € Cc Cc C 11
Classical Cond. c C I C I I c C C ¢C I 8
Operant Cond. c C I c C I c € Cc C C 9
Social Learn. T. c C C I cC C c C Cc C cC 10
Gestalt T. c ¢ ¢ 1 ¢ c I I ¢ C 1 7
Inform. Proc. T. C C C I I C I c € Cc C 8
Constructivism c C I c C C c C Cc C cC 10
Humanistic App. * C I c C * C I ¢ Cc C 7
Motivation c C C *  C C c C C C cC 10

Control Group 1 Control Group 2
an

Topics 2 2 8 32 2 s 9 8 3 S g 0*
Basic Concepts c Cc Cc C ¢ c € C Cc Cc C 11
Physical D. I I c C C c ¢ Cc Cc ¢ C 9
Cognitive D. I ¢ C C C cC C I I c C 8
Linguistic D. I I I I I I c € Cc Cc C 5
Moral D. c C Cc C ¢cC c ¢ c Cc c¢c Cc 1
Personality D. C I C I C c ¢ Cc Cc ¢ C 9
Classical Cond. c Cc Cc C ¢ c € C Cc Cc C 11
Operant Cond. c C I C I c ¢ Cc = I c 7
Social Learn. T. c C I c C c C C ¢C I cC 9
Gestalt T. c 1 I I I * I I * I I 1
Inform. Proc. T. C C I I C c € Cc Cc C C 9
Constructivism c Cc Cc C ¢ I c C C C C 10
Humanistic App. ! ! ! ! cC C Cc C 1 I
Motivation ! ! ! ! ! cC C Cc C 1 I

* They had not attended the lesson at that week.
* These topics had not been taught in this group yet when they were interviewed.

According to the results, in the topics except for “Basic Concepts”, “Classical
Conditioning” and “Information Processing Theory”, the students from the treatment
groups were more competent than those from the control groups. It was also
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remarkable that almost all students from the treatment groups felt competent in
nearly all topics. The lowest competency was seen in Gestalt Theory but only for 4
students. On the contrary, in the control groups, the number of students who felt
incompetent in Gestalt theory is 10; nearly all of them.

The more important issue in this regard was the reasons underlying the
students’ acquisition of content knowledge. Therefore, findings regarding these
reasons were discussed underneath another theme below; “reasons affecting the

acquisition of course topics”.

4.4.7.4. Reasons Affecting the Acquisition of Course Topics

For both groups, it seems that they had difficulty in the learning theories;
especially Gestalt Theory. According to the incompetent students in the treatment
groups, the reasons hindering the acquisition of course topics stemmed from having
stress of final exam, not considering those topics important, not doing teaching
practice, not understanding how to use, confusing the theories/concepts with each
other and not understanding the logic behind theories.

ST7GH pointed out the final exam as the reason for being incompetent and
explained that because of final exam, her brain was full and all courses were
intermingled. As another reason, ST8BH indicated that because of not considering
the topics (Gestalt and Humanistic Approach) as important as the other topics, he did
not study them. Although ST6GM felt incompetent only in Classical and Operant
Conditioning topics, she expressed that since there was not any teaching practice of
the theories, she did not feel competent enough to be able to apply them when
becoming a teacher. Regarding these topic, she also indicated that she has been
confusing these theories with each other. Similarly, as for STSGM, the reason for
being incompetent in Classical Conditioning was to confuse the concepts in this
topic. In addition, ST11GL mentioned that she could not understand the logic behind
the theories (Classical Conditioning and Gestalt). On the other hand, when a question
regarding the impact of the course instruction on her incompetency was directed to
ST11GL, she stressed;

The course instruction is very good in terms of competency and I think that

actually only the course progress was effective for the topics that I am
competent. Because, I do not study at home very much, I mean I cannot.
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Even though these five students’ expressions address the inadequacy of
critical thinking based instruction in clarifying the theories and ensuring the
perception of the importance of the topics by all students, the activities/strategies
taken place in this instruction were perceived mostly influential on learning. These
were explained in the following section under different theme.

Concerning feeling competent, they specified a number of reasons such as
studying and repeating the topics, considering them important, being attracted,
relating them to each other and reality, having a prior knowledge, understanding how
to implement in teaching, and doing preliminary study.

As for the students in the control group, the incompetencies were arisen from
either the student-originated reasons or the instruction-originated reasons similar to
those in the treatment group. The student-originated ones were indicated as not
studying, not repeating, not considering important, not attending the course, and not
doing preliminary study. Other stated reasons such as confusing the theories, not
understanding the topics or the relationship among the topics, not being able to form
wholeness, and not being attracted addressed the inadequacy of the instruction. It
seems that there were more difficulties in the clarification of the theories and in
attracting the students’ attention in the traditional instruction.

Besides these, in the control group, the students who perceived themselves
competent predicated the reasons of their competency on having done regular studies
and preliminary studies, having had prior knowledge, having listened to the lessons
very well and having performed drama on these topics or on the attractiveness and

understandability of these topics.

4.4.7.5. Effectiveness of Teaching Methods/Strategies/Activities

In the treatment groups, a variety of methods/strategies/activities were
implemented. The focus group interview results did reveal their impact not only on
cultivating teaching and thinking skills but also on promoting and assisting learning.
In this section, the students’ opinions and impressions regarding these
activities/methods such as case studies, article critique, project, graphic organizers,
student journals, drama and follow-up tests were presented.

Concerning case studies, six students mentioned that case studies were

effective in learning and provided visualization of the theories in their mind. A few
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students reflected on the article critique and project that these were very effective
activities because of contributing to their research skill.

For graphic organizers, while ST6GM considered it unnecessary, ST1GL,
ST3BL and ST9BM agreed that they were very beneficial in reviewing and studying
the topic beforehand and determining the points that were not understood:

...the graphic organizers provided us to come to class after reviewing the

lesson at home and this provided us to learn completely the points that were

not understood...In addition, the repetition of the lesson beforehand was very
good... (STO9BM).

...the graphic organizers that we prepared before the lesson were providing
us to come to class as being prepared. Coming to class as being prepared
provided us to understand the lesson and participate into the lesson...
(ST3BL).

Regarding journals, while ST9BM complained about facing with the same
questions each week in the journals, ST2BM pointed out that by means of journals,
they reviewed the lesson so it contributed to the repetition of the lesson.

In addition to these, the contributions of these activities to development of
the students’ teaching and thinking skills had been also mentioned previously;
therefore, these were not repeated herein. It was also noticed that these results
regarding activities/methods/strategies were consistent with those encountered in the
journals.

As for the teaching-learning methods/activities/strategies in the control
groups, only drama was performed and follow-tests at the end of each week were
carried out. Even though, the students pointed out the problems and, so, made several
suggestions, it seems that the drama in general had positive effects on to the control
groups. Some students indicated that dramas was enjoyable; even for SC8BH, it had
been the main reason for coming to school. More than half of the students
highlighted that dramas were effective in learning, understanding and retaining the
topics by putting theories into practice and concreting abstract theories:

...drama is necessary....when putting theory into visualization, it is retained

easily..... When we visualized the case again in our mind, we understand the
given message better... (SC6BL).

...in terms of retention, when we study later, we can remember that our
friends had done this, they wanted to do this. Since it is visual, it is good as
for me... (SC10GH).
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...[the instructor] were explaining information, it is in our mind only verbally
but when it is given visually, it is retained much more. Moreover, you study
drama in detail....only giving information is boring but both giving
information and being enjoying are better....more beneficial... (SCOGL).

Drama was effective...l did not depend on only the book....I could notice

[the application of theories] that we encountered in daily life... (SC2GM).

The responses also revealed that drama contributed to the development of the
students’ self-confidence. They stated that due to drama, they could overcome their
excitement.

We could not speak in front of a society. But here we speak to a group of

people. We are overcoming this shyness gradually... (SC6BL).

...in the drama, I conditioned myself....I did, I did; if I did not, I would not

do anymore. This is my turning point’...now I became like this [she

overcame her excitement]... (SC11GM).

Moreover, it was expressed that it provided better communication within the
groups and contributed to self-evaluation:

In drama, there was a group study. There was not communication among

group members. A good harmony in the group was provided. You produce

it[drama] yourself. You write and play it...in the class...very good...being
excited when playing it...it was really nice (SCOGL).

When watching the others’ dramas, I realized my deficiencies...that is, I was
overcoming my own deficiencies by looking at their deficiencies...
(SC11GM).

On the other hand, SC7BM strongly disagreed with them and even he argued
with other students in the interview. He asserted that drama did not help
understanding, because students in drama did not aim to explain theories; for him,
they only aimed to laugh the class and attract the class’s attention. He added that
only after the instructor explain what is what, he could understand what was given in
the drama; otherwise, he could not understand its relation to the topic or theory. As
another problem with drama, he indicated that the responsibility of group members
was not fair.

Actually, four more students think also that drama was not effective in
learning very much. In this respect, the explanation of SC1GH was very remarkable
because she admitted that as a group member, she did not know her drama topic, and
even, did not read until they performed the drama. According to her, only scenarist

knew the topic;
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...Only scenarist knew the topic well. We were thinking only how we can
play better. I did never read the topic before drama. Then, I realized that I did
not know anything and after that I read it...

Concerning follow-up tests, the students in the control groups stated that it
was effective in determining their own deficiencies and in self-evaluation and it was
helpful in repetition and retention. In addition to these, as an effective side of the
course, SC6BL indicated that the repetitions and explanations after drama and

follow-up test were very important.

4.4.7.6. Participation

One of the important factors affecting learning is the participation of the
students and their engagement in activities or tasks carried out in a course. It is
perceived as a key to enhancing learning and maintaining motivation (Eggen &
Kauchak, 1997). Therefore, the students’ responses in this issue were of value for
determining the impact of the course instruction on their participation.

According to the responses, the students in the treatment group had mostly
participated into the class and engaged in the activities. This result can be more

clarified by the following students’ expressions:

I think that when I had a word to say, when a question was asked, when there
was an activity, or when there was a group study, I was active....[the
activities] were enjoyable...when sitting aside without participating, you only
sit idly. You do not contribute to anything. This bothers me....but I think that
when you participate [into the activities], it becomes enjoyable. Since I
express my own thoughts...because of being enjoyable, I participate
(ST8BH).

...the lesson will pass anyway... either by being bored or by being active. At
least, in order to spend time efficiently....Indeed, [the activities] were
enjoyable. Thus, I participated...the environment in our course was
completely student-centered...questions were being asked and activities were
taking place continuously. It was not possible to keep myself from the
course... (ST7GH).

...1n student-centered education, students would be active but teacher would
not stand without doing anything. Teacher would guide students
continuously, ask questions and have students to be active. [The instructor]
were doing these in the class completely...we could not stay without doing
anything.....asking us questions, showing different issues and interesting
things attract our attention like it or not...then these provides participation.
Concerning participation, to say our own opinions is very nice. How am I
going to think? What will my friends think? (STOBM).
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On the other hand, the results elicited that the students in the control group
did not participated into the class very much. Only one student, SC7BM, had shown
active participation in order to ask questions, to make critiques or to exchange views
and because of having such a participatory characteristic. Because of being shy or
excited, the others had participated into class only in drama and when a question was
asked.

However, there were impressive reflections on participation. For instance, as
for SC11GM, who was an excited student, questioning had encouraged her to answer
a question without waiting for being asked.

[the instructor] had asked me a question. I could not answer the question

because of being excited whereas I knew it. But when [the instructor] asked, 1

forgot. Next week I could say something in spite of being excited. I said

before [the instructor] asked me...
Likewise, another excited student, SC2GM, stated that on account of a comfortable
classroom environment, she could speak in a class for the first time in this course.

Shortly, these responses displayed that student-centered learning
environment and enjoyable and attractive activities/strategies such as questioning and
group study encouraged them to participate. Eggen and Kauchak (1997) also propose

these strategies to promote involvement of students.

4.4.7.7. Attitudes toward the Course Instruction

In the interviews, the students expressed positive and negative attitudes
toward the course instruction. Even though, the students in both groups mentioned
less number of negative sides than positive ones, negativeness was more frequently
expressed by the students from the control groups.

One of the notable impacts of critical thinking based instruction on the
students was that they encountered such a learning environment for the first time and
they wished they had had such an environment in other courses as well. Such
expressions had been reflected in the journals, as well. The following expressions
quoted from the interviews would reflect their impressions and portray the classroom
atmosphere better:

...when I first attended the class, I felt the difference of the course...8 years

elementary school, 3 years high school, I came to university, one year...in the
second year, I felt the difference of the university and the course in the first
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lesson...well, the journals, graphic organizers bring up the difference of the
course....... In this course, the thing that has never been given throughout our
education life was given to us...I do never remember that we have searched
and written an article critique in any course. We come to school with grade
concern all the time and aim to take a good academic record sheet to show
our family...but here in this course, the situation is very different, a person
improves him/herself and tries to transfer something to other
people....beforehand we concerned about taking our grades and passing the
course...but in this course, on the contrary, we think that we should learn
something so that we can teach something in the future... (ST9BM).

...the best side of the course for me was that: we find many opportunities to
speak on the contrary to other courses, in which there is a continuous
lecturing. But here, to make presentations, to do something [activities]...we
have to participate (ST2BM).

...discussion environment, such an environment has been never happened till
now... (ST5SGH)

...I cannot speak in most of other courses since we cannot see such an
environment....we listen and go out...I did not believe that this would
change....but it happened. I believe that in Development and Learning course
I could express myself easily....[he then added] I am satisfied with this
course, because when I compared it with other courses, the impact of this
course is much more. That is, at least I acquired more or less knowledge
about topics, issues in the topics. I can explain these topics without looking at
the book. This is due to these activities...these were more effective for me
compared to other courses. I am in favor of instruction of not only this course
but also other courses in this way... (ST3BL).

Moreover, since the students in the treatment group think that the course and
activities were effective in learning, all said that they were satisfied with the course.
Therefore, they responded that this course should be taught in the same way with a
few suggestions such as more visual materials or less assignments. Actually, their
complaints were about the intensity of the course, particularly having various
activities and assignment each week. The similar complaints were declared in the
journals and in the class as well. Even, a student, ST7GH said that at the beginning,
there were lots of activities but then it decreased in the later weeks and the course
became more effective:

... at the beginning of the semester, we became drunk [with activities]. Even,

I was feeling their tiredness whole day...that is, these were tiring.... In the

class, we were doing lots of activities. We were leaving one and starting

another one. May be some could not have been completed. Then, we were
starting the other one. That is, some were disconnected....when we started to

slow down the activities, in my opinion, this was more effective...I wish we
had taken in this way from the beginning of the terms on
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On the other hand, she added;

...we were attending the class by saying what we would do this time, today
what we will see. But because of being different, each one was very
effective...... We were saying uffff, puff [for the activities] but now I think
that from now on I wish the other courses to be like that... (ST7GH).

Actually, the reason of being tired or bored of activities and assignments
might be caused by not having encountered such a student-centered and thinking
based environment before and thus not being familiar with it (Harrigan &Vincenti,
2004); as ST10GL said:

...we were actually strained, bored at some points...this is an instruction

method that we are not used to see...we will do something, we will

participate in the class, there will be activities, there will be research. These
actually strained and bored us but this is stemmed from not having seen such
an instruction before. I wish there had been such a system in our schools we
had gone to till today...so that I am sure that we would have been educated as

more qualified and we would not have been strained...If I teach a course, I

will try to teach in this way (ST10GL).

Another reason might be the schedule of the course. Because, in the
interview, almost all students complained that hard courses including Development
and Learning course had scheduled in the same semester and even in the same day.

Besides these, they generally highlighted positive aspects of the course such
as creating an attractive, interesting, enjoyable and comfortable learning
environment, promoting thinking skills, increasing attendance and active
participation, providing better communication and interaction, and providing
retention:

...The Development and Learning course really takes one’s negative energy,

makes him/her active, students feel more energetic... (ST9BL).

...as a positive side of the course, our friendship relations in the class have
changed. This course was beneficial in this respect...I observed that the
participation of persons who had difficulty in expressing themselves
increased and they wanted to talk willingly...(ST7GH)

...I do not like verbal courses but as I see the impact of those activities on
the retention, my interest to the course increased... (ST2BM).

Even, for STO9BM, the course had become the reason for coming to school:

...when I lost my enthusiasm for school because of a personal problem, this
course made a positive impact on me. Sometimes this course was my reason
for coming to school.
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As for the students in the control groups, nearly half of them agreed that the
instruction of the course was good. It was indicated that the course provided a
comfortable learning environment in which they could express their opinions easily
(SC2GM, SC3GL & SC5BL) and teacher-student interaction was different from the
other course (SC6BL). Two students (SC7TBM & SC8BH) in the control groups also
stated that they enjoyed the course:

The lesson was not boring. We could not understand how the time passed.

Sometimes, it was finished very quickly....[the instructor’s] way of teaching,

our classmates’ participation [especially in drama] was enjoyable...

(SC7BM).

Moreover, SC6BL and SC11GM indicated that there were both student- and
teacher-centered instruction; when there was a drama, the course was student-
centered; in other cases it was teacher-centered. SC6BL was pleased with such an
instruction:

...only one-sided that is, student-centered is not always appropriate, there

have been some problems so students might not understand properly. For me,

it is solely not a solution. Sometimes it should be student; sometimes it
should be teacher-centered like this course....

On the other hand, SC11GM disagreed with him in this respect. She pointed
out that this course should have provided a balance between student- and teacher-
centered instructions and both should have appeared in a lesson at the same time but
this was not achieved in this course. She meant that the course was more teacher-
centered and there was not active participation of the students, as claimed by SCOGL.

Besides these, SC4BM mentioned that neither drama nor the instructor’s way
of teaching was effective; thus, he thinks that this course did not meet his
expectations from the course:

...drama was effective but very little. For me, it is very little. In my opinion,

[the instructor’s] way of teaching was not very effective. [The instructor]

used the projector; that is all... Ok... May be, [the instructor] tried to transfer

what she knows but [the instructor] explained topic by only one example...
SC2GM complained that since except for drama, any responsibility was not given to
them in the course they did not study topics.

Because of these problems, the students in the control groups suggested a

variety of methods or activities that they wished they had. These were more student-
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centered instruction, active participation, research, presentation of the topics by
students, individual or group works, assignments, article critique, more thinking-
based activities, discussion, graphic organizers.

Actually, it can be inferred from these suggestions that they wanted to have
benefited from the activities/methods/strategies already used in the treatment groups.
In this regard, the following verbatim quotations support this inference because these

two students directly stressed that they would like to have been in the treatment
group:

...the other group is very good. We see them they prepare scheme [graphic
organizer] for each chapter. (The other voices said: they do not think
sol..)...If they were us, if they could see from our point of view, they will
think so...for midterm and final they are more relaxed because they already
know better [than us] ...I would like to have been in the other group...
(SC3GL).

...1if [their choice for being in the treatment or the control group] this is asked
at the beginning of the terms, students will choose the easiest way and so our
[control] group but at the end of the semester the other group is chosen as for
me...because it seems to me that I felt myself more competent if I were in the
other group (SCOGL).

Consequently, the interviewed students from the treatment group
demonstrated positive attitudes toward critical thinking based instruction because of
its contributions to their learning and development in terms of teaching and thinking
skills. It seems that they were also impressed by the attractive, interesting, different
and  comfortable  atmosphere  created by such  thinking  based
activities/strategies/methods. Though the students from the control groups also

reported positive attitudes toward the course, they stressed that they perceived the

course teacher-centered.

4.5. Summary

In this chapter, findings regarding the research questions of this study were
presented and discussed under four main sections in accordance with four stages of
CIPP model; context, input, process and product evaluation.

At the context evaluation stage, needs regarding objectives, content,
teaching-learning process and assessment techniques of Development and Learning

course were identified from various stakeholders’ standpoint. These stakeholders
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involved in the study were the vice chair of the Department of Accounting Teacher
Education, an instructor teaching pedagogical course in the faculty, an expert at
MONE, undergraduate students (sophomores, juniors, seniors) and graduates. The
results of individual interviews with the vice chair, instructor and expert revealed
needs for teaching practice putting theory into practice and thought encouraging
learning environments. Data gathered from the questionnaires for undergraduates and
graduates elicited that they had problems in attaining the course objectives although
they generally considered these objectives important to attain. Findings also
highlighted that this problem might have been arisen from inadequacy and
ineffectiveness of teaching-learning process of the course because according to the
responses, the activities specified as effective for learning and improving thinking
skills had been never, rarely or sometimes implemented. Shortly, these results
addressed instructional needs particularly regarding the incompetencies of the
respondents in the attainment of course objectives and the inadequacies of teaching-
learning activities/strategies. Data also revealed the undergraduates’ and graduates’
preferences in relation to all aspects of the course (objectives, content, teching-
learning process and assessment).

Based on these results identifying instructional needs, problems and
preferences, Development and Learning was redesigned at the input evaluation stage
of the study. The course was enriched with critical thinking based instruction by
taking the stakeholders’ preferences into account. A variety of active learning
activities stimulating critical thinking skills were included.

This redesigned course was implemented throughout a semester in the
treatment groups and it was evaluated by means of student journals from the
students’ points of view at the process evaluation stage. Their reflections showed that
the instruction of the course with critical thinking based activities/methods/strategies
enhanced learning and stimulated thinking skills in various ways. Some difficulties
such as being overloaded with assignments and not being adapted to their groups
were also experienced but these were overcome by making some revisions in the
course implementation.

Finally, at the product evaluation stage, achievement pre-posttest and
retention test and the CCTDI pre-posttest results were compared between the

treatment and control groups. The statistical analyses of pre-post achievement tests

207



revealed that the students in both groups showed progress from pretest to posttest but
this progress was not significantly different between the treatment and control
groups. It was also noted that the students’ performance on pretest, posttest and
retention test did not differ as to the group when their CGPA scores were controlled.
In other words, the impact of critical thinking based instruction on the students’
achievement was not different from that of the traditional instruction.

Concerning the CCTDI results, it can be concluded that although the critical
thinking disposition of the students in both groups significantly increased within a
semester, the CCTDI pretest and posttest mean scores of the students in both groups
were not significantly different.

Besides these quantitative data, qualitative data obtained from the focus
group interviews revealed the affirmative perceptions and impressions of the
interviewed students from the treatment groups toward critical thinking based
instruction because they perceived that critical thinking based instruction contributed
to their development in terms of teaching skills, thinking skills, acquisition of content
knowledge, and participation. While the interviewees from the control groups had
also positive attitudes toward the traditional instruction, they did not diversify
benefits of the traditional instruction and, even, reported some instructional problems
such as being more teacher-centered, not having responsibility in their own learning,

and lack of participation.
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CHAPTER V

CONCLUSIONS AND IMPLICATIONS

The main purpose of this study was to evaluate the needs, design,
implementation and outcomes of Development and Learning course enriched with
critical thinking based instruction by using Stufflebeam’s CIPP evaluation model. In
the light of this purpose, the study was conducted in the Department of Accounting
Teacher Education in the Faculty of Commerce and Tourism Education at Gazi
University.

The study was shaped by four main research questions comprising subsidiary
questions within self. These were (1) what aspects of Development and Learning
course needed to be improved?, (2) how could the course be designed according to
critical thinking based instruction in direction of meeting instructional needs of the
students?, (3) how was the redesigned course being implemented from the students’
points of view?, and (4) what was the impact of the redesigned course as compared
to the existing one? In accordance with these questions, CIPP (Context, Input,
Process and Product) evaluation model was fully implemented in the study because
each question was respectively corresponding with a stage of the model. At the
Context Evaluation stage, instructional needs of the students in relation to
Development and Learning course were determined. At the Input Evaluation stage,
critical thinking was integrated into the course as an instructional strategy in
response to the identified instructional needs of the students by taking their needs and
preferences and available resources of the faculty into account. It was assumed that
this course enriched with critical thinking based instruction would not only ensure
effective learning but also stimulate critical thinking. At the subsequent stage,
Process Evaluation, the redesigned course was implemented and the students’

reflections and reactions toward the course progress were evaluated. Finally, whether
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the initial expectations for the enhancement of learning and critical thinking were
realized or not were investigated.

For each stage, the study had a different research design composed of
qualitative and/or quantitative methods. It was aimed that a variety of data collection
tools would provide a variety of lenses on different aspect of the course and data
compiled throughout these tools would shed light on the complexity of learning
environment. In this regard, Darling-Hammond (2006) advocates that in order to gain
different insights in relation to program outcomes of teacher education, different
tools for evaluation should be used because educational contexts or settings are too
complex within self to be uncovered by means of one tool.

In this chapter, findings revealed by these tools will be discussed parallel to
the main research questions that the study aimed to enlighten under each stage of

evaluation.

S.1.  Context Evaluation
5.1.1. What Aspects of Development and Learning Course Needed to Be
Improved?

At context evaluation stage, instructional needs regarding Development and
Learning course were strived to be identified through interviews and needs
assessment questionnaires. Interviews were administered to the vice chair of the
Department of Accounting Teacher Education, to the instructor teaching pedagogical
courses in the faculty and to a professor who is experienced in vocational teacher
education and worked as an expert at MONE.

These interviews highlighted main needed points in teacher education. In this
regard, the vice chair emphasized on the necessity of developing thinking skills of
prospective teachers such as making comments and inferences and having different
perspectives. Moreover, Professor and the instructor stressed the lack of teaching
practice and applications that have to be ensured in any teacher education faculty in
order to provide opportunities for students to put theories into practice. Actually, the
problem of theory application into teaching life is also a main concern of educators
who deal with especially Educational Psychology courses (Kiewra & Gubbels, 1997;
Peterson et al., 1990).
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Besides needs, the interview results underlined the goals of teacher education
and the main objectives of Development and Learning course, which guided the
redesign of the course. According to the interviewees, the goals of teacher education
were;

® to train prospective teachers having subject and pedagogical knowledge and
teaching skills,

¢ to educate them to be a good citizens with good personality characteristics
with reference to the basic principles of the Republic, and

¢ to raise thinking students.

The main objectives of the course were;

¢ to understand the nature of knowledge as regards human development and
learning and

¢ to understand how to apply the knowledge in teaching practice

In addition to interviews, two needs assessment questionnaires were
administered to 321 sophomores, juniors and seniors in the department and to 28
graduates. They responded the items concerning all aspects of the course including
objectives, content, teaching-learning process and assessment techniques/procedures.
The results enlightened instructional needs, problems and preferences of the students
that should be taken into account in the modification of the course.

Regarding the course objectives, it was revealed that the students and
graduates think almost all objectives important. It was also noticed that they
especially gave much more importance to the objectives in relation to putting theory
into practice such as understanding students’ differences, helping students’
development, preparing appropriate learning environment, and applying what was
learned to classroom environment. These results implied the necessity of not only
including all the objectives but also covering their corresponding course content in
the course. In this sense, the topics underlying the objectives were Development
(Basic concepts regarding development, physical and psychomotor, cognitive,
linguistic, moral and intellectual development), Learning (Basic concepts regarding
learning, behaviorist and cognitivist approach to learning), and Motivation.

Although it was agreed in general that these objectives and content were of
importance, the prospective teachers did not feel competent in the attainment of

them, particularly of those based on theoretical knowledge about cognitive
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development and linguistic development and necessitating higher order skills such as
distinguishing related theories or determining similarities and differences. Their
difficulty in attaining higher order skills might be a result of their prior education. It
is known that the encouragement of thinking skills in school has been aspired
recently in Turkish policies. On the other hand, direct instruction is still a nation-
wide teaching method. This is a concern not just specific to Turkey; thus, the
essentiality of the encouragement of HOTS before students arrive in
colleges/universities has been strongly emphasized (Harrigan & Vincenti, 2004).
Furthermore, the incompetencies might have stemmed from the inadequacy of the
teaching-learning process of the course per se. In this point, the responses concerning
teaching-learning process of the course uncovered that except for teacher-centered
activities almost all activities/strategies given in the questionnaires were mostly
considered effective for learning but rarely or never applied in the course. These
results disclosing the gaps between the importance and attainment of the objectives
and between the effectiveness and frequency of activities/strategies pointed out that
an instructional course of action should be determined regarding the teaching-
learning process.

Especially, as the importance of the objectives regarding putting theory into
practice was shared by all stakeholders participated in the study (the instructor, the
expert from MONE, the students, the graduates), their attainment by students gained
much more value. However, there were a number of the students feeling incompetent
in this skill, albeit being not very high. These findings unveiled the necessity of the
activities aiming to improve this skill within the scope of this course. In this respect,
it is stated that instead of direct teaching of theories, their application into teaching
life should be emphasized through practical opportunities like case studies or case-
based problems (Kiewra & Gubbels, 1997; Peterson et al., 1990). Actually, as
claimed by Perkins and Salomon (1988), transfer of knowledge instead of inert
knowledge via these opportunities is also of value for teaching thinking skills, which
has been a prominent educational aspiration.

Besides, the responses with respect to the effectiveness of activities/strategies
shed light on what else should be done in response to the instructional needs/gaps.
The activities/strategies that were considered effective for promoting learning and

thinking were “follow-up tests given at the end of each topic”, “active classroom
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participation”, “activities toward developing creative thinking skills”, “providing

9 13

interaction between students and the instructor”, “giving responsibilities to students
in some activities”, “group work”, “student-centered activities”, “drama”, “relating
topics with each other”, and “doing comment on topic, case and phenomenon”.
These findings pointed out that the students and graduates believe in the necessity of
the active learning activities, thinking skill based activities, interaction and
participation in the classroom, and follow-up tests for effective instruction that would
ensure meaningful learning and advance thinking skills. In fact, active learning and
thinking skill based activities, which stimulate students intellectually, are important
means to rise students’ motivation and engagement and to allow deep understanding
and construction of knowledge meaningfully by students (Cummins, 2006; Fisher,
2003). In addition, interaction and participation are accepted as two main
determinants of creating a warm atmosphere required for the engagement of students
in any given activity and so learning (Bloom, 1982). As for follow-up test, it is an
essential tool for self-evaluation and feedback. These activities/strategies whose
effectiveness has been supported by literature as well had been rarely appeared in the
course. Therefore, they should have been taken into account in the planning of the
teaching-learning process of the course.

Lastly, regarding the assessment techniques, multiple-choice objective test
was mostly preferred for both midterm and final exam. Since various theories and
topics are covered throughout this course, an essay exam might seem to be hard for
them. According to the review of Struyven, Dochy, and Jahnssens (2005) about
students’ perceptions toward evaluation and assessment methods in higher education,
multiple-choice test is more favorable methods compared to essay exam because of
being easier, causing lower anxiety and higher success expectancy, and having lower
complexity. Likewise, Messineo, Gaither, Bott, and Ritchey (2007) found out that
experienced students who had completed at least one semester in college preferred
multiple-choice exam. Because of these reasons, essay exam might have been the
least preferred technique compared to multiple-choice test. Follow-up tests,
classroom participation, and group project were the other mostly preferred
alternatives.

In conclusion, this needs assessment study uncovered the deficiencies

especially in relation to the teaching-learning process of the course and the
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preferences of the students regarding the instruction of the course. Thus, the
subsequent step should have been the redesign of the course for the purpose of

closing these deficiencies by taking the preferences into account.

5.2. Input Evaluation

5.2.1. How Could the Course Be Designed According to Critical Thinking
Based Instruction in the Direction of Meeting Instructional Needs of the
Students?

The context evaluation stage of the study had disclosed the instructional
problems, needs and preferences. At this input evaluation stage, the course was
redesigned in light of these results so as to solve these problems and to meet the
needs. It was presumed that this could be achieved through developing and changing
instructional strategies. In this respect, research and literature, in general, support that
teaching-learning activities and strategies toward promoting critical thinking skills
could result in intended achievement (e.g., Eggen & Kauchak, 2001; Halonen et al.,
2002; Nisbet, 1993; Rathset al., 1967).

Consequently, Development and Learning course was redesigned according
to critical thinking based instruction by using Kemp, Morrison, and Ross’s
instructional design model. The context evaluation results led to determine the
instructional objectives of the course. Accordingly, the main objectives of the course
were “to understand the nature of knowledge regarding human development and
learning” and “to understand how to apply the knowledge in teaching practice”. The
objectives listed in the needs assessment questionnaires had been perceived
important by most of the students and graduates. Thus, these objectives were taken
into account in constituting the instructional objectives of the course (see Appendix
G). In order to identify the content, syllabuses and text books related to Development
and Learning course were examined. Also, the students’ preferences regarding the
content were taken into consideration. According to the context evaluation results, an
agreement on the importance of the objectives by the majority implied involving
their corresponding course content in the course. In this manner, the outline of the
course content was formed (see Table 39).

Teaching-learning process of the redesigned course was developed based on

Eggen and Kauchak’s (2001) Inductive Teaching Model, in which students are
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engaged in critical thinking skills in order to achieve course objectives. Lesson plans
were prepared according to this model including five phases: lesson introduction, the
open-ended phase, the convergent phase, closure, and the application phase.
Meanwhile, literature and the context evaluation results aid to specify teaching-
learning activities and strategies. A variety of active learning strategies cultivating
critical thinking skills was involved such as questioning, case studies, thinking skills
activities (e.g., comparing and contrasting, decision-making, problem solving),
puzzle, poster presentation, role playing, graphic organizers, article critique, and
project (see Table 40). Students were also asked to compile all their in-and out-class
documents and tasks in portfolio. Moreover, as for instructional materials, available
resources in the faculty such as projector, OHD, video were determined in addition to
handouts, worksheets, documents. Finally, for assessment of students’ achievement,
their portfolio, follow-up test results, classroom participation, and assignments were

taken into account besides midterm and final exams.

5.3.  Process Evaluation
5.3.1. How Well was the Redesigned Course Being Implemented from the
Students’ Points of View?

After being redesigned, the renewed course was implemented in the
predetermined treatment groups; two of four sections of the Department of
Accounting Teacher Education in 2006-2007 academic year. In order to respond how
well the redesigned course was implemented from the students’ points of view, the
students’ journals filled out each week by the students in these groups were analyzed.
By means of content analysis, the collected 718 journals were analyzed and five
themes were extracted from these journals: “effectiveness of the instruction on
learning”, “effectiveness of the instruction on thinking skills”, “metacognitive skills
to learn better”, “difficulties/problems”, and “instructional suggestions for better
instruction”.

The results revealed that according to the majority of the students, the course
enriched with critical thinking based instruction facilitated learning, understanding,
and using thinking skills as supported by literature (e.g., Beyer, 1988a; Johnson,
2000; Raths et al., 1967; Zohar & Dori, 2003). It was realized that active learning

strategies/activities used in the course and learning environment were of great impact
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on this result. Because according to the students, active learning strategies
stimulating critical thinking such as questioning, group work, case study, and
discussion aided them to understand topics better, to put theories into practice, to
realize their deficiencies, to repeat and retain topics in addition to use thinking skills.
Of these strategies, questioning has been already emphasized in order to promote
thinking skills and to enhance learning (Paul, 1991). Likewise, especially from
cognitivist learning approach, group works stimulating cooperation is preferred for
ensuring better understanding and developing cognition (Beck & Kosnik, 2006;
Johnson & Johnson, 1991; Woolfolk, 2004). Concerning case study and discussion, it
is stated that these methods advance critical thinking skills, support the development
of one’s cognitive and affective domains and provide transfer of knowledge (i.e.,
putting theory into practice) and meaningful learning (McDade, 1995; Weston &
Cranton, 1986). Peterson et al. (1990) also point out that particularly case studies are
of importance for the transfer of theories into the real teaching life.

The students also reported that these strategies provided active participation
and effective interaction, attracted their attention, and increased their motivation,
which are indispensable prerequisites of upgrading learning and critical thinking. In
this respect, it is asserted that questioning and discussion stimulates classroom
interaction so as to invite, maintain, and foster students’ thinking and learning
(Costa, 1991c; Paul, 1991). This result signifies that the study fulfilled interaction
among students and with teacher, which is one of teaching strategies suggested for
provoking students’ thinking (Paul et.al. 1989; Potts, 1994). It was also expressed
that thereby, this course created a convenient, enjoyable, interactive and active
learning environment in which they could speak easily, express their opinions freely,
use their own wording, realize different views, and consider from different points of
view. Likewise, in their study in which critical thinking skills were integrated into
the advertising principle course, Celuch and Slama (1999) found out that the learning
environment based on learning through thinking, group activities/interaction and
exposure to different view points were perceived as strength of the course by
students.

Besides these, the students stated their affirmative reflections peculiar to
various activities carried out in the course such as spontaneous role playing,

spontaneous presentation, a concept map, a small folklore show, and a silent movie.
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Even though, the activities were mostly perceived effective in understanding
and learning, there were a few students opposed to this view. Especially as the course
progressed to the more complicated topics such as operant conditioning, their
number increased a little bit. For difficult topics, preliminary studies and repetition
are of importance in understanding; for this reason, graphic organizers and
assignments were used in this study. Graphic organizer is a kind of semantic
mapping and it aids forming meaningful relationship among basic facts, concepts and
ideas in a text by categorizing, linking and organizing them and provides clear
overview, easy memory and recall; thus, facilitates learning (Clarke, 1991; Lim et al.,
2003). Therefore, their preliminarily use helps students to understand key concepts in
a topic. It is not possible to say surely but it might be guessed that if these students
neglected to do graphic organizers or assignments, they might have had problems in
understanding.

Concerning the application of critical thinking skills, it was noticed that
while the students mentioned whether they used thinking skills, they did not
generally clarified how they did. It was derived from the given explanations that
active learning strategies stimulated critical thinking skills of the students in various
manners. It was elicited that questioning encouraged them to generate their own
ideas and explore definitions, principles and implications of the theories on their
own. Some students also specified that thinking based instruction made them to
realize and to reason their own perspectives; thus, it might be said that confidence of
these students in reasoning might have been promoted. Moreover, it was noted that
reasoning their own views might have assisted the development of intellectual
humility, which shortly means realizing limitations of his/her own views and
knowledge (Paul et al., 1989; Paul & Elder, 2006).

Another remarkable result was that case study was the most thought
provoking activity. Because, the students pointed out that by means of case studies
they could relate the topics to the cases, put themselves into the place of persons or
situation in the cases, analyze and reason the persons or situation deeply, find
solutions, develop their own perspectives, explore implications and consequences,
make inferences by considering their observations, and evaluate perspectives. These
results are consistent with the McDade’s (1995) claim that case studies foster critical

thinking skills of students. This claim was also endorsed by high school teachers in
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McEwen’s (1994) study because among teaching methods, case study was ranked as
the most effective methods for promoting critical thinking skills.

For some students, the topics per se and the given examples stimulated them
to relate the topics to their observations, to question the examples in terms of
accuracy, and to make implications toward teaching. Also, it was reported that by
means of the examples and activities clarifying the theorists’ views, they could
compare views dialogically and detect similarities and differences. Besides, the
findings once again displayed the importance of discussion and group works by
which they could realize, evaluate, and question their own thoughts and the different
perspectives through dialogs among themselves and could listen to each other
critically. In sum, it can be inferred from the students’ points of view that critical
thinking based instruction had encouraged students to use thinking skill strategies
through a variety of activities and teaching methods such as questioning, case studies
and discussion.

According to the results, critical thinking based instruction brought the
difficulties along with its contributions. For example, some students had difficulties
in expressing their own opinions, in speaking and, so, in participating because of
being reluctant and excited. Also, some had problems in understanding the topics
such as cognitive development and classical and operant conditioning. That is, the
way of teaching did not assist those students to comprehend these topics. Next, it was
revealed that some students strained in comparing and contrasting views or theories
such as Piaget’ versus Vygotsky’s views, operant conditioning versus classical
conditioning, contructivism versus the other cognitivist learning theories and
cognitivist versus behaviorist learning approach. Whereas most of the students
indicated that they understood these topics and the abovementioned compare and
contrast activities facilitated them to understand the topics better. According to the
responses, one reason for having difficulty in these activities was not to recall the
previous topics so as to compare or contrast was. Also, students whose thinking skill
levels were low might have had difficulties in performing these tasks that require
higher order thinking because comparing and contrasting are higher order thinking
skills in comparison with recalling and comprehending (Brown, 2004; Quellmalz,

1985).
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In addition to difficulties, the results revealed some students’ complaints
about a few problems that might have affected their achievement in the course. The
problems they experienced were in relation to group adaptation at the beginning of
the semester, assignments, being overloaded with hard courses at the same period of
time, and inadequacy of the time for interpretations and for exchanging their ideas
with their groups. Besides these complaints, there were some suggestions for better
instruction although the students expressed mostly their satisfaction with the course
progress. Notwithstanding the general satisfaction for the course progress, these
suggestions along with the complaints were strived to be taken into account during
the implementation of the redesigned course. In fact, some of these suggested
strategies/activities, particularly those suggested in the first weeks (e.g., making
repetition, giving assignments and projects, using visual materials), had been already
planned in the design of the course and they were implemented in the subsequent
weeks as it was planned. Except for these suggestions, regarding group work, they
mostly expressed in the journals and conversations in the class that they wanted to be
involved in group work but with group members they selected. In this regard, Beck
and Kosnik (2006) also alleged that knowing each other in a community on which
collaborative learning depends would affect the learners’ trust to each other in terms
of sharing their views and generating new ideas. Thereupon, they were allowed to
form their own group. In addition, the students suggested the presentation of any
topic or assignment by groups. Subsequently, this activity was carried out
spontaneously for the personality development topic and they stated their satisfaction
with this activity. Even though the inadequacy of time allotted for the course was
pointed out, some students repeated their desire for a variety of activities such as
puzzles, drama, debate, or more discussion in addition to the activities that are
already used in the class. Yet, time limitation allowed carrying out only a few of
them. Apart from these, another modification in the course progress was made on
assignments. In the last weeks, the students started to complain about the
assignments in the class and on the journals. Thereupon, anymore assignment was
not given for the purpose of not affecting their motivation negatively and of having
them to emphasize more on the project that they had to complete by the end of the
semester. In addition to these, the most frequently expressed request was the use of

visual materials/tools like photos, pictures, slides, CDs, tv, projector, posters, and etc.
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Actually, these visual materials were used throughout the course but the results
disclosed that students were so impressed by these visual materials, especially video,
that this impression might have caused them to request these materials often.

