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ABSTRACT

EFFECTIVENESS OF EARLY CHILDHOOD TEACHER EDUCATION
PROGRAMS: PERCEPTIONS OF EARLY CHILDHOOD TEACHERS

Giilmez-Dag, Giilgin
M.Sc., Department of Curriculum and Instruction

Supervisor: Prof. Dr. Ali Yildirim

July 2012, 197 pages

The purpose of this research study is to identify teachers’ perceptions on the
effectiveness of their teacher education programs in supporting their professional
practices. The data to the study were gathered through semi-structured interviews
with 17 in-service teachers working in public early childhood institutions in Ankara.
The data were analyzed through the emerging codes and themes shaped by the
research questions. The results indicated that the 1998 program the study intended
to investigate was found to be relatively satisfying in terms of developing
professional teaching competencies. The major weakness was reported to be theory-
oriented structure which did not allow for ample practice opportunities both in the
courses and in the field experiences. Moreover, due to the infancy ages of the field,
the contents of courses offered were perceived to be in line with the essentials of
primary and elementary level which contradicts the necessities of early childhood

teaching. The findings were further discussed and interpreted.

Keywords: Early Childhood Education, Teacher Education Programs, Early
Childhood Teacher Education Program

v



0z

OKUL ONCESi OGRETMEN EGIiTiMi PROGRAMLARININ ETKILILIiGi:
OKUL ONCESi OGRETMENLERININ ALGILARI

Giilmez-Dag, Giilgin
Tezli Yiiksek Lisans, Egitim Programlari ve Ogretim Anabilim Dali

Tez Danismani: Prof. Dr. Ali Yildirim

Temmuz 2012, 197 sayfa

Bu calismanin amaci okul 6ncesi 6gretmenlerinin mezun olduklari 6gretmen egitimi
programlarinin etkililigine yonelik algilarin1 ortaya koymaktir. Arastirma igin
veriler Ankara’da hizmet veren resmi okul Oncesi egitim kurumlarinda gorev
yapmakta olan 17 Ogretmenden yari-yapilandirilmig goriisme teknigi yoluyla
toplanmistir. Elde edilen veriler, arastirma sorulari ¢ergevesinde ortaya ¢ikan ve
yapilandirilan kod ve temalara dayandirilarak analiz edilmistir. Calismanin bulgulari
1998 Okul Oncesi Ogretmen Egitimi Programmin uygulamada 6gretmenleri
desteklemesi bakimindan kismen yeterli oldugunu ortaya koymustur. Programin
temel zay1f noktalarindan biri kuram odakli yapiya sahip olmasi ve bu nedenle gerek
derslerde gerekse okul deneyimine yonelik derslerde uygulamaya doniik yeterli
firsatin saglanmiyor olmasidir. Diger taraftan, alanin halihazirda emekleme
doneminde bulunmasi nedeniyle, bazi ders igeriklerinin daha c¢ok ilkdgretim
diizeyine yonelik islendigi ve bu durumun okul 6ncesi donemin gereklerine aykir
distiigii ortaya g¢ikmistir. Bulgular son boliimde ayrintili olarak tartisilmis ve

yorumlanmustir.

Anahtar Kelimeler: Okul Oncesi Egitimi, Ogretmen Egitimi Programlari, Okul

Oncesi Ogretmen Egitimi Programi
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CHAPTER1I

INTRODUCTION

This chapter represents a background to the study including the research problem,

significance of the study and definition of terms.

1.1. Background to the Study

Over the past few decades, there has been more emphasis on early childhood
education (Dahlberg, Moss & Pence, 1999; Early & Winton, 2001). Translation of
this emphasis into wider availability and higher quality in early childhood education
then became inevitable and authorities felt the necessity to render this service

available for all children (Foley et al., 2000).

Initially cultivated on the international grounds, the movement eventually has
spread to Turkey accompanied by the meaningful number of research pointing out
the critical role of receiving education at early ages. In Turkey, however, the main
focus of early childhood education has initially been to spurt the quantity in terms of
enrollment rates and number of institutions (Kap¢1 & Giiler, 1999) rather than

quality.

Among the canons of quality for an educational service are listed to be the physical
and social environment, resources and more importantly the number and quality of
the teaching personnel available (Scarr, Esienberg & Deater-Deckard, 1994). In this
sense, teachers hold a key position as one of the main protagonists responsible for
the continuation of the programs and who, therefore, are maintainers of the quality
in question. Nevertheless, in the final run, neither the number (Ankara Ticaret

Odasi, 1999, as cited in Kapg1 & Giler, 1999) nor the quality of in-service teachers



required to institute high quality early childhood services for all children could be

said to have precisely been accomplished.

On the other hand, with a recent change in the understanding of and increased
consciousness on the significance of the matter, Ministry of National Education
(MoNE) took countermeasures to keep up with the mounting number of preschools
sprang, the number of children enrolled in these schools and the quality
requirements necessary for successful functioning of these services (Bekman, 2005).
In this respect, first major expedient chosen to remedy this gap was to establish
unity among the early childhood education programs and to renovate them on a
regular basis from 1985 onwards, in compliance with latest universally
acknowledged trends in education. Taken to supply the escalating demand emerged
following the burst in the schooling rate (Aydin, 1994) to recruit a considerable
number of early childhood teachers emerged as the second action. This end then has

consequently brought about issues regarding the quality of teachers recruited.

Although it was not until 1991 when early childhood teacher education program has
been put into practice as a four year undergraduate program under Faculties of
Education, certain regulations have later been set in a sound attempt to equate
employed teachers’ professional competencies at the uttermost level. The program
was later revised in 1998 to ensure desired number of qualified teachers be educated
through these programs. Ultimately, the last amendment in this string of revisions
came in 2006 as a series of changes in the curriculum of early childhood teacher
education (Atay-Turhan, Kog, Isiksal, & Isiksal, 2009) (See Appendices A and B for
the 1998 and the 2006 program curricula).

The motivation behind the establishment of the present program has been defined by
Atay-Turhan et al. (2009) as internal and external drives entailing the alteration of
the previous early childhood teacher education program. The internal factors

implying a need for change were defined as:
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= Lack of enough number of teaching profession and general education courses,
= Courses with overlapping content,

= Limited university—community partnership, and

= Limited exposure to scientific research (p. 3),

while the external reasons were proposed to be:

= Changes in the early childhood education curriculum,

= Need for better qualified teachers, and

= Integration with the European Union (pp. 4-5).

Whilst the process of final curricular change in early childhood teacher education
program has already been finalized and enacted, the literature indicates that the
grounds for this change remained rather unsought. When the rationale behind the
change is investigated, it appears that the decisions made relied merely on a report
by the committee founded under the authority of the Turkish Higher Education
Council [HEC] in 1998 to perform an evaluation study on the effectiveness of the
1998 curriculum. In the making of the abovementioned report, small study groups in
universities have been consulted, and, based on the conceptual suggestions
generated on programs’ efficacy, a final paper evaluating these suggestions has been
prepared and predisposed to decision makers and other authorities of the MoNE

(Atay-Turhan et al., 2009).

Therefore, after being in effect for 8 years, the early childhood teacher education
curriculum of 1998 has been changed despite the limited number of research
conducted in the particular subject matter. Moreover, as Atay-Turhan et al. (2009)
pointed out, in the change process, collaboration with and contribution of teachers
stayed substantially restricted. It is rather hard to refute that if the in-service teachers
had been consulted in the process, their on-site experiences would have made a
difference regarding the inferences deduced about the effectiveness of the program

in action. The main foci navigating the direction of this study is thus to attract the



attention to this subject matter and help fill this gap in the literature by providing

on-site perspective.

Moreover, another thrust of this research emerges from the recent reform tendencies
across the world targeting teacher education. As Yildirim (2011a) explains, there
have been continuous debates on the two major constituents of the teacher education
program: theory and practice. It is stated by Yildirim that, through the years 1960 to
1980, practice dimension of teacher education programs has been neglected in many
countries’ agendas in the process of structuring higher education. Mostly focusing
on the theoretical foundation and research oriented approach, the opportunity for
pre-service teachers to experience their prospective workplaces has been postponed
until their first steps in the professional life following graduation. However, when
this strategic plan resulted in the graduation of an inexperienced workforce with
limited practice and field experience, there emerged serious concerns on teacher
quality. Therefore, along with several other countries as United Kingdom, France,
New Zealand and United States, Turkey also initiated a reform to maintain the
balance between theory and practice. In 1998, new teacher education program has
thus been introduced with a considerable increase in the amount of practice
opportunities offered for pre-service teachers, both in terms of the number of field
experience courses and of the practice hours inserted into some of the existing
courses. Then, as a reflection of theory vs. practice counterarguments moved by the
criticisms of 1998 program, restructuring of teacher education programs yet again
came into effect in 2006 alongside the abovementioned constraints. As the
criticisms concentrated on the deficiencies of the former program with respect to the
lightness of theoretical basis and weak emphasis on enculturation of teachers via
general education courses, the new program has introduced a cut down in the

number of field practice courses and an addition of more theory-oriented courses.

As the fruit of this eternal paradigm conflict, currently the need for an adjustment in

the structure of teacher education programs has again begun to be discussed among

4



higher education stakeholders in Turkey. The recent EFDEK (Turkish Council of
Deans of Education) Report for the Development of a National Strategy on Teacher
Education (2012) reflecting the projection of the Faculties of Education foresees to
keep the theory-practice balance in all teacher education programs initially at 70% -
30% respectively and then progressively work to maintain the equilibrium at 50% -

50% level.

Taking the necessity for empirical research providing on-site data and the arguments
on theory-practice conflicts into consideration, obtaining in-service teachers’
insights appears vital in the implementation any course of action concerning early
childhood teacher education. This perspective can help the authorities decide what
an early childhood teacher essentially needs to know while practicing and how
teacher education programs can be effectively designed in accordance with these

essentials.

It again cannot be denied that a practicing teacher communicating his/her
experiences with the teacher education program s/he was educated through would
shed light on both theory vs. practice discussions taking place for the past decades
and help fill the research gap in the relevant literature. Commentary of graduates of
the former program may in this sense reveal certain clues on what level the
maintenance of the optimal theory-practice proportion can be kept and provide in-

depth insight on how the program should be restructured to serve at its best.

By evaluating the efficiency of the 1998 early childhood teacher education program,
this study thus intends to explore practitioners’ point of view to contribute to the
scarce literature and aspires to provide an insight to researchers and policy makers

that may help shape future reform movements.



1.2. Purpose of the Study

The effect of teacher education program quality on the educational system and on
the development of a country is far from being negligible. One of the dimensions
teacher education specifically aims at achieving is the preparation of teacher
candidates to the profession of teaching, both psychologically (Nakiboglu &
Sagesen, 2002), and academically. Hence, when considered their effect on a
country’s future, investigation and continuous evaluation of teacher education, early
childhood teacher education programs in particular, hold a sufficiently significant

space to be placed in the educational agenda of a country.

Thus, this study was initiated as an endeavor to find out whether the early childhood
teacher education program in Turkey is effective in serving its initially targeted
purpose. Furthermore, scarcity in the amount of relevant research conducted in this
specific field explains how this study may contribute to the existing literature by
yielding scientific knowledge on the degree early childhood teacher education

program functions in practice.

Therefore, this study aims to address the following research questions:

1. What are the perceptions of teachers about the core characteristics of a qualified
early childhood teacher?

2. To what extent do the teachers as graduates of 1998 Early Childhood Teacher
Education Program feel themselves competent in accordance with Ministry of
National Education Early Childhood Teacher Competencies?

3. To what extent do teachers perceive the 1998 Early Childhood Teacher
Education Program successful in terms of equipping them with these
competencies?

a. How do the teachers perceive the Pedagogical Content Knowledge
component of the program in terms of its contribution to their professional

practice?



b. How do the teachers perceive the Professional Knowledge component of the
program in terms of its contribution to their professional practice?

c. How do the teachers perceive the Field Experience (Teaching Practice)
component of the program in terms of its contribution to their professional
practice?

d. How do the teachers perceive the General Education (Liberal Arts)
component of the program in terms of its contribution to their professional

practice?

1.3. Significance of the Study

Evidently, teacher education has been one major area receiving continuous and
substantive attention from the policy makers and inevitably from the scholars of
educational expertise in Turkey. Concurrently, the effectiveness of these programs
have also aroused considerable interest and parented a number of research studies
investigating how teacher education programs operate in action (Alakus, Oral, &
Mercin, 2005; Aydin, Selguk & Yesilyurt, 2007; Aypay, 2009; Azar, 2003; Bastiirk,
2008; Bastiirk, 2009: Besoluk & Horzum, 2011; Bilgin-Aksu & Demirtas, 2006;
Biiytikgoze-Kavas & Bugay, 2009; Ceylan & Akkus, 2007; Cetin-Seckin, 2005;
Dereobali & Unver, 2009; Durukan & Maden, 2011; Giirbiiz, 2006; Harmandar,
Bayrakceken, Kincal, Biiyiikkasap, & Kizilkaya, 2000; Kiraz, 2002; Kudu, Ozbek,
& Bindak, 2006; Oguz, 2004; Ozkan, Albayrak, & Berber, 2005; Ozmen, 2008;
Salli-Copur, 2008; Sasmaz-Oren, Seving, & Erdogmus, 2009; Vural, 2007; Yanpar-
Yelken, 2009; Yapici, & Yapici, 2004; Yavuzer, Dikici, Caliskan, & Aytekin, 2006;
Yesil & Caliskan, 2006; Yilmaz, 2010).

Similarly, when the magnitude of early childhood education effects was unearthed,
aforesaid investigations have also been subjected to early childhood teacher
education to discover how teacher certification needs to be designated to serve at its

best. Thus, revision, reformation and renewal of these programs occasionally
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occupied the educational agenda of countries. This, however, has not always been
the case for the Turkish context. As a rather newly emerging expertise, early
childhood education only recently drew exceeding attention, reactivating the
scholars to initiate studious research in the area. Hence, the studies in relation to
professional development of early childhood teachers remained rather limited in

coverage, evaluation studies included.

More specifically, prominent studies in the national literature that attempted to
investigate the effectiveness of early childhood teacher education programs either
used pure quantitative methodology (Dereobali & Unver, 2009; Giiler, 1994;
Turcan, 1992) or incorporated open-ended questions in their questionnaires
(Giiltekin & Yildirim, 2007). There has been only one study aiming at deriving in-
depth data through qualitative approach; however, rather than deriving persons’
experiences and perceptions, it was seen to utilize document analysis comparing the
1998 and 2006 programs (Baydemir, 2009). Yet, in-service teachers’ perspectives
have been voiced with respect to the effect of the program in actual practice in only
two of the studies mentioned above, while the rest has gathered the views of pre-
service teachers or teacher educators. To Yildirim (2011b) this constraint, resulting
from the potential discrepancy between the pre-service teachers’ and teacher
educators’ perceptions of the reality and reality itself, brings about a fundamental
limitation. It is argued that the truth about the effectiveness of teacher education
programs can only be yielded through the examination of real teaching experience,
which is possible via incorporating in-service teachers’ perceptions of and

experiences with the program.

Taken the scarce framework of studies available addressing the effectiveness of
early childhood teacher education programs, the experiences of in-service teachers
appears not to have been taken into enough consideration. Moreover, the existing

literature mostly focused on producing quantitative-based data in this respect,



which, when compared to qualitative methodology, falls short in yielding thorough

information on the phenomena studied.

Consequently, scarcity of related literature is seen to hamper the development of
effective and improvement of the existing programs by the responsible authorities,
as well as exposing a necessity for further research in this specific domain.
Therefore, the results generated by this very study are prospective to yield
implications that may subserve to fill the present gap in the literature, besides
possessing potential clues for decision-makers to set steady teacher education policy
and procedures and for researchers to carry out evaluation studies as is the basis of

program development and maintenance.

1.4. Definition of Terms

The definitions of most frequently used terminology in this study are as follows:

Early childhood refers to the period of time “spanning the years from birth through
age 8” (National Association for the Education of Young Children [NAEYC], 2009,
p. 4). In the Turkish context, early childhood covers the years starting with birth
and lasts until the age of 6 (ACEV, 2005).

Early childhood education includes “any part- or full-day group program in a
center, school, or home that serves children from birth through age eight, including

children with special developmental and learning needs” (NAEYC, 1993, p. 2)

Pre-primary classes are early childhood education classrooms founded under public

elementary schools and serve primarily for 5-6 year-old-children.

Independent kindergartens appear as autonomous public institutions designed

merely to offer early childhood education for children of 3-6 years.
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Early childhood teacher is the professional serving in school settings for the
education of young children from infancy to age 8 (age 6 for Turkey case) and for
assisting their development in cognitive, psychosocial and psychomotor domains, as

well as providing care and protection in the absence of their primary care givers.

Teacher education programs refer to four year educational programs preparing
candidates for teaching positions in school settings and providing necessary basis of
knowledge, practice and dispositions they need to possess to be able to effectively

perform their professions.

Teacher education program components are the main constituents of teacher
education programs composed of Pedagogical Content Knowledge, Field

Experience, Professional Knowledge and General Education components.

Pedagogical content knowledge “represents the blending of content and pedagogy
into an understanding of how particular topics, problems or issues are organized,
represented, and adapted to the diverse interests and abilities of learners, and
presented for instruction” (Shulman, 1987, p. 4). In this study, the courses united
under this component thus include both content and the pedagogical knowledge

aspects of the program.
Effectiveness of a program signifies a given program’s success to fulfill the initially

aimed targets in relation to the process and outcomes the program desires to

achieve.
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CHAPTER 11

REVIEW OF LITERATURE

This chapter introduces a review of the literature structurally framed with a specific
focus on early childhood education, teacher education in the broad sense, and early
childhood teacher education in particular. Ultimately, studies on the effectiveness of
teacher education programs in general and on early childhood teacher education

program are presented.

2.1. Importance of Early Childhood Education

As the twig is bent, so is the tree inclined.
English proverb

Early childhood is defined as the process of growth and education and as an
important period of time consisting of the first years of life, where psychomotor,
cognitive, language, psychosocial and brain development is substantially completed,
critical neuronal connections are established, child’s personality traits are formed
and future is shaped (Hensch, 2005; Malenka & Nicoll, 1999; Martin, Grimwood &
Morris, 2000; Oktay, 1985). As the child’s interests, skills and personal
characteristics are embodied between 0-6 years of age, this period of increased and

rapid growth eventually requires uttermost care and attention.

In these terms, family has long been agreed to be the first foundation held
accountable for the child’s initial care, growth and education needs (Aktan-Kerem
& Comert, 2006). However, with the changing economical, political and social
trends of the new world order, this major responsibility is observed to have

undergone some changes.
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First wave of change has sprang with the increasing number of mothers joining the
workforce, which eventually created a need for institutions to take care of children
(Atay-Turhan et al., 2009; Tor, 1994); and this alternation literally translated into a
partial transmission of aforementioned childcare duties from families to early

childhood education centers.

Yet the second wave came as a response to the undulation in the literature. Inspired
by a growing body of evidence supporting the benefits of receiving education in
early years (Foley et al., 2000), the concept of early childhood education shed its
skin and once an emerging need then mutated into a necessity. The public having
realized that childcare services do actually contribute meaningfully to the
development of young children as well as their countless contributions to the
society, as UNESCO (2010) manifests, there has been an increase in the scale of

attention paid to early childhood education.

This, majorly, is due to the foregoing research showing that early childhood
education, for disadvantaged children especially, can significantly contribute to
young children’s cognitive, psychosocial and behavioural development, increasing
their school achievement in the long-run (Barnett, 2002; Kumtepe, Kaya &
Kumtepe, 2009). In another study, Barnett (2008) reported that manifold studies on
early childhood education highlight both short and long-term benefits of these

services on learning, school success and social behavior.

To illustrate, incorporating 35 preschool experiments and quasi-experiments, Gorey
(2001) conducted a research on the effects of early childhood education on the
developmental domains. The study showed that 1.Q. and academic achievement
scores of children who received early childhood education were found to be
significant, positive and large in effect size. Furthermore, the effect of receiving
education at early ages tended to be longitudinal and the majority of preschool

children were observed to score better than the average child in comparison group.
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Yet, the frequency of exhibiting social and personal problems such as drop-out rate,

criminal record and poverty was lower in preschool attendants.

Although 1Q scores were reported to fade out when the child enters primary
education (Barnett, 1995), in other reviews (Boocock, 1995; Brooks-Gunn, 2002;
Calman & Tarr-Whelan, 2005; Currie, 2001; Karoly, et al., 1998; Leseman, 2002;
Magnuson, Meyers, Ruhm, & Waldfogel, 2004) it was indicated that early
childhood development programs can significantly contribute to an increase in
socialization, economic independence, readiness to learn, school related-
achievement, later academic performance and attained education level. Yet, it was
also pointed out that receiving education in early years negatively correlated with
crime rates, teenage pregnancies, school retention and need for special education,
both in the short and the long run. In a supplemental manner, McCain and Mustard
(1999) corroborated the above conclusions underlining that investing in early years

have the potential to assure long-term economic benefits to the society.

On the other hand, calling for attention to a substantial point, Boocock (1995)
highlighted that the evidence provided so far certifying the benefits of early
childhood programs is specially valid through the correlation between quality early
childhood services and positive outcomes. Additionally, given that children are
exclusively vulnerable to environmental harm, poor care, malnutrition, abuse,
violence and neglect (Shonkoff & Philips, 2000), the importance of quality of care

in early childhood education is once more underscored.

2.2. Quality in Early Childhood Education

Formerly a research trend, the attempts to address the differences between home-
based and centre-based child care has subsequently altered towards sophisticated
debates on the differences among programs of varied quality (Clarke-Steward &

Fein, 1983, as cited in Phillips, McCartney & Scarr, 1987). While Burchinal et al.
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(2000) have reported a few contradictory studies on the effect of quality, a growing
evidence oppositely hint the existence of positive correlation between the quality of
care allocated to the child and the developmental outcomes observed (Burchinal,
Roberts, Nabors, & Bryant, 1996; Dunn, 1993; Howes, Phillips & Whitebook, 1992;
National Institute of Child Health and Human Development Early Child Care
Research Network [NICHD], 2000; Philips, McCartney & Scarr, 1987; Waldfogel,
2002).

Findings of multiple research, have further revealed the existing positive
relationship between higher quality early childhood care and children’s cognitive,
language and social development (Clarke-Stewart, Vandell, Burchinal, O’Brien, &
McCartney, 2000; Dunn, 1993; McCartney, 1984; Peisner-Feinberg & Burchinal,
1997; Schliecker, White, & Jacobs, 1991). For instance, in a study conducted with
1374 children, NICHD (1996) report has shown that quality of non-maternal care is
modestly but significantly predicting cognitive and language development at 15, 24
and 36 months. Other subsequent studies of early child care, repeating the findings,
remarked that the higher was the quality of care, the higher were the effects of early
childcare on developmental gains, as well as on school readiness (NICHD, 1998,

2000, 2002, 2006).

The Cost, Quality and Outcomes follow-up study also yielded similar results
highlighting that children who attended high-quality centers were observed to
outperform those who have attended lower-quality institutions in cognitive
(language and math skills) and social development (relationships with peers,
sociability, decreased problem behaviors and thinking/ attention skills), the case
being especially stronger for children of mothers with lower education level.
Moreover, an important finding and remark was that the effects of quality care was
persistent through second grade, the children still maintained closer relationships
with teachers and peers, and they have shown less behavior problems (Peisner-

Feinberg et al., 1999).
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The benefits disclosed thus far aside, studies attributing high significance to the
quality of care also drew attention to the financial aspect of the matter. In addition to
the proof that it is high quality centers that remedy child development, consistent
research results tell us that the effects of high quality care are considerably likely to
be long term, which in turn is cost-effective and yields more profit than the invested

funds (Karoly et al., 1998; Stanley, 2001, as cited in Sullivan & Calvert, 2004).

A fine illustrator of this has recently been explored by a group of researchers under
the name Project STAR (Student/Teacher Achievement Ratio). Randomly assigning
11,571 children and their teachers to different classrooms, in their longitudinal study
Chetty et al. (2010) investigated long term effects of early childhood education and
compared high and low quality care settings to ascertain whether there was a
significant difference between these two cohorts of students with regard to their
income levels, educational status and other affiliated outcomes as home ownership
and retirement savings at the age of 27. The quality criteria the study was based on
were class size, class quality and teacher quality, as reported in the relevant

literature which will further be explained in section 2.3.

The results of the STAR Project showed that children in small classes have a
significant potential “to attend college, attend a higher-ranked college, and perform
better on a variety of other outcomes” (p. 2). Furthermore, kindergartens of higher
quality and having teachers with more experience significantly predicted higher
earnings. Despite the fade out effect of early childhood education and quality in
later steps of education, a long-lasting effect of the gains in non-cognitive measures
was also discovered. In other words, the elements of quality in an early childhood
setting fructify as long-term financial pros, thereby well deserves to be improved

and taken into serious account.
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2.3. Definition of Quality and Teacher Education as Early Care Quality Agent

“The quality of an education system cannot exceed the quality of its teachers”

Barber and Mourshed (2007, p. 7)

Measurement of quality for early childhood services is often considered under the
frame of two categories: Structural measurements and process measures of quality
(Scarr, Esienberg & Deater-Deckard, 1994). In the literature, structural
measurement criteria have also been referred to as regulable features of quality, for
these factors, by nature, are occasionally open to rearrangements by governmental
organs and agencies. A third quality indicator has also been proposed as global
quality (Galinsky, Howes, Kontos, & Shinn, 1994, as cited in Bordin, Machida &
Varnell, 2000), referring to the overall compound of factors positively affecting

children’s development in a given early childhood education setting.

The regulable features have been clarified as teacher/student ratio, group size and
education of the teacher; while the process quality was suggested to be measured by
teacher-child interactions and developmentally-appropriate activities, being less
amendable and yielding in-depth information about the social facet of the early care
(Philips & Howes, 1987, as cited in Scarr et al., 1994). Global quality indicators, on
the other hand, have been portrayed as the interactions between children and adults
other than their teacher, quantity and quality of materials available for children’s use,
relationships with parents and such (Kontos, Burchinal, Howes, Wisseh, & Galinsky,

2002).

The relationship between regulable and process quality indicators also has been
identified. Specifically the 2006 Study of Early Child Care uncovered that regulable
features predicted the process features (NICHD, 2006). In other words, ratio of the
caregiver to children in a classroom, the number of children in the group and the

caregiver’s education was denoted as highly likely to affect the practices of the
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teacher in the classroom as well as the positive interaction in between. The studies
investigating the predictability of child outcomes by global quality factors were

previously argued in the earlier section.

Sum of these factors concerning the quality of early care triggered researchers to
handle the elements of structural and process measurements separately, the subject
of teacher education being one of them. The studies investigating the effect of
teacher education on child outcomes have so far appear to suggest a positive link
between student achievement on tests assessing cognitive development and
teachers’ training in early childhood education or related child development
programs (Clarke-Stewart et al., 2002; Dunn 1993; Howes, 1983; Phillipsen et al.,
1997; Pianta et al., 2010; Ruopp, Travers, Glantz, & Coelen, 1979; Whitebook,
Howes & Phillips, 1989). These studies indicate that the more educated the teachers
are (i.e. having higher levels of specialized training in child development and/or
receiving child-related training during the preceding year) the more positive care

giving they appear to provide and the higher global quality their classes possess.

Similarly, Howes (1997) sustained that children’s language, academic skills and
play complexity pertain to their teachers’ education. In her study conducted with
teachers framed under three categories of educational level, namely no formal child-
care training, some training in child development and a bachelor’s degree (BA). The
results yielded that children of teachers with BA outperformed their peers with
teachers with no training. Accordingly, when the outcomes of two groups of
children were compared based on the education of their teachers as well as on
adult/child ratio of the class, students of the class meeting these quality criteria were
seen to perform better in cognitive, language and social development related tests
than their peers with contrasting features of teacher and classroom quality (NICHD,

1999).
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The underlying logic behind these studies specifically focusing on the associations
between teacher quality and other variables is the belief that “teachers can make a
difference” (Wright, Horn & Sanders, 1997, p. 1) and that teachers’ behaviors are
substantially moved by the education they have been equipped with (Howes, 1983).
Mlustratively, Clarke-Stewart et al. (2002) stated that teachers’ education is effective
in creating a difference between their care giving behaviors. Teachers of more child-
centered beliefs, in other words, more contemporarily equipped, chiefly assure
better quality care and more stimulus-rich environments. Once more replicating
previously reported correlation between structural and process quality
measurements, teachers with better education and with recent and higher training
were also observed to be more in favor of positive and warmer care giving and to
establish learning environments in richer conditions. The findings consequently
showed that children of classes with more educated or highly trained teachers

performed better in cognitive and language tests.

In this sense, provided that more and better trained teachers provide higher quality
care giving and children in that environment grow to be more attentive as well as
more cooperative, it may be foreseen that teacher quality eventually culminates in
success of early childhood education as well as the educational framework of any

country.

Taking Finland as an example of this concert, the country’s remarkable achievement
in education is interpreted as tightly germane to high quality teaching profession,
one of the core components of this well-tuned choir (Hargreaves, 2009, as cited in

Fullan, 2009).
Supportively, the latest McKinsey research investigated the success of top-

performing school systems in an attempt to explore why some systems come out to

be the best while the majority of them tend to fail despite considerable amounts of
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financial and reformist investments made. The differences are explained by three
variances listed as:

=  QGetting right people to become teachers,

= Developing these people into efficient instructors,

= Putting in place systems and targeted support to ensure that every child is able to

benefit from excellent instruction (Barber & Mourshed, 2007, p. 13).

Pronounced among the low-cost ingredients of education (Ruopp et al., 1979),
teacher education hence constitutes a significant position that needs attention and
investigation supported by the implications of the foregoing literature, which clearly
represents the difference teachers of efficient caliber can make in the life of children
and in the continuity of educational systems. It hereby points the necessity of careful

regulations be taken in terms of teacher education (Clarke-Steward et al., 2002).

As an inference, due to the fact that teachers play one of the most important roles in
the implementation of the programs, no matter how good the curriculum or program
structure of early childhood services shall be, it is doomed to failure when the
implementers of it are not qualified enough to apply it. In the same direction, as
OECD (1998) suggests, reforms targeting education cannot be efficient unless
teacher education is taken into serious account as they have straight effect on

teacher quality.

2.4. Teacher Education in Broader Context

Teacher education has constantly been an enterprise of controversy and experienced
perpetual reform movements in the course of time and across a number of countries.
Financial, political and societal pressures have continuously served as catalysts for
the butterfly effect in global transformations in relation to teacher education. Be it
the need to handle the multiculturalism growing in a nation (Schrag, 1999), the

economic depressions creating a demand for a different format in the educational
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structure (Cheng, 2000), or simply the political autonomy asserting its hidden
agenda through top-down decisions (Cochran-Smith, 2000), teacher education has

eventually had its share from this turbulent framework of chaos.

Starting by the mid 80s, United States had hosted fierce debates over the quality of
teacher education programs resulting from a continuous decline in the success of the
American education system (Simsek & Yildirim, n.d.). Similar to the USA
experience, there emerged disputes in United Kingdom in the late 80s with regard to
cavities in the quality of the school systems leading to a series of changes in teacher
education. Not only the two but also other countries as Germany, France, Australia
and New Zealand have undergone parallel transformations with respect to teacher
preparation. The preeminent tags of all these changes can be listed as the
establishment of teacher education program standards, accreditation and theory-

practice balance in the programs (Yildirim, 2011a).

The case has also not been any different for the rest of the world. Asia-Pacific
region, for instance, has also underwent numerous reforms from 80s and onwards
(Cheng & Townsend, 2000, as cited in Cheng, 2000). Dramatically rising
economies in the region have brought a challenge for rather small economies who
could not keep up with the rapid transformation. In Thailand, this competition
ultimately made educational stakeholders question the system as schools lost their
prestige to educate students for the information age and to be productive and

motivated citizens who have learnt to learn (Hallinger, 2002).

Consequently, questions regarding what these incessant waves of change caused in
teacher education and how they shaped the programs to their contemporary state
eventually arouse curiosity. To be able to see the broad panorama of what took
place in the world in terms of teacher education and gain an insight to how other
countries managed the training of prospective teachers to increase the quality of

their education systems, 2010 OECD working paper constitutes a valuable resource.
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In this sense, the current typology of teacher education programs in OECD countries

have been illustrated by Musset (2010, p. 6) and shown in Table 2.1.

Table 2.1

Characteristics of Concurrent and Consecutive Programs

P{})}%;aem Characteristics Scope Advantages Disadvantages
Academic Common for Allows a more Little flexibility in
subjects are primary school integrated entering teaching
studied alongside  teachers (expect learning profession specially

Concurrent educational and France and experience for the persons who
models for professional Germany) Lower since have studied
initial studies and upper pedagogical and ~ something else than
teacher throughout the secondgry subject-matter education, as well
) duration of the education as for those who
education course. Shorter. teachers in (content would want to be
Belgium, Canada kn(.)vyledge) able to re-enter
glum, >
Greece, Hungary, training take other labor markets
Ireland, Ital place at the eventually.
> y’ y
Japan, Korea, the same time.
United States.
The specialized More common Allows a more Weaker knowledge
courses in for secondary flexible entry in learning
pedagogy and in school teachers into the techniques and in
teacher teaching than for primary teaching pedagogy in
are accessible school teachers. profession. general.
after having Denmark, France, Allows teachers  Fragmented
completed Norway, and to have a strong  learning process
another degree in  Spain, Austria, subject between subject
Consecutive a discipline Israel, Finland, expertise in a matter knowledge
taught in school. Netherlands, precise and pedagogical
Longer. England, academic knowledge. Weaker
Entry more Australia, Wales,  discipline. professional
restrictive. Northern Ireland, identity.
Scotland, Czech
Republic, Ireland,
Sweden, Slovak
Republic
In an educational ~ Changing teacher  To have Extra financial cost
system, both education models  different for the country, less
consecutive and can be a way to programs allows efficiency
Concurrent concurrent help resolve the to attract into
and models can problem of the profession
Consecutive coexist. teacher shortage different profile
or to boost the of potential
quality of the teachers.
teachers.
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As can be seen, an important deal of the OECD countries follows a two-stage
certification path where the education of teacher candidates require longer period of
time and incorporates pedagogy courses after having specialized in a certain
discipline. Other countries, on the other hand, educate the would-be-teachers
through all-in-one programs where content knowledge flows alongside the
pedagogical training. As the research indicates, only a few or none of the countries
have a system that constitutes of an assemblage of the two types of teacher

education programs.

Moreover, there has been drawn certain policy directions to improve teacher quality.
The agenda reminds of the key to Finland’s success story and McKinsey’s report as
mentioned in Section 2.3 in this chapter. The following table exemplifies the
processes teachers-to-be go through, a route beginning prior to the enrollment up to

the graduation and stepping into the professional life.

Table 2.2
Common Policy Directions in OECD Countries Regarding Teacher Education

Policy objectives Areas that need to be targeted and

articulated
Attract the right kind of teachers into the Traditional models of teacher education
profession Alternative models of teacher education

) . Content-knowledge, pedagogical skills
Give them the right tools . )
Practical field experience

Assure that they stay competent throughout Initial teacher education
their entire teaching career Continuing training

As for the certification of teacher education programs’ graduates, in the paper, half
of the OECD countries are stated to require further certification paths to become a
teacher; that is, graduating from a program does not certify the candidates to teach
right after graduation. In France, Germany, Japan, Korea, Italy and Spain, would-
be-teachers need to surpass a challenging exam, which allows the candidates to gain

a license for teaching or a tenure position in a public school. In other countries as
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Spain and Italy, the prospective professionals in the field of education are required
to go through a period of probation for a year before being certified. In the United
States, there exists a national voluntary system assessing and certifying teachers
who meet certain and high standards established. Having a BA degree and three
years of teaching experience as well as examples of their work through portfolios,

essays, etc. are the requirements for being certified as a qualified teacher.

2.5. Teacher Education in Turkey and Program Effectiveness Studies

When the case of Turkey would be covered in the same manner, the picture drawn
so far would more or less be the same for our context with a few distinctions. The
history of initial teacher education dates back to the times of the Ottoman Empire.
As Kaygisiz and Akarsu (1997) explain, the first attempts to establish teacher
education programs took place in the Ottoman era upon Sultan II. Mehmet’s request
for teacher candidates to receive different courses for teaching in religious schools.
Thus in 1848, an institution for teacher education has been founded and while the
first two years of the program focused on primary school teaching, the latter two
served for teaching in middle schools (Kaygisiz & Akarsu, 1997). Later, the two
have been separated into two different institutions whilst a section for teaching in
high schools has been initiated. With the establishment of the Republic, teacher
education has been reformatted under the headings of higher education, elementary
education and primary education. Later in the 30s, with an attempt to increase the
number of teachers, village institutes have served to train teachers who will work in
the rural areas of Turkey (Kaygisiz & Akarsu, 1997) and operated until 1954. The
length of teacher education programs were six years after primary education or three
years after high school before 1971 when all have been extended to seven years
after elementary school (Deniz & Sahin, 2006). In 1973, higher education for all
teachers has been set compulsory and previous institutions for teacher education
have been translated into two-year institutions following secondary education

(Cakiroglu & Cakiroglu, 2003). A major change occurring with the establishment of
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higher education reform law in 1981 and Higher Education Council in 1982, all
teacher education institutions have been transformed into 4 year programs under the
faculties of education (Deniz & Sahin, 2006). While the 1973 law concerning basic
education is regarded to be a milestone as it carried teacher education to higher
education level, 1982 has yet been another signpost leading to the acquisition of
scientific standards with the unification of teacher education programs under

faculties of education at universities (Varis, 1988).

Looking at the dynamic picture illustrated above and other subsequent reforms,
Grossman and Sands (2008) state that the course of 83 years since its foundation has
been the time for transformation and reorientation of education for the Turkish
Republic; along with other 75 years before its foundation. Throughout these reform
movements, the recent forms of teacher education programs have been contoured in

due course.