In the journals, it was appeared that most of the students were aware of not
only what inadequacies, difficulties, or problems affecting their learning were but
also what they need to do to facilitate their own learning. Because they stated various
strategies that they can use to improve their learning such as regular and planned
studying; reading more; searching different sources; discussing or talking about the
topics; repeating the topic or in-class activities; observing development of different
age groups; transferring the topics or concepts into real life; looking at movies and
photos in relation to topics; taking notes; participating into the class; being alert and
active; listening carefully; and overcoming excitement. This awareness pointed at
their metacognition, which is defined as having knowledge and understanding about
one’s own learning system, cognitive processes and making decision about how to
act (Duell, 1986; Eggen & Kauchak, 1997; McCown & Roop, 1992; Ormrod, 2008;
Slavin, 2003). While the students’ responses signified their reflections on their own
learning, they did not specify any attempt to apply these, whereas metacognition
entails not only knowing but also applying effective strategies to learn (Ormrod,

2008).

5.4. Product Evaluation
5.4.1. What was the Impact of the Redesigned Course as Compared to the
Existing One?

At the product evaluation stage, the outcomes of the pretest-posttest quasi
experimental study were searched. Data were gathered through achievement tests,
the CCTDI and focus-group interviews. The achievement test was administered to
the students as pretest at the beginning of the semester, posttest at the end of the
semester and retention test six weeks later while the CCTDI was applied only as
pretest and posttest. In addition to these, focus group interviews were carried out
with four groups of students; two from the treatment and two from the control
groups. In total, 22 students participated in the interviews. Even though because of

small sample size the interview results cannot be generalized to all students, these
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were of value for the delineation of the learning environment created as a result of
critical thinking based and traditional instruction.

Achievement test results revealed that there was no significant difference
between the treatment and control groups at the pretest and posttest results when the
students’ CGPA scores were controlled in order to equalize the groups. It was found
out that the students in all groups performed significantly better in posttest than
pretest but the progress from pretest to posttest was similar between groups. Besides
academic achievement, concerning the impact of the type of instruction on retention,
it was observed that critical thinking based instruction did not have a significantly
different effect on retention as compared to the traditional instruction when the
CGPA scores were controlled. In this study, the retention test was given six weeks
after the experimental study was over. If the retention test had been administered at a
later time instead of six weeks or had been given once more, a difference between
the groups might have been observed because the impact of critical thinking based
instruction on retention may appear in a longer period of time. In this regard, Adey
(1991) detected that the mean scores of the achievement test which was given a year
after the earliest Cognitive Acceleration through Science Education (CASE)
experiment in which thinking skills were incorporated into science curriculum, were
significantly different between groups in contrast to the results of the achievement
test administered immediately after the experiment.

In short, concerning the impact of critical thinking based instruction on the
students’ cognitive development in terms of learning and retention, it was revealed
that critical thinking based instruction did affect neither the course achievement nor
retention different from the traditional instruction according to the test results.
Though insignificant difference on the achievement and retention test mean scores of
the treatment and control groups contrasts with findings of a number of the related
studies (e.g., Akinoglu, 2001; Deniz, 2003; Kokdemir, 2003; Sahinel, 2001), there
are some studies obtaining similar results (e.g., Adey, 1991; Reed, 1998; Reed &
Kromrey, 2001; Solon, 2007). Even, negative outcomes of thinking based instruction
on students’ performance such as lower scores in treatment groups have been still
discussed (Lohman, 1986; Woolfolk, 2004).

Pertaining to the current study, the use of activities enhancing learning in both

groups might have affected the results, as observed in Reed’s (1998, 2001) study.
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She searched the impact of explicit teaching of Paul’s critical thinking model in a
U.S. History course in a community college on content knowledge and found that
there was not significant difference between the treatment and control groups. She
considers that this result was arisen from the use of activities facilitating deep
learning in both groups. Indeed, this view is worth taking into account in the current
study as well. Because in this study, while active learning activities/strategies
stimulating critical thinking were used in the treatment groups, drama and follow-up
tests, which are two effective tools for learning and retention, were used in the
control groups. Indeed, Mixed Factorial ANCOVA results indicated that loss of
knowledge from posttest to retention test was not significant for both groups; this
result points out the effectiveness of teaching-learning methods in both groups on
retention because, on the average, there was not a remarkable decrease in the content
knowledge for the students in both groups.

The positive impact of drama on learning and retention has been also
supported by related research (e.g., Andersen, 2002, 2004; Henry, 2000;
McNaughton, 2004; Montgomerie & Ferguson, 1999; Morgan & Saxton, 1985). It is
claimed that drama is of value in understanding and retaining knowledge, placing
learning in meaningful contexts, engaging in realistic problems, and developing
thinking skills and metacognition (Andersen, 2002; Henry, 2000).

Concerning weekly follow-up tests, Myers and Myers (2007) found that
academic achievement of undergraduate students taking bi-weekly exams was higher
than that of students taking hourly midterm exam because it is claimed that hourly
midterm exams of particularly lecture based courses are not effective in learning and
retention. Moreover, it is alleged that multiple assessment tools provide
communication between teacher and students so that student can get feedback about
their performance and adjust their study habits accordingly (Huba & Freed, 2000, as
cited in Myers & Myers, 2007). Similarly, in the focus group interviews, the students
in the control groups mostly emphasized the positive influences of follow-up tests on
determining their own deficiencies, self-evaluation, repetition, and retention. For
these reasons, drama and follow-up tests might be counted as effective means leading
to academic achievement. Briefly, the impact of drama and follow-up tests on the
enhancement of learning might have overshadowed the impact of critical thinking

based instruction on the course achievement.
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On the one hand, critical thinking based instruction is advocated for
enhancing subject learning in addition to promoting critical thinking skills, on the
other hand whether teaching critical thinking skills in a course content limits time
required for gaining content knowledge or not has been argued and investigated
(Adey, 1991; Reed, 1998; Reed & Kromrey, 2001; Solon, 2007). Similar to the
current study, these researchers found out no difference between treatment and
control groups in terms of content knowledge. In these studies, it is indicated that
since a part of class time is left to tasks or activities regarding thinking skills, time to
cover course content is less in treatment groups than control groups. For this reason,
showing similar performance on achievement test in spite of having less time for
content is interpreted as evidence showing that incorporating thinking skills into a
subject matter does not hinder content learning (Adey, 1991; Reed, 1998; Reed &
Kromrey, 2001; Solon, 2007). From this point of view, it can be concluded that
critical thinking based instruction in Development and Learning course did not cause
any sacrifice from content learning in comparison with the traditional instruction.

In a review study of Lohman (1986) about negative or mathemathanic (i.e.
gives death to learning) effects of interventions for teaching thinking skills, he
discusses whether previously acquired cognitive strategies will assist or interfere
with attempts to acquire new ways of thinking and learning. He contends,

If a student has already overlearned and thereby automated an organized

system of production rules, then these rules will continue to execute

automatically, in spite of the student’s best efforts to suppress them and

instead, attend to the new procedure that is being taught. (p.200)

He exemplifies that high achiever students already have effective learning
strategies and new teaching interventions may disrupt their own way of learning. For
this reason, he proposes to study the effect of the length of instruction because he
thinks that the impact of intervention on students’ performance may be different in a
long term. Concerning the current study, although the students were actively
involved in the given tasks, they may not have been adapted to critical thinking based
instruction well and they might have continued to use their own ordinary learning
strategies. Thus, they might have performed similar to those in the control groups.

Whereas, if the instruction had been executed for a longer period of time than a
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semester, the students might have adapted to the instruction as a result of more
practice and its impact on learning might have been observed.

In addition to students’ habit of cognitive strategies, their characteristics such
as aptitude and learning style may not have been appropriate to the learning
environment created by critical thinking based instruction in which written tasks
were mostly used. Lohman (1986) states that a treatment might be obstructive for a
kind of learner and points out that the performance of younger, less-able, and anxious
students in an experimental study might be different from more-able, older, and less-
anxious ones. As for the current study, the students’ aptitudes and learning style and
strategies were not taken into account. If critical thinking based instruction in
Development and Learning course was designed so as to address the diversity of
students, the students’ performances on the post achievement and retention test might
be different from the current situation.

Besides the achievement and retention test results, when the focus group
interview results were examined in terms of the acquisition of the course topics by
the students, it was realized that although a few of the interviewed students from the
treatment group felt incompetent compared to those from the control, there were
common topics that the students from both groups had difficulty in learning such as
gestalt theory and operant conditioning. According to the incompetent students from
the treatment groups, the reasons stemmed from not considering those topics
important, not understanding how to use, not doing practice, confusing the theories,
and having stress of final exam. For these students, it seems that critical thinking
based instruction was not adequate in making the theories clear and comprehensible
and in relating to reality or teaching life. Nevertheless, more students who perceived
themselves competent reported the benefits of the instruction on learning. For them,
the course instruction in which graphic organizers, assignments, in-class activities
and case studies were used helped them to study and repeat the topics, to relate them
to each other and reality, to do preliminary study, and to understand how to
implement in teaching. For instance, the effectiveness of case studies in putting
theories into practice was reflected in the interviews. Graphic organizers were
perceived by a few students as a very beneficial tool for being prepared, reviewing
and repeating the topic beforehand, and determining the points that were not

understood. As for journals, a student stressed that they reviewed the course while
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filling out the journals so that they could repeat the topics. Actually, similar results
had been also obtained from the student journals.

The interviewed students from the control groups expressed similar reasons
for feeling incompetent, which underlined instructional problems similar to those
encountered in the treatment groups. Yet, in the control group case, since there were
more students feeling incompetent, these problems might have been too powerful so
as to interfere with students’ learning. Regarding drama, most students indicated its
positive impacts on their learning and retention because drama was a visualization of
the theories that can be remembered easily later on, an example of relating theories to
real life and a means of attracting students’ attention by entertaining. On the other
hand, some who strongly disagreed with these views mentioned problems they
encountered; for them, drama did contribute to nothing other than entertaining as
students focused on making laugh rather than understanding the theory and adapting
it to drama. Even, a student confessed that she had not read the topic for which they
performed drama. Another problem was that not all members of drama groups were
actively involved. One reason for perceiving drama not effective in learning might be
that drama requiring higher order thinking might not have been a good learning
method for students with lower order thinking level. Students’ learning style
differences might be another factor because for receptive or auditory students, it
might be a drawback in learning.

In addition to the problems in relation to drama, lack of participation in the
control groups might be another instructional problem affecting the acquisition of
course content. It is accepted that active participation has an essential role in learning
and should be ensured for an effective learning environment (Carini, Kuh, & Klein,
2006; Pratton & Hales, 1986). However, the interview results illuminated that the
only way of participation for the interviewed students in the control groups was
generally to take a role in drama and to answer a question when they were called on.
Inactive classroom environment in the control groups might have lessened their
motivation and obstructed their involvement in their own learning. Thus, this might
have caused more students from the control groups to perceive themselves
incompetent in the acquisition of topics in comparison with those from the treatment
groups. Because, as to the responses given in the student journals’ and focus group

interviews, critical thinking based instruction provided an active and attractive
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learning environment whereby students were mostly involved and engaged in a
variety of activities. In this regard, it has been already stated that in an intellectually
stimulating learning environment, students’ motivation increases and they tend to
participate in class more (Fisher, 2003).

Concerning the impact of critical thinking based instruction on critical
thinking, in this study, it was aimed to stimulate the students’ critical thinking skills
and their dispositions toward critical thinking in the treatment groups because it is
asserted that critical thinking possesses skill and disposition dimensions (Facione,
1990; Kuhn, 1999). In this regard, Halpern (1999), who strongly supports teaching
critical thinking across various disciplines at college level, claims, “it is not enough
to teach college students the skills of critical thinking if they are not inclined to use
them. Critical thinking is more than the successful use of the right skill in an
appropriate context. It is also an attitude or disposition to recognize when a skill is
needed and the willingness to exert the mental effort needed to apply it (p.72)”. In
this study, while the effects of the instruction on the encouragement of critical
thinking skills were qualitatively revealed in the journals and interviews, the impact
on the students’ dispositions was investigated quantitatively by using the CCTDI,
which is a scale developed for measuring critical thinking dispositions. The results
pointed out that the disposition of students toward critical thinking in both groups
increased significantly in a semester but the progress in the treatment groups was not
different from the control groups as to the mean scores on the pretest and posttest.
Similarly, in his study and in his later publication, Reed (1998) and Reed and
Kromrey (2001) also examined the influence of explicit teaching of Paul’s critical
thinking model on the CCTDI and did not find difference between the treatment and
control groups. Yet, they did not observed significant progress between the CCTDI
pre and posttest mean scores of the students in the treatment group, either. Compared
to the finding of Reed’s studies, it would not be wrong to deduce that, critical
thinking based instruction in Development and Learning course had a better impact
on the students’ dispositions.

Nevertheless, there are studies whose findings are not coherent with the
current study. Miri, David, and Uri (2007) found out that the use of teaching
strategies fostering higher order thinking skills throughout an academic year

promoted the critical thinking dispositions of high school science students
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considerably because the CCTDI scores were significantly different from that of the
control groups. If the current study had been carried out for a year as it is in Miri et
al.”s (2007) study, the CCTDI mean scores of the treatment and control groups might
have been different because it is accepted that critical thinking skill is a complex skill
which cannot be gained in a short time so it entails time, effort, and practice (Van
Gelder, 2005). For this reason, one academic semester would not have been adequate
to attain critical thinking skills and dispositions so as to create a significant
difference between groups. Kuhn (1999) and Van Gelder (2005) also points out the
necessity of understanding theory of critical thinking for practicing and acquiring
critical thinking skills. Therefore, they suggest instructors to ensure the development
of theoretical understanding as a complementary to practice of critical thinking. As to
this point of view, since content coverage and critical thinking practices in the
current study did not allow time for theoretical support regarding critical thinking,
this might have hindered the remarkable development of critical thinking
dispositions.

Despite the improvement of the students’ critical thinking disposition in both
groups from pretest to posttest, it should be noted that the CCTDI mean score of the
students was still low (less than 240) according to the criteria given by Kokdemir
(2003). This might stem from the profile of students in the faculty to which only
graduates of Commerce and Tourism Vocational Secondary School can enroll.
Unfortunately, because of the restrictions in the entrance to universities, which
impede vocational high school graduates to freely choose a department or university
they wish to go, vocational high schools have been generally preferred by families
especially in case that their children are low achiever students. Concerning the
characteristics of students, Kuhn (1999) draws attention to the community where
they live. From situated-cognition perspective which defines thinking skills as social
practices exercised and shared within a community, she argues that a person’s
disposition is shaped by his/her beliefs and values of which he/she is convinced in a
community; and thus, she stresses the power of social practice and culture on
thinking and behaviors. Likewise, Pithers and Soden (2000) and Halx and Reybold
(2005) also contend that the characteristics of culture and context such as cultural
taboos and sensitiveness toward thinking critically are two effective factors for the

development and application of critical thinking. If critical thinking has not been
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encouraged in communities where students live, expecting notable development in
students’ thinking skills may not be reasonable. As for the current study, thought
provoking environments have been often encountered neither in Turkish education
system especially in vocational secondary education system nor in family life, which
are two main communities students pass through throughout their life till university;
thus, this situation can be accepted as a factor explaining low level of critical
thinking disposition of the students. Yet, this perspective entails further research
regarding students who enter universities with underdeveloped ability to think
critically, particularly in vocational higher education institutions.

Besides these, low level of disposition means that these students do not have
a tendency to use critical thinking skills. This result poses a question of whether low
critical thinking disposition impedes the development of critical thinking skills and
so causes low critical thinkers because it is contended that if a person does not have
an inclination to use critical thinking skills, he/she will not use these skills and will
not be a good critical thinker (Facione, 1990). This is an important question to be
searched because in that case, the claim that low critical thinkers are less likely to
improve their critical thinking (Williams & Stockdale, 2003) would clarify why the
CCTDI posttest mean score of the students in the treatment groups was still at low
level although it progressed.

Furthermore, the instrument itself could be a source of these results.
Unfortunately, in Turkey, there is not any standardized comprehensive scale
developed specific to critical thinking skills. A few researchers endeavored to
develop it by themselves (Semerci, 1999; 2000) or adapted scales originating from
west countries, especially from U.S.A. into Turkish version (Evcen, 2002; Kokdemir,
2003). Evcen (2002) adapted Watson-Glaser Critical Thinking Appraisal into
Turkish version, but she found low reliability coefficient; .46 for the whole test and
.29 to .53 for the subtests. Compared to Evcen (2002), Kokdemir (2003) found
higher reliability coefficients (.88 for the whole test and .61 to .78 for the subtests)
after adapting the CCTDI, which was used in this study. However, this adaptation
study resulted in less number items than those in the original form. Some of the items
translated into Turkish are not clear enough to be understood. Therefore, the

adequacy of these adapted tools is open to discuss.
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Aside from the CCTDI results, the focus group interviews revealed that
critical thinking based instruction was perceived influential on the use of critical
thinking skills by the interviewed students as presupposed in designing this course.
The students’ expressions in the interviews similar to those in the journals
highlighted that activities/strategies used in the course stimulated them to use various
critical thinking skills such as thinking strategically in a short time in order to reach a
reasonable conclusion, making relationships to topics, noting differences, exploring
perspectives, evaluating their own reasoning, realizing other’s opinions, making
comments, defending a view, evaluating theories, and considering from different
points of view. According to the responses, the activities/strategies arousing these
skills were case studies, thinking skills worksheets like compare and contrast,
individual or group activities, graphic organizers, journals, article critique and
project. As a result, it was revealed that these activities served their presumed
purpose which was to promote thinking skills. Similarly, in order to advance critical
thinking skills, Burbach et al. (2004) used active learning strategies in an
introductory leadership course such as journal writing, service learning, group works,
case studies, and questions and they ascertained significant gain scores of the
students on a scale measuring critical thinking skills (W-GCTA).

In addition, the interviewed students pointed out the impact of the course on
teaching skills. The students in both groups stated similar contributions of the course
to their personal and professional development in terms of teaching profession but
those in the treatment groups made much more clarification and mentioned
additional benefits of the course. Concerning the contributions to professional
development, it was explained that the course helped them to have knowledge about
development and learning; to understand students’ behaviors and needs; to learn how
to teach, what to teach, how to behave and to communicate and what to do regarding
problems. Some students from the treatment groups also pointed out that through this
course they gained the consciousness of being a teacher and experienced different
activities that they would apply in their own class when they become a teacher.
Exactly this result that they might encourage critical thinking skills in their own
classroom renders critical thinking based instruction important for teacher education
(Critical Thinking Skills and Teacher Education, 1988; Paul et al., 1997).

Additionally, being able to express their own opinions, to improve self-confidence
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and to speak in front of people were the mostly expressed benefits of the course in
terms of the personal development of the interviewed students in both groups. For
these students, especially drama in the control groups and activities and strategies in
the treatment groups were effective means to this end.

As a result of critical thinking based instruction, it was observed that the
students who were interviewed mostly had positive attitudes toward the course even
though some negative aspects were expressed. These students were pleased to have
encountered such a learning environment and wished to have had such an
environment in other courses. They were also so satisfied with the course progress
that they were happy to be in the treatment group rather than the control group.
Because of its contributions, even two students from the control groups stated that
they would like to have been in the treatment groups. As to the results, underlying
reasons for having positive attitudes toward the course enriched with critical thinking
can shortly be listed as attractive, interesting, enjoyable and comfortable learning
environment; thought provoking atmosphere; increased attendance; active
participation; better communication and interaction; and effectiveness on retention.
These positive attitudes had been reported in the journals, as well. Likewise, Aybek
(2006), in her study, also observed that while, at the beginning, students had negative
attitudes toward critical thinking based instruction of a course content, it then turned
out to be a positive attitude because they realized its impact on learning and
understanding subject matter.

Nonetheless, there were complaints in the interviews regarding the intensity
of the course with various activities and assignments given each week, although no
assignment was given in the last weeks based upon the similar complaints on the
journals and in the class. Not having encountered such a student-centered and
thinking based environment and not having experiencing active learning activities
before may cause them to feel tired or bored of activities and assignments (Harrigan
& Vincenti, 2004). In experimental studies, such reactions toward active learning
environment have been encountered. For instance, in Struyven’s (2005) study, she
found out that students in treatment group where active teaching methods were
implemented in the instruction of Child Development course yielded more negative
attitudes towards such active learning environment in comparison with traditional

lecture based instruction. In the interviews, the students also expressed that they were
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taking this course together with hard subject courses at the same academic semester;
thus, this situation might have forced and exhausted them and lessened their
motivation.

As for the traditional instruction, nearly half of the students in the interviews
consider the course effective because of its comfortable and enjoyable learning
environment and teacher-student interaction. On the other hand, the others mentioned
that the course was more teacher-centered, there was not active participation other
than drama and any responsibility for learning was not given to them. In- and-out
class intensity of the treatment groups might have caused them to feel as if they were
doing nothing more than drama. These problems led them to suggest various
methods. Interestingly, these were the activities/strategies that were already used in
the treatment groups. Cruickshank et al. (1995) state that the use of variety that is
reflected in teacher’s behaviors, instructional activities and materials, classroom
organization, or interaction increase motivation, attention, participation and so
learning. If these students’ attitudes are taken into account from this point of view,
lesser engagement and motivation on account of not having a variety except for
drama and follow-up test might have resulted in such negative attitudes.

Concisely, the product evaluation of critical thinking based instruction
displayed that the instruction enriched with critical thinking based
activities/strategies did not affect the students’ performance on the course
achievement, retention and critical thinking disposition different from the traditional
instruction. Furthermore, both the journals and the focus group interviews pointed
out that from the students’ points of view, this instruction generally resulted in
affirmative impressions on their understanding, teaching skills, thinking skills,
participation, and attitudes toward the instruction. Indeed, the main goal of this
evaluation study was to improve the instruction of Development and Learning
course. Even though quantitative data did not reveal a significant achievement in the
content knowledge and critical thinking disposition, qualitative outcomes of critical
thinking based instruction on the enhancement of understanding, retention, and
students’ thinking skills cannot be ignored. In other words, its impact on the
students’ affective development should be taken into account. Actually, critical
thinking based instruction may display its impact on achievement and critical

thinking skills with continuous studies and in a more extended time because it is
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stressed that with continuous practice in a longer period of time and hard study,
students will show higher achievement and intended results will be reached

(Kirkwood 2000; Lohman, 1986).

5.5. Implications for Practice

It is expected that the findings of this study would lead instructors and
educators, especially in teacher education faculties but without being only specific to
them, to incorporate critical thinking into their courses. Although quantitative results
did not reveal the impact of critical thinking based instruction on learning and critical
thinking disposition in a vocational teacher education faculty, the perceptions of the
students toward the instruction derived from qualitative data addressed the
noteworthy effects of critical thinking based instruction on understanding, critical
thinking, teaching skills, or attitudes; i.e., on process. In order to observe the real
impact of the instruction, its implementation at different level and settings should be
encouraged. Therefore, it is hoped that such studies would provide incentive to
integrate thinking skills into existing educational programs or curricula or to design
new courses peculiar to teaching thinking skills.

Additionally, this study was a very comprehensive evaluation study including
needs assessment and evaluation of course design and implementation. Therefore,
the design of the study would guide evaluators and educators who would like to
follow similar way in their evaluation studies. Shortly, in this section, the
implications of the study for practice will be discussed.

1. This study results derived from the student journals and focus group
interviews imply that prospective teachers generally perceived critical thinking based
instruction effective for understanding and critical thinking even though its effects
were not reflected on academic achievement and critical thinking disposition. Not
quantitative but qualitative improvements in the course entails wider application of
critical thinking into instruction in other teacher education faculties but also in other
faculties, even, in elementary and secondary education. Moreover, these results
might be specific to this vocational teacher education faculty; therefore, if critical
thinking based instruction is implemented in other settings, valuable information
would be obtained for practice and further research. Even if integrating thinking

skills is not possible, a separate course for teaching thinking skills should be
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supported. Results of this kind of applications would enlighten the way of improving
such courses so as to reach intended results.

2. One of the reason for not finding significant differences between the
treatment and control groups on both achievement and critical thinking disposition
might arisen from students’ prior educational life which does not support thinking.
Thus, dissemination of critical thinking based instruction to various courses in a
faculty and to all level of schooling should be encouraged.

3. If raising thinking students at every level of schooling has been an
educational aspiration recently in Turkey, education system should educate teachers
who are able to use various thinking skills. This goal can be achieved only if thinking
skills become an indispensable part of teacher education. Thus, teaching thinking
skills as a separate course or as embedded in an ongoing course should be promoted.
In this respect, this study showed that the integration of critical thinking skills into
Development and Learning course did not contribute to prospective teachers’ critical
thinking skills and dispositions different from the traditional instruction. However, it
1s accepted that improvements in critical thinking requires more time and practice.
Therefore, critical thinking based instruction should not stand peculiar to a
pedagogical course; it should be incorporated into other pedagogical courses and
subject courses.

4. Critical thinking based instruction entails a variety of activities, especially
reading and writing exercises, through which inert potential for thinking would
emerge. According to experiences and results encountered in this study, these
activities should be planned and prepared carefully. As well as preparing activities,
engaging students in activities is of importance because thereby these activities
would serve their intended purposes. That is, designing a course based on more
student involvement would contribute to the development of higher order skills. An
effective way of students’ participation is to create a democratic and comfortable
learning environment. Thus, instead of forcing students to participate, such
environment should be provided so that students might be motivated to be involved
in class. While carrying out in-class activities, group work might be recommended
because in group works, students practice various critical thinking skills such as
realizing different views, yielding creative opinions, looking at from different

perspectives, and noting their own deficiencies. Whatever activity is used, instructors
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should give feedbacks to students about their performances because feedbacks
enlighten the way that they could regulate their thinking skills and learning.

5. Because of the abovementioned responsibilities, instructors of these
courses should have adequate knowledge about critical thinking and how to foster it.
In this respect, their knowledge, attitudes and belief should be taken into account
because these issues will affect their way of instruction and thus students’ learning.
Primarily, the presumption that teaching any content or subject matter already
promotes critical thinking should be demolished (Harrigan & Vincenti, 2004). Also,
teachers should know which thinking skills/strategies they teach, how to teach, how
to engage students in tasks that require thinking skills, how to determine and deal
with students’ reasoning difficulties, how to initiate and guide students’ inquiry and
problem-solving, and how to use alternative assessment techniques (Zohar &
Schwartzer, 2005). In studies in relation to teachers’ pedagogical knowledge (Zohar,
2006; Zohar & Schwartzer, 2005), it was highlighted that a one-year professional
development course aiming to assist teacher in integrating thinking skills activities
into science instruction caused significant improvements in the pedagogy of science
teachers attending this course. This implies that for teaching critical thinking skills or
other thinking skills, an in-service training for teachers/instructor should be
encouraged and provided so that consciousness should be ensured among them.

6. In thinking based instruction, the load and responsibilities of instructors
would increase in comparison with traditional instruction. They should plan lessons
very carefully, prepare activities stimulating thinking, encourage students to think in
the class, ensure engagement of students in activities and create thought provoking
and questioning learning environment. Therefore, their training in this respect is of
importance for the fulfillment of these responsibilities.

7. Transfer of knowledge and implementation of instructional
methods/strategies gained through this training into classroom settings may differ
and these variations may result in inconsistencies between means and end. As a
precaution, cooperation among instructors/teachers would ensure more effective
application of these methods. This would also provide interdisciplinary connections,
which is desired for practicing critical thinking skills in various fields.

8. This study revealed that case study, discussion, and questioning were

perceived very effective methods for learning and stimulating critical thinking.
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Therefore, the use of these methods can be encouraged. Instructors/teachers can
prepare case studies in relation to subject under study but a special attention should
be given in relating cases to reality and teaching life. In this way, students can put
theories into practice. As for discussion and questioning, instructors/teachers should
pay attention to control and guide the flow of topic.

9. This study results showed that if a variety of activities/strategies will be
used in a course, that course should be designed very carefully. In this respect, one
can benefit from Kemp et al.’s instructional design model and Eggen and Kauchak’s
teaching model used in this study. Besides the design of a course, all activities, even
alternative activities, hand-outs, worksheets, assessment tools, etc. should be
prepared in advance.

10. All efforts in a critical thinking based instruction require time, which was
a main obstacle in this study. In order to overcome this problem, topics to be covered
within a semester should be narrowed and class size should be lessened. In the
current teacher education faculties, unfortunately, the number of students in a class is
too high to implement any kind of innovation properly. For this reason, in this study,
with the permission of the faculty administration, a usual section was divided into
two groups and classroom size was decreased to nearly 40 instead of 80. Otherwise,
such an experimental study could not be realized and critical thinking based
instruction could not be implemented appropriately.

11. Such instruction loads students more responsibilities as well as
instructors. In order not encounter or prevent students’ reactions as seen in this study,
it would be better to ensure the attainment of self-regulation and metacognitive
strategies prior to critical thinking based instruction.

12. If a new innovation is implemented in a course, students’ reflections
toward course progress should not be ignored. This study showed that student
journals are effective means for this purpose.

13. This study was carried out within a semester. However, as to the analyses
of quantitative data obtained from the tests, there was not impact of critical thinking
based instruction on achievement and critical thinking disposition in comparison
with the traditional instruction. Yet, in the interviews, affirmative outcomes,
perceptions and impressions were expressed. Thus, in order to observe actual impact

of endeavors regarding teaching thinking skills, these efforts should be lasted for a
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long period of time especially if a complicated thinking skill such as critical thinking
is the matter in hand. Because such skills may not be gained within a short period of
time like a semester. Thus, such courses should not be implemented only once; they
should be carried out continuously and opportunities for practicing thinking skills
should be given in a variety of educational setting.

14. Although full implementation of CIPP model has not been encountered
often in literature because of its comprehensiveness, this study showed that full
implementation of the model provides more useful information concerning the
improvement of a course/program. At the Context evaluation stage, needs assessment
revealed instructional needs and provided a ground for designing the course. The
Input evaluation ensured the systematic design of the course based on literature and
document analysis. If learning is a process, neglecting the evaluation of that process
and focusing on product would mislead an educator. One should notice how a new
strategy/method/innovation is implemented. The current study displayed the
importance of the Process evaluation in uncovering students’ reactions and
impressions. Finally, the Product evaluation gained more meaning after carrying out
the previous stages. For these reasons, full model implementation should be
encouraged even though it is not laid down as a condition to implement this model.

15. Needs assessment, which was conducted at the Context evaluation stage
of the study, is generally ignored in research and studies in relation to course design
and development. Whereas, as stated by Ornstein and Hunkins (1998), needs
assessment is an integral part of planning, designing and evaluating a curriculum or a
program, and it has contributions to curricular renewal if it is conducted
continuously. In order to put theories in relation to needs assessment into practice,
educators should be stimulated to assess needs prior to or as a part of curriculum
design, development and evaluation studies.

16. The process evaluation stage of the study uncover a fact that when
especially new approach is implemented, there is always a possibility causing
implementer to attempt to take new actions. In the current study, for instance,
students’ reactions toward assignment and course load caused researcher to do some
revisions such as cancelling assignments later on. In order to make modifications and
take precautions in time, implementers should be alerted. In this regard, this study

showed that process evaluation is a way of determining what to do and why to do.
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Thus, in any evaluation and implementation studies, process evaluation should be
carried out in order to ensure the improvement of the program/course/strategy/
approach under study.

17. This study exhibited the improvement of Development and Learning
course as a result of the evaluation of each step of the course development. That is,
the study attained its primary aim which is to improve the course in order to raise the
quality of the instruction. Thus, as a way leading to improvement, evaluation studies

should be conducted systematically for all programs and at every level of schooling.

5.6. Implications for Further Research

In the light of this study, several implications for future research will be
discussed in order to assist researchers intending to conduct similar studies and to
draw their attention to points that they should pay attention while carrying out their
study.

1. Although CIPP model was fully carried out in this study, it can be used in a
broader context by a team as a project such as evaluation of teacher education
programs or all pedagogical courses in the faculty or in other faculties. In the current
study, some factors could not be taken into account because of time limitation and
being out of scope. For example, at the Context evaluation stage, stakeholders such
as parents and principles could not be involved. At this stage, various needs were
identified but only those related to instructional needs and course objectives were
taken into consideration. With a team-based project, more comprehensive
implementation of the model would uncover more sound and beneficial information.

2. Overall research design of this evaluation study including different types of
research designs within self such as case study, survey and experimental study at
every stage of the CIPP model can be a framework for researchers, educators or
instructors who would like to undertake similar evaluation studies by using CIPP
model.

3. The use of mixed designs composed of both qualitative and quantitative
methods showed how complementary to each other these methods are. On the one
hand, quantitative data render statistical analysis possible; on the other hand,
qualitative data gathered via interviews and student journals yielded information

regarding students’ reflections, reactions, opinions and attitudes that cannot be
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obtained through any quantitative methods. This implies that mixed designs should
be encouraged in future research. Besides, in this study there was not any observation
whereas observation in the classes could have provided more rich description of
learning environment created by the thinking based instruction. Thus, in future
research, in addition to interviews, observation can be used as a data collection
method.

4. The use of multiple methods contributed to the richness of the study. Even
though the results obtained from qualitative and quantitative methods contradicted
with each other, use of both methods address the inadequacy of one method in
delineating a learning environment and revealing outcomes. Because in the present
study, qualitative tools uncovered the impact of the course which could not be
observed on the quantitative tools because of their differences on the focus.
Therefore, the use of a variety of data collection tools and research methods has to be
encouraged in any study.

5. At the Product evaluation stage of the model, pre-posttest quasi
experimental design was applied so that effectiveness of critical thinking based
instruction was ascertained by comparing the treatment groups with the control
groups. In this regard, this study showed the usability of experimental designs in
evaluating the implementation of a new course, program, strategy, innovations or
approach.

6. Controlling external variables is an important aspect of any experimental
study because of being thread to internal validity. As for this study, the students
could not be assigned into the groups randomly. Therefore, CGPA was used as a
covariate in statistical analysis in order to provide equivalence between groups in
terms of academic achievement. However, students’ demographic and cultural
characteristics and learning styles/strategies could have been also taken into account.
In addition to students’ achievement, demographic and cultural characteristics and
learning styles/strategies can be controlled in future studies. Moreover, researcher
may consider examining the effects of gender, age, cultural and learning style
differences on achievement and critical thinking in critical thinking based instruction.

7. Concerning students’ learning style, it is asserted that in teaching thinking
skills, prior learning habits may interfere with using newly taught skills and thus the

impact of new strategies may not be observed in a short time (Lohman, 1986).

238



Therefore, a further research about the impact of students’ previous cognitive
strategies on a teaching thinking skills would reveal very valuable information.

8. In terms of cultural differences, it is claimed that whether a student is
encouraged to think critically in his/her community such as family or school affects
student’s disposition to use critical thinking skills. In this study, critical thinking
disposition of the students did not change between the groups. In this result, their
cultural features might have been effective. Thus, further research may focus on the
impact of culture on the development of critical thinking skills and dispositions.

9. The study showed that there was no significant difference on the post
achievement test, retention test, and the CCTDI mean scores between the treatment
and control groups. The instruction may be implemented for a longer period of time
than a semester and whether the impact of the instruction on achievement, retention
and critical thinking disposition depends on time or not can be searched. In this
respect, another issue that is open to question is whether effects of the instruction
continue over time or not.

10. This study was undertaken for Development and Learning course; thus,
the results were pertaining to this course and to the faculty. Since this study was the
first empirical study in which critical thinking based instruction was implemented in
this course in this faculty, a replication study in this and other teacher education
faculties should be conducted. Additionally, outcomes of the instruction in other
disciplines, subjects or topics at different grade level can be investigated. Such a
study would also display the extent to which the instruction can be implemented
effectively. In addition, incorporation of different thinking skills apart from critical
thinking into courses and its impact on learning can be studied.

11. As a follow-up study, the retention test was administered to the students
in this study six weeks after the experiment but difference between treatment and
control groups was not significant. In critical thinking based instruction, this period
might be short to reveal the impact on retention; therefore this test can be
administered later than six weeks or given twice in order to test whether its impact is
limited to testing time or not. In addition, a more comprehensive follow-up study can
be conducted. Besides a retention test, interview or observation can be used.

Additionally, a project in which critical thinking based instruction can be undertaken
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at various grade levels of a cohort in a school. Such a longitudinal study would
expose contributions of the instruction in the long run.

12. A comparative study might be conducted in order to compare different
approaches to teaching critical thinking. In this study, the infusion approach was
used and critical thinking skills were embedded in Development and Learning
course. A comparison of this study results with those obtained from a study in which
the skill or direct approach is applied may reveal the effectiveness of these
approaches.

13. Another comparative study might be carried out among teacher education
faculties. In this study, finding no differences between treatment and control groups
in terms of achievement, retention, and critical thinking disposition might be specific
to the profile of the Faculty of Commerce and Tourism Education. A comparative
study is required in order to ascertain whether this is a case peculiar to this faculty
and what would happen in other teacher education faculties different from or similar
to this faculty.

14. Teaching critical thinking in schools would provide opportunities for
students to practice critical thinking skills in an education environment. Nonetheless,
the use of critical thinking skills may differ in real life, especially if transfer of
critical thinking skills into real life is not stimulated in schools. This necessitates
further research to examine differences between critical thinking skills in daily life
and those specific to subject or discipline.

15. There is not any scale developed specific to critical thinking skills in
Turkey except for studies adapting U.S.A. originated tools to Turkish version. For
this reason, for measuring critical thinking skills accurately and precisely, a Turkish
scale should be developed by taking cultural and language factors into account.

16. Generic critical thinking skills can be measured via these scales.
Nevertheless, domain specific critical thinking skills can only be measured by means
of tools developed pertaining to subject matter. In this regard, this is a challenge for
instructors/teachers to develop a critical thinking scale for their own subject and even

to develop achievement tests necessitating using critical thinking skills.
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APPENDICES

APPENDIX A

NEEDS ASSESSMENT QUESTIONNAIRE FOR STUDENTS

Sevgili dgrenciler,

Bu anket, G.U. Ticaret ve Turizm Egitim Fakiiltesi'nde okutulan “Gelisim ve Ogrenme” dersi ile ilgili
temel ihtiya¢ ve beklentilerin saptanmasi amaci ile hazirlanmistir. Anketten elde edilecek bilgiler, bu
dersin gelistirilmesine yonelik olarak yiiriitiilecek ¢alisma icin kullanilacaktir. Liitfen ilgili maddeleri
dikkatle inceleyerek verilen bosluk veya kutucuklara yanitimzi yaziniz/isaretleyiniz. Ankete adinizi
yazmaniz gerekmemektedir. Toplanan bilgiler yukarida belirtilen amag¢ disinda kullanilmayacaktir.

Katkilarinizdan dolay: tesekkiir ederim.
Ogr.Gor.Banu Yiicel Toy

I. GENEL BIiLGILER
1. Cinsiyet: [ | Kiz [ | Erkek 2. Yas:
3. Bolim: 4. Simif:

5. Gelisim ve Ogrenme dersinden aldigmiz not ne idi?

[ ]Jaa []Ba [ ]BB [ ]cB [ ]cC
[ Jpc [ ]Jpop [ | [ ]FF

6. Size gore, “Gelisim ve Ogrenme” dersinde basarili olmak ne icin 6nemlidir? Cevabmizi asagidaki
ifadeleri inceleyerek en Oonemliden en az onemliye dogru siralaymiz (Rakam kullanabilirsiniz,
1.,2.,3.,......,7.,8., gibi).

() Gelisim ve Ogrenme dersinden gecebilmek igin
) Bolimden mezun olabilmek i¢in
) KPSS sinavinda basaril1 olabilmek icin

) Ogrencilerin gelisimlerini ve davranislarinin nedenlerini anlayabilmek igin

) Ogretim etkinliklerini 6grenci gelisimine uygun olarak planlayabilmek

(

(

(

() Gelisim ve Ogrenme konularinda temel bilgileri grenebilmek igin

(

() Ogretmenlik mesleginde etkili bir &gretim ortami saglayabilmek icin
(

) Diger (Liitfen belirtiniz) ...........ccccvevvenene

263



IL. DERSIN HEDEFLERI ve iCERIGi

Asagida “Gelisim ve Ogrenme” dersi ile ilgili ifadeler verilmistir. Bu ifadelerde yer alan kazammlardan hangisinin 6nemli
oldugunu ve hangisini ne derecede kazanmis oldugunuzu 6lcek tizerinde ilgili kutucuga V isareti koyarak belirtiniz.

Bir 6gretmen aday1 olarak Verilen kazanimlarin her birinde
asagida verilen kazanimlar sizce kendinizi ne derece yeterli
ne derece onemlidir? goriiyorsunuz?

GELIiSIM VE OGRENME iLE iLGILI
TEMEL KAVRAMLAR iLE iLGiLi
HEDEFLER

N ~| Onemsiz
N

N - Kzirarsmm
N | Onemii
N o | Cok 6nemli
N = | Fikrim yok
N ~ [Yetersiz
&\\\: w Az yeterli
&\\\ w | Kararsizim
&\\ o| Yeterli
N | Cok yeterli
N = | Fikrim yok

1. Gelisim ile ilgili temel kavramlar bilgisi

2. Ogrenme ile ilgili temel kavramlar bilgisi

GELiSiM KURAMLARI iLE iLGILI
HEDEFLER

N
N
N
N
MO
N

3.Fiziksel ve devinsel (psiko-motor) gelisim
stirecleri bilgisi

4.Ogrencilerin fiziksel ve devinsel gelisim
stireclerini takip edebilme

5. Ogrencilerin fiziksel gelisimlerindeki
bireysel farkliliklart anlayabilme

6.Ogrencilerin fiziksel ve devinsel
gelisimlerine yardimci olabilme

7.Ogrencilerin fiziksel ve devinsel gelisim
diizeylerini gelistirmeye yonelik 6gretme ve
ogrenme ortamu hazirlayabilme

8.Bilissel gelisim stirecleri bilgisi

9.Bilissel gelisim siiregleri ile ilgili farkli
kuramlar1 anlayabilme

10.Biligsel gelisim siirecleri ile ilgili farkl
kuramlari karsilastirabilme

11.Ogrencilerin biligsel gelisim siireclerini
takip edebilme

12. Ogrencilerin bilissel gelisimlerindeki
bireysel farkliliklart anlayabilme

13.0Ogrencilerin biligsel gelisimlerine
yardimci olabilme

14.Ogrencilerin biligsel gelisim diizeylerini
gelistirmeye yonelik 6grenme-ogretme
ortami hazirlayabilme

15. Dil gelisimi siiregleri bilgisi

16.Dil gelisimi ile ilgili farkli yaklagimlar
anlayabilme
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Bir 6gretmen aday1 olarak
asagida verilen kazanmimlar sizce
ne derece 6nemlidir?

Verilen kazanimlarin her birinde
kendinizi ne derece yeterli
goriiyorsunuz?

Onemli

Yeterli
Fikrim yok

Onemsiz
w | Az onemli
w | Kararsizim
= | Fikrim yok

w | Cok onemli
=

.
-

~ [Yetersiz

© |Az yeterli

w | Kararsizim
w | Cok yeterli

-
=y
<

17.Ogrencilerin dil gelisim siireclerini takip
edebilme

farkliliklart anlayabilme

18.Ogrencilerin dil gelisimlerindeki bireysel

19.0grencilerin dil gelisim diizeylerini
gelistirmeye yonelik 6grenme-ogretme
ortami hazirlayabilme

GELiSiM KURAMLARI iLE iLGILI
HEDEFLER (DEVAMI)

NN
NN
NN
NN
NN
A\

NN

20.Ahlaki gelisim siiregleri bilgisi

21. Ahlaki gelisim siiregleri ile ilgili farkls
kuramlar1 anlayabilme

22.Ahlaki gelisim siiregleri ile ilgili farkl
kuramlari karsilastirabilme

23.Ogrencilerin ahlaki gelisim siireclerini
takip edebilme

24. Ogrencilerin ahlaki gelisimlerindeki
bireysel farkliliklart anlayabilme

25.0grencilerin ahlaki gelisimlerine
yardimci olabilme

26.0Ogrencilerin ahlaki gelisim diizeylerini
gelistirmeye yonelik 6grenme-ogretme
ortami hazirlayabilme

27 Kisilik gelisimi siiregleri bilgisi

28 Kisilik gelisim siirecleri ile ilgili farkl
kuramlar1 anlayabilme

29 Kisilik gelisim siiregleri ile ilgili farkl
kuramlari karsilastirabilme

30.Ogrencilerin kisilik gelisimi siireglerini
takip edebilme

31.Ogrencilerin kisilik gelisimlerindeki
bireysel farkliliklart anlayabilme

32.Ogrencilerin kisilik gelisimlerine
yardimci olabilme

33.Ogrencilerin kisilik gelisim diizeylerini
gelistirmeye yonelik 6grenme-ogretme
ortami hazirlayabilme
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Bir 6gretmen aday1 olarak
asagida verilen kazanmimlar sizce
ne derece 6nemlidir?

Verilen kazanimlarin her birinde
kendinizi ne derece yeterli
goriiyorsunuz?

=
3
~—
5]
>
N
<
2

OGRENME KURAMLARI iLE iLGILi
HEDEFLER

&\\ ~| Onemsiz
w v | Az 6nemli
“ - Keirarsmm
‘ | Onemii
w o | Cok 6nemli
w = | Fikrim yok

_

7

@ = |Yetersiz

N
“ w | Kararsizim
&\\\‘ | Yeterli
&\\\ w | Cok yeterli
N = | Fikrim yok

_

34.Davranisct yaklagimlara (6rn. Klasik ve
Edimsel Kosullanma Kuramlar1) gore
ogrenmenin olusum siirecini agiklayabilme

35.Davranigct kuramcilarin kendi
aralarindaki yaklasim farklarini ve
benzerliklerini ayirt edebilme

36.Davranigct yaklasimlarin ilkelerini
ogretme-0grenme ortamlarinda kullanabilme

37.Davranisct yaklasimin sinirlilik ve
iistiinliiklerini belirleyebilme

38.Sosyal 6grenme kuramina gore 6grenme
stireclerini acgiklayabilme

39.Sosyal 6grenme kuraminin ilkelerini
ogretme-0grenme ortaminda kullanabilme

40. Sosyal 6grenme kuraminin siirhilik ve
iistiinliiklerini belirleyebilme

41.Sosyal 6grenme kuramu ile davranisct ve
biligsel 6grenme kuramlar: arasindaki
benzerlik ve farkliliklar: analiz edebilme

42 Biligsel yaklasimlara (6rn. Gestalt ve
Bilgiyi Isleme Kuramlari) gore 6grenmenin
olusum siirecini agiklayabilme

43 Biligsel kuramcilarin kendi aralarindaki
yaklagim farklarini ve benzerliklerini ayirt
edebilme

44 Bilisgsel yaklasimlarin ilkelerini 6gretme-
ogrenme ortamlarinda kullanabilme

45. Biligsel yaklagimin sinirlilik ve
iistiinliiklerini belirleyebilme

46. Biligsel yaklasim ile davranisci yaklasim
arasindaki farkliliklar belirleyebilme

GUDULENME iLE iLGiLi HEDEFLER

N\
N\
N\
N\
N\

N
N
N\
N
N\
N

47. Guidiilenme ile 6grenme arasindaki
iliskiyi aciklayabilme

48. icsel ve digsal giidiilenme kaynaklarint
belirleyebilme
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Bir 6gretmen aday1 olarak Verilen kazanimlarin her birinde
asagida verilen kazanmimlar sizce kendinizi ne derece yeterli
ne derece onemlidir? goriiyorsunuz?

Onemli
Yeterli
Fikrim yok

|Az yeterli

Onemsiz
w | Az onemli
w | Kararsizim
w | Cok onemli
= | Fikrim yok
= | Fikrim y
~ [Yetersiz
w | Kararsizim
w | Cok yeterli

)
-
[\*)
-
=y
<

49.Gudiilenme ile ilgili farkl kuramlar:
aciklayabilme

50. Giidiilenme ile ilgili kuramlarin kendi
aralarindaki farkliliklar1 ve benzerlikleri
ayirt edebilme

51. Ogrenme ortaminda 6grencileri

GENEL HEDEFLER %%%%%% VAVAVAVAVA%

52. Bir tinite igerisinde gegen iligkili konu ve
kavramlar gruplandirabilme

53.Konunun biitiinii ve parcalar arasinda
iliski kurabilme

54. Gelisim ve Ogrenme kuramlari arasimda
iliski kurabilme

55. Birden fazla 6grenme kuramini §gretme-
ogrenme ortaminda uygulayabilme

56. Ogrenilenleri baska egitim derslerinde
de kullanabilme

57. Ogrenilenleri okul disinda da
kullanabilme

II1. DERSIN iSLENI{S{

Asagida egitim-Ogretim siirecinde yer alabilecek etkinlikler verilmistir. Bu etkinliklerin bu donem islenen “Gelisim ve
Ogrenme” dersinde ne siklikta yer almis oldugunu ve bu etkinliklerin kullamilmasinin bu dersin 6gretilmesinde/6grenilmesinde
ne derecede etkili olabilecegini 6lgek iizerinde ilgili kutucuga V isareti koyarak belirtiniz.

Asagidaki etkinliklerin dersin
islenisinde yer almasi bu dersin
ogretilmesinde/ 6grenilmesinde sizce
ne derece etkili olur?

Asagida belirtilen etkinlikler
dersin islenisinde ne siklikta
yer verildi?

N ERERE % |2 |8 = |%
) = = - =

~|E 5|2 |8 |2 SIE5 | 2|2
= =) N = < =] — [ =< o £
: = < = N — — N < - 2| =
< -] »oh I et 2 ® i = = (=
r4 S |9 | = |E | O | =
o (B = RO M =

1|2 |3]|4]|5 |FY 1 2 3 4 5 |FY

1. Dersin 6grenci merkezli bir yaklasimla
islenmesi

2. Dersin 6gretmen merkezli bir yaklasimla
islenmesi

3. Elestirel diisiinme becerinizi gelistirmeye
yonelik etkinliklerin yer verilmesi

4. Yaratici diisiinme becerinizi gelistirmeye
yonelik etkinliklerin yer verilmesi
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Asagidaki etkinliklerin dersin
islenisinde yer almasi bu dersin
ogretilmesinde/ 6grenilmesinde sizce
ne derece etkili olur?

Asagida belirtilen etkinlikler
dersin islenisinde ne siklikta
yer verildi?

N ERERE % |2 |8 = |%
i = = - =

«|E 5|2 |8 |2 SIE5 | 2|2
= B N = < =] — [ =< o £
: = ] = N =] — N < - 2| =
< -] »oh I I3 2 ® = = = (=
r4 S |9 | = |E | O | =
o (=& RO M =

1|2 |3 ]|4]|5 |FY 1 2 3 4 5 |FY

5. Problem ¢6zme becerinizi gelistirmeye
yonelik etkinliklerin yer almast

6.Ogrencilere 6grenme siireclerinde belirli
etkinliklerde sorumluluklarin verilmesi

7.Ogrencilerin konular1 sunmast

8.0grencilerin derse aktif katrliminmin
saglanmasi

9.0grenci-6gretmen arasinda etkilesimin
saglanmasi

10.Ogrenciler arasinda etkilesimin saglanmas

11.Konularin birbirleri ile iligskilendirilmesi

12.Kuramlar arasinda karsilagtirmalarin
yapilmast

13.Konu, olay ve olgular tizerine yorumlar
yapilmast

14.Bu dersin diger egitim dersleriyle
iligkilendirilmesi

15.Soru-cevap teknigi ile konunun iglenmesi

16.Konu ile ilgili tartigsmalar/miinazaralarin
yapilmast

17 Konu ile ilgili makalelerin arastirilip sinifta
tartisilmast

18.Gelisim ve 6grenme kuramlart ile ilgili
bireylerin ve 6grenme ortamlarinin gozlenmesi

19.Gozlemlerin sinifta tartisilmasi

20. Ogrencilerin kisisel, ahlaki ve sosyal
gelisimlerini anlamak igin farkli yastaki
bireylerle goriismelerin yapilmasi

21. Yapilan bu goriismelerin sinifta tartistimasi

22.0rnek olaylarin verilmesi ve 6grencilerin
analiz etmesi

23.Konu ile ilgili kavram haritalarinin
hazirlanmast

24 Arastirmaya yonelik ¢alismalarin/6devlerin
verilmesi

25.Islenen herhangi bir konu iizerinde
diisiindiirmeye yonelik etkinliklerin yeralmasi

26.Grup calismalarinin yapilmast

27 Farkli ders kaynaklarinin kullanilmast

28.Asetat iizerinden konularin anlatilmasi

29.Caligma yapraklarinin doldurulmasi

30. Konularla ilgili video/film izlenmesi

31.Ogrencilere diizenli bir sekilde
performanslar ile ilgili doniitler verilmesi

32.Misafir 6gretmenin/ogretim elemaninin
cagirilmast

33.Ogrencilerin birbirlerini
degerlendirmelerine yonelik ders etkinliklerine
yer verilmesi

34.Konu bitiminde izleme testlerinin verilmesi

35.Drama

36. Diger (Belirtiniz)
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Asagidaki etkinliklerin dersin
islenisinde yer almasi bu dersin
ogretilmesinde/ 6grenilmesinde
sizce ne derece etkili olur?

Asagida belirtilen etkinlikler
dersin islenisinde ne siklikta yer
verildi?

sl 12ls12| |5 |88 | |5 |¢%
bl E — - -
SE|SIZE (2|2 3|5 |52 |2
2 | B N = R g = [ e @ £
= = ] = N o= =} N < = v o=
S || R | = | B = s = | = S | B
r4 S |2 | & = |2 | & o | =
o | = = S I Y =
1 2 3 4 5 | FY 1 2 3 4 5 | FY

37. Derste yer alan etkinliklerin diistinme becerinizi gelistirdigini diisiintiyor musunuz? Nasil?

IV. GELIiSiM VE OGRENME DERSINDE OGRENCi BASARISININ DEGERLENDIiRILMESI

1. “Gelisim ve Ogrenme” dersinde Ggrenci basarisinin ne sekilde degerlendirilmesi uygun olur? (Birden fazla segenek

isaretleyebilirsiniz)
Vize i¢in

() Bireysel Proje
() Sunus

() Sozli sinav
Final i¢in

() Bireysel Proje
() Sunus

() Sozli sinav

) Grupla Proje () Odev ( ) Izleme testleri
) Klasik yazili sinav () Coktan se¢meli test () Swuufigi katilim

) Diger (Belirtiniz).......cccceeeevvenvineveicncnnne

) Grupla Proje () Odev ( ) Izleme testleri
) Klasik yazili sinav () Coktan se¢meli test () Swuufigi katilim

) Diger (Belirtiniz).......ccccceeeevvenvieeveicncnnne

Yardim ve katkilariniz icin tesekkiir eder, basarilar dilerim.
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APPENDIX B

NEEDS ASSESSMENT QUESTIONNAIRE FOR GRADUATES

Sevgili dgrenciler,

Bu anket, G.U. Ticaret ve Turizm Egitim Fakiiltesi'nde okutulan “Gelisim ve Ogrenme” dersi ile ilgili
temel ihtiya¢ ve beklentilerin saptanmasi amaci ile hazirlanmistir. Anketten elde edilecek bilgiler, bu
dersin gelistirilmesine yonelik olarak yiiriitiilecek calisma icin kullanilacaktir. Liitfen ilgili maddeleri
dikkatle inceleyerek verilen bosluk veya kutucuklara yanitimizi yaziniz/isaretleyiniz. Ankete adinizi
yazmaniz gerekmemektedir. Toplanan bilgiler yukarida belirtilen amag¢ disinda kullanilmayacaktir.

Katkilariizdan dolay: tesekkiir ederim.

Ogr.Gor.Banu Yiicel Toy
I. GENEL BILGILER
1. Cinsiyet: |:| Kiz |:| Erkek 2. Yas:
3. Mezun Oldugunuz Bélim: 4. Mezuniyet Yilt:
5. Gorev Yaptigmiz I1: 6. Ogretmenlik Gorev Siireniz:

IL. DERSIN HEDEFLERI ve iCERIGi

Asagida “Gelisim ve Ogrenme” dersi ile ilgili ifadeler verilmistir. Bir 6gretmen olarak, bu ifadelerde yer alan kazanimlardan
hangisinin 6nemli oldugunu ve Gelisim ve Oprenme Dersi siiresince hangisini ne derecede kazanmus oldugunuzu olgek
iizerinde ilgili kutucuga  isareti koyarak belirtiniz.

Bir 6gretmen olarak asagida verilen Verilen kazanimlarin her birini ne
kazammlar sizce ne derece derecede kazanmis oldugunuzu
onemlidir? diisiiniiyorsunuz?
3
= = 2 - ] = |
N = = = o N = = = o 2
2E|EEE | E| 5 il e 5|58 |2
ElE |82 |2 |5 |8 sl 2|5 £
g .: = S ™ = ] < s ; 2 =
© = 8 [ = - < G S | =
5 o | = ] O |~

GELIiSIM VE OGRENME iLE iLGILI
TEMEL KAVRAMLAR iLE iLGiLi
HEDEFLER

N_
K\N
\#
N
&\\\\:a
&\\:m
NE
k\\‘_
&\QN
&\\\:u
NNE:

1. Gelisim ile ilgili temel kavramlar bilgisi

2. Ogrenme ile ilgili temel kavramlar bilgisi

GELiSiM KURAMLARI iLE iLGILI
HEDEFLER

N\
N
NN
NN
N
NN\

3.Fiziksel ve devinsel (psiko-motor) gelisim
stiregleri bilgisi

4.Ogrencilerin fiziksel ve devinsel gelisim
stireglerini takip edebilme




kazanmimlar sizce ne derece

Bir dgretmen olarak asagida verilen

Verilen kazanimlarin her birini ne
derecede kazanmis oldugunuzu

onemlidir? diisiiniiyorsunuz?
& g
= | 2. = | % = | E = |
AR R R FlE|(5|5 2|2
E = 0 Y ) .g E 5 QL e 2 g; E
g ) = "g = & = - > ﬁ 1) = =
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5. Ogrencilerin fiziksel gelisimlerindeki
bireysel farkliliklart anlayabilme

6.Ogrencilerin fiziksel ve devinsel
gelisimlerine yardimci olabilme

7.Ogrencilerin fiziksel ve devinsel gelisim
diizeylerini gelistirmeye yonelik 6gretme ve
ogrenme ortamu hazirlayabilme

8.Bilissel gelisim stiregleri bilgisi

9.Bilissel gelisim siiregleri ile ilgili farkli
kuramlar1 anlayabilme

10.Biligsel gelisim siirecleri ile ilgili farkl
kuramlari karsilastirabilme

11.Ogrencilerin biligsel gelisim siireclerini
takip edebilme

12. Ogrencilerin bilissel gelisimlerindeki
bireysel farkliliklart anlayabilme

13.Ogrencilerin biligsel gelisimlerine yardimci
olabilme

14.Ogrencilerin biligsel gelisim diizeylerini
gelistirmeye yonelik 6grenme-ogretme ortami
hazirlayabilme

15. Dil gelisimi siiregleri bilgisi

16.Dil gelisimi ile ilgili farkli yaklagimlar

anlayabilme

17.Ogrencilerin dil gelisim siireclerini takip
edebilme

18.0Ogrencilerin dil gelisimlerindeki bireysel
farkliliklart anlayabilme

19.0grencilerin dil gelisim diizeylerini
gelistirmeye yonelik 6grenme-ogretme ortami
hazirlayabilme

20.Ahlaki gelisim siiregleri bilgisi

21. Ahlaki gelisim siiregleri ile ilgili farkls
kuramlar1 anlayabilme
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Bir dgretmen olarak asagida verilen
kazanimlar sizce ne derece

Verilen kazanimlarin her birini ne
derecede kazanmis oldugunuzu

onemlidir? diisiiniiyorsunuz?
3
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GELiSiM KURAMLARI iLE iLGILI
HEDEFLER (DEVAMI)

§\\\:H
N
\\
N
N

NN

NE

22.Ahlaki gelisim siiregleri ile ilgili farkl
kuramlari karsilastirabilme

23.Ogrencilerin ahlaki gelisim siireclerini takip
edebilme

24. Ogrencilerin ahlaki gelisimlerindeki
bireysel farkliliklart anlayabilme

25.0grencilerin ahlaki gelisimlerine yardimci
olabilme

26.0Ogrencilerin ahlaki gelisim diizeylerini
gelistirmeye yonelik 6grenme-ogretme ortami
hazirlayabilme

27 Kisilik gelisimi siiregleri bilgisi

28 Kisilik gelisim siirecleri ile ilgili farkl
kuramlar1 anlayabilme

29 Kisilik gelisim siirecleri ile ilgili farkl
kuramlari karsilastirabilme

30.Ogrencilerin kisilik gelisimi siireglerini
takip edebilme

31.Ogrencilerin kisilik gelisimlerindeki
bireysel farkliliklart anlayabilme

32.Ogrencilerin kisilik gelisimlerine yardimci
olabilme

33.Ogrencilerin kisilik gelisim diizeylerini
gelistirmeye yonelik 6grenme-ogretme ortami
hazirlayabilme

OGRENME KURAMLARI iLE iLGILi
HEDEFLER

7
%

NN
NN

N
NN

NN
XN

34.Davranisct yaklagimlara (6rn. Klasik ve
Edimsel Kosullanma Kuramlar1) gore
ogrenmenin olusum siirecini agiklayabilme

35.Davranigct kuramcilarin kendi aralarindaki
yaklagim farklarini ve benzerliklerini ayirt
edebilme
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Bir dgretmen olarak asagida verilen
kazanimlar sizce ne derece

Verilen kazanimlarin her birini ne
derecede kazanmis oldugunuzu

onemlidir? diisiiniiyorsunuz?
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36.Davranigc1 yaklasimlarin ilkelerini 6gretme-
ogrenme ortamlarinda kullanabilme

37.Davranisct yaklasimin sinirlilik ve
iistiinliiklerini belirleyebilme

38.Sosyal 6grenme kuramina gore 6grenme
stireclerini aciklayabilme

39.Sosyal 6grenme kuraminin ilkelerini
ogretme-0grenme ortaminda kullanabilme

40. Sosyal 6grenme kuraminin siirhilik ve
iistiinliiklerini belirleyebilme

41.Sosyal 6grenme kuramu ile davranisgt ve
biligsel 6grenme kuramlar: arasindaki benzerlik
ve farkliliklar1 analiz edebilme

42 Biligsel yaklasimlara (6rn. Gestalt ve Bilgiyi
Isleme Kuramlar1) gore 6grenmenin olusum
stirecini agiklayabilme

43 Biligsel kuramcilarin kendi aralarindaki
yaklasim farklarini ve benzerliklerini ayirt
edebilme

44 Biligsel yaklasimlarin ilkelerini 6gretme-
ogrenme ortamlarinda kullanabilme

45. Biligsel yaklagimin sinirlilik ve
iistiinliiklerini belirleyebilme

46. Biligsel yaklasim ile davranisci yaklasim
arasindaki farkliliklar belirleyebilme

GUDULENME iLE iLGiLi HEDEFLER
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47. Giidiilenme ile 6grenme arasindaki iliskiyi
aciklayabilme

48. icsel ve digsal giidiilenme kaynaklarini
belirleyebilme

49.Guidiilenme ile ilgili farkl kuramlar:
aciklayabilme

50. Giidiilenme ile ilgili kuramlarin kendi
aralarindaki farkliliklar1 ve benzerlikleri ayirt
edebilme

51. Ogrenme ortaminda 6grencileri
giidiileyebilme
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Bir dgretmen olarak asagida verilen Verilen kazanimlarin her birini ne

kazanimlar sizce ne derece derecede kazanmis oldugunuzu
onemlidir? diisiiniiyorsunuz?
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52. Bir tinite igerisinde gegen iligkili konu ve
kavramlar gruplandirabilme

53.Konunun biitiinii ve parcalar: arasinda iliski
kurabilme

54. Gelisim ve Ogrenme kuramlari arasimda
iliski kurabilme

55. Birden fazla 6grenme kuramini §gretme-
ogrenme ortaminda uygulayabilme

56. Ogrenilenleri bagka egitim derslerinde de
kullanabilme

57. Ogrenilenleri okul disinda da kullanabilme

II1. DERSIN ETKINLIiKLERI

Asagida egitim-Ogretim siirecinde yer alabilecek etkinlikler verilmistir. Bir 6grtemen olarak, asagida verilen etkinliklerin
“Gelisim ve Ogrenme” dersinin dgrenilmesinde ve dgrencilerin diisiinme becerilerinin gelistirilmesinde ne derecede etkili
olabilecegini olgek iizerinde ilgili kutucuga V isareti koyarak belirtiniz.

Asagidaki etkinliklerin dersin Asagidaki etkinliklerin dersin
islenisinde yer almasi, bu dersin islenisinde yer almasi, 6grencilerin
ogretilmesinde/ 6grenilmesinde sizce diisiinme becerilerini gelistirmede
ne derece etkili olur? sizce ne derece etkili olur?
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1. Dersin 6grenci merkezli bir yaklasimla
islenmesi
2. Dersin 6gretmen merkezli bir yaklasimla
islenmesi

3. Elestirel diisiinme becerinizi gelistirmeye
yonelik etkinliklerin yer verilmesi

4. Yaraticl diisiinme becerinizi gelistirmeye
yonelik etkinliklerin yer verilmesi

5. Problem ¢6zme becerinizi gelistirmeye
yonelik etkinliklerin yer almast
6.0grencilere dgrenme siireglerinde belirli
etkinliklerde sorumluluklarin verilmesi

7.Ogrencilerin konular1 sunmast
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Asagidaki etkinliklerin dersin
islenisinde yer almasi, bu dersin
ogretilmesinde/ 6grenilmesinde sizce

ne derece etkili olur?

Asagidaki etkinliklerin dersin
islenisinde yer almasi, 6grencilerin
diisiinme becerilerini gelistirmede

sizce ne derece etkili olur?
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8.0grencilerin derse aktif katrliminin
saglanmasi

9.0grenci-6gretmen arasinda etkilesimin
saglanmasi

10.Ogrenciler arasinda etkilesimin
saglanmasi

11.Konularin birbirleri ile iligskilendirilmesi

12.Kuramlar arasinda karsilagtirmalarin
yapilmast

13.Konu, olay ve olgular tizerine yorumlar
yapilmast

14.Bu dersin diger egitim dersleriyle
iliskilendirilmesi

15.Soru-cevap teknigi ile konunun iglenmesi

16.Konu ile ilgili tartismalar/miinazaralarin
yapilmast

17.Konu ile ilgili makalelerin arastirilip
sinifta tartisilmasi

18.Gelisim ve 6grenme kuramlart ile ilgili
bireylerin ve 6grenme ortamlarinin
gbzlenmesi

19.Gozlemlerin sinifta tartisilmasi

20. Ogrencilerin kisisel, ahlaki ve sosyal
gelisimlerini anlamak igin farkli yastaki
bireylerle goriismelerin yapilmasi

21. Yapilan bu goriismelerin  sifta
tartigilmast

22.0rnek olaylarin verilmesi ve dgrencilerin
analiz etmesi

23 Konu ile ilgili kavram haritalarimn
hazirlanmast

24.Arastirmaya yonelik
calismalarin/6devlerin verilmesi

25.1slenen herhangi bir konu iizerinde
diisiindiirmeye yonelik etkinliklerin
yeralmast

26.Grup calismalarinin yapilmast

27 Farkli ders kaynaklarinin kullanilmast

28.Asetat iizerinden konularin anlatilmasi

29.Calisma yapraklarinin doldurulmasi

30. Konularla ilgili video/film izlenmesi

31.Ogrencilere diizenli bir sekilde
performanslart ile ilgili doniitler verilmesi

32.Misafir 6gretmenin/ogretim elemaninin
cagirilmast

33.Ogrencilerin birbirlerini
degerlendirmelerine yonelik ders
etkinliklerine yer verilmesi

34.Konu bitiminde izleme testlerinin
verilmesi

35.Drama
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36. Bu dersin 6grenilmesinde ya da dgretilmesinde etkili olabilecegini diisiindiigiiniiz bagka etkinlikler varsa liitfen belirtiniz.

IV. GELIiSiM VE OGRENME DERSINDE OGRENCi BASARISININ DEGERLENDIRILMESI

1. Size gore, “Gelisim ve Ogrenme” dersinde 6grenci basarisimn ne sekilde degerlendirilmesi uygun olur? (Birden fazla

secenek isaretleyebilirsiniz)
Vize icin

() Bireysel Proje

() Sunus

() Sozli sinav

Final icin

() Bireysel Proje

() Sunus

() Sozli sinav

) Grupla Proje () Odev ( ) izleme testleri
) Klasik yazili sinav () Coktan secmeli test () Suufigi katilim

) Diger (Belirtiniz).......ccceevveverueieeieeinecneenene

) Grupla Proje () Odev ( ) izleme testleri
) Klasik yazili sinav () Coktan secmeli test () Swuufigi katilim

) Diger (Belirtiniz).......cccecevveverueieeieeineceanene

Yardim ve katkilarimz icin tesekkiir eder, basarilar dilerim.

276



APPENDIX C

INTERVIEW QUESTIONS FOR THE EXPERT AT MONE

Tarih ve zaman (Baslama ve Bitis):

Cinsiyet:
Yas:
Gorevi:

Goreyv Siiresi:

GIRIS

Merhaba, benim ismim Banu Yucel Toy. Gazi Universitesi Ticaret ve Turizm Egitim
Fakiiltesi’nde égretim gorevlisi olarak calistyorum. Ayni zamanda ODTU Sosyal Bilimler
Enstitiisii'nde Egitim Bilimleri ana bilim dalinda Egitimde Program Gelistirme alaninda
doktorami yapiyorum. Doktora calismam kapsaminda Gelisim ve Ogrenme dersinin elestirel
diistinme becerisine yonelik gelistirilmesi ile ilgili bir nitel arastirma yapryorum.Sizin de bu
konuda diisiincelerinizi almak istiyorum.Bu arastirmadan elde edilen bilgilerin bu dersin
elestirel diisiinme becerisine yonelik gelistirilmesinde yardimct olacagini dusiiniiyorum..

Bagslamadan once, bazi noktalara aciklik getirmek istiyorum:

» Goriismenin yaklastk olarak 30 dakikanizi alacaguizi diisiiniiyorum.

» Bu goriisme boyunca soylediginiz hersey gizli kalacaktir. Elde edilen bilgiler
hickimseye iletilmeyecektir ve aciklanan hicbir bilgi iizerinde isminiz
belirtilmeyecektir.

» Goriisme siwrasinda  istediginiz  zaman soru sormakta ve  goriismeyi
sonlandirmakta ozgiirsiiniiz.

» Bagslamadan once sormak istediginiz baska bir soru var mi?

> Izin verirseniz goriisme swrasindaki konusmalart kaydetmeyi istiyorum. Bu
sekilde, hem zamami daha etkili kullanabiliriz, hem de goriismeden sonra
cevaplarimizi  daha detayli analiz edebilirim. Herhangi bir rahatsizlik
duydugunuz taktirde kaseti ve goriisme notlaru alabilirsiniz. Sizce de uygun
mudur?

» Bu arastirmaya katilmayr kabul ettiginiz ve zaman ayiwrdiguuz icin tesekkiir
ederim.

GENEL SORULAR
1. Egitim gecmisiniz nedir?
Ipucu: Lisans, yiiksek lisans ve doktora egitimi
2. Kag yildir egitim alaninda ¢alisiyorsunuz?
3. Bu siire icerisinde 6gretmenlik egitimine yonelik ne tiir caligmalar yaptiniz?

OGRETMEN EGITiMi iLE iLGILi GORUSME SORULARI

1. Size gore, ogretmenlik egitiminin temel hedefleri nelerdir?
l.a. Peki, su andaki 6gretmenlik egitimini nasil degerlendiriyorsunuz?

Ipucu: Temel hedeflere ulagsmada yeterli buluyor musunuz?
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1.b.
1l.c.

4.b.

5.a.
5.b.
5.c.

Hedeflere ulagsmada yasanan sorunlar var midir? Bunlar nelerdir?
Sorunlarin ¢dziimiine yonelik neler yapilabilir?

Size gore iyi bir 6gretmen genel olarak ne tiir dzelliklere sahip olmalidir?
Siz gbzlemlediginiz ya da birlikte calistiginiz 6gretmenlerde ne gibi olumlu ya da
olumsuz o6zellikler yada eksiklikler goriilyorsunuz?

Egitim Fakiiltelerinde okutulan Gelisim ve Ogrenme dersinin gerekliligine inaniyor
musunuz?

Bu dersin 6gretmenlik egitimine katkilarinin neler olabilecegini diisiiniiyorsunuz?

Bu dersin temel hedefleri size gore nelerdir?
Sizce iilkemizde ogretmenlik egitimi kapsaminda verilen bu ders bu hedeflere
ulasmada ne derecede yeterlidir?
Alternatif Soru: Hedeflere ulasmada sorunlar var midir?
Eger sorunlar varsa bunlar nelerdir? S6z konusu sorunlar nasil giderilebilir?

Gelisim ve Ogrenme dersinin gelistirilmesi igin neler yapilmalidir?

Ne tiir konular1 icermelidir?

Nasil islenmelidir? Hangi yontem, teknik yada stratejiler kullanilmalidir?
Nasil degerlendirme yapilmalidir?

Gelisim ve Ogrenme dersinin gelistirilmesi ile ilgili eklemek istediginiz baska beklenti
ve Onerileriniz varsa liitfen belirtiniz?

Yardimlariniz ve katkilarimiz icin ¢ok tesekkiir ederim. Son olarak, degistirmek yada

eklemek istediginiz bilgilerin olabilecegi varsayumiyla yapilan bu goriisme ¢oziimlendikten
sonra sonuglarini birlikte incelemek ister misiniz?
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APPENDIX D

INTERVIEW QUESTIONS FOR THE INSTRUCTOR

Tarih ve zaman (Baslama ve Bitis):

Cinsiyet:
Yas:

Deneyim siiresi:
Okutmakta oldugu dersler:
Bu dersleri okutma siiresi:

GIRIS

Merhaba, Doktora calismam kapsaminda Gelisim ve Ogrenme dersinin elegstirel
diisiinme becerisine yonelik gelistirilmesi ile ilgili bir arastirma yapiyorum.Sizin de bu
konuda diisiincelerinizi almak istiyorum.Bu arastirmadan elde edilen bilgilerin bu dersin
elestirel diisiinme becerisine yonelik gelistirilmesinde yardimci olacagint umuyorum. Ayrica,
elde edilen bilgilerin Ticaret ve Turizm Egitim Fakiiltesinin dgretim sistemini ve misyonunu
daha da gelistirmede de yardimct olacagin diisiiniiyorum.

Bagslamadan once, bazi noktalara aciklik getirmek istiyorum:

» Goriismenin yaklastk olarak 60 dakikanizi alacaguizi diisiiniiyorum.

» Bu goriisme boyunca soylediginiz hersey gizli kalacaktir. Elde edilen bilgiler
hickimseye iletilmeyecektir ve agciklanan hichbir bilgi iizerinde isimleriniz
belirtilmeyecektir.

» Goriisme swrasinda  istediginiz  zaman soru sormakta ve  goriismeyi
sonlandirmakta ozgiirsiiniiz.

» Bagslamadan once sormak istediginiz baska bir soru var mi?

> Izin verirseniz goriisme swrasindaki konusmalart kaydetmeyi istiyorum. Bu
sekilde, hem zamami daha etkili kullanabiliriz, hem de goriismeden sonra
cevaplarimizi  daha detayli analiz edebilirim. Herhangi bir rahatsizlik
duydugunuz taktirde kaseti ve goriisme notlarum alabilirsiniz. Sizce de uygun
mudur?

» Bu arastirmaya katilmayr kabul ettiginiz ve zaman aywrdiguuz icin tesekkiir
ederim.

GENEL SORULAR
o Egitim ge¢misiniz nedir?
Ipucu: Lisans, yiiksek lisans ve doktora egitimi
o Kag yildir egitim alaninda ¢alistyorsunuz?
o Bu siire icerisinde 6gretmenlik egitimine yonelik calismalar yaptiniz m1 ya da

katildiniz m1? Evetse, bunlar nelerdir?
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OGRETMENLIK EGITIMINE iLiSKIN GORUSME SORULARI

I. Fakiiltedeki Muhasebe Ogretmenlik Egitimi ile ilgili sorular

1. Size gore, 6gretmen egitiminin temel hedefleri nelerdir?

l.a. Peki, su anki 6gretmen egitimini nasil degerlendiriyorsunuz?
Ipucu: Temel hedeflere ulasmada yeterli buluyor musunuz?

1.b. Hedeflere ulasmada yasanan sorunlar var midir? Bunlar nelerdir?

l.c. Sorunlarin ¢6ziimiine yonelik neler yapilabilir?

2. Size gore iyi bir Muhasebe Ogretmeni ne tiir 6zelliklere sahip olmalidir?
Ipucu: Mesleki acidan?
Kisisel acidan?
2.a. Siz gozlemlediginiz ya da birlikte ¢alistiginiz Muhasebe alanindaki 6gretmenlerde ne
gibi olumlu ya da olumsuz ozellikler yada eksiklikler gorityorsunuz?
2.b. Fakiiltemizdeki Muhasebe alam 6grencilerine bir 68retmen aday1 olarak baktiginizda

ne gibi olumlu yada olumsuz 6zellikler goriityorsunuz?

IL. Gelisim ve Ogrenme Dersi ile ilgili sorular

1. Gelisim ve Ogrenme dersi, 6gretmen adaylarinin egitimi igin ne derecede énemlidir?
2. Gelisim ve Ogrenme dersi, 6gretmen adaylarma nasil bir altyapr saglamasim
bekliyorsunuz?

Ipucu: Mesleki gelisim agisindan?
Kisisel gelisim acisindan?

3. Gelisim ve Ogrenme dersinin sizin dersleriniz i¢in 6nemi nedir?

3.a. Sizin verdiginiz egitim derslerinizde 6gretmen adaylarimn “Gelisim ve Ogrenme”
dersinden dgrendiklerini ortaya koyabilecekleri aktiviteler bulunuyor mu?

3.b. Evet ise; bu aktivitelerde 6gretmen adaylariin bu dersten 6grendiklerini ne derecede
uyguladiklarim diistiniiyorsunuz?

4. Bu dersin temel hedefleri size gore ne olmalidir?
4.a. Sizce fakiiltemizde 6gretmenlik egitimi programinda yer alan bu ders bu hedeflere
ulasmada ne derecede yeterlidir?
Alternatif Soru 1: Hedeflere ulagsmada sorunlar var mdir?
Alternatif Soru 2:0grencilerinizi gézoniine aldiginiz zaman, Gelisim ve Ogrenme
dersinin yetersiz kaldigim diisiindiigiiniiz noktalar var mi1? Varsa nelerdir?
4.b. Eger sorunlar varsa bunlar nelerdir? Nasil giderilebilir?

5. Bu dersin gelistirilmesi i¢in neler yapilmalidir?

5.a. Ne tiir konular1 icermelidir?

5.b. Nasil islenmelidir? Hangi yontem, teknik yada stratejiler kullamilmalidir?
5.c. Nasil degerlendirme yapilmalidir?

6. Gelisim ve Ogrenme dersinin gelistirilmesi ile ilgili beklenti ve 6nerileriniz varsa
litfen belirtiniz?

Yardimlariniz ve katkilarimiz icin cok tesekkiir ederim. Son olarak, degistirmek yada eklemek

istediginiz bilgilerin olabilecegi varsayimiyla yapilan bu goriisme c¢oziimlendikten sonra
sonuglarim birlikte incelemek ister misiniz?
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APPENDIX E

INTERVIEW QUESTIONS FOR THE VICE CHAIR OF THE
DEPARTMENT OF ACCOUNTING TEACHER EDUCATION

Tarih ve zaman (Baslama ve Bitis):
Cinsiyet:

Yas:

Gorevi:

Goreyv siiresi:

GIRIS

Merhaba, doktora c¢alismam kapsaminda ogretmenlik meslek dersleri kapsaninda
yer alan Gelisim ve Ogrenme dersinin elestirel diisiinme becerisine yonelik gelistirilmesi ile
ilgili bir arastirma yapiyorum.Sizin de bu konuda diisiincelerinizi almak istiyorum.Bu
arastirmadan elde edilen bilgilerin bu dersin elestirel diisiinme becerisine yonelik
gelistirilmesinde yardimct olacagini umuyorum.
Bagslamadan once, bazi noktalara aciklik getirmek istiyorum:
» Goriismenin yaklastk olarak 30 dakikanizi alacaguizi diisiiniiyorum.
» Bu goriisme boyunca soylediginiz hersey gizli kalacaknir. Elde edilen bilgiler hickimseye
iletilmeyecektir ve aciklanan hicbir bilgi tizerinde isimleriniz belirtilmeyecektir.
» Goriisme sirasinda istediginiz zaman soru sormakta ve goriismeyi sonlandirmakta
0zglirsiiniiz.
» Bagslamadan once sormak istediginiz baska bir soru var mi?
> Izin verirseniz goriisme sirasindaki konusmalart kaydetmeyi istiyorum. Bu sekilde, hem
zamami daha etkili kullanabiliriz, hem de goriismeden sonra cevaplaruuzi daha detayl
analiz edebilirim. Herhangi bir rahatsizlik duydugunuz taktirde kaseti ve goriisme notlarin
alabilirsiniz. Sizce de uygun mudur?
» Bu arastirmaya katilmayr kabul ettiginiz ve zaman ayirdiginiz icin tesekkiir ederim.