Presently, founded under in public and private universities, faculties of education
are the main responsible agencies for the education of prospective teachers. In order
to qualify as a teacher and be recruited in educational institutions, prospective
teachers are required to go through certain teacher education certification paths.
Turkish teacher education system incorporates both concurrent and consecutive
models as explained in the OECD report. Concurrent programs are those where
pedagogical content knowledge is provided alongside professional knowledge, field
experience and general education courses and depending on the field, the length of
these programs vary from 4 (departments of elementary education) to 5
(departments of secondary education) years. The consecutive model utilized in
Turkey, on the other hand, is again provided by the faculties of education and
includes certification programs covering 1.5 year following a content-specific study
in four-year programs. This certification path offers a different route for the
graduates of other related faculties. Moreover, although there emerge certain

differences among universities particularly in the implementation, the teacher

24



education system is highly centralized. The general scheme of teacher education
programs is drawn by the Higher Education Council, including the names, sequence,

and aims of the courses in the program.

Yet, following the finalization of these structural touches, the efforts to amend the
existing programs continued to occupy the agenda. Thus, the 1990s has been an era
where certain changes took place in the higher education system affecting the future
of education in Turkey as major steps have been taken shaping teacher education in
terms of staffing, student numbers and the curriculum as well as the incorporation of
programs into faculties of education. The need for restructuring has been stressed by

several reports since then.

The commission report of Directorate-General for Teacher Education and Training
of the Ministry of National Education (1996) was one declaration in this respect
emphasizing the need for a readjustment in the ways to attract the right candidates to
the profession and in the quota of students to be enrolled in teacher education
programs. The commission also highlighted the importance of teacher educators for
the education of qualified prospective teachers and addressed the necessity for
faculties of education to have ample numbers of professors employed. The ideal
case has also been defined that in order for a teacher education program to be
founded a faculty of education, at least four teaching staff two of them being either

professors or associate professors.

Moreover, also drawing attention to the quality of the programs, the same report by
the MoNE (1996) stressed certain deficiencies in the acquirement of teacher
education program attainments and criticized the courses as most took place in
traditional classrooms with inadequate amount of practice opportunities. Moreover,
the attempts of reformation have been stated to work through a top-down decision
making mechanism rather than meeting contemporary principles of program

development. Certain shortcomings in the implementation of the program have also
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been uttered in the report. Pointing out the discrepancy between the theory and the
practice, the gap between what is learned through the program and the real work
settings as well as the content to be taught has been stressed. Particularly focusing
on practice teaching courses, the inconsistencies between what is necessary and
what actually is taking place in practice schools have been claimed to affect the
quality of the program. Furthermore, the inadequate number and length of practice
teaching courses, lack of cooperation between faculty and practice schools, the
attitudes of cooperative teachers causing candidates to confuse their roles in the
classroom, dependency of the nature of field experiences on schools and problems
regarding supervision of the would-be-teachers result in the malfunction of the

program.

In the light of these indications, a series of changes have been made in 1998 by the
Higher Education Council intending to achieve the following characteristics of
teacher education programs (HEC, 1998):

= increase the number of teachers to join the educational system workforce,

* improve quality through sustaining teacher education program standards,

= emphasis more on practice and methodology than subject specialism,

= improve the bond of faculty-school partnership,

= improve Ministry-Faculties of Education coordination, and

= upgrade the technological infrastructure and resources.

Different from the prior practices, in the new program, the amount of practice
teaching hours had been augmented and teaching methods courses had been
emphasized more (Ustiiner, 2004). However, despite the lack of empirical grounds
on how the formatted teacher education programs made a difference and whether
this transformation yielded the expected results, the 1998 program has been

subjected to severe criticisms, particularly in relation to reduced weight of theory.
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The advocates of this claim supported the view that the graduates of the new
program were joining the workforce without strong theoretical background and this
was leading to diminution of professional competency (Yildirim, 2011a). Taking
these concerns into consideration, Higher Education Council initiated a new reform
in 2006 in teacher education programs abolishing most of the practice-oriented
changes the former program had introduced. Stressing more on theoretical courses
and general education component, the number and length of field experience and
practice dimension of professional education courses has been cut down (Yildirim,

2011a).

Currently, Turkey is on the edge of a new transformation movement in teacher
education. Yet, one major drawback of these continuous reform acts is, as Yildirim
(2011a) explains, the inadequacy of studies that should serve as the backbone of the
field and which subsequently precipitates subjective evaluations of teacher

education programs.

In this respect, continuous evaluation of the present programs can be seen vital to
the improvement of quality in teacher education. The body of literature, in this
sense, shows that teacher education program evaluation studies majorly
accumulated under three categories:

= Holistic evaluation of teacher education programs,

= Perceptions on field experience courses, and

= Perceptions on other components of teacher education programs.

Studies reflecting a holistic picture on the effectiveness of the program provide a
clear panorama of the current growth of the field. These studies carry clues on the
problems with the implementation of the programs and imply certain suggestions in
this regard. In a study conducted by Aypay (2009), for instance, the responses of
228 in-service elementary and secondary school teachers to a questionnaire revealed

that the teacher education program was found relatively successful in preparing
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candidate teachers to support different learning styles in their classrooms. The
shortcomings of the program, in this sense, were listed to be its inadequacy in
assisting student teachers in their professional development and its inefficiency in

preparing them to increase productivity in their classrooms.

Similarly, a quantitative study (Oztiirk & Yildirim, 2009) with 465 novice teachers
also indicated that the teacher education programs did not sufficiently respond to the
needs of in-service teachers in their initial years of service. Theoretically
overloaded, the programs were reported to offer inadequate practice opportunities
and to challenge real life experiences resulting from the discrepancy between theory
and practice. The study further urged the enrichment of teacher education programs
to educate effective teachers by encouraging professional development and life-long
learning, incorporating a variety of courses relating to teaching, cooperating with

Ministry of National Education and introducing the real work conditions in Turkey.

Supporting these findings, another study (Vural, 2007) with 130 classroom teachers
yielded that the graduates had difficulty mostly in classroom management, formal
correspondence procedures, communication (especially in the eastern region) and
thus cultural differences resulting from the shortage of the program in preparing for
real settings. The results further indicated the lack of practice opportunities in the
program and suggested an increase in the amount of teaching practice courses as

well as the arrangement of the content to respond to the needs of the teachers.

In a case study, Salli-Copur (2008) used mixed method design to investigate the
efficiency of the ELT program in preparing teachers via graduate questionnaires and
interviews. In-service teachers participating in the study suggested that the courses
needed to be revised in terms of content, methodology and assessment, and they

also mentioned overlaps among certain courses.
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Akin to the studies conducted with in-service teachers reported above, studies
carried out with student teachers and other stakeholders also revealed parallel
results. To illustrate, the study by Senemoglu (2011) with 145 teacher candidates,
81 teacher educators, and 89 novice teachers indicated that the time allocated for
certain courses were not sufficient, and while several courses were found to be
redundant, some courses that should have been included were not covered by the
program. Moreover, drawing attention to the benefits of the practice teaching
courses, this component has been suggested to be given the first priority and the
instruction of the courses in the program was recommended to be built with a

practice-oriented nature.

Durukan and Maden (2011) also investigated the perceptions of 150 candidate
teachers (sophomore and junior) studying Turkish Language Teaching at Atatiirk,
Karadeniz Teknik and Cumhuriyet Universities. The study inferred that the content
of the courses should be reorganized and the instructional methods should be
designed based on the nature of each course. Additionally, number/weight of the
professional preparation courses was suggested to be modified according to the
needs of the students and the practice/theory facet of the program was recommended

to be restructured with regard to the aims of the teacher education program.

In a comparative study of teacher education programs in Turkey, Germany and
Denmark, Yanpar-Yelken (2009) studied with 150 FLE teacher candidates. The
responses of the participants to open-ended question forms and 16 interviews
indicated that in all three countries a positive feature of the program teacher
education was observed to be its practice-based nature; while one of the
shortcomings of the program is stated to be its being theoretically overloaded. The
study further underlined that a quality teacher education program needs to be more
practice-oriented, the academic staff be more qualified and classes be crowd-free.

Turkish students mostly emphasized assignments and strict instructors as negative
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aspects of their teacher education programs. A demand for balance between theory

and practice is also highlighted by the participants of Germany and Turkey.

Moreover, utilizing mixed design, Biiyiikgoze-Kavas and Bugay (2009) also found
corresponding results. Exploring pre-service teachers’ perceptions of their teacher
education programs through a questionnaire with open- and closed-ended questions,
the study pointed out that practice dimension of the program showed deficits in
providing students with ample chances of implementation of what has been learnt in
theoretical modules. Furthermore, stressing the redundancy of theory-based courses
in the program, the findings implied that the number and quality of practice-oriented

courses should be increased.

While the holistic presentation gives an overall impression, investigation of certain
components of the teacher education programs also provide in-depth and detailed
information on how the pieces of the whole operate in action. The literature review
showed that a significant deal of teacher education program studies have been
conducted particularly on the effectiveness of practice teaching courses. Without
any exceptions, field practice has been listed as the most favorable component of the
program since it assists candidate teachers in adapting to the profession and in
gaining teacher identity. In this experimental study, Ceylan and Akkus (2007)
utilized uncontrolled pre-test post-test design to explore the behavior change before
and after the School Experience II course. Among the population of 910 teacher
candidates studying Elementary Science Education, Social Sciences Education,
Mathematics Education, Primary Education and Early Childhood Education, a
random sample of 125 students were administered an instrument developed by the
researchers including the goals and objectives the students are sought to attain in the
course of practice teaching. The results showed that School Experience II course
had a positive impact on students’ attitudes towards the profession. Their behaviors
with regard to instruction, questioning, classroom management, evaluation and

planning have shown a significant difference after the course.
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However, there also have been uttered certain deficiencies affecting the quality of
student teaching experience. While the quantitative study of Aydin, Selguk and
Yesilyurt (2007) with 222 senior teacher candidates in elementary education also
pointed out that the prospective teachers found School Experience II course quite
valuable and reported that it lead to a positive attitude change towards teaching
profession, the duration of the practicum course was criticized to be inadequate for
ample practice and faculty-school coordination, communications with the
administration at practicum schools and supervision skills of some instructors have
been reported to fall inadequate. Candidate teachers further reported low self-

efficacy beliefs on their teaching performance.

Similarly, an important number of the quantitative studies with teacher candidates
(Alakus, Oral & Mercin, 2005; Bilgin-Aksu & Demirtas, 2006; Ceylan & Akkus,
2007; Ermis, Uygun & inel, 2010; Kudu, Ozbek & Bindak, 2006; Ozkan, Albayrak
& Berber, 2005; Sasmaz-Oren, Seving & Erdogmus, 2009; Turgut, Yilmaz &
Firuzan, 2008; Yesil & Caliskan, 2006) also have underlined the weakness of
faculty-school collaboration, the inadequate amount of practice teaching sessions in
teacher education programs, lack of feedback and guidance received from
supervision and the effect of the attitude and competencies of cooperating teachers

on candidates’ teaching as the major drawbacks of the teacher education programs.

Thus, for the program to operate more effectively, the studies consistently implied
that in order for the course to be more effective, practicum school-faculty-candidate
teacher communication should be enhanced, student ratio per school should be
minimized, candidates should receive an orientation program prior to practice
teaching, continuous feedback circle and evaluation of the process should be
operated, practicum schools should be selected accordingly and theoretical courses

should be more functional to support practicum courses (Ceylan & Akkus, 2007).
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The qualitative (Alaz & Konur, 2009; Doyran, 2009, Giirbiiz, 2006; Kiraz, 2002;
Yapict & Yapici, 2004) and mixed-method studies (Bastiirk, 2009; Oguz, 2004;
Ozmen, 2008) again conducted with prospective teachers have reached consistent
results as well. These studies highlight the dynamics of candidates’ experiences with

practice teaching yield rather in-depth information.

Oguz (2004) reported School Experience-I to mostly create positive attitude towards
teaching profession and that the course should be maintained in the program with a
set of changes in the structure. The suggestions with regard to this aspect of the
study are listed as: (1) Practicum schools should be selected in accordance with the
activities required to be completed during the practicum process, (2) strong
coordination network needs to be established between faculty supervisors,
cooperating teachers and teacher candidates, (3) cooperating teachers should be
selected from experienced and supportive teachers who can assist the candidate

teachers in their professional development.

Accordingly, in a mixed-method study utilizing a questionnaire with open-ended
questions and semi-structured interviews Bastlirk (2009) also pointed out that there
existed a lack of communication between the candidates and the cooperating
teachers and the level of assistance they received in terms of lesson plans was found
to have remained at a minimum level. Moreover, there also was reported a
difference in the amount of time teacher candidates spent in practicing resulting
from implementation differences of cooperating teachers. Classroom management
was yet seen as another issue the students had problems with; therefore the study
implied that the program needs to be improved to support classroom management
skills of candidates. Lastly, supervision of practicum schools was seen as vital for

the attainment of a standard of practice teaching.

In a supportive manner, studies conducted with other stakeholders of the practice

teaching component maintained the same conclusions (Azar, 2003; Bastiirk, 2008;
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Cetin-Seckin, 2005; Giilkilik, 2009; Harmandar, Bayrak¢eken, Kincal, Biiylikkasap
& Kizilkaya, 2000; Kiraz, 2002). In a qualitative conducted with 3 cooperating
teachers and 22 candidates, Kiraz (2002) utilized face-to-face interviews and focus
group interviews. The results of the study summarized that candidate teachers
majorly needed guidance in classroom management, planning, instructional
strategies and material development; however, these expectations of students from
the cooperating teachers were not satisfied at a desirable level and that mainly the

guidance they offered remained rather on a traditional plane.

Similarly, Bastiirk (2008) also aspired to collect cooperating teachers’ perceptions
of teacher candidates and of the Teaching Practice course through semi-structured
interviews. The findings pointed out that teachers perceived Teaching Practice as a
course where candidate teachers are supposed to observe and practice their teaching
for a few hours. The main criteria for the evaluation of candidates were seen to be
attendance rate and other rather subjective factors. As stated by Kiraz (2002), the
study also revealed that the level of interaction with the candidate teachers remained

limited and superficial.

To offer a different perspective, Harmandar et al. (2000) have interviewed
supervisors, school coordinators and candidates. While the necessary regulations
listed the supervisors were the alleviation of workload of faculty when the student
teachers are in the field and inclusion of rural schools in the practice, the candidates
requested an increase in the length of practice hours, more supervision by the

academic staff and a strengthened of faculty-school cooperation.

Apart from the field practice component, although receiving that much attention,
other elements of the program have also been investigated. Existing studies
(Akpmar & Ozer, 2004; Arikan, 2005; Baykara & Pehlivan, 2010; Besoluk &
Horzum, 2011; Gémleksiz, Kan & Serhatlioglu, 2010; Isikoglu, 2008; Ozkan, 2012;

Saka & Saka, 2009) mainly, scarcely however, concentrated pedagogical content
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knowledge, professional knowledge, methodology and technology courses have

been the subjects of this particular dimension.

2.6. Early Childhood Teacher Competencies and Program Components

The growing body of literature marking the contribution of teacher training to
student learning currently necessitates the teachers of the era to be powerful
professionals who excel in teaching (Darling-Hammond, 2006). Thus, among the
competencies a teacher needs to possess is now not only limited to basic skills and
content knowledge as they are not sole warrants of effective teaching (Cochran-
Smith & Zeichner, 2005). There indeed is a science to teaching (Kridel, 1986) and
to teacher education. Correspondingly, as Darling-Hammond (2006) highlights,
gradually accumulating repertoire of teacher education studies showed that the array
of necessary teacher competencies consist of the internalization of a number of
matters about the ways learning occurs, effective teaching strategies including
pedagogical content knowledge which encloses language, culture and community

contexts for learning.

Thus by time, specific components that sketch the outline of teacher education
programs, early childhood teacher education programs included, have been and are
still being constructed with the help of a great deal of learning through experience
and research. Throughout the study plan the programs are designed to flow, teachers
are thus expected to acquire certain qualities that assist them excel in teaching. The
literature suggests four major components that roof these competencies, namely
Pedagogical Content Knowledge, Field Experience (Practice Teaching) Professional
Knowledge, and General Education (Liberal Arts), along with a list of skills and

attitudes an early childhood teacher should possess.

Composed of Content Knowledge and Pedagogical Knowledge, it would not be
wrong to say that, Pedagogical Content Knowledge (PCK) has so long been one of
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the most respected and attention gaining aspect of the teacher education programs.
Shulman (1986) suggests that while content knowledge, covers the knowledge of
the subject matter and related theoretical structures, pedagogical content knowledge
enables one to successfully combine content with pedagogy, i.e. knowing how to
explain the content so that learners will not have any difficulty in understanding it.
Both elements are so interwoven that without one, the other is left void. Without a
disposition to make use of the knowledge and skills, there is little chance to make

anything happen in teaching (Cantor, 1990), and vice versa.

Frequently though, certain perspectives regard that subject matter is one area that
can be learnt outside the schools of education and what is left can be learnt through
on-the-job experiences (Cochran-Smith, 2000). Thus, other components that aim at
binding teacher candidates to the profession and nurture them both professionally

and personally can often suffer from negligence.

Generally uttered underneath the PCK, Field Experience is among that group but
also is one vertebral bone building the spine of the program, per se a major
component. As Saracho (2012) suggests, although similar in fashion, the content
and the ingredients of all teacher programs may vary but the field experience
constituent; as it is a significant building block and deserves this fractionation. The
aim of this component is to provide teacher candidates with the opportunity to
observe and experience the natural classroom setting where curriculum is

implemented and to work with real students as well as teachers (Leslie, 1998).

Moreover, General Education component of the program intends to nurture students
to be knowledgeable and well-educated human beings by assisting them in
broadening their intellectual capabilities, cognition and aesthetic sensitivities in
fields ranging from natural to social sciences, from arts to quantitative skill areas

(Penn State University Senate, 1997).
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Finally, the Professional Knowledge component of teacher education programs
chiefly intend to help prospective teachers gain insight on students, on the
profession of education, on how learning occurs, and on how to enhance learning

through the use of certain methodologies (HEC, 2007).

Alongside the competencies intended to be achieved through the components
mentioned above, the literature also suggests certain personality attributes and
attitudes that early childhood teachers particularly need to possess. Results of a
survey study by Johnson (1980) with 227 teachers and 14 principals showed that
while teachers underlined four key characteristics having a sound knowledge of
subject matter, taking a personal interest in each student, establishing a
caring/loving/warm atmosphere and showing enthusiasm with students, principles
regarded thorough instructional planning/organizing, child oriented practice and

enthusiasm with students to be the core characteristics of effective teachers.

Moreover, Mowrer-Reynolds (2008) stated that teacher effectiveness is linked to
traits as breadth and intensity of interest, enthusiasm, cooperation, considerateness,
leadership, and personal appearance and magnetism. Yet, stemming from a study
with 3000 K-12 teachers, Taylor and Wash (2003) listed ten effective teacher
dispositions namely enthusiastic, an effective communicator, adaptable to change, a
lifelong learner, competent, accepting of others, patient, organized, hardworking,
and caring. Finally, drawing attention to the lack of definition of early childhood
teacher core characteristics, Colker (2008) identified a list of effective early
childhood teacher qualities through interviews with 43 experienced teachers which
can be listed as;
= Passion about young children rather than enthusiasm, that is, feeling that one can
make a difference with what s/he is doing in the classroom,
= Perseverance (dedication or tenacity) i.e. advocating the best interest of the
child,

= Willingness to take risks against the norms and status quo,
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= Pragmatism with a willingness to compromise if the plan will move along,
= Patience with children, parents and the system,

= Flexibility,

= Respect and appreciation of diversity,

= Creativity,

= Authenticity as self-awareness,

= Love of learning,

= High energy, and

= Sense of humor (pp. 3-8).

Although the aforementioned competencies are individually important segments of
the professional educators, it is believed by many experts that what makes an
effective teacher effective is the ability to house all of the competencies listed, that
the meaningful combination of knowledge, skills, and personal characteristics (Katz
1993). Yet, as Darling-Hammond (2006) argues, the flaw of teacher education
programs is the detached structure that fails to educate prospective teachers in a
coherent manner and to melt all of these components and candidates in the same
pot. Moreover, the evidence that coherent programs with field practice tightly
connected to pedagogical content and professional knowledge yield more effective
teachers who are likely to continue their career in teaching, and that that teachers
with more preparation for teaching become more confident and successful with
students (Darling-Hammond, 2000) once again marks the significance of the way

teacher education programs are woven within.

2.7. Early Childhood Teacher Education in Turkey

The transformation process in Turkish teacher education history disclosed in the
previous sections did also directly apply to early childhood education. Atay-Turhan
et al. (2009), in this respect, interpreted the study of Giirsimsek, Kaptan and Erkan

(1997) on teacher education and translated this broad reform process into the
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changes that took place in early childhood teacher education. As Atay-Turhan et al.
(2009) stated, acquiring a bachelor’s degree was previously not a requisite for
teachers to be able to serve in early childhood education settings; thus, the
competencies of early childhood teachers would diverge to a great extent. Up until
1973, when higher education institutions became responsible for the education of
teachers, majorly vocational high school graduates were recruited in the field. In this
process, initially two-year programs were designed to answer the needs of the sector
and later they have been translated into four-year higher education programs in
1991. Then in 1998, YOK restructured all teacher education programs in an attempt
to emphasize practice, methodology and elective courses until another series of
changes were enacted in 2006. Thus, the 1998 curriculum that has been
implemented for 8 years until the 2006 reform has been exposed to academic
criticisms as the graduates were considered to be graduating with inadequate subject
matter, pedagogical and professional knowledge as well as practice. Both programs

can be seen in Appendices A and B.

Composed of the same components in the international examples, Pedagogical
Content Knowledge, Field Experience, Professional Knowledge, and General
Education, the aim of Turkish early childhood teacher education programs in
question has been framed around field specific teacher competencies proposed by
the MoNE (2008) (See Appendix C), which are also in line with the requirements of
NAEYC (2006) on and relevant literature about early childhood teacher qualities.
Based on these competencies, early childhood teacher education in Turkey is stated
to be interested in educating teachers to:
= possess pedagogical content knowledge that enables to plan the educational
processes to support children’s development, prepare the educational
environment, select, use and develop educational materials and implement the
program in a developmentally appropriate manner,
= lead parent involvement and education activities,

= assess the early childhood program and children’s development progress,
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= have communication skills which involve effective listening skills, empathetic
approach, and body language as well as self-expression through medium of arts
and technological literacy,

* maintain a creative perspective and aesthetical vision so that they can assist
children in developing alternative problem solving skills, creating genuine
products and develop aesthetical perception of the world,

= cooperate with the school and society, and

= seek life-long professional development (pp. 2-14).

Undeniably, a quality teacher education program, if successful, provides novice
teachers with comfort and there is a minimized risk of being challenged to sink or
swim at the beginning of their career. Thus, to assess whether these intended goals
that early childhood teachers are assumed to possess at the time of graduation are
met is critically important. Moreover, whether the early childhood teacher education
program is efficient enough to support the graduates in various educational settings
is of special significance as direct link of the quality of instruction to student
achievement and welfare has long been revealed. Therefore, studies working on
identifying the needs of the practitioners working actively in the field with a
connection to teacher education programs should direct the changes taking place in
all but especially early childhood teacher education program transformations since

early years are fundamental to human development.

2.8. Studies on Early Childhood Teacher Education Programs

As highlighted earlier, the interwoven state of education, social life, politics and
economy brings in an inevitable interplay in the shaping of teacher education
programs. The state of early childhood teacher education has not been any different
as the investments made on the early childhood education programs have
accelerated in the course of 20 years (Elliott, 2006) and as the attention started to

raise interest of several stakeholders with regard to child outcomes.
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Regarding the increasing number of studies revealing the close relationship between
the early childhood teacher’s professional development and quality of program
implementation (Saracho & Spodek, 2007), there is a call by the century for
reflective, technologically literate, collaborative, and sensitive teachers with
effective communication and literacy skills who can reflect on and work
harmonically with developmental diversities, special needs and cultural and racial
differences in the classroom (Landerholm, Gehrie and Hao, 2004). Yet, as reports
suggest, this important call can exclusively be answered through high quality
teacher education programs (Cochran-Smith & Zeichner, 2005; Hammerness et al.,
2005). In order to achieve this end, therefore, the programs designed to contribute to
the professional and personal development of early childhood teacher candidates
need to be taken seriously as it issue constitutes an important position in ensuring
teacher quality. Hence, Anne Cocuk Egitim Vakfi (ACEV, 2002) suggests that
evaluation of teacher education programs as program development and

implementation need to be a perpetual process.

However, for the international context, the literature review has failed to produce
considerable information with respect to program effectiveness studies. It is
estimated to be deficient as other countries especially the United States, unlike the
Turkish example, have a decentralized higher education system which bears a wide
range of paths that lead to early childhood teaching profession. Additionally as
Benner & Hatch (2012) point out, this may be due to the recent trend that measures
teacher quality and the effectiveness of teacher education programs with a link to

student achievement data.

Yet, since it relatively is a new field, early childhood teacher education has so far
perpetuated as a neglected enterprise in Turkey. Therefore the number of studies in
early childhood teacher education has stayed limited in range and scope in the
Turkish context as well. The scarce number of studies in this array have been tried

to be provided in this section, but to note, among the existing studies on early
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childhood teacher education programs in Turkey, only a few were found to have

empirically investigated the 1998 program.

Giirkan (2005), in this sense, has examined the status of 1998 early childhood
teacher education with 160 teacher educators working in the departments of early
childhood education and/or child development. The academic point of view
recognized teacher education as one the leading issues that would increase the
efficiency and quality of early childhood services across the country. Yet, the
preeminent problems identified have been (1) the shortage of qualified teacher
educators with academic ranks higher than assistant professor particularly evident in
certain universities, (2) heavy workload of the faculty as well as raised criteria for
promotion and appointment that hampers the time allocated for student supervision
and support since their focus shifts towards research and publication, and (3)
inadequacy of the early childhood teacher education program. However, due to its
descriptive nature, the study did not identify the grounds of the final remark, that is

in what ways and why the program is found to be deficient.

Furthermore, there exist two conceptual studies identifying the strengths and
weaknesses of the 1998 early childhood teacher education program. Through
experience and impression based evidence, ACEV (2002) and Haktanir (2003)
posited several drawbacks of the 1998 curriculum. One of these pitfalls is the
shortage and diverse backgrounds of early childhood education teaching staff.
ACEV (2002) highlighted that among the 152 academicians participating in their
study, 39% has received their undergraduate education in programs that are not
related to early childhood education. Yet, while 32% were graduates of child
development and education programs, only a percentage of 14 were revealed to be

early childhood education program graduates.

Moreover, finding the program weakly designed in terms of the general education

component, similar to Giirkan (2005), Haktanir (2003) also necessitated the

41



inclusion of several content knowledge courses as Preparation to Primary
Education, Program Development, and Administration and Supervision of Early
Childhood Education Institutions. She further identified the essentiality of the
splitting of comprehensive courses into parts, e.g. Human Development I
(Childhood), IT (Adolescence), and III (Adulthood), as the teachers are stated to
interact with not only young children but also parents, school administration and so
forth. Moreover, compared to their content, Haktanir pointed out the excessiveness
of the time allocated for certain courses, and criticized that these courses were
inevitably overlapping with other courses in the curriculum resulting from that spare
time. Also, the content of certain modules were found to be inappropriate for early
childhood teacher candidates as they are rather content or instruction-wise for

primary level teaching.

Other studies investigating the effectiveness of the early childhood teacher
education program have either focused merely on the 2006 program or on the

comparison of 1998 and 2006 programs through document analysis methodology.

As an example to the former instance, in their quantitative study with 65 teacher
educators from 26 universities, Dereobali and Unver (2009) aimed at evaluating the
early childhood teacher education that has been put into practice in 2006. Utilizing
the “Evaluation Questionnaire about the Curriculum of Undergraduate Preschool
Teacher Training” developed by the researchers, the study examined the instructors’
perspectives with regard to the courses in the teacher education curriculum. The
findings showed that, the majority of the courses in the curriculum were found to be
appropriate. Moreover, while thirty courses have been suggested to go through a
title change and some to be merged, the teacher educators were reported to suggest
the adding of 70 courses into the existing curriculum. Among the necessary
additions listed come courses as Computer Education in Early Childhood Education,
Assessment of Child Development, Children’s Rights, Language Development,
Preparation to Primary Education and Orientation, Child Abuse and Neglect. The
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participants further suggested the merging of courses offered in two semester. Yet
while certain courses with similar content as “Maternal and Child Health and First-
Aid” and “Maternal and Child Nutrition” were recommended to be merged, a
change in the content of Teaching Methods course to include the teaching of science
and mathematics has also been proposed. The full list of courses suggested to be

suitable for such unification can be seen in Table 2.3.

Table 2.3
Courses Appropriate to be Merged as Proposed by Dereobali and Unver (2007)

. . h fi i
Course title to be integrated Course(s) that are found appropriate to

be merged
Turkish I: Written Expression Turkish II: Oral Communication
Foreign Language I Foreign Language II
Principles of Kemal Ataturk and History of Principles of Kemal Ataturk and History of
Turkish Revolutions I Turkish Revolutions II
Maternal and Child Health and First-Aid Maternal and Child Nutrition
Psychology Educational Psychology

Turkish Education System and School History of Turkish Education

Management

Creativity Visual Arts

Play in Early Childhood Physical Education and Games
Teaching Mathematics Teaching Science

Instructional Technology and Material Material Development

Development

Scientific Research Methods Statistics

Guidance Child Mental Health

Methods of Teaching Teaching Science, Teaching Mathematics,

Instructional Methods and Principles

Note. From “An Evaluation of the Courses in Curriculum of Undergraduate Preschool Teacher
Training by Instructors in General Perspective” N. Dereobali and G. Unver, 2009, Inonu University

Journal of the Faculty of Education, 10(3), p. 171.

Importantly, the Dereobali and Unver (2009) study further indicated although
certain positive changes have been made in the 2006 reform, the courses in the

former program, i.e. 1998, were found to be more appropriate than their 2006
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alternatives. Yet the authors implied that in order for the new program to flourish,
continuous feedback need to be collected from the stakeholders of the teacher
education program, namely the program administrators in responsible departments,
teacher educators, pre- and in-service teachers, as well as cooperating school
administrators, cooperating teachers, parents and the children. Furthermore, in
respect to the suggestions on the inclusion certain content courses as Mathematics,
Science, etc., the study proposed that rather than as pure disciplinary courses, they
should rather focus on the conceptualization of the content for and teaching at
young children’s developmental levels. An interesting point in the study findings
has been remarked as the suggestion for adding of “...in Early Childhood
Education” to the titles of the courses. This is interpreted by the authors as an
indication that, through their observations and experiences, the teacher educators
coming from diverse backgrounds than early childhood education might be thinking
that the courses were not being taught to prepare candidates for teaching at early
childhood education level. Also pointing out a lack in the number of faculty who
hold expertise in early childhood education, it is said to create obstacles for the
teaching of field specific courses to teacher candidates, which eventually affects
their competencies. Thus, rather than changing the titles of the courses, the authors
suggest the adjustment of the content and instruction of all the modules in the
curriculum lays as a key to this problematic door standing before the quality of early

childhood teacher education programs.

Finally in a conceptual manner, Kiiglikahmet (2007) criticized the 2006 program
with respect to its content knowledge-heavy curriculum. The author indicated that
early childhood teachers mostly need to be equipped with general culture and
professional knowledge than an expertise in specific contents. Yet, Kiiclikahmet
further argued that the Pedagogical Content Knowledge, General Education and
Professional Knowledge components of the 2006 program were not appropriately
scaled to meet worldwide standards as they currently are arranged to be 54%, 25%,

21%, respectively.
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In the literature, there are two other empirical studies; however, they fall quite back
in the chronological order as they investigate neither the 1998 nor the 2006
program. Turcan (1992) in this regard, conducted a survey study with teacher
educators, in-service and pre-service teachers to investigate the extent to which the
early childhood teacher education program at the time was efficient in equipping its
graduates with ample pedagogical content and professional knowledge. The results
uncovered that while teacher educators found the curriculum effective in enabling
students to acquire the intended goals of the program, the teacher candidates and
graduates of the program serving in early childhood education institutions did not
hold a that positive perspective about the gains they attained through program. The
reasons of this perception were stated to be the high population density of the
classes in faculties, vagueness of goals of the program, deficiency of technological
resources in the classrooms, low readiness levels of the students, shortage of ample
sources or inaccessibility, lack of conceptual links between what has been learnt
before and what is being taught, improper assessment of student learning, heavy
course load o students per week and thus the scarcity of time left for research, in
adequacy of length of study (2-year programs were in effect at the time), heaviness
of theoretical framework and lack of emphasis on practice thus candidates’
underdevelopment of teaching skills. Therefore, the study suggested that thorough
research concerning the dimensions of the program as the content and length of the
courses, instruction methods applied by the instructors, and assessment of student
outcomes should be conducted. Moreover, the author sees in-service trainings as
essential to support the graduates in subjects they feel incompetent and suggests that
a program development unit comprised of the MoNE officials and experts be

founded.

The other study conducted by Giiler (1994) aimed at identifying the perceptions of
the graduates on their teacher education programs and on their teaching
competencies. Incorporating 43 in-service teachers and 300 teacher candidates in

the process of completing 4-year programs following a 2-year study in related
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departments, a questionnaire has been utilized to discover participants’ self-efficacy
beliefs with respect to pedagogical content knowledge and field-specific skills. The
results showed that while the teachers rated themselves fairly competent in
supporting children’s development and professional growth, they felt that they are
enough proficient with respect to material use and development, integration of
drama in class activities, knowledge of psychology, and assessment and planning.
On the other hand, it is reported that the teachers scored themselves to be poor in
terms of music competency, repertoire of children’s literature and use of it in the
classroom, teaching science, and communication and cooperation with parents.
Moreover, the program has majorly been reported to be deficient in terms of
theoretical and particularly practice courses; rather they recommended that the
program needs to be innovative and research-oriented. Yet, among different
programs of graduation, there has been found discrepancies with regard to the

courses and their credits in the curriculum.

Additionally, although in a sparse number, there also exist qualitative studies in the
subject matter. Conducted utilizing document analysis, Parlak-Rakap and Tantekin-
Erden (2009) examined the course syllabi and catalog descriptions through manifest
and latent content analysis in a public university in Turkey. The results of the
investigation showed that the pre-service training provided was efficient in
equipping teacher candidates with necessary skills. Moreover, teacher candidates
are stated to be provided with plenty opportunities in terms of teaching skills as
whole development of children, educational activities, creativity, planning, parent
involvement, and assessment and evaluation. However, as the study concludes,
rather than on-paper evaluations of the program, the essence of implementation and
instruction in the curriculum can more comprehensively be discovered through
triangulation of data with observations in the classroom and interviews with teacher

educators, teacher candidates and graduates.
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Correspondingly, Oztiirk (2008) and Baydemir (2009) also utilized qualitative
methodology and investigated the 1998 and 2006 in a comparative manner. The
findings of both studies overlap in revealing the changes that took place in the
transformation. The authors reported that although the total credits attributed to
Professional Knowledge Courses did not significantly vary across the two programs,
the number credits of theoretical has been emphasized and practice dimensions of
these courses have been weakened. Similarly, the amount of time for both
theoretical and practice-based courses in the Pedagogical Content Knowledge
component has been elevated. Likewise, the number of General Education courses
has been altered from 9 to 16. In order for these revisions to take place, however,
the number of Field Experience courses had to be decreased. Although this reflects
as a negative aspect with regard to the importance of practice in teacher education
emphasized by the literature, Oztiirk (2008) regarded the abovementioned
differences as a positive progress for the program. Yet, contradicting with the
remarks of Dereobali and Unver (2009), Oztiirk stated that the proportions of the

components in the 2006 program to be more appropriate than the 1998 program.

2.9. Summary of the Literature Review

To summarize, as Simsek and Yildirim (2001) denote, the 90s has been the era of
reform and restructuring in teacher education; the case being for Turkey as well. As
decisions on the policies and practices regarding teacher training cannot be made by
relying exclusively on empirical proof divorced from values (Cochran-Smith &
Fries, 2005), several paradigms and unavoidably, political dynamics and demands
have so far served the processes of restructuring teacher education. However, when
the Turkish literature was sought, teacher education studies appear to have
languished and failed to support the era with the empirical proof but rather with
experiential and impressionistic evidence. Irrespectively though, as Senemoglu
(2011) indicates, Turkish pre-service teacher education programs have from then
onwards inclined towards a theory-oriented nature despite the 1998 attempt to

accentuate the practice dimension. On the other hand, the real effect of the 1998
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programs molded the practice-dense paradigm has not truly and thoroughly been
investigated. Empirically ungrounded, the consequent changes thus failed to
contribute to the literature on the education of qualified teachers. Drawing attention
to this gap in the field, Yildirnrm (2011b) therefore called for meticulous
investigation of 1998 teacher education programs with regard to the its contribution

to the proficiency of its graduates, i.e. in-service teachers.

When the literature was sought in this respect, most of the studies focusing on
teacher education program effectiveness were identified to have been conducted
after the 2006 transformation. Yet, majorly utilizing quantitative methodology, the
existing studies have fallen short to produce in-depth information on how the
program serves and should serve the prospective teachers. Moreover, the data
source to a great deal of research has been pre-service teachers. As Yildirim (2011b)
indicates, this brings about certain limitations resulting from the difference between
partial (that of pre-service teachers) and real (that of in-service teachers) interaction

with the field and the profession.

More critically, only a small number of the existing teacher education studies have
handled the effectiveness concern with respect to early childhood education and this
situation clearly jeopardizes the improvement of the field and education of qualified
teachers. This study thus intends to snap-shot one fraction of the whole picture by
capturing in-service teachers’ perceptions on the 1998 early childhood teacher
education program they graduated from. Using qualitative methodology and
incorporating the practitioner point of view, the intent of carrying out this research
is therefore to delve deeper into how the programs aiming at raising qualified
teachers who will support the successful future of young children assisted its

graduates to reach this goal and how the program can further be improved.
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CHAPTER III

METHOD

This chapter presents the overall design of the study with respect to the sampling
procedure, instrumentation applied to collect data and the method of data analysis

employed. Finally the limitations of the study and validity issues are discussed.