GENEL SORULAR
1. Egitim gecmisiniz nedir?
Ipucu: Lisans, yiiksek lisans ve doktora egitimi
2. Kag yildir egitim alaninda ¢alisiyorsunuz?
3. Bu siire icerisinde 6gretmenlik egitimi ile ilgili caligmalara katildiniz m1? Varsa,

bunlar nelerdir?

OGRETMEN EGITiMi iLE iLGILi GORUSME SORULARI

1. Size gore, ogretmenlik egitiminin temel hedefleri nelerdir?

1.d. Peki, su andaki 6gretmenlik egitimini nasil degerlendiriyorsunuz?
Ipucu: Temel hedeflere ulasmada yeterli buluyor musunuz?

l.e. Hedeflere ulasmada yasanan sorunlar var midir? Bunlar nelerdir?

1.f.  Sorunlarin ¢6ziimiine yonelik neler yapilabilir?
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2. Size gore iyi bir Muhasebe 6gretmeni ne tiir dzelliklere sahip olmalidir?
Ipucu: Mesleki acidan?
Kisisel acidan?
2.b. Siz gozlemlediginiz ya da birlikte ¢alistiginiz Muhasebe alanindaki 6gretmenlerde ne
gibi olumlu ya da olumsuz ozellikler yada eksiklikler gorityorsunuz?
2.c. Fakiiltemizdeki Muhasebe alam 6grencilerine bir 68retmen aday1 olarak baktiginizda
ne gibi olumlu yada olumsuz 6zellikler goriityorsunuz?

3. Fakiiltemizde okutulan egitim dersleri ile ilgili neler diisiiniiyorsunuz?
3a.  Gerekli buluyor musunuz? Neden?
3b. lyi bir 6gretmen olabilmeleri icin yeterli goriiyor musunuz? Neden?

4. Fakiiltemizdeki egitim derslerinin gelistirilmesi ile ilgili eklemek istediginiz bagka
beklenti ve Onerileriniz varsa liitfen belirtiniz?

Yardimlariniz ve katkilariniz icin cok tesekkiir ederim. Son olarak, degistirmek yada eklemek
istediginiz bilgilerin olabilecegi varsayimiyla yapilan bu goriisme c¢oziimlendikten sonra
sonuglarim birlikte incelemek ister misiniz?
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APPENDIX F

STUDENT JOURNAL

Her hafta ders sonunda bu giinliiklerin doldurulmasi ve 6gretim elemanina teslim edilmesi

gerekmektedir. Bu giinliikler yazilirken objektif, tarafsiz ve diiriist olunmasi olduk¢a Onemlidir.

Giinliikler hazirlanirken asagida verilen sorular géz oniinde bulundurulmalidir.

Ad1 ve Soyadr: Tarih:
Numarasi:
1. Bugiin neler 6grendim? Bugiinkii konunun 6nemli olan noktalari nelerdi?

Bugiin islenen konu acik ve anlasilir miydi? Neden?

Bugiin yapilan etkinlikler konuyu 6grenmemde etkili miydi? Neden?

Bugiin yapilan etkinliklerde diigiinme becerimi kullanabildim mi? (Evetse) Nasil?

Bugiin yapilan etkinliklerin daha etkili olabilmesi icin nelere yapilabilirdi?

Bugiin beni zorlayan konular oldu mu? (Evetse) Bunlar nelerdi?

Bu konularda basarili olabilmem i¢in neler yapabilirim?

Bu konularda basarili olabilmem icin 6gretim elemani nasil yardimcei olabilir?

Oniimiizdeki haftalarda, bu dersin daha iyi islenebilmesi igin baska neler yapilabilir?
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APPENDIX G

LIST OF THE INSTRUCTIONAL OBJECTIVES

Objectives Regarding Basic Concepts in Development and Learning
1 to know basic concepts regarding development
2 to know basic concepts regarding learning

Objectives Regarding Development Theories

3 to know physical and psychomotor development processes

4 to follow sts’ physical and psychomotor development processes

5 to understand individual differences among sts in terms of physical development

6 to help sts’ physical and psychomotor development

7 to prepare educational environment towards improving sts’ physical and psychomotor
development level

8 to know cognitive development processes

9 to understand different theories regarding cognitive development

10 to compare different theories regarding cognitive development

11 to follow sts’ cognitive development process

12 to understand individual differences among sts in terms of cognitive development

13 to help sts’ cognitive development

14 to prepare educational environment towards improving sts’ congitive development level

15 to know linguistic development processes

16 to understand different approaches regarding linguistic development

17 to follow sts’ linguistic development process

18 to understand individual differences among sts in terms of linguistic development

19 to prepare educational environment towards improving sts’ linguistic development level

20 to know moral development processes

21 to understand different theories regarding moral development

22 to compare different theories regarding moral development

23 to follow sts” moral development process

24 to understand individual differences among sts in terms of moral development

25 to help sts” moral development

26 to prepare educational environment towards improving sts” moral development level

27 to know intellectual development processes

28 to understand different theories regarding personality development

29 to compare different theories regarding personality development

30 to follow sts’ personality development process

31 to understand individual differences among sts in terms of personality development

32 to help sts’ personality development

to prepare educational environment towards improving sts’ personality development
level
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Objectives Regarding Learning Theories

34
35
36
37
38
39
40

41

42
43
44
45
46

to explain learning according to behaviorist approach

to distinguish differences and similarities among behaviorist theorists

to use behaviorist approach's principles in teaching-learning environment
to determine strengths and weaknesses of the behaviorist approach

to explain learning according to social learning theory

to use social learning theory's principles in teaching-learning environment
to determine strengths and weaknesses of the social learning theory

to analyze differences and similarities between social learning theory and
behaviorist and cognitivist learning theories

to explain learning according to cognitivist approach

to distinguish differences and similarities among cognitivist theorists

to use cognitivist approach's principles in teaching-learning environment
to determine strengths and weaknesses of the cognitivist approach

to determine differences between cognitivist and behaviorist approaches

Objectives Regarding Motivation

47
48
49
50
51

to explain the relationship between learning and motivation

to determine internal and external motivation sources

to explain different theories regarding motivation

to distinguish differences and similarities among motivation theories

to motivate sts in an educational environment

General Objectives

52
53
54
55
56
57

to group related topics and concepts mentioned within a unit

to relate parts of a topic with whole topic

to relate development and learning theories

to apply more than one learning theory in a teaching-learning environment
to use what they have learned in other pedagogical courses

to use what they have learned outside of the school
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APPENDIX H

TABLE OF SPECIFICATION

Topics

Development

Learning

Basic concepts regarding dev.

Physical and psychomotor dev.

Cognitive development

Moral development

Personality development

Basic concepts regarding learn.
Behaviorist approach to learning
Cognitivist approach to learning
Humanistic approach to learning]

Motivation

Total

n ( %25)

Objectives

to define the basic

concepts related to 42
development and

learning

to define the basic
principles of 4
development

to explain the basic

characteristics of the

development process 4
according to

development theories

to explain the basic
characteristics and
principles of learning
theories

to explain learning
process according to
different learning
theories

to explain motivation
according to different
approaches

to apply development,
learning and
motivation theories in
classroom
environment

to compare and

contrast learning 4
theories and

approaches

4 4 4 2 8 4

16

24

16

28

44

11

Total 8 8
n (%25)° 2 2

12 12 12 4 4 32 16
3 3 3 11 8 4

[a—,

12

160
40

40

* The number of behaviors related to objectives
® Decreased number of behaviors as to the given weight (.25)
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APPENDIX I

TEST AND ITEM ANALYSIS RESULTS

Item Item Item Item
Item difficulty discrimination Item difficulty discrimination
no ) (biserial no ) (biserial
correlation) correlation)
1 0.569 0.287 21 0.431 0.345
2 0.644 0.346 22 0.667 0.431
3 0.408 0.435 23 0.506 0.561
4 0.259 0.299 24 0.667 0.261
5 0.609 0.430 25 0.356 0.374
6 0.856 0.214 26 0.494 0.351
7 0.287 0.206 27 0.649 0.226
8 0.356 0.264 28 0.230 0.512
9 0.500 0.138 29 0.690 0.448
10 0.333 0.311 30 0.782 0.403
11 0.218 0.466 31 0.471 0.211
12 0.644 0.277 32 0.868 0.478
13 0.914 0.293 33 0.276 0.375
14 0.471 0.463 34 0.638 0.314
15 0.776 0.354 35 0.253 0.398
16 0.770 0.385 36 0.310 0.130
17 0.713 0.400 37 0.701 0.430
18 0.483 0.343 38 0.460 0.132
19 0.224 0.320 39 0.874 0.513
20 0.420 0.399 40 0.908 0.322
TEST ANALYSIS RESULTS
Statistics Value Statistics Value
Mean 21.684 Alpha 0.637
Variance 21.584 SEM 2.800
Std. Dev. 4.646 Mean P (Difficulty) 0.542
Minimum 10.000 Mean Item-Tot. 0.258
Maximum 33.000 Mean Biserial (Discrimination) 0.346
Median 21.000
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APPENDIX J

ACHIEVEMENT TEST

Testte, coktan secmeli 40 soru bulunmaktadwr. Her sorunun 5 seceneginden sadece biri
dogrudur. Bu dogru cevabt bulup cevap kagidindaki ilgili secenegi isaretleyerek cevabinizi
belirtiniz. Swnavy siiresi: 65 dakikadur.
Basarilar
Ogr.Gor.Banu Yiicel Toy

1. "Yeni bir 6grenme durumunda, bireyin 6nceden sahip oldugu 6zelliklerin tiimiinii kapsar"
ifadesinde yer alan tamim asagidaki kavramlardan hangisine aittir?
A. Bilyiime
B. Gelisme
C. Hazirbulunusgluk
D. Olgunlagma
E. Ogrenme

2. Asagidakilerden hangileri temel gelisim ilkeleri arasinda bulunur?
I. Gelisim siireklidir ve belli asamalarda gergeklesir.
II. Gelisim alanlar1 birbirinden bagimsizdir.
III. Gelisim bir biitiindiir.
IV. Gelisim 6zelden genele dogrudur.
V. Gelisimde bireysel ayriliklar vardir.
A. -
B. I-1II-V
C. HI-III-1V
D. [-1I-1II-V
E. -II-I-IV-V

3. Ergenlik donemindeki fiziksel gelisim cercevesinde asagidaki ifadelerden hangisi
dogrudur?

A. Kiz ve erkeklerin seslerinde belirgin kalinlagsma goriiliir.

B. Kiz ve erkeklerde yag dokusu fazlalagir.

C. Hiz ve gii¢ bakimindan kizlar daha fazla etkinlik gosterir.

D. Kiiciik kaslar gelisimini heniiz tamamlamamustir.

E. Viicut koordinasyonu heniiz yetiskinlik diizeyine ulagsmamaistir.

4. "Lise 1. Smifta okuyan bir 6grenciyi elindeki deney tiipiinii diisiirdiigii icin beceriksizlikle
suclayan bir 6gretmen" 6grencinin gelisimiyle ilgili hangi bilgiden haberdar degildir?
A. Duygusal gelisimin bu donemdeki ozellikleri.
B. Zihinsel gelisimin bu donemdeki 6zellikleri.
C. Psiko-motor gelisimin bu donemdeki 6zellikleri.
D. Duyu organlarmin bu donemdeki 6zellikleri.
E. Ahlaki gelisimin bu donemdeki 6zellikleri
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5. “Ahmet, legolarla oynamay1 ¢ok sevmektedir. Ogretmeni birgiin aym sayida legolar1
yanyana dizmis ve daha sonra da iistiiste koymustur. Burada Ahmet, kullanilan lego
saywisinin legolarin yanyana veya iistiiste koyulmasina gore degistigini diislinmiistiir.”
Burada verilen 6rnek olaya gore, Ahmet hangi biligsel gelisim donemindedir?

A. Duyusal-motor
B. Islem 6ncesi
C. Islem sonras1
D. Somut islemler
E. Soyut islemler

6. Eger bir ortadgretim kurumunda 6gretmen olsaydiniz; Piaget’nin biligsel gelisim kuramina
gore sinifinizda nasil bir egitim-6gretim ortami hazirlamaniz dogru olurdu?
L. Egitim-6gretim ortaminda dgrencilerin yasayarak 6grenmelerini saglamak
IL. Bilissel gelisimleri i¢in 6grencilerin simifta aktif olmalarini saglamak
III. Ogrencilerin soyut diisiinebilme yeteneklerini gelistirecek etkinliklere yer vermek
IV. Cocuklarin bilissel gelisim diizeylerinin iistiinde bir egitim ortam hazirlamak
A -
B. -1V
C. I-II-1II
D. I-II-IV
E. [I-II-I-IV

7. Asagidaki biligsel gelisim ile ilgili goriislerden hangileri Vygotsky’e aittir?
I. Ogretim, o6grencinin gelismeye acik alanim (yakinsal gelisim alam) ileriye
gotiirebildigi dl¢iide etkilidir.
IL. Dil, bilgilerin bagkalarindan 6grenilmesinde ve paylasilmasinda énemli bir aractir.
III. Ogretmen aktif bir bigimde nesneleri ve fikirleri aktarirsa 6grenme etkili olur.
IV. Ogrencilerin biligsel gelisimlerinde yetiskinlerin destegi ¢ok énemlidir ve gereklidir.
A -
B. -1V
C. I-II-1II
D. I-II-IV
E. [I-II-0I-IV

8. Herkesin kanunlara uymasi gerektigine, eger kanunlara uyulmazsa toplumun diizeninin
bozulacagina inanan bir kisi Kohlberg’ing ahlak gelisim kuramina gére hangi asamadadir?
A. Ahlaki 6zerklik
B. Ahlaki gorecelik
C. Gelenek Oncesi donem
D. Geleneksel donem
E. Gelenek sonras1 donem

9. Lisede bir 6gretmen tarafindan diizenlenen asagidaki etkinliklerden hangisi 6grencilerin
ahlaki gelisimlerini hizlandirmaya yardimc1 olabilir?
A. Ogrencilere zeka testleri uygulamasi
B. Ogrencilere ahlaki gelisim kuramlari ile ilgili bilgi vermesi
C. Piknik, gezi gibi faaliyetler diizenlemesi
D. Gazetede gegen toplumsal bir konuda tartigma diizenlemesi
E. Ogrencilere bilimsel makale analizi yaptirmasi
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10. Asagidakilerden hangileri Piaget ile Kohlberg’in ahlaki gelisim kuramlar1 arasindaki
benzer ozelliklerdir?
L. Her iki kuramda da ahlaki gelisimin hizlandirilabilecegi savunulur.
IL. Her iki kuram da Piaget’nin biligsel gelisim kuramindan etkilenmistir.
III. Kurallarin gerektiginde degistirilebilecegine inanilmas1 her iki kuramun iist diizey
ahlaki gelisim doneminde goriilen ortak bir ozelliktir.
IV. Her iki kuram da ¢ocuklarin ahlaki ikilemli sorulara verdiklere yanitlara dayali olarak
gelistirilmistir.
A. -1V
B. II-1IT
C. I-I-1II
D. I-II-IV
E. [I-II-0I-IV

11. Freud’a gore, komsunun dediklerine kulak asan, onlarin dediklerine sik1 sikiya bagh
kalan bir ebeveynin kisilik bilesenlerinden hangisi/hangileri baskindir?
A.1d
B. Ego
C. Superego
D. Ego-Superego
E. Libido

12. Asagidakilerden hangisi Erickson’un Psikososyal gelisim kuramina gore 6gretmenlerin
dikkat etmesi gereken noktalardan biri degildir?
A. Ogrencinin yapacag isler konusundaki ¢abalar1 desteklenmelidir.
B. Ergene ¢ocuk gibi degil bir yetiskin gibi davranilmalidir.
C. Basarili kisilerle tanigip 6zdesim kurmalarina yardime1 olunmalidir.
D. Ogrencilere bagarabilecegi sorumluluklar verilmelidir.
E. Sorunlarim kendi basina ¢ézebilmesi icin ergen yalniz birakilmalhidir.

13. Asagidakilerden hangisi Freud un Psikoseksiiel gelisim kuramini Psikososyal gelisim
kuramindan ayiran 6zelliklerinden biridir?

A. Freud’a gore, bireylerin kisilik gelisimi yasam boyu siirer.

B. Freud’a gore, bir donemdeki ihtiyaglar karsilanmadig1 zaman o doneme asir1
bagimlilik olusur.

C. Freud’a gore, psikoseksiiel gelisim asamalar1 bireyin yasadig kiiltiire gore degisir.

D. Freud’a gore, sosyal yasant1 bireylerin kisilik gelisimlerini etkiler.

E. Freud’a gore, bir donemde olumsuz yasanan denge bir sonraki donemde olumlu yone
cevirilebilir.

14. Yasant1 sonucunda meydana gelen nispeten kalici izli davranis degisikligine ne ad
verilir?

A. Ogrenme

B. Egitim

C. Davranig

D. Ogretme

E. Yasant1
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15. “Klasik kosullanma” kuramina gore, kosullu uyaricinin meydana getirdigi dogal tepkiye
ne denir?

A. Kosullu tepki

B. Kosulsuz uyarici

C. Kosulsuz tepki

D. Kosullu uyarict

E. Notr uyarici

16. “Bir 6grencinin sinif 6gretmeni tarafindan sinifta azarlanmasindan dolay: okuldan ve
derslerden sogumasini,” Klasik Kosullanmanin hangi ilkesi ile aciklayabiliriz?
A. Haber vericilik
B. Pekistirme
C. Uyarici genellemesi
D. Ayirt etme
E. S6nme

17. “Anaokulunun ilk giiniinde diger cocuklarla kavga eden bir ¢ocuk, ertesi giin anaokuluna
gitmemek icin ofkeli tepkiler gostermektedir” Buradaki Klasik Kosullanmada, kosullu
uyarict asagidakilerden hangisidir?

A. Kavga etmek
B. Kavga

C. Diger cocuklar
D. Anaokulu

E. Ofkelenmek

18. “Dilara, grup 6niinde konugmaktan korkmaktadir. Bunun iizerine 6gretmen,
Dilara’nm korkusunu yenmesi i¢in grup ¢alismasinda yapmis olduklar: bir ¢alismayi
grupg¢a sunmalarini ister. Daha sonra baska bir giin de Dilara’nin bireysel yaptig: bir
caligmay1 sinifa tek basina sunmasini ister. Bu sunumlar sirasinda Dilara’nin,
alkislanip takdir edilmesini saglar. Bir siire sonra Dilara’nin korkusunu yendigi
goriiliir.” Buradaki 6rnek olayda 6gretmen olumsuz bir kosullanmanin ortadan
kaldirilmasi i¢in hangi yolu kullanmigtir?

A. Biktirma

B. S6nmesini bekleme

C. Olumlu pekistirme

D. Ortamu degistirme

E. Kars1 kosullanma

19. “Ogretmenin derse gec kalanlar1 derse almayacagim dolayzsi ile izleme testine
giremeyeceklerini s6ylemesi ve bunun iizerine dgrencilerin derse zamaninda gelmeye
dikkat etmeleri” Skinner’in Edimsel Kosullanma kuramina gore asagida verilenlerden
hangisi ile iligkilidir?

A. Olumlu pekistirme

B. Olumsuz pekistirme

C. Ceza

D. Sabit oranl1 pekistirme
E. Sabit aralikl1 pekistirme
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20. “Bir 6gretmen, 6grencilerden matematik problemlerini ¢dzmelerini istemeden dnce dort
islemin nasil yapildigini, problem ¢6zmede hangi adimlarin izlendigini ve hangi problem
climlesinde hangi islemin yapilacagin1 gostermis ve 6grencilerden problemleri yapmalarin
istemistir. Problemleri ¢ézerken yaptiklar: her dogru davramgini da ddiillendirmistir.”
Buradaki 6rnek olayin gectigi bir egitim-6gretim ortaminda Edimsel Kosullanmanin hangi
ilkesinden yararlanilmigtir?

A. Davranmg Sekillendirme
B. Genelleme

C. Olumsuz pekistirme

D. Premack

E. Sabit aralikl1 pekistirme

21. Asagidakilerden hangileri Edimsel kosullanmay1 Klasik kosullanmadan ayiran &zellikler
arasinda yer alir?
I. Edimsel kosullanma, istemli ve bilingli yapilan davramglarla ilgilidir.
II. Edimsel kosullanmaya gore, davranig sonucu verilen pekistirecler 6grenmede etkilidir.
III. Edimsel kosullanmada, davranisin yapilma sikligini arttiran uyaricilar pekistirectir.

IV. Edimsel kosullanmada, cesitli pekistirme tarifeleri vardir.
V. Edimsel kosullanmada, davraniga sebep olan uyaricilar onemlidir.
A. II-II-IV
B. II-IV-V
C. -II-1V-V
D. I-II-II-IV
E. -II-I-IV-V

22. Asagidakilerden hangisi Sosyal Ogrenme Kurami’na gore, dolaylh 6grenmeyi en dogru
tammlayan ifadedir?
A. Bireyin, bagkalarinin davramslarini gozlemlemesidir.
B. Bireyin televizyondaki, bir kitaptaki yada sinemadaki bir karakteri model almasidir.
C. Bireyin ¢evresinden gozlemledigi bir davranist oldugu gibi taklit etmesidir.
D. Bireyin gozlemledigi farkli davraniglar1 birlestirerek yeni davraniglar gelistirmesidir.
E. Bireyin gozlemledigi bir davramisi ve sonuclarii 6grenmesi ve ona gore kendini
ayarlamasidir.

23. Sosyal Ogrenme Kurami’nin 6grenmeyi ve performanst etkileyen “karsilikli
belirleyicilik” ilkesine gore asagidakilerden hangisi davranigin ¢evre iizerine etkisi ile ilgili
bir 6rnektir?

A. Giiriiltli yapan bir 6grencinin sinifta dikkati dagitmasi

B. Arkadaslar1 tarafindan diglanan tembel bir 6grencinin ders ¢alismaya baslamasi

C. Ailesi tarafindan sevilmeyen bir cocugun diizenli olmaya ¢alismasi

D. Derslere gec gelen bir 68rencinin, 6gretmenlerinden gordiigii tepki lizerine okuldan
uzaklagmast

E. Arkadaslar tarafindan oyuna ¢agirilan bir cocugun 6devini yapmamasi

24. Sosyal Ogrenme Kurami’na gore, 6grenme siirecinin ilk adimi dikkat etme siirecidir.
Asagidakilerden hangisi dikkat etme siirecini etkileyen faktorlerden biri degildir?
A. Secilen modelin 6zelliklerinin dikkati ¢ekici olmasi
B. Gozlemcinin 6n bilgileri, ilgisi ve dersden beklentileri
C. Gozlemcinin sembollestime kapasitesi
D. Gozlemcinin duyu organlarinin yeterliligi
E. Davranisin gozlemcinin amacina yonelik olmasi
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25. Asagidakilerden hangisi Sosyal Ogrenme kuramim Edimsel Kogullanma kuramindan
ayiran farkliliklardan biridir?
A. Sosyal biligse kurama gore davranis sonucunda verilen pekistirecler 6grenmede
etkilidir.
B. Sosyal biligsel kurama gore davranis sonucunda verilen ceza 6grenmede etkilidir.
C. Sosyal biligsel kurama gore 6grenmede giidiilenme etkilidir.
D. Sosyal biligsel kuram 6grenmeyi hatirda tutma gibi biligsel siireclerle agiklar.
E. Sosyal bilissel kurama gore 6grenmenin gergceklesmesi i¢in bireyin davranisi
gerceklestirmesi gerekir.

26. Asagidakilerden hangisi Gestalt kuramina gore i¢c goriisel Ogrenme siirecinin
ozelliklerinden biri degildir?

A. Ogrenci problemin ¢dziimiine bir siire diisiindiikten sonra ulagir.

B. I¢goriisel 6grenmede problem, fiziksel deneme-yanilmalarla ¢oziiliir.

C. Problemi ¢6zmek icin gerekli yollar1 diisiiniir, verilen arac-gerecleri degerlendirir.

D. Onceki 6grenmelerini problemin ¢oziimiinde kullanabilir.

E. Zeki olanlar icgoriisel ¢oziime daha kisa siirede ulasirlar.

27. Asagidakilerden hangisi Bilgiyi Isleme Kuranmi’na gore yiiriitiicii bilis kavraminin
tanimudir?
A. Bireyin tiim bilis siirecini denetleyen sistemdir.
B. Duyu organlari ile alinan bilginin yorumlanmasi ve anlamlandirilmasidir.
C. Yeni dgrenilen bilgilerle eski bilgilerin iligkilendirilmesidir.
D. Bilginin bir bellekten digerine aktarilmasini saglayan i¢sel, bilissel etkinliklerdir.
E. Bireyi kendi 6grenme 6zelliklerinin farkinda olmasidir.

28. Bilgiyi isleme kuramina gore bellek tiirlerine ait agagida verilen 6zelliklerden hangileri
dogrudur?
I. Duyusal kayitin yetikligi cok genis olmakla birlikte bilginin kalis siiresi de uzundur.
II. Kisa siireli bellekten ayrilan bilgi dikkat ve algi siirecleri ile duyusal kayita geger.
III. Kisa siireli bellege bilgi, duyusal kayittan ve uzun siireli bellekten gelir.
IV. Uzun siireli bellege bilgi hizla girer ama cabuk kaybolur.
V. Uzun siireli bellege bilgi kisa siireli bellekten gelir.
A II-V
B. II-V
C. I-1v
D. [-1II-V
E. -I-IV

29. “Lise 2 Fizik dersi 0gretmeni, bilgilerin hemen unutulmasini veya ezberlenmesini
engellemek istemektedir. Boylece 6grenciler OSS sinavina hazirlanirken ¢ok zorluk
cekmeyeceklerdir. Bu amacgla 6gretmen asagida verilen etkinlikleri yapmay1
planlamaktadir.” Bu etkinliklerden hangisi, Bilgiyi Isleme kuramina uygun bir etkinlik
degildir?

A. Ogrencilere 6grenme stratejilerinin 6gretilmesi

B. Bilgilerin miimkiinse sema yada kavram haritalar1 yardimiyla anlatilmasi
C. Smufta somut ve gorsel materyallerin kullanilmasi

D. Unutmay1 engelleyebilmek i¢in zaman zaman tekrarin yapilmasi

E. Ogrencileri odiillendirerek 6grenmeye giidiilenmelerinin saglanmas1
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30. “(I) Bir geometri dersinde, iiggenlerin 6zellikleri anlatilmaktadir. (I) Ogretmen, konunun
kisa anlattmindan sonra dgrencilere gesitli 6rnek sorular verir. (III) Ogrencilerin drnekleri
kendilerinin yapmasini saglar ve nasil yaptiklarim arkadaslarina anlatmalarini ister.
(IV)Buarada her dogru yapana da bir art1 (+) verir. (V) Boylece 6grenciler nerelerde yanlis
nerelerde dogru yaptiklarin1 daha kolay anlarlar ve sonraki orneklerde daha dikkatli
davranirlar. (VI) Bir sonraki dersin konusu ise eskenar besgendir. Bu konuya ge¢gmeden
once 0gretmen licgenlerle ilgili kisa bir tekrar yapar.”

Yukaridaki 6rnek olayda, hangi etkinlik Bilgiyi Isleme Kurami’na gore bilginin kisa
siireli bellekten uzun siireli bellege aktarilmasi i¢in bireyin agik tekrar yapmasini saglayici
bir etkinliktir?

Al

B.II

C. I

D.V

E. VI

31. Asagidakilerden hangisi, Yapilandirmacilik kuraminin 6zellikleri arasinda yer almaz?
A. Akran ve yetiskinlerle sosyal etkilesime girilmesi 6grenmede etkili ve dnemlidir.
B. Anlaml ve etkili 6grenme, gercek¢i konulara dayali caligmalarla gerceklesir.
C. Bilgi 6grenci tarafindan etkin sekilde bicimlendirilir; yani, yapilandirilir.
D. Bilginin yapilandirilmasinda 6nbilgi, inang¢lar, 6n yargilar vb. belirleyicidir.
E. Oz yeterlik, bilginin yapilandirilmasinda en etkili 6zelliktir.

32. Asagidakilerden hangisi Yapilandirmacilik kuramina gore, 6grenme-ogretme ortaminda
olmasi gereken Ozellikler arasinda yer almaz?
A. Problem ¢6zme etkinlikleriyle 6grencilerin bilgiyi kesfetmeleri saglanmalidir.
B. Ogrencilerin basarisinin degerlendirilmesinde sinavlardan yararlamlmalidir.
C. Ogrencilerin 6gretmen ve diger 6grencilerle etkilesim kurmalar1 saglanmalidir.
D. Ogrencilere giincel ve yasamla ilgili 6grenme etkinlikler diizenlenmelidir.
E. Bilgiyi farkli acilardan gdrmelerini saglayacak etkinliklere yer verilmelidir.

33. Asagidakilerden hangisi Biligsel yaklasimi Davranig¢1 yaklasimdan ayiran 6zelliklerden
biridir?
A. Cevredeki uyaricilar ve uyaricilarin davranislar iizerine etkisini agiklar.

B. Davranislarin bicimlendirilmesi hakkinda bilgiler verir.

C. Pekistirecler, davranislar hakkinda doniit ve bilgi veren uyaricilardr.

D. Ogrenme siirecinde, 6grenci pasiftir.

E. Sadece gozlenebilen ve Ol¢iilebilen davranislar 6grenmenin gostergesidir.

34. Asagidakilerden hangisi Insancil (Hiimanistik) 6grenme yaklagiminin temel ilkelerinden
biri degildir?
A. Insanin duyussal 6zellikleri, bireyin egitime ve 6grenmeye bakis agisin etkiler.
B. insamin davramslarini tayin eden en 6nemli gergek, davraniglari ortaya gikaran
uyaricilardir.
C. insanlarm temel gereksinimleri, bireylerin davranislarmi degistirme siirecinde
etkilidir.
D. Insanin davramslart hem dis uyaricilardan hem de kendi 6znel diinyasindan etkilenir.
E. Insan davramslarinin gerisinde, o kisiye 6zgii bir mantik ve anlam bulunur.
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35. “Ogretme-6grenme siirecinde dgrencilerin 6gretmeni bir birey olarak gormelerini
saglayan, 0gretmenin dgrencilere kisisel olarak iizerlerine gitmelerini ve 68rencilerin
davramslarini savunmalarini 6nleyen ben iletilerinin kullanilmasini” dneren insancil
(Hiimanistik) 6grenme yaklagimina dayali bu goriis kime aittir?

A. Combs

B. Maslow

C. Purkey

D. Rogers

E. Thomas Gordon

36. Asagidakilerden hangisi egitimde Insancil (Hiimanistik) yaklasimi savunan Maslow’a ait

olmayan goriislerden biridir?
A. Her bireyin kendine 6zgii 6znel bir dogaya sahip oldugu bilinmelidir.
B. Bireyler kendi davramglarini kontrol etmelerine olanak taninmalidir.
C. Bireylerin kendi kararlarini almalarina izin verilmelidir.
D. Bireylerin temel gereksinimleri géz 6niinde bulundurulmalidir.
E. Her bireyin olaylar1 farkli yonleriyle de algilamalar1 saglanmalidir.

37. Insancil (Hiimanistik) 6grenme yaklasimina gore bir egitim-6gretim ortami
olusturulacaksa, asagidakilerden hangisi gdz oniinde bulundurulmalidir?
A. Ogrencilere 6gretme-ogrenme siirecinde segme hakki taninmasi
B. Ogrenciler arasinda rekabetin saglanmas1
C. Ogrenci bagarilarinin sinava dayali olarak degerlendirilmesi.
D. Ogrencilerin bireysel ¢aligmalarimn saglanmasi
E. Sinif yonetiminde pekistire¢ ve cezadan yararlanilmasi

38. “Bir ¢ocugun annesini lizmemek i¢in derslerinde basar1 gostermeye cabalamasi
orneginde oldugu gibi bir amaca ulagmak icin bireyin eylemde bulunma istegi” tanim
asagidaki kavramlardan hangisine aittir?

A. Gidii

B. Giidiilenme

C. igsel giidiilenme
D. Pekistirec

E. Pekistirme

39. Bireyin giidiilenmesi i¢in temel gereksinimlerinin ve ihtiyaclarinin giderilmesi
gerektigini savunan yaklagim asagidakilerden hangisidir?
A. Bilissel
B. Davranisci
C. Gestalt
D. Hiimanistik
E. Sosyal 6grenme

40. Ogretmen oldugunuz zaman, 6grencilerinizin derse giidiilenmesini istiyorsamz,
asagidakilerden hangisini yapmaniz dogru olmaz?
A. Oncelikle 6grencilerin temel gereksinimlerini kargilama
B. Ogrencilerin meraklarmi uyandiracak etkinliklere yer verme
C. Sorumluluklar1 ve gorevleri caligkan dgrencilere verme
D. Basar1 yada basarisizligi, gosterilen ¢aba ile iligkili olarak degerlendirme
E. Egitim-6gretim ortamini 6grencilerin ilgi, ihtiyac ve hedeflerine gére diizenleme
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APPENDIX K

CALIFORNIA CRITICAL THINKING DISPOSITION INVENTORY
(CCTDI)

TURKISH VERSION®

Sevgili 6grenciler,

Bu 6lcek, sizlerin elestirel diisiinme egiliminizi 6lgmek amaciyla gelistirilmis bir 6lgektir. Bu
Olcekte 51 ifade bulunmaktadir. Asagidaki ifadelerin sizi ne kadar tammladigim diisiinerek,
bu ifadelere ne Olciide katildigimiza asagidaki olcek izerinde

Katkilarimizdan dolay1 tesekkiir ederim.
Ogr. Gor. Banu Yiicel Toy

Ad1 ve Soyadi: Numarasi:
1 2 3 4 5 6
Hi¢ Katilmiyorum Kismen Kismen Katilyyorum Tamamen
Katilmiyorum Katilmiyorum Katilyyorum Katilyyorum
EE B £ & &
;5 ;5 ;5 = = o B
- 2 -8 S | &8
E E §EEz £ §=z
e § 2525 § EE
M| M (MM M M
1. Tiim hayatim boyunca yeni seyler caligmak 1 2 3 4 5 6
harika olurdu.
2. Insanlarin iyi bir diisiinceyi savunmak icin 1 2 3 4 5 6
zayif fikirlere giivenmeleri beni rahatsiz eder.
3. Cevap vermeye kalkismadan Once, her zaman 1 2 3 4 5 6
soruya odaklanirim.
4. Biiylik bir netlikle diisiinebilmekten gurur 1 2 3 4 5 6
duyuyorum.
5. Dort lehte, bir aleyhte goriis varsa, lehte olan 1 2 3 4 5 6
dort goriise katilirim.

® The Turkish adapted version of CCTDI was used with the permission of Assist. Prof. Dr. Dogan
Kokdemir.
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EE B £ & &
;5 ;5 ;5 = = o B
= 2 2 -8 8 | &8
EEEEEZ z §z
s § 2525 § EE
| M MM M M
6. Pek ¢ok tiniversite dersi ilging degildir ve 1 2 3 4 6
almaya degmez.
7. Sadece ezberi degil diisiinmeyi gerektiren 1 2 3 4 6
sinavlar benim i¢in daha iyidir.
8. Diger insanlar entellektiiel merakimi ve 1 2 3 4 6
arastirict kisiligimi takdir ederler.
9. Mantikliymis gibi davrantyorum, ama degilim. | 1 2 4 6
10. Diisiincelerimi diizenlemek benim i¢in 1 2 4 6
kolaydir.
11.  Ben dahil herkes kendi ¢ikar1 i¢in tartigir. 1 2 4 6
12.  Kisisel harcamalarimin dikkatlice kaydin 1 2 4 6
tutmak benim icin dnemlidir.
13.  Biiyiik bir kararla yiizyiize geldigimde, ilk 1 2 3 4 6
once, toplayabilecegim tiim bilgileri toplarim.
14.  Kurallara uygun bir bigimde karar verdigim 1 2 3 4 5 6
icin, arkadaglarim karar vermek icin bana
danigirlar.
15.  Acik fikirli olmak neyin dogru olup olmadigini | 1 2 3 4 5 6
bilmemek demektir.
16.  Diger insanlar ¢esitli konularda neler 1 2 3 4 5 6
diisiindiiklerini anlamak benim i¢in énemlidir.
17.  Inandiklarimin tiimii igin dayanaklarim olmal.. | 1 2 4 5 6
18.  Okumak, miimkiin oldugunca, kagtigim bir 1 2 4 5 6
seydir.
19. Insanlar ¢ok acele karar verdigimi soylerler. 1 2 4 5 6
20. Universitedeki zorunlu dersler vakit kaybidir. 1 2 4 5 6
21.  Gergekten cok karmasik bir seyle ugragmak 1 2 4 5 6
zorunda kaldigimda benim i¢in panik
zamanidir.
22.  Yabancilar siirekli kendi kiiltiirlerini anlamaya | 1 2 3 4 5 6
ugrasacaklarina, bizim kiiltiiriimiizii
calismalilar.
23. Insanlar benim karar vermeyi oyaladigimi 1 2 3 4 5 6
diisiiniirler.
24. Insanlarin, bir bagkasimin fikirlerlerine karst 1 2 3 4 5 6
cikacaklarsa, nedenlere ihtiyact vardir.
25.  Kendi fikirlerimi tartigirken tarafsiz olmam 1 2 3 4 5 6
imkansizdir.
26. Ortaya yaratict segenekler koyabilmekten gurur | 1 2 3 4 5 6

duyarim.
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27. Neye inanmak istiyorsam ona inanirim. 1 2 3 4 6
28.  Zor problemleri ¢cozmek i¢in ugrasmayi 1 2 3 4 6
siirdiirmek o kadar da énemli degildir.
29. Digerleri, kararlarin uygulanmasinda mantikli 1 2 3 4 6
standartlarin belirlenmesi i¢in bana bagvururlar.
30. Zorlayici seyler 6grenmeye istekliyimdir. 1 2 4 6
31. Yabancilarin ne diisiindiiklerini anlamaya 1 2 4 6
calismak oldukg¢a anlamhdir.
32.  Merakli olmam en giiclii yanlarimdan birisidir. | 1 2 4 6
33. Gortlislerimi destekleyecek gercekleri ararim, 1 2 4 6
desteklemeyenleri degil.
34. Karmasik problemleri ¢6zmeye calismak 1 2 3 4 6
eglencelidir.
35. Digerlerinin diisiincelerini anlama 1 2 3 4 6
yetenegimden dolayi takdir edilirim.
36. Benzetmeler ve anolojiler ancak otoyol 1 2 3 4 6
tizerindeki tekneler kadar yararhdir.
37. Beni mantikli olarak tanimlayabilirsiniz. 1 2 4 6
38. Herseyin nasil isledigini anlamaya ¢aligmaktan | 1 2 4 6
gercekten hoslanirim.
39. Isler zorlastiginda, digerleri problem iistiinde 1 2 3 4 5 6
calismayi siirdiirmemi isterler.
40.  Elimizdeki sorun hakkinda agik bir fikir 1 2 3 4 5 6
edinmek ilk onceliklidir.
41. Celiskili konulardaki fikrim genellikle en son 1 2 3 4 5 6
konustugum kisiye baglidir.
42. Konu ne hakkinda olursa olsun daha fazla 1 2 3 4 5 6
o0grenmeye hevesliyimdir.
43.  Sorunlari ¢cozmenin en iyi yolu, cevabi 1 2 3 4 5 6
baskasindan istemektir.
44. Karmasik problemlere diizenli yaklagimimla 1 2 3 4 5 6
taninirim.
45. Farkli diinya goriislerine kars1 agik fikirli 1 2 3 4 5 6
olmak, insanlarin diisiindiigiinden daha az
onemlidir.
46. Ogrenebilecegin herseyi dgren, ne zaman ise 1 2 3 4 5 6
yarayacagini bilemezsin.
47. Hersey goriindiigii gibidir. 1 2 3 4 5 6
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48. Diger insanlar, sorunun ne zaman 1 2 3 4 6
¢Oziimlenecegi kararini bana birakirlar.
49. Ne diisiindiigiimii biliyorum, o zaman neden 1 2 3 4 6
secenekleri degerlendiriyor gibi davranayim.
50. Digerleri kendi fikirlerini ortaya koyarlar, ama | 1 2 3 4 5 6
benim onlar1 duymaya ihtiyacim yok.
51. Karmasik problemlerin ¢oziimiine yonelik 1 2 3 4 5 6
diizenli planlar gelistirmede iyiyimdir.
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APPENDIX L

FOCUS GROUP INTERVIEW QUESTIONS

Tarih ve zaman (Baslama ve Bitis):

Cinsiyet:
Yas:

GIRIS

Merhaba, Gelisim ve Ogrenme dersinin degerlendirilmesi ile ilgili bir
doktora ¢aliymast yapiyorum.Bu dersi almiy olan ogrencilerle bu konuda
diisiincelerini almak amactyla goriismeler yapiyorum.Bu arastirmadan elde edilen
bilgiler bu dersin etkililiginin degerlendirilmesinde yardimci olacagint umuyorum.
Ayrica, elde edilen bilgilerin Fakiiltenin ogretmenlik egitim alanindaki diger
derslerin de gelistirilmesine destek olacaginm diigiiniiyorum. Bu sebeplerden dolayi,
bu ders ile ilgili sizin kisisel bilgilerinize ihtiyacim var.