3.1. Design of the Study

This research was designed as a qualitative phenomenological study to examine the
effectiveness of early childhood teacher education program through the experiences
of in-service teachers as graduates of the program; in other words, it aims at
discovering the extent to which early childhood teacher education program served
in-service early childhood teachers in their active teaching experiences. As Strauss
and Corbin (1990) claim, qualitative research is particularly effective in yielding
profound findings on certain situations that cannot be adequately described through
statistical quantification methods; and is also used to understand little-known or
unknown phenomena, as well as to develop new insights about already

acknowledged issues.

Correspondingly, the focus of phenomenological research inclines towards already
recognized but devoid of in-depth understanding and detailed information
phenomena. The phenomenon in question can show up in many ways such as
experiences, perceptions, dispositions, concepts, et cetera (Yildinm &Simsek,

2008), and in this research’s case, as both experiences and perceptions.

Taking the abovementioned foundations of qualitative research paradigm into
consideration, qualitative phenomenological inquiry method thus constituted an
appropriate preference to investigate the subject matter in the pursuit of deriving
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detailed information about the experiences of in-service early childhood teachers
with their teacher education programs, which so far received bare attention and

scarcely been studied in the Turkish literature.

3.2. Research Questions

In the above respect, the thrust of this study is to contribute to the existing literature
by providing a deeper understanding on the effectiveness of Early Childhood
Teacher Education Program and to introduce empirical evidence that may help
program developers in the program revision process by presenting the practitioners’

perceptions and experiences.

Thus, specific research questions can be seen as following:

4. What are the perceptions of teachers about the core characteristics of a qualified
early childhood teacher?

5. To what extent do the teachers as graduates of 1998 Early Childhood Teacher
Education Program feel themselves competent in accordance with Ministry of
National Education Early Childhood Teacher Competencies?

6. To what extent do teachers perceive the 1998 Early Childhood Teacher
Education Program successful in terms of equipping them with these
competencies?

e. How do the teachers perceive the Pedagogical Content Knowledge
component of the program in terms of its contribution to their professional
practice?

f. How do the teachers perceive the Professional Knowledge component of the
program in terms of its contribution to their professional practice?

g. How do the teachers perceive the Field Experience (Teaching Practice)
component of the program in terms of its contribution to their professional

practice?
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h. How do the teachers perceive the General Education (Liberal Arts)
component of the program in terms of its contribution to their professional

practice?

3.3. Participants

The main data source for this study comprised of graduates of early childhood
teacher education program who are actively teaching in public schools in Turkey.
Since teacher education programs have undergone fundamental changes in 1998 and
then again were restructured in 2006 with a weak foundation on empirical research,
this study intended to investigate the perceptions of early childhood teachers who

enrolled in their programs between the years 1998 and 2005.

Based on the Ministry of National Education data, 1761 early childhood teacher
educators are working in 743 public schools in the city of Ankara. However, as the
teachers’ personal information is strictly kept confidential, the actual number of
teachers this study is interested in remained unidentified. Of the accessible teacher
population recruited in districts of Ankara, however, the researcher visited several
schools and 17 teachers meeting the requirements of the study were purposefully
sampled to participate in the study. In the selection of this sample, maximum
variation sampling was sought by including schools from varied districts of Ankara
ranging from urban to rural (viz. Altindag, Cankaya, Etimesgut, Sincan and
Yenimahalle). Yet another determiner has been teachers’ university of graduation so
as to maximize the variety of teacher education programs around Turkey as much as
possible. As Creswell (2008) argues, by sampling for maximum variation, diverse
perspectives of different individuals are represented in the research; and building on
it, miscellaneous facets of the phenomena can be disclosed (Yildirnm & Simsek,

2008).
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The demographic information gathered has yielded that all of the informants were
female, which appears as a natural outcome of female predominance in early
childhood teacher population in Ankara with 98.98 % (Ng&= 1743; N,=18).
Moreover, the teachers working in two different types of public pre-primary
education institutions were included in the sample: Pre-primary classes founded
under public elementary schools for 5-6 year olds (N=6) and independent
kindergartens as separate public institutions designed merely to offer early
childhood education for children 3-6 (N=6). Of the 17 participants, 8 teachers were
pursuing their profession in pre-primary classes, while 9 were serving in
independent kindergartens. Their career in teaching ranges from 2 to 11 years of
experience. While only the two of the participants pursued graduate studies in
Creative Drama and Psychological Counseling and Guidance respectively, 9 of the

teachers present a willingness to pursue apply in the near future.

Table 3.1
Demographic Profile of the Participants

Participant Universit}l of Year of Type'of ECE Experience Gradgate
Graduation Enrollment  Institution (year) Studies
1 Anadolu Uni. (FEP) 1999 Independent 7 No
2 METU 2001 Independent 3 Yes
3 Anadolu Uni. (DEP) 2004 Pre-primary 2 No
4 Selcuk University 2004 Pre-primary 3 No
5 Canakkalel8 Mart U. 2001 Pre-primary 6 No
6 Abant Izzet Baysal U. 1998 Pre-primary 7 No
7 Ankara University 2000 Pre-primary 6 No
8 Stileyman Demirel U. 2000 Pre-primary 6 No
9 Gazi University 2005 Independent 2 No
10 Gazi University 1998 Independent 9 No
11 Mehmet Akif Uni. 2003 Independent 5 No
12 Ankara University 1999 Pre-primary 6 Yes
13 Siileyman Demirel U. 2002 Independent 4 No
14 Gazi University 2005 Independent 2 No
15 Hacettepe University 2005 Independent 1.5 No
16 Anadolu Uni. (DEP) 2000 Pre-primary 11 No
17 Marmara University 2003 Independent 3 No
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Of the sample, 3 teachers were graduates of Gazi University, 2 were graduates of
Ankara University, 2 teachers were graduates of Siileyman Demirel University and
2 were graduates of Anadolu University (Distant Education Program, DEP). Other
participants were graduates of various universities across Turkey, namely Abant
Izzet Baysal University, Anadolu University (Formal Education Program, FEP),
Canakkale 18 Mart University, Hacettepe University, Marmara University, Mehmet
Akif Ersoy University, Middle East Technical University and Selguk University.
Moreover, the teachers’ entrance year to their teacher education program range from
1998 to 2005. The majority of the participants appear to have enrolled in their
undergraduate degree in years 2000 and 2005. Below can more clearly be seen a

summary of the demographic characteristics of the participant teachers.

3.4. Data Collection Instruments and Procedures

The data collection instrument utilized in this study to address the research
questions presented in section 3.2 was interview, since it is considered to be the
primary data gathering technique preferred in conducting phenomenological

research (Yildinm & Simsek, 2008).

Interviewing is rather like a marriage:
Everybody knows what it is, an awful
lot of people do it, and yet behind each
closed door there is a world of secrets.

(Oakley, 1993)

More clearly, to Patton (1987), the purpose of interviews is to enter into the world
of individuals and to perceive their point of view on the implemented program. As
Bogdan and Biklen (1998) state, interviews also aspire to gain insight about any
given matter through the subjects’ unique reflections on and interpretations of the

particular phenomenon. Besides, in interviews, the individuals may reveal such
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experiences and denotations that even s/he herself/himself is not yet aware of

(Yildinim & Simsek, 2008).

For this study, semi-structured, in other words general interview guide approach
(Patton, 2002) was maintained. General interview guide approach allows for
ensuring the interview encompasses varied dimensions of the research question, as
well as for obtaining systematic and comparable data. Also in this approach, the
researcher has the freedom to remain loyal to intended subject matter by posing
previously prepared questions and also has the flexibility to direct supplementary
questions to dig further into the depths of a phenomenon (Bogdan & Biklen, 1998;
Yildirrm & Simsek, 2008). For the present research, the elasticity features of this
technique permitted alteration, replacement and exclusion of the interview questions

based on the data flow in interviews.

With respect to the data collection instrument developed by the researcher, while the
majority of the interview questions were designed in the focus to elicit in-depth
information on the effectiveness of the program, the instrument also introduced
several preliminary questions descriptive of the year of graduation, experience,
graduate studies and in-service training, in order to build a background to the data
and to prepare the interviewee for the interview. Furthermore, the medium of
communication was chosen to be Turkish as the study takes place in Turkey context
with Turkish teachers, nevertheless, the sample scripts taken from the interviews
were translated to English by the researcher for English speakers. The data
collection tool primarily consisted of open-ended questions to open up discussions
for the interviewees to evaluate their teacher education program. The questions were
shaped around the scope of four program course compounds:

= Pedagogical content knowledge,

* Field experience (Practice teaching),

= Professional knowledge, and

= Liberal arts (General education).
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Additionally, a few questions have also been included in an effort to cover teachers’
perceptions of efficient teacher characteristics and to discover their self-efficacy
beliefs in relation to teacher education program efficacy. Narrowing down towards
the end, the order of the questions was arranged in a way to lead the direction of the
interviews to the core of the phenomenon discussed. The interview questions were
revised by two experts in order to prevent any ambiguity or bias in the collection of
data. The tool was also piloted with five participants to see if it is suitably operating
and the piloted interviews were recorded to better the researcher’s proficiency in
interviewing in terms of the flow and clarity of speech, listening skills and

manipulation-free guidance.

Throughout the interviews, prompts (reminders) and probes (further inspection)
were incorporated to deepen the data gathered through the interviews. Furthermore,
as suggested by Bogdan and Biklen (1998), the interviews started after a brief
icebreaker conversation to warm the participants to the study by exploring common
life experiences, trying to alleviate the interviews as much as possible. Afterwards,
the participants were informed about the purpose and function of the interviews, as

well as about the confidentiality canon of research.

All of the interviews were conducted and recorded by the researcher at the schools
the teachers were working at. The time the sessions occupied ranged from
approximately forty minutes to two hours and the context the interviews took place
was tried to be kept as constant as possible for each participant. The timeline for the
implementation of data collection was inclusive of a period starting from amidst of

April to the middle of May 2011.

3.5. Data Analysis

The data gathered by the use of interviews were analyzed through content analysis,

with the purpose of providing a thorough analysis of the data and detecting
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unearthed vague themes and realms (Yildirim & Simsek, 2008). The transcribed raw
data were then systematized to follow inductive content analysis steps. Thus, the
content has initially been coded and then themes were shaped around the emerging
codes. In the light of the research questions, emergent themes embodying the data
were discovered to be (1) Early Childhood Teacher Core Characteristics, (2)
Teachers’ Self Efficacy Beliefs with regard to the MoNE Competencies and, with
specific emphasis, (3) Early Childhood Teacher Education Program Effectiveness.

Underneath the third theme appeared four components of the teacher education
program, namely Pedagogical Content Knowledge Component, Professional
Knowledge Component, Field Experience Component and General Education
Component, as well as general commentary and other constituents of the program.
Yet, beneath each of these first-level codes come sub-codes mainly accumulating
around courses falling under each component. In only once case there emerged
Level-2 codes when Pedagogical Content Knowledge Component had to be split
into two parts as Pedagogical Knowledge and Content Knowledge Components.
While the complete list of themes and codes and a sample coded interview are

further provided in Appendix E, an example of coded text can be seen below:

Child Development and Psychology could have been better

emphasized. Early childhood is a critical period therefore it could have Child Development
been given more emphasis and could have been more practice- and Psychology
oriented or about dealing with situations and adopting appropriate

approaches. (Participant B)

A depiction of coding can be seen in the following graphic:

Early Childhood Teacher Education Program Effectiveness [THEME)]

=

Pedagogical Content Knowledge Component (Level 1 Coding)

N

Pedagogical Knowledge Component (Level 2 Coding)

N

Child Development and Psychology (Sub-code)
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In the aforementioned processes, NVivo Qualitative Data Analysis Software 9.0 was
consulted. Subsequent form of the organized and structured data was then depicted
as the strengths and weaknesses of the early childhood teacher education program
regarding its major components [Pedagogical content knowledge, Field experience
(Practice teaching), Professional knowledge, and Liberal arts (General education)]
as perceived by its graduates. Byproducts of the analysis results were also discussed,

along with the suggestions and comments reported in the conclusion.

3.6. Trustworthiness and Transferability

For a qualitative study, trustworthiness and transferability of the research carry
special importance in validating the research. Aiming at achieving the
trustworthiness requires an effort to establish the idea that the findings are “worth
paying attention to” (Lincoln & Guba, 1985, p.290), while transferability urges that
the results of the study can be replicated in other contexts. Regarding these matters
of the qualitative inquiry, in order to ensure the trustworthiness of this study,
periodical help of a competent expert has been received for peer debriefing
throughout the process of data analysis. To allow for transferability, thick
description of the phenomenon has been enriched by using quotes from participants’
responses in the results section. As a further attempt, interview questions and a
sample coded interview have been fully offered in Appendices H and I
Additionally, the complete data set is available upon request. Lastly to make sure
that the study is comfirmable and dependable, again peer checking of the raw and

processed data has been employed.

3.7. Limitations of the Study

This study’s strength lies in its depth. The data gathered through semi-structured
interviews allowed for exploring the underlying mechanisms of teacher perceptions

on the effectiveness of a variety of teacher education programs they graduated from.
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As in any research, though, there also exist certain limitations to this study with
relation to its design and implementation. The first constraint the study holds results
from the nature of qualitative research. As the data collected using qualitative
inquiry methods stem from a few cases or individuals, the results cannot be

extended and generalized to wider populations.

Another limitation results from the years participants enrolled in the teacher
education programs as this particular study is interested in deriving the perceptions
on the effectiveness of the 1998 program. To be more precise, there exists a
possibility that teachers who already were in the program when the 2006 teacher
education curriculum change has been enacted, those who enrolled in years 2001

through 2005, might have gone through the changes the new reform introduced.

Also the studies conducted using interviews are open to the interviewer effect threat
due to its reliance on the communication skills of the interviewer. In order to handle
this limitation, pilot study was utilized with the intention to advance researcher’s

conversation and interviewing skills.

Furthermore, data collector bias may constitute a threat to the internal validity of the
study; nonetheless, semi-structured interview questions were standardized and

finalized through expert opinion to compensate for this limitation.

Finally, as the interviews were conducted in widely ranging contexts where the
teachers were readily available, it constitutes a location threat for internal validity.
With the aim of ensuring this threat was maximally reduced, the interviews were
held at as similar as possible locations where the interviewees were not distracted by

environmental factors.
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CHAPTER 1V

RESULTS

This chapter focuses on presenting the results of the qualitative data analysis. The
results are handled with respect to the three major titles covering the research
questions. The first section deals with teacher’s descriptions of early childhood
teacher core characteristics, the second part provides information on teachers’
perceived level of competency with regard to essential competencies offered by the
Ministry of National Education and finally the third and the main body of results
present teachers’ perception of their teacher education program efficiency in

equipping them with these competencies.

The interviews intended to scrutinize the core competencies an early childhood
teacher should possess to perform the profession, to explore the fields they feel most
and least competent, and to investigate the extent to which their teacher education

program supplied them with these essential competencies.

4.1. Core Competencies of the Early Childhood Teacher

Question 3 of the interview was designed to elicit teachers’ definitions of the
essential characteristics of an efficient early childhood teacher. Results of the data
analysis showed that the responses mainly accumulated around four major codes as
competencies: Pedagogical content knowledge, communication skills, professional

knowledge and required personality traits and attitudes.
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4.1.1. Pedagogical Content Knowledge

In terms of pedagogical content knowledge, to 14 of the 17 participants, an early
childhood teacher’s good command of child development and psychology and
embracement of developmentally appropriate practice is highly critical. As the
participants highlight in the quotes, these two preeminent components determine the

quality of the flow and the nature of teaching as well as assuring healthy operation

of planning and assessment.

Cocuklarin gelisimlerini bilmek gerekiyor. 3 yas
olur 5 yas olur. Biz alti yas oldugumuz igin
[planlarimizi] onlarin gelisim diizeylerine uygun
olarak hazirliyoruz. Zaman, bulundugumuz
cevre, kosullar, gezi yerleri falan ona gore
seciliyor. Tabii en onemli olan ¢ocuk burada,
onun gelisim siirecine gore hazirlandigr zaman
sorun olmuyor. Cocuk baz alinarak hazirlandig
icin. (Katilimec1 N)

Cocuk psikolojisini bilmeli, ¢ocuk gelisimi
hakkinda bilgiye sahip olmali, 6 yas grubu ne
yapar ne yapamaz 5 yag ne yapar ne yapamaz
onlar1 bilmesi gerekiyor tabi. Ona gore egitim
vermesi gerekiyor. (Katilimei L)

Cocugun gelisim donemlerini bilmesi gerekiyor.
O c¢ocugun hangi seviyede sinifa geldigini
bilmesi gerekiyor. Bu seviyede mesela bir ¢ocuk
makas tutma becerisini tam kazanmadan geliyor.
Onun kiigiik kaslarimi ¢alistirmak i¢in birtakim
caligmalar yapilmasi gerekiyor. Bu siray1 takip
etmeyip direk makas1 verdiginizde ¢ocuk zaten
sasiriyor. Nerede geldigini bilirseniz gelisimini
takip  etmeniz  kolaylasiyor. Ve  biz
degerlendirme degil gelisim raporlari
hazirliyoruz, bunlari g0z ontlinde
bulunduruyoruz onlar1 yazarken. Acaba bu
gocuk nasil gelmisti, su an seviyesi ne,
ilerleyebilecegi seviye ne olabilir. (Katilime1 O)

We need to have an understanding of child
development, be it age 3 or 5. For I am a teacher
of age 6 now, we are planning the day based on
their developmental stages. Timing,
environment, places to visit are all selected
accordingly. The focus is surely the child here;
we experience no problems at all as the process
is designed regarding their development, as the
child is in the center. (Participant N)

An early childhood teacher should have good
command of child development and psychology.
S/he needs to know what a typical 5 or 6 year
old can do and s/he needs to design the
educational activities accordingly. (Participant
L)

A teacher should know the developmental
stages. S/he needs to know at which level the
child walks into his/her classroom. At this level
for example majority of the children do not
possess the necessary skills to use scissors. One
needs to plan activities to develop their fine
motor skills. When you do not follow this order
and give the scissors right away, the child gets
confused. Also to know at which stage the child
arrives eases the process of observing
developmental  progress;  while  writing
developmental reports, not evaluation reports by
the way, we are taking these into consideration.
How the child arrived at the classroom in the
first place, how s/he is doing now and to what
extent s/he can progress. (Participant O)
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In order for an early childhood educator to qualify as a good teacher, grasp of the
subject matter and the techniques to present it to the particular age group were
reported as the second most important competency. In other words, teaching

methods was mentioned to be gravely central to teaching in early childhood settings.

Cocuklarin 6zelliklerini bilmesi lazim ve onlarin
seviyesine inebilmeyi bilmen lazim. Bir seyi
biliyorsundur mesela ortaokulda da lisede de
vardir 6gretmen ¢ok bilgilidir mesela ama onu
sana  aktaramaz, anlatamaz.  Bilgisayar
mithendisi bilgisayarin her seyini bilir ama
bilgisayar &gretmeni sana bunu anlatabilir, o
yilizden c¢ocuklara ne nasil anlatilabilir, 6gretim
teknik ve yontemlerini de bilmen gerekir.
(Katilime1 Q)

Bence sey c¢ok Onemli, ¢ocugun seviyesine
inebilmek ¢ok 6nemli. Hani bir karikatiir, bir
gizimde vardi. Cocuk asagidan konusuyor,
biiyiik yukaridan anlamiyor. Oyle olmamal,
cocuga inebilmeli. Hani o ¢ocugun ne istedigini,
ne verebilecegini bilmeli. Nasil verebilecegini
de bilmeli, yani kafasinda c¢ok giizel bir sey
vardir ama bunu g¢ocuga indiremiyorsa.. Dort
yasindaki ¢ocuklarla ugrasiyoruz, bes yasindaki
cocuklarla ugrasiyoruz, ona indiremiyorsa higbir
anlami yok bence. (Katilimci G)

S/he needs to know children’s characteristics
and to degrade [the subject matter] to their
levels. For example there are very
knowledgeable teachers in high school but they
do not know how to transfer that knowledge.
Computer engineer knows everything about
computers but only a computer teacher can teach
you. Thus you need to know what can be taught
how, you need to know the teaching methods
and techniques. (Participant Q)

I think to teach at children’s level is very
important. There is this cartoon, you know. The
child is speaking at a lower level than the adult
and the adult does not understand what he is
saying. It should not be like that. A teacher
should understand what the child wants and
know what to give. S/he also should know how
to give it. I mean, there could be something very
valuable for the child that the teacher possesses,
but there is no point in it if the teacher is not
able to degrade it to children’s level. (Participant
6)

Participant A and B also drew attention to the importance of knowing and using

different methods of teaching but from a different, child centered practice

perspective.

Bir kere 6gretim yontemlerini ¢ok iyi bilmeli ve
hepsini de kullanmali ¢iinkil hep tek bir 6gretim
yontemi sikict kaliyor. (Katilimer A) Ve her
seyden Once ¢ocugun seviyesine inebilmeli. Bir
de az once dedigim gibi farkli Ggretim
yontemleri ¢gok 6nemli, bir ¢ocuk farkli sekilde
ogreniyor digeri baska sekilde. (Katilimc1 B)

First of all a teacher has to know teaching
methods and use all of them because using one
particular method all the time gets boring.
(Participant A) And after all, s’he should teach
at child’s level. As I said earlier, using different
teaching methods is important because each
child’s learning style is different from one
another. (Participant B)
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Finally, planning and evaluation appear to be among the most important aspects that
early childhood teachers should possess the know-how of; and what comes
prominent in planning is yet again child development knowledge. While child
development and planning are two inseparable and interwoven elements, other
dimensions a teacher should have a good grasp while planning can further be listed
as the knowledge of the implemented program, conditions of the child’s emergent

environment, and socio-cultural and socio-economic structure of the school.

Cocuklarin  gelisimsel Ozelliklerini  bilmeli, A teacher should know the children’s

bunlardan sonra gerekli amag¢ ve kazanimlari
diizenleyerek ¢ocuga yonelik, o bdlgeyi tanimasi
gerekiyor. Mesela ben o konuda sorun yasadim
plan hazirlarken yeni yeni tantyorum. Planiniza
aldigmiz baz1 etkinlikleri veli karsilayamiyor
bazen. (Katilimci P)

developmental characteristics and then s/he
should design the necessary goals and
objectives. S/he also needs to know the regional
characteristics. I had difficulty with this and am
newly overcoming it. Sometimes the parents
cannot afford the activities you include in your
plan. (Participant P)

Hand in hand with planning, essentials to evaluation as making intense observations,
keeping anecdotal records and maintaining an objective stance were listed vital. A

teacher apparently needs to know how to make use of free-play time activities to be

successful in evaluation.

Bireysel tuttugun notlar da oluyor, genel bir
degerlendirme  yapiyorsun.  Yapabildiklerin,
yapamadiklarin ve nedenleri. Degerlendirme
yapabilmesi i¢in 6gretmenin alicilarinin ¢ok agik
olmasi gerekiyor. Bir ¢ocuk nerede nasil ne
sekilde davranir onu Dbilmek gerekiyor.
Cocugunu ¢ok 1iyi tamimasi gozlemlemesi
gerekiyor. Oyle veliler var ki aciklama yaptigim
zaman cocuk soyle sdyle yapti diye sasirip
kaliyorlar. Bu bakmakla gérmek arasindaki fark
vardir ya, onu bilmek gerekiyor. Nerede nasil
tepki verdigini gézlemliyorsun ¢ocugun. Bunu
da en giizel serbest zaman etkinligine goriirsiin,
o nedenle ¢ok Onemserim. Orada bizim
miidahalemiz yok sadece rehberlik
pozisyonundayiz aksam evden nasil geliyor onu
gozlemleyebiliyorsun gergin mi stresli mi mutlu
mu, arkadaglarina olan yaklagimlarin1 orada
gbzlemleyebiliyorsun. ~ Ogretmenlerin  ¢ok
dikkatli olmast gerekiyor ve dinlemeli g¢ocugu.
(Katilime1 H)

There are your individual notes and a general
evaluation where you write what you
accomplished and what you could not and why.
In order for a teacher to make apt assessments,
his/her antennas need to continuously be up and
recording. S/he needs to know the children and
observe them. There are parents who get
surprised when I make explanations citing their
children’s behaviors in the classroom. There is
this difference between looking and seeing, a
teacher should know that. You can observe how
the child reacts and the best time for this is free-
play time. We have no intervention there, only
guidance. So you can see how the child arrives
at the class coming from home, angry, stressed,
or happy. How s/he approaches his/her peers,
you can see there. Teachers need to be very
watchful and listen to the child. (Participant H)
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Iyi gézlem yapabilmesi gerekiyor. En iyi gdzlem
serbest zaman etkinliginde yapiliyor. Birbiriyle
olan iliskilerini-eger  sosyal ve  diger
gelisimlerini degerlendireceksek- en iyi zaman
serbest zaman. Orada her seyi ortaya koyuyor.
Renkleri mesela sar1 bardagi ver diyor
arkadagina evcilik kosesinde, orada rengi
bildigini goriiyorsun. Ya da arkadasindan oziir
dilediginde nezaket kurallarin1 kazandigim
goriiyorsunuz. Oturur gdzlemlerim &zellikle
gozlemlemem gereken bir sey varsa kafama
takilan. (Katilimer R)

Cocugu tantyor olmali bir kere 6gretmen. Hani
cocuklar1 tanimali, ¢ocuklar1 gbzlemlemeli. Bir
kere bizim serbest zaman etkinligi diye bir
saatimiz var, benim okulda en ¢ok sevdigim
saatlerden biridir ¢iinkii cocugu dogal ortaminda
gozlemliyorsunuz. Hani salmissiniz, serbest,
istedigi oyuncakla. Tutumu nasil, arkadaslariyla
nasil iliski kuruyor, gbézlemci olmasi gerekiyor,
objektif olmasi gerekiyor. En 6nemlisi bence iyi
bir gézlemci olmali. (Katilime1 G)

4.1.2. Communication SKkills

S/he needs to make good observations and the
best time to do this is free-play time when you
can assess their interpersonal relationships,
social and other areas of development. The child
displays everything in that particular time.
Colors for example, “Give me the yellow glassl
s/he says to his/her friend in the make-believe
corner, here you can understand that s/he knows
the colors. Or when s/he apologizes from his/her
friend, you can see s/he attained appropriate
courtesy skills. I simply sit an observe if there is
something I need to observe or something that
bothers me. (Participant R)

A teacher should know the children and observe
them. We have free-play time and it is one of
my favorites because you have the chance to
observe the child in the natural setting where
s’/he is free and is playing with any toy s/he
would like to play with. [You can see] what kind
of an attitude s/he has, how s/he establishes
relationships with his/her friends. The teacher
should be an observer and objective. But first
and foremost s/he needs to be a good observer.
(Participant G)

Communication is a multi-faceted art taking place at several planes. Being at the
position of embracing several parties as parents, children, colleagues and the
society, an early childhood teacher is required to possess the skills to tailor and
apply different forms of communication based on the uniqueness of these

relationships.

Cocuklarla iyi iletisim kurmali, g¢evresiyle
arkadaglariyla c¢alisma ortamiyla da uyumlu
calisabilmeli. (Katilimc1 F)

An early childhood teacher needs to establish
effective communication with children. S/he
also needs to be able to work in harmony with
his/her colleagues and the work environment.
(Participant F)

Each of the participants emphasized the importance of knowing how to maintain
balance in inter-personal relationships for an early childhood teacher. Parents appear

to be one of the foremost addressees in a teacher’s professional environment. Vast

63



majority of the participants drew attention to relationship management skills while
communicating with parents. Qualities as being respectful, openness to criticism,
geniality and careful and effective use of Turkish are listed to be important in this
respect. Furthermore, the nature of parental communication is stated majorly as a

key for teachers because it also affects the quality of communication with children.

Onlarin karsisina c¢iktiginiz zaman ¢ok sert
durmak da ise yaramiyor ¢ok yumusak basl
gordiikleri zaman da ezmeye c¢alisiyor, siirekli
bir yarig var. Velileri karsina alip saygi
duydugunu hissettirdigim zaman  aynisini
aliyorsun. Duruma gore iletisim sekli degisiyor.
Giiler yiizlii olmak ¢ok Onemli onlar bunu
bekliyorlar ¢ilinkii, karsilikli saygiyla ilgili
oldugunu diisliniiyorum. Asla sikdyet etmiyorum
mesela smifta sorunlu ama asla karsima alip
sikayet etmedim. Sikayet tarzi seyler gerginlik
yaratiyor o velinin giivensizlik yasamasina
sebep oluyor kendisiyle ¢ocuguyla ilgili.
(Katilimei P)

O biraz aileye bagl bence. Ciinkii 7 yil boyunca
ilk sene Ozellikle c¢ok mnazik, c¢ok kibar
davrandim. Kisilik olarak da higbir zaman
kirmak, kirict olmak, sert davranmaktan yana
degilimdir ama ilk sene ¢ok nazik davraninca
bunun dezavantajint gordim. Ha ¢ok sert
davranmak da, otoriter olmak da degil, zaman
zaman yerine gore ayarlayabilmek gerekiyor. Ne
¢cok despot, ne de ¢ok lakayt olmali, arasi
bulunmali diye dislinliyorum ¢iinkii velinin
diislincesinin ¢ocuga da yansidigini
diistiniiyorum. Bu ¢ocugun okula olan tutumuna
da yanstyor, gocuk okula gelmek
istemeyebiliyor, O6gretmeni dinlemiyor, onu
otorite olarak gormiiyor. Veli ile iletisimin
cocukla iletisim kadar ©Onemli oldugunu
diistiniiyorum. (Katilimct R)

Neither being tough not being soft works with
the parent because when they perceive you as
easygoing, they try to oppress you, there is a
continuous race. But when you make the parent
feel respected, you receive the same thing. Your
way to communicate differs from case to case.
Being genial is important because they are
expecting you to be so. It is a matter of mutual
respect. [ am trying not to complain to the parent
about his/her child. This kind of an attitude
increases the tension and causes parents to feel
insecure about their children. (Participant P)

It depends on the family. Because for 7 years,
especially in my first year of service, I have
been very king and gentle. As a person I am
never in favor of being tough and harsh but I
have also seen the disadvantages of being very
nice. Being tough and authoritarian also does not
work, one needs to be able to balance it from
time to time depending on the cases. A teacher
needs to be neither very despot nor casual
because we can see reflections of parents’
perspectives on children and it affects child’s
attitude. The child then does not want to come to
the school, listen to the teacher and see him/her
as an authority figure. Communication with
parents is as important as communication with
children. (Participant R)

With regard to communications with children, two of the participants also believe in

the importance of maintaining such balance as in parental communication.
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Bir yetiskin gibi karsina alip ona saygi
duydugunu hissettirmek zorundasin. Bunun her
zaman ¢ok Onemli olduguna inandim, staj
yaparken fark ettim bunu. Cocugu cocuk gibi
gordiiglin i¢in siirekli azarlarsan eger ya da
aman c¢ocuktur yapar diye gecistirirsen o ¢ocuk
hicbir yere gidemiyor. (Katilime1 P)

Cocuklarla da ¢ok hasir nesir olmadan ama ¢ok
da sert degil de, tarli bir sertlik olmasi lazim.
Senin 6gretmen oldugunu cocuk bilecek. Aymi
zamanda sevgiyle yaklasacaksin, sevdigini de
belli edeceksin ama c¢ok wicik wvicik degil.
(Katilime1 L)

You need to make them feel respected and see
them as individuals. I always believed in this
and noticed it in my practice teaching courses.
When you take children for granted for they are
little and continuously reprimand them, they
cannot show any progress. (Participant P)

You should not be very casual with children as
well, but you also should not be harsh, there
needs to be a balance in between. The child
should know that you are the teacher, but at the
same time you will offer your love. Not very
slobbery though. (Participant L)

Moreover, one teacher stresses the significance of individual differences in

communication with parents and describes the keys to it.

Cocuklar1 daha ¢ok tanima amac¢li c¢alismalar
yapilmali mesela ilk geldigi giinlerde. Tanima
amagcli oyunlar yapip ¢ocugu iyi tanimali. Ona
gore her cocuk icin farkli bir iletisim yolu
seciyorsunuz. (Katilimer A)

4.1.3. Personality Traits and Attitudes

In the first days of school, a teacher should
arrange activities to get to know the children
beter. S/he should play and try to know the child
well because depending on this information you
pick a unique way of communicaton with each
child. (Participant A)

Highly interlocked with communication skills, some personality traits have been
cited as critical components of an early childhood teacher’s professional life. Stated
by the vast majority of the participants, seeking both personal and professional
growth, love for children, and patience appear to be among the primary musts of

early childhood teaching. The quotes below represent a picture of the significance of

love and patience in this particular profession.

Oncelikle sabir ve cocuk sevgisi olmadan
kesinlikle olmaz. (Katilimci C) Bir kere ¢ocugu
sevmeli bence yani 6gretmenlikteki en dnemli
etken bence ¢ocugu sevmek. (Katilimci G) Ve
her tirli durumda sakinligini koruyabilmeli.
(Katilimei J)

First of all without patience and love for
children, you cannot perform this profession.
(Participant C) S/he needs to love children first,
I belive that in teaching profession the most
important element is love. (Participant G) And
the teacher should be able tos tay calm under
any condition. (Participant J)
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Bir kere sabirli olmast ve igini ¢ok sevmesi
gerekiyor her seyden once. Bu g¢ocuk sevme
diyorlar ya hakikaten, ¢ocuklara karst 6zel bir
ilgisinin olmas1 gerekiyor ¢iinkii sevilmeden
yapilmayacak bir meslek. Onemli olan o gocuga
o sevgiyi verebilmeniz, sevgi olmadan higbir sey
olmuyor. (Katilime1 H)

The teacher primarily needs to be patient and
needs to love the profession. Loving children is
really important; s/he needs to have a special
interest about children because this profession
cannot be pursued without this love. Offering
your love to the children is important; you can
do nothing without love. (Participant H)

In the continuously changing and evolving environment accompanied by a younger
generation each year brings some challenges to the profession. Therefore as the
mostly cited attitude towards early childhood teaching profession came the pursuit
of professional and personal growth. Teachers strictly underlined the vitality of
being hungry for new knowledge. In this respect, keeping up with the new
advancements in the field, following technological developments, improving self to

be a more effective teacher, and thus attending in-service trainings were stated to be

critical in order not to fall behind developments in the profession.

Bir kere kendi kisisel gelisimini desteklemesi
gerekiyor, her zaman a¢ olmasi gerekiyor. Bir
seylerden ben ne 6grenebilirim, ¢iinkii bir siire
sonra her sene ayni seyleri yapmaktan artik
rutine doniiyor her sey. O nedenle kendini
gelistirmek zorundasin belli konularda ama o
sana yetmiyor, ya da bana yetmiyor, mutsuz
oluyorsun. O yiizden arayisa giriyorsun, benim
gibi drama, farkli alanlar, egitimle ilgili ne varsa
takip ediyorsun, kurslara katilmak istiyorsun.
Cocuklar giinden giine ¢ok farklilagiyor. Kisisel
gelisimleri, ¢ok farkli aile yapilari ¢ok farkli. O
kadar degisik c¢ocuklar geliyor ki, doyumsuz
gocuklar. Ciinkii evde mesela oyuncak desen
evinde en giizeli var, cocuk evden gelmek
istemiyor.  Bilgisayart var, PSPsi  var,
televizyonu var, o nedenle 6gretmenin ¢ok fazla
olmasi gerekiyor. (Katilime1 H)

Kendini gelistirmeli. Bir giin televizyondan,
bilgisayardan, okumadan geri kaldigimizda
diinyanin gerisinde kaliyorsunuz artik. Her sey
cok cabuk degisiyor, bizim alanimiz da &yle.
Her giin yeni bir sey oluyor, takip etmeli ¢agi,
kendini yenilemeli, okumali. O begenmedigimiz
hizmet i¢i egitimler mesela. Faydali olan1 da ¢ok
fazla, onlara katilmal1. (Katilime1 G)

Firstly [the teacher] has to support his/her
personal growth; s/he has to be hungry all the
time. S/he look for ways to learn anything
because after a while doing the same things over
the years creates a routine. Therefore you need
to improve yourself in certain aspects but it
never is enough; you become unhappy after
some time. You start to embark a quest on
training in various disciplines like drama,
anything in the field of education. Children are
changing every day. Their developmental levels,
family structures are so different. The children
are saturated nowadays. Because s/he has the
most beautiful toy at home, s/he does not want
to come to the school. S/he has PC, PSP, TV,
toys, thus the teacher needs to be “a lot”.
(Participant H)

She needs to improve herself. If you cannot
catch up with TV, computer or reading for only
one day, you are falling behind the world.
Everything is changing so fast, so is our field.
Something new happens everyday, she needs to
track the era, renew herself and read. Those in-
service trainings that we are not in favor of
attending, there also are some useful ones, she
should attend them. (Participant G)
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Finally in addition to all of these competencies, for an early childhood teacher to
perform the job as an effective professional, having qualities as versatility,
creativity, flexibility, problem solving skills, being observant and openness to

change have also been mentioned by several different participants.

4.1.4. Classroom Management

As a part of professional development, the teachers referred frequently to classroom
management skills of an early childhood teacher. In order for a teacher to fulfill the
requirements of the profession, knowledge of classroom management techniques

was stated to be essential and some of the participant teachers reported a weakness

implementing this particular dimension.