Bagslamadan once, bazi noktalara agiklik getirmek istiyorum:

>
>

Goriismenin yaklasik olarak 45 dakikanmizi alacaginizi diisiintiyorum.

Bu goriisme boyunca soylediginiz hersey gizli kalacaktir. Elde edilen
bilgiler hickimseye iletilmeyecektir ve aciklanan hicbir bilgi iizerinde
isimleriniz belirtilmeyecektir.

Goriisme sirasinda istediginiz zaman soru sormakta ve goriismeyi
sonlandirmakta ozgiirsiiniiz.

Bagslamadan once sormak istediginiz baska bir soru var mi?

Izin verirseniz goriisme sirasindaki konusmalart kaydetmeyi istiyorum. Bu
sekilde, hem zaman daha etkili kullanabiliriz, hem de goriismeden sonra
cevaplarimizi daha detayli analiz edebilirim. Herhangi bir rahatsizlik
duydugunuz taktirde kaseti ve goriisme notlarini alabilirsiniz. Sizce de
uygun mudur?

Bu arastirmaya katilmay: kabul ettiginiz ve zaman aywrdiginiz igin
tesekkiir ederim.

GENEL SORULAR

1. Hangi liseden mezun oldunuz?

2. Bu fakiilteyi tercih etme sebebiniz nedir?

3. Peki, 6gretmen olmay1 istiyor musunuz? Neden?

4. Gelisim ve Ogrenme dersinden aldigmniz not nedir?

5. Size gore, Gelisim ve Ogrenme dersi 6gretmenlik meslegi icin faydali bir ders
midir? Neden?
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GORUSME SORULARI:
1. Siz bu dersi alirken temel beklentileriniz nelerdi?

2a. Bu beklentilerinizin ne derecede karsilandigimm1 yada karsilanmadigimi
diistiniiyorsunuz?

2b. Size gore, beklentilerinizin karsilanma yada karsillanmama sebepleri neler
olabilir?

3a. Size gore, bu ders Ogretmen olmaniz icin size degerli ve onemli katkilar
saglad1 m1?

3b.(Hayirsa) Neden?

3b.(Evetse) Nelerdir? Ogretmen oldugunuz zaman bu bilgileri nasil kullanmay1
diistiniiyorsunuz?

4a. Gelisim ve Ogrenme dersi kapsaminda ele alman konularm, &gretmenlik
egitiminiz i¢in gerekli olup olmadig ile ilgili goriislerinizi almak istiyorum. Size
sirast ile bu konular1 sdyleyecegim. Liitfen bu sayacagim konularin her biri icin
gerekli mi yoksa gereksiz mi buldugunuzu ve nedenlerini soyleyiniz.

Gerekli Gereksiz Neden?

Gelisim ve Ogrenme ile ilgili
temel kavramlar

Fiziksel gelisim

Biligsel gelisim

Dil gelisimi

Ahlaki gelisim

Kisilik gelisim

Davranis¢i 0grenme
yaklasimai:
Klasik Kosullanma

Edimsel Kosullanma

Sosyal 6grenme kurami

Biligsel 6grenme yaklasimai:
Gestalt kurami

Bilgiyi isleme kurami

Yapilandirmacilik

Hiimanistik (Insanci1l)
O0grenme yaklasimi

Giidiilenme

4b. (Konular igerisinde “Gereksiz” oldugunu diisiinenler olursa). Burada gereksiz
diye belirttiginiz konular i¢in neden bdyle diisiindiigiiniizii agiklar misiniz?

4c. Burada saydiklarim disinda, baska hangi konularin islenmesini isterdiniz?
Neden?

Sa. Simdi sizin, bu saydigim konularda kendinizi ne derece yeterli gordiigiiniiz ile
ilgili diisiincelerinizi almak istiyorum. $imdi sayacagim konularin her biri i¢in
kendinizin yeterlilik diizeyinizi derecelendirmenizi istiyorum. Liitfen bu
derecelendirmeyi yaparken kendinizi “Cok yeterli” mi, “Yeterli” mi, “Az yeterli”
mi yoksa “Yetersiz” mi goriiyorsunuz, sadece birini sdyleyiniz.
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Cok Yeterli Az Yetersiz
yeterli Yeterli

Gelisim ve Ogrenme ile
ilgili temel kavramlar

Fiziksel gelisim

Biligsel gelisim

Dil gelisimi

Ahlaki gelisim

Kisilik gelisim

Davranis¢i 0grenme
yaklagimai:
Klasik Kosullanma

Edimsel Kosullanma

Sosyal 6grenme kurami

Biligsel 6grenme yaklasima:
Gestalt kurami

Bilgiyi isleme kuram

Yapilandirmacilik

Hiimanistik (Insanc1l)
O0grenme yaklagimi

Giidiilenme

Sb. Kendinizi yeterli gordiigiiniiz konularda yeterli olmanizin sebepleri size gore
nelerdir ya da neler olabilir?

Sc. Kendinizi yetersiz gordiigiiniiz konularda bu yetersizliginizin sebepleri size
gore nelerdir ya da neler olabilir?

6a. Ders siiresince, ne derecede ve ne sekilde derse katilim gosteriyordunuz?
Ipucu: Siif ici etkinliklerde, soru sorma veya cevap vermede ne derecede katilim
gosteriyordunuz?

6b. Neden?

7a. Derste yer alan etkinliklerin (smif i¢i-dis1 etkinlikler) ya da dersin islenis
seklinin diisiinme becerinizi ne derecede gelistirdigini diisiiniiyorsunuz?

Ipucu: Derste yer alan etkinlikler sizi ne derecede diisiindiirmeye yonelten
etkinlikdi?

7b. (Olumlu ise) Nasil? Bir 6rnek verebilir misiniz?

7b. (Olumsuz ise) Neden?

8a. Derste kullanilan kaynaklar ve materyaller hakkinda neler diisiiniiyorsunuz?
Ipucu: Kitap, asetat, makale, slayt, film, 6rnek olay ¢aligma yapraklari, vb.
Ipucu: Ne derecede yararli idi?

Ne derecede konularin anlasilabilirligini sagladi1?

Ne derecede pratik ve kullanilabilirlerdi?
8b. Peki, bagka ne tiir materyaller kullanilabilirdi?

9a. Derste 0grenci basarisinin degerlendirilmesinde kullanilan yontemler sizce
yeterli miydi?
9b. Neden?
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9c. Baska ne tiir yoOntemler Ogrenci basarisinin degerlendirilmesinde
kullanilabilirdi?

10. Size bu dersi tekrar alabilme ya da geriye gitme imkani verilmis olsa bu
dersin nasil islenmesini isterdiniz?

Alternatif Soru: Bu dersin bir ders saati boyunca basindan sonuna nasil
islenmesini isterdiniz?

Ipucu: Hangi 6gretim yontemleri, teknikleri yada stratejileri bu derste kullanilmis
olsayd1 daha iyi olurdu?

11. Bu dersin en ¢ok etkili buldugunuz ii¢ yoniinii sdyleyebilir misiniz?

12. Bu dersin en olumsuz oldugunu diisiindiigiiniiz iic yoniinii soyleyebilir
misiniz?

13.Gelisim ve Ogrenme dersinin gelistirilmesi ile ilgili eklemek istediginiz baska
beklenti ve Onerileriniz var mi?

Katilimiz i¢in tesekkiir ederim.
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APPENDIX M

SYLLABUS

GELIiSIM VE OGRENME
2006-2007 GUZ DONEMi
Ogr. Gor. Banu YUCEL TOY
Tel: 4851460/136
E-posta: byucel @gazi.edu.tr

Dersin Hedefleri

Bu dersin genel hedefi, 6gretmen adaylarimin 6grencilerin Gelisim ve Ogrenme siirecleri ilgili bilgi
sahibi olmalart ve bu bilgileri egitim-6gretim ortamlarinda uygulayabilme becerilerine sahip
olmalaridir.

Gelisim ve 6grenme ile ilgili temel kavramlar1 tanimlayabilme

Gelisim ile ilgili temel ilkeleri kavrayabilme

Gelisim kuramlarina gore gelisim siireclerinin 6zelliklerini kavrayabilme
Ogrenme kuramlarmin 6zelliklerini kavrayabilme

Ogrenme kuramlarmin ilkelerini kavrayabilme

Kuramlarina gore 6grenmenin olusum siirecini agiklayabilme

Farkli kuramlara gore giidiilenme siirecini agiklayabilme

Ayni alan ile ilgili farkli kuramlari/yaklasimlar1 karsilastirabilme
Kuramlarinin 6gretme-6grenme ortamlarinda uygulanisini kavrayabilme

L IR R R R R R R R 4

Dersin icerigi

. Hafta: Tanitim

. Hafta: Gelisim ile ilgili temel kavramlar

. Hafta: Fiziksel Gelisim

. Hafta: Biligsel Gelisim ve Dil Gelisimi

Hafta: Ahlaki Gelisim

. Hafta: Kisilik Gelisimi

Hafta: Vize

. Hafta: Gelisim Kuramlarinin Gozden Gegirilmesi ve Ogrenme ile ilgili Temel Kavramlar
. Hafta: Davranisc1 Yaklasim Kuramlari: Klasik ve Edimsel Kosullanma

10. Hafta: Davranisc1 Yaklasim Kuramlari: Sosyal Bilissel Ogrenme Kurami

11. Hafta: Bilissel Yaklasim Kuramlar1: Gestalt Kurami ve Bilgiyi Isleme Kuram

12. Hafta: Biligsel Yaklagim Kuramlart: Yapilandirmacilik Kurami

13. Hafta: Humanistik Yaklasim Kuramlari ve Ogrenme Kuramlarinin Gézden Gegirilmesi
14. Hafta: Giidiillenme (I¢sel ve digsal giidiilenme, giidiilenme ile ilgili kuramlar)

ORI R LN~

Dersin 6gretme-6grenme siireci

Bu ders, daha once aldigmiz derslerden farkli olarak sizlerin elestirel diisiinme becerilerinizi
kullanmaniz1 saglayacak sekilde tasarlanmisgtir. Des i¢i ve dis1 etkinliklerde, sizlerden devamli olarak
diistincelerinizi katmaniz beklenmektedir. Gelisim ve 6grenme alaninda bilgileri ezberlemektense, bu
bilgileri egitimsel bir mantik igerisinde ve kendi mantiksal diisiince becerinizle birlestirerek
o0grenmeniz amaglanmaktadir. Bu sebeplerden dolay: sizlere daha ¢ok sorumluluk diismektedir. Bu
ders kapsaminda yer alan etkinlikler ¢ogunlukla okumaya, yazmaya ve uygulamaya dayali etkinlikler
olacaktir.
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Donem boyunca sinif icerisinde ve disinda gerceklestirilecek caligmalar:

¢ Grup calismasi: Etkinliklerde grup ¢alismalarindan da yararlanilacagr icin donem basinda
ogrencilerin akademik not ortalamalarina gore 5 kisilik gruplar olusturulacaktir. Sinif ici
gerceklestirilecek etkinlikler cogunlukla grup caligmalart olacaktir. Bunun yanisira Drama
calismalarma da yer verilecektir ve her grubun bir drama c¢alismasi sergilemesi
gerekmektedir.

¢ Ders 6n calisma formu: Bu ¢alisma organize semalar (kavram haritalart da kullanilabilir)
yardimiyla dersten once hazirlanmasi gereken ve islenecek konunun semalar veye kavram
haritasi yardimiyla 6zetinin ¢ikarildigi veya anlamsal iliskilerinin kuruldugu bir ¢alismadir.

¢ Giinliik: Bireysel olarak yapilan herkesin o giinkii islenen dersi, O0gretmeni ve kendi
performansini degerlendirdigi bir ¢alismadir.

¢ lzleme Testleri: Doénem igerisinde derslerin sonunda veya konularin bitiminde test
yapilacaktir.

¢ Odevler: Konu bitiminde &grencilere ddev verilecektir. Bunlar degisik caligmalari ierecektir.
Poster hazirlama, 6rnek olay inceleme, gozlem yapma veya 6gretim elemani tarafindan veya
sinif icerisindeki tartisma sonucu ortaya atilan sorularin cevaplandirilmasi, vb.

Donem boyunca siirdiiriiliip donem sonunda teslim edilecek ¢alismalar

¢ Makale degerlendirilmesi: Bireylerin gelisim ve 6grenmelerine yonelik bir makale bulunuz
ve size verilecek kriterlere gore degerlendirip yazili bir rapor olarak teslim ediniz. Bu
calisma, once arkadasglariniz tarafindan degerlendirilecek alinan yorumlar cergevesinde
yazdigmiz degerlendirme calismasinin iizerinden gidip son halini dersin dgretim elemanina
teslim ediniz.

¢ Proje: Her grup donem boyunca egitim alani ile ilgili ilgilenmek istedikleri egitim ve dgretim
ile ilgili bir problem belirleyip bu cercevede bir proje gerceklestirilecektir. Her hafta
belirlenen ofis saatlerinde bu proje ile ilgili caligmalara 6gretim elemani1 rehberlik edecektir.
Donem sonunda proje sonuglari ile ilgili bir rapor hazirlanip 6gretim elemanina teslim
edilecek ve sinifta sunum yapilacaktir.

¢ Portfolyo: Her &grenci bir portfolyo hazirlayacaktir. Donem boyunca yiiriitiilen tiim
caligsmalar portfolyoda yer alacaktir.

Bireysel veya grupla gerceklestirilecek bu caligsmalara herkesin aktif katilmasi gerekmektedir. Derse
devam zorunludur.

Ol¢me ve Degerlendirme

Vize % 15
Izleme testi 9% 10
Makale incelemesi % 1,5
Ders i¢i katilim % 1,5
Portfolyo % 20
Final % 40
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Erden, Miinire ve Akman, Yasemin (200) Gelisim-Ogrenme-Ogretim.
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A Yayincilik.

Binbasioglu, Cavit (1995) Egitim Psikolojisi. Ankara: Yargict Matbaasi.

Kiziltepe, Zeynep (2004). Ogretisim: Egitim Psikolojisine Cagdas Bir Yaklasim. Istanbul: Ofset
Yayinevi.

Celen, Nermin (1999) Ogrenme Psikolojisi. Ankara: imge Kitabevi.
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APPENDIX N

LESSON PLAN EXAMPLE

The topic: Cognitive Development

Subtopics: Basic characteristics of Piaget’s and Vygotsky’s theory of cognitive development,
educational implications of the theories

The hour: 3 hours

Teaching strategies: Socratic questioning, case study

The Materials: Pictures, Slides, Projector

The instructional objectives:

The students will be able

to know cognitive development processes as to Piaget and Vygotsky

to explain Piaget’s and Vygotsky’s theories regarding cognitive development

to compare Piaget’s and Vygotsky’s views regarding cognitive development

to follow students’ cognitive development process

to understand individual differences among students’ cognitive development

to help students’ cognitive development

to prepare educational environment towards improving sts congitive development level

Critical thinking strategies

S-11 Comparing analogous situations: transfering insights to new contexts

S-12 Developing one’s perspective: creating or exploring beliefs, arguments, or theories
S-14 Clarifying and analyzing the meanings of words or phrases

S-20 Analyzing or evaluating actions or policies

S-29 Noting significant similarities and differences

S-35 Exploring implications and consequences

I. Lesson introduction
The students will be informed about the topics covered in that session and instructional objectives
regarding cognitive development.

a. Regarding the topic “basic characteristics underlying the Piagetian theory of cognitive
development”

ITa. The open-ended phase
The following questions will be directed to the students.
1. How do persons develop a meaning of a concept?
2. For example, what does “cat or cow” mean to you (their picture will be shown on the slides)?
Why do you explain them in this way? From where does this information come?
3. Have you known them since you were born? How did you learn them?
4. Let’s assume you encounter a mobile phone or mp3 player that you have never seen, how do
you learn to use them? S-12

IIIa. The convergent phase
In addition to the preceding questions, by asking;
1.  What could be the cognitive operations while learning a new concept, characteristics,
principles, or procedure that we do not know?
2. What could be the cognitive operations if we already know the given concept, characteristics,
principles, or procedure?
The students will be directed to find out the concepts underlying the cognitive operations; schema,
assimilation, accommodation and equilibration, and their definitions. S-14
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IVa. The Closure
Finally, the students will summarize the concepts and their definitions.

b. Regarding the topic “the characteristics of the Piagetian Cognitive Development Stages”
IIb. The open-ended phase

Sensory-motor stage
The following picture will be displayed and the following questions will be asked.

1. Why is this stage called as sensory-motor? S-14

2. How babies develop concepts of objects? What are their characteristics affecting their
conception? S-12

3. Could you describe what happens in these pictures? What are the differences? S-29 are asked
to define the cognitive characteristic “permanence of objects”.

The other stages

The previous week, an assignment will have been given to the students. They will have been supposed
to ask the definition of 6 concepts that will have been determined previous week by the class to the
persons from different age groups; pre-school, elementary school and high school students. The
instructor will ask them to explain the answers they obtained.

The following questions will be asked and discussed regarding the answers:

1. Are there differences between age groups? Why do their answers differentiate between
groups? What are the differences? Are there similarities within groups? Why do they
resemble within groups? S-29

2. What are the similarities in the answers given by pre-school students? S-29 What could be
their cognitive characteristics based on these answers and you observations in your life?
Could you exemplify them? S-12

3. Could you describe the following picture?
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4. What could the cognitive factors affecting their perception be? S-12

5. What are the similarities in the answers given by elementary school students? S-29 Based on
these answers and your observations in your life, what could be the cognitive characteristics
of the concrete operations stage, which is corresponding to this age group? Could you
exemplify? S-12

6. What are the similarities in the answers given by high school students? S-29 What are your
cognitive skills? Based on the answers, your observations in your life and your own cognitive
characteristics, what are the features of the formal operations stage which is corresponding to
this age group? Could you exemplify? S-12

IIIb. The convergent phase

Through these questions, the students will be led to describe the cognitive characteristics of the age
groups; that is, the characteristics of the sensory-motor, preoperational, concrete operations and
formal operations stages.

IVb. Closure
They will sum up the characteristics of each stage.

¢. Regarding the topic “the Vygotsky’s View of Cognitive Development”

IIc. The open-ended phase

The following questions will be asked.

Do we learn anything from adults? How? How do they transfer knowledge to us?
How we learn from them?

What factors do affect? How?

How do you learn better individually or guided by the teacher?

How can guidance be effective in learning? Why? S-12

Nk W=

IIIc. The convergent phase
With these questions, the students will be directed to describe the key characteristics of Vygotsky’s
view of cognitive development.

IVc. Closure
The students will be requested to summarize Vygotsky’s view and its characteristics: social
interaction, language, the zone of proximal development.

V. The application phase.

The student will discuss the educational implications of the cognitive development theories S-35.
Then they will be asked to compare the characteristics of Piaget’ and Vygotsky’s cognitive
development theories individually. The following graphic organizer’ will be used. S-29

7 This graphic organizer was adapted from the National Center for Teaching Thinking (1999) in which
all information provided is reprinted from the lesson design handbook series on Infusing the Teaching
of Critical and Creative Thinking into Content Instruction by Robert Swartz, Stephen David Fischer,
and Sandra Parks.
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Piaget’s Theory

Vygotsky’s Theory

v

What are the similarities?

What are the differences?

Criteria

pu N
pu N
< b

Conclusion and Comment:
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A case study analysis will be given as homework.

_ BILISSEL GELISIM
ORNEK OLAY ETKINLiGi

“EMEL OGRETMENIN FEN BILGISI DERSI”’

Emel 6gretmen, ilkogretim 1.Simf 6grencilerini bir masamn etrafinda toplamus fen dersine baslamaya
hazirlamyordu. Herkes yerlestikten sonra, “Bugiin, hepimiz bilim adami olacagiz. Bilim adamlar diinyay1
anlamak i¢in duyularinm kullanirlar.” diye 6grencilerine seslendi.

Daha sonra 6gretmen 6grencilerine 6rnekler vermelerini isteyerek 5 duyunun neler oldugunu kisaca tekrar etti.
Sonra flknur’a donerek, “Birseyin gercek olup olmadigini nasil bilirsin, flknur?” diye sordu.

[lknur cevap veremeyince, Emel gretmen elindeki kasig1 havaya kaldirarak, “Ilknur, bu gercek mi?” diye sordu.
[lknur basini salladi. Emel 6gretmen devam etti.

“Peki, nereden biliyorsun?”

13 ”

“Bu nedir?”

“...Bir yemek kasig1”

“ Bunun bir yemek kagi81 oldugunu nereden biliyorsun?” diye Emel 6gretmen tekrar sordu. Bazi diistincelerden
sonra, Ogrenciler kasiga dokunabildikleri, gorebildikleri ve hatta tadina bakabildikleri konusunda karar verdiler.
Daha sonra Emel 6gretmen, Ali’ye dontip, “Peki hava gercek midir?” diye sordu.

“Evet, ciinkil biz onu nefesimizle i¢imize alabiliyoruz” diye cevap verdi Ali.

Emel 6gretmen bu sefer, “Peki biz onu gorebiliyor muyuz?” diye sordu. Ogrenciler bir an icin diisiindiiler ve
hayir anlaminda baglarini salladilar.

“Bir siireligine hava ile ilgili bir diisiinelim” dedi 6gretmen, sonra su dolu kiigiik bir fanus gosterdi. “Ne
goriiyorsunuz?”’

“Bir kap i¢inde su” diye cevap verdiler.

“Icindekinin su oldugundan emin misiniz?”

Ogrenciler nasil cevap vereceklerini bilemediler.

“ Icindekinin su olup olmadigini nasil anlayabilirsiniz?”

“Hareket ediyor” dedi Giilcan.

“Baska neler soyleyebilirsiniz?”

Bir cevap alamayinca, Emel 6gretmen devam etti. “Eger bunu i¢seydiniz, su olup olmadigini bilebilir miydiniz?”
Ogrencileri bilmedikleri s1vilar1 igmemeleri konusunda uyardiktan sonra, bu stvinin giivenilir oldugunu
ogrencilerine sdyledi. Bunun {izerine bir 6grenci geldi, parmagini suya soktu ve “Evet bu su!” dedi. Emel
ogretmen, bos bir bardagi kaldirdi ve ne oldugunu sordu. Ogrencilerine bir bardagin farkli 6zelliklerini
tanimlayabilmek icin gérme duyularim kullanmalarinm soyledikten sonra 6grencilere donerek, “Elimdeki bardagi,
agz1 asagida kalacak sekilde suyun icine koyacagim. Sence ne olacak, ne diisiiniiyorsun, Budak?”

“Su, bardagin igine girecek”

“Hayir, bardak kuru kalacak” dedi Arzu.

Bu iki goriis arasindaki farklihigr gostermek icin Emel 6gretmen sinifa kag kisinin bardagin 1slanacagini, kag
kisinin kuru kalacagini ve kag kisinin cekimser oldugunu sordu. “Oyleyse, gorelim bakalim ne olacak?” dedi.
“Ilk 6nce bardagin kuru oldugundan emin olalim. Hakan, sen cok emin degildin. Gelip bardagin kuru olup
olmamadi@ konusunda bana yardim etmeni istiyorum. Nasil hissediyorsun? Kuru mu?”

Bardagin igine parmagini sokup kuruluguna baktiktan sonra “Evet” dedi Hakan. Daha sonra Emel 6gretmen,
sinifa bardagi ters ¢evrilmis bir halde suyun i¢ine koyarken dikkatlice izlemelerini sdyledi.

“Simdi bardagin hepsi suyun icinde mi?”

Biitiin sinif onayladi. Hakan, “I¢inde su var. Ben icindeki suyu gorebiliyorum” diye seslendi.

“Eger Oyleyse, ben bardagi ¢ikardigimda ne olacak?” dedi 6gretmen.

“Islak” diye cevap verdi Hakan.

Ogretmen, bardag: dikkatlice suyun iginden ¢ikardiktan sonra Hakan’1 bardagin icinin kuru olup olmadigini
kontrol etmesi icin yanina ¢agirdi.

“Ne hissediyorsun?”

“Islak”

Emel 6gretmen sasirdi, ¢linkil normalde bardagin kuru olmasi gerekiyordu. Bir saniye durduktan sonra, “Arzu,
sen de buraya gelip kontrol eder misin?” dedi. Arzu parmagim bardagin i¢ine soktuktan sonra, “Bardagin dist
1slak fakat i¢i kuru” dedi. “Hayir 1slak” diye 1srar etti Hakan.

Bir siire ilgili bir bakis attiktan sonra, 6gretmen ** Ooo! Iki farkli goriis var. Bu problemi nasil ¢ozecegimizi
bulmamiz gerek” dedi.

“Bardagi kurulayip deneyi tekrarlayalim. Fakat, bu sefer icine kagit havlu koyalim. Simdi, eger bardagin i¢ine su
girerse, kagit havluya ne olur?”

Sinif kagit havlunun 1slak hem de 1pislak olacagim soyledi. Ogretmen, bardagi havaya kaldirarak, herkesin
bardagin kuru oldugunu gérmesini sagladi.

“Tamam, bardak kuru, kagit havlu icinde. Bardag: simdi tekrar suyun icine koyalim ve bakalim ne olacak?”
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Biitiin simif dikkatlica &gretmeni izledi. Ogretmen bardag suyun icinde birkac saniye beklettikten sonra dikkatlice
cikardu.

“Tamam, Elif, buraya gel ve kagit havluyu kontrol et ve bize 1slak m1 yoksa kuru mu oldugunu soyle.”

“Elif, kagit havluyu elledi ve bir saniye diisiindiikten sonra “Kuru” dedi.

“Neden kuru kald1? Neden kuru kaldigini sdylecek olan varsa parmagini kaldirsin. Sen ne diisiiniiyorsun, Cenk?”
“Cunkii, kagit havlu icerideydi”

“Fakat, Neden su bardagin i¢ine girmedi? Ne suyun disarida kalmasini sagladi?....Ceren?”

“Bir su mithrii”

“Bir su mithrii mii? Hmmm...Suyun disarida kaldig ile ilgili hersey ortada. Neden igine girmedi? Havlu nasil
kuru kaldi1?”

Sessizce biri cevap verdi.

“Cunkii icinde hava vardi”

“ Hava!Suyu disarida tutan sey bu muydu?” diye heyecanla sordu Emel 6gretmen.

“Daha 6nce Arzu havuzda yiizerken bardag: suyun igine soktugu zaman bardagin kuru kaldigini ama bardagi
hafif yana yatirinca i¢inin 1slandigini sdylemisti. Simdi, eger ben de bardag: suyun icerisine koyarsam ve sonra
hafif yana yatirirsam, sizce ne olur? Ne diisiiniiyorsunuz?...Cinar?”

“Bardak 1slanacak”

“Gorelim. Jimdi dikkatlice seyredin. Bakalim ne olacak?” diye sordu 6gretmen suyun icine daldirdigi bardagi
hafifce yana yatirirken. “Akif?”

“Baloncuklar var”

“Akif, bu baloncuklar neyden olusuyor?

“Bunlar hava baloncuklar1”

“Simdi bardaga bak. Ne gorityorsunuz?” diye sordu simifa ogretmen.

“Bardagin alt tarafinin yarisinda su var.”

“Peki ya iist yarisinda ne var?”

“Kuru”

“Ustte ne var peki?”

“Hava”

“Ustte hava var. Peki ben bu havayi nasil disar1 ¢ikarabilirim?”

“Biraz daha bardag1 yana cevirin” diye bir ka¢ 6grenci seslendi. Ogretmen bu sekilde yaptig1 zaman birkag hava
kabarcig1 daha yiizeye cikti.

“Arzu, bu nasil oldu? Ben biraz daha bardag: yana cevirince, havanin digar1 ¢ikmasina ne sebep oldu?”

“.....5u” diye kararsizca cevap verdi Arzu.

“Ben bardag1 bu sekilde egince (daha fazla su baloncugu cikana kadar ¢evirince), havamn digar1 ¢ikmasina ne
sebep oluyor?”

Sinifin bir boliimii hep bir agizdan “Su” diye cevap verdi.

Buarada Emel 6gretmen, su dolu bardag sinifa gostererek, “Sizin i¢in bagka bir deneyim daha var” dedi. “Bu
bardag ters gevirirsem ne olur?”

“Su dokiiliir ve etrafa yayilir” diye cevap verdi bazi 6grenciler.

Emel 6gretmen, bardagin agzin1 bir kart ile kapatirsa ve ters gevirirse ne olacagini sordu. Bazi 6grenciler suyun
dokiilecegini bazilar ise suyun bardagin icinde kalacagim soylediler.

Bunun iizerine, 6gretmen bir kart ile bardagin agzini kapatti ve ters cevirdi. Ogrenciler bardagin igindeki suyun
dokiilmedigini gordiiler. Ogretmen 6grencilerden neden béyle oldugunu agiklamalarini istedi. Bir 6grenci,
bardagin iizerindeki kart1 korumak i¢in suyun stiper zamk isi gordiigiinii soyledi. Biraz daha tartisildiktan sonra,
bagka bir 6grenci havanin bardak iizerindeki kartin diigmesini engelledigini soyledi. Sinif bir siire daha bunu
tartistiktan sonra, 6gretmen 6grencilerini kiigiik caligma gruplarina ayirdi. 4-5 kisilik her bir gruba bardak, su, kart
ve kagit vererek onlara deneylerini kendi kendilerine yapacaklarini sdyledi. Gruptaki her bir 6grencinin kendi
basina denemeyi yapmalarim sagladiktan sonra dgretmen tiim ¢ocuklari topladi ve ne bulduklarini gézden gegirip
bir 6zet yaptilar.

Kaynak: Eggen ve Kauchak (1997)’tan uyarlanmustir.

Yukaridaki 6rnek olayr dikkatlice okuyunuz. Bu iinitede 6grendiklerinizi gozden geciriniz ve asagidaki sorular
islenen konu ve 6rnek olaya dayali olarak cevaplandirimiz. S-11, S-20

1.  Emel 6gretmenin 6grencilerinin biligsel diizeyi ne olabilir? Bu diizeydeki 6grenciler i¢in 6gretmenin
Ogretimi etkili miydi? Aciklayiniz.

2. Suyun arag olarak kullanilmasi, Emel 6gretmenin dersinde neden 6nemliydi? Bu durum Piaget’nin
bilissel gelisim donemleri ile nasil iliskilendirilebilir?

3. Vygotsky’nin biligsel gelisim kuraminin temel 6zelliklerini Emel 6gretmen kullandi m1? Nasil?

4. Ogretmen, deneyi yaptiktan sonra bardagin kuru olup olmadigi ile ilgili olarak soru sordugu Arzu ve
Hakan arasindaki goriis farkliligini nasil ¢6zdii? Bu goriis farkliligint bagka hangi yollarla da
¢ozebilirdi? Sizce hangisi daha uygun olurdu? Neden?

5. Emel 6gretmenin 6grencileri, bu derste yakinsal gelisim alaninda miydi1? Emel 6gretmen bu konuda
onlara nasil yardimei oldu? Etkili miydi?

6. Emel 6gretmen nasil bir sosyal etkilesim ortamu yaratt1?
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APPENDIX O

EXAMPLES OF ACTIVITIES CARRIED OUT IN
THE TREATMENT GROUPS?

KONU: GELISIM iLE iLGILI TEMEL KAVRAMLAR

Asagidaki o6rnek olay1 okuyunuz ve verilen sorulari grubunuzla tartiginiz.
1. Buradaki durumlar bize egitim-6gretim ortaminda hangi faktorlerin 6énemli olduguna isaret
etmektedir?
2. Ogrenciler arasinda hangi yonden farkliliklar vardir? Daha bagka ne tiir olasi farkliliklarda
olabilir?
3. Bu ogrenciler Lise 6grencisi olsaydi neler olurdu? Nasil bir ortam olurdu?
4. Size gore, Ayse 6gretmen daha sonra neler yapmis olabilir?

AYSE OGRETMENIN ANILARI

Ayse Ogretmen atandig ilkogretim okulunda dgrencileriyle ilk kez karsilasmanin telas ve heyecanini
yasiyordu. Bahcede acilis merasimi yapildiktan sonra o da yeni 6grencileriyle birlikte sinifa girdi.
Baz1 6grencilerin annelerinden ayrilip sinifa girmeleri bir hayli zaman aldu.

Ogrencilerin bir kism1 mutlu, neseli; bir kism1 saskin ve iirkek bir haldeyken bazilar1 da aghyor ve
annelerinden ayrilmak istemiyorlardi.

Ayse Ogretmen bir miiddet sonra sinifin kapisim kapatip 6grencilerine ilk hocalik heyecani ile sarkilar
sOyletti. Baz1 6grenciler hemen 6grendiler. Oysa bazilarinin sarki sozlerini 6grenmeleri haftalar aldi.
Daha sonraki giinlerde ¢izgi calismalar1 yaptilar. Baz1 siralardaki ¢cocuklarin kalem tutan elleri, kollar1
birbirlerine degdi ve rahatsiz oldular. Sol elini kullanan Ahmet ile sag elini kullanan Ali arasinda bu
nedenle anlagmazlik oldu. Ayse 6gretmene birbirlerini sikayet ettiler.

Ayse Ogretmen ilerleyen giinlerde ufak sikintilar gekti. Cocuklarm sdyleneni anlama ve smif
kurallarin1 6ziimleme becerileri birbirinden cok farkliydi. Siniftaki iki ti¢ 6grenci vard: ki yerlerinde
duramiyorlardi. Sinifin iginde dolasiyor ve diger cocuklarin dikkatini dagitip smif ici disiplini
bozuyorlardi. Bazi 6grenciler ise aksine, ¢ok istekli ve mutluydular. Bir kisim 6grenci vardi ki heniiz
ilk giinkii iirkekliklerini iizerlerinden atamamus, i¢lerine kapanip arkadas edinemiyorlardi. Bu ¢ocuklar
adeta kendi diinyalarinda yasiyorlardi ve derse katilmiyorlardi.

Ayse Ogretmen ¢ocuklarin ilgilerinin farkli oldugunu biliyordu. Ogrencilerinden biri ¢izgi ¢alismast
yapilmasinda hoslanirken, diger Ogrencisi resim yapmaktan hoglaniyordu. Ayse Ogretmen gene
biliyordu ki 1-2 ay gecince Ogrencileri farkli seylerden hoslansa da dersi dinleyecekler, sorular
soracaklar ve zil ¢calinca disar1 ¢ikip kovalamaca, saklambag oynayacaklardi........

Kaynak: Yesilyaprak (2002, p.28)

¥ The graphic organizers used in the activities were adapted from the National Center for Teaching
Thinking (1999) in which all information provided is reprinted from the lesson design handbook series
on Infusing the Teaching of Critical and Creative Thinking into Content Instruction by Robert Swartz,
Stephen David Fischer, and Sandra Parks.
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KONU: BEDENSEL VE DEVINSEL GELISIM

ETKINLIK:
» Asagida verilen makaleyi bireysel olarak okuyunuz.
» Grupga size verilen organize semayi agsagidaki sorular cergevesinde doldurunuz.
Bu makalede ortaya konulan ve tartigilan soru nedir?
Bu problem sizce neden 6nemlidir?
Makaleye konu olan cinsiyetler arasinda goriilen farkliliklar nelerdir?
Bu farkliligin kaynaklari ile ilgili ortaya atilan goriisler nelerdir?
Bu goriisleri destekleyen kanitlar var midir? Bunlar nelerdir?
Bu goriisler cercevesinde vardiginiz sonug ve yorumlar nelerdir? Neden bu sonuca
vardigimizi veya neden bu yorumu yaptiginizi belirtiniz.

O O O O O O

CINSIYET FARKLILIGI: SONRADAN MI OGRENILIR YOKSA GENETIK MIDIR?

Erkek ve kadinlar arasindaki belirgin anatomik farkliliklar bir kenara, daha cok “cinsiyetler
arasindaki psikolojik farkliliklarin 6grenildigi mi yoksa kalitimsal olarak insanda var oldugu mu”
sorusu son zamanlarda artan bir ilgiyle sorgulanmaktadir. Bu farkliliklarin 6grenilip 6grenilmedigi
onemli bir sorudur. Eger bu farkliliklar 6greniliyorsa ve bazilarmin soyledigi gibi 6zellikle bu durum
erkeklerin leyhine ise, bu soru bizi yani toplumu ilgilendiren bir sorudur. Ciinkii bu durum, ¢ocuk
yetistirme ve bu adaletsizligi ortaya ¢ikaran egitsel ortamlarmn degistilmesini gerektirir. Ornegin, erkek
cocuklar kiiciik yastan itibaren rekabetci bir toplumda basarili olmalart igin egitiliyor ve
sekillendiriliyorsa, kiz cocuklarina da esit firsatlarin taninmasi i¢in bu kurallar ve normlar
degistirilmelidir. Bununla birlikte, aslinda cinsiyetler zaten kendi i¢lerinde fiziksel ve psikolojik
farkliliklar1 barindirirlar. Bu sebepten dolayi, egitim ortami her bireye kiz veya erkek farketmeksizin
kendi potansiyellerini ortaya koyabilmeleri icin biitiin olanaklar1 sunmalidir.

Cinsiyetler arasinda yillardan beri en ¢cok bahsedilen farkliliklar sunlardir:
1. Hayatin ilk aylarinda, erkek cocuklar seslere karsi daha az duyarlidir.
2. Kiz ¢ocuklart kiigiik kaslarin koordinasyonunda daha iyi gelisim gosterirler.
3. Kizlar daha erken konusmay1 6grenirler, daha ¢ok kelime dgrenirler ve genellikle hayatlar1 boyunca
dil alaninda istiinliiklerini korurlar. Okulda, yabanci dili daha kolay 6grenirler.
4. Erkek ¢ocuklar1 daha fazla konugma giicliigii cekerler. Kekelemek vb.
5. Erkek cocuklar1 hem c¢ocuklukta hem de ergenlik doneminde kiz cocuklarina gore daha aktif ve
saldirgandir. Uzun siire oturamazlar.
6. Erkek cocuklar uzamsal iliskilerle ilgili testlerde daha iyilerdir.
7. Zeka testlerinde, kiz cocuklari ozellikle sozel alanda daha basarili iken erkek c¢ocuklari
matematiksel alanda daha basarilidir.

Cevreciler, bu farkliliklarin kiiltiiriimiizdeki her iki cinsiyete karsi olan davranis ve giidiileme
sekillerinden kaynaklandigini diigiinmektedir. Kiiciik erkek ¢ocuklarinin neden daha aktif ve saldirgan
olduklarint merak etmeye gerek yoktur; ciinkii aileleri, 6gretmenleri veya okuduklar: kitaplar onlara
boyle olmalarini sdylemektedir. Kiz ¢ocuklarina kosmamalari, atlamamalar1 veya giiriiltii yapmamalai
sOylenir; ¢linkii bunlar kiz cocuguna yakisan davranislar degildir. Bu uyarilardan dolayi, kiigiik kizlar
kendilerini sessizce oturmaya ve c¢izim, dikis 6grenme ve bebeklerle oynama (hepsi de pasif
ugraslardir) gibi kiigiik kaslarint gelistirmeye kosullandirirlar. Erkek cocuklarin ise kendilerini oradan
oraya atlamalarina izin verilir. Zaten sartlandirilmalarindan dolayi, pasif bir bicimde oturamazlar ve
kiiciik kaslarmi gelistiremezler. Dil gelisimi icin de durum aymidir. Kizlar pasif olmaya
kosullandirildiklar: i¢in, daha iyi dinleyebilir, yeni sesleri taklit edebilir ve bir kitap okuyacak kadar
stirekli oturabilirler. Bu sebeple, kizlarin neden daha fazla kelime hazinesine sahip olduklarii merak
etmemek gerekir. Konugma problemlerinden de yine kiiltiir sorumludur. Toplum kiiciik erkek
cocuklarindan daha fazla sey bekler. 3 yasindaki bir erkek ¢ocugunun yanlis konusmasi biiyiik
olaydir. Erkek cocuk iizerinde, diizgiin konugmasi icin o kadar ¢ok baski olusturulur ki, ¢ocuk asiri
kaygili biri haline gelir. Kaygi kaygiya eklenir ve kar tanesi etkisi ile bu durum ¢ocukta konusma
sorununa sebep olur. Uzamsal iliskilerle ilgili olarak, erkek cocuklari o kadar ¢ok cekig, testere, vida
ve somunlar diinyasi hakkinda merakli olmalar1 konusunda tesvik edilirler ki; sonug¢ olarak, onlarin
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uzamsal iliskiler kurmayr 6grenmeleri bizim i¢in siirpriz olmaz. Onlar bunun i¢in 6diillendirilirler.
Kisaca, bu farkliliklar kiiltiirel yapilardan kaynaklanmaktadir ve bir toplum olarak bizler ne kadar kisa
zamanda Onyargili diistincelerden kurtulabilirsek, hepimiz o kadar iyi olacagiz ve kizlar kendi
potansiyellerine tam anlamiyla ulasabileceklerdir.