Sinifinda hakim olacak bir Odgretmen, bazen
kontrolden ¢ikabiliyorlar, neye karst nasil
davranmasi  gerektigini  bilecek. = Hangi
durumlarda neler yapilmas: gerektigini bilmesi
gerekiyor. (Katilimer L)

Kargasa anmda, ¢ok kalabalik siniflarimiz
bizim, 25 kisi, sOyle soyleyeyim, farkli bir
etkinlige gecmek kolay olmuyor. Diyelim ki
kargasa aninda masadasiniz, ayaga kalksaniz
yine kolay olmuyor. Daha ¢ok etkinligi
degistirmeye yonelik calistyorum ben. Cok
basarili oluyor muyum, bazen oluyorum bazen
olamiyorum, c¢ocuklarin o anki ruh durumuna
gore degisiyor. Bazen c¢ocuklarin dikkatini
cekmeye yonelik etkinlikler uyguluyorum.
(Katilime1 N)

Kalabalik siniflarda, benim sinifim biraz biiyiik
27 cocuk, ¢ogu etkinlikte ¢ok c¢abuk ilgileri
dagiliyor. Onun i¢in farkli yontemlerin hepsini
sirayla teker teker denemek zorunda kaliyoruz.
En ¢ok masada sakinlesebiliyorlar. Once onlara
nasil  hitap  edecegini  bilmeli, ilgisini
¢ekebilmeli. (Katilimei J)

The teacher needs to be dominant in the class,
they [children] can be out of control sometimes,
so the teacher needs to know how to react to
what. S/he needs to know what to do in certain
cases. (Participant L)

In case of chaos, our classrooms are very
crowded by the way, we have 25 children, it is
not easy to move from one activity to another.
For example you are implementing table-based
activities at the moment of chaos, it is not easy
to stand up. I am rather trying to change the type
of activity. Am I being successful? Sometimes
yes sometimes not, depends on children’s moods
at the time. I am trying to implement activities
that can grab children’s attention. (Participant
N)

In crowded classrooms like mine, 27 children in
the class, children’s attention can be easily
distracted. So we have to try each and every
technique one by one. They can mostly get cal
during table-based activities. A teacher firstly
should know how to address children and be
able to grab attention. (Participant J)

One participant drew attention to the gap in her teacher education program and
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explains what she actually needed to know while performing the profession.

Bir kere ilkdgretimde sinif yonetimi ¢ok farkli
zaten. Bize smif yOnetimi adi altinda verilen
dersler ¢ok farkli. Iste mesela ders anlatirken
nelere dikkat edilmesi gerekir diye anlatiliyordu
bize. Oncelikle burada ¢ocuklarm dikkatini nasil
toplaman gerekiyor. Hakim olmak gerekiyor
ama nasil olacak. (Katilimc1 O)

Classroom management at primary level and in
early childhood settings are quite different from
one another. The courses offered wunder
Classroom Management title are totally
different. What we received was about things to
be careful while instructing in the classroom.
Here in preschool we need to know the ways to
draw children’s attention. You need to be
dominant but how? (Participant O)

4.2. Strengths and Weaknesses of Early Childhood Teachers

All of the teachers have been asked to evaluate their competencies based on the
Ministry of National Education Early Childhood Teacher competencies. The results
yielded out certain strength areas that the teachers feel comfortable while practicing
their profession and areas they feel a need to improve. Among the major areas of
strength appear to be supporting children’s development. Teachers mostly feel
competent in helping children progress specifically on social and cognitive planes.

Teachers mostly reported that they endeavor to develop children’s creativity and

self-expression skills, which they believe will help them in the future.

Cocuklarin yaraticiligini  ortaya ¢ikardigimi
diistiniiyorum. Cocugun 6zgilivenini olusturmak
icin ugrastyorum, a’y1 b’yi sayilar1 6grenir ama
toplumsal  konular1  toplumla  yasamay1
sosyallesmeyi kendine olan giivenini ancak
burada kazanabiliyor tabii. Bunlara deger
veriyorum, bunun {izerinde  c¢alisgtyorum
cocuklarla. Kendini yeterince ifade edebiliyorsa
tamam demektir. (Katilimc1 H)

Biligsel  etkinliklerde  basarili  oldugumu
diisiinliyorum, materyallerini iyi hazirladigimi
diisiiniiyorum, kitaplardan arastirtyorum, stirekli
fotokopiler cektiriyorum, oyunlarla veriyorum,
biligsel etkinliklere yoneliyorum saniyorum ben.
(Katilimei1 L)

I think I am good at uncovering children’s
creativity. I am trying to build child’s self-
esteem. S/he can learn the numbers, the alphabet
but s/he can only here acquire the societal rules,
develop socially and build self-confidence. I
value these qualities and work continuously on
them. If the child can openly express
him/herself, that means something good to me.
(Participant H)

I believe I am successful in cognitive activities, |
believe I am good at preparing materials as I
look into different books, try to join them in
play. I think i have a tendency for cognitive
activities. (Participant L)
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Cocuklarin  yaraticiligini  gelistirme. Benim
ozellikle matematigim cok iyi degildir, onlarin
iyi olmasi i¢in elimden geleni yapiyorum benim
gibi zorluk yasamasinlar diye. Okuma yazmaya
hazirlik c¢alismalarinda da. Bir de ¢ocuklarin
kendilerini ifade edebilmeleri tlizerinde de ¢ok
duruyorum. Her 6gretmenin 6nem verdigi seyler
bulundugu c¢evreye gore degisiyor, ben bu ii¢
konuya Onem veriyorum ve sosyal duygusal
gelisimleri agisindan benmerkezcilikten hig
uzaklagamamiglardi ben aldigimda c¢iinkii ¢ok
fazla 6gretmen degistirmisler. Bu konuda asama
kaydettik. Artik proje caligmalarinda daha iyi
oldugunu fark ediyorum. (Katilimc1 P)

Supporting children’s creativity. My
mathematical skills are not especially strong so I
am doing my best for children not to experience
the same problems I did. I also feel comfortable
in reading-writing related activities. I am mostly
stressing on expression skills of the children.
The domains each teacher care about differ
based on the environment. I mostly care for
these three matters. When I took over, children
were not able to go beyond ego-centrism
because they have had several different teachers.
We progressed on these planes; I realize they are
better in group projects now (Participant P)

Alternately, 4 participants mentioned their communication skills as areas they feel

most contented.

Veliyle de iletisimimin  iyi  oldugunu
diistiniyorum. Mimkiin oldugunca sorduklari
sorular1 havada birakmiyorum.  Akillarina
takilan her seye yetismeye calistyorum ki bu
velinin ¢ok hosuna gidiyor. Gegen sene okulda
da ¢ok yeniydim bu sene veli bana gelip seneye
hangi grubu alacagimi soruyor. Cok mutlu
oluyorum, demek ki diyorum veliyle iletigimim
iyi ki. (Katilimc1 D)

Ben iletisim anlaminda iyi  oldugumu
diisiiniiyorum. Ben buraya geldim mesela, baska
bir dgretmenden ¢iktilar, donemin ortasinda
geldim.  Giizel bir sey  yakaladigimi
diisiiniiyorum ¢ocuklardan ve velilerden aldigim
doniitlerden. letisim yoniim daha iyi, cocugun o
anki durumuna gore egitimi birakabiliyorum
mesela. Egitim bir yerden sonra devam
edebiliyor ama ¢ocugun o anda ¢ocukla iletisim
ve aradaki bag daha 6nemli bence. (Katilimci N)

I believe I am good at communicating with the
parents. I am trying to answer their questions
and this is something parents like very much. I
was new last year in the school and this year
some parents come and ask which group I will
take care of next year. I become very happy
because it means I have good communication
with the parents. (Participant D)

I believe I am good at communication. When 1
first came to this classroom, another teacher had
been instructing and I was here in the middle of
the semester. From the feedback I receive from
children and their parents, I understand that I
have been able to establish something beautiful.
Communication is my strength, depending on
the child’s mood I can suddenly quit the activity
for instance, because the activity can go on from
where you left it but the rapport and connection
with the child at that particular moment is more
important. (Participant N)

Another participant emphasized her competency in using educational technology;
however she also stressed that she feels hesitant to integrate computers into the

classroom activities.
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Egitim teknolojilerini kullanmaya ¢alisinm
mesela, bu sene yapmadim ger¢i, dnceki sene
kavramlar1 hep bilgisayar ortaminda vermeye
calisirdim ama gegen sene ve bu sene 6 yaslari
aldim, 6 yasta biraz daha bilgisayara diiskiinliik
var ¢ocuklarda ve benim de bilgisayarda bir sey
ogretmem onlarin  digkiinliigiinii  pekistirecek
diye diisiindiigiim i¢in bilgisayardan biraz uzak
duruyorum okulda. (Katilimci R)

I try to use educational technology and although
I did not implement it this year, I used to try to
explain the concepts using computer. As I am a
teacher of 6 year olds for the last and this year
and as they are highly prone to computer use, |
am refraining from using it in the classroom
because I am afraid that using it in the classroom
will reinforce their inclination. (Participant R)

Creativity is generally cited at the top when early childhood education is the case;

interestingly however, only one participant mentioned creativity as a competence:

Yaraticithigimin  iyi oldugunu disiiniiyorum.
Mesela etkinlik i¢in ilk aklima gelen malzeme
yok, onun yerine bir seyler bulabiliyorum.
(Katilime1 C)

I believe creativity is my area of strength. For
instance if the primary material that I will use in
the activity is not available, I can make
something up to substitute it. (Participant C)

In terms of weaknesses, teachers mostly reported a need for improvement in three
domains in early childhood education: Teaching of mathematics and science,
inclusion and drama. Being a nationwide issue, children’s success in Mathematics
and Science is seen critical especially by two participants. One participant drew the
attention to her incompetency in teaching Mathematics to children and linked it to

her experiences with her teacher education program:

Ben hep matematik ve fenin eksikligini duyarim
mesela. Bizim zamanimizda matematigi normal
matematik olarak aldik. Ben bu konuda kendimi
¢ok yetersiz buluyorum acikgasi, keske Oyle
normal matematik almasaydik. (Katilime1 H)

I always feel the lack of math and science. In
our undergraduate education we have taken a
math course as regular mathematics. 1 feel
myself highly incompetent this area and wish
that we had not taken that course as a regular

math course. (Participant H)

Another participant also emphasized her need for effective teaching of science and
math. Reporting her rigorous efforts to improve herself in this area, she stated that
she did not want children in her classroom to perceive science and math as a
difficult branch. Moreover, she pointed out the importance of teacher education

programs in assisting teachers in achieving this goal.
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Benim kendimle ilgili gordiigim en biiyiik
eksiklik su anda fen alani, hatta bugiin daha bir
deney yaptim, agirlik vermeye c¢aligiyorum.
Bence olmasi1 gereken sey matematik ve fen gibi
ilkemizde niyeyse Oyle bir kami var ve ben,
benden ¢ikan ¢cocuklarin matematik zor, ya da ay
bu zor, bunlar1 yapmak zor diye diislinmelerini
istemiyorum. O yiizden de bunu nasil ilgi ¢ekici
hale getirebilirim, derdim o. Deneyi yaptiktan
sonra dramasini yaptirmaya g¢aligtyorum ¢iinkii
onemli bence bir fen O0gretimi, bir matematik.
Cocuklarin Onyargiyla gitmesini istemiyorum,
sayilart sevsinler istiyorum, fen deneyimleri
giizel olsun istiyorum ve bence okulda daha
fazla deginilmeli bunlara ¢iinkii ben ona karsi
Onyargilarimi1 ne kadar yikarsam, ¢ocuklar da o
kadar az onyargili olur iye disliniiyorum.
(Katilime1 G)

The most important incompetency 1 feel is
science teaching. I have just today demonstrated
an experiment and am trying to give more
emphasis to this. I think in our country there is a
perception of math as a difficult branch and I do
not want the children in my classroom perceive
it like that as well. I do not want them feel
incompetent so I am working on making it more
interesting. I am trying to dramatize the
experimentation after implementing it because I
believe science and math teaching is very
important. I do not want children to approach
these subjects with prejudice, I want them to
love the numbers, and I want my experiments to
be efficient. And I think there should be more
emphasis on these subjects at university,
because the more I overcome my prejudices the
less biased children turn out to be. (Participant
G)

Moreover, two other incompetencies uttered by the participant teachers follow as

implementing inclusion and drama in their classroom.

As a person normally perceiving herself as a highly competent early childhood

teacher explains the difficulty of working with children with special needs. She also

reports her efforts to learn more about this matter:

Ozellikle su an ¢ok sikinti yasiyorum ciinkii
gorme engellilerle ilk kez ¢alistyorum. Bununla
ilgili seminer ya da kurs falan artyoruz ama
heniiz bir sey bulamadik. Normal ilkdgretim
okulunda normal O&grencilerle c¢aligirken ¢ok
iddialiyim ama burada heniiz ¢ok iddiali degilim
¢linkii kaynastirma uygulamak gercekten g¢ok
zor. (Katilimer B)

I am having difficulty specially nowadays
because it is the first time for me to work with
children with visual impairments. We have been
looking for seminars and in-service trainings on
it but so far we could not find anything. I
normally am highly competent with regular
students in preschools but here, not yet because
it really is difficult to implement inclusion.
(Participant B)

As for drama, three participants expressed their need to attend in-service trainings or
take lessons. They wish to improve themselves in this respect and implement drama

techniques in their classrooms.
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4.3. Effectiveness of the 1998 Early Childhood Teacher Education Program

Questions 4, 8, 9, 10 and 11 in the interview form focused on retrieving
participants’ perceptions of the influence of their teacher education programs in
terms on their professional practice. Participant teachers’ views majorly
accumulated around 4 components of the program as well as around general

commentaries on the program and suggestions regarding it.

4.3.1. General Commentary on the Program

Answers to Question 4 focusing on retrieving teacher perceptions on the general
effectiveness of the program showed that all of the participants agreed on the
usefulness of their pre-service education in terms of supporting them in professional
practice. In this respect, four participants emphasized that the program particularly
endowed them with theoretical knowledge, while two have suggested that the

program could have better been of help if it were more practice-oriented.

Teorik olarak higbir sikinti  yasamadigimi
diigiiniyorum. O giiveni de verdi gibi.

I believe that I did not encounter any problems
regarding theory. The program built this trust.

Hocamizin sayesinde, alan bilgisinin olmas1 ¢ok
seyler kazandirdi neyin ne oldugunu g¢ok
onceden biliyordum. (Katilime1 H)

Simdi Ankara Universitesi gercekten iyi egitim
verdi, bizi iyi hazirladiklarimi diisiiniiyorum.
Teorileri iyi verdiler. Kendi bilgi birikimimiz
oldu. (Katilimc1 L)

With the help of our instructor, her being
experienced in the field contributed greatly to
our knowledge. I knew how the things were
much before [than working in the field].
(Participant H)

Ankara University was really effective in
education. I believe they prepared us well. The
theories were well-presented. We built our own
knowledge. (Participant L)

Additionally two of the participants mentioned the contribution of the program to

the acquirement of such traits as openness and creativity.
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Yaraticthk  anlaminda etkili oldugunu
diisiiniiyorum ¢ilinkii  hocalarimiz  bizi ¢ok
zorlarlardi hep ortaya yaratict bir fikir ¢ikacak,
cok farkli bir sey olsun diye. Belki etkinlikler
arasma bir seyler sikistirmam sunmam okulda
bize bunun egitiminin iyi verilmis olmasindan
kaynaklaniyordur. (Katilimet A)

Bizi 6yle bir yetistirdiler ki hakikaten her tarafa
uyum saglayabilecek, o yiizden hocalarima da
cok tesekkiir ediyorum, hepsi ¢ok iyiydi. Bizi
inanilmaz agik yetistirdiler. (Katilimei F)

I believe the program was more effective in
terms of supporting creativity because our
instructors were highly demanding that we
produce a creative idea, a different product.
Maybe my ability to engage something between
activities depends on the good quality of our
pre-service education. (Participant A)

We were raised in such a way that we can adapt
to any condition, therefore I am so thankful to
my instructors, and they were all very good. We
were raised as incredibly open people.
(Participant F)

On the other hand, one of the participants found her teacher education program

ineffective in terms of not preparing her for practice. She mentioned that the

program seemed to be designed in a way to nurture the students rather more

academically than practically. Similarly, another participant stated that while she

found the theoretical courses useful, she made a remark that courses with a practice-

based nature mostly were theoretically handled.

Ya ben zaten ODTU’den mezun oldugumda ben
hi¢ anasinifi 6gretmeni olacak gibi diisiinmedim
kendimi, akademisyen gibi yetistim ki sinifin
yarisindan fazlasi da yiiksek lisansa bagvurdu.
ODTU’niin eger egitim politikasi akademisyen
yetistirmekse bu alanda ¢ok basarili. O konuda
kesinlikle Oyle. Bilgisayar donanimi, teknoloji
konusunda, arastirma konusunda ¢ok donanimli
yetisiyorsun, Ingilizcen var. Mesela bir okula
geldigin zaman evrakla ilgili bir is yapilacaksa
birgok kisiden daha iyi yapabiliyorsun, o konuda
iyisin. Ama kiz meslek mezunu birine gore, ya
da Gazi Universitesi hani bu konuda daha iyi
oldugu soylenir, onlara gore uygulama alaninda
daha zayif gorliyorum ben. Etkinlikler
konusunda daha zayif ODTU niin progranu. Bir
de bu ODTU ile ilgili bir problem. Ingilizce
oldugunda ne kadar etkinlik olursa elinde,
yurtdisinda yapildigi igin onlar, burada ¢ok
fonksiyonel olmayabiliyor. Teorik derslerde
biraz fazla detaya iniliyor ama c¢ok azini
kullaniyorsun giinliikk hayatta, ama uygulama
derslerinin daha fazla materyal daha fazla
uygulamaya yonelik calistirilirsa daha iyi olur
ozellikle ODTU igin sdyliiyorum. (Katilimer Q)

While graduating from Middle East Technical
University, I did not think of myself as a
preschool teacher, I was rather raised like an
academician, and by the way more than the half
of the class applied to graduate degree programs.
If the educational policy of METU aims to
achieve this goal, I can say that it is very
successful. It definitely is. You get equipped in
terms of technology and research, plus you
know English. When you get employed in a
school, for example you can do the paper work
better than anyone else. However, compared to
the graduates of Girls Vocational High School
or Gazi University, which is said to be more
effective in this respect, I see myself weaker
than them in practice. The curriculum of METU
is weaker in terms of activities. And another
problem with METU is the medium of
instruction. When you have activities in English,
they do not serve functionally to our context
since they are created overseas. Theoretical
courses include a little more detail but we can
use very little of it in daily life. It would be
better if practice-based courses were more
material-, practice-oriented, particularly for
METU (Participant Q)
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Sadece teknik olan derslerin ¢ok faydasim
gordiim. En biiyiik eksiklik uygulamali derslerin
teorik  olarak  agirlastirilmis  olmasiydi.
(Katilime1 P)

Only the technical courses have been highly
beneficial. The main shortage of the program
was the theoretical immensity of practice-based
courses. (Participant P)

Moreover, one participant criticized the implementation of the teacher education
program in general. Particularly mentioning the inadequacy of gaining some

necessary skills and critiquing the length of certain courses, the teacher also stated

that she had problems while transferring her knowledge into practice.

Egitim olarak iyi bir egitim almis olabiliriz ama
pratige dokme noktasinda belki bazilarini
kullanmakta biraz eksik kaliyoruz, kullanmayi
es gegiyor olabiliriz. Dedigim gibi farkli
¢ocuklart tamima, farkli ¢ocuklarin sinifta
gosterdigi  degisik  karakterleri  taniyip,
¢oziimleyip bunlara ¢6ziim bulma noktasinda
eksigimiz var. Bir de bir seyler ol¢iisiiz yapiliyor
gibi gelirdi bana. Hocada da sey oluyor, iki
donem bu dersler, bu doénem bes teknik
gosterirsem  Oniimiizdeki donem de bes
gosterirsem anca bu dersi yetistiririm. Bir
donemde on teknik birden gosterirsem ikinci
donem ne yapacagim diye diislinliyor sanirim.
Bazi derslerin  yogunlugunun ayarlanmasinda
sikint1 var. (Katilimci D)

We might have received a high quality
education but sometimes we have difficulty in
transferring our knowledge into practice. As I
said, we have inadequacy in getting to know
children of different nature, recognizing
different personality traits the children bring into
the classroom, analyzing and developing ways
to solve these matters. Additionally, certain
things [in the program] seemed to be excessively
conducted. For example when the course is
handled in two semesters, I suppose the
instructor would think if s/he taught five
techniques in the first semester, and the other
five in the latter, s/he could handle the course. I
suppose they think if they taught all in one
semester, there would be nothing to do in the
second. There is a problem with the planning of
course weight for some courses. (Participant D)

Interestingly, two of the participants highlighted that they have not been able to
make enough use of the program due to factors brought by the student selection
exams. In this respect, one of these participants stressed her unwillingness to study
early childhood education and stated that the program has not been sufficient due to

this indisposition of her towards the profession.
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Ben agikgasi okul Oncesini hi¢ istemeyerek
okudum. Dort yil boyunca da hi¢ memnun
olmadim, yapamayacagimi da diisiiniiyordum
ama meslege basladiktan sonra zamanla c¢ok
sevmeye bagladim. [...] Smifin geneli kiz
meslek ¢ikigliydi ve dersler onlara yonelikmig
gibi geliyordu. Siz buraya geldiniz ama hig
bilginiz yok diye degil de bildiklerinizin iizerine
bir seyler koyacaksiniz diye verildigi i¢in. Sanki
sen 0 konuyu biliyormussun ama
pekistiriliyormus gibiydi o yiizden belki ben en
bastan bir tiirlii adapte olamadim. Onlara
bakiyorum onlar hi¢ zorlanmadilar gayet
iyilerdi. Simdi olsa dersleri daha etkili
dinlerdim. Bu bana neden bdyle geliyor biliyor
musun simdi meslek hakkinda biraz bilgim var,
o zaman da tstiine onlar konulacakti daha iyi
olacakti ama biraz yarim yamalak konuldu.
(Katilime1 A)

Cok parlak bir egitim hayatim olmadi. Okul
oncesi Ogretmeni olmak istiyorum diyebilmek
¢ok dnemli, ben bunu dememistim. Demedigim
icin bir anda Oylesine yazdigim bir boliim olan
okul 6ncesi 6gretmenligi geldi ve ben sok i¢inde
bir anda okul oOncesi Ogretmenligi okumaya
basladim; o nedenle ¢ok isteyerek calistigim bir
boliim degildi. Derslere gececek kadar ¢alisgayim
yeter havasinda ¢alistigim igin ¢ok eksik
basladim ben meslege. Basarisiz bir 6gretmen
olacagimi bilerek, Oyle diisiinerek basladim.
(Katilime1 R)

I actually did not really study early childhood
education with passion and have not been
pleased for four years. I also was thinking that I
would not pursue this profession but after
getting to work, I started to love it. [...] Majority
of the class was composed of Girls Vocational
High School graduates and the courses seemed
to be designed for them. Rather than
approaching to us as students who do not know
very much about the field, the courses were
offered like we already had knowledge and were
going to build on this knowledge. It was like you
knew the subject but you were strengthening
your knowledge. Maybe this is why I could not
adapt since the beginning. I was looking at them
and they were all doing fine without any
difficulty. Had I studied now, I would attend the
courses more carefully. You know why? I have
an idea about the profession now and I could
have built that knowledge wupon these
experiences. It would have been better but it was
rather sloppily constructed. (Participant A)

My educational life has not been a bright one. It
is very important to say “I want to be an early
childhood educator”, I could not have said that.
It was a major I randomly wrote the name of in
the university selection sheet. Then it turned out
that I was going to study early childhood
education, which I suddenly started to do in
complete shock. Therefore it really was not an
area I studied with great enthusiasm. It was
enough for me to get passing grades from the
courses, and this is why I started the profession
with real inadequacies. I started knowing and
thinking that I was going to be an unsuccessful
teacher. (Participant R)

The same participant, however, also indicated that she started to love the profession

after experiencing the practice teaching courses. Additionally stating that she could

not deny the effect of the program in helping her overcome the prejudices she had

regarding the profession, the participant concluded that she also started to love

children even more than before.

75



Ik gittigimde tabi OOO okumaktan ¢ok
hosnutsuzdum. Ama ilk staj giinlimii ¢ok iyi
hatirliyorum mesela, okulu ¢ok iyi hatirliyorum,
Ogrencileri ¢ok iyi hatirliyorum. Stajdayken
bana dgretmenim demeleri beni ¢cok fazla motive
etti ve bu isi yapacagim demeye ve g¢ocuklari
sevmeye basladim. Cok fazla ¢ocuk seven de bir
insan degildim ben 6nceden. Uygulama yaptikca

I surely was very unpleased to study ECE in the
first place, but I remember very well the first
day of my practice teaching. Children’s calling
me “Teacher!” motivated me greatly and I
started to think of practicing this profession and
love children. I was not a person who loves
children very much. I began to love them after
practice teaching. (Participant R)

sevmeye bagladim. (Katilimc1 R)

4.3.2. Pedagogical Content Knowledge Component

The replies gathered in response to Question 8 have been framed under pedagogical
content knowledge component of the program. In this question, the participants
were asked to evaluate their teacher education program with respect to furnishing
them with essential knowledge of pedagogy and the subject matter, also known as
the what and how of teaching. As the answers to this particular question mounted
into an increased amount of data, splitting this component into two sub-levels was
considered appropriate. Based on the definitions of Shulman (1986), pedagogical
content knowledge component has been handled as (1) content knowledge, and (2)

pedagogical knowledge for this research.

4.3.2.1. Content Knowledge Component

In terms of the 1998 Early Childhood Teacher Education Program, this component
covers the courses as Introduction To Early Child Education, Child Development
and Psychology, Maternal and Child Nutrition, Maternal and Child Health,
Language and Literacy Development in ECE, Play in Early Childhood, Mental
Health and Adaptation Disorders, Parent Education, Motor Development,
Children’s Literature, Children With Special Needs, Assessment and Planning, and

Reading and Writing Education in Early Childhood.

To begin with, Children with Special Needs course has been criticized by 10 of the

17 participants in terms of being oriented in theoretical knowledge rather than
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practical. Although some teachers claimed to possess the essential knowledge for
methods of inclusion, which is very common in early childhood practice, they

reported deficiency and lack of confidence in cases of encountering children with

special needs.

Ozel egitim de iyiydi ama eksikti. Bence onun
icinde 6zel egitim kurumunda gézlem yapilmasi
gerekiyordu. Isitme engellileri mi taniyoruz
mesela, isitme engelliler okulunda egitim nasil
veriliyor bununla ilgili gézlem yapilabilmeliydi.
Obiir tiirlii teorik olarak anlatildi gegildi ve
havada kaldi. Simdi benim smifimda 7 yildir
kaynastirma 6grencisi olmadi hi¢ ama simdi
gelse ne yaparim? Eski bilgiler hi¢ kalmadi
aklimda tekrar arastiririm ama uygulama olsaydi
en azindan aklimda kalirdi. (Katilimc1 R)

Children with Special Needs course was good
but also was inadequate. I think it should have
included observations in special education
centers. For example when we were learning
hearing impaired individuals, we should have
observed how the process of education worked
in a school for the hearing impaired. It was
rather theoretically taught and remained abstract.
For the 7 years of my experience, I never had an
inclusion student but what will I do if I have one
now? The knowledge I learned back then has
been wiped away. I would again research for
regaining it but if the course had included
practice, at least I would remember those
experiences. (Participant R)

One other participant counts herself as lucky to have witnessed a good practice of
inclusion during her field experience. She also highlights the high number of

teachers getting into the field without being much equipped with essential

knowledge of inclusion.

Ama dedigim gibi onlar da birebir yasamakla
birinin anlatmas1 aym degerde degil bence. Iste
ozel egitim dersi gormiistiik, anlattt hocamiz
Oyle olmal1 bdyle olmali ama o ¢ocugu birebir
gormek, ¢ocukla birebir diyaloga girmek. Ben
sansliydim dedigim gibi. En azindan nelere tepki
verecegini az ¢ok kestirebiliyorsunuz ama hig
onu gérmeden goéreve baslayan 6gretmenler gok
fazla. (Katilimc1 G)

But as I said, experiencing them [children with
special needs] is one thing, someone’s preaching
you about it is another; they are not the same.
We have taken the special needs course, our
instructor told about the “should-be”s but to see
the child, to interact with him/her.. I was lucky I
said, at least I could know predict their reactions
but there are many teachers who get into the
profession without any experiences. (Participant
6)

Another participant working in the pre-primary classroom of a school for visually-
impaired children explains the hardship she experienced and makes clear remarks
on the how Children with Special Needs course should have been to support her in

her current practices.
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Mesela bir ¢eneye vurma hareketi var gérme
engellilerde, bunu kimse bana sdylememisti,
genel gelisim Ozellikleri nelere nasil tepki
verirler. Kendinize gore diizeltin deniyor ama
biz normalde BEP diyorlar, ben onu hazirlamay1
bilmiyorum ¢iinkii onu ilgili boliim 6gretmenleri
bunun egitimini aliyor, biz bu konuda hi¢bir sey
bilmiyoruz mesela. Burada da sadece
ilkdgretimde uygulanmig anasmifinda BEP hig
uygulanmamis. Amag ve kazanimlar var normal
cocuklardan ¢ok farkli. ilk kez biz atanmadik
buraya, bu okula anasinifi agildi agilali var.
Madem biz buralara getirilebiliyorsak 4 senede
bu egitim verilmeli diye diigiiniiyorum. Yani
bana Inkildp Tarihi verecegine zorla, ben 6zel
egitim  dersini  ¢ok  yiizeysel  gordiim
iniversitede, buna ait bir boliim, yani zihinsel
engelliler ayr1 ele alinmali. Bir sene zihinsel
engelliler bir sene gérme engellilerle ilgili bir

ders illa ki koyulabilirdi. Burada onun
eksikligini  ¢ok  yasiyorum. Cok  basite
indirgenmis sekilde o6grendik, belki AOF

programinda dyledir. (Katilimci B)

For example there is hitting-the-chin movement
in the visually impaired. No one has told me
about it, what their = developmental
characteristics are, how they react to what. They
say that I should tailor the program according to
their needs but normally there is Individualized
Education Program (IEP), I do not know how to
prepare it. The teachers specialized in this
department know it and we do not know
anything. In this school, IEP has been
implemented at primary level only, but not at
preprimary level. Goals and objectives for these
children are very different. Also, this is not the
first year of pre-primary classroom here, we are
not the first teachers recruited here. If there was
the possibility that we could teach here, we
should have taken some sort of education.
Instead of taking compulsory History courses,
for example. Children with Special Needs
course was so superficial at university. There
should be different sections handling different
special needs such as mental retardation. There
could have been a course per year covering these
needs; I am experiencing the deficiency of it
now. Maybe it is a problem with the Distant
Education Program; we learnt it at a very basic
level. (Participant B)

Another popular course that received the second highest attention was Children’s
Literature and participants’ responses varied greatly. While the positive views
mainly focused on the benefits of introducing practical knowledge as the teaching of
certain criteria for book selection and the skill to combine books with other
disciplines like drama, the negative perspective reflects criticisms regarding the
course’s theoretical flow and its distance from the contemporary practice. Teachers
also emphasized that they improved themselves when they started working in the
field. Sample quotes from each perspective are given below from positive to

negative respectively.

Cocuk edebiyati dersi de iyiydi. Konu anlattik,
bize hikdye masal iirettirdi, kendimiz yaptik bir
seyler. Oyunlar ¢ikardik, o anlamda da gayet
iyiydi. (Katilime1 L)

Children’s Literature course was good. We were
micro teaching, we produced stories, we actively
did these sorts of things. We also developed
plays; it was good in these means. (Participant
L)
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Edebiyat dersi yararliydi, hangisi daha iyi
secebilme  yeterliligine ulastik o iyiydi.
(Katilimei J)

Edebiyat hocamiz da iyiydi, sesi nasil kullanman
gerektigini, ¢ocukla ne yapabilecegini 6grendik.
On yil oldu neredeyse. Kitap se¢gme falan
konusu yoktu gergi, o konuda sen gelistiriyorsun
buraya gelince farkli yayinevlerini gordiikge.
(Katilime1 H)

Literature course was beneficial; we acquired
the proficiency to select books in a critical
manner. (Participant J)

Our Children’s Literature course instructor was
also good, we learned how to use our voices,
what can be done with children. there was not a
part about book selection though, you improve
yourself when you get to the field, after seeing
different publishers. (Participant H)

The negative points of view can also be seen below:

Cocuk edebiyatinda da ¢ocuk kitaplariyd: da hig
oyle degildi ya. Iste bunlar mesela, gocuk
edebiyatinda ben hi¢ orda adamakilli bir sey
ogrenmedigimi fark ettim buraya geldikten
sonra. Buradaki kaynaklarin dolulugu. Diyorum
ya sistemin i¢ine girmek ¢ok farkli. Adamakilli
bir sey hatirlamiyorum. Kukla metni yazdirmisti
hocamiz bir onu hatirliyorum o dersle ilgili de.
(Katilime1 G)

Cocuk edebiyati sikictydi, oyunlar yazilar
diistiniirler. Diigtiniirlere biz her defasinda c¢ok
agirlik veriyorduk. Cok kayitsiz kaldigim bir
dersti, etkinliklere uygun olsaydi daha 1iyi
olurdu. Su an kullanilmayan tepegdzlere
asetatlara yonelikti, hazirlanig1 6lgiileri vs gibi
tedaviilden kalkan seyleri 6gretmeye yonelikti.
(Katilime1 P)

Children’s Literature course was about
children’s books but actually it was not really
so. For example, after getting to the field, i
realized that I had not learnt anything of use.
The richness of the resources here.. as i say, it is
very different to be in the system. I do not
remember the course properly. I can only
remember having written a text for puppet play.
(Participant G)

Children’s Literature was boring, all the plays,
texts and theoreticians. There used to be so
much emphasis on the theoreticians. It was a
course I remained rather indifferent; had it been
more practical, it would be better. It included the
teaching of things that are not used anymore
such as overhead projector, transparency films,
the preparation of them and the sizes, etc.
(Participant P)

Thirdly, the participants discussed the effectiveness of Assessment and Planning in
ECE course. While the participants evaluated the planning part in a positive manner,
the majority of the participants found the assessment part of the course ineffective in
serving their needs in their classroom applications. The teachers mainly criticized
the course because of not being designed to fit actual assessment procedures in early
childhood education and it did not provide them with a variety of assessment
techniques that can be used in evaluating children’s development. Rather the course

contents were stated to be for primary and elementary level teaching.
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Planlama ve degerlendirme derslerini ¢ok
sevmiyordum agikcasi. Objektif yaklagmali ama
bu konuyla ilgili ¢ok az sey gordiik. O nedenle
bu dersi ¢ok yeterli bulmadim sikildim ne
bileyim mod medyan falan wvardi, onlara
ihtiyacim yoktu benim. Asil ihtiyacim olan
seyleri almadim, eksikti ve sevmedigim bir
dersti. Bir yillik planda bulunmasi gereken genel
ozellikler vardi bransa yonelik degil de
uygulamada daha ¢ok 6grendim ben. (Katilimci
P)

Planlama ve degerlendirmede kendimiz kazanim
uydurmustuk, plan kitabina bagli olmadan iyi bir
dersti glinlik yillik planlar yaptik ama
degerlendirme kisminda standart sapmay1 falan
ogrendik. Kesinlikle bizimle ilgisi olmayan bir
degerlendirme dersiydi, iyi degildi. Yani
cocugun degerlendirilmesi {izerine olmaliydi,
yanlis bir sey yaptiginda nasil doniit verilebilir
gibi ya da c¢ocugun bir seyi Ogrenip
o6grenmedigini bagka hangi yollarla gorebiliriz,
farkli degerlendirme yontemleri verilebilirdi.

Okul oncesine indirgemeleri lazimdi neleri
degerlendirmeliyiz, degerlendirirken  nelere
dikkat etmeliyiz gibi, ama bunlar yoktu.
(Katilime1 R)

I actually did not like the Assessment and
Planning courses. The approach should be
objective but we have seen little about it. Thus I
did not find the course adequate and got bored. I
did not need learn things like mode, median, etc.
I could not get what I actually needed, it was an
inadequate course and I did not like it. It
included general features that an annual plan
should consist of but it was not for early
childhood education. I rather learned these in
practice. (Participant P)

In assessment and planning we made up goals of
our own without depending on the plan book,
but in evaluation part we learnt about standard
deviation. It really was an irrelevant course for
us, was not good. I mean it should have been on
evaluating children, about how one can give
feedback when they make mistakes or in what
ways we can see whether they learned or not,
different evaluation methods could have been
given. It should have been at early childhood
level, about what we should be careful, but these
points were missing. (Participant R)

Moreover, two of the participants drew attention to the importance of course
instructors’ competence in affecting the effectiveness of the course. While one
participant remarked that she was pleased with the course because the instructors
were from early childhood background and the course was at early childhood

teaching level, another participant found the course ineffective as the instructor did

not provide them with ample amount of instruction.

Planlama ve degerlendirme yetersizdi ama biraz
da hocayla alakaliydi. Su¢ da atmak
istemiyorum ama bilgi boyutunda oldugu i¢in
bazi seylerin anlatilmasi gerekiyor. Kitaptan
okuyunca kacirabiliyorsunuz piif noktalarmni.
Biraz yetersiz kald1 agikgasi. Bir kitabimiz vardi,
oradan takip ediyorduk. Farkli degerlendirme
yontemleri falan yoktu. (Katilimer N)

Planning and evaluation was inadequate but it
was a little about the instructor. I do not want to
blame but as the course is theoretical some
Essentials must be taught. There is the
possibility to miss some tips when you follow
the book. It rather remained inadequate actually;
it did not include different evaluation methods.
(Participant N)
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Degerlendirme dersi de iyiydi, okul dncesinde
nasil Olgersiniz geklinde anlatilmistt ¢iinkii o
derslerimize giren hocalarin hepsi okul 6ncesi
alaninda hazirlandiklar i¢in o derslerimizi bize
yonelik veriyorlardi. (Katilimct A)

Assessment course was also good as it included
tips on how to conduct assessment in early
childhood education. It was good because the
instructors were prepared in the field of early
childhood education and the course was
designed for our needs. (Participant A)

Another course there was a consensus on was Child Development and Psychology.
All of the participants agreed on the benefits of this course and one participant, in
this respect, suggested that the course should have repetitions in the teacher

education program on a regular basis. Two other participants further suggested that

the course would be even more efficient if it included a practical plane.

Cocuk gelisimi ve psikolojisi ilizerinde daha ¢ok
durmak isterdim. 4 senede sadece 1 kez
iizerinden gegiliyor. Ozel birebir bir durum
verilip onunla ne yapmamiz gerektigi gibi bir
yontem izlenebilirdi. (Katilime1 C)

Cocuk gelisimi ve psikolojisi daha 1iyi
islenebilirdi, okul 6ncesi kritik bir donem ¢iinkii
bu nedenle bu ders biraz daha agirlikli ya da
uygulamaya doniik mii diyeyim biraz daha basa
cikabilme, uygun yaklasimlarda bulunabilme
adma agirlikli olabilirdi. (Katilimc1 B)

I would love if more emphasis was given to
Child Development and Psychology. It is taught
only for once in four years. In the course, there
could have been an instruction where we are
given certain cases and try to figure out how to
deal with it (Participant C)

Child Development and Psychology could have
been better emphasized. Early childhood is a
critical period therefore it could have been given
more emphasis and could have been more
practice-oriented or about dealing with
situations and adopting appropriate approaches.
(Participant B)

For the course Play in Early Childhood Education, participant responses showed
that they would be more pleased if the course had included more practice and more
play examples because it is one of the heavily applied activities in early childhood
settings. Moreover, four of the participants indicated a need for an increase in the
amount of such courses with practical nature. Theoretical part of this particular
course has also been found beneficial in teaching them what children can gain
through play. A satisfied participant in these means describes why she found the

course beneficial:
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Oyun dersini mesela uygulamali olarak yaptik,
gruplarimiz vardi, herkes farkli bir oyunu
uyguladi, hareketli oyunlar, parmak oyunlari, vs,
kitap yaptik. O ¢ok giizeldi ve su anda da ben
onun yararini goriiyorum, orada Ogrendigim
oyunlar hala aklimda c¢iinkii. Bahcgeye
cikiyorduk, kosusturuyorduk, cocuk gibiydik
oyun dersinde. (Katilimci O)

The Play course was practice-based, we had our
groups, everyone implemented a different play
type; active plays, finger plays, etc., we prepared
books. It was good and I can now see the
benefits of it because I still remember the games
I learned in this course. We would get to the
garden, run, we were like children in Play in
ECE course. (Participant O)

Participants consequently stated their perceptions on Reading and Writing in ECE

course. One of the participants could not make sense of this course as neither of the

two activities is used in early childhood teaching.

Yazma egitimi neden var zaten, okul dncesinde
boyle bir sey yoktu ve dersin i¢inde de yoktu
ama ismi neden dyleydi onu anlayamadim ben.
Konugma egitiminin olmasi gerekiyor ama
iceriginin de diizglin olmas1 gerekiyor. Sive
konusan 6grencilerim vardi mesela, ben onlari
degistiremedim, bunu nasil  yapacagimi
ogretmeleri gerekiyordu. (Katilimci R)

Why do we have writing education anyway?
There is nothing in early childhood education
and also in the course itself. There should be a
speech education but the content also should be
adjusted appropriately. 1 had students with
different accents for example; I could not have
changed them. They should have taught me how
to do it. (Participant R)

Another participant also highlighted the importance of teaching Turkish to children

and stated that she found the program a little deficient in stressing the significance

of Turkish language activities.

Yani {iniversitede herhalde es gecilmis olan sey
olabilir Tiirkge etkinligi olabilir. Ogretmenlikte
en ¢ok kullandigim Tiirkge etkinlikleri. Sey gibi
kalinmisti hep Ttniversitede aklimda kalan.
Hikaye okursun c¢ocuga, hikayenin verdigi bir
mesaj vardir, bu mesaj1 verirsin ve oldubittidir.
Tirkge’nin daha genis bir alan1 varmis, hatta
okul Oncesinde meslegin en temel aldigi,
verilmesi gereken sey Tirk¢e’ymis. Cocuga
kesinlikle  Tiirkge’yi  glizel  kullanmasini
ogretmeniz ~ gerekiyor, kelime dagarcigini
zenginlestirmesini saglamaniz gerekiyor, yeni
kelimeleri dgrenmesi  gerekiyor, Ingilizce
kokenli  kelimeleri  dagarcigindan  atmasi
gerekiyor ve Tiirkce ¢ocugun dikkat siiresini de
arttiran bir etkinlikmis. Onlar i¢in en Onemlisi
Tirkge etkinligi. Biraz onda galiba yeterince
tizerinde durulmamus olabilir. (Katilime1 G)

One thing that might have been neglected at
university can be Turkish language activities.
Turkish activities are the ones I continuously
resort to in teaching. At the university, it was
like you read a story, it has a message and when
you give the message it is over. I learnt that
Turkish has a broader space; it even is the basis
of early childhood education profession and it
should be taught. You most certainly need to
teach the child to use Turkish effectively,
broaden his/her vocabulary, s/he needs to learn
new words and omit English-rooted words from
his/her vocab. Plus, Turkish language activities
are said to enhance child’s attention span. It is
the most important activity for them. These
might have been neglected. (Participant G)
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Next, Parent Education was yet another course the participants suggested a change
in the content and implementation. While only one of the participants was satisfied
with the course due to the integrity of course activities, another participant reported
that this course was not included in her teacher education program. Moreover,
regarding the content, the teachers would like the course had put more emphasis on
relationship and communication with parents in rural areas as well as on how to

conduct parent education seminars.

Anne baba egitimi c¢ok Onemli, bizde biraz
basitti. Daha ¢ok iletisim boyutunda olsaydi iyi
olurdu. (Katilimer N)

Parent education is highly important, it was s
little superficial in our program. It would be
better if it was constructed more on the
communication dimension. (Participant N)

Two of the participants drew attention to differentiation of teachers’ needs on parent
education based on the region they are recruited. They mentioned that the teachers

working in rural areas need to know more on how to communicate with parents:

There is a difference between urban and rural
conditions that can be taught in parent
education. This part can be supported a little
more. (Participant J)

Anne baba egitimine doniik merkezle kdy
arasinda anlatilabilecek bir farklilik var. O belki
biraz daha desteklenebilir. (Katilimet J).

Another participant further indicated a need for change in the content of the course
and she indicated that pre-service teachers need to learn about the ways and
methods to address parents’ needs as well as about the keys to prepare a parent
education program.

Anne baba egitiminin igeriginin degismesi The content of Parent Education should change.

gerekiyor, su teknikler verilebilir mesela, bir
Ogretmenin anne baba egitimi verebilmesi i¢in
neler yapmast gerekir hangi  konulara
deginilebilir, bunlarin dolu dolu ge¢mesi
gerekiyor. Bir plan program verilebilir, yontem
mesela okulun ilk haftasi sunlar ya da biterken
ilk6gretim konusunda egitim verilebilir ya da
nasil  verilebilir gibi ipuglarinin  olmasi
gerekiyor. (Katilimci R)

What a teacher can do to educate the parents,
what kind of subjects can be handled; these
techniques should heavily be studied. A program
can be provided, for example about what to do
in the first week of school or what kind of
activities can be done at the end of the year for
transition to primary level; the course should
include such tips. (Participant R)
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Lastly, a teacher who was pleased with the attainments she gained in the course
revealed the reasons for her satisfaction. The participant found the course wealthy
due to the continuous seminars conducted and remarked the importance of course

instructor in making this difference.

Anne-baba egitimi X &gretmenin verdigi bir
dersti. I§te bunda da Ogretmen Onemli, anne
baba egitimi giizel bir dersti, devaml
seminerlerimiz olurdu. Dolu dolu gegen bir
dersti ve bence ¢ok dnemli bir ders. (Katilime1
G)

Parent Education was a course instructed by our
teacher X. Also here the instructor is important,
it was a nice course, we would have continuous
seminarts. It was a rich course and an important
one. (Participant G)

Also a few also teachers commented about Maternal and Child Health course. One
of the teachers reported that the course was filled with medical terminology. She

rather would like the course had provided with more practical information that can

be used in preschool environment.

Anne ve c¢ocuk sagligi, bunu doktor vermisti
bilmiyorum hala dyle mi. Bana ¢ok sey gelmisti,
fenni, yani doktorlara sanki egitim veriyormus
gibi, ¢ok Dbilimsel agiklamalarla detayli
gormiistiik. Sen hastaligin belirtilerini bilirsin o
sekilde olmasi daha uygundur, anaokulunda
gordiigiinde  nasil  tanirsimn = ve  nereye
yonlendirirsin, o sekilde islense daha iyi olurdu.
(Katilimei Q)

Maternal and Child Health, our instructor was a
doctor I do not know if it still is the same. It was
rather medical, I mean like education the
candidate doctors. It was too detailed with
scientific explanations. You should know the
symptoms of a disease, it is more appropriate to
know that, how would you recognize it when
you see it in the preschool context and where
would you refer to. It would have been better if

the course had handled these points. (Participant

Q

The teachers’ perceptions varied on the Mental Health and Adaptation Disorders
course as well. While two participants highlighted the importance of practice-based

learning, another described the kind of knowledge the course should have enclosed.
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Cocukta ruh sagligt ve uyum bozukluklari,
bunun iizerine ¢ok ¢ok ¢ok ¢ok egilmeleri lazim.
Sikintili ¢ocuklar ¢ok fazla. Her sinifta mutlaka
oluyor, anne baba ayrilmis olan, ¢ok agresif
olan, arkadaglarina zarar veren, ya bu c¢ocugu
okuldan alacaksin ki kontrol edemiyorsun ya da
bu cocugun bir sikintisi var ve bir sekilde
giderilmesi lazim. Bu konuda kapsamli bir
egitim verilse daha iyi olur. Hiperaktivite,
saldirganlik, bunlarin {izerinde durulmasi lazim,
cok ice kapanik c¢ocuklar var, kekemelik
problemiyle gelen ¢ocuk var, baglanma ile ilgili
sikintilt ¢ocuklar var. Mesela bdyle cocuklara
kars1 ne gibi stratejiler kullanilabilir bu
ogretilebilir. Bir sikinti varsa g¢ocukta bunu
Ogretmen nasil teshis eder, nereye kadar
miidahale edebilir, kendisini asan durumlar ne
olabilir ve nereye yonlendirebilir. (Katilimci Q)

Ruh Saglhigi ve Uyum Bozukluklari en en
sevdigim derslerden birisiydi ve ¢ok doluydu. T
O0gretmenimiz ~ vardi, uygulamaydi bizim,
devamli uygulama yapardik. Biz islerdik dersi,
evet, bu davranig bozukluklarin1 falan gruplar
halinde alip, grup ortaminda, zaten bir drama
salonumuz vardi orada birebir dramasini
yaparak islerdik, ¢ok yararli bir dersti. Ben
bizim {iniversitemizdeki hocalarin en ¢ok su
yontemini severdim. Biz asla “Hadi oturun
siralara anlatayim”. Birkag dersin diginda bunu
hi¢ yasamadik, hep bizdik aktif olan. insanin
yasayarak 6grenmesi ¢ok daha 6nemli bir sey.
(Katilime1 G)

There should be very much emphasis put on
Mental Health and Adaptation Disorders course.
There are many children experiencing problems
and there is one of them almost in all classes;
those of separated parents, very aggressive ones,
those harming their peers. You will either send
them away or deal with the problem they have.
Therefore a comprehensive education should be
given about it. Hyperactivity, aggressiveness,
etcshould be stressed more. There are introvert
children, children with stuttering problem, and
children with attachment problems. For instance
the kind of strategies that can be used in the
classroom while working with these children can
be taught; how a teacher can identify these
problems, to what extent s/he can intervene,
what the conditions that can surpass the teacher
can be and where they can be referred to can be
given. (Participant Q)

Mental Health and Adaptation Disorders course
was one of my very favorites and it was very
rich. We had T as our instructor and the course
was practice-based; we would continuously
practice. We [students] would micro teach the
course. Taking each disorder as a group and we
would dramatize it in the drama stage we had, it
was a very beneficial course. I used to love the
instruction techniques of our instructors. They
would never tell us to sit and listen to them.
Except for some courses, we never experienced
such a technique; we were the ones always being
active. Learning by doing is more important.
(Partcipant G)

Moreover, one of the participants indicated that Motor Development course was
rather filled with terminology and that she could not remember this course properly.
Rather, an in-service training the teacher attended was perceived to be more

effective in this respect.

85



Hareket gelisimine de ya ¢ok benim egilimim
yoktu yine terimler vardi ¢ok aklimda kalan bir
ders degildi. Ben bu sene hareket gelisimiyle
ilgili bir seminere gittim, orada daha c¢ok
uygulamaya yonelik etkinlikler yaptik. Once
teorik bir sey yapildi g¢ocuklarin hangi yas
doneminde neler yapabilecekleri hangi oyunlar
oynayabilecegi  hangi  hareketlerle  hangi
davranislar1  ¢esitlendirebilecegi  uygulamali
olarak yaptirildi. Oyle olunca daha giizel oldu,
hem akilda kalma agisindan hem de zevkli
gecme agisindan. (Katilimer R)

Either I did not have any interest in motor
development or it was full of terminology and I
do not remember it. I attended a seminar on
motor development this year and there we
engaged in practice-oriented activities. First
something theoretical was applied, then what
children can do at which stages, what kind of
games they can play, how their behaviors can be
diversified with which movements has been
described in practice. That way it became more
efficient in terms of sticking in the mind and of
the joy. (Participant R)

Finally the teachers talked about the benefits of two other courses: Introduction to
Early Childhood Education and Maternal and Child Nutrition. The teachers found
both courses as having an importance in the life of an early childhood teacher.
Introduction of the early childhood education system in Turkey, differences between
early childhood education institutions and field trips to several of these institutions
were the points appreciated in Introduction to ECE course. For Maternal and Child
Nutrition, all of the 4 respondents underlining this course specified the importance

of knowing nutrients, vitamins, diets, etc. in early childhood teaching.

4.3.2.2. Pedagogical Knowledge Component

In this study, the following courses have been framed under this category: Methods
of Teaching in Early Childhood Education I & II, Teaching Technology in Early
Childhood Education, Teaching Mathematics in Early Childhood, Teaching Science
in Early Childhood, Physical Education and Games, Music II, Creativity and
Children, Art for Children, Design and Construction of Instructional Resources and

Drama in Early Childhood Education.

The most popular course among the Pedagogical Knowledge Component courses
has been Art for Children. While two of the participants argued that they did not
either receive or remember having taken this course in their teacher education

program, there have been both positive and negative reports on the effectiveness of
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Art for Children in their classroom practices.

The positive views on the usefulness of this course gathered around the inquiry of
knowledge of different art techniques and materials that can be used with children at
early ages, as well as for the inclusion of some clues on interpreting children’s art
work with regard to their developmental level and state and for demonstration of the

appropriate attitude teachers need to display while commenting on children’s works.

[smini hatirlayamayacagim ama resim hocamiz
cok gerekli seyler 6gretmisti bize. Okul 6ncesine
yonelikti, hangi boyalar kullanilir, hangileri
daha iyidir, hangileriyle neler yapilsa daha giizel
olur, hangi teknikler kullanilir, baskilar, firgalar,
cok giizeldi biitiin teknikleri gosterdi bize.
(Katilime1 L)

I cannot remember her name but our Art
instructor taught us highly necessary things. It
was at early childhood level, about which paints
can be used, which paints better, which are more
appropriate for which works, what kind of
techniques can be used, printing, brushes, etc. It
was very good, she showed us all the techniques.
(Participant L)

Another participant clearly remembers what her instructor advised them on the kind

of an attitude they need to attain while guiding children through art activities.

Resim  dersinde  ¢ocuklarin  resimlerini
inceliyorduk, resim dilini  &greniyorduk.
Cocugun yaptigt resmin asamalarini falan.
Idealist bir 6gretmenimiz vardi hatta hala, cocuk
eger muzu kirmiziya boyuyorsa ve hayir muz
sar1 olur diyecek olursaniz akliniza ben geleyim
derdi. Hakkimi helal etmem derdi ve ilk giinden
beri ben ona dikkat ederim, kesinlikle karismam.
Hocanin soézii hala kulagimdadir. Cok fazla
karismayacaksiniz, basinda ¢ok durmayacak etki
alanina girmeyeceksiniz derdi ve onu hig
unutmadim. Resimlerini incelerdik, hatta bir
ressamin ¢ocukluk resimlerini géstermisti. Onun
yaptigi resimlerin diger ¢ocuklarinkinden farkini
gormiistiik. (Katilimci R)

In the Art for Children course we were
examining children’s artworks and learning the
language of art, i.e. the stages of children’s
artwork etc. We had an idealist instructor and
she would say “If the child is painting the
banana with color red and if you happen to
correct him/her saying that the bananas are
yellow, remember me.” She used to say that she
would not renounce her rights on us in this case
and I am being very careful about it since the
beginning, I never intervene. My instructor’s
words still echo in my mind. She would urge us
not to intervene abundantly, not to stand over for
so long and not to be in children’s orbit all the
time and I never forgot about it. We also used to
examine children’s artwork and she even
showed the pictures of an artist, so that we saw
the differences of his childhood artwork from
those of other children. (Participant R)

Moreover, while one participant stated that she enjoyed the course as it

encompassed knowledge of drawing development in children and detailed
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information on uses and production of paints, she also complained that it lacked

practice and was too technical.

Zevk alarak okudugum bir dersti ama yine
uygulama yoktu. Cocuklarin resim
gelisimleriyle ilgiliydi, 2 yasindaki ¢ocuk hangi
asamada gibi teknik bilgiler. Sonra da boyalarin
kullanimi yapimina kadar anlatiyordu. Ciddi bir
teknik bilgi birikimi vardi, biraz daha uygulama
olmaliydi. (Katilimci P)

It was a course I enjoyed very much but again it
did not include practice. It was about children’s
art developmental stages, technical information
such as the stage a 2 year-old is at. There was a
wide range of information from the use to the
production of paints. It included in-depth
technical knowledge, it should have included
practice. (Participant P)

Additionally, while three of the participants criticized the Art for Children course as
it did not cover the implementation of art with children, two participants
emphasized their need to know a little more about the meaning children’s drawings
convey. Participant H further highlighted the importance of instructor characteristics

and remarked that it would have been better if the instructors came from early

childhood education background.

Resim oOgretmenimiz ¢ok iyi bir 6gretmendi,
teknikleri verdi. En azindan buraya gelirken
teknikleri  biliyordum, suluboyayla guajla,
kullandim da agikc¢asi. Ama alandan degildi,
gocuga Ogretimi yoktu. Alandan olsa tiim
hocalar  higbir sikinti  kalmayacak  diye
diistiniiyorum. (Katilimc1 H)

Resim 6gretiminde biraz daha akademik olarak
verilirken yorumlama {izerinde durulabilirdi. Biz
bunun ¢ok iizerinde durmuyoruz ama mesela
cocuk cok koyu renkli resim yapiyorsa ne
demek mesela ¢ok yonelmiyoruz ama biraz
bilmemiz gerekiyor. Ciinkii ¢ok canli resim
yapan var karanlik yapan var karalayanlar var.
(Katilimei J)

Our art instructor was a very good teacher, she
taught the techniques. Before I came here, I at
least knew the techniques such as water color,
gouache, and I actually used these. But she was
not from the field and the course did not include
the teaching of art to children. I believe that if
all the instructors came from the field, there
would not be any problems. (Participant H)

While providing academic information on the
teaching of art, there could have been more
emphasis put on interpretation. We do not
elaborate much on this but we need to know a
little about what it means if the child uses dark
colors in his/her drawings, because there are
those who paint with vivid colors along with
those blackening the drawings. (Participant J)

Finally as a suggestion, one of the participants indicated a need for interdisciplinary

work in Art course, including different materials as dough, sculpture, and ceramics:
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Cocuklarin su an keyif aldig1 seyleri diisiinerek
onlar1 biz 6nceden 6grenip gelsek. Mesela bu
hamurlar. Cok basit bir sey ama her seyi
yapabilirsin. Hamurla ilgili de bir ders olabilir
mesela ya da bir dersin i¢cinde bu konulabilir,
heykel ¢alismasi, seramik ¢alismalar1. Ciinkii biz
keyif alirsak onlara da keyif veririz ¢iinkii. Biz
onlarla ne yapacagimizi Dbilirsek, neler
olabilecegini, mesela sanat etkinlikleri. Sanat
etkinlikleri dersi biraz daha fazla olmali.
(Katilimei F)

Thinking of the activities children enjoy, I wish
we had learnt these before coming here; for
example the play dough. It is very simple yet
you can do anything with it. There can be a
single course on play dough or it can be
integrated into a course, so can sculpture and
ceramics studies. Because we can only transfer
joy if we enjoy it; only we know what to do and
what can be done with it. For instance art
activities, there should be more. (Participant F)

The other course the participants remarked much about has been Teaching Math and
Science. While only three of the participants were satisfied with the course, majority
complained that this course failed to serve its purpose. The positive comments
revealed that these three participants also felt themselves competent in math and
science activities in their daily practices. Similarly, the rest of the 11 participants
who shared their negative opinions about this course hesitated to implement
specially science activities and simplified experiments in the classroom. Below can

be seen the description of Participant A on why she favored this course:

I remember Science courses, our instructor was
really good. The course was designed as if we

Fen egitimi derslerini hatirliyorum mesela
hocamiz ¢ok iyiydi, sanki biz meslege

baglamigiz da nasil 6gretiriz gibi gegmisti. Her
derste biz uyguluyorduk, deneyleri falan. Sunu
cok iyi hatirliyorum mesela herkes anasmnifinda
uygulanabilecek bir deney hazirlamisti. Her
derste 10-15 kisi deneyini sunmustu sonra biz
onun iizerine yorumlar yapmistik. O dersi dyle
hatirliyorum. (Katilime1 A)

got into the profession and about how we would
teach. We used to implement the experiments in
each course. I remember one thing very well;
that everyone prepared one experiment that
could be used in preschool. In each course 10-15
students presented their experiments and we
commented on them. I remember this course like
that. (Participant A)

Another participant pointed out the importance of endearing science to teachers as a
key factor in overcoming problems that occur while implementing science activities
with children and highlights the role of teacher education programs in achieving this

aim. She further criticized her own teacher education program with this respect:
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Fen ve matematik 6gretimi.. Matematik dgretimi
vardr diye hatirliyorum fen’i toparlayamiyorum
da. Yani bu da ¢ok sinirli bence. Sadece bir
donem almistik galiba emin degilim ama bence
bizim iilkemizde matematik ¢ok biiylik bir
problemken  bunun temelini  verdigimiz
cocuklarin 6gretmenine bir donemde bunu nasil
Ogrettiginizi diiglinliyorsaniz bence kocaman bir
soru isareti olmal1 orada, ¢ok s18d1 o da dedigim
gibi. Sadece toplamanin nasil yapilacagini,
ikilerle oradan figlerle oradan gibi o sekilde
anlatilip gegilmisti. Fen de kadar {izerinde
durulmasi gereken ama durulmayan bir konu ki
hi¢ alakasi yok. Insanlarin bence bilmiyorum
iniversitenin en kotii okul Oncesinin dedigim
gibi kanayan yarasi bence fen ogretimi, fen
etkinlikleri. Zahmetli geliyor belki bize, zor
geliyor ¢iinkii 6nce kendiniz uygulamaniz
gerekiyor deneyi mesela, evde yapmaniz
gerekiyor, ama suraya gelip de hazir herhangi
bir seyi uygulamak daha mantikli geliyor ya da
daha kolay geliyor. Kesinlikle iiniversitelerde
iizerinde ¢ok ¢ok daha fazla durulmasi
gerekiyor. Ogretmene sevdireceksin ki 6gretmen
omu yilmadan usanmadan yapacak. (Katilimci
G)

Teaching Science and Math. I cannot really
remember science but there was the teaching of
math but it was very limited. Not very sure but I
think it was only for one semester and I believe
there should be a big question mark if you think
that you can educate the teachers of children to
teach math in only one semester especially in
our country where mathematics is a serious
problem; it was superficial as I stated. It only
included lectures on how addition can be done
with ‘two’s then ‘three’s. Science is also an area
that needs to be emphasized more but it is not
done very much so. I believe teaching science
and implementation of science activities is the
open sore of early childhood education and the
worst aspect of our university. Maybe we
perceive it as an exhausting and difficult task
because first you need to practice it yourself,
implement it at home but coming here and
implementing something ready seems more
convenient and logical. Therefore it needs to be
emphasized more and more at universities. You
need to endear it to teachers so that they can
implement it enthusiastically. (Participant G)

One other participant further stressed the importance of knowing how to arouse
children’s curiosity in implementing science activities and suggested that this course
should have given such a clue to teachers. Rather, she claims having acquired this

insight in a training program she attended at TUBITAK (The Scientific and

Technological Research Council of Turkey).

Fen ve matematik daha farkli olabilirdi, biz basit
deneyler falan gordiik, biraz daha boyle
sorgulayict merak uyandirici etkinlikler mesela
bence. Yani etkilik de degil de bize onu
verebilselerdi. Ben TUBITAK 1n bir programina
katilmistim da fen o6gretimi ile ilgili, orada da
Oyle soyliiyorlardi, ¢cocukta merak uyandirmak.
Hani su buharimmi1 anlatmak degil sonugta 6
yasindaki bir ¢ocuk su buharindan ¢ok bir sey
anlayamayabilir. Onu biraz daha merak
uyandiran, o su neden oradan cikiyor diyip
birakip ¢ocukta bir merak uyandirmak, sonucu
hi¢bir zaman sdylememek diye bir seminere
katildim da ¢ok hosuma gitti. (Katilimci N)

Science and math could have been different, we
have seen simple experiments but is could have
included more questioning, curiosity-intriguing
activities. I do not mean the activities but if they
could have given us that [notion]. I had attended
a program of TUBITAK about science teaching,
they were saying it there as well, arousing the
curiosity in children. It is not explaining water
vapor as a 6 year-old can not quite make sense
of water vapor but the seminar was about
intriguing curiosity by asking why the water
comes up, leaving it there and never telling the
result. (Participant N)
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Another participant shared her dissatisfaction as the course she received included
advanced math rather than teaching of it to young children. She further added that

she would have preferred the course taught how to integrate math into the

curriculum or how to help children to master four operations.

Fen ve matematik Ogretimi kesinlikle nefret
ettim bu dersten ¢iinkii hi¢bir sey 6grenmedim.
Matematik 6gretiminde x y z ile benim ne isim
olur? Bunun bana bugiinkii etkinligimde ne
faydasi olur, kesinlikle isime yaramadi. Mesela
yillik planimizda olsaydi ve deseydi ki bu hafta
mart aymnin matematik Ogretimini yapacagiz.
Hangi sayilar var bu ayda, 7 8 nasil 6gretecegiz
bunun islenmesi gerekiyordu. Onu gosterseydi
keske ya da toplama cikarma nasil yaptirilir
¢ocuga onu gosterseydi. Fende de uygulamali
degildi, etkinlikler yapmadigimiz i¢in inanin su
an fen egitimi ile ilgili higbir sey yok, teorik
islendi. Derslerin uygulamali iglenmesi de ¢ok
onemli ornekler falan vermek. Fen 6gretimini
Ogretti ama dgreten bir dersti uygulatan bir ders
degildi o nedenle hi¢ hatirlamiyorum neler
vardi. Ilk yillardaki uygulamalarim da farkliydi
bu nedenle ama zamanla ¢ocuklarin seviyesine
inerek 6gretmeye basladim. (Katilimer R)

I absolutely hated the Teaching Math and
Science course because I did not learn anything
about it. Why would I have anything to do with
x y z in Teaching Math? How does it relate to
my current activities? It definitely did not work.
[It would be better] if it were included in our
annual plans and said that we will teach the
math of March, which numbers this month has,
how we will teach numbers 7, 8; these should
have been taught. I wish they showed these, how
to teach four operations to children, etc. And
Science course was not practice-based. Handling
of the course in a practice-based nature is very
important, so is giving examples. Teaching
Science course taught us, but it was not a course
enabling practice, thus I do not remember the
content of it. Therefore my applications in the
first year of service had been different, but by
time, I learnt how to teach at their level.
(Participant R)

Finally, another participant claiming that she did not receive this course in her

teacher education program suggested what could have been included in the course to

support her in classroom practices.

Fen ve matematik 6gretimi almadik biz. Fen’i
uygulama egitiminde alan olarak gordiik,
etkinlik olarak aldik ama ayri Fen Bilgisi ve
Matematik O6gretimi almadik. Cok 6nemli bu
¢ocuklara bunlar1 sevdirebilmek acisindan. Bu
egitimlerin o ylizden ¢ok iyi verilmesi ve en
basite indirgeyerek c¢ocuklarla uygulanmasi
gerekiyor. Mesela biz okulda fen ve doga
kosesinde bitki yetistiriyoruz ¢ocuklarla. Bu
konuda bir egitim verilebilirdi, ¢ocuklarla ne
yapilabilir diye. Ben bunu kendi tecriibelerimle
6grendim, annemden gordiim. Hayatin iginde
oldugunu dgretmeye calistyorum ama biraz da
bunlarin ¢ocuk seviyesine nasil ogretileceginin
anlatilmasi gerekiyor. (Katilimer O)

We did not take Teaching Science and Math but
only saw it in field practice as a domain, as an
activity, not as a separate course. It is highly
important in order to make children love these.
Thus it should be well-taught and practiced at
children’s level. For instance we are growing
seeds in science and nature corner in the
classroom, there could have been an instruction
on this but I learnt it through my own
experiences and observed my mother. I am
trying to teach that [science] is integrated in life
but how to degrade this to children’s level
should have been taught. (Participant O)
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Discussed equally with Teaching Math and Science course, Music II and Design
and Construction of Instructional Resources have been other majorly elaborated
courses. On Music II, all of the 11 participants mentioning the course agreed upon
the criticism that the course was away from the requirements of actual professional
applications and it did not incorporate enough practice. They further indicated that
the course did not provide them with the knowledge of teaching at children’s level.

Ozellikle miizik egitimi, biz gercekten We are having real difficulty in specially Music

zorlantyoruz c¢ocuklara bir seyler Ogretirken
¢linkii dinlemiyorlar, dinlemek istemiyorlar. En
onemli seylerden biri aslinda, miizik ama biz
buna hazirlanamiyoruz  maalesef.  Birkag
enstriiman, flit gibi davul gibi yani ritim
calgilari, onlar1 calmay1 6grendik. Birkag sarki,
sarki soylerken nelere dikkat edilmeli, ama onun
disinda ¢ok da verimli bir sey olmadi. Miizik’te
eksigimiz var. Biz koro halinde bir sarki
sOyliiyorduk, bu bize bir fayda getirmiyor hani,
ben sarkinin sOziinii ezberlerim ritmini bir
dinleyiste sOylerim, ama bunun ¢ocuga dgretme
kismi, biz bunda eksik kaldik. Mesela sarkilar
veriliyor, su su kaynaklar, bunun kullanilmasi
ama bunun cocuga Ogretilmesi eksik kaliyor.
(Katilimei J)

Sinifa geliyorsun, ha 6grenmedik mi sarki bir
stirii 6grendik bir siirii parmak oyunu bir siiri
tekerleme. Biliyorsun ama bunu nasil
yapacaksin? Yaz desen 100 tane yazarim onlar
onemli degil, 6nemli olan ¢ocuklarla birlikte onu
uygulayabilmek. Onun i¢in de bunun biraz
uygulamasi gerek. (Katilimer F)

Miizik dersinde cocuk sarkilar1 6grenmedik biz
mesela. Biraz daha verebilirlerdi mesela ¢iinkii
miizikle baya bir ilgileniyor ¢ocuklar. Etkinlige
gegiste dinginlik oluyor, bir kurtarict gibi. Yillik
planlardaki sarkilara kendimiz ritim ekleyerek
onu uyguluyoruz, onun eksikligini gordik,
kendimiz gelistirdik. Pratikte daha fazla sey
ogretilebilirdi. Miizikte belki biz biraz 6n plana
cikabilirdik, c¢ocuklara biraz gosterebilirdik.
Ogretmenlere bir enstriiman Ogretilse  giizel
olmaz m1? (Katilimei L)

teaching because they are not listening, they do
not want to listen. Music is one of the most
important things but we are not really prepared
for it unfortunlately. We only learnt to play a
few rhtym instruments as flute, drums and only
a few songs, points to be careful about while
singing but other than that, it was not very
productive. We have deficiencies in terms of
Music. We would sing as a choir, but it makes
no use for us, I can memorize the lyrics of a
song and repeat the rhtym after listening to it
once but teaching children, we were left
deficient about this. Songs are provided, for
example, the resources but the use and teaching
of'it to children fell short. (Participant J)

Did not we learn songs? We did, many even,
many finger games, many tongue twisters. But
when you start working, how will you
implement it? If you ask me to write 100 songs
down, I can do it, it is not that, what is important
is to be able to carry it out with children. This is
why the course needs to include practice.
(Participant F)

We did not learn children’s songs in Music
course. They could have provided more because
children are really interested in music. It
provides tranquility in activity transitions, it is
like a savior. We ourselves add rhythm to the
songs in our annual plans and implement it. We
have experienced the drawbacks of it but
improved ourselves. More practical points could
have been taught. We could have taken over or
could have taught children. Also, would not it be
nice if playing an instrument was taught to
teachers? (Participant L)
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Stressing the importance of learning by doing, one of the participants underlined

similar drawbacks of the course and linked the cause of these shortcomings to the

method of instruction in the course.

Miizik 6gretimi, ya miizik konusunda dinlemeyi
¢ok severim yetenegim de  oldugunu
diisiniyorum ama ders aldigim miizik
hocalarindan midir nedir miizik konusunda bir
eksikligim var. Cok Tiirkce sarki m1 6grenmedik
o zaman. Ha seyi hatirliyorum ritim {izerinde
calistigimizi, taslar1 yayryorduk onlarla ritim
calisiyorduk falan. Cok fazla oOyle sarki
o0grendigimizi ben hatirlayamiyorum. Normalde
hafizam c¢ok iyidir ¢ok eski sarkilar1 bile
hatirlarim ama okul dncesinde aldigim miizik
derslerinin ¢ok iyi oldugunu disiinmilyorum.
Hig etki yapmadi yani. Su an neyi fark ediyorum
biliyor musun sen bana sordukcga, bircok seyi
unutmusum, hep teorik gitmis bunlar uygulama
olsaydi boyle olmazdi. Mesela miizik dersinde
taglar1 atti hoca yere ve ellerimizi kullanarak
ritim ¢aligmast vardi bunu hatirliyorum ¢iinkii
orada gorsellik vardi miizik vardi viicudumu
kullandim. Yani birden fazla 6gretim teknigi
kullanilmis olsa ben de bunlar1 daha rahat
hatirlayabilirdim. Ben kendimi diisliniiyorum
iniversiteden mezun olmusum yiiksek lisans
yapmisim hafizam da iyidir ama bu programdan
bir seyler hatirlamiyorsam demek ki benim
o0grenme stilime gore verilmemis. (Katilimer Q)

Music teaching... I actually love listening to
music and I believe I am talented in music, but I
do not know if it is due to my music instructors
or not, | have deficiencies in music. Maybe we
did not learn many Turkish songs then. But 1
remember working on rhythm, we used to
spread the rocks and working on rhythm with
them. I am not able to remember having learnt
many songs. My memory usually works quite
fine, I can even remember very old songs but I
do not believe that the music courses I took in
Early Childhood Education program were of
high quality. It did not make a significant
difference. Do you know what I realize now,
while you ask, I have forgotten most of the
things, all the theory is gone. Had these been
practice-based, it would not be like this. For
example in Music course, the instructor threw
the rocks down and there was rhythm exercise
using our hands. I remember this because there
was visual quality, music, I used my body.
Thinking of myself, I graduated from university,
completed master’s studies, my memory is also
good but if I do not remember some of the
things in this program, it means that the
instruction was not appropriate for my learning
style. (Participant Q)

Moreover, there also was a consensus on their need for having mastered to play at
least one instrument of their choice within the scope of this course. They frequently
complained that flute has been the majorly taught instrument which severely
hampers instruction in early childhood settings as it is from the wind instruments

family.
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Miizik dersinde fliit c¢almayr Ogrenmistik.
Aslinda bir 6gretmenin asla fliit ¢almasi
gerekmiyor ¢linkii cocuklara hem yetisip hem de
burada fliit calamazsimiz, farkli bir sey
Ogretilmesi gerekiyor. Bizden sonra org falan
Ogretmeye bagladilar zaten. Miizik egitimini
mesela cocuklara verebilecegim seviyede almak
isterdim. Fliit ¢almay1r O6grenmezdim mesela,
daha farkli bir miizik aleti galardim. Ilgimize
gore yonlendirilebilirdik, gitar almak isteyen
gitar, baglama almak isteyen baglama. Bir hoca
geliyor derse, bir sey calabiliyor ve onu
ogretiyor, herkesin ilgisi ¢ok farkli. (Katilime1
0)

Mesela miizik dersinde notalar1 Ogretmeye
yonelikti, ben gocuklara neden nota dgreteyim
ki? Bu kadar ayrinti teknik bilgi vardi
bazilarinda ama bazi derslerin de iyi oldugunu
diistiniiyorum. Cok garip teknikler isteniyordu.
Miizik aletlerinin yapimi gibi. Kitap degil de
uygulama olsaydi, mesela bir enstriiman ¢alsak,
birlikte bir¢ok ¢ocuk sarkisi 6grenerek bir sey
ortaya koyarak olsaydi daha giizel olurdu.
Mesela orgiinde okuyan arkadaslarimiz miizikte
enstriiman ¢aliyorlardi, sarkilarla ilgili bir albiim
hazirliyorlardi.  Asirn  teknik  bilgi  vardi.
(Katilime1 P)

In Music, we learnt to play flute. Actually a
teacher is never required to play flute because
you cannot both catch up with children and play
it at the same time, something else needs to be
taught. After we graduated, they had started to
teach playing organ. I would love to have taken
this course at a level that I can teach children. I
would not learn to play flute for instance, I
would play another musical instrument. We
could have been oriented based on our interests,
guitar for those who want to play it or baglama
for those who want it. An instructor comes to the
classroom playing a certain instrument and
teaches it; however, every person’s interest is
different from the others’. (Participant O)

The Music course was designed to teach musical
notes. Why would I have to teach notes to
children? Some of the courses included such
details but some were really good. Highly weird
techniques were taught as the production of
musical instruments. If it were practice-based
than book-oriented, for instance if we could
have played an instrument or learn a plenty of
children’s songs and produce something, it
would have been better. Our friends in the
Formal Education Program were playing and
instruments and preparing an album of
children’s songs. Ours included so much
technical knowledge. (Participant P)

Two of the participants further added that the length of the course did not answer

the needs of the teachers, suggesting that additional or even elective courses on

music could have been integrated into the program.