Diger taraftan, genetikgiler, kiiltiirel faktorlerin bir yere kadar etkisini kabul etmekle birlikte,
fiziksel gerceklerin cevreciler cok daha etkili bir faktor oldugu konusunda israr etmektedirler.
Ornegin, Norolog Richard Restak erkek ve kadin beyinleri arasinda kimyasal ve morfolojik
farkliliklarin bulundugunu soylemektedir. Kadin beyninin sol yarim kiiresi erkeklerinkinden daha
fazla heterojen ve karmagiktir. Erkeklere gore daha fazla sayida kadinlar, bir dili konugsma ve anlama
yetenegine sahiptir. Uzamsal iliskilerle ilgili olarak, bu durum beynin sag yarim kiiresi tarafindan
kontrol edilir ve burada erkek beyninin sag yarimkiiresi daha karmasiktir. Genetikgilere gore, beynin
organizasyonunda kaliimsal olarak cinsiyet farkliliklar1 vardir ve bu durum goz ardi edilemez.
Toplumun gorevi, bu kalitimsal farkliliklar1 ayarlamaktir, inkar etmek degil. Erkek cocuklar, beynin
sag yarimkiiresi ile iliskili islerde daha basarili olduklari igin, testler her iki gruba da esit sans
taniyacak sekilde yeniden tasarlanmalidir. Bununla birlikte, erkek cocuklar arasinda hiperaktiflige,
konusma bozukluguna ve Ogrenme problemlerine sebep olan stresin azalmasini saglamak igin
ilkogretim donemlerinde onlara daha fazla hareket 6zgiirliigii saglanmalidir.

Kaynak: Sprinthall ve Sprinthall (1990, s:62-63)’dan uyarlanmustir.

PROBLEM / SORU
ONEMLILIK
I
| FARKLILIKLAR |
KIZLAR ERKEKLER
| FARKLILIKLARIN NEDENLERI |
A 4 A 4
| CEVRECILER | | GENETIKCILER |
GORUS GORUS
KANIT KANIT
\ 4

SONUC VE YORUM:

314




KONU: BILiSSEL GELiSiM

Vygotsky ve Piaget’nin kuraminin karsilastirilmasi

Grupga asagidaki etkinligi yapiniz.

Piaget’nin Biligsel Gelisim Kurami

Vygotsky’nin Biligsel Gelisim Kurami

v

Benzerlikler nelerdir?

Farkliliklar nelerdir?

< b
< b
< b

:

Sonug ve Yorum:
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BILISSEL GELISIM ILE ILGILI ORNEK OLAY “EMEL OGRETMENIN FEN BILGISI DERSF’
ETKINLIGININ ELESTIREL DUSUNME ACISINDAN DEGERLENDIRILMES]

Elestirel diistinme becerine sahip olmak icin bir bireyin diisinme eyleminde bulunurken
asagidaki Ogeleri goz oOniinde bulundurmasi gerekir. Eger diistinceleriniz bu 0Ogeleri igeriyorsa
diisiiniirken bu 6geleri goz oniinde bulunduruyorsaniz elestirel diisiinme becerinizi gelistirebilir ve
elestirel diistinebilen bir birey olabilirsiniz. Bunun icin bir kisi diistiniirken asagidaki kriterlere gore
elestirel diisiinme becerisini degerlendirebilir.

* Size verilen ornek olayin sonundaki sorulardan birisini segin.

* Bu soruya verdiginiz cevabi gézden gegirin. Bu gézden gecirme esnasinda asagida verilen sorulart
cevaplayin.

* Asagidaki sorulara verdiginiz cevaplara gore, ornek olaydan sectiginiz soruya verdiginiz cevabi
diizeltin.

1. Her elestirel diigiinmenin altinda o diistincenin dayandigi bir AMAC vardir. Bu cevabi vermekteki
amaciniz ne idi?

2. Her elestirel diisiinme, bir SORUya cevap bulmaya yoneliktir. Siz hangi soruya cevap verdiniz?

3. Her elestirel diistinmenin dayandigi bir VARSAYIM vardir. Siz bu cevabi verirken veya bu cevabi
diisiiniirken hangi varsayimlarda bulundunuz?

4. Her elestirel diisinme bazi GORUS acilarindan etkilenir. Cevabimz hangi goriisleri iceriyor?
Sizinkini mi? Yoksa baska bakis agilarini da gz oniinde buldurdunuz mu? Sizin kendi goriisiiniiz
nedir? Eger baskalarindan yararlandiysaniz onlarin goriisii nedir?

5. Her elestirel diisinme BILGI, VERI VE KANITLARa dayahdir. Siz goriisiiniizii ortaya koyarken
hangi bilgilerden yararlandiniz?

6. Her elestirel diisinme KAVRAMLARIa ifade edilir veya sekillendirilir. Sizin verdiginiz cevap
icinde hangi kavramlar1 kullandiniz?

7. Her elestirel diisiinme verilere ve bilgilere anlam veren ve bizi sonuca gotiren YORUMLAR igerir.
Sizin bilgilerden yola ¢ikarak ortaya koydugunuz goriisiiniiz ¢ergevesinde yaptiginiz yorumlar nedir?

8. Her elestirel diisinmenin sonucunda CIKARIMLAR vardir. Yaptigimiz yorumlarin ortaya koydugu
cikarimlari belirleyiniz.
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KONU: AHLAKI GELISIiM

ORNEK OLAY - KARAR VERME ETKINLIGI 1

e Asagida verilen 6rnek olayl okuyunuz.
e Daha sonra, Dilara’nin ne yapmasi gerektigine karar veriniz.
e  Etkili bir sekilde karar verebilmek i¢in asagidaki agamalar onerilmektedir.

1. Karar vermeyi gerektiren durumu belirleyiniz.

2. Olas1 seceneklerin hepsini belirleyiniz.

3. Her bir secenegin muhtemel sonuglari neler olabilir tartisimiz. (Orn. Dilara, Arda ve
Can, vb. agisindan)

4. Bu sonuglarin 6nemini tartiginiz.

5. Bu sonuglarin 15181 altinda hangi secenek en iyisini belirleyiniz.

e  Sizler de bu asamalari takip ederek size verilen organize semay1 doldurunuz.

DILARA NE YAPMALI?

“Evet biliyorum efendim, o Arda Saygui’ydi,” dedi Can. Dilara, midesine birseylerin saplandigin
hissetti. Dilara yavasca miidiiriin odasimin yamndan gecti - kendi kardesi Can’in az dnce miidiire
yalan soyledigi yerden.

Dilara, yiiriirken bu sabah babasinin kahvaltida soyledikleri aklina geldi. “Giimiis dolma kalemleri ¢ok
seviyorum. Plastik olanlar hem cabuk bozuluyor hem de cabuk bitiyor” demisti. Dilara ve Can
kahvalti masasinda birbirleri ile bakigmislard; ciinkii, 3 giin sonra babalarinin dogum giiniiydii. Fakat,
odalarina gidip kumbaray1 actiklari zaman ve ciizdanlarini kontrol ettiklerinde aslinda giizel bir giimiis
dolma kalem alabilecek kadar paralarinin olmadigin1 anlamiglardi.

Dilara, Can’in okul sekreterinin kalemini ¢alarken gordiigii zaman, o an birden Can’in neden boyle
birsey yaptigimmi diistinmiistii. Can, sadece babasina onun istedigi gibi bir hediye vererek onu mutlu
etmek istemisti.

Dilara ne yapacagimi bilmiyordu. Calmanin dogru bir davranis olmadigini biliyordu ama bu kalem
babalarinin onlarla gurur duymasini saglayacakti. Sanglilardi; ciinkii odasi sekreterin odasinin tam
karsisinda oldugu icin sadece kendisi gormiistii. Simdi, sanki higbirsey bilmiyormus gibi mi
davranmaliyds; yoksa, Can’a birseyler mi sdylemeliydi? bilmiyordu.

Ara igin zil ¢caldig1 zaman, Dilara Can’1 bulamadi. Miidiiriin odasina dogru baktig1 zaman, miidiiriin o
sabah sekreterin odasinda goriilen her ¢cocukla konustugunu gordii. Dilara’nin yiizii birden bembeyaz
oldu. Can’in kalemi ne yaptigin1 merak ediyordu. Eger cantasindaysa ve aranirsa ona ne olacakt1?

Dilara, Can’1 bulmak igin yonetim tarafinda dogru kosmaya basladi. Fakat, oraya vardigi zaman
Can’mn miidiirle konustugunu gordii. Hemen duvara dogru iyice yaslandi, boylece onu géremezlerdi.
Miidiiriin ses tonu ¢ok sertti.

Dilara, Can’1 hala duyabiliyordu: “Evet biliyorum efendim, o Arda Saygili’ydi.” Dilara kardesinin
soylediklerinden utanmigti. Kardesinin kalemi neden c¢aldigimi anlamisti — ciinkii sadece babasini
mutlu etmek istemisti. Fakat simdi baska bir cocugu sucluyordu ve iistelik bu ¢ocuk okula daha yeni
gelmigti. Dilara’nin ilk diisiincesi Can ile konusmakti, fakat Can’1n diistincesini degistirmesi simdi pek
olasi degildi; ciinkii ¢ok dibe batmisti. Kendi kardesine soyleyemiyordu peki ne yapabilirdi? Dilara ne
yapmal1?

Kaynak: Beyer (1991, p.163)’den uyarlanmustir.
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KARAR VERME BECERISI ETKINLIGI

Karar verilecek olay/durum nedir?

Secenekler
Karar verilen secenek:
Sonuclar: Destek: Deger: Bu segenek
Eger bu karar secenek Neden sonucun boyle Bu sonug ne kadar énemli? | avantaj (A)
uygulanirsa neler olacagini veya Neden? mi,
olabilir? olmayacagini dezavantaj
diigiiniiyorsun? (D) m1?

1l

Son Karar Verilen Secenek ve Nedenleri:
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KONU: KiSILiK GELiSiMi

ORNEK OLAY ETKINLIGI
(SEBEP-SONUC ILISKiSi ETKINLIGI)

Ornek olayr dikkatlice okuyunuz. Asagida verilen sorulari, Erickson’un Psikososyal Gelisim
Kurami’n1 goz 6ntinde bulundurarak 2. sayfada verilen organize sema iizerinde cevaplandiriniz.

1. Buradaki 6rnek olayda yasanan sorun nedir?

2. Bu sorunun sebepleri nelerdir?

3. Neden belirttigin sebeplerin dogru olduguna inaniyorsun? Bir bagka ifadeyle, gerekgen nedir
ve neye dayanarak bu sebepleri sdyliiyorsun?

Ayse ile Mehmet, son giinlere degin ilkokula heniiz baglamis olan tek ¢ocuklari Ahmet ile birlikte
mutlu bir aile yasamu siirdiirmekteydiler. Evliliklerinin birinci yilinda dogan Ahmet, mutluluklarina
mutluluk katmisti. Her anne baba gibi onlar da biricik ogullarini ¢ok seviyor, iizerine titriyorlar, onu
cok iyi yetistirmek icin ne gerekirse yapmak istiyorlardi.

Bebeklik donemi boyunca Ahmet’in bakimi, beslenmesi bir kez bile ihmal edilmedi, ana-baba sevgisi
ve sefkati ondan hi¢ esirgenmedi. Ayse hanim evin tertip ve diizenine ¢ok 6nem veren titiz bir ev
hanimiydi. Kocasi Mehmet Bey isine gittiginde, oglu Ahmet’i de ihmal etmeden biitiin giin ev
igleriyle ugrasiyordu. Ne var ki Ahmet ayaklanmisti artik. Dur durak bilmiyor, oyuncaklarimi her
tarafa saciyor, karistirmadik ¢ekmece, dolap birakmiyordu. Dahasi 3 yasini gectigi halde hala altim
islatiyor, Ayse Hanim ne yapsa bir tiirlii ¢isini haber vermiyordu. Ayse Hanim; “is isten gegmeden
Ahmet’i terbiye etmeye baglamaliyim, ipin ucunu bastan siki tutmaliyim” diye diisiiniiyordu. Oyle de
yapt1. Once Ahmet’in tuvalet terbiyesi ile ugrasti. Bu is Ayse Hamimu ¢ok yordu. Istemese de altim
islattigt zamanlar Ahmet’i azarliyor, oda cezasi veriyor, hatta poposuna vurmaktan baska care
bulamiyordu. Ayse hanim bir yandan da Ahmet’in yaramazliklariyla ugrasiyor, onun da kendisi gibi
tertipli diizenli olmasi i¢in calistyordu. Bu yiizden Ahmet’in uymasi zorunlu olan kurallar listesi
giinden giine artiyordu. Ayse hanim, Ahmet’in istenmeyen davranislarini diizeltmek icin, gerekirse
fiziksel cezaya bile bagvuruyordu. i¢i yansa da bu boyleydi, hepsi Ahmet’in iyiligi icindi!...Zaman
kotiiydii, disarida her an Ahmet’in bagina bir seyler gelebilirdi. Bu yiizden Ahmet, disarida oynayan
akralarini pencereden seyretmekle yetiniyordu.

Ahmet boyle biiyiidii. Derken okula gitme yas1 geldi. Annesinin isteklerini harfi harfine yerine getiren,
uslu, uyumlu bir ¢ocuk olmustu iste. Ayse hanim umutluydu, Ahmet okulda da uslu, 6gretmeninin
soziinden ¢ikmayan caligkan bir 6grenci olacakti, Ayse hanim mutluydu...

Okulun ilk giinleri Ahmet huzursuzdu. Gitmek istemiyordu okula bir tiirlii. Ayse hanim ile Mehmet
bey biraz sasirsalar da, alisir diyorlardi. Aylar gecti Ahmet okula alisamadi. Isler bir tiirlii yoluna
girmemigti. Ahmet’in 6gretmeni, Ayse hanimi okula cagirdiginda, herseyi anlamisti Ayse hanim.
Ahmet’in hi¢i yakin arkadasi yoktu. Oyunlara karismiyor, bir kosede sessizce, tek basma smif
arkadaslarini izliyordu. Sinifta bir kez bile olsun parmak kaldirmiyor, 6gretmenin sorularini yiizii
kizararak utana sikila bir seyle mirildanarak yanitliyordu. Derste dalip dalip gidiyor, bazen sag1 solu
seyrediyor, bir tiirlii derse veremiyordu kendisini. Bunlar1 anlatmisti 6gretmen. Saskindi Ayse hanim.
“Nerede yanlis yaptik, nerde!...” diye hayiflanirken, “iziilmeyin” dedi 6gretmen. Ahmet icin higbirsey
gec degil. Sizinle sik goriisecegiz bir siire. Benim okulda, sizlerin evde yapmaniz gereken cok sey
olacak...

Kaynak: Yesilyaprak (2002, p.110-111).

319




SEBEP-SONUC ILiSKiSi ETKINLIGi

YASANAN PROBLEM NEDIR?

SONUC (Yasanan Problem):

SEBEP SEBEP SEBEP SEBEP SEBEP

GEREKCE GEREKCE GEREKCE GEREKCE GEREKCE
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KONU: KLASIK KOSULLANMA

ORNEK OLAY ETKINLIGI

Ornek olay: dikkatlice okuyup asagida verilen sorulari cevaplaymiz.

Bir Meslek Lisesi’nde, Lise 1. sinif Genel Muhasebe dersine Muhasebe 6gretmenlerinden
Ahmet Bey girmektedir. Ahmet Ogretmen otoriter bir 6gretmendir ve sinifta ses ¢ikmasina asla
tahammiil edememektedir. Bunun i¢in en iyi yolun 6grencileri korkutmak oldugunu diisiinmektedir.
Bunun iizerine, ilk dersinde sinifa girer girmez 6nce o6grencilere sessiz olmalar1 konusunda bagirir.
Sonra goziine bir dgrenciyi kestirir ve hi¢ sebepsiz yere 6grenciye dayak atar. Bunu goren 6grenciler,
cok korkarlar. Smifta hi¢ ses ¢tkmaz. Ogretmenin devam eden giinlerdeki bu tavirlar1 6grencileri dyle
korkutur ki, ogrenciler ayni zamanda Ogretmenden nefret etmeye baslarlar. Ogretmenin adini
duymalari, hatta uzaktan goérmeleri bile ayni korkunun ve nefretin yasanmasina sebep olur. Hatta,
ogrencilerin kimisi sadece 6gretmenden degil Muhasebe dersinden hatta okuldan bile nefret etmeye
baglarlar.

Bu o6gretmenden bu kadar korkmalarina ragmen ogrenciler Tiirkce Ogretmenini c¢ok
sevmektedirler. Ciinkii Tiirkge 6gretmeni onlara ¢ok iyi davranmaktadir. Ustelik bu derste cesitli
roman ve siirler okuyup degerlendirebiliyorlar ve 6gretmenin verdigi etkinliklerde eglenebiliyorlar. O
yiizden cogu Ogrenciler Ahmet 6gretmenden nefret ederken, hatta Muhasebe dersinden ve dersin
oldugu giin okuldan bile nefret etmelerine ragmen Tiirkge 6gretmenini ve dersini cok sevmekte o giinii
iple ¢cekmektedirler.

o Burada 6grencilerde meydana gelen kosullanma klasik kosullanmadir. Bu kosullanmadaki
uyarici ve tepki cesitleri nelerdir? Aciklayarak belirtiniz.

o Burada goriilen kosullanma ilkeleri nelerdir? Agiklayiniz.

o Muhasebe 6gretmenine yonelik olusan kosullanmada sonme ve kendiliginden geri gelme
ilkelerinin goriilebilmesi i¢in bundan sonraki giinlerde ne olmasi gerekir?

o  Ogrencilerin bu olumsuz kosullanmalarmin diizelmesi igin neler yapilabilir?
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KONU: OGRENMEDE DA VRANISCI YAKLASIM

ORNEK OLAY ETKINLIGI

Bir Meslek Lisesi’nde Matematik 6gretmeni Ceren 6gretmen, 6grencileri Lisede olmalarina ragmen
matematik ile ilgili cok sorun yagamaktadir. Neredeyse, ilkogretim derslerini yapar hale gelmislerdir.
Bu hafta da ondalik kesirler ve yiizdeler konusunu bilmediklerini farkeder. Bunun iizerine bu haftay:
bu konuya ayirir. Her hafta test yapan Ceren 6gretmen,

“ Gecen Cuma’nin testleri burada, testlerine bakamamis olan 6grenciler, testlerinize bakabilirsiniz,
liitfen kontrol edin ve notunuzu defterinize yazmay1 unutmaymn” der.

Ogrencilerin testleri kontrol etmelerini bekledikten sonra, “ Tamam, testleri geri gonderin. Bir sonraki
testin gelecek hafta oldugunu ve ¢ok calismaniz gerektiginiz liitfen unutmayin” diye seslenir.
Ogrenciler testleri geri gonderdikten sonra, smnifa donerek, “Tamam, liitfen herkes tahtadaki
problemlere baksin...Ne yazikki verdiginiz testlerde, yiizdeler ve ondaliklar ile ilgili sorunlarimiz
oldugunu farkettim. Ge¢ kalinmis olmasina ragmen, bu haftayr bu konuya ayiriyorum. Bunlar
tizerinde ciddi bir sekilde ¢alismali ve 6grenmeliyiz.” diye belirtir.

“Bir kag ornek vereyim.” diyerek asagidaki problemi tahtada ¢ozmeye baslar. “Bir alisveris merkezine
bir ceket almak i¢in gittiniz. Bir ceket gordiiniiz. 84 YTL ama etiketin iizerinde %25 indirim oldugu
yazili. Yar1 zamanh ¢alistiginiz bir cafede bu hafta 65 YTL bahsis kazandimiz. Elinizdeki bu para ile
bu ceketin fiyatin1 6deyebilir misiniz?”

“Simdi” diye devam eder. “Boyle bir durumda benim yapacagim ilk sey, ceketin fiyatini
hesaplamaktir. Boylece durumumu anlayabileyim. Bunun i¢in, 84 YTL’nin %25’ini hesaplamaliyim.
Burada %?25’in 6nce ondalikli sayiya doniistiiriilmesi gerekir. 5’den itibaren virgiilii 2 basamak sola
kaydirirsam 0.25 eder. Sonra 84 ile 0.25’i carparim.”

Ceren Ogretmen dedigi gibi islemi tahtada yapip tamamladiktan sonra 6grencilerin de kendi baslarina
bagka bir tanesini yapmalarini ve c¢oziimleri tartigmalarini sagladi. “Tamam, anladiniz m?” diye
sordu. Higbir cevap almayinca, “Peki o zaman, ddev olarak caligmaniz igin verdigim alistirmalart
yapiyorsunuz” dedi.

“Bu 20 sorunun hepsini yapmak zorunda m1y1z?” dedi Ahmet.

“Neden?” diye sordu Ceren 6gretmen sorulara bakarak.

“Oooo0 dgretmenim. Ev 6devi i¢in verdiginiz sorular hep ¢ok zor oluyor” diye sdylendi Cenk.

“Evet” dedi Dilara “ben yapamam”

“Bunlarin ne kadar zaman aldigini biliyor musunuz?” diye ekledi Aysenur. “Yaptigim biitiin sey bu
matematikle ugragmak”

Diger 6grenciler de 20 sorunun ¢ok oldugu ile ilgili mirildanmaya basladilar.

“Tamam arkadagslar. Sadece ilk 10 soruyu yapin...fakat....eger haftasonu i¢in 6dev verirsem bu konuda
sOylenmeyeceginize soz verin”

“Evet” diye tiim sinif bagirdi.

“O zaman problem yok anlastik” deren Ceren 6gretmen.

Ertesi giin, Matematik dersini beklerken, Ayse ile Dilara kendi aralarinda konusurlar. Ayse, “Bu hafta
bombos gecti. Kafam hicbirsey almadi. Ceren hoca beni tahtaya kaldirdiginda ve biitiin siif ben
soruyu ¢cozmeye calisirken bana baktiginda, gercekten cok heyecanlaniyorum. Eger bugiin beni yine
kaldirirsa gergekten bu sefer dlecegim.

Ceren Ogretmen derse gelir. Yoklamadan sonra, “Tahtadaki probleme bakalim liitfen”: “145 YTL’ye
satilan bir bisikletin fiyatinda %15 indirim vardir. Yeni fiyati nedir?” diye sorar.

“llk ©nce, tahminleri alahm bakahm sonra gercek ¢oziime bakalim...Yeni fiyat ne olabilir
acaba?....Ayse?

S Ben............ SeY..vrirnns Emin degilim” diye laft yuvarladi Ayse.

“Burak, sen ne diisiiniiyorsun?”

e Sey.......... Sanirim yaklasik 120 YTL” dedi Burak.

“Iyi yaklasim. Liitfen simifa bu rakama nasil ulagtigini anlatir misin?”

“.....5eyy....Etiket fiyatinin %10’u 14.50 YTL, o yiizden %15 yaklasik olarak 7 YTL daha demek, ki
bu da toplam yaklasik olarak 21 YTL ve 145’den 21 ¢ikarsa bu da yaklasik olarak 120 YTL eder.”
“Gtizel” dedi Ceren 6gretmen. “Simdi ¢ozelim ve sonucu gérelim bakalim....Arzu?”

“%15°1 once ondalikl sayiya doniistiiriiriiz.” dedi Arzu. “Cok iyi Arzu. Peki sonra?.....Turan?”
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“145 ile 0.15’i garpariz.” diye cevap verdi Turan

“Peki...hesapladiniz m1? Ne ¢ikt1? ....Biri soylesin.”

“200.17” diye seslendi Dursun. “oooo bu olamaz....bu gercek fiyatin da iizerinde bu olamaz...Bir
dakika 6gretmenim...Tekrar yapiyorum. 21.75 YTL”

Giiliimseyerek “Giizel” dedi Ceren 6gretmen. “Iste bu bizim yapmak istedigimiz sey. Hepimiz hatalar
yapacagiz, fakat eger bu hatalarimizi yakalayabilirsek iste o zaman ilerleyebiliriz. Devam edelim. Bu
problemleri yapabilirsiniz. Evet simdi ne yapacagiz?” diye devam etti 6gretmen.

“ Cikarma” dedi Cansu.

“Peki devam edelim”

“142.83” diye cevap verdi Burcu.

“Simdi bir dakika. Bir kere daha diisiin. Biz en son ne bulmustuk?”

“Aaaaa...evet tamam....simdi anladim...123.35 YTL”

“IIkinde ne yaptinda yanlis sonug elde ettin?” diye sordu 6gretmen.

“Ondalik virgiiliinii yanlis yere koymusum”

“Evet...iyi igti. Simdi bir bagka Ornege bakalim.” diyerek su problemi gosterdi. “Aylin, saati
5.25YTL’ye bir ofiste ¢calismaya baslar. 4 ay sonra, patronu ona %8 zam verir. Simdi Aylin ne kadar
kazanmaktadir? Simdi bu soruyu nasil ¢ozebiliriz gorelim. Hadi bakalim, Ayse?”

“......5ey.....Ben bilmiyorum”

“Ceyda?”

“%8’1 ondalikl1 sayiya doniistiiriiriiz ve 5.25 ile ¢arpariz.” diye cevapladi Ceyda.

“Glizel Ceyda. Hadi simdi hep beraber yapalim.” Ceren 6gretmen 6grenciler problemi ¢ozerken onlari
seyretti. Sinifla beraber 2 problem daha ¢ozdiiler. Sonra sinifa donerek “Simdi, size dagittigim sorulari
yapacaksiniz ve bakin, sadece 8 tane problem var.”

Sinif sorular1 ¢ozmeye basladi. Ogretmen de bu sirada sinifta dolasmaya basladi. Ahmet’in 2.
problemi yanlis yaptigini farketti, “Ahmet bu soruya tekrar bak. Yapabilecegini biliyorum. Bir daha
dene. Bir kag dakika sonra tekrar bakacagim.” dedi.

Ogrencileri kontrol etmeye devam ederken , Ayse’nin daha yeni baglamis oldugunu farketti. “Ne
yapiyorsun?”’ diye sorar. “ Kayboldum. Bu soruda bir ipucu bile bulamadim” dedi Ayse, ikinci soruya
isaret ederek.

“Burada, simdi sana gostereyim” diye cesaret verecek sekilde konusarak soruyu ¢ozmeye baslar.
“Matematigin senin icin ne kadar zor oldugunu biliyorum. Simdi beni izle” der

Ayse izlerken Ceren 6gretmen soruyu ¢ozer.

“Bak gordiin mii? O kadar da kotii degil. Simdi bir sonrakini sen yap bakalim”

Ceren Ogretmen Ogrencilere yorumlar yaparak smifta bir kere daha tur atar. Ahmet’in yanindan
gecerken nasil gittigini sorar. “ Cok iyi. Simdi nasil oldugunu anladim. Siiper bir sey bu” diye sevingle
cevap verir Ahmet.

Ayse’nin 3. soruyu da yanlis yaptigim farkeden Ogretmen, “Bir sonrakine bir bakalim” der. “Ilk
olarak, hatirla yiizde olarak verilen sayiyr ondaliga doniistirmen gerekiyor. Problem %30 fiyatin
arttigini soylityor. Sen ¢ikardin ve yiizdeyi ondalik sayiya doniistiirmedin. Burada, simdi beni seyret.”
Ceren 6gretmen dikkatli bir sekilde soruyu ¢ozer ve ¢oziimii Ayse’ye gosterir.

Ogretmen son iki dakikaya kadar sinifi dolagir. “Tamam. Herkes bir baksin. 2 dakika sonra zil
calacak. Haftaya sorulari tamamlayarak gelin. Simdi herkes toparlansin. Haftaya goriismek iizere”

Kaynak: Eggen ve Kauchak (1997:228-230)’dan uyarlanmstir.

Asagidaki sorular1 cevaplandiriniz. Cevaplari verirken yukaridaki metindeki 6rnek olaydan alintilar

yaparak cevabinizi veriniz.

1. Bu ornek olaydaki klasik kogullanmadan 6rnekler veriniz.

2. Burada gegen edimsel kosullanma ornekleri nelerdir?

3. Olumsuz pekistirme ile ilgili 6rnek olaydan en az 2 drnek veriniz.

4. Pekistirme tarifeleri ile ilgili 6rnek veriniz. Ve etkili olup olmadigini degerlendiriniz. Sizin bu
konuda onerileriniz nelerdir?

5. Ceren 6gretmenin, doniit ve ddiillendirme ile ilgili derste yaptiklarini degerlendirin. Bunlari
gelistirmek icin Ceren 6gretmen daha neler yapabilirdi?
Istenen davranislarin ortaya cikarilmasinda 6gretmen ne kadar etkiliydi?

7. Ceren 6gretmenin dersinde 6grencilere nasil bir model oldugunu degerlendirin. 1 olumlu, 1 de
olumsuz 6rnek verin.

8. Ogrencilerin 6z diizenleme ve 6z yeterlik becerilerin gelistirmek igin Ceren dgretmen neler
yapabilirdi?
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APPENDIX P

ARTICLE CRITIQUE CRITERIA

Makalenin adi:
Makalenin yazart:
Makalenin yayimlandigi yer ve tarih

Giris

1. Makalenin amaci nedir?

2. Bu makalede yazarin iizerinde ¢alistig1 veya durdugu konu veya problem nedir? Agik,
anlagilir ve tarafsiz bir bicimde ifade edilmis midir?

3. Yazarin konuya iliskin goriisii nedir?

4. Yazarm bu ¢alismadaki varsayimlari nelerdir?

5. Makalede ana konu ile iligkili kullanilan temel kavramlar nelerdir? A¢ik ve anlasilir bir
sekilde ifade edilmis midir?

Bulgular

6. Yazar tarafindan kullanilan bilgiler, kaynaklar, veriler, teoriler veya yasanan
tecriibeler (kanitlar) nelerdir? Bu bilgilerin makale konusu ile iliskisi nedir?

Sonuc¢/Yorum/Tartisma

7. Yazarn bu bilgiler, veriler ve tecriibelere dayali yaptig1 yorumlar nelerdir? Bu
yorumlardan elde edilen sonuglar nelerdir?
8. Yazara gore, bu sonuglar egitsel cercevede ne anlam ifade etmektedir?

< Bu cevaplara dayanarak, makalenin ana konusunun 6nemini Gelisim ve Ogrenme dersi
kapsaminda tartiginiz.

» Bu makalenin gelisim ve 6grenme psikolojisi ile ilgisi nedir?

» Neden bu konu gelisim ve 6grenme psikolojisi i¢in énemlidir?

» Neye dayanarak bu konunun 6nemli oldugunu diisiiniiyorsunuz?

¢ Yazarm goriiglerinde veya diigiinme seklinde ne gibi potansiyel sorunlar goriiyorsunuz?
Yazarin yaptig1 yorumlar veya vardigi sonuglar belli bir bilgiye veya veriye dayaniyor mu?
Kullanilan bilgiler veya veriler sonucu ne derecede destekliyor?

¢ Yazar sonuca ulagsmada mantikl1 bir yol izlemis midir? Sonuca nasil ulastiginin iyi bir
aciklamasi yapilmis midir?

¢ Makalede sonuca ulagmada kullanilan bilgiler iliskili, anlamli, gecerli ve yeterli midir?
Bilgilerin iliskili, anlamli, gegerli ve yeterli olup olmadigina karar verebilmek icin yeterli
bilgiye sahip misiniz?

¢ Ne tiir gortigler yazar tarafindan goz ardi edilmistir veya bu konu isglenirken g6z oniinde

bulundurulmamustir? Karsit fikirlere yonelik aciklama yapilmis midir?
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APPENDIX Q

OUTLINE OF PROJECT AND PROJECT ASSESSMENT CRITERIA

PROJE CALISMASI
Yaptiginiz projeniz agagidaki basliklar: icermelidir.
1. Kapak
2. Proje konusu ve amaci: Proje konunuzu ve amacinizi kisaca yaziniz.

3. Konu ile ilgili kaynak tarama (2-3 sayfa): Arastirma konunuz ile ilgili mutlaka kaynak taramasi
yapmalisiniz. Burada her arastirdigimiz kaynaktaki bilgileri degil, sadece konunuz ile ilgili 6nemli
gordiigiiniiz bilgileri yazmalisiniz. Bu boliimii yazarken, kaynaktan direk alinti yaparsaniz mutlaka
kaynak ad1 ve sayfa numarasi vermelisiniz. Ornek:

e e ettt s s e e et ea ” (Ulusoy, 2005: 53)

Direk alint1 yapmak yerine kendi ciimlelerinizle ifade etmeye calisiniz. Kaynaktaki bilginin kisaca bir
Ozetini yapip sizin aragtirmaniz i¢cin 6nemli ve dikkate deger noktasini vurgulayiniz.

Ayrica bu boliimde, arastirmanizda yer alan temel kavramlarin (6rnegin, egitimde siddet, rehberlik ve
psikolojik danigsma, vb. )tanimlarini da veriniz.

4. Yontem: Arastirmada verileri elde etme yonteminizi agiklamalisiniz. Anket mi, goriisme mi,
gozlem mi, dokumanlar, vb. hangisini veya hangilerini kullandiniz belirtmelisiniz? Bu veri toplama
araglarinin bir 6rnegini calismaniza eklemelisiniz. Verileri kimden veya nereden elde ettiniz? Nasil
analiz ettiniz? bu sorularin da cevaplarmi vermelisiniz.

Ayrica bu boliimde, projeniz ile ilgili varsayimlarmiz varsa liitfen bunu belirtiniz. Ornegin, “Bu
arastirmada, goriismeye katilmis olan 6gretmenlerin birbirlerini etkilemedikleri varsayilmistir.”

5. Bulgular: YaptiZiniz calismadan elde ettiginiz bulgulari yazmalisiniz. Veri toplama araglarinizdan
elde ettiginiz sonuclart yazin. Istatistiksel analiz yaptiysaniz, tablolar halinde sonuglart sunun.

6. Yorum ve cikarimlar: Bu boliimde, elde ettiginiz bulgular, projeniz ile ilgili neler soyliiyor? bu
konudaki yorumlarinizi bu boliime yazmalisin. Ayrica bu sonuglardan yola ¢ikarak ne gibi
cikarimlarda bulunuyorsunuz; bir baska deyisle, bu sonuglardan yola ¢ikarak egitime, 6gretime,
dersimize, kendinize ve diger 6gretmen adaylarina yonelik neler sdyleyebilirsiniz? Bu sorularin
cevaplarini bu boliimde vermelisiniz.

7. Kaynakca: Projenizde yaralandiginiz kitap, makale, dergi veya gazeteleri bu boliimde yazar adini,
yayim tarihini, kaynak adin1 ve yayim yerini belirterek yaziniz.

Bu projenizde asagidaki sorularin da yanitlarim bulabilmeliyiz. Bu sorular: ayrica
cevaplandirmamza gerek yoktur. Bu sorular, size yon vermek amaciyla sunulmustur.
Projenizde bu sorularin cevaplarim gorebilmemiz sizin diisiinsel becerinizin de bir yansimasi
olacaktir.

1. Her elestirel diisiinmenin altinda o diistincenin dayandigi bir AMAC vardir. Projenizin amaci nedir?

2. Her elestirel diisiinme, bir SORUya cevap bulmaya yoneliktir. Siz hangi soruya cevap bulmaya
calistiniz?

3. Her elestirel diisinmenin dayandigi bir VARSAYIM vardir. Siz bu projeyi yaparken hangi
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varsayimlarda bulundunuz?

4. Her elestirel diisinme bazi GORUS agilarindan etkilenir.Siz bu projeyi yaparken bagskalarmin
goriiglerinden etkilendiniz mi? Evetse, hangi goriiglerden etkilendiniz?

5. Her elestirel diisiinme BILGI, VERI VE KANITLARa dayalidir. Siz projenizde hangi bilgilerden
yararlandiniz? Yaptiginiz yorumlar hangi verilere dayaniyor? Kitaplar, makaler, anketler, goriigmeler,
gozlemler, gazeteler, vb kullandiysaniz hangilerini kullandiniz? Bu kaynaklar1 nasil elde ettiniz?

6. Her elestirel diisinme KAVRAMLARIa ifade edilir veya sekillendirilir. Bu projenizde siz hangi
kavramlara yer verdiniz?

7. Her elestirel diisiinme verilere ve bilgilere anlam veren ve bizi sonuca gotiren YORUMLAR igerir.
Sizin bilgilerden yola ¢ikarak yaptiginiz yorumlar nedir?

8. Her elestirel diisiinmenin sonucunda CIKARIMLAR vardir. Yaptigiiz yorumlarin ortaya koydugu

cikarimlari belirleyiniz.
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APPENDIX R

INFORMATION SHEET ABOUT PORTFOLIO

Yer alacak calismalar

Hedefler

1. Giinliikler

(Her hafta ders sonunda bireysel olarak
hazilanacak)

Ogrenmeyi 6grenebilme
Kendine uygun 6grenme stratejilerinin farkina
varabilme

Kendi gelisimini takip edebilme

Kendini gelistirebilme

3. Ders 6n calisma formu

(Her hafta bireysel olarak dersten 6nce
hazirlanacak)

Bir konuda gecen temel kavramlari tantyabilme

Temel kavramlar arasindaki iliskileri
gorebilme/gosterebilme

Konuda gecen temel 6zellikleri ifade edebilme

Konuda gecen temel ilkeleri ifade edebilme

4. Odevler

(Zaman zaman dersten sonra bireysel
veya grupca hazirlanacak)

Bir konuda gecen temel kavramlari
kavrayabilme

Temel 6zellikleri kavrayabilme
Temel ilkeleri kavrayabilme
Farkli kuramlari/yaklasimlar: karsilastirabilme

Bir konu ile ilgili 6rnek olayda gecen o konunun
temel ilkelerini analiz edebilme

Bir onek olay ile ilgili yorum yapabilme
Problem ¢ozme becerisi gelistirebilme

Bir konu ile ilgili makale degerlendirebilme

5. Grup calismasi etkinlikleri

(Dénem boyunca ders icinde veya dersten
sonra gerceklestirilecek)

Bir konuda gecen temel kavramlari
kavrayabilme

Temel o6zellikleri kavrayabilme
Temel ilkeleri kavrayabilme
Farkli kuramlari/yaklasimlar: karsilastirabilme

Ogrenilen kuramlari farkli durumlarda
uygulayabilme

Bir konu ile ilgili 6rnek olayda gecen o konunun
temel ilkelerini analiz edebilme

Bir onek olay ile ilgili yorum yapabilme
Problem ¢ozme becerisi gelistirebilme

Bir konu ile ilgili makale degerlendirebilme

6. Proje:
(Dénem boyunca grupca yiiriitiilecek)

Problem ¢ozme becerisi gelistirebilme

Ogrenilenleri farkli durumlara transfer edebilme
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APPENDIX S

THEMES AND CODES FOR STUDENT JOURNALS

1. Effectiveness of the instruction on learning
1.1. Learning environment

1.1.1. Expressing opinions freely and comfortably
1.1.2. Learning by thinking
1.1.3. Preventing rote learning
1.1.4. Learning by discovering
1.1.5. Considering topics from different perspectives
1.1.6. Making comparisons
1.1.7. Motivation
1.1.8. Active participation

1.2. Teaching-learning activities/strategies/methods
1.2.1. Questioning
1.2.1.1. Examining topics by questioning and reasoning
1.2.1.2. Participating actively
1.2.1.3. Paying attention
1.2.1.4. Listening carefully
1.2.2. Group works
1.2.2.1. Exchanging views
1.2.2.2. Realizing deficiencies and fallacies in their thoughts
1.2.2.3. Reaching a common decision
1.2.2.4. Contribution of each student to others’ opinions
1.2.2.5. Acquiring knowledge better
1.2.2.6. Yielding various comments on a topic
1.2.3. Case studies
1.2.3.1. Making topics/concepts understandable
1.2.3.2. Transferring theories into different cases
1.2.3.3. Putting theories into real life
1.2.4. Discussion
1.2.4.1. Considering a subject from different points of view
1.2.4.2. Reaching a reasonable conclusion
1.2.4.3. Putting theory into practice
1.2.4.4. Repeating topics
1.2.4.5. Attracting students’ attention
1.2.5. Graphic organizers
1.2.5.1. Preliminary study

1.3. Instructional materials
1.3.1. Visual materials (video, posters, etc.)

1.4. Specific activities
1.4.1. Role playing
1.4.2. Spontaneous topic presentation
1.4.3. Concept mapping competition
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1.4.4. Folklore show
1.4.5. Silent movie
1.4.6. Recalling words exercise

1.5. Negative aspects
1.5.1. Incomprehensible/complicated topics
1.5.2. Ineffective activities

2. Effectiveness of the instruction on thinking skills
2.1. Teaching-learning activities/strategies/methods
2.1.1. Questioning
2.1.1.1. Generating their own ideas
2.1.1.2. Exploring definitions, principles and implications of
theories
2.1.1.3. Reasoning their own perspectives (confidence in reason)
2.1.1.4. Stimulating intellectual humility
2.1.2. Case studies
2.1.2.1. Relating topic to the cases
2.1.2.2. Putting themselves into the place of the persons/situations
in the cases
2.1.2.3. Analyzing/reasoning persons/situations deeply
2.1.2.4. Finding solutions for problems
2.1.2.5. Developing their own perspectives
2.1.2.6. Exploring implications and consequence
2.1.2.7. Making implication toward teachin
2.1.2.8. Making inferences
2.1.2.9. Developing intellectual faith

2.1.3. Given examples
2.1.3.1. Relating topic to real life
2.1.3.2. Questioning the accuracy of examples

2.1.4. Discussion in group works
2.1.4.1. Realizing different view
2.1.4.2. Comparing different perspectives and their own thoughts
through dialogs among students
2.1.4.3. Listening critically

2.1.5. Comparison activities
2.1.5.1. Comparing views dialogically
2.1.5.2. Detecting similarities and differences
2.1.5.3. Making plausible interpretations
2.1.5.4. Developing confidence in reason
2.1.5.5. Developing their own perspective
2.1.6. Visual materials
2.1.6.1. Comparing ideals with real life
2.1.6.2. Independent thinking

3. Metacognitive strategies to learn better
3.1. Self-regulation
3.2. Regular and planned study
3.3. Reading more
3.4. Searching different sources
3.5. Using intellectual skills
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3.6. Discussing topics

3.7. Using coding techniques

3.8. Repeating the topic or the in-class activities
3.9. Observing development of different age groups
3.10. Transferring the topics/concepts into real life
3.11. Watching movies and photos,

3.12. Taking notes

3.13. Participating into the class actively

3.14. Listening carefully

3.15. Overcoming excitement

4. Difficulties/problems
4.1. Participating
4.2. Expressing their thoughts
4.3. Constructing meaning of abstract topics
4.4. Determining similarities and differences
4.5. Establishing relationships among topics
4.6. Being adapted to groups
4.7. Being loaded with assignments
4.8. Being overloaded with hard courses in the same semester.