Miizik 6gretimi yetersizdi. Soyle sdyleyeyim,
benim aldigim miizik dersi yeterliydi, herkesin
orgu vardi org ¢aligiyorduk falan ama bir donem
aldik yani siire ¢ok azdi. Daha fazla olmali
bence. Org ¢almay1 6grendik ama yarim kaldi,
ders olarak miizik arttirilmali. Igerigi de biraz
daha ¢ocuklara yonelik olabilir  bence.
Ogrendigimiz oyunlar sarkilar yeterli degildi,
stirekli takip ediyorum ¢ilinkii hala benim
cocuklugumdan kalma sarkilar var digarida
satilan CDlerde de. Ben farkli seyler dinletmeyi
seviyorum. (Katilimci N)

Music teaching was inefficient. Let me put it
this way, the courses I received in terms of
music were sufficient, everyone had an organ
and we were playing it but it was only for one
semester, the length was not adequate. It should
be more. We learnt how to play the organ but it
was left half-finished, as a course it should be
increased in amount. Plus, the content can be
oriented towards children. the games and songs
we learnt were not adequate; I am continuously
looking for it but there still are the songs of my
childhood being sold out in those CDs. I like to
make children listen to different stuff.
(Participant N)
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Miizik daha farkli olabilirdi. Tamam sarkilar
ogrendik, Orff aletleriyle sarkilara eslik ettik
simifta korolar falan olusturduk ama daha
kapsamli olabilir, daha ¢ok ders saati olabilirdi.
Obiir derslerin ders saatleri 4 yila sigmiyor ona
da bir sey diyemiyorsun programi hazirlayanlara
ama belki se¢meliye agirlik verilebilirdi. Bu
konularda kesinlikle donanimimizin olmasi
lazim. (Katilime1 F)

Music could have been different. Ok, we leant
songs, accompanied them with Orff instruments,
we composed choirs but it could have been more
comprehensive, there could have been more
time allocated to it. I know that other course
hours cannot fit into the 4 year program, I have
nothing to say to the programmers but there
could have been more emphasis on the electives
because we definitely need to be equipped in
these subject matters. (Participant F)

There has been only one positive remark on the effectiveness of Music II; it may

hint some clues on how the teachers would otherwise have benefitted the course and

use it in their professional experiences.

Miizik 6gretimi konusunda iyi egitim aldik. En
azindan miizik Ogretimini sevdiren ve basarili
bir ogretmenin verdigi bir dersti. Cok
faydalandim. Ritim caligmalart vardi. Mesela
notlar1 sesimle ¢ikarmayi 6grenmistim. Sarkilart
o sekilde sdylemeyi 6gretmisti, cok sevdigim bir
dersti ve ilgi ve istekle katilirdim o derse. Nadir
derslerden birisiydi. Cok glizel uygulamalar

yaptik, ses sarki Ogretimi sarkimin
oyunlagtirilmasi, sonucunu degistirerek
dramayla Dbirlestirerek sOylemistim mesela.

(Katilime1 R)

We have been well-educated in terms of Music
teaching. At least the course was offered by a
successful instructor who made us love teaching
music. I really benefitted it. The course included
rhythm workouts. For instance I had learnt how
to sing the notes and she taught us to sing songs
in that way; it was a course I loved very much
and one I attended enthusiastically. It was one of
such exceptional courses. We engaged in very
nice implementations as the training of voice
and teaching of songs, dramatization of songs,
changing the end and combining it with drama.
(Participant R)

Furthermore, participants generally reported a positive view on the usefulness of
Design and Construction of Instructional Resources course. Along with suggestions
on the length and content of it, Design course has majorly been found to be effective

in helping in-service teachers especially in rural contexts where obtaining materials

is hampered by the socioeconomic status of the parents.

Televizyon yok, yoksa ne yapabiliriz, miizik
yoksa ne yapabiliriz, tiyatro sahnesi nasil
hazirlayabiliriz, bunlar disiinerek. O giin gelip
gittigin sinifta mesela o yok bu yok ne yaparsin
diyip her seyi yaptiriyorlardi bize. Varsa da biz
olmayan1  yapalim, bizim yaraticiligimiz
farkimiz olsun diye. (Katilimci F)

[Design course included] what we can when
there is no TV, no music, no theatre stage and
how we can prepare these. They used to ask us
what we would do when you do not have this or
that in the school you are recruited to and they
were having us design these. Even if we had
those materials, we would try to prepare a
material different from the existing one so as to
be creative and unique. (Participant F)
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One of the participants specifically emphasized how the course helped her in

material-deficient contexts rather than urban settings.

Materyal gelistirme mesela bu derste 6zellikle
dedim ki ne gerek var sonra Istanbul’da her sey
parayla alind1 gelindi ne gerek var dedim ama
sonradan anladim ki ben Bitlis’te kuklam yoktu
ve ben marangozda tiyatro cergevesi yaptirdim
tiim kuklalar1 elimde diktim. Bir sekilde bu ders
gercekten ¢ok faydaliydi. (Katilimer B)

For the Material development course, I used to
ask why we had this course because we used to
buy everything in Istanbul and questioned its use
but then I understood why because I did not
have any puppets in Bitlis and I had the frame of
the theatre stage at the carpenter’s and sewn all
the puppets myself. This course was very
beneficial in these terms. (Participant B)

Moreover, another participant underlined the attitude of the instructor of the course

and reported the use of the course in teaching practical knowledge. Although she did

not use the information given in the course, the in-service teacher claimed to have

internalized the critical points in material development.

Materyal gelistirme iyi bir dersti, sikigtiran bir
dersti, hoca ¢ok titizdi. Herkese bir kazanim
sectirirdi o kazanimi1 vermeye yonelik bir
materyal hazirlattirirdi. Ben pek sevmedigim
icin ¢ok ugragsmadim ama c¢ok giizel yapan
arkadaglar vardi giizel bir dersti. En azindan
hangi materyali hazirlamasan bile nigin
kullandigin1 dikkat etmen gereken noktalar
nasil kullanabilecegini gosteren bir dersti.
Onemliydi, iyi ki almisim o dersi, hazirlamadim
simdiye kadar ama en azindan hangi
materyalleri kullanabilecegimi ogrendim.
Faydal1 bir dersti, maske yapma dolgu oyuncak
kukla yaptik. Uygulamali olan dersleri kesinlikle
gereksiz gérmilyorum ben, isime
yaramayacagini bilsem bile en azindan teknigi
gormek acisindan iyiydi. Benim tek sikintim
teorik derslerden higbir sey kalmamasi aklimda.
(Katilime1 R)

Material development was a good course, it was
a demanding one and the instructor was highly
meticulous. She would have anyone choose one
particular objective and make them design a
material specific to the acquirement of that
objective. I did not work on it so hard because 1
did not like to but I had friends who produced
very nice things, it was a good course. Even if
you did not prepare any materials, it at least was
a course teaching why a certain material is used
and the points you need to be careful about. It
was important and I am fortunate to have taken
that course. I did not prepare any materials so far
but I at the very least know which materials I
can use. It was a beneficial course; we made
masks, stuffed toys, puppets, etc. I never
perceive practice-based courses as useless,
although I know that I will not make use of it, it
was good to see the techniques. The problem
with theory-based courses is that nothing
remains in my memory. (Participant R)

One of the participants criticized the course in terms of its implementation and

length. She states that the materials they were required to design turned out to be

expensive than cost-effective as they otherwise had not been appealing and she

claims that the course did not serve its purpose in this respect.
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Sadece  eksigini  gordiigiim, {niversitede
ogrencilik yillarinda gereksiz gordiiglim birisi
ara¢ yapimi dersiydi iki donem aldik ama dgier
universitelerde bu kadar teferruatli gérmedim.
Ben ara¢ yapimini sdyle goriiyorum, maliyeti
diisiik, nereye gidecegimiz belli degil, belki
Mus’un Bulanik koyiine gidecegiz, oyuncaga
ihtiyactm  olacak  orada  bulamayacagim
malzemelerden yaratmam lazim, iste maliyeti
diisik ama kullanilabilirligi yiiksek, amac ve
kazanimlar1 elde etmeye uygun bir arag. Dersi
alirken maliyeti ¢ok yliksek araglar tasarladik
ciinkii obiir tiirlii glizel olmuyor. Amacina uygun
almadigimizi diisliniiyorum. Sonra arag¢ yapimi
iki  donemdi, stajyerlerimden duydugum
kadartyla hala iki donemmis. Bir donemin
yeterli olabilecegini diigiiniiyorum. (Katilimct
D)

What I saw as deficient in my undergraduate
years was the material development course; we
have taken it for two semesters and I do not
think that it was this detailed in other
universities. I view material development as the
production of cost-effective and objective-
oriented tools as where we will be recruited to
remains unknown and it can even be Bulanik
village of Mus city [a rural setting] where we
will not be able to find toys. In the course we
designed highly costly materials because
otherwise they do not come out to be attractive. |
do not think the course served its purpose. And
it was a two-semesters course and as I learnt
from my student teacher it still is offered for two
semesters. | believe that one semester can be
adequate. (Participant D)

Drama has yet been another course the teachers agreed upon the usefulness of;

however, their views on its perceived effectiveness depended on their views of the

course instructor and his/her instruction methods.

Drama dersinden ¢ok doyum almamistim.
Hocamiz ¢ok bir sey anlatmamisti, soyle
yapacaksiniz falan diye bize gorevler veriyordu.
Onlart yapabildigimiz kadar yapiyorduk ama
daha yaratic1 yapilabilirdi diye diisiiniiyorum.
(Katilimei C)

I was not much satisfied with the Drama course;
the instructor did not teach much, s/he used to
give us directions to do some tasks and we were
trying to accomplish them as much as we can; [
could have been more creative. (Participant C)

Two participants also related the inadequacy of the course to the instructor

characteristics and instruction methods. The first of the two teachers further linked

the continuance of the effect of the course to in-service trainings and underlined the

importance of this connection.

Ben dramay1 hi¢ sevmiyorum ama ¢ok faydali
oldugunu disiiniiyorum ve ¢ocuklar ¢ok
seviyorlar. Keske drama bu okul 6ncesi egitimde
bu konuda egitim almis uzman biri gelse daha
iyi olur diye diigiiniiyorum. Asistanlardan biri
girmisti, bizim zamanimizda ¢ok hoca yoktu.
(Katilime1 Q)

I do not like drama but believe in its benefits and
children also love it very much. I wish an expert
specialized in this subject in early childhood
education had offered the course, it would be
better. One of the research assistants was our
instructor as we did not have many professors at
that time. (Participant Q)
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Mesela drama bu ¢ok, &gretmenlerinden
kaynakli kesinlikle &gretmenlerinden kaynakli
oldugunu diisiiniiyorum. Cok iyi dersler aldim,
keske daha fazla kredisi olsaydi daha fazla uzun
donemler alma imkanimiz olsaydi daha c¢ok
ornek ve teknik olsaydi onlimiizde. Dramada
cok iyi bir 6gretmenimiz vardi her giin ayr1 ayri
drama 6rnekleri yapardik her giin bize yaptirirdi,
oyun oynardik ¢ok zevkli gegerdi. Derdik ki biz
bu derste oyun oynuyoruz drama degil ama
senenin sonunda bir bakmistik ki biz drama
0grenmisiz. Ama siirekli yapmak lazim ki akilda
kalsin, burada da hizmet i¢i egitimlerin 6nemi
on plana cikiyor ama kaliteli olmasi lazim.
(Katilime1 R)

For instance, drama, this, I believe it definitely
depends on the instructors. I have taken really
good courses, I wish there had been more and
we had had the opportunity to receive it for
more semesters and seen more examples and
techniques. We had a very good Drama
instructor, we used to implement different
examples of drama everyday and play games;
the course was really enjoyable. We used to say
we were just playing not implementing drama
but we have seen we had covered drama at the
end of the semester. To keep it memorable,
however, we need to continuously practice and
here the importance of in-service trainings come
into prominence, but they need to be of high
quality. (Participant R)

Another in-service teacher also underlining the problems with the instruction

processes in the course remarked her desire to have learnt more techniques and the

steps of drama as it is among children’s most favorite activities.

Drama, drama da g¢ok yetersizdi, bizim yine
yarim donemdi. Daha ¢ok goérmek isterdim
¢linkii ¢ocuklarmm ¢ok sevdigi seyler drama
miizik oyun. Diyorum ya biraz benim havada
kaldi. Biz direk grup oluyorduk, tiyatro
havasinda oluyordu. Ben biraz daha teknik
ogrenmek isterdim acikgasi, asamalarini vs.
(Katilime1 N)

Drama also was really inadequate; it again was
for one semester I would like to have taken more
courses because it is one of the things children
love very much along with music and games. As
I said, it remained rather abstract. We would
directly form groups and it has a theatre-like
atmosphere. I would like to have learnt more
techniques actually and the steps of it.
(Participant N)

As a final comment, one participant criticized the sequence of courses in the

program, drama being in the third year; she argued that had it been given in earlier

semesters, the course could have been more useful.

Mesela drama yaraticilik daha dnce verilebilirdi.
Onlar1 da sonra verdiler hep. Drama yaraticilik
fen ve matematik oyun uygulama bunlarin hepsi
3. Smufta verildi gelisim ve 6grenme. Hepsi ayni
sene olunca biraz sikici da oluyor, dyle bir
olumsuz tarafi var. Simdi mesela tekrar
yapiyorsun ama soyle bir sey vardi hangi
dersteydi oluyor, dersler birbirine o kadar
giriyor ki. (Katilimer P)

Drama, creativity, these could have been offered
earlier. They were all given afterwards. Drama,
creativity, science and math, play, all of these
were in the third year, so was development and
learning. You are trying to go over the courses
but the contents of them mix up so badly that
one cannot remember which course included
what subject. (Participant P)
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For Teaching Methods course, participants’ views majorly concentrated on two
issues with the efficiency of it: The content’s being designed for primary level

teaching than for early childhood settings and the lack of practice in the course.

Five of the participants strictly stressed that the course was rather answering the

needs of a primary school teacher and the methods they learnt were not appropriate

for use in early childhood education.

Genel teknikler almistik, basitten karmasiga,
yakindan uzaga falan gibi hep aym seylerdi.
Okul oncesi igin yoktu. Kendiniz kendinize gore
se¢iyorsunuz onu. Zamanla olusturuyorsunuz.
Pratikte yaptigimiz seyler okulda gordiigiimiiziin
kiigitk bir nebzesiydi. Genel olarak verilen
bilgileri siz kendinize uyarlamak zorunda
kaltyorsunuz. (Katilimei O)

oncesine yonelik teknikler lizerinde ¢ok fazla
durmamigti da genel olarak tekniklerden
bahsetmisti az bir kismi okul Oncesine dairdi.
Tam tersinin olmasi gerektigine inantyorum
¢linkii bizim O6grencilerimizin yaslar itibariyle
hatta var olan Ogretim tekniklerinin yaninda
bagka seylerin ~ bulunmasi gerektigine
inantyorum. Cok c¢ok uygun degil var olanlar.
Kisithh  kullanabiliyoruz birbirine karigtirarak.
Bizim alanimizin bu yas grubunun 6zel olarak
incelenmesi gerekiyor, kitapta az durulmustu.
(Katilimei P)

We have seen general techniques, like from
simple to complex, close to distant; all the same
things. It was not for early childhood education.
You yourself pick among them, form up by
time. The things we do in actual practice were
only a small portion of what we learnt at
university. You have to adapt those general
techniques to your conditions. (Participant O)

. It did not put emphasis on techniques to be
used in early childhood education but was
generally mentioned; only a little portion
referred to early childhood education. Taken our
students’ ages into account, I believe it should
be quite the opposite because; plus, there should
be other different teaching methods than the
existing ones. The existing techniques are not
really appropriate. We can only use them in a
limited scope by mixing each into another. Our
field of expertise and the age group should
specially be handled; the book elaborated little
on this aspect. (Participant P)

While four of the participants criticized the course due to its theory-oriented flow,

they emphasized the need to have practically implemented the methods as to see

how it can be applied in the actual classroom setting.

Ogretim yontemleri, ¢ok hatirlamiyorum ama
bunlar teorik oluyor genelde. Ne olurdu mesela,
bunlar1 6grendikten sonra staja giderken bununla
ilgili etkinlik verilebilirdi. Ciinkii uygulamazsan
cok etkili olmuyor. (Katilimer Q)

Teaching methods, I cannot quite remember but
these courses generally () are theoretical ones.
What could have been done for instance, after
having learnt the techniques, there could have
been activities required for the implementation
of them in practice teaching. Because unless you
practice them, they do not happen to be
effective. (Participant Q)
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As a final point on the Teaching Methods course, two positive perceptions also
further underlined the importance of using practice in classroom instruction to

render the information aimed to be taught to be more durable and usable.

Ogretim teknikleri dersi yontemleri &gretmek
acisindan da iyiydi bir de uygulamali olarak
ogretti. Her gruba bir 6gretim yontemi verildi o
sekilde ders anlatildi mesela diiz anlatim
yontemini anlatan o sekilde anlatti, hoca kendisi
anlatip gegmedi iyiydi yani. (Katilimci R)

Teaching Methods course was both good in
terms of teaching the methods and it was
practice-based. Each group of students took one
method and they instructed the course using that
particular method; for instance the group who
took lecturing method taught the subject using

lecturing; the instructor did not just narrate and
skip, so it was good. (Participant R)

On behalf of Teaching Technology course, all of the 9 participants concurred on the
shortcoming that it did not include clues on how to integrate computers into
education and make learning more efficient with it. This deficiency also reflects
itself in teachers’ classroom practices. Their hesitations to have children encounter
computers in the classroom leads up to the prohibition as the teachers do not know
how to make use of it to enhance learning. The participants further complained that
this course was designed to make pre-service teachers technology-literate than the

pedagogy of it. Ironically enough, another participant reported that the course was

handled with no apparent interaction with real computers.

Bunu bize yonelik aldik, ve ¢ocuklari bilgisayarla
tanigtiramiyoruz ~ imkénsizliklardan ~ dolay1.
Smiflarda var ama  smifta  ¢ocuklara
yaptiramiyoruz, hepsi birden yapmak istiyor,
hepsi birden yapamiyor tartigma ¢ikiyor ve
mecburen tamam kapatiyorum oluyor. (Katilimi
J)

Okul oncesinde bilgisayar dersini smifta
bilgisayarsiz aldik o nedenle biraz eksik gecti.
Teorik anlatt1 bir de tepegdzle bilgisayarla ilgili
cocuk kitaplarini inceledik, makaleler falan.
Bilgisayarda kullanabilecegimiz oyunlar1 falan
hi¢ gormedik. Onu sonradan 6grendim ben,
aragtirarak cd ler falan. (Katilimci F)

This course was intended for us, and we cannot
introduce children computers due to the lack of
opportunities. We have computers in the
classroom but we cannot make use of them with
children as they altogether want to engage with
it, then they cannot do it, and after the
discussion breaks out I am left with no choice
but to shut it down. (Participant J)

We have taken Teaching Technology in Early
Childhood Education course in a classroom
without any computers; thus it fell rather short.
It was theoretically handled and examined
children’s books, articles using overhead
projector. We did not see any computer games
we can use. [ learnt it afterwards by
investigating the CDs, etc. (Participant F)
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Finally, one participant described how she could have benefitted the course in her
daily experiences with computer use in the classroom. She also underlined the
importance of knowing how to keep the balance between children who are familiar
with computers and those who have not yet had the chance to engage with them.

Additionally, she discussed that the content should have included practices and

examples of computer applications with young children.

O biraz sigdi. Yiizeysel gecildi, o konuda
eksiklik var evet. Bilgisayar ile ilgili ne
yapilabilir ¢ocuklarla ger¢i ¢ocuklar magallah
bizden iyi biliyorlar ama daha iyi ne yapabiliriz,
nasil programlar kullanilabilir, o konuda biraz
eksiklik var. Bilgisayar uygulamali olabilirdi,
cocuklarla alakali ornek dersler, sunumlar
yapilabilirdi. Hi¢ bilgisayarla kargilasmamis bir
cocuga neler yapilabilir, bilgisayarla hasir nesir
olan ¢ocukla ne yapilabilir; onlar biraz daha iyi
gosterilebilirdi. Bilgisayar egitimi biraz daha
nasil yapilmasi gerekiyor ona agirlik verilebilir.
(Katilime1 L)

It was a little shallow. It was superficially
handled and yes, there is the deficiency of it.
Although the children know the use of
computers better than us but there exists a lack
of knowledge on what we can do with it, how
we can make it better, what kind of programs
can be used. The course could have been
practice-based, could have included sample
activities about children, and could have
embodied presentations. What we can do with a
child who has never encountered computers
before and what we can do with a child who is
excessively interested in computers; these could
have been handled better. There could be more
emphasis on how teaching technology can better
be accomplished. (Participant L)

As for the course Creativity, while one of the participants reported that she did not
receive a course with this content, another could not remember the content of it.
Three participants who discussed about the course referred to the importance of
creativity in early childhood and for two of them, the course embodied useful
activities that can help teachers to improve children’s creativity; however, one

participant included that it could have included more activities and examples in this

respect. Representatives of these perspectives are as follows:

Belki tizerine en fazla diislilmesi gereken ders
diye diigtiniiyorum ¢iinkii bu isi yapacak kisinin
yaraticiligt yoksa o zaten olan seylerden
bahsediyorsa bunun hi¢bir anlami yoktur. O
ylizden okul Oncesi esittir yaraticilik olmali.
Dedigim gibi cocuklar ¢ok acik, ama onlarin
basindaki insan onlar1 sinirlayan, yapmayin
etmeyin diyen biriyse higbir anlami kalmaz.
(Katilime1 G)

It maybe is a course that needs to be emphasized
mostly because if the person who will perform
this profession is not creative and is dwelling
around things that already exist, there is no
meaning in it. Therefore early childhood
education should be equal to creativity. Children
are open, and the person guiding them is tries to
limit and inhibit them, it would make no sense.
(Participant G)
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Participant Q further conveys what the course should have offered and she describes

how instructor attitude determined the level of satisfaction she got from the course.

Yaraticilik dersi, bu hocayla da ilgili bir
problem olabilir. Bir sey yapacaksin mesela
materyal gelistireceksin, hocam diyorum bana
ornek verebilir misiniz diyor ki sana ama sen
kendin gelistireceksin. Simdi  bir insanin
iretkenliginin gelisebilmesi icin birgok Ornek
gormesi lazim. Bir &gretmen ne zaman bdyle
donanimli  oluyor, deneyimle. Cok sey
goriiyorsun ¢ok sey Ogreniyorsun ve ondan
sonra Ogretmeye basliyorsun. Bu dersle ilgili
¢ok  fazla  materyal olmaliydi  6rnek
gosterilmeliydi, mesela ders bir dénemse belli
bir kismi 6rneklerin incelenmesi daha sonra da
uretkenlige  gecilmesi  seklinde  olabilirdi.
(Katilime1 Q)

Creativity, it again can be a problem with the
instructor. You will design a material, for
instance, and ask him/her to provide some
examples, but s/he says “You will design it
yourself”’. For a person to increase his/her
productivity, she needs to see many examples.
When does a teacher become well-equipped?
With experience. You see a lot, you learn a lot
and then you begin to teach. There should have
been more materials and examples provided in
this course. For example if the course is given in
one semester, one half could have been devoted
to the examination of these examples and in the
other half they could have requested us to
produce. (Participant Q)

Lastly, only one participant commented on the Physical Education and Games
course and she criticized it as the content of the course rather intended to physically
educate undergraduate students than children at early years and included irrelevant
practices. She states that the course should have included physical games that can be

used while working with children.

Cok sig Dbir dersti. Onunla ilgili, hi¢ It was a superficial course. About it, I never

unutmuyorum ront hazirlamistik, gayet bizim
yapabilecegimiz, biiyiik bir insanin yapabilecegi
rontlardi. Cocuklar i¢in ¢ok daha farkli cok daha
fazla oyun 6gretilebilir bence. Beden egitimi da
sanki ¢ocuklara bir seyler &gretmektense
Ogrenciyi rahatlatmaya yonelik gibiydi bizim

forget that we prepared a show; they were quite
the kind of plays we as adults could perform.
For children, different and more games could be
taught. The Physical Education course at
university rather intended to relax us than how
to teach children something. (Participant G)

tiniversitede aldigimiz. (Katilimer G)

4.3.3. Professional Knowledge Component

The courses in this scope include Introduction to Education, Classroom
Management, Development and Learning, and Guidance. As part of the general
commentary on this particular component of the program, the participants

underscored the significance of these courses in preparing the teacher to work and
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classroom environment and required practices. On the other hand, however, there
have been certain criticisms on these courses’ sequences in the program, on
instructors’ attitudes and their teaching methods. One of these participants
complained that Professional Knowledge courses are generally offered in the
freshmen year and therefore learning is hindered by the psychological consequences
of adaptation to a new environment, as well as being prone to shade away by time.

She thus suggests that these courses need to be repeated through the four-year-

program or they can be melted in other courses’ contents.

Onlar ilk sene olan derslerimiz. Aslinda bunlar
ilk tliniversiteye girdigin zaman olan dersler ya,
iniversiteye adapte olurken biraz o ortama
adapte oluyorsun, bunlar da bence tekrara gerek
duyulan dersler. Basta bunlar1 6grendik evet
ama bu birinci yilin heyecani, o ortama adapte
olmak falan biraz kayniyor. Ama sonradan belki
bu derslerin i¢inde ya da 6dev olarak falan bize
geri  donseydi daha iyi olurdu diye
diisiiniiyorum. (Katilimc1 F)

These are our freshmen year courses. Actually,
as these are the courses offered when you just
enroll in the university, you are both trying to
adapt the wuniversity and the environment
therefore these courses need repetition. We have
learnt these in the beginning, yes, but with the
excitement of the first year and adaptation to
environment, they get lost in this confusion.
Rather, these courses could have been integrated
in other courses or regained by an assignment; it
would have been better I think. (Participant F)

Two participants reflected on the theory-based instruction and book-oriented flow of

the courses and stressed that they rather needed practicality than theory.

Bunlar1 yine kitaptan takip ediyorduk, farkli
smif yonetimi teknikleri goérmedik. Ekstradan
bir sey gormedik. Kitaptan takip etmektense
farkli geyler olabilir tabii ki biraz daha uygulama
boyutunda olsa, c¢ocuklarla yapilsa daha iyi
olurdu. (Katilime1 N)

Meslek bilgisi dersleri  seydir hep teorik,
uygulamaya doéniik ¢ok fazla bir sey yoktur.
Zaten kitap Tlzerinden gidince uygulamaya
donik ¢ok fazla bir sey anlatilmiyor, sadece
yasanilanlar ara ara anlatilmis oluyor. (Katilimct
)

We depended on the book in these courses and
did not learn different classroom management
techniques. There was nothing extra. Rather than
depending on the book, there could have been
different things of course; had there been more
on the practical plane or been implemented with
children, it would have been better. (Participant
N)

Professional knowledge courses are usually
theory-oriented, there is not much addressing the
practice. After all, when you depend on the
book, there generally is not much information
regarding the practice; only some experiences
are being mentioned from time to time.
(Participant J)
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Moreover, one participant shared her disappointment with Professional Knowledge
courses due to instructors’ attitudes and the content’s being designed for primary

level teaching, not early childhood education. She states that these factors affected

her severely affected her enthusiasm towards the courses in a negative way:

Egitim dersleri ¢ok sey oldu. Biraz da niyeyse
ben ¢ok iiziiliirdiim, egitim hocalar1 sey olurdu
matematik Ogretmenligine girerdi fen bilgisi
ogretmenligine girerdi okul dncesine gelince bir
sey anlatmaya su climleyle baslardi ve benim
biitiin hevesim kirilirdi. Derdi ki ben size bunu
anlatryorum ama siz bunu kullanmayacaksiniz.
O zaman derdim yani ben bunu c¢aba
gosteremem bu saatten sonra. Bunu anlatiyorum
ama bunu kullanmayacaksiniz, bazi seyler de
gelisiglizel anlatilir gecilirdi. Ben egitim
hocalarmin gerekli gérmedigine inanirim ¢iinkii
sunum yaptigim bir derste dersin hocasinin en
arkada gazete acgip okudugunu gordiim. En
azindan Ogrencilerinize sayglt gOstermeniz
gerekiyor, biz de 6gretmen adayiyiz. (Katilimer
D)

Professional Knowledge courses were a little... I
would feel a little sorry because instructors
offering these courses would teach for
Mathematics Education, Elementary Science
Education, but when it comes to Early
Childhood Education, they would start with the
same sentence and it would dishearten me a lot.
They would say: “I am teaching these but you
will not use them.” Then I would say that
knowing this, I cannot put my effort into it. I am
teaching but you will not use it; and some of the
subjects were superficially handled. I believe
that Educational Sciences instructors do not
consider it necessary because in a course I was
presenting the subject, I saw that the instructor
started to read a newspaper. You at least need to
show respect to your students, we are teacher

candidates. (Participant D)

As a final notice, it was interesting that two of the participants mentioned that they
found the courses effective as they helped them in preparing for KPSS (Exam for

Public Personnel Selection)

The most popular course in the Professional Knowledge component of the program
has been Classroom Management. Out of 11 participants, 10 reported their
dissatisfaction with the course. All of them were in complete agreement with the
fact that this course did not appeal to the demands of prospective early childhood
teachers yet the content directly addressed primary level classroom dynamics.
Participants requested that, critically different from one another, the techniques
referring to conditions of teaching in primary and elementary grades and the ones
for early childhood settings need to be distinguished and the content of this course

should be redesigned seeking this significant difference.

104



Meslege ilk basladigimda suna ¢ok sasirdim.
Kurallara uymayan Ogrenciler oluyor mesela,
kurali kabul etmiyor, kendi istedigini yapiyor,
otonom. Ee simdi ben bu ¢ocugu smifa nasil
uydururum, nasil kurallar1 Ogretirim, diger
cocuklarla nasil aymi sekilde hareket etmesini
kurallara uymasini nasil saglayabilirim gibi bir
eksik noktamiz kaliyor. Galiba egitim alirken
orada bir eksigimiz kalmis. Simdi onlar1 kendim
deneyimleyerek ogrendim ya da okuldaki
meslektaslarima bu boyle bunu nasil yapabilirim
diyerek. Egitim siirecinde bunlar biraz eksik
kalmis. Hani egitimi soyle aliyoruz biz. Biitiin
cocuklar, 20-25 tane ¢ocuk varsa sinifta hepsi
normal, hepsi her verdiginizi O6grenecekler,
onlara belirttiginiz her kurali kabul edip
uygulayacaklar gibi bir egitim almistik ama Oyle
degilmis. 20sinin 20si de farkli, hele bazilar1 o
kurallar1 kabul etmeyen, arkadasina vuran,
degisik degisik huylar1 olan ¢ocuklar var.
Bunlar1 biz hep es gegmisiz egitimde. (Katilimci
D)

I got surprised when I first started to perform the
profession. There happen to be students who do
not conform to the rules, they do not accept it
and do whatever they like to do, autonomously.
Consequently we have problems so as how I can
have them fit into the classroom, teach class
rules, have them act in harmony with other
children and have them comply with the rules. I
suppose this part has fell short in our education.
I have learnt all these myself by experience or |
asked my colleagues asking how I do this. The
education we received was like this: All of the
children, 20 to 25, show normal development
and they will learn all what you provide them
with, recognize each rule and conform to it. But
it is not like that. 20 of the 20 children are
different, plus, there are those not complying
with the rules, those harming his/her peers, and
children with different temperaments. These all
have been skipped in the education received.
(Participant D)

Moreover, one of the participants claimed to have improved herself after she
graduated and started to work in the field. As a suggestion, she implied that the
course could have been of more help if it had a practice-based nature. She further

added that even a practicum specifically designed to implement classroom

management techniques could be thought of.

Sinif yonetimi ¢ok iyi degildi sonradan kendim
gelistirdim. Sunu yaparsam daha iyi olurum diye
baktim. Hep anlatma yoluyla gegen bir dersti,
daha isin igine girebilirdik, ders interaktif
islenebilirdi. Uygulamali olarak. Staja bile
gidilebilir bu ders igin sadece, isterdim yani.
(Praticipant E)

Classroom Management was not that good; I
improved myself later. I searched for finding
what to do to become better [in classroom
management]. It was a course instructed in pure
lecture; we could have engaged more in it, the
course could have been more interactive,
including practice. There can even be a field

experience in the course, I would love it.
(Katilimei1 E)

Another participant complained that as a general rule, Professional Knowledge
courses including Classroom Management are offered at primary and elementary
level. As a result, not designed for practices in early childhood classroom settings,

this course thus did not add to candidate teachers’ knowledge in terms of necessary
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techniques used to establish classroom order. She also includes that she could not

figure out how to master this task in particularly crowded classrooms.

Egitim fakiiltesinin genel problemidir zaten,
sinif yoOnetimi verilir ama kiiclik yas grubuna
uygun degildir. Biz bir siirli yontem ve teknikler
gordiik okurken ama burada uygulanamiyor
clinkii onlar anlamiyor; onun icin biz yaratici
yollarla smif yOnetimine katkida bulunacak
seyler bulmaya g¢alistyoruz. Onun yerine
cocuklarin ilgisini ¢ekebilecek bir sekilde onlart
uyarmak, seslenmek veya bize hep sey
sOylenirdi mesela, hikdye anlatirken U seklinde
oturulmali, karsisina gegilmeli ama U seklinde
karsisina gecildiginde kalabalik simiflarda soyle
bir uzanti oluyor ve ben oradan kitabiin
sayfasin1 oradan oraya gosterene kadar ¢ocugun
dikkati dagiliyor. Onun i¢in ona yoOnelik
caligmalar yapilabilir, okul Oncesine uygun
olarak, biz biraz onun sikintisini yasiyoruz.
(Katilimei J)

It is the main problem of Faculty of Education;
classroom management is offered but it is not
orientated for young age groups. We have seen
many methods and techniques but we cannot
implement them here because children do not
understand; therefore, we are trying to find
creative alternatives to add to classroom
management. Instead, warning them in an
attention-grabbing way, calling out or for
example they would tell us that while reading
storybook we should use U-shape seating but
when you try to do that in crowded classrooms,
a long line comes out and when you try to show
the pictures of the book, children’s attention gets
distracted from this to the other end. Therefore,
there can be arrangements for early childhood
education; we are experiencing the difficulty of
this. (Participant J)

One other participant points that she does not know what to do when a chaos
emerges in the classroom. She links this deficiency to the course content and

suggests that the course could have been built in a problem-based nature including

such examples that can take place in any classroom.

Sinifta bazen ¢ok kargasa oluyor, o durumlarda
ne yapmamiz gerektigini 6grenseydik iyi olurdu.
Problemlere ¢6ziim iiretme seklinde olsayd:
daha iyi olurdu diye diisiiniiyorum. (Katilimci L)

Sometimes there is a chaos in the classroom; it
would be good if we learnt what to do in such
moments. Working on trying to find solutions to
problems would be of better help. (Participant L)

Contrary to the above claims, the only positive perspective among 11 perceptions

may also include clues on the desirable content of the course:

Sinif yonetiminde ¢ocuklarin dikkatini toplamak
icin smnifta diizeni saglayabilmek igin neler
yapilir mesela Ogretmen hangi konumda,
anlatirsan kag kisilik grupla 6gretmen egitim
vermelidir ya da hangi c¢alismada hangi sinif
diizeni olusturulmali gibi drnekler veriliyordu
giizel bir dersti. Bunu 06grendigim iyi oldu
dedigim seyler vardi ve okul dncesine yonelikti.
(Katilime1 R)

In Classroom Management course there were
points illustrating what the teacher should do in
order to restore order in the classroom, the
position of teacher in the classroom, ideal group
size, which types of activities require which
class order. There were things that I was happy
to have learnt and it was for early childhood
education. (Participant R)
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As for Development and Learning, except for 2 participants, all have agreed on the
usefulness of the content of the course and they pointed out that they still consulted
course notes in their everyday practices. The two negative commentaries mainly
dwelled around the method of instruction used in the classroom, i.e. lecturing, and
this was stated to have affected the amount of information they can recall from the

course.

In this respect, one participant declared that she could not remember the course to a
large extent as the instruction did not include examples a pre-service teacher can
relate to. What is more interesting is that she found the institution that prepared her
to KPSS test and the instructor there more effective in terms of equipping her with

the knowledge this course actually intended to provide.

Gelisim ve o&grenme Ozellikle ben ilk sene
almistim, onda ogrendiklerimi hig
hatirlamiyorum. Sadece oturup birkag tamim
ezberledigimi  hatirliyorum.  Gelisim  ve
ogrenmeyi  ben  KPSS’ye  hazirlanirken
6grendim, oradaki hocamiz iyiydi; dedigim gibi
okulda ¢ok 6grenmedim, dershanede daha ¢ok,
stajlarimizda ¢ok fazla deneyim kazandim. Bir
de hocamiz oOrneklerle empati kuracagimiz
durumlarla anlatmadi diye hatirliyorum, direk
diiz bir sekilde anlatip ¢ikti. (Katilimer C)

I took Development and Learning in the first
year, and I do not remember what I learnt in this
course. | only remember having memorized a
couple of terms. I learnt the content of
Development and Learning while preparing for
KPSS; our instructor there was so good and as I
said, I did not learn much at university. Rather I
gained more experience in our practice teaching
and at the test preparation institution. And I
remember that our instructor [at university] did
not teach with examples that we can relate to;
s/he just used the lecture method. (Participant C)

As for Introduction to Education, 2 of the 3 participants who commented on it
hinted the hardship to recall what the course was about and related this problem to
the precedence of the course in the curriculum. Being offered in the first semester of
the teacher education program, the attainments intended to be provided in this
course seem to fade away by time, especially if the instruction does not add to it by
offering something for or with practice. This can also be seen through a positive

comment:
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Ogretmenlik meslegine giris cok giizeldi ¢ok
hosuma gitti. Ogretmenlik mesleginin ne
oldugunu anladim, neden kutsal. Cocugun
beklentileri neler, 6gretmen nelerle karsilasacak.
Hocamiz da g¢ok gilizel vermisti bunu,
deneyimliydi, yurtdisina  gitmis  oradaki
Ogretmenleri gérmiis yasant1 yoluyla. Cok keyif
alarak yasadigim bir dersti (Katilimc1 H)

Introduction to Education was a good course; |
liked it very much. I understood why teaching
profession is a sacred one, what the children’s
expectations are and what the teacher will face
with. Our instructor also well-taught it, he was
experienced; he has had experience abroad and
observed the teachers there. It was a course I
enjoyed very much. (Participant H)

Finally, Guidance has been appreciated by the 4 respondents commenting on the
course as it defined a teacher’s role in certain conditions where guidance is
necessary and suggested the ways to act in these situations. One participant, from
Anadolu University Distant Education Program complained that the course book

included irrelevant and detailed information that a teacher does not need to know

but she admits that the course has been of grand help in the profession.