5. Instructional suggestions for better instruction
5.1. Repeating topics
5.2. Establishing harmonic groups
5.3. Making group presentation
5.4. Questioning
5.5. Using a variety of visual materials
5.6. Implementing a variety of activities
5.7. Giving assignments and projects
5.8. Providing more participation
5.9. Administering a follow-up test at the end of each week
5.10. Drama/Role playing
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APPENDIX T

THEMES AND CODES REGARDING FOCUS GROUP INTERVIEWS

1. Contributions to teaching skills
1.1 Professional development

1.1.1. Having knowledge-background about development and learning

1.1.2. Knowing/understanding students’ needs/behaviors

1.1.3. Knowing how to teach/transfer knowledge
1.1.3.1.  Knowing what to teach
1.1.3.2.  Knowing what to do regarding problems in class
1.1.3.3.  Knowing how to behave
1.1.3.4.  Knowing how to attract sts’ attention
1.1.3.5. Knowing how to communicate with sts

1.1.4. Gaining awareness of being a teacher

1.1.5. Having experiences to apply in their own classes

1.2 Personal development
1.2.1. Being able to express their own opinions
1.2.2. Developing self-confidence
1.2.3. Being able to speak in front of people

2. Contributions to thinking skills
2.1. Thinking strategically in a short time
2.2. Making reasonable comments/ inferences
2.3. Associating with topics
2.4. Relating topics to real life
2.5. Establishing relationship among topics
2.6. Noting differences
2.7.  Exploring their own perspective
2.8.  Finding solutions
2.9. Evaluate their own reasoning
2.10. Realizing other’s opinions
2.11. Defending a view
2.12. Evaluating theories/perspectives
2.13. Considering from different point of views
2.14. Analyzing incidences
2.15. Proposing different/creative opinions

3. Acquisition of course topics
3.1. Basic concepts
3.2. Physical development
3.3. Cognitive development
3.4. Linguistic development
3.5. Moral development
3.6. Personality development
3.7. Classical conditioning
3.8. Operant conditioning
3.9. Social learning theory
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3.10. Gestalt theory

3.11. Information processing theory
3.12. Constructivism

3.13. Humanistic approach to learning
3.14. Motivation

4. Reasons affecting the acquisition of course topics
4.1. Reasons for incompetency

4.1.1. Student-originated reasons
4.1.1.1.  Not studying
4.1.1.2.  Not considering important
4.1.1.3.  Not repeating
4.1.1.4.  Not attending to the course/not participating
4.1.1.5.  Having stress of final exams
4.1.1.6.  Not doing preliminary study

4.1.2. Instruction-originated reasons
4.1.2.1. Not being attracted
4.1.2.2. Not understand how to use
4.1.2.3. Not doing teaching practice
4.1.2.4. Confusing theories/concepts with each other
4.1.2.5. Not being able to form wholeness
4.1.2.6. Not understanding the logic behind theories
4.1.2.77. Not understanding the relation among topics

4.2. Reasons for competency
4.2.1. Student-originated reasons

4.2.1.1.  Studying
4.2.1.2.  Considering topics important
4.2.1.3.  Repeating the topic
4.2.1.4. Having prior knowledge
4.2.1.5.  Being his/her own drama topic
4.2.1.6.  Listening to lessons well
4.2.177.  Doing preliminary study

4.2.2. Instruction-originated reasons
4.2.2.1. Being attracted
4.2.2.2.  Being able to establish relationships among topics
4.2.2.3.  Being able to relate topics with real life
4.2.2.4.  Attractive topics
4.2.2.5.  Understandable topics
4.2.2.6.  To understand how to use/implement topics in teaching

5. Effectiveness of Teaching Methods/Strategies/Activities
5.1. Graphic Organizers
5.1.1.  Coming to class being prepared
5.1.2. Reviews the topic
5.1.3. Preliminary study
5.1.4. Being able to determine points that are not understood
5.2. Case Studies
5.2.1. Visualization of theories in mind
5.2.2. Effective for learning
5.3. Article critique
5.3.1. Contributing to research skill
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5.4. Project

5.4.1. Contributing to research skill

5.5. Journals

5.5.1. Reviewing lesson
5.5.2. Repeating topic

5.6. Drama

5.6.1. Pros
5.6.1.1. Enjoyable
5.6.1.2. Provide understanding/learning
5.6.1.3. Provide retention
5.6.1.4. Putting theories into practice
5.6.1.5. Concreting abstract theories
5.6.1.6. Overcoming excitement
5.6.1.7. Providing better communication among group members
5.6.1.8. Contributing to self-evaluation

5.6.2. Cons
5.6.2.1. Aiming to laugh/attract attentions rather than to explain
theories

5.6.2.2. Not understanding its relation with topic
5.6.2.3. not ensuring equal responsibility among group members
5.6.2.4. performing drama without reading the topic

5.7. Follow-up test

5.7.1. Providing self-evaluation

5.7.2. Effective tool in determining our own deficiencies
5.7.3.  Providing repetition

5.7.4. Providing retention

6. Participation

6.1.

6.2.

6.3.

The way of participation

6.1.1. Expressing his/her opinion

6.1.2. Answering questions

6.1.3. Involving in activities/group studies

6.1.4. Asking questions

6.1.5. Criticizing

Reasons for participating

6.2.1. Enjoyable activities

6.2.2. Spending time efficiently

6.2.3. Having student-centered learning environment
6.2.4. Questions being asked in the class

6.2.5. Diversity of activities

6.2.6. Being attracted

6.2.7. Having participatory characteristic

6.2.8. Having a comfortable classroom environment
Reasons for not participating

6.3.1. Being shy/excited

7. Attitudes toward the course instruction
7.1. Pros

7.1.1. Having an effective learning environment different from other courses
7.1.2. Having an attractive/enjoyable environment

7.1.3. Having a comfortable learning environment

7.1.4. Having a variety of interesting activities

7.1.5. Provide student-centered environment

7.1.6. Experiencing some activities for the first time
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7.1.7.
7.1.8.
7.1.9.
7.1.10.
7.1.11.
7.1.12.
7.1.13.
7.1.14.
sts
7.1.15.
7.2. Cons
7.2.1.
7.2.2.
7.2.3.
7.2.4.
7.2.5.
7.2.6.
7.2.17.
7.2.8.
7.2.9.

Satisfied with the course instruction

Not having grade concern

Being motivated to learn

Having many opportunities to speak/participate

Providing the promotion of thinking skills

Increasing attendance

Increasing active participation

Providing better communication/interaction with teacher and among

Providing better learning/retention

Intensity of the course

Tiring course progress

Pace of the course

Performing tasks continuously

Schedule of the course with other hard courses at the same semester
Teacher-centered instruction

No active participation

Not meeting expectations

Not having any responsibility for their own learning

7.3. Suggestions for activities

7.3.1.
7.3.2.
7.3.3.
7.3.4.
7.3.5.
7.3.6.
7.3.7.
7.3.8.
7.3.9.
7.3.10.
7.3.11.

More student-centered approach
More thinking

Active participation
Discussion

Individual Works

Group work

Assignment

Projects, research

Article critiques

Graphic organizers
Presentation of topics by sts
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APPENDIX U

TURKISH SUMMARY

GIRIS

Bu ¢alisma, Gazi Universitesi Ticaret ve Turizm Egitim Fakiiltesi’nde verilen
egitim bilimleri derslerinden Gelisim ve Ogrenme dersinin, elestirel diisinmeye
dayali 6gretime gore gelistirilmesi siirecinin Stufflebeam’in Cevre, Girdi, Siire¢, ve
Cikt1 (Context, Input, Process, Product-CIPP) modeli kullanilarak degerlendirilmesi
caligmasidir.

Ogretmen egitimi programlarinda, gretmen adaylarinin 6gretim becerilerini
gelistirmeyi ve kaliteli 6gretmenler yetistirmeyi amaglayan c¢esitli ve 6nemli egitim
bilimleri dersleri mevcuttur. Bu amaca ulasabilmek i¢in, bu derslerin etkili bir
sekilde verilmesi ve Ogretimin kalitesinin saglanmasi1 gerekir. Bu sebeple, genel,
mesleki ve teknik egitime yoOnelik Ogretmen egitiminin kalitesini yiikseltmek
amaciyla, 1997 yilinda Ogretmen Yetistirme Tiirk Milli Komitesi kurulmustur.
Ogretmen egitimi programlari yeniden yapilandirilmis ve yenilenen bu programlar
1998-1999 o6gretim yilindan itibaren yiiriirlige girmistir (CHE, n.d.a). Aym
donemde, Ogretmen egitiminin akreditasyonunu saglamaya yonelik girisimler
baslatilmig olup bu baglamda, bir akreditasyon programu gelistirmis ve Ogretmen
egitimi standartlar1 ve Ogretmen yeterlikleri belirlenmistir (CHE, n.d.b). 1995
yilindan beri, Milli Egitim Bakanligi (MEB) da 6gretmen yeterliklerini belirleme
caligmalar1 yapmaktadir (Karagali, 2004). Son olarak, Temel Egitime Destek Projesi
kapsaminda, 0gretmen yeterlikleri yeniden belirlenmistir.

Bu yeterlikleri belirlemenin temel amaci, 6gretmen egitimi programlarinin bu
yeterliklerle donanimli Ogretmen adaylar1 yetistirecek sekilde gelistirilmesini
saglamaktir. Bu amaca hizmet etmesi gereken derslerinden birisi de Gelisim ve
Ogrenme dersidir. Aslinda, belirlenen &gretmen yeterlikleri alanlar1 igerisinde yer
alan ve O6grencilerin gelisim ve 0grenme diizeylerine iliskin bilgi ve becerileri iceren

“Ogrenciyi Tanima” yeterlik alan1 da bu dersin 6nemine isaret etmektedir. Ciinkii bu
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ders, daha sonraki derslerde, 6gretmenlik uygulamasinda ve dgretmen mesleginde
gerekli olan bu bilgi ve becerilerin kazanimina yonelik egitim ortamlar1 saglamayi
amacglamaktadir. Bu baglamda, Peterson, Clark, ve Dickson (1990) 21. yiizyilin
ihtiyaglarma yonelik gelistirilen her 6gretmen egitimi programinin insan geligimi ve
O0grenmesi lizerine bir dersi mutlaka icerecegini ifade etmektedirler. Bu sebeplerden
dolay1, 6gretmen egitimi programlarinin zorunlu bir parcasi olarak bu dersin etkili bir
sekilde Ogretilmesi 6nemlidir.

Bu konuda, elestirel diisiinmeye dayali 6gretim hem etkili 6grenmeyi hem de
elestirel diisinme becerilerinin gelisimini saglamast agisindan yillardir iizerinde
durulan bir yaklasimdir. Ogrencilerin diisiinme becerilerinin gelistirilmesi sadece bir
konuyu 1iy1 bir sekilde 6grenmesi icin degil ¢cagimizin ihtiyaglar: ile bas edebilmek
icin de Onemlidir (Beyer, 1988a; Burden, 1998; Halpern, 1999; Maclure, 1991;
McTighe & Schollenberger, 1991). O yiizden, yilardan beri ilgili arastirma, kitap ve
makalelerde elestirel yada yaratici diisiinme gibi diisiinme becerilerinin dgretiminin
Onemi iizerinde durulmaktadir (Baumfield, 2006; Beyer, 1988a, 1988b, 1991, 1998;
Burden & Williams, 1998; Costa, 1991a; Eggen & Kauchak, 2001; Grant, 1988;
Johnson, 2000; Kincheloe & Weil, 2004; Maclure & Davies, 1991; Moseley,
Baumfield, Elliot, Gregson, Higgings, Miller, & Newton, 2005;. Moseley, Elliot,
Gregson & Higgins, 2005; Nisbet, 1993; Paul, Binker, Martin, & Adamson, 1989;
Sahinel, 2005; Zohar, 2006; Zohar & Dori, 2003; Zohar & Schwartzer, 2005).
Aslinda, diistinme becerilerinin 6nemi Ogretmen merkezli yaklasimdan Ogrenci
merkezli yaklagima doniisiimiin yasanmasiyla birlikte artmustir. Ciinkii dgrenci
merkezli 6gretim, 0grencilerin ezberlemek yerine diisiinceler, fikirler ve gergekler ile
ugragsarak Ogrenmesi iizerinde durmaktadir (Halonen, Brown-Anderson &
McKeachie, 2002; Raths, Jonas, Rothstein, & Wassermann, 1967).

Elestirel diisiinme, kapsamli ve iist diizey entelektiiel bir diisiinme becerisi
olarak diger diistinme becerileri arasinda daha ¢ok 6n plana ¢ikmaktadir. Semerci
(2003), elestirel diisiinmenin dgrencilerin konu alanini daha iyi 6grenmesini, bilginin
baska alanlara transfer edilmesini ve degerlendirme becerisinin gelistirilmesini
sagladigini  belirtmektedir.  Egitim  sistemi  boyunca, Ogrencilere  bilgi
depolanmaktadir; halbuki 6grenme icin bilgi ile dolu olmak yararsizdir. Hughes ve
Lavery (2004)’ nin belirttigi gibi bir birey elde ettigi bilgi iizerinde diisiinmeli ve
aldig1 bilginin gerekliligini, dogrulugunu ve sonuglarmi degerlendirebilmelidir ve bu
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noktada elestirel diisiinme kendini gostermektedir. Sahinel (2005) ise, demokratik
egitim sisteminin, kati davranig kaliplar1 sunmak ve ezberlenmek {iizere bilgiyi
dayatmak yerine, 0grenilenleri yorumlayabilecek ve diisiinmede tarafsiz olabilecek
ogrenciler yetistirecek sekilde elestirel ve yaratict diisiinmeye dayali ogrenme
ortamlarna ihtiyaci olduguna isaret etmektedir.

Elestirel diisiinme, etkili 6grenme kadar hizla gelisen ve degisen hayatin
ihtiyaglari ile miicadele edebilmek i¢in gerekli olan, bu sebeple egitim sisteminin her
asamasinda kazanilmasi gereken bir beceri olarak goriilmektedir. Ciinkii bugiiniin
cagdas diinyasinda, sayisiz bilgiyi sunan bilgi teknolojileri, pasif bir sekilde bilgiyi
kabul eden degil bilgiyi elestiren, degerlendiren ve secen bireylere ihtiyaci ortaya
cikarmaktadir (Sahinel, 2005). Bu noktada, Hughes ve Lavery (2004) de baskalarinin
deger ve fikirlerinin kdlesi olma tehlikesinden korunmak ve entelektiiel 6z saygiy1
gelistirebilmek i¢in elestirel diistinmenin gerekliligini vurgulamaktadirlar.

Ayrica, Sahinel (2005) her vatandasin sosyal problemlerin farkinda olup
yorumlayabilmesi ve ¢6ziim siirecinde yer alabilmesi i¢in elestirel diisiinebilmesi
gerektigi lizerinde durmaktadir. Aslinda, saglikli demokrasinin bir 6n kosulu da
elestirel diisiinebilen, okuyup dinledigini yorumlayabilen ve farkli bakis acilarina
gore olaylar1 degerlendirebilen kisilerden olugsmus bir kamuoyunun varligidir.
Giiniimiizde diisiinme becerileri o kadar ¢ok siklikla dile getirilmektedir ki, cesitli
sektorler tecriibeli oldugu kadar genel diisiinme becerilerine de sahip olan kisileri ise
almalar1 konusunda igverenleri zorlamaktadir. Bu baglamda, elestirel diisiinmenin
gelistirilmesini amaglayan 6gretim programlarin gelistirilmesi, gergek¢i bir diinya
goriisiine sahip, cesitli goriislerin farkinda olan, sosyal ve milli problemlere dikkat
eden ve coziime katkida bulunan, elestirel gozlemci gibi davranan ve demokratik
kurum ve haklarin savunucusu olan genglerin yetistirilmesini saglayacaktir (Sahinel,
2005).

Bu sebeplerden dolayi, elestirel diisiinme Biiyiik Britanya, Avustralya, Yeni
Zelanda, Amerika Birlesik Devletleri gibi iilkelerin politikalarinda iizerinde durulan
hayat boyu 6grenme yaklasimi cercevesinde tiim bireyler tarafindan kazanilmasi
gereken temel beceriler arasinda sayilmaktadir (Pithers & Soden, 2000). Tiirkiye’de
de, Tiirk Milli Egitimin genel amaclar1 elestirel diisiinme becerisinin gelistirilmesinin

Onemine isaret etmektedir.
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Biitiin bu tartigmalar, elestirel diistinme becerisinin 6gretmen egitiminde daha
da gerekli oldugu gercegine gotiirmektedir; cilinkii 6gretmen adaylariin bu beceriyi
kendi smiflarinda 6gretecekleri ve uygulayacaklar: varsayiliyorsa oncelikle onlarin
bu becerinin ne ve nasil oldugunu dgrenmeleri gerekmektedir. Onun i¢in, elestirel
diisiinme becerisi, 0gretmen adaylarinin elestirel diisiinme becerilerini gelistirecek ve
onlarin Ogretim stratejilerini 0grenmelerini saglayacak sekilde Ogretmen egitimi
programlarinin tiim alanlar1 ile biitiinlestirilmelidir. Ancak bu sekilde, 0gretmen
adaylarinmn diisiinme becerilerini kendi 6grencilerine dgretebilmeleri ve onlara model
olmalar1 beklenebilir (Critical Thinking Skills and Teacher Education, 1988;
Tiirniiklii & Yesildere, 2005).

Bu konuda, Peterson, Kromrey, Borg, ve Lewis (1990), yaptiklar1 bir
caligmada, problem ¢6zme ve elestirel diisiinme gibi iist diizey diisiinme becerileri
konusunda egitilen ogretmenlerin, bu becerileri 6gretmede daha iy1 bir performans
sergilediklerini ortaya c¢ikarmiglardir. Anlamli bir etkinin yaratilabilmesi i¢cin bu
konuda bilinglilik saglamanin yeterli olmadigina, bu konuda hem hizmet 6ncesi hem
de hizmet i¢i egitimin Ogretmenlere ve Ogretmen adaylarma verilmesi gerektigine
dikkat cekmektedirler.

Tiirkiye’de ise, ana konusu mesleki ve teknik egitim olan 16. Milli Egitim
Sura toplantisinda, ilgili egitim fakiiltelerinin ezberlemek yerine elestirel ve bilimsel
diisinebilen, arastirabilen, sorgulayabilen, analiz ve sentez yapabilen ve
degerlendirebilen Ogretmenler yetistirmeyi amaglamasi gerektigi vurgulanmistir
(Talim ve Terbiye Kurulu, 1999). Daha sonra, 17. Milli Egitim Surasi’nda da
o0gretmen adaylarimin diisiinme becerilerini gelistirecek sekilde egitim fakiiltelerinin
gelistirilmesi gerektigi ifade edilmistir (Talim ve Terbiye Kurulu, 2006). Kisaca, bu
politikalar ve caligmalar, bugiiniin 6grencileri yarinin 6gretmenleri olarak ogretmen
adaylarinmn  diistinme  becerilerini  gelistirecek  sekilde Ogretmen egitimi
programlarinin ve derslerinin tasarlanmasi gerektigine isaret etmektedir.

Bir dersin veya programin, yeni bir stratejiye gore tasarlanmasi gelisim ve
kalite icin Onemlidir. Fakat gelisime ve kaliteye gotiiren asil 6nemli konu, bu gibi
program ve derslerin tasarlanmadan Once, uygulama siirecinde ve sonrasinda
sistematik bir bicimde degerlendirilmesidir. Ciinkii degerlendirme c¢alismasmin
sonuglary, Ogrencilere daha kaliteli Ogretim firsatlar1 sunabilmek icin nelerin

yapilmas1 gerektiginin altim ¢izmektedir (Saylor, Alexander, & Lewis, 1981). Bu
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sebeple, eger Ogretimin Kkalitesi arttirilmak isteniyorsa, egitim kurumlarinin
gelistirilmesinde  vazgegilmez bir basamak olarak sistematik degerlendirme
caligmalar yiiriitiilmelidir. Bu baglamda, gelisime yonelik sistematik degerlendirme,
(a) ihtiyaglarin belirlenmesi, (b) bilinen alternatiflerden en iyi stratejinin segilmesi,
(c) degisikliklerin uygulanirken denetlenmesi ve (d) bu degisimlerin etkisinin
Olciilmesi asamalarim1 icermektedir (Stufflebeam & Shinkfield, 1985, aktaran
Worthen & Sanders, 1987).

Ozetle, mevcut yazin ve politikalar, elestirel diisinmenin her diizeydeki ve
her alandaki programlara dahil edilmesini desteklemektedir. Diger taraftan,
Tiirkiye’de milli egitim politikalarinda ve programlarda diisiinme becerilerinin
egitimi vurgulanmasma ragmen (Ogretmen Yetistirme ve Egitimi Genel Miidiirliigii,
2006; Talim ve Terbiye Kurulu, 1999, 2004, 2006), uygulamada diisiinme
becerilerini 6greten yada dersin konu alan igerisine entegre eden derslerle 6zellikle
O0gretmen egitimi programlar icerisinde pek karsilasgiimamaktadir ve bu eksiklik bu
konudaki caliymalarin gerekliligine isaret etmektedir. Aslinda, elestirel diisiinmeye
dayali ogretim ile ilgili yapilan caligmalar olmakla beraber, betimsel olanlarin
kapsam1 daha ¢ok Ogrencilerin elestirel diisiinme diizeyini belirlemek ile (Dayioglu,
2003; Kaya, 1997; Kiiriim, 2002; Ozdemir, 2005) deneysel calismalarin kapsami da
bu gibi derslerin akademik basar1 ve/veya elestirel diisiinme becerilerinin veya
egilimlerinin gelistirilmesi lizerindeki etkisini tespit etmek ile simirhidir. Bagka bir
ifade ile, deneysel calismalarda (Akmoglu, 2001; Deniz, 2003; Gozgiir, 2003;
Ozcinar, 1996), cikt1 degerlendirmesi iizerinde durulmaktadir. Ne yazikki, bu gibi
derslerin kapsamli bir degerlendirmesini igeren ¢aligmalar ¢cok azdir. Diger taraftan,
elestirel diisiinme iizerine mevcut yazinda, 6gretmen egitimin daha az dikkate
alindig1 goriilmektedir. Bu da elestirel diisiinmenin gelistirilmesi ve biitiin 6gretim
basamaklarina yaygmlastirilmasi i¢in 6gretmen egitiminin 6neminin olmasi gerektigi
kadar anlagilmadigin1 géstermektedir.

Biitin bu sebeplerden dolayi, O6gretmen egitimindeki egitim bilimleri
derslerinden birinde elestirel diisiinmeye dayali 6gretimi uygulayan ve biitiin siireci
sistematik bir bicimde degerlendiren bir calisma yazindaki sz konusu eksikliklerin
giderilmesine katki saglayacak ve benzer caliymalar yapmak isteyen egitimcilere ve
arastirmacilara 151k tutacaktir. Bu bakis agisindan hareketle, bu caligmada elestirel

diisiinme becerileri Gelisim ve Ogrenme dersi konularina entegre edilmistir. Bu
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calisma, sadece bu dersi elestirel diisiinmeye dayali tasarlamak i¢in degil aymi
zamanda bu dersin tasarlanmadan Once, tasarlanma siirecinde ve sonrasinda
degerlendirmek i¢in de gerceklestirmistir. Baska bir ifadeyle, elestirel diistinmeye
dayal1 6gretim ile zenginlestirilen Gelisim ve Ogrenme dersinin ihtiyaclari, tasarim,
uygulamasi ve ¢iktilar1 degerlendirilmistir ve bu siirecte, ogretimin gelistirilmesine
hizmet eden kapsamli ve sistematik bir degerlendirme gerceklestirilmistir. Yukarida
bahsedilen sistematik degerlendirmenin asamalar1 da, bu caligmanin cercevesini
olusturmustur:

(1) ihtiyacglar1 belirlemek,

(2) ihtiyaclar1 karsilamaya yonelik dersi tasarlayabilmek icin elestirel diigtinme

Ogretim stratejilerini ve fakiiltenin kaynaklarini degerlendirmek
(3) yeniden tasarlanan dersin uygulanmas: siirecini degerlendirmek
(4) yeniden tasarlanan dersin ciktilarini degerlendirmek ve geleneksel 6gretimin
uygulandig1 ayni dersin ¢iktilart ile karsilagtirmak.

Bu cerceveye en iyi denk diisen degerlendirme modeli oldugu icin, Stufflebeam’in
CIPP modeli kullamlmistir. Baglam degerlendirmesi asamasinda, Gelisim ve
Ogrenme  dersine  yonelik  6gretim  ihtiyaclar1  belirlenmistir.  Girdi
degerlendirmesinde, 0grencilerin 6gretim ihtiyaclari, tercihleri ve fakiiltenin mevcut
kaynaklar1 dikkate almarak belirlenen ihtiyaclara cevap olabilecek bir Ogretim
stratejisi olarak elestirel diistinmeye dayali 6gretim yaklasimina gore ders yeniden
tasarlanmistir. Bu sekilde, dersin hem etkili 6grenmeyi saglayacagi hem de elestirel
diisiinmeye tesvik edecegi varsayilmistir. Siire¢ degerlendirmesinde ise, yeniden
tasarlanan ders uygulanmis ve Ogrencilerin dersin isleyisine yOnelik tepkileri ve
diistinceleri degerlendirilmistir. Son olarak, 6grenme ve elestirel diisiinme {izerine bu
dersin etkileri degerlendirilmis ve geleneksel 6gretim yaklagimiyla 6gretilen dersin

ciktilari ile karsilastirilmistir.

Calismanin Amaci

Bu ¢alismanim amaci, elestirel diisiinmeye dayal1 6gretim ile zenginlestirilen
Gelisim ve Ogrenme dersinin ihtiyaglarmi, tasarimmi, uygulamasmni ve sonuglarii
Stufflebeam’in CIPP modelini kullanarak degerlendirmektir.

Bu calismada, kendi i¢inde alt arastirma sorularini da iceren ve CIPP modelin

dort asamasina da karsilik gelen dort temel arastirma sorusu bulunmaktadir. Bunlar;
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(1) Gelisim ve Ogrenme dersinin hangi acilardan gelistirilmeye ihtiyac1 vardir?
(Baglam degerlendirmesi),

(2) Ogrencilerin 6gretimsel ihtiyaglarmi giderecek sekilde bu ders elestirel
diistiinmeye dayal 6gretime gore nasil tasarlanabilir? (Girdi degerlendirmesi),

(3) Ogrenciler agisindan yeniden tasarlanan bu ders nasil uygulanmaktadir?
(Stire¢ degerlendirmesi), ve

(4) Geleneksel 6gretimin  uygulanildigi  Gelisim ve Ogrenme dersi ile
karsilastirildiginda yeniden tasarlanan bu dersin etkileri nelerdir? (Cikti

degerlendirmesi).

YONTEM

Degerlendirme modelinin her bir asamasinda, nitel ve/veya nicel yontemleri
iceren farkli bir aragtirma deseni kullanilmistir. Baglam degerlendirmesinde ve cikt1
degerlendirmesinde hem nitel hem nicel yOontemlerden olusan karma desenler
kullanilmistir. Bu cahisma, Gazi Universitesi Ticaret ve Turizm Egitim Fakiiltesi
Muhasabe ve Finansman Egitimi Boliimii’'nde gerceklestirilmistir. Veriler ise cesitli
nitel ve nicel veri toplama araglari ile farkh veri kaynaklarindan elde edilmistir.

Baglam degerlendirmesi asamasinda, 2005-2006 akademik donemde 2., 3. ve
4. smifta olan Muhasebe ve Finansman Egitimi Boliimii 6grencilerinden ve 6gretmen
olan yeni mezunlardan ihtiyac analizi anketi aracili@iyla veriler toplanirken, boliimde
egitim derslerine giren Ogretim elemani, boliim baskan yardimcist ve MEB’da
gorevli bir uzman ile bireysel goriigme yapilmigtir.

Girdi degerlendirmesi asamasinda, Gelisim ve Ogretim dersi ile ilgili 6gretim
programlar1 ve ders kitaplar1 incelenmis ve fakiiltenin kaynaklar1 arastirilmistir. Elde
edilen bilgilere gore ders tasarlanmistir.

Yeniden tasarlanan dersin uygulanmasi siirecinde deneysel bir calisma
gerceklestirilmistir. Bu sebeple, uygulama oncesinde 2006-2007 Giiz doneminde bu
dersi alan 6grenciler 4 gruba ayrilmis ve bunlardan 2’°si deneysel ve 2’si kontrol grup
olarak rastgele secilmistir. Siire¢ degerlendirmesinde, deney grubundaki 6grencilerin
her hafta doldurduklar1 6grenci giinliikleri degerlendirilmistir.

Cikt1 degerlendirmesi asamasinda ise, onceden gelistirilip pilot testi yapilan
bir basar1 testi, Ontest, sontest ve kalicilik testi olarak hem kontrol hem deney

grubuna uygulanmistir. Ayni zamanda, Kokdemir (2003) tarafindan Tiirkce’ye
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uyarlamasi yapilan Kaliforniya Elestirel Diisiinme Egilimi Envanteri (California
Critical Thinking Disposition Inventory-CCTDI) 6n ve son test olarak her iki gruba
verilmigtir. Bu testlerden elde edilen sonuglar, her iki grup icin karsilagtiriimigtir.
Ogrenci performanslarinin gruba ve teste gore degisim gosterip gostermedigini test
etmek amaciyla Karma Faktoriyel ANOVA ve ANCOVA ile veriler analiz
edilmistir. Bunlarin yam sira, her gruptan bir grup 6grenci ile 4 odak grup goriismesi
yapilmistir. Odak grup goriismeleri ile Ogrenci giinliiklerinden elde edilen nitel

veriler icerik analizi yontemi ile analiz edilmistir.

BULGULAR VE TARTISMA

Baglam Degerlendirmesi

Baglam degerlendirmesi asamasinda, boliim baskan yardimcisi, boliimde
egitim derslerini veren ogretim iiyesi ve MEB’de gorevli uzman profesor ile yapilan
bireysel goriismeler 6gretmen egitimindeki dnemli ihtiya¢ noktalarina 1s1k tutmustur.
Bu konuda, boliim baskan yardimcisi, 6zellikle 6gretmen adaylarinin yorum ve
cikarimlar yapabilme ve farkli bakis agilar1 gelistirebilme gibi diisiinme becerilerine
ihtiyaglar1 oldugu {iizerinde dururken, profesdor ve Ogretim elemani Ogrencilerin
teorileri uygulamaya koyabilmeleri saglayan ogretmenlik uygulamasinin yetersiz
kaldigin1 vurguladilar. Aslinda, teorilerin Ogretim hayatina uygulanmasi ve
uyarlanmasi problemi, Egitim Psikolojisi dersleri ile ilgilenen egitimcilerin de ana
kaygilarindan biridir (Kiewra & Gubbels, 1997; Peterson, Clark & Dickson, 1990).

Bunlarin yani sira, goriisme sonuglari, 6gretmen egitimi programlarinin ve
Gelisim ve Ogrenme dersinin ana hedefleri ile ilgili goriismecilerin goriislerini de
ortaya cikarmistir. GOriismecilere gore, 0gretmen egitiminin amaci; alan ve pedagoji
bilgisine ve Ogretim becerisine sahip, Cumhuriyet’in temel ilkelerine uyan, kisilikli
iyi vatandaslar olan ve diisiinen Ogretmen adaylar1 yetistirmektir; bu dersin temel
hedefleri ise, bireylerin gelisim ve Ogrenmelerine iligkin bilginin dogasmi ve bu
bilgilerin 6grenme ortaminda nasil uygulanacagini anlamaktir.

Boliimdeki toplam 321 kisiden olusan 1., 2. ve 3. smif dgrencilerine ve 28
kisiden olusan mezunlara uygulanan ihtiya¢ analizi anketi sonuclari, bu dersin
yeniden diizenlenmesinde dikkate alinmasi gereken Ogretim ihtiyaglarini ve

problemlerini ve dgrencilerin dersin dgretimine iligkin tercihlerini ortaya ¢ikarmustir.
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Dersin hedeflerine iliskin olarak, 6grencilerin ve mezunlarin neredeyse hepsi
ankette verilen biitiin hedeflerin Onemli/cok ©6nemli oldugunu diisiindiiklerini
belirtmislerdir. Ozellikle, 6grenciler arasindaki farkhiliklar1 anlayabilme, 6grencilerin
gelisimlerine yardimci olabilme, uygun Ogretim ortamu hazirlayabilme ve
Ogrenilenleri smif ortaminda uygulayabilme gibi teorinin pratige doniistiiriilmesi ile
iliskili hedeflere daha ¢ok onem verdikleri goriilmiistiir. Biitiin hedeflerin ¢ogunluk
tarafindan onemsenmesi, hem bu hedeflerin hem de bu hedeflerin iliskili oldugu ders
iceriginin bu derste kapsanmasi gerektigine isaret etmistir. Bu baglamda, hedeflerin
iliski oldugu konular Gelisim (Gelisim ile ilgili temel kavramlar, fiziksel ve
psikomotor, bilissel, dil, ahlaki ve kisilik gelisimi), Ogrenme (Ogrenme ile ilgili
temel kavramlar, davranig¢i ve biligsel 6grenme yaklagimlari) ve Giidiilenmedir.

Ogrencilerin ve mezunlarm c¢ogu bu hedef ve igerigin 6nemli oldugu
konusunda hem fikir olmasina ragmen, bu hedeflerin, 6zellikle biligsel ve dil gelisimi
ile 1ilgili ve iist diizey diisiinme becerisi gerektiren hedeflerin kazanimi konusunda
kendileri yeterli gormemektedirler. Ust diizey diisiinme becerilerinin kazaniminda
yasanan problemler, 6gretmen merkezli didaktik ogretimin yaygin oldugu iiniversite
oncesindeki 6gretim hayatinin bir sonucu olabilir; ¢iinkii diisiinme becerilerinin
okullarda gelistirilmesi Tiirkiye’nin egitim politikalar1 ve caligmalar1 arasinda son
yillarda yer alan bir konudur. Didaktik 6gretimin iilke ¢apinda hala yaygin olmasi
sadece Tiirkiye’ye 0zgii bir problem degildir. Bu sebeple, 6grencilerin iiniversitelere
gelmeden Once iist diizey diisiinme becerilerinin gelistirilmesinin 6nemi iizerinde
Ozellikle durulmaktadir (Harrigan & Vincenti, 2004).

Bunun yani sira, hedeflerin kazanimdaki problem, bu dersin Ogretme-
O0grenme siirecinin yetersizliginden de kaynaklanmis olabilirdi. Bu noktada, dersin
islenisine iligkin Ogrencilerin vermis oldugu cevaplar da bu yetersizligi ortaya
cikarmigtir; ¢iinkii 0grenmede etkili oldugunu diisiindiikleri etkinliklerin cogunun bu
derste ya nadiren yer aldigini ya da hi¢ uygulanmadigi ifade edilmistir.

Anketlerden elde edilen bu sonuglar, hedeflerin 6nemi ile kazanimi arasinda
ve ders etkinliklerinin/stratejilerinin etkililigi ile derste uygulanma siklig1 arasinda
farkliliklarin oldugunu gostermistir. Bu durum, dersin dgrenme-6gretme siirecine
iliskin bu sorunlarin giderilmesine yonelik bir takim onlemlerin alinmas1 gerektigine

isaret etmistir.

343



S6z konusu bu Onleler konusunda, 6grencilerin ankette sorulan etkinliklerin
etkililigine iliskin vermis olduklar1 cevaplar yol gosterici olmustur. Ogrencilere ve
mezunlara gore Ogrenmede ve diisiinme becerilerinin gelistirilmesinde etkili
olabilecek etkinlikler, her konunun sonunda izleme testinin verilmesi, aktif katilim,
yaratici diisiinmeyi gelistiren etkinlikler, 6grenciler ile 6gretmen arasinda etkilesimin
saglanmasi, Ogrencilere Ogrenmede sorumluluklarin verilmesi, grup c¢alismasi,
ogrenci merkezli etkinlikler ve dramadir. Bu bulgular, dgrencilerin ve mezunlarin
aktif 6grenme ve diisiinme becerisi etkinliklerinin, sinif i¢i etkilesim ve katilimin ve
izleme testlerinin etkili Ogrenmeyi saglayacagma ve diisiinme becerilerini
gelistirecegine inandiklarini ortaya ¢ikarmustir.

Son olarak, oOgrenci basarisinin degerlendirilmesinde kullanilabilecek
tekniklere iliskin olarak, vize ve final sinavlar1 i¢in ¢cogunlukla tercih edilen teknik
coktan se¢cmeli testtir. Derste cesitli kuramlar ve konular yer aldig: i¢in, klasik yazili
smavin daha zor oldugu diisiiniilmiis olabilir. Struyven, Dochy ve Jahnssens
(2005)’m yaptiklar1 bir calismaya gore, yazili yoklamalara kiyasla ¢oktan se¢meli
testlerin kolay olmasi, daha az heyecana ve daha fazla basar1 beklentisine sebep
olmas1 ve daha az karmagik olmasi sebebi ile yiiksek Ogretimde daha ¢ok tercih
edilmektedir. Izleme testleri, siif i¢i katilim ve grup projeleri ise diger siklikla tercih
edilen tekniklerdir. Sonu¢ olarak, bu ihtiya¢ analizi, dersin Ogretme-6grenme
stirecine iligkin eksiklikleri ve dgrencilerin bu dersin dgretimine iliskin tercihlerini
ortaya ¢ikarmistir. Bu sebeple, bir sonraki adimda 6grencilerin tercihlerini de dikkate

alarak, bu dersteki eksiklikleri gidermeye yonelik ders yeniden tasarlanmustir.