Rehberlik dersinde de, mavi bir kitabi vardi
onun, yani zaten bir dgretmenin iyi bir rehber
olmasi gerekiyor aileye c¢ocuga. Rahatsizligi
olan bir ¢ocugu tespit etmek. Bazen 0yle
zamanlar oluyor ki aileden, anne babadan daha
fazla zaman geciriyorsunuz, daha fazla
gozlemleme imkanmiz oluyor. O yiizden
rehberlik gerekli bir ders 6gretmen i¢in. Tam
icerigini hatirlamiyorum ama onu da 6zel egitim
dersini veren Ogretmenimiz veriyordu, yerinde
bir dersti. (Katilimer G)

In Guidance, which had a blue book, I mean a
teacher should be a good guide to the parents, to
the child. Identifying a child with a disorder.
Sometimes there are moments when you spend
much more time with children than their parents
and you have more opportunity to observe them.
Therefore, Guidance is a necessary course for a
teacher. I cannot quite remember the content of
it but it again was offered by our Special Needs
instructor and it was an apt course. (Participant
6)

4.3.4. Field Experience (Practice Teaching) Component

Practice teaching component is seen among the musts of a teacher education
program as the experiences gained in the field provide insight to candidate teachers
on account of the requirements, routines, and responsibilities of the profession.
Lasting approximately a semester in length, field experiences, in this respect, also
enable the prospective practitioners decide whether the profession speaks to their

dreams of future and get accustomed to their career path.

In Question 11, participants were asked to evaluate their student teaching

experiences. Although the teachers strongly argued that fied experience has the most
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important element in their education, their responses uncovered serious problems in
the implementation process. The participants’ perceptions have been handled with
regard to their experiences with the cooperating teachers, the supervision provided
by the department, the timing and amount of field practice, and the cooperating
schools. After providing one point of view on the benefits of this component, the in-

service teachers’ perspectives will be provided under the framework of mentioned

dimensions.

Universitede belki de en iyi olan sey neydi diye
sorsaniz bana uygulama derim. Kesinlikle. Biz
i¢ yil gittik, her biri yarim doénemdi sanirim,
bence daha fazla bile olabilir ¢ilinkii kiz meslek
liselerinin bu yonden c¢ok sansli olduklarim
diigiinliyorum ben. Devamli isin iginde
yetisiyorlar c¢ilinkii haftada ii¢ giin geliyorlar.
Bence c¢ok gilizel bir sey. Bir Ogretmen
yetistiriyorsaniz o isin mutfagina sokmak, o ise
sokarak yetistirmek bence g¢ok farkli bir sey.
Ciinkii ne kadar anlatirsaniz anlatin, su sinifa
girip kapryr kapatmadan, o c¢ocuklarla yalniz
kalmadan hicbir sey Ogrenilmiyor. Bence
iniversitedeki programdaki en giizel sey
uygulamalar. (Katilimc1 G)

If you ask me what the best thing was at
university, I would answer: Practice teaching.
Absolutely. We attended it 3 times, one semester
each; and I think it could even have been more
because I believe the students at Girls
Vocational High School are a lot more luckier
than us. They cultivate with inside experience
because they go to schools 3 times a week. Itis a
very nice thing. If you are nurturing teachers, to
do it by on the job trainings is very different.
Because as much as you preach, nothing can be
learnt without closing the classroom doors and
staying alone with children. I believe the most
pleasant component in the teacher education
programs at universities is field practices.

(Partiipant G)

Cooperating teachers

In the first weeks of any field experience, the candidate practitioners are expected to
shadow the cooperating teacher and then to take small roles in the classroom.
Guiding and monitoring the prospective teachers in this process can be listed as the
major responsibility of cooperating teachers.The responses of the participants in this
study yielded important clues on the mismatch between the ideal and the actual
circumstances that should occur in practice teaching. Majority of the participants
complained about the frequent absence of the cooperating teachers in the classroom
and their unrealistic and irrelevant expectations from the student teachers. Two
participants underlined that they often felt helpless while dealing with children as

they were not able to see a role model in the classroom and as the teachers imputed
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their duties to them. Moreover, due to their lack of practice and unability to observe
an experienced teacher, they were not able to manage the classroom and implement
the activities after the teacher left the class. The participants also conveyed that, due

to this eventual failure, they were further exposed to in cooperating teachers’

expressions of dissatisfaction.

Mezun oldugum okulda ciddi bir uygulama
goremedik c¢ilinkii 6gretmen yoktu karsimizda
ornek alabilecegimiz. Simifi bize birakip
gidiyorlardi. Ben kiz meslek lisesi mezunu da
degildim, hicbir fikrimiz yoktu, sizden 6gretmen
olmaz gibi kotil elestiriler, sizin kadar kotiisii
yok diyenler vardi, onun verdigi bir endise

vardi.  Staj derslerinin  higbir  faydasini
goremedim. Son derece gereksiz ve yersiz
oldugunu diistiniiyorum. Bagimsiz

anaokullarinda tam giin yaptik biz. Higbir
sekilde istirahat mola yok, sinifta hapis gibiydik.
Hicbir sey bilmiyorsun, bunu da sdyledigin
zaman sana kiziyorlar c¢ocuklar niye bdyle
diyince. Bir o6rnek yok sizden &grenecegiz
diyince de bu sefer daha ¢ok ofkeleniyorlards;
sen benim hakkimda bdyle diigsiinemezsin gibi
yorumlar, uygulama dersime dahil olmayan
beklentiler istekler, orada seni kole gibi
kullaniyorlar. Oyle bir ortamdi, hi¢ hatirlamak
istemiyordum o giinleri. Gitmek istemiyordum,
hi¢ uyku uyuyamadan gittigim giinleri biliyorum
yarin ne olacak acaba diye. Ben Tirkge dil
etkinligi yapiyorum c¢ocuk benim taklidimi
yaptyor mesela dgretmen de masasinda oturuyor
ve hicbir sey sdylemiyor. (Katilimer P)

I did not see a real practice in the program I
graduated from because there were not any
teachers we could take as role models. The
teachers would walk out of the classroom and
give it over to us. I was not a graduate of Girls
Vocational High School and had no idea about
the profession; there were negative criticisms
stating that we would not make good teachers
and we were the worst candidate teachers of all,
so I had the worries. I have seen no use of field
experience; I believe they are unnecessary and
improper. We attended independent preschools
full day with not a single time to rest; we were
like prisoners in the classroom. You do not
know anything, and they get angry when you
say this, when you ask why the children are like
that. Once I said that I did not see any examples
and was expecting to see some from you. They
get angrier, and throw comments judging your
right to criticize them and demand you to meet
their extracurricular expectations and requests;
they use you as a slave. I do not even want to
remember those days. I would not want to go to
practice, and I knowsleepless nights I spent with
the fear of what will happen tomorrow. Children
were imitating me while I was trying to
implement Turkish activity and the teacher was
sitting in chair saying nothing. (Participant P)
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Gittigimiz okuldaki 6gretmen ¢ok Onemli.
Bagimsiz anaokulundaki smif 6gretmenini
mesela ben hi¢ bilmiyorum, birakip gidiyordu
cinkii. 1Iki arkadas gidiyorduk ve bize
birakiyordu. E biz de daha yeni girmisiz, orada
Oyle bir sikinti yasamistik. Anasmifindaki
ogretmenler de c¢ok destek olmadi agikgasi.
Sadece sOyle bir kosede oturup izledik, o kadar.
Biraz daha bizi katsalard1 daha iyi olurdu. Siif
Ogretmeni bir plan hazirliyor, bir etkinligi bize
yaptirabilirdi mesela. Bizi gozlemleyebilir,
doniit verebilirdi. Biraz daha bizim uygulayici
ve biraz daha elestiri boyutu da olsaydi daha iyi
olurdu. Uygulamalarimiz oldu, son gittigim
anaokuluydu onda daha ¢ok uygulama vardi son
siif oldugumuz icin ama onda da Ogretmen
yoktu. Dogru mudur yanlis midir bilmeden
uyguluyorduk. (Katilimci N)

The teacher in your practice teaching class is
really important. I do not properly know the
teacher in the preschool because she would walk
out of the classroom. We were two student
teachers and she was leaving the class to us. We
already were new, and experienced such a
difficulty then. The teachers in pre-primary
classes were not of much help either. We only
would take a back seat and watch and it was all.
It would be better if they had incorporated us
more. Teacher prepares the daily plan and she
could have had us implement one of the
activities. She could observe us and provide
feedback. It would be better if we were the
implementers and if it included a dimension for
critique. I had chance to practice in last field
experience, it had more practice as we were the
senior class, but then there were no teachers. We
were implementing the plan randomly without
knowing it was right or wrong. (Participant N)

Moreover, the participants drew attention to the importance of the cooperating
teacher and reported that their satisfaction of the experiences obtained in the field
depended greatly on the teacher’s attitudes towards the profession, children and
candidate teachers. Some of the unconstructive comments and approaches are stated
to have affected student teachers’ perceptions of the profession and their willingness
to pursue early childhood education as a career. Two of the in-service teachers

mentioned the existence of an authority problem in the classroom and the

significance of cooperating teachers’ manners in assisting student teachers.

Kendi smifin oldugu zaman adaptasyonun daha
kolay oluyor; ¢ilinkii burada tek sen ve
cocuklarin var. Obiir tarafta o smifin bir otoritesi
var, sen o sinifa sonradan gidiyorsun. Onun
cocuklar da farkindalar sen nasil farkindaysan.
Sinif 6gretmeni sinifa biraz alistiktan sonra ¢ok
miidahale etmeyecek. Belli gordiigii seylerde
sadece. Ama her seyde stajyere miidahale ederse
o da yapamaz zaten cocuklar da stajyeri
dinlemezler. (Katilimc1 F)

It becomes much easier to adapt if it is your own
classroom, because there is only you and your
children. On the other part, there already is an
authority in the classroom and you subsequently
join the class. The children are very well aware
of it as much as you are. The teacher should not
intervene much after you get used to the
classroom environment but only in places she
regards as necessary. If s/he intervenes in
anything the student teacher does, neither she
can achieve it nor the children would listen to
her.(Participant F)
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Gozlem iyiydi de uygulamada ozellere falan
gonderildik orada sikintiyla karsilasabiliyorsun.
Ogretmenler sizi rakip olarak gorebiliyorlardi ve
size olabilecek biitiin problemleri
cikartabiliyorlardi. Destek olacaklar1 yerde
cesitli kosteklerle karsilasabiliyorduk. Bir de
smifi birakip da dantel 6rmeler falan wvardi.
Gittigimiz smif Ogretmenleri smnifi  bize
birakmayip yanimizda dursalard: daha iyi olurdu
clinkii sen haftada bir kez gidiyorsun, ¢ocuklar
seni tanimiyor, seni otorite olarak kabul etmiyor
seni dinlemek istemiyor ve smif Ogretmeni
cekiyor gidiyor. Onun yerine bizimle kalsalar,
bize 6rnek olsalar, gorsek ¢ok daha iyi olur diye
diisiiniiyorum. (Katilimei1 L)

[lk gittigim senedeki 6gretmen demeye bin sahit
ister, bakicilikti onlarinki. Tam o6gretmen de
degildi, 2 senelik mezunuydu, bir tanesi AOF
okuyordu. Bir 6gretmen vardi ama sinifta pek
durmazdi. Bir kere c¢ocuklarin hazir olmasi
gerekiyor; yani cocuklarin  bizim oraya
gidecegimizden haberdar olmasi gerekiyor. Sey
oluyor bazen, Ogretmen benim, siz sadece
stajyersiniz. Bu sdylendigi zaman ne uygulama
yapabiliriz, ne c¢ocuklar bizi dinler ne de
kontrolii saglayabiliriz. O sekilde olaylar da
yasandi. (Katilimei J)

The observation part was good but we have been
sent to private schools for practice and you can
face certain problems there. The teachers would
see you as a rival and would create any problem
cases that she can. Where they needed to be of
help, they could expose several difficulties to us.
There was also the knitting of laces and leaving
the classroom. It would have been better if the
cooperating teachers stayed with us and did not
abandon the class; because you go there once a
week and the children do not know you, do not
see you as an authority figure and thus do not
want to listen; plus, the main teacher leaves the
classroom. It would be better if they stay in the
classroom and be role models to us. (Participant
L)

Although it is very hard to name her a ‘teacher’,
what the teacher in my first year of practice was
doing was nursing. She was not a proper teacher,
one was a graduate of a 2 year degree program
and the other was studying DEP. There was one
teacher who did not stay much in the classroom.
First of all, the children should be ready, I mean
they should be acknowledged that we will
practice there. Sometimes the teachers clearly
state that “I am the teacher and you are only
student teachers”. When this is uttered, we can
neither practice nor the children would listen to
us and we can establish control. There have been
such cases. (Participant J)

Furthermore, several teachers reported that they did not gain ample experience in

practice teaching due to cooperating teacher characteristics. Two of the participants

claimed that the main teachers of their practice class suffered from burnout and

added that these teachers discouraged some of the candidates from pursuing the

profession. In the final comment in this section also appears a suggestion on the

ways to prevent the existence of such cases:
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Ogretmenden &gretmene fark var, ¢ok iyi bir
Ogretmene diisersin giizel gecer, meslegini
sevmeyen yetersiz bir O&gretmene distiigiin
zaman da dyle. Simdi sundan sunu aldim desem
yalan olur. Bilingli insanlarin hoca olmasi
gerekiyor ve bilingli 6gretmenlere stajyerlerin
gonderilmesi gerekiyor. Cok hevesi kirilan
Ogretmenlerim de var meslegi birakma
asamasina gelen stajlar yiiziinden. Tyi 6rnek sart.
(Katilime1 H)

Higbirinde ben aa ne kadar iyi 6gretmen ben de
ornek alayim ¢ok sey 6grendim dedigim kimse
olmadi. Gergekten kaliteli &gretmen yoktu,
kaytarmaya  bakiyorlar  gibiydi.  Benim
gordiiklerim yorulmus 6rgii éren 6gretmenlerdi.
Mesela staja gonderdikleri okullarin
midiriyetini  arayip hocam orada iyi
O0gretmenler var mi size staja
gonderebilecegimiz diye bana sorsalar ben
yardimc1  olurum sahsen. Iyi ogretmenlere
gonderilse Ogrenciler ¢ok daha iyi olur.
(Katilime1 Q)

Ugilincii sinifin ilk stajiydi, biraz emekliligi
yaklagsmis bir 6gretmendi, her seye isyan ederdi.
Isini ya sevmiyordu ya yorulmustu. O beni gok
kirmist1 boyle, bu meslek boyle bir meslek degil
herhalde diye. (Katilimci D)

There is a difference between one teacher and
another; your teacher would be a good one and
the practice teaching goes smoothly, and when
you have an ineffective teacher who does not
love her profession, vice versa. It would be a lie
if T say “I learnt this from that teacher”.
Conscious people should be teachers and the
candidate teachers should be sent to conscious
teachers. There are many examples of
discouraged students who went through the
phase of quitting the profession because of the
experiences in the field. Seeing good examples
is a must. (Participant H)

In none of my field practices I came across with
a really good teacher whom I have learnt much
from and constituted an example. There was not
a teacher of really high quality; they were
sighting a chance to evade. Those I met were
tired teachers who would knit in the classroom.
For instance, the department can call the
prospective practice school administration and
ask whether the teachers working in the
institution are good; I would personally be of
help if they ask me this question. It would be
better if candidate teachers practice in good
teachers’ classes. (Participant Q)

It was the first of junior year practices; there was
a teacher who was close to retirement and she
would rise against anything. Either she did not
love her profession or was too tired. She had
really disappointed me, thinking that this
profession was not of the kind I imagined.
(Participant D)

Finally, two participants highlighted the authority allocated to cooperating teachers

in evaluating the performances of student teachers and complained of the unfair

assessment they practice. The second teacher believes that the problems occurring

between the candidate and the cooperating teacher should be handled by these

parties including the department supervisor.
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Son dénemki dgretmenimi de hala anarim, koti
anlamda. Elimden geleni yapiyordum giinliik
planimi  faaliyet planlarimi ama iletisim
tarzlarimiz uymadigr i¢in biraz tutukluk oldu.
Baska okullarda staja hazirliksiz  giden
arkadaglarim 90 ve iizeri alirken ben 65 gibi bir
sey almisttm. Ama danmigmanim  bunun
farkindaydi  tolere etmek icin  gerekli
notlandirmay1 yapti ama o 6gretmen bir seyler
yaptigim halde bunu gérmedigi igin beni stajdan
soguttu. Dersten soguttu neredeyse okul oncesi
egitimden sogutacakti. Onun ylizinden bayagi
moralim bozuldu, ben bu isi yapamayacagi
psikolojisine girdim ama danigmanim sag olsun
gerekli destegi verdi. Staj 6gretmeni ¢ok dnemli,
gergekten ¢ok Onemli, motive etme agisindan
¢ok onemli. Bu tip olumsuzluklarin durumun
tiim taraflarinca konusulmasi gerekiyordu bence.
(Katilime1 R)

Zaten bizim hocamiz da siniftan ¢ikip gidiyordu,
kendi kendini de degerlendiremiyorsun, ondan
sonra formu alip 4 veriyor 5 veriyor ama sen

beni neye gore degerlendiriyorsun  hig
gozlemlemedin ki. (Katilimer Q)
Staj notlarimiz da staj dgretmenlerinizin

notlarina gore veriliyordu ki bizi o 6gretmenin
oOniine atmig oluyor. Onun kolesi oluyorsun, o ne
isterse yapryorsun hatta bu sebeple birakilan
dersten kalan arkadaglar gérdiim ben. (Katilime1
P)

Supervision

I still recall my senior class practicum teacher,
in a negative way. I was doing my best in
preparing the daily and activity plans but there
was a communication gap as our styles did not
match. My friends in other schools would go
uprepared and get 90 out of 100 while I would
get 65 something. At least my supervisor was
aware of this and did the necessary balancing
but as the teacher ignored the things I did, this
discouraged me from the practice. It alienated
me from the course and it almost was going to
discourage me from early childhood education. I
was demoralized and possessed with the
psychology that I would not be able to perform
the progession. But thanks to my supervisor, she
provided the support I needed. Cooperating
teacher is very important, really important in
terms of motivation. I believe these kinds of
problems should have been discussed by all the
parties of the case. (Participant R)

Our teacher would walk out of the classroom
and you cannot evaluate yourself; then she fills
in the evaluation form and gives 4 or 5 out of 5
but [then I think like] you never observed me
and depending on what are you evaluating me?
(Participant Q)

Our practice teaching grades were given based
on the cooperating teachers’ marks, which
means to throw you in front of the teacher; you
become her slave and do whatever she wants
you to do. I have even seen friends who failed
the course because for this. (Participant P)

Supervising student teachers in the process of practice teaching experiences is

another important element of the field practice. Among the requirements of this

building block comes cooperation with arranged schools in order to ensure the

candidate teachers are nurtured to be efficient teachers as well as the provision of

consultation needs of student teachers as providing clear feedback and guidance to

students throughout the practice teaching process.
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With respect to the supervision they received through their field practices, the
participants’ views did not elaborate much on the quality of the supervision they
received but rather on the frequency of visits to schools. With a few exceptions, the
teachers reported that their supervisors visited them at least once in one semester.
Moreover, although some expressed their anxiety during the visits and observations

while they are practicing, some found frequent supervision and feedback quite

helpful and appropriate.

Dedigim gibi ben dgrenciyken ¢ok zorlandim.
Planimizi  yazardik bir hafta  Onceden,
hocalarimiza teslim ederdik, onlar okurlardi,
plan defterlerimiz vardi malzemelerimizle
giderdik. Hocalarimiz hem buralar buralar hatali
olmus bunu diizeltin derdi bu etkinlik bdyle
olmaz, bu climleyi ¢ikarin gibi, hem de
materyallerimize bakarlardi. Eger materyallerde
hatali bir durum varsa bunu tekrar diizeltin ve
staja gitmeden bize tekrar gosterin derlerdi. Bir
hafta icindeki siire¢ boyle olurdu. Tekrar
giderdik, ya {izerindeki bir seyi degistirirdik ya
da tekrar yapardik. Her sey iki kez kontrolden
gegtikten sonra staja giderdik. Buraya benim de
stajyerlerim geliyor, donemde bir defa belki
hocalar1 gelip kontrol ediyor. Bizim hocalarimiz
her hafta gelirlerdi ve bir hafta serbest zaman
etkinligine gelirlerdi bir hafta Tiirkge etkinligi
bir hafta oyun etkinligi 6yle giderdi. Her hafta
incelerlerdi ama hakikaten sey diyorum iyi ki
boyle yapmiglar yoksa belki stajda bir seyleri
bastan savma yapacaktim bilmeyecektim.
(Katilime1 D)

As 1 said, I had difficult times while studying.
We would write our daily plans one week before
and hand them in our instructors; they would
proofread. We had notebooks for plans and
would go with our activity materials. The
instructors then would tell us the mistakes and
want us to correct them as well as checking the
materials. If there is a mistake in the materials,
they would urge us to correct and rebring it
before the practice. One-week process would
follow like this. We would go back, change
something and do it again. Once everything was
corrected twice, we would go to the field. The
instructos of the current student teachers in my
class visit them maybe once in a semester. Our
supervisors would visit every week; one week in
the free play tile, one week Turkish activity
time, one week in play activity and so on. They
would deeply examine each week and I am
grateful that they did so because otherwise 1
would sloppily do certain things and not learn.
(Participant D)

Interesting to note, one program included a practice teaching evaluation course

which took place right after the field experience. The graduate of this program

praises the supervision she received as it endowed her with great insight.
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Bizim hocalarimiz her hafta gelirdi. Denetim de
cok giizeldi, kii¢iik bir iiniversite oldugu igin
ben onun bizim i¢in bir avantaj oldugunu
diiginmiisiimdiir hep. Cok rahat diyaloga
gecebildigimiz, c¢ok rahat ulasabildigimiz
Ogretmenlerimiz vardi ve ¢ok denetlenirdik.
Staja uygulamaya ¢ikmadan once
Ogretmenimizle c¢ok fazla iletisime girerdik ki
hepimizin planlarini kontrol etmeden
gondermezdi; geldikten sonra da o giin stajdan
sonra aksam dersimiz vardi. Orada da ne oldu,
yasanilanlar hakkinda konusuyorduk, ¢ok
giizeldi o yani, ¢ok dolu doluydu. Videoya da
aliyorduk biz uygulamalarimizi ve sicagi
sicagina degerlendirme yapiyorduk. (Katilimci
G)

Our instructors would visit us every week. The
supervision was fine and as ours was a small
university, I have always regarded as an
advantage for us. We had instructors with whom
we could easily contact and reach; and we were
frequently supervised. We would get into
immense contact with our instructors before
going to the practice teaching and they would
not leave us before checking everyone’s daily
plans. And after we completer the practice that
day, we had a course in the evening and we
would discuss the things that happened in the
field; it was very good and rich. We would also
videorecord our practices and immediately
evaluate it. (Participant G)

Another participant underlined the importance of cooperation between the

department and the schools arranged for field practice. She also mentioned what the

lack of coordination between the two institutions may result in.

Hi¢ hatirlamiyorum, geldilerse de bir kere
gelmiglerdi. Yok, hatirlamiyorum. Sinifa goriip
de goézlem yaptiklarint hatirlamiyorum. Aslinda
stres olusturabilecek de bir durum, sasirirsin
ama okulla idarenin igbirligi iginde olmasi
lazim, 6gretmenle isbirligi iginde olmasi lazim,
onun disinda bir iki kere de gelip gdzlemlemeli
¢linkii bazen de Ogrenci ¢ok iyi oluyor ama
O0gretmen bir seyine gicik kapryor diigiik veriyor.
(Katilime1 Q)

Timing and amount

I do not remember [whether they came to
supervise], and if they did, it happened only for
one. No, I do not remember. I think you should
not know that they will come because it would
create more anxiety. S/he should observe you
without making you feel that you are being
observed. Actually it is something that can
create stress, you would get puzzled; but the
school administration and the department should
cooperate and other than that, they can come to
observe once or twice because it sometimes is
good for the student when the teacher gets
irritated by the student and gives poor grades.
(Participant Q)

The in-service teachers were further asked to evaluate the timing and the amount of
practice teaching courses they received in teacher education program. The responses
showed that the implementation of field experience courses differed considerably
among universities. While some participants attended half-day practice teaching,

some have spent full-time in practice schools. There have also been cases where
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pre-service teachers attended practice teaching once in 2-3 weeks but spending more

time than the normal duration they were expected to complete in one week.

The timing of practice teaching courses were also seen to differ. While in some
programs first practice teaching experience is offered in the second semester, some
participants have firstly been introduced to the field in their fifth term. In this
respect, the participants have been observed to strongly suggest the backdating of
the first practice teaching and an increase in the amount of field experience courses

as well as in the amount of the days of the week spent in cooperating schools.

One of the participants underlines the importance of being in the field in the early
stages of the program so as to be able to decide whether the profession is one they
would like to engage a whole lifetime in, while another also advocates that an early

start made her realize what early childhood education was about and how field

experience changed her perspective in this sense.

Bir de biz 3. ve 4. Smifta aldik stajlari, 2de de
gosterilebilir neyi ne oldugu. Cok ge¢ kalmmis
gibi geliyor bana. Bence bir 2de yarim dénem
gozleme gidilmesi gerekiyor ¢ilinkii eminim
benim gibi ¢ok insan vardir anasinifini bilmeyen
ve bu meslegi yazmis olan. Arkadaglarimin ¢ogu
staja gittikten sonra yapamayacaklarina karar
vermislerdi. Ben bu meslegi kesinlikle yapamam
diyen, tekrar OSSye giren insanlar. (Katilimei
H)

Baslayinca 2. Donemde isin ciddiyetini
kavradik, evet iste biz bu ¢ocuklarla gecirecegiz
hayatimizt dedik. Vazge¢cmeyi de diisiindiim
ama gidip o ¢ocuklari goriince kalmaya karar
verdim. Zamanlamasi iyiydi. (Katilimer J)

We have been in the field in our junior and
senior years; things could have been earlier in
the second year. To me it was highly late. I think
we should also go to observation for a semester
in the second year because I am quite sure that
there are many who have no idea about
preschool setting but have enrolled in the
program. Many among my friends had decided
that they would not pursue this profession after
having been in practice teaching; those who
certainly decided that they would not be able to
be in this profession and those who reentered the
Student Selection Exam. (Participant H)

In the second semester after enrolment, we could
grasp the seriousness of the profession, realizing
that we were going to spend the rest of our lives
with children. I also thought of quitting but after
having seen the children I decided to stay. The
timing was good. (Participant J)

Number of days spent in practice also received criticism from the participants

advocating the significance of time allocated to practice in the field. These
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participants argued that observation of an efficient learning environment and

practicing with children in these settings is seen to be a key in order to be an

effective and insightful teacher.

Bence dedigim  gibi yetersiz. Hig
olmamasindansa olmasi ¢ok glizel ama yetersiz
bence daha fazla olmali ¢iinkii ne kadar ¢ok o
isin icinde olursa gozlemleme sansi daha fazla
oluyor ve gorerek yasayarak 6grenme kitaptan
okumaktan her zaman i¢in daha faydal.
Ogretmenin dgrenciyle diyalogunu
goriiyorsunuz, 0grencinin dgrenciyle diyalogunu
goriliyorsunuz. Her seyi gozlemleyebiliyorsunuz,
icindesiniz. Problemi yeri geliyor ¢ocukla
birebir siz yasiyorsunuz ve ise basladigimizda
oradan aldigimiz ¢ok sey oluyor. O yilizden bence
¢ok dnemli, siire daha fazla olmali; belki haftada
iki giin, belki kiz meslek liselerindeki gibi iig
giin. (Katilime1 G)

As 1 said, it was inadequate. It is better than
having none but [practice opportunities] should
be more because as much as you are on the job,
there is more chance to observe and learning by
experiencing and observing is always more
useful than reading books. You see the teacher-
to-student as well as student-to-student
communications. You can observe anything as
you are an insider. There are times when you
yourself interact with the child and when you
start to perform the profession, there are many
gains you obtained from practice teaching. Thus
it is very important and the duration should be
more; maybe twice or as in the Girls Vocational
High School, 3 times a week. (Participant G)

Moreover, another participant highlighted that attending practice teaching once a
week created classroom management problems as the children were reported not to
regard student teachers as an authority figure because of their rare visits. This
participant suggests the continuance of observations in preschool settings
throughout the four-year program; while another proposes that there should be a

kindergarten embodied by the university to allow for pre-service teachers’ field

experience.

Programda uygulama vardi ama haftada bir
uygulamanin  ben  bir ise  yaradigim
diisiinmiiyorum. ilk sene ilk dénem gozlem
yapmaya gittik. 3. Yil ve son sene yani son 3
donem biz uygulama yaptik haftada bir. Bir
hafta gérmeyen c¢ocuk beni ¢ok takmuiyor,

takmaymmca da etkinliklere ¢ok kendini
vermiyor. Olmadikca da benim hevesim
kagiyordu.  Kendimi  pargaliyorum  ama

dinletemiyorum e bu da dogal olarak istegimi
koreltiyordu. yiydi ilk iki dénem gozlem olmasi
ama her donem mutlaka bir okul 6ncesi egitim
kurumuna gozleme gidilmeli ve orayla paralel
gitmeli. (Katilime1 R)

The program incorporated practice teaching but
I do not think once-a-week practice makes any
use. In the first year, we were off to observe. In
the third and the last year, which is for 3
semesters we have practiced once a week. The
child who has not seen me for one week does
not listen to me and as s/he did not listen, s/he
does not want to engage in the activities. When
this would happen, I was feeling discgouraged. 1
was not able to make them listen which
eventually would dishearten me. That the first
two semesters included observation was good,
but each semester should absolutely include
observation in an early childhood institution and
it should flow in parallel with the courses.
(Participant R)
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Haftada bir giin de ¢ok yetersizdi. Sonugta bu
pratik isi biraz daha ve direk Ogretmenlige
baslayanlar var. En azindan son sene biraz daha
uygulamaya yonelik, her iiniversitenin bir
uygulama sinifi olup ona ydnelik olmali yani;
herkesin uygulayabilecegi, hocalarin gelip
gozlemleyebilecegi. (Katilimci N)

Practicum schools

Once a week was not very adequate. In the end,
this is a practice-based profession and there are
those who start to perform the profession right
after graduation. At least in the last year it could
have been more practice-oriented and the
universities could have practice preschools just
for this purpose, where everyone can practice
and where instructors can easily come and
observe. (Participant N)

The results have also shown a difference in the type of early childhood education
centers the student teachers attended for field practice. Comprised of private
schools, independent kindergartens and pre-primary classes in range, the type of
institutions pre-service teachers had the chance to experience was seen to vary
considerably accross the programs; while some teachers never experienced the
atmosphere and the structure of, and teaching in private schools, some had no idea
about the teacher’s role in pre-primary classes. Some teachers reported that they
acquired the essence of these distinctions in the job application process followed by
the graduation. The importance of gaining acquaintance with the structure and
operation of their future work place and realizing what is expected from the teacher

in those settings has been underlined by the participants.

Gazi’de okudum, 4 yil boyunca Ankara’daki
bagimsiz anaokullarini gérme sansim oldu ve
Ankara’da bir bagimsiz anaokuluna atandim.
Ogrencileri aslinda biraz tantyordum, okullarin
isleyisini biliyordum. (Katilimei D)

Bitiin ~ okullar1  gormiis  olduk, c¢alisma
kosullarini yas gruplarini. Ama Ankara’dakileri
gormils oldugun i¢in, buranin kosullart iyi,
oralar farkli olacak diye diisiinerek kendimizi
buna gore hazirliyorduk. (Katilimer F)

I studied in Gazi University and for four years, I
had the chance to see independent kindergartens
in Ankara and I have been assigned to an
independent kindergarten in Ankara. Thus, I
knew the students in and the structure of these
schools. (Participant D)

We had the chance to see all types of schools,
work conditions and age groups. But as you only
see the ones in Ankara, and thinking that the
work conditions in districts we will be recruited
to would not resemble what we see here, we
were preparing ourselves. (Participant F)
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Interestingly, one of the participants who had no experience with public institutions,
e.g. independent kindergartens and pre-primary classes, mentioned that she had to

work for a psychologist in her field experience due to the high number of pre-

service teachers assigned to cooperating schools.

Hep kurum anaokullar1 ya da 6zeldi, hi¢ devlette
calismadim. Bir tek Beytepenin okulunda
yaptim, 6zel okullarda da gozlem staji yaptim.
Bir kez de psikologun yaninda staj yaptik onun
cok faydasi oldu. Cocuklarin sorunlarint takip
ediyorduk sosyal gelisimlerini. Mevcut c¢ok
kalabalik oldugu ig¢in ikimizi oraya verdiler.
(Katilime1 C)

All were either foundation schools or private; |
never experienced public institutions. The only
one was the school in Beytepe, and I went to
observation sessions in private schools. Once I
practiced in a psychologist’s and it has been of
great help. We were following the problems and
social development of children. Two of us were
assigned to this center as the class size was

large. (Participant C)

4.3.5. General Education Component

The courses cited under this title in the Early Childhood Teacher Education Program
endeavor to help candidate teachers gain insight through a breadth of domains as
Biology, Music, History, Language Arts and Technology. Thus, as to whether the
program reached its prescribed intentions with respect to Liberal Arts has been tried
to be assessed with participants’ responses to Question 11. To be more descriptive,
the General Education courses in question can namely be listed as Anatomy and
Physiology, First Aid, History of Turkish Revolutions I & II, Turkish 1 & 1I
(Written Expression and Oral Communication), English modules and Elective

courses.

As part of the general commentary, the teachers deemed these courses necessary for
an early childhood teacher as they believed that a teacher should not be
knowledgeable merely of his/her subject area but also maintain a world view and
develop broad sensitivity, which can be maintained through the General Education
component. With these means, however, existence of some courses in the program

has also been harshly criticized.
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Anatomy and Physiology, in this sense, has been the one of the most controversial
of all. The participants mainly complained because the course included redundant
information and terminology that required memorization and was later on eventually
forgotten. Questioning the essentiality of this particular module, the teachers

suggested that the course could have been handled with a more simplified content

and could have at least embodied child physiology and first aid.