Girdi Degerlendirmesi

Baglam degerlendirmesinde, dersin 6gretimine iligkin problemleri, ihtiyaglar:
ve tercihleri ortaya ¢ikarilmistir. Girdi degerlendirmesinde ise, bu sonuglarin 15181
altinda bu problemleri gidermek ve ihtiyaclar1 karsilamak {izere ders yeniden
tasarlanmigtir. Bu sorunlar1 ¢Ozmenin, Ogretim stratejilerinin gelistirilmesi ve
degistirilmesi ile basarilacagi varsayilmistir. Bu konuda, mevcut yazin genel olarak
elestirel diisiinme becerilerinin gelistirilmesine yonelik 6gretme-Ogrenme stratejileri
ile istenilen hedeflere ulasilabilecegi belirtilmektedir (Eggen & Kauchak, 2001;
Halonen, Brown-Anderson, & McKeachie, 2002; Nisbet, 1993; Raths, Jonas,
Rothstein, & Wassemann, 1967).
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Bu goriisten hareketle, Gelisim ve Ogrenme dersi, elestirel diisiinme
becerisine dayali olarak ve Kemp, Morrison, ve Ross’un 6gretim modeli kullanilarak
yeniden tasarlanmistir. Baglam degerlendirmesi sonucglarina gore dersin amaci ve
hedefleri belirlenmistir. Icerigin olusturulmasinda bu ders ile ilgili cesitli 6gretim
programlar1 ve ders kitaplar1 incelenmistir. Dersin 6gretme-6grenme siirecinde ise,
dersin hedeflerinin kazanimma yoOnelik elestirel diisiinme etkinliklerinin
planlanmasm iceren Eggen ve Kauchak (2001)’in Tiimevarimsal Ogretim
Modeli’nden yararlanilmis ve ders planlar1 bu modele gore hazirlanmistir. Bu arada,
ilgili yazin ve baglam degerlendirmesi sonuglar1 da Ogretme-0grenme etkinlik ve
stratejilerinin belirlenmesine yardimci olmustur. Elestirel diisiinmeye yonlendiren
soru sorma, Ornek olay, diislinme becerisi caliyma yapraklar1 etkinlikleri
(karsilastirma, karar verme, problem ¢6zme, vb.), bulmaca, poster hazirlama, drama,
kavram haritalari, makale elestirisi ve proje gibi ¢esitli aktif grenme stratejileri ders
kapsaminda yer almistir. Ayrica 6grencilerin smif i¢i ve disinda yapmis olduklar:
caligmalar1 portfolio igerisinde toplamalar1 istenmistir. Bunlarla birlikte, Ogretim
materyali olarak ¢calisma yapraklar1 ve dokiimanlarin yani sira tepeg6z, projektor ve
video gibi fakiiltedeki mevcut kaynaklar belirlenmistir. Son olarak, 0Ogrenci
basarisinin degerlendirilmesinde, vize ve finalin yam sira 0grencilerin hazirladiklar:

portfolio, izleme testi sonuglari, smif i¢i katilim ve ddevler dikkate alinmistir.

Siire¢ Degerlendirmesi

Yeniden tasarlanan Gelisim ve Ogrenme dersi, onceden belirlenen iki
deneysel grupta uygulamaya konulmustur. Bu uygulama siiresince dgrencilerden her
hafta giinlik doldurmalar1 istenmis, boylece Ogrenciler acisindan dersin nasil
islendigine iliskin goriisler belirlenmeye calisilmistir. Donem boyunca toplanan 718
O0grenci giinliigliniin icerik analizi sonucu bes tema belirlenmistir: “Ogretimin
o0grenme iizerindeki etkililigi”, “Ogretimin diisiinme becerileri iizerindeki etkileri”,
“daha i1yi O0grenmeye yonelik metabiligsel beceriler”, “zorluklar/problemler”, ve
“daha 1y1 O6gretim i¢in Oneriler”.

Elde edilen sonuclar, mevcut yazinin da destekledigi gibi, 6grencilerin ¢cogu
acisindan elestirel diisinmeye dayali 6gretimin Ogrenme, anlama, ve diisiinme

becerilerini kullanma acgisindan faydali oldugunu gostermistir (Beyer, 1988a;

Johnson, 2000; Raths, Jonas, Rothstein, & Wassemann, 1967; Zohar & Dori, 2003).
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Derste kullanilan aktif 6grenme etkinliklerinin/stratejilerinin ve 6grenme ortaminin
bu sonug iizerinde etkili oldugu gozlenmistir. Ciinkii 6grencilere gore, soru sorma,
grup calismasi, ornek olay ve tartisma gibi aktif 6grenme stratejileri onlarm konular:
daha iyi 6grenmelerine, kuramlar1 pratikte de uygulayabilmelerine, eksikliklerini fark
etmelerine ve konular1 tekrar edip hatirlamalarina yardimci olmustur. Bu
stratejilerden, soru sorma hem diisiinme becerilerini gelistirmesi hem de 6grenmeye
yardimc1 olmasi agisindan zaten iizerinde durulan bir yontemdir (Paul, 1991). Benzer
sekilde, ozellikle biligsel 6grenme yaklasimi agisindan, igbirligine tesvik eden grup
caligmalar1 da daha iyi anlamanm saglanmasi ve bilisin gelistirilmesi yOniinden
tercih edilen bir yontemdir (Beck & Kosnik, 2006; Johnson & Johnson, 1991;
Woolfolk, 2004). Ornek olay ve tartisma ile ilgili olarak, bu yontemlerin elestirel
diisiinmeyi gelistirdigi, bireylerin biligsel ve duyussal yapilarinin gelisimine destek
oldugu, bilginin transfer edilmesini ve anlamli 6grenmeyi sagladig: belirtilmektedir
(McDade, 1995; Weston & Cranton, 1986).

Ayrica, Ogrenciler bu stratejilerin, Ogrenmenin On kosullar1 arasinda
varsayilan aktif katilimi ve etkili etkilesimi sagladigini, dersi dikkat cekici hale
getirdigini ve motivasyonlarini arttirdigini belirtmislerdir. Bu stratejiler arasinda soru
sorma ve tartisjmanin Ogrencileri diisiinmeye ve 6grenmeye yonlendirecek sekilde
smif ici etkilesime tegvik ettigi belirtilmektedir (Costa, 1991c; Paul, 1991). Bunun
yami sira, bu dersin, kolaylikla konusabildikleri, diisiincelerini rahatlikla ifade
edebildikleri, kendi sozciiklerini kullanabildikleri, farkli goriisleri fark edebildikleri
ve farkli bakis acgilarindan diisiinebildikleri rahat, eglenceli, etkilesimli ve aktif bir
O0grenme ortamu sagladigi da ifade edilmistir.

Elestirel diisiinme becerilerinin uygulanmasi agisindan, 6grenciler diiglinme
becerilerini kullanip kullanmadiklarini agiklamakla birlikte nasil kullandiklar:
konusunda genelde fazla aciklama yapmamuslardir. Fakat giinliiklerde yer alan
cevaplardan, aktif Ogrenme stratejilerinin elestirel diisiinmeyi tesvik ettigi
anlasilmustir. Ornegin, soru sormanmn onlarin kendi fikirlerini iiretmelerini ve
kuramlarla ilgili tamimlari, ilkeleri ve ¢ikarimlar: kendi kendilerine tespit etmelerini
sagladig: ifade edilmistir. Giinliiklerden elde edilen sonucglara gore, diisiinmeye en
cok tesvik eden yontem, Ornek olay calismalaridir. Ciinkii 6grenciler genelde 6rnek
olaylar sayesinde konularla olaylar: iliskilendirebildiklerini, kendilerini kisilerin ve

olaylarin yerine koyabildiklerini, kisi ve olaylar1 analiz edip sorgulayabildiklerini,
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¢Oziim tiretebildiklerini, kendi goriislerini gelistirebildiklerini, sonug¢ ve ¢ikarimlarda
bulunabildiklerini ve farkli goriisleri degerlendirebildiklerini belirtmislerdir.

Giinliiklerden elde elden sonuglara gore, elestirel diisiinmeye dayali 68retim,
zorluklar1 da beraberinde getirmistir. Ornegin, baz1 6grenciler heyecanli ve cekingen
olduklar1 icin bu ders ortamindan kendi fikirlerini ifade etmede, konusmada ve
katim gostermede sikinti yasadiklarini belirtirken, bazilar1 ise biligsel gelisim,
klasik ve edimsel kosullanma gibi konular1 anlamakta zorluklar yasadiklarini ifade
etmislerdir. Dolayisiyla, bu 6grenciler i¢in dersin 6gretim sekli onlarin bu konular:
anlamalarina yardimci olmamustir. Bazi Ogrenciler ise, Piaget’nin goriisii ile
Vygotsky’nin  goriislerinin, edimsel kosullanma ile klasik kosullanmanin,
yapilandirmacilik ile diger biligsel Ogrenme kuramlarmnin ve biligsel O6grenme
kuramlar1 ile davranis¢t 6grenme kuramlarinin karsilastirilmasinda zorlandiklarini
ifade etmislerdir. Halbuki 6grencilerin ¢ogu bu karsilastirma etkinliklerinin onlarin
konular1 daha 1y1 anlamalarma yardimci oldugunu belirtmislerdir. Verilen cevaplara
gore, bu etkinliklerde yasanan problemlerin sebeplerinden biri, bu konular1
karsilagtirabilecek kadar iyi O6grenmemis olmalariydi. Diger yandan, diisiinme
becerisi diisiik olan 6grenciler, bu gibi iist diizey diisiinme gerektiren etkinliklerde
zorluklar yasamis olabilirlerdi. Ciinkii benzerlik ve farkliliklar: tespit etmek, bilme
ve kavrama becerilerine gore daha iist diizey diistinme becerileridir (Brown, 2004;
Quellmalz, 1985).

Bu zorluklara ek olarak, ogrencilerin dersteki basarilarmi da etkilemis
olabilecek birka¢ problemler de ifade edilmistir. Bu sikayetler, daha ¢cok donemin
basinda yasanan grup iiyelerinin birbiri ile anlasamamasi, ayni donemde aldiklar1
diger zor dersler yiiziinden ders yiiklerinin fazla olmasi, grup caligmalarinda grup ici
fikir aligverisi ve yorumlar icin zamanm yetersiz kalmasidir. Ogrenciler bu
sikayetlerin yan1 swra daha 1iyi Ogretim icin Onerilerde de bulunmuslardir.
Ogrencilerin genelinin dersten memnun olmalarina ragmen, biitiin bu sikayetler ve
Oneriler donem boyunca dersin daha etkili islenebilmesi i¢in dikkate alinmustir.
Aslinda, giinliiklerde Onerilen 6gretim stratejilerinin, 0zellikle ilk hafta onerilenlerin
bazilar1 ders daha tasarlanirken planlanmis olan ve sonraki haftalarda uygulanan
stratejilerdi. Bu Onerilerin disinda, grup ¢aligmalar i¢cin kendi sectikleri arkadaslari
ile grup olusturmak siklikla dile getirilen bir Oneriydi. Bu konuda, isbirlik¢i

O0grenmenin oldugu bir grupta kisilerin birbirini tanimasinin, goriislerini paylagsmak
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ve yeni fikirler iiretmek i¢in Ogrencilerin giivenini etkileyen bir faktor oldugu
belirtilmektedir (Beck & Kosnik, 2006). Bunun iizerine, 6grencilerin kendi gruplarini
olusturmalarina izin verilmistir. Bununla birlikte, kimi O6grenciler her hangi bir
konunun ya da 6devin Ogrenciler tarafindan sunulmasint Onermislerdi. Sonraki
haftalarda, kisilik gelisimi konusu islenirken 6grencilerin kendiliginden hazirlanarak
konuyu sunmalar1 istenmistir. Ogrenciler bu etkinlik sonucunda memnuniyetlerini
belirtmislerdir. Bunun disinda, bagka etkinlikler ve stratejiler Onerilmis olsa da
zaman kisitliligr sebebi ile onlarin sadece bir kacina yer verilebilmistir. Ders ile ilgili
yapilan degisiklerden birisi de 0grencilere verilen ddevlerle ilgiliydi. Bunun iizerine,
son haftalarda, 0grenciler ddevlerin fazlaligindan sikayet etmeleri iizerine, donem
sonuna yetistirmeleri gereken bir projeleri oldugu icin onlarin motivasyonlarini
diistirmemek adina daha fazla 6dev verilmemistir.

Giinliiklerde ortaya ¢ikan bir baska sonug ise, 0grencilerin sadece 6grenmede
yasadiklar1 problemlerin ve zorluklarin degil ayn1 zamanda ogrenmelerine yardimci
olabilmek i¢in ne yapmalar1 gerektiginin de farkinda olduklarmni gostermistir. Daha
1yl 6grenmek ya da anlamadiklar1 yerlere ¢alismak icin diizenli ve planli ¢aligmak,
daha cok okumak, farkli kaynaklar arastirmak, sinif i¢i etkinlikleri tekrarlamak, not
almak gibi stratejilerden bahsetmislerdir. Bu farkindalik ise, bir bireyin kendi
O0grenme sistemi ve biligsel siirecleri hakkinda bilgi sahibi olmas1 ve ne yapacagi
konusunda karar verebilmesi olarak tanimlanan metabiligsel (Duell, 1986; Eggen &
Kauchak, 1997; McCown & Roop, 1992; Ormrod, 2008; Slavin, 2003) (Duell, 1986;
Eggen & Kauchak, 1997; McCown & Roop, 1992; Ormrod, 2008; Slavin, 2003) bir
ozelliktir. Diger yandan, ogrenciler ne yapabileceklerini soylemekle birlikte bunlar:
uygulayip uygulamadiklari ile ilgili bilgi vermemislerdir. Halbuki, metabilis sadece
O0grenmek icin ne yapilmasi gerektigini bilmeyi degil bunlarin uygulanmasmi da

gerektirmektedir (Ormrod, 2008).

Cikt1 Degerlendirmesi

Bu asamada, Ontest-sontest deneysel calismanin ¢iktilar1 degerlendirilmigtir.
Veriler, donemin basinda, sonunda ve bitiminden 6 hafta sonra uygulanan (kalicilik
testi olarak) basar1 testi ile donemin basinda ve sonunda uygulanan CCTDI ve odak
grup goriismelerinden elde edilmistir. Ogretim eleman tarafindan 3 yildir uygulanan,

agirlikli olarak diiz anlatim olmak iizere soru sorma, drama ve izleme testinin
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kullanildig1 kontrol grubundaki geleneksel 6gretimden elde edilen sonuglar ile deney
grubundaki elestirel diisinmeye dayali Ogretimden elde edilen sonuclar
karsilastirilmistir.

Basar1 testi sonucglarina gore, hem kontrol hem de deney gruplarindaki
ogrenciler On test ile karsilastirildiginda son test iizerinde daha basarili olmuslardir.
Ogrencilerin genel not ortalamalarmin kontrol edildigi Karma Faktoriyel ANCOVA
sonuglar1 ise, Ogrencilerin 6n ve son testteki ortalama performanslar1 agisindan,
deney ve kontrol gruplar1 arasinda anlamli bir farklilik bulunmadigim1 gostermistir.
Akademik basarinmn yami sira, geleneksel Ogretim ile karsilastirildiginda elestirel
diisinmeye dayali 6gretimin kalicilik iizerindeki etkisi incelendiginde de, iki grup
arasinda anlamli bir farklilik tespit edilememistir. Bu ¢alismada, kalicilik testi donem
bittikten alt1 hafta sonra uygulanmistir. Eger bu test daha sonraki haftalarda
uygulanmis olsaydi ya da ikinci bir uygulamasi yapilmis olsaydi, elestirel diistinmeye
dayal1 ogretimin kalicilik iizerine etkisi konusunda daha iyi bilgi saglanabilirdi. Bu
konuda, Adey (1991) elestirel diisiinmeye dayali 6gretimi fen bilgisi alaninda
uyguladigr calismasinda, c¢alismanin hemen bitiminde uyguladigi basar1 testi
sonuclar1 iizerinde deney ve kontrol gruplar1 arasinda anlamli bir fark bulamazken, 1
yil sonraki uygulamasinda iki grup arasinda anlamli farkliliklar tespit etmistir.

Kisaca, basar1 ve kalicilik testi sonuclari, elestirel diisiinmeye dayali
Ogretimin akademik basar1 ve bilginin kaliciligi iizerindeki etkisinin geleneksel
Ogretimin yarattig1 etkiden daha farkli olmadigim ortaya ¢ikarmistir. Bu sonug, bu
konuda yapilan c¢esitli calismalarin sonuclart (Akmoglu, 2001; Deniz, 2003;
Kokdemir, 2003; Sahinel, 2001) ile ¢eligse de, benzer sonuglarin elde edildigi bazi
caligmalar da bulunmaktadir (Adey, 1991; Reed, 1998; Reed & Kromrey, 2001;
Solon, 2007). Hatta deney grubunda daha diisiik performansin gozlenmesi gibi
diisinmeye dayali ogretimin olumsuz etkileri de hala tartisilmaktadir (Lohman,
1986; Woolfolk, 2004).

Bu calismaya 6zgii olarak, Reed (1998)’in ¢alismasinda gozlendigi gibi, her
iki grupta kullanilan Ogretim stratejilerinin 6grenmeyi destekleyici olmasi bu
sonuclar iizerine etkili olmus olabilir. Reed (1998), Paul’iin elestirel diisiinme
modelinin Amerikan Tarihi dersindeki etkisini incelemis fakat konu bilgisi agisindan
deney ve kontrol gruplar1 arasinda anlaml bir farkhilik bulmamistir ve bu sonucu,

kontrol grubunda da anlamli Ogrenmeyi saglayacak yontemlerin kullanilmis
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olmastyla aciklamaya calismistir. Bu durum, mevcut ¢aligma i¢in de gecerli olabilir
clinkii bu caligmada da, deney grubunda elestirel diisiinmeyi tesvik eden aktif
ogrenme etkinlikleri/stratejileri kullanilirken, kontrol grubunda ise Ogrenmede ve
kalicilikta etkili olan drama ve izleme testleri uygulanmistir. Dramanm 6grenme ve
kalhicilik iizerindeki olumlu etkisi ile 1ilgili cesitli caligmalar bulunmaktadir
(Andersen, 2002, 2004; Henry, 2000; McNaughton, 2004; Montgomerie & Ferguson,
1999; Morgan & Saxton, 1985). Her hafta uygulanan izleme testleri ile ilgili olarak
da Myers ve Myers (2007) yaptiklar1 bir ¢calismada, her hafta sinav olan 6grencilerin
akademik basarilarmin sadece vize smavina giren Ogrencilerden daha yiiksek
oldugunu belirlemislerdir. Ayrica, ¢coklu degerlendirme araglarinin 6gretmen-dgrenci
arasinda iletisim sagladigi boylece Ogrencilerin performanslar: ile ilgili doniit
alabildikleri belirtilmektedir (Huba & Freed, 2000, aktaran Myers & Myers, 2007).
Odak grup goriismelerinde de, Ogrenciler izleme testleri sayesinde eksikliklerini
belirleyebildiklerini, kendilerini degerlendirebildiklerini ve bu yilizden bu testlerin
hem konunun tekrarma hem de konunun akilda kaliciligmma etki ettigini
sOylemislerdir. Bu sebeple, kontrol grubunda uygulanan bu yontemlerin, bu gruptaki
ogrencilerin deney grubundaki Ogrencilere benzer diizeyde basar1 gostermelerine
sebep oldugu diisiiniilebilir. Kisaca, bu yontemlerin 6grenmedeki etkisi, elestirel
diistinmeye dayal 6gretimin dersteki basar tizerindeki etkisini gélgelemis olabilir.
Diger yandan, elestirel diisinmeye dayali Ogretim ile ilgili yapilan
tartigmalardan birisi de bu Ogretim yaklasimimin dersin konularinm 6grenimi icin
gerekli olan zamam kisitlayip kisitlamadigi iizerinedir (Adey, 1991; Reed, 1998;
Reed & Kromrey, 2001; Solon, 2007). Bu ¢alismalarda, ders zamaninin bir kisminin
diisiinme becerileri iizerine etkinliklere ayrildigi ve bu yiizden icerikteki konularin
kapsanmasi i¢in ayrilan zamanin deney gruplarinda daha az oldugu belirtilmektedir.
Bu sebeple, daha az zaman ayrilmasma ragmen her iki gruptaki 6grencilerin basari
testi iizerindeki performanslarinin benzer olmasi, diisiinme becerilerine dayali
Ogretimin konularin 6grenilmesini engellemediginin bir kanit1 olarak goriilmektedir
(Adey, 1991; Reed, 1998; Reed & Kromrey, 2001; Solon, 2007). Bu bakis acisiyla
degerlendirildiginde, geleneksel 6gretime kiyasla, Gelisim ve Ogrenme dersinin
elestirel diisiinmeye dayali 6gretiminin, konularin Ogrenilmesinde bir kisitlamaya

sebep olmadig1 diisiiniilebilir.
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Diisiinme becerisi 0gretiminin olumsuz etkileri iizerine yaptig1 bir derleme
calismasinda, Lohman (1986) daha 6nce kazanilan biligsel stratejilerin yeni diisiinme
ve 0grenme yaklagimlarmin kazanimina yardimci oldugunu mu yoksa engelledigini
mi tartigmaktadir. Ona gore, iyi 0grenen bir 6grenci zaten organize ve otomatik bir
biligsel O0grenme sistemine sahiptir ve Ogrenci bunlar1 bastirip yeni yontemleri
ogrenmek icin caba gosterse de bu sistem otomatik bir bicimde islemeye devam
edecektir. Bu sebeple, diisinmeye dayali Ogretimin siiresinin etkisi iizerine
caligmalarin yapilmasi gerektigini dnermektedir c¢iinkii bu tiir yeniliklerin etkisinin
uzun donemde goriilebilecegini diisiinmektedir. Mevcut calismada ise, 6grenciler
verilen etkinlikler iizerinde aktif bir bicimde calismis olsalar bile bir donem
icerisinde elestirel diistinmeye dayali Ogretime tam olarak adapte olamamis
olabilirler ve bu sebeple kendi siradan 6grenme stratejilerini kullanmaya devam
etmis olabilirler. Onun icin performanslari, kontrol grubundaki 6grencilerden daha
farkli olmamis olabilir. Halbuki, bir donemden daha uzun siire ile bu 6gretim
gerceklesmis olsaydi, daha cok uygulama sonucunda Ogrenciler bu 0gretime adapte
olabilirlerdi ve bu 6gretimin 6grenme iizerindeki etkisi gozlenebilirdi.

Basar1 ve kalicilik testlerinin yam sira, odak grup goriismeleri sonuglarina
gore, kontrol grubundan goriisiilen 6grencilere kiyasla, deney grubundan sadece
birka¢ Ogrenci kendilerini bu dersin konularinda yetersiz géormektedir. Cogu ise,
icerisinde kavram haritalarinin, 6devlerin, smif i¢i etkinliklerin ve 6rnek olaylarin
yer aldigi elestirel diisinmeye dayali 6gretimin, onlarin konular1 calismalarina ve
tekrar etmelerine, konular: birbiri ve gergek hayatla iliskilendirmelerine, 6n ¢alisma
yapmalarina ve konular1 6gretim ortaminda nasil uygulayabileceklerini anlamalarma
yardimc1 oldugunu diisiinmektedir.

Kontrol grubundan goriisillen ve kendilerini konularda yetersiz goren
ogrenciler, caligmadiklari, anlamadiklari, uygulama yapmadiklari, karistirdiklar: ve
onemsemedikleri konularda kendilerini yetersiz gordiiklerini ifade etmislerdir.
Kontrol grubunda uygulanan drama ile ilgili olarak, bir taraftan bazi 6grenciler bu
yontemin gorsellik sagladigini, kuramlar1 gercek hayatla iliskilendirildigi ve
eglendirerek dikkatleri cektigi icin 6grenmede ve kalicilikta etkili oldugunu ifade
ederken, diger taraftan bazilar1 dramanin eglendirmekten baska bir seye yaramadigim
clinkii ogrencilerin kurami anlamak ve kurami dramaya iyi bir sekilde uyarlamak

yerine Ogrencileri nasil giildiirebiliriz iizerine yogunlastiklarin1 sdylemislerdir.
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Goriismelerde ifade edilen bir diger konu ise, kontrol grubunda aktif katilimin
olmamasi ile ilgiliydi. Ogrenciler, dramada rol almak ve sorulan sorulara cevap
vermek disinda pek fazla derse katilim gostermediklerini belirtmislerdir.

Elestirel diistinmeye dayali 6gretimin elestirel diislinme egilimi {izerine
etkisine iligkin, CCTDI 6n ve son test sonuglari, donem i¢inde her iki gruptaki
ogrencilerin elestirel diisiinme egilimlerinin ortalama olarak anlamli derecede
arttigim1 gostermistir. Fakat On test ve son testten elde edilen ortalama puanlara gore,
deney grubundaki Ogrencilerin donem igindeki gelisimlerinin  kontrol
grubundakilerden farkli olmadigi tespit edilmistir. Paul’iin elestirel diisiinme
modeline dayali 6gretimin elestirel diisiinme egilimi iizerine etkisini ¢alisgan Reed
(1998) ve Reed ve Kromrey (2001) de, CCTDI ortalama puanlarinin deney ve
kontrol gruplar1 arasinda anlamli bir farklilik gostermedigini bulmuslardir. Hatta
deney grubundaki ogrencilerin elestirel diisiinme egilimlerinin de donem icerisinde
anlamh bir degisim gostermedigini belirlemislerdir. Reed’in ¢aligmasinin bulgular1
ile karsilastirildiginda, su anki calismanin en azindan donem icindeki gelisim
acisindan daha etkili bir sonug sergiledigi sdylenebilir.

Bunlarin yanmi sira, bu caligmanin sonuclari ile tutarh olmayan cesitli
caligmalar da bulunmaktadir. Bunlardan biri olan Miri, David, ve Uri (2007) nin
caligmasinda, bir yil siire ile uygulanan iist diizey Ogrenmeye yonelik Ogretim
stratejilerinin, 6grencilerin elestirel diisiinme egilimlerini kontrol grubundan anlaml
derecede farkli olarak gelistirdigi tespit edilmistir. Eger bu calismada, Miri ve
digerleri (2007)’nin ¢aligmasi gibi 1 yil siire ile uygulanmis olsaydi sonuglar daha
farkli olabilirdi. Ciinkii, elestirel diisiinme becerileri ve egilimleri olmak {iizere iki
boyutu olan elestirel diisiinmenin, kisa siirede kazanilamayacak kadar karmasik bir
beceri oldugu ve bu sebeple bunun zaman, caba ve uygulama gerektirdigi kabul
edilmektedir (Van Gelder, 2005). Bu yiizden, elestirel diisiinme becerileri ve
egilimlerinin gelisimi i¢in bir akademik donem gruplar arasinda farklilik yaratacak
kadar yeterli olmamus olabilir.

Diger yandan, 6grenciler donem igerisinde gelisim gosterse de, CCTDI’dan
elde edilen ortalama puanlar, bu 6lgegin Tiirkce’ye uyarlama caligmasimi yapmis olan
Kokdemir (2003) tarafindan yeniden diizenlenen puanlama kriterlerine gore hala
diisiiktiir (240°dan kiiciik). Bu durum, sadece Ticaret ve Turizm Meslek Lisesi

mezunlarinin  kabul edildigi bu fakiiltenin Ogrenci profilinden kaynaklanabilir.
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Maalesef, mezunlarinin iiniversiteye giristeki sikintilarindan dolayi, meslek liseleri
diisiik basarili cocuklarmi bir meslek sahibi olmalar1 amaciyla kaydettirmek isteyen
aileler tarafindan tercih edilmektedir. Ogrencilerin 6zellikleri ile ilgili olarak,
yasadiklar1 toplumun oldukg¢a etkili oldugu bilinmektedir. Diisiinme becerileri
acisindan da, bir kisinin diisiinme becerisinin ve egilimin yasadigi toplumdan
etkilendigi; bir baska ifade ile o toplumun elestirel diisiinmeye yonelik kiiltiirel
tabularinin  ve duyarliligmnin elestirel diisinme becerisinin  gelisimini  ve
kullanilmasmi etkiledigi iddia edilmektedir (Halx & Reybold, 2005; Pithers &
Soden, 2000). Ne Tiirk egitim sistemi igerisinde Ozellikle meslek liselerinde ne de
aile hayatinda elestirel diisiinmenin desteklenmesi sik karsilasilan bir durum degildir.
Onun i¢in, bu durum bu caligmadaki 6grencilerin elestirel diisiinme egilimlerinin
diisiik olmasinda 6nemli bir etmen olabilir.

Bunun yani sira, elde edilen bu sonuglarda kullanilan 6l¢egin yeterliliginin de
bir etkisi olabilir. Ne yazik ki Tiirkiye’de elestirel diisiinmeye yonelik gelistirilmis
standart ve kapsamli bir Olcek bulunmamaktadir. Sadece birka¢ arastirmacinin
kendileri bir olcek gelistirmistir (Semerci, 1999; 2000) ya da bati iilkelerinden
ozellikle A.B.D.’deki oOlgekler Tiirkge’ye uyarlanmaya calisilmistir (Evcen, 2002;
Kokdemir, 2003). Evcen (2002), Watson-Glaser Critical Thinking Appraisal dl¢cegini
Tiirkce’ye adapte etmeye calismistir ama ¢ok diisiik giivenirlik katsayilari elde
etmistir. Kokdemir (2003) ise bu calismada da kullanilan CCTDI’nin Tiirkce
versiyonunu gelistirmistir ve daha yiiksek giivenirlik elde etmistir (.88 Olgegin
tamami i¢in ve .61-.78 alt Olgekler icin). Fakat, bu calisma sonucunda olusan
Olcekteki madde sayisi orijinal Olcektekinden daha azdir ve Tiirkce’ye cevirilen
maddelerin bazilar1 acik ve anlasilir degildir. Bu yiizden, bu ¢aligmada kullanilan
CCTDI’nin Tiirk¢eye adapte edilmis versiyonun yeterliligi tartismaya aciktir.

CCTDI’'dan elde edilen sonuclar disinda odak grup goriismelerinden elde
edilen sonuglar, elestirel diisiinmeye dayali 6gretimin elestirel diisiinme becerilerinin
kullaniminda etkili olarak algilandigmni ortaya cikarmustir. Ogrenci giinliiklerinden
elde edilen sonuclarla tutarh olarak, goriismelerde de derste kullanilan
etkinliklerin/stratejilerin, mantikli sonuglara kisa siirede ulasabilmek icin stratejik
diisiinebilme, konular arasinda iliski kurabilme, farklilar1 fark edebilme, kendi
diisiincelerini sorgulayabilme, baskalarmin goriislerinin farkina varabilme, yorum

yapabilme, bir goriisii savunabilme, kuramlar1 degerlendirebilme ve farkli bakis
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acilarindan bakabilme gibi cesitli elestirel diisiinme becerilerini kullanmaya tesvik
ettigi ifade edilmistir. Verilen cevaplara gore, bu ekinlikler/stratejiler 6rnek olay
caligmalari, karsilastirma yapma gibi diisiinme becerilerini uygulamaya yonelik
calisma yapraklari, bireysel ve grup ¢alismalari, kavram haritalari, giinliikler, makale
elestirisi ve projedir.

Bununla birlikte, goriisiilen 6grenciler, bu dersin onlarin 6gretim becerilerine
de katki sagladigim diistindiiklerini gostermistir. Her iki gruptaki 6grenciler benzer
katkilardan bahsetseler de deney grubundaki dgrenciler bu dersin onlarin kisisel ve
mesleki gelisimlerine katkilar: ile ilgili hem daha ¢ok agiklama yapmislar hem de
daha farkli katkilardan bahsetmislerdir. Verilen cevaplara gore, mesleki gelisim
acisindan, bu ders onlarin bireyin gelisimi ve Ogrenmesi ile ilgili gereken bilgiyi
kazanmalarina, 6grencilerin davramis ve ihtiyaglarim anlamalarina, nasil ve neyi
ogreteceklerine, nasil davranip nasil iletisim kuracaklarina ve problemlerle nasil bas
edebileceklerini anlamalarina yardimci olmustur. Hatta deney grubundan goriisiilen
baz1 Ogrenciler, derste gordiikleri etkinlikleri 6gretmen olduklarinda kendi
smiflarmda da uygulayacaklarini sdylemislerdir. Aslinda tam da bu sonug, elestirel
diistiinmeye dayali 6gretimin 0gretmen egitimi icin neden daha onemli oldugunun
altin1 ¢izmektedir (Critical Thinking Skills and Teacher Education, 1988; Paul, Elder
& Bartell, 1997). Ayrica, bu dersin kendi diisiincelerini rahatlikla ifade edebilme,
kendine giivenlerini gelistirebilme ve insanlarin Oniinde konusabilme gibi kisisel
gelisimlerine de katki sagladigimi ifade etmislerdir.

Goriismelerde, bazi sikayetleri dile getirmis olsalar da genelde 6grencilerin
derse kars1 olumlu bir tutum igerisinde oldugu gézlenmistir. Ciinkii deney grubundan
goriisiilen Ogrenciler, dersteki 6grenme ortamindan memnun olduklarmi ve diger
derslerde de aymi ortamlarla karsilasmis olmay: istediklerini sdylemisler ve bu
yiizden deney grubunda olduklar1 i¢in mutlu olduklarini belirtmislerdir. Hatta kontrol
grubundan iki 6grenci, deney grubunda uygulanan yaklasimin daha faydali oldugunu
diisiindiikleri i¢in o grupta yer almis olmay1 istediklerini ifade etmislerdir. Verilen
cevaplara gore, bu olumlu tutumlarin altinda yatan nedenler, dikkat cekici, ilging,
eglenceli ve rahat bir 6grenme ortaminin, diisiinmeye tesvik eden bir atmosferin,
aktif derse katilimin, daha iyi iletisim ve etkilesimin olmasidir. Aslinda bu sonuglar,

ogrenci giinliiklerinde de dile getirilen ifadelerdir.
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Diger yandan, c¢esitli etkinliklerin uygulanmasindan dolay1 dersin ¢ok yogun
olmas1 ve her hafta ddevlerin verilmesi gibi sikayetler de dile getirilmistir. Daha
onceden bu sekildeki 6grenci merkezli bir ortamla ya da aktif 6grenme etkinlikleri ile
karsilasmamis olmalar1 onlarin etkinliklerden ve Odevlerden yorulmalarina ve
sikilmalarina neden olmus olabilir (Harrigan & Vincenti, 2004). Bu gibi deneysel
caligmalarda, degisime kars1 ogrencilerin olumsuz tepki gostermesi gibi tutumlarla
karsilagilmaktadir (Struyven, 2005). Bunun yani sira, goriismelerde ogrenciler, ayni
donemde birden fazla zor dersi bir arada aldiklarini ve bunun onlar1 daha da
yordugunu sdylemislerdir. Dolayisiyla, bu durum onlar1 daha da zorlamis, yormus ve
motivasyonlarini diisiirmiis olabilir.

Geleneksel ogretimin oldugu kontrol grubundaki oOgrencilerin neredeyse
yaris1 dersten memnun olduklarini soyleseler de, digerleri bu dersin daha c¢ok
ogretmen-merkezli olmasindan, drama ve sorulara cevap verme disinda aktif
katilimin olmamasindan, Ogrenmede sorumluluk almamalarindan sikayetci
olmuslardir. Bu durum onlarm gesitli &nerilerde bulunmasimna sebep olmustur. Ilging
olan ise, Onerdikleri yontem ve stratejilerin deney grubunda hali hazirda uygulanmis
olan stratejiler olmasidir. Cruickshank, Bainer ve Metcalf (1995)’a gore, smif icinde
cesitliligin  olmas1 Ogrencilerin motivasyonlarini, dikkatlerini, katilimlarint ve
dolayisiyla 6grenmelerini arttiran bir etmendir. Bu goriis dikkate alindiginda, drama
ve izleme testi disinda kontrol grubunda cesitliligin olmamasi onlarm katilimini ve
motivasyonlarmi diisiirmiis olabilir ve bu yiizden derse karsi olumlu bir tutum
icerisinde olmamus olabilirler.

Sonug olarak, ciktr degerlendirmesi sonuclari, elestirel diisiinme becerileri ile
zenginlestirilen bir 6gretimin akademik basari, kalicilik ve elestirel diisiinme egilimi
izerinde geleneksel 6gretimden daha farkli bir etkiye sahip olmadigini gostermistir.
Diger yandan, Ogrenci giinliikkleri ve odak grup goriismeleri, 6grencilerin bakis
acisindan bu dersin, 0gretim ve diisiinme becerileri, derse katilim ve derse yonelik
tutum iizerinde olumlu etkileri olduguna isaret etmistir. Aslinda, bu degerlendirme
caligmasmin amaci Gelisim ve Ogrenme dersinin gelistirilmesini saglamakti. Her ne
kadar nicel veriler, akademik basar1 ve elestirel diisiinme egilimi iizerinde elestirel
diistinmeye dayali 6gretimin anlamli bir etkisinin olmadigin1 gostermis olsa da, nitel
verilerin ortaya ¢ikardig1 bu 6gretime yonelik olumlu ¢iktilar goz ardi edilmemelidir.

Bir baska ifade ile, 6grencilerin duyussal gelisimi iizerindeki etkisi de dikkate
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almmalidir. Ashinda, elestirel diisinmeye dayali 6gretimin akademik basar1 ve
elestirel diisiinme egilimi {izerindeki etkisi uzun donemde ve siirekli c¢alisma
sonucunda goriilebilir. Kirkwood (2000) ve Lohman (1986) ancak bu sekilde istenen

sonuclarin yakalanabilecegini belirtmektedirler.

Oneriler

Elestirel diisiinmeye dayal1 6gretimin akademik basar1 ve elestirel diisiinme
tizerindeki etkisinin ortaya c¢ikarilmas:i i¢in, bu Ogretim daha uzun bir siire
uygulanabilir veya programdaki baska derslere yaygmlastirilabilir. Ogretmen
egitimindeki Onemi kabul edilirse, egitim fakiiltelerindeki diger derslere de
uygulanabilir. Hatta, elestirel diisiinme Milli Egitimin hedefleri arasinda yer aliyorsa,
her Ogretim basamagindaki programlara uygulanabilir. Yalmz, bu Ogretimin
yayginlastirilmasi, bu dersi veren ogretmenlerin ve dgretim elemanlarinin egitimini
gerektirebilir. Bu sebeple, hizmet ici egitim programlar1 hazirlanabilir. Elestirel
diisinme Ogretimi zaman gerektiren bir Ogretimdir. Bu sebeple, etkinin ortaya
c¢ikarilmasi i¢in 0grenci sayismin ve konularm az olmasi 6nemlidir. Diger yandan bu
calismada, CIPP modelinin tam olarak uygulanmis olmasi, dersi gelistirmeye yonelik
her asamada faydal bilgilerin elde edilmesini saglamistir. Bu sebeple, 0gretim
kurumlarmin/programlarinin/derslerinin ~ gelistirilmesine  yonelik  degerlendirme
caligmalar1 yapilmali ve bu calismalarda bu model kullanilacaksa zorunlu olmasa da
tam olarak uygulanmasi Onerilmelidir. Derslerin/programlarin gelistirilmesinde
ihtiya¢ analizi gozden kacan bir noktadir. Halbuki, ihtiya¢ analizi ne yapilmasi
gerektigi ile ilgili onemli noktalarin altin1 ¢izmektedir. Bu calismada da, baglam
degerlendirmesi asamasinda ihtiya¢ analizi gerceklestirilmis ve dersin eksikliklerine
yonelik onemli bilgiler elde edilmistir. Bu sebeple, bu tiir ¢aligmalarda ihtiyag
analizinin uygulanmasi tesvik edilmelidir.

Bu calismada CIPP modeli sadece bir derste uygulanmistir. Daha genis bir
ekip kurularak, fakiiltedeki Ogretmen egitimi programn genel olarak
degerlendirilebilir. Bu calismada, CIPP modeli uygulanirken farkli arastirma
desenlert kullanilmistir. Benzer degerlendirme calismasi yapmak isteyen
arastirmacilar icin bu calismanin arastirma deseni bir cerceve olusturabilir. Ozellikle

hem nitel hem de nicel yontemlerin kullanildig1 karma desenler 6grenme ortami ve
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etkileri ile ilgili cesitli araglarla zengin bilgilerin elde edilmesini saglamistir. Bu
yiizden, sonraki arastirmalarda karma desenlerin kullanimi tesvik edilmelidir. Bu
caligmada, c¢ikt1 degerlendirmesi asamasinda, istatistiksel analizler gerceklestirilirken
sadece Ogrencilerin genel not ortalamalar1 kontrol edilmistir. Sonraki ¢alismalarda,
ogrencilerin kiiltiirel ve karakteristik farkli 6zellikleri de kontrol edilebilir. Akademik
basar1 ve elestirel diisiinme egilimine iliskin basar1 ve kalicilik testi ile CCTDI’dan
elde edilen sonuglar iizerinde, bu fakiiltedeki 6grencilerin 6zelliklerinin etkisinin
olup olmadiginin tespit edilmesi i¢in bu caligma bagka fakiiltelerde de uygulanip
sonuglar1 karsilastirilabilir. Uygulamanin uzun vadedeki etkisini gormek igin
kalicilik testi, uygulama bittikten 6 hafta sonra degil de daha gec¢ haftalarda ya da
ikinci bir kez daha uygulanabilir, calisma bittikten sonraki aylarda Ogrencilerle
goriisme yapilabilir ya da 6grenciler gozlenebilir. Elestirel diisiinme becerilerini ve
egilimini 6lgmede kullanilan Olceklerin yetersizligi de bir bagka problemdir. Bu
sebeple, yurtdisindaki Olceklerin Tiirkce’ye uyarlama caliymalarimin yani sira
iilkemize 0zgii kapsamli, standardize edilmis giivenilir ve gecerli Olgekler
gelistirilmelidir. Ayrica sadece genel diisiinme becerileri degil konu alanina

(Psikoloji, Matematik, Tarih vb.) 6zgii 6lgekler de gelistirilmelidir.
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