Anatomi dersine veteriner geliyordu. Bize asker
gibi muamele ediyordu, hi¢ unutmuyorum onu.
Ders insan viicudunu tanima agisindan giizeldi
ama hep Latinceydi. Insan zaten zorlaniyor, ha
bu ders ne kadar gerekli onu da bilmiyorum.
Belki insan yapisini tanmimak daha sade dille
hazirlanmis ders notlar olsaydi daha iyi olurdu.
Bizim Latince kelimeler ezberleyip ondan
sinava girmemiz ¢ok sagmaydi agikgasi ¢iinkii
biz tip egitimi almiyoruz. O kelimelerden
hangisini  hatirllyorum su  an, higbirini.
Anatominin dilini degistirirdim. Benim isime
yaramadiktan sonra. Mesela bu karin bélgesinde
neler oldugunu, mesela ¢ocuklar bizim alanimiz,
ilkyardim dersiyle anatomi dersi iliskili olarak
verilsin. Bagina bir sey geldiginde distan neler
oldugu ogretilsin ama gidip Latince kelimeler
ezberlemeyeyim. (Katilime1 O)

Anatomi’de, bilmem ne kemigi. Hi¢ de hos
degildi, ezberledik ezberledik ¢iktik. Bana
sorarsaniz simdi aklinizda kaldi mi hayir hi¢ de
kalmadi. Cocugun gelisimi fizyolojik yapisi
olsaydi daha iyi olurdu, alanim gocuktu ¢iinkii.
Bence birlestirilmesi gerekiyor. (Katilimc1 H)

The instructor of Anatomy and Physiology was
a veterinarian. He would treat us as if we were
soldiers, I never forget that. The course was fine
in terms of learning about the human body but it
was in Latin. One already has the difficulty [to
understand the course]; I do not know how
necessary the course is though. Maybe getting to
know the human body, had the course notes
been prepared with a simpler language, it would
have been better. Memorizing Latin words and
taking an exam on it was nonsense because we
were not studying Medicine. Which of these
words can I remember now? None. I would
change the language of Anatomy course. After
all, if it is not useful for me, for example what
the abdominal region consists of. Our field is
concerned with children; First Aid can be
associated with Anatomy. What kind of visible
symptoms emerge when an accident happens
can be taught; but we should not memorize Latin
words. (Participant O)

In the Anatomy course, [we learnt] which bone
whatsoever. If was not a very pleasant thing; all
we did was to memorize and memorize. If you
ask me now whether I remember any of it, no,
none of it did. If it included child development
and physiological structure, it would have been
better, as it was my field of education. I think
they should be integrated. (Participant H)

Moreover, one other course the participants frequently referred to was First Aid.
The interview results showed that while three of the participants received the course
in their teacher education programs, nine participants reported that they did not take
the course. Some have further stated that they attended in-service trainings to

improve themselves in these means. Therefore, the views of the participants ranged
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in a broad width and varied from very positive comments to complaints on the

absence of First Aid in the program. One participant explains why this course

particularly needed to have been included in the program:

flkyardimi  gocuk hastahiklar1 adi altinda
almigtik. Nasil miidahale edebilecegimiz ile
ilgili degildi, sadece hastaliklardi. Ama ben
ilkyardim dersini ¢ok istiyordum gercekten.
Tamam su an ben kendi arastirmalarimla nasil
yapilacagim1  falan 6grendim de onu da
o0grenmemiz gerekiyordu. Bizim programda
yoktu, o dersin ¢ok iyi verilmesi gerektigini
diisiiniiyorum. Ozellikle okul 6ncesinde ¢iinkii
her an diigebiliyorlar, her an kaza yapabiliyorlar.
Sandalyeye oturdugu zaman bir anda arkaya
kayabiliyor ¢ocuk. Hareketli bir ¢ocugum var
mesela yerinde duramiyor, gdéziimii iizerlerinden
ayirdigim anda ya birbirlerine vurmaya
kalkiyorlar, onlara benim aninda miidahale
edebilmem gerekiyor. ilkyardim dersinin gok iyi
verilmesi gerekiyor bu programda. (Katilimei O)

We have taken First Aid under Child Health
course, but it was not about how to give an
intervention, but about childhood diseases. I
really wanted to receive First Aid. Ok, now that
I learnt how to do it from my colleagues and by
myself but we should have learnt it. It was not
included in the program and I belive this course
should be offered in an effective way. Especially
in early childhood, they can fall any moment
and have accidents. For example the child can
fall back while sitting in a chair. I have a very
active child in the classroom, he cannot stand
still and when I do not keep an eye on, they
immediately begin hitting one another and I
need to intervene straight away. First Aid course
should be taught well in this program.
(Participant O)

For the First Aid, a positive comment revealed that the teacher favored this course
as it included practices of first aid methods on both adult and child training models.
On the History of Turkish Revolutions I and II courses, while the majority of the
participants’ reflected a positive perspective on the existence of this course in the
program as the teachers are perceived to be required to have a knowledge of the
country’s historical background, some have added that it rather could have been the
teaching of it to children. Reporting that the course did not differ from what they

received throughout their schooling, the teachers expressed a need to have learnt

how they can explain major historical events to young children.

ilke ve inkilaplar, ne kadar kullanabiliyorum.
Cocuk gelisimi 6gretmeni versin Atatiirk ilke ve
inkilaplarini, cocuga nasil verilmesi gerektigini,
Atatlirk sevgisini nasil agilamasi gerektigini.
Amagclarimizdan biri de ¢ocuklara bunu vermek
ama yeterli verilmedi alandan, ¢ocuga yonelik.
Eminim bana daha ¢ok faydasi olacakti, simdi
daha iyi verirdim, savaslari daha iyi anlatirdim
diye disliniiyorum. (Katilimc1 H)

How much of the History of Revolutions course
am I able to use? Child development instructors
should offer this course, how it can be taught to
children, how we can inject the love of Atatiirk.
One of our missions is to transfer this to children
but it was not field-relatedly given and in a
child-oriented manner. I am sure it would be of
great help to me now; I would better be able to
teach the content and the wars, etc. (Participant
H)
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Bilmek zorundasin mesela tarihi, bunlarin da
olmasi gerektigine inanityorum. Liselerde nasil
anlatiliyorsa tarih Oyleydi. Ama ¢ocuklara
tarihimizi mesela, anaokulunda da ¢ocuklara bir
sey verebiliriz. Cocuklara tarihimizi nasil
anlatabiliriz, bu seviyeye indirseler daha iyi
olurdu. Inkilap tarihinde o yoktu, sadece sana
veriliyordu ama ¢ocugun nasil kavrayacagi nasil
anlatilacag1r yoktu, verilse daha iyi olurdu.
(Katilime1 A)

You have to know the history and I believe these
should be taught in the program. However,
History was just as what we have seen in high
school. It can be about how we can explain
children history in the classroom. It would have
been better if it was at the level of teaching
history to children. History of Revolutions did
not include this, it was offered for us and there
were not any explanations on how the children
can have a grasp of the history. It would have
been better, if it had included this. (Participant
A)

Among the General Education component courses, Computer Applications has been
found to be the most satisfactory one in terms of equipping teachers with the
essentials of computer use, of which they were not that knowledgeable before they
enrolled in the program. Several teachers reported that they did not know how to use
a computer but now they are able to prepare the presentations they can employ in
the classroom. There, however, were also a few comments stating that they did not
learn anything that was new to them. This variance may signal clues on the
necessity of arranging the course content and instruction by taking candidate

teachers’ needs into consideration.

Bilgisayar konusunda bizim hocamiz ¢ok Our instructor was very well equipped on

donanimliyd;, BOTE’den geliyordu, hepsini
Ogretmisti.  Ben  bilgisayar  kullanimini
lisedeyken iistiinkérii  Ogrenmistim, orada
ilerletmistim, su an kullanimda higbir sorunu
yok. (Katilimct O)

Bilgisayar dersinde bilmedigim  bir
6grenmedim. (Katilimei J)

$€y

computers; he was from the Department of
Computer  Education and  Instructional
Technology. I have superficially learnt computer
in high school but improved it at university; now
I have no problems with using it. (Participant O)

I did not learn anything new in the Computer
Applications course. (Participant J)

Another element in the General Education component is the Language courses.
Depending on the policy of the university, quantities of Turkish and English
modules the program comprises differ. The aim, in general, is to enable teachers to
use their mother tongue effectively while teaching and cultivate themselves through

learning a foreign language.
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In this sense, the teachers were asked to interpret the efficiency of these courses and
the difference they made. On the Turkish Written Expression and Oral
Communication courses, the responses of the participants underlined the importance
but also the deficiency of these modules in terms of the content and the instruction.

Below can be seen some points listed indicating how the course could have been

more effective and what kind of experiences the participants came across with:

Sozlii ve yazili anlatim ¢ok teknikti. Faydalarim
gordiim, gerekli dersler ama Tiirk¢e nin
ozellikle uygulamali olarak verilmesi gerektigini
diisiiniiyorum ben. Ogretmen oldugu halde
Tirkee’yi diizgiin kullanamayan arkadaglar var,
mesela yazigmalarda falan, Urfa’ya gittim
mesela oradaki dgretmen arkadaslar gengti hep
ama hep o ydredendiler, ve dili kullanimlarinda
sive ¢ok agirlikliyr. Ben bir dgretmenin siveli
konusmamasi gerektigine inaniyorum. Dilekge
bile yazmay1 bilmeyen dgretmenler var, bunlarin
Ogretilmesi lazim. Mesela biz meslekte kalabalik
6niinde konusmak zorundayiz, iki lafi bir araya
getiremeyenler var. Bunlarla ilgili uygulamali
dersler verilmeliydi, onlar yoktu. (Katilime1 P)

Ogretmene verilen Tiirkge dersi nasil konusulur
nasil sunum yaparsin kendini nasil ifade edersin
gibi bunlarin lizerinde durularak verilse daha iyi
olur. (Katilimer Q)

Written and Oral communication was too
technical. I benefited from them and these
courses are essential but I believe specially
Turkish should be offered as an applied course.
There are colleagues who still cannot use
Turkish properly, in correspondances for
example. I have been in Urfa [a city in the South
Eastern region of Turkey] and although the
native teachers of the region were young, they
were speaking with a heavy local accent. I
believe that a teacher should not have an accent.
There are teachers who even do not know how
to write a petition; these should be taught. One
of the demands of our profession is to speak in
front large groups of people; there are those who
cannot build a sentence.there should have been
practice-based courses, this was missing
(Participant P)

It would be better if the Turkish courses offered
for candidate teachers emphasize such skills as
how to speak, how to make a presentation and
how to express oneself. (Participant Q)

As for the English module(s), the participants found these courses superficial and at
elementary level. One teacher stated that she was exempted from the course but not
with a good command of the language, while another admitted that she attended a
separate language school to be able to get a passing grade from the course.
Therefore, most of the comments were seen to perceive English courses ineffective

and redundant.
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Yabanci dil bence olmali ¢iinkii sadece devlet
okulunda g¢alisma mantifiyla  yasamiyor
insanlar, atanamayip da oOzel okulda calisan
arkadaglarim var ve daha ¢ok kolejlere yonelen
arkadaglarimin  yabanci Ogrencileri var ve
sonucta Ingilizce evrensel bir dil, bence olmali
ve bunun haricinde okullarda kurs da verilmeli
ama iniversitede yetersizdi ¢ok Dbasitti.
(Katilime1 B)

I think foreign language courses should be
included in the program because people do not
only have the mindset to work in public schools;
I have colleagues who work in private
institutions and friends who head towards
private schools have children of different
nationalities. Yet as English is a lingua-franca, it
should be [in the program]. Apat from that, there
should be additional courses at university, but
the courses we received were really simple.
(Participant B)

4.3.6. Other Constituents of the Program

Methods of Instruction

The method of instruction administered in the classroom by the instructors carry a
significant meaning in actualizing the course outcomes. As the motto “It's not what
you say but how you say it” goes, the efficient delivery of the content majorly relies
on the way it is being delivered. In this respect, the responses of the participants

showed that direct instruction technique was the most frequently deployed method

of instruction and it has been found ineffective by once pre-service teachers.

Bildigin anlatim teknigi, hoca anlatiyordu. Bir
tek Z hocanin dersleri zevkli gecerdi,
uygulamasint yapardik. Siirekli fikir aligverisi
yapardi1 ve bizi uyanik tutardi. Miizik dersimizde
de biz sarki sOyliyorduk hoca ne sekilde
yapilmasi gerektigini sdyliiyordu, uygulamasini
yapiyorduk. Fen dersimiz yine diiz anlatim
seklinde gidiyordu, matematik dersimize yine Z
hoca giriyordu o da yine renkli gegiyordu,
stirekli aktif, geziyorduk uygulama etkinlik
yaptyorduk kendi aramizda. (Katilimci C)

It was the old-school direct instruction
technique; the teacher would instruct. Only the
courses offered by Z were enjoyable, we would
practice. She would always exchange ideas and
would keep us awake. In Music courses we were
singing and the instructor was demonstrating
how we should do it; we were doing it with
practice. While Teaching Science was based on
direct instruction, again Z was offering Teaching
Maths course and we continuously were active
wandering around and engaging in activities.
(Participant C)

Another participant complaining about the direct instruction technique stated that

she favored courses where instructors also participate in the activities and those

incorporating active engagement.
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Baz1 hocalar 6nem boyunca islenecek konulari
gruplara boélerlerdi kendisi gerektigi yerlerde
miidahale ederlerdi, kimisi diiz anlatiyordu
kimisi de olabildigince renklendirirdi
caligsmalari. Hepsinin ayr1 ayri teknigi vardi ama
en iyisi drama ve miizige ayn1 hoca gelirdi, hep
birlikte yapmakti. Kendisi de katilirdi, onun
daha iyi oldugunu diisiiniiyorum, geri ¢ekilmek
de mantikli degil 6grenciye birakip. (Katilimet
R)

Some instructors would divide the content into
groups and would intervene when required and
while some would just directly instruct, some
would color the work as much as possible. Each
had a different technique but the best was Drama
and Music. The same instructor was offering the
course and the best thing was to do it altogether.
She herself would also participate in and I
believe it was good; retreating and leaving it all
to students is not reasonable. (Participant R)

Moreover, another participant criticized micro-teaching in the pre-service classroom

as it is not the real educational setting in early childhood centers.

Mesela bizi oturtuyorlar 54 kisilik sinifta 54 kiz,
e hadi simdi 6grenci gibi olun, sen de dgretmen.
Simdi o ne kadar 6grenci olabilir? Hadi ¢ocuk
oldu, onlar gibi o etkinligi yapamiyor ki, yine
kendi gbzlimiizle degerlendiriyoruz arkadasimizi
mesela. (Katilime1 N)

Teacher Educator Characteristics

For instance they would place us into a class
with a size of 54 girls and require us to act like
students and one as the teacher. How much is it
possible to be able to act like a student. Let’s let
them be children, then they cannot engage in the
activities as children would do; we would again
evaluate our friends with our own stand point.
(Participant N)

Instructor characteristics as being a graduate of Early Childhood Education field and
having prior teaching experience seemed to affect in-service teachers’ perceptions
on the effectiveness of the program. An important number of participants reporting
the importance of the matters stated above favored the courses offered by instructors
carrying these qualities as they incorporated practice, field-related experiences and
examples that are easy to relate to in practice. One participant explains why by
stating that teacher educators with these competencies help them to stick to the real-
world by providing real examples from the site to the inexperienced pre-service

teachers; otherwise, all what is taught is said to remain imaginary and abstract.
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Hocalarin bir kere okul dncesi d6gretmenliginden
gecmeleri, bunu yasamalar1 gerekiyor. Cok
sansliydim ben ¢iinkii {iniversitede bir hocam
alandan gelmis ve belli bir siire alanda
ogretmenlik yapmisti. Onun deneyimleri c¢ok
yararli oldu, her konuda bilingliydim. Bence
boyle olmasi gerekiyor ¢iinkii biz okulda hicbir
sey bilmiyoruz, yapiyoruz ama her sey hayal.
Sinifta  bile hayali c¢ocuklar oluyorduk.
(Katilime1 H)

Kadro genelde okul oncesi mezunu degildi,
danismanlarimiz dyleydi temel alan derslerine
giriyorlardi onun disindakiler ilkogretim siif
ogretmenliginden geliyordu. Biz matematik
Ogretmenine ¢ok sdyledik ama programimiz
bdyle biliyorum isinize yaramayacak diyordu.
(Katilime1 R)

First of all, teacher educators should have a
background in teaching in early childhood
education settings, they need to experience this.
I was lucky as one of my instructors at
university was from the field and had teaching
experience. Her experiences have been of great
help and thus I became conscious in all aspects.
I think it should be like this because at
university, we do not know anything, we are
engaging in something but all is but a dream; we
would even be imaginary children. (Participant
H)

Majority of teaching staff were not Early
Childhood Education graduates; our advisors
were and they were offering the fundamental
courses of the field but the rest were from
Primary Teaching Department. We frequently
stated this to Maths teacher but she would say
that the program was designed like that and say
that she knew we would not use any of the
things she taught. (Participant R)

Moreover, another participant criticized the instructor offering Classroom
Management course as she did not require attendance and was providing the
students with exam questions. On the other hand, the participant found some courses

effective as the instructors from the field and the courses were designed for early

childhood education.

Maalesef Sinif Yonetimi dersini hig iyi almadik,
hocamiz devam zorunlulugu tutmazdi, derse
katilmasan da olurdu, ¢ikiyordu bir seyler
anlattyordu sesi de c¢ikmiyordu mikrofonla
konusuyordu, smav sorularimmi veriyordu. O
nedenle sinif yoOnetimimin iyi olmadigini
diistiniiyorum ders hi¢ yeterli degildi. Ama bazi
dersler iyiydi, okul Oncesinde nasil seklinde
anlatilmisti ¢linkii o derslerimize giren hocalarin
hepsi okul 6ncesi alaninda hazirlandiklar i¢in o
derslerimizi bize yonelik veriyorlardi. Biz bu
dersleri i¢ ice gordik. Bir hoca iki derse
giriyordu mesela birbiriyle baglantili
anlatryordu. Zaten biitiin hocalar diger dersler
hakkinda da bilgi sahibi; her dersi anlatabilecek
durumda hocalardi. (Katilimci A)

For instance, Classroom Management course
was not especially effective; our instructor
would not require attendance and it would not
matter whether you attended the course or not.
She would stand up and teach something but her
voice would fall short and she was speaking to
the microphone; she was also distributing the
exam questions. On the other hand, some of the
courses were good as they were taught
emphasizing early childhood education because
the instructors offering these courses were from
the field and the courses were designed to fit our
needs. We have seen these courses
interwovenly. One instructor for example would
offer two courses and those two would go hand
in hand. All of the instructors were already
knowledgeable of the other courses; they were
ready to teach any course assigned to them.
(Participant A)
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Moreover, one participant also articulating the significance of prior teaching
experience suggested that the instructors would be required to have at least 5 years
experience in the field before being able to teach at university. She then underlined

that the instructors should also update their knowledge and catch up with the

technological advancements.

Universitedeki  hocalarma  belki bir  smir
koyulmasi gerekli on yil ya da bes y1l, on yil ¢ok
da bes yil meslekte 6gretmenlik yapip sonra
iniversiteye gegmek belki bizi anlamaya daha
cok yeter. Bir de iniversitedeki hocalarin da
teknolojiyi takip etmeleri gerektigini
diistiniyorum. Bir derste hikaye okuyacagiz,
efektler kullanacagiz, sadece ses kaydi olacak.
Hocamiz bize bunu kasede kaydedin dedi, teyp
kasedine. Kasedi daha gérmemis arksadaglarim
vardi, o kadar geride kalmis ki. Hocam biz bunu
flash’a atsak, CDye atsak dedigimizde benim
onu agacak bir ortamim yok derdi. Biz piyasada
kaset bulamazdik. Ilerlememiz gereken yerde
biz gerileme baslamistik. (Katilimci D)

There may be a limit of 10 or 5 years, 10 is very
much but at least 5 years of experience in the
field and then teaching at university may be
more helpful for them to wunderstand us.
Additionally, I believe instructors at university
should also keep up with technology. For
example we were going to read a story, use
sound effects but it will only be a voice
recording. The instructor told us to record it in a
cassette tape. I had friends who had not even
seen a cassette; she was that slow. When we
would suggest that we save it to flash drives or
to CDs, she would claim that she did not have
the media to run these materials. We were not
able to find cassette tapes in the market. While
we needed to advance, we fell even more
backwards. (Participant D)

Finally, another participant claiming that the number of the staff available was not

sufficient commented that the research assistants would offer the course and she

found them ineffective.

Cok fazla interaktif ders islenmedi, boliimde de
hoca eksigi var belki bu yiizdendir diye
diisiiniiyorum, asistanlar giriyordu ve o kadar
kapsamli degillerdi, bizler nasilsak onlar da
Oyleydi. O yiizden ¢ok da onlardan da bir sey
beklemek belki yanlisti, ben kaynak anlaminda
daha fazla bilgiye ulagsmis olsaydim daha iyi
olurdu. (Katilimce1 Q)

Dialogue with the Teacher Educators

The courses were not interactively instructed
and it maybe it is due to the insufficient number
of instructors serving to the department. The
research assistants would offer the courses and
they were not much comprehensive, they were
just as we are. Maybe it was wrong to expect
something from them but it would dhave been
better if I reached more information in terms of
resources. (Participant Q)

The quality of communication yet appears to be another determiner of the

satisfaction obtained from the program content. The results have demonstrated that
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while some of the participants have been quite gratified with the instructors’
attitudes towards and interaction with the pre-service teachers, some have
complained of the distance the instructors consciously or unconsciously placed in
between and gave the hints of doubts on whether the teacher educators would even
remember them. One positive response in this respect is provided below followed

by other commentary.

Kiiciik bir iiniversiteydi zaten, kiigiik bir
fakiilteydi; birebir diyalog kurma sansimiz ¢ok
fazlaydi. Hala goriigmiiyorum ama istedigimde
ulasabiliyorum. Cok sik gorlismiiyoruz ama
aklima takild1 dedigimde numaralar1 var zaten,
goriisebilecegim Ogretmenler. Bence kiiglik
iniversitede olmak bu agidan daha yararli, bu bir
sans, bu bir arttydi. Halen daha da oyle.
(Katilime1 G)

It was a small university and a small faculty; we
had increased chance to establish a one-to-one
dialogue. I do not currently keep in touch but I
can reach them whenever I wish to. We do not
frequently communicate but when I get stuck, I
have their numbers and they are teachers I can
contact. I think studying in a small-scale
university in this sense is more useful; it was a
chance, a pro and it still is. (Participant G)

On the other hand, some responses showed that the participants held some
presumptions that served as obstacles in the dialogue process. While one assumes
that the instructors would not recall her as she was rather an inactive student, while

another supposes that the workload of the instructors is quite heavy to allow for

frequent interaction with graduates.

Basim sikigsa arasam eminim ilgilenirler ama
biraz pasif bir Ogrenci oldugum icin beni
hatirlayacaklarini diistinmiiyorum. (Katilime1 R)

Ik atandigim zamanlarda  gériisiiyorduk;
hocalarin isi bagindan askin, ama ne istersem ne
sorarsam cevap verirler diye diisliniiyorum.
(Katilimei C)

I am sure they would care when I need it but I
do not think they would remember me as I was a
passive student. (Participant R)

We kept in touch when I was newly recruited
and the instructors can be really busy but when I
call for help I believe they would respond to my
needs. (Participant C)

Different from the rest of the group, one participant who graduated from the Distant

Education Program underlined the inexistence of such a dialogue and reported that

she suffered from this shortage especially in the initial years of the program.
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Bizde 0&yle bir olanagimiz yoktu, onun
eksikligini 1. yi1l ¢ok hissettim sonra pek
hissetmedim. Anlayamadigim seyleri konugmak
istedigim durumlar oldu ama Oyle bir ortam
yoktu; ara swra  arkadaglarda  toplanip
konusuyorduk ona tolere edebilmek igin. Hep
yalnizsin kendi basinasin onun verdigi bir sikintt
vardi ama sonra belli bir plan oturttum kendi
kendime nasil ¢alismam gerektigi konusunda ve
kendi ¢aligma yontemimi bulmustum. (Katilimc1
P)

We did not have such an opportunity, I
especially felt the lack of it in the first year, then
I did not much. There were certain cases when |
needed to talk about but there was not such an
occasion; we once in a while were gathering
with friends in order to compensate this. You are
always alone, there was a problem brought by
this but then I was able to fix a plan as to how I
can study alone and I found out my method for
studying. (Participant P)

Finally, another participant complained about the lack of a warm relationship with
the instructors and the discomfort it brought. She rather admires the attitude of
another renowned professor she met in an in-service training and comparing to her
experiences, she would love to be able to call her once instructor for such a seminar.

She further proposes that the continuance of such a relationship would be an

advantage for both parties.

Hayir higbiriyle goériismiiyorum. Goriigseydim
¢ok ¢ok iyi olurdu ¢iinkii ben burada bir seye
takildim diyelim onlardan yardim isterdim.
Mesela ben gegen sene Bolu’da ¢aligirken oraya
bir hoca geldi ¢ok tath ve algakgoniillii bir
kadin, geldi ¢ok giizel bir seminer verdi sonra
yemege gitti bizimle hi¢ sanki bizim aramizdan
biri gibiydi hi¢ profesér gibi davranmiyordu.
Ben de isterdim ki ben de hocalarimla hala
goriisiiyor olsaydim da arayip hocam bize bir
seminer verir misiniz diyebilseydim. Hem
onlarin bize katkisi olurdu geligsmeleri takip
etmeleri acisindan ¢iinkii biz burada problemi
biliyoruz uygulamada ne gibi sikintilar var, ¢ok
giizel olurdu. Cok mesafeli olduklarin
diisiiniiyorum ben, bir hocamizdan korkardik
yani. Zaten ¢ok hoca yoktu. Gorligmiiyorum,

aramaya da ¢ekiniyorum agikcast
hatirlayacaklarindan ~ bile  emin  degilim.
(Katilimei1 Q)

No I do not keep in touch with any of them. It
would be very vey nice if I did because
assuming that I get stuck in something here, I
would have called for their help. For example
while I was working in Bolu, an instructor at a
university visited us, a very sweet and humble
woman, and she offered a very pleasant seminar,
then went to lunch with us, she was like one of
us, not like a professor. I would love it if I still
communicated with my instructors and calling
one of them, I could request that she give a
seminar. Both they would have contributed to us
in terms of the recent developments and we
would provide them with in-site problems that
take place in practice; it would be very nice. |
believe they stand aloof from us, we were afraid
of our instructors. Plus, they were not many. [ do
not keep in touch, am hesitant and even am not
sure that they would remember me. (Participant

Q

In this sense, one participant urged teacher educators to communicate with the pre-

service teachers in order to equip them in the fields they are deficient as these

shortcomings get harder to compensate following graduation.
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Ogrencilerin meslege daha iyi sarilabilmeleri
icin birebir iletisim kursunlar, iniversitelerde
pek olmuyor bu. Ogrencilerle miimkiin
oldugunca bir 6grencinin eksikleri bilinsin ki
mezun olmadan kapatilsin ¢ilinkii mezun olunca
geriye donmek c¢ok zor. (Participant A)

In order for students to cling to their profession,
teacher educators should establish one-to-one
communication; something that does not take
much place at universities. The students’
deficiencies should be known as much as
possible so that the gap can be amended; as it is
really hard to get back to those years once you
graduate. (Participant A)
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CHAPTER V

DISCUSSION

This study has been carried out to understand the effectiveness of the 1998 Early
Childhood Teacher Education Program from practitioners’ point of view as the
graduates of the program in question. To fulfill this aim, 17 in-service teachers have
been contacted and asked to participate in the semi-structured interview prepared by

the researcher and shaped by expert opinion.

This chapter discusses the results based on the relevant literature and the limitations

of the study, and offers implications for practice and further research.

5.1. Core Competencies of the Early Childhood Teacher

The findings of this research signified a consistent pattern with the literature in
defining the essential competencies early childhood teachers need to acquire
through their initial teacher training programs and use in practice. The participants
believe that for early childhood teachers to be effective in the classroom as well as
in the macro context, they need to be equipped with sound pedagogical content
knowledge including a grasp of child development with strong ties to child-centered
approach and developmentally appropriate practice as well as the methods of
teaching that enable them to reach children of diverse backgrounds and readiness
levels (Darling-Hammond, 2006). Effective use of classroom management
techniques has yet been another competency pointed out by the participants and
planning of the educational processes is stated to play an important role as it takes
children’s emergent environment, i.e. “language, culture and community contexts,”
into consideration (Darling-Hammond, 2006). Assessment of the attainment of
intended goals throughout and following these processes are also uttered among the

crucial parts of a teacher’s profession as the majority of development takes place in
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the early years and evaluation of the progress of the whole child and all children is
likely to contribute to a positive change in their lives if utilized properly. Yet, in
order for teachers to be objective and valid in their assessment, the participants
suggested that an early childhood teacher indeed needs to be a good observer,
especially pointing out the free-play activity as the most suitable time frame for this
task. This characteristic can be regarded as taking a personal interest in each

student based on the study of Johnson (1980).

Moreover, cited among the necessary dispositions, effective communication ability
with children, parents, and other stakeholders of early childhood education was also
characterized as an important characteristic by the teachers. Also quite parallel with
the list of other traits offered by Taylor and Wash (2003), the early childhood
teachers are suggested by the respondents to love children, seek continuous personal
and professional growth, and to be careful, patient, and open to change.
Additionally, as Colker (2008) also identified, participants underlined that the early
childhood teacher needs to be creative and flexible, and have problem solving

ability.

On the other hand, when compared to the international literature, the competency
list proposed by the MoNE seems to fall short in determining the holistic self of
early childhood professionals as it approaches teachers from a child outcome
oriented perspective rather than the abovementioned and rather process-oriented
characteristics. Thus, there is a need for the definition of an effective early
childhood teacher education to be revised for the Turkish context and the
dispositions also need to be added to the goals of the curriculum as well as to the list
of competencies. Additionally, the issue of selection of candidates based on their
characteristics can be reconsidered as the would-be-teachers should have positive

personalities and temperaments (Gross, DeArmond, & Goldhaber, 2010).
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5.2. Teachers’ Competencies and Program Effectiveness

On the path of teachers to acquire the necessary knowledge, skills, and dispositions,
there are stated to be certain road blocks that jeopardize the achievement of raising
effective early childhood teachers. In these terms, while the responses of the
teachers in relation to their perceptions of self-efficacy with respect to the
competencies prescribed by the MoNE served as a partial indicator of the level of
effectiveness of the early childhood teacher education program, their in-depth
commentary on the program components revealed that “their experience in teacher
education as almost satisfying and of doubtful practice” (Harris & Associates, 1990,

as cited in Katz & Raths, 1992, p.1).

When they were asked to evaluate themselves based on the MoNE competencies,
the major areas of weakness of the participants have been teaching math and
science, inclusion and drama. However, when the teachers were requested to recall
and go through the courses in the curriculum, the level of attainment of curricular
goals and the effectiveness of program has truly been clarified. The first and the last
weakness will be handled in the pedagogical content knowledge component

discussion part, thus we firstly begin with teaching in inclusive settings.

Inclusion

One major result of this study has been the information deficiency of teachers in
implementing inclusion in their classrooms. This finding also implicated the need
for revision in the competencies list and that the teacher education programs need to
be designed to educate candidates to plan and promote a classroom atmosphere that
perceives diversities as a fortune and answer the needs of children with special
needs. The responses of the participants revealed that the practitioners had little or
no experience with inclusion, yet only a small number incidentally witnessed a

proper representation of how to apply inclusion in early childhood classroom
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setting. Correlatively, the teachers were asked whether they would feel comfortable
when a child with special needs were assigned to their classroom, although they
stated that they would try to, the responses signified a lack of self-confidence as
they felt that they lacked the necessary composites of inclusion in early childhood
education settings. The Leatherman and Niemeyer (2005) study suggests that
“teachers’ attitudes toward inclusion appear to be influenced by their previous
experiences in inclusive classrooms” (p. 1). Therefore, it is proposed that the teacher
candidates need to be educated to work with children with disabilities and thus field
experiences in inclusive classroom environments rather than institutions for only
children with special needs, which so far has been the case, should be integrated to

the program.

Pedagogical content knowledge

As for the program components, the weaknesses cited by the participants can be
framed under three main categories as: (1) Theoretically overloaded curriculum
(Oztirk & Yildirtm, 2009; Yanpar-Yelken, 2009), (2) thus limited practice
opportunity in courses and in field experience (Aydin, Selguk & Yesilyurt 2007,
Biiyiikgdze & Kavas 2009; Oztirk & Yildirim, 2009; Senemoglu, 2011; Vural,
2007; Yanpar-Yelken, 2009) and finally, (3) course contents’ irrelevancy to early
childhood teaching level (Dereobali & Unver, 2009; Haktanir, 2003).

Specifically Pedagogical Content Knowledge component has been criticized to be
theory-oriented than practice. Among the content knowledge courses, especially
Children with Special Needs, Mental Health, Drama and Art are suggested to have a
practice dimension where the candidates can observe and apply the essentials of
these courses with children. Additionally, while Reading and Writing in ECE course
was reported to be meaningless due to the age group, the participants reported a
need for more emphasis on Turkish language activities in the curriculum but not

only in the daily plans. Moreover, Teaching Science and Mathematics, Music I,
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Planning and Assessment, Methods of Teaching and Teaching Technology have
also been criticized to be filled with theoretical information and scarce practice.
Teaching Technology has particularly been emphasized not to have a pedagogical

dimension but merely computer literacy for adults.

Yet, this brings about the problem of confusion in the contents of the courses.
Similar to prior findings, certain courses in the 1998 program were found to be
designed for primary and/or elementary level teaching (Dereobali & Unver, 2009;
Haktanir, 2003). It would not be wrong to say that early childhood education,
therefore early childhood teachers need specifically programmed methods in the
courses offered to this department as the nature and educational processes
significantly differ from those in other levels. To illustrate, an elementary classroom
can be defined as a rather shared environment to be collectively allotted by teachers
of different branches and these shares are composed of definite periods of time in a
day. An early childhood classroom is, on the other hand, under the responsibility of
one mere teacher who is expected, with no apparent recess, to keep the class running
efficiently all day long by effectively organizing the environment, planning the day
and routines by using appropriate classroom management techniques, leading
educational and extracurricular activities, and arranging transitions in and between
activites for a better classroom order. Thus, in order for an eary childhood teacher to
accomplish all of these competencies along with being a role model to children, they
need to be more of any dispositions that a teacher of other branch should possess,

1.e. patient, creative, adaptable and flexible, humorous, caring, and cooperative, etc.

Furthermore, as the first years of life are cited among the most critical and
vulnerable ages, the level, frequency and nature of parental or familial
communication and interaction eventually is highly extended. This, in return,
necessitates the development of a balanced and close relationship with the child’s
emergent environment and early childhood teachers are required to be endowed

with the essential skills to keep the equilibrium. Additionally, as they are further
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expected to cooperate with other adults within (e.g. assistants in the classroom,
administrators, colleagues and othe personnel) and outside (e.g. Ministry, society,
colleagues in other schools) the work, the importance of interpersonal
communication abilities is even more underscored as the time spent with these

compounds is also increased.

Thus, for early childhood teachers to be effective in their classrooms, the courses
they receive should emphasize the needs of the teachers of young children. The
responses of the participants also indicated that the courses in the curriculum should
include early childhood practice related information and they should be designed to
incorporate techniques shaped by contemporary knowledge in child development.
The problematic courses in the curriculum listed in this sense were: Teaching
Science and Mathematics, Music II, Teaching Methods and Physical Education and
Games. Furthermore, Assessment part of the Planning and Assessment course was
stressed in particular as having nothing to do with the assessment of early childhood

development but rather dealing with rather advanced statistical analyses.

Finally, as suggested by other studies (Dereobali & Unver, 2009; Haktanir, 2003),
certain courses have been found to be excessively handled in two semesters. Long in
length, Material Development and Music modules were proposed to either be
merged into one course or an arrangement to be made with regard to content

differentiation.

Field experience

In parallel with the findings of other studies in the teacher education literature,
significance of practice teaching component of the program has also strictly been
emphasized and the limited amount of practice opportunities in the field has been
criticized by the participants (Bilgin-Aksu & Demirtag, 2006; Ceylan & Akkus,
2007; Ermis, Uygun & inel, 2010; Kudu, Ozbek & Bindak, 2006; Ozkan, Albayrak
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& Berber, 2005; Senemoglu, 2011; Sasmaz-Oren, Seving & Erdogmus, 2009;
Turgut, Yilmaz & Firuzan, 2008; Yesil & Caliskan, 2006). In the emergence of this
problem, there have been stressed certain barriers. While the amount of practice
courses hindered the chance to interact with the field, attitudes of the cooperating
teachers, supervision of the faculty, and cooperating school types were reported to

affect the level of satisfaction from and quality of student teaching.

To begin with, an important number of participants reported frequent absence of the
cooperating teachers in the classrooms candidates have been assigned to. Already
novice pre-service teachers thus were found to end up with lack of practice and
observation of effective teacher models (MoNE, 1996). The responses of the
participants further showed that the level of interaction between candidate and
cooperating teachers remained limited and superficial (Bastiirk, 2008; Bastiirk, 2009,
Sasmaz-Oren, Seving & Erdogmus, 2009). Thus, as Sudzina, Giebelhaus and
Coolican (1997) situates, while a “mentorship” relation is initially aimed to be
established, it turns out to be a “tormentorship” activity and contributes to the
failure of the candidates. As Sudzina et al. (2007) claims, this challenge may be
resulting from misunderstandings or miscommunication about roles and
expectations. Therefore a clear definition of expectations from both the cooperating
and the candidate teacher is suggested to be adopted (Ozmen, 2008; Yapic1 &
Yapici, 2004). Yet, as the literature proposes, supportive and experienced teachers
who can assist the candidate teachers in their professional development should be
selected as models (Bastiirk, 2009; Kiraz, 2002; Oguz, 2004; Sasmaz-Oren, Seving
& Erdogmus, 2009) as pre-service teachers’ satisfaction of the experiences obtained
in the field experience depend greatly on the teacher’s attitudes towards the

profession, children and candidate teachers (MoNE, 1996).

On the supervision provided to candidate teachers by the faculty advisors, it is
known that frequent and detailed feedback helps students to a great extent (Alakus,
Oral & Mercin, 2005; Aydin, Selcuk & Yesilyurt, 2007). However, the findings
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showed that feedback candidates received from their advisors were not taking place
at a desirable and satisfactory level (Kiraz, 2002; Ozmen, 2008). This can be due to
the heavy workload and coursework of the faculty (Azar, 2003; Harmandar et al.,
2000; Yesil & Caligkan, 2006) who cannot find enough time for both meeting
certain criteria in the academia and assisting the would-be-teachers in their

professional development at the same time (Giirkan, 2005).

In terms of the amount and timing, the participants reflected similar experiences in
other studies in the literature and demanded for an increase in the number of
practice opportunities in the field (Kudu, Ozbek & Bindak, 2006; Ozkan, Albayrak
& Berber, 2005; Sasmaz-Oren, Seving & Erdogmus, 2009; Vural, 2007). Although
the 1998 program is regarded to be rather practice based, it can be seen that it
actually failed to support candidates in gaining ample experiences with the real
work environment despite the well-known importance of prolonged engagement in
the field. Yet, another point the participants made has been the insufficiency of
teaching practice in terms of the days of the week (Ozkan, Albayrak & Berber,
2005). The teachers stated that once-a-week experience disparages the candidates’
authority figure in the classroom as children have difficulty in accepting and
remembering them due to these infrequent visits (MoNE, 1996). As for the timing
of the practice teaching courses, the graduates believed that the sooner candidates

start to explore the field the better it becomes.

Moreover, one goal of the field practice is to help student teachers get accustomed
to their future workplaces and observe the administrative as well as social working
mechanism of early childhood institutions (Harmandar et al., 2000). Therefore, the
candidates need to practice in different types of schools so as to be able to decide
which works best for them. As there mainly are three types of early childhood
institutions that serve the development of children in Turkey, namely pre-primary
classes and independent kindergartens as public institutions and private corporations,

early childhood teacher candidates should be able to visit all three types of schools
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and gain insight as to how educational processes take place in each. The
participants’ views, however, mostly yielded contrary results as only a limited
number of them had the chance to witness and practice in different types of schools.
Moreover, the participants further underlined that, being inexperienced, they also
had difficulty moving among different types of institutions as well as in their urban

to rural or rural to urban transitions.

Professional knowledge

Moving from the same setbacks on course contents, Professional Knowledge
courses were severely affected by similar commentary. There was a major
consensus on the problems with classroom management course as well as other
courses in this component that the techniques and methodology did not apply to
teaching in early childhood education contexts therefore the information gained
through this component failed to support them in their professional life (Haktanir,
2003). Also with respect to the professional knowledge courses, the participants
underlined the importance of learning by doing, and, as majority of the courses in
this component were offered in the initial years of the program, majority of the
gains were found to fade away by time. Thus it was suggested that the courses were
to be either repeated or integrated in other courses. Also, moving from the
commentary on this component, it is apparent that the curriculum should be

reorganized with respect to content organization within and between the courses.

General education component

General Education component is frequently overlooked with its rather vague goals
(Kridel, 1986). Therefore, the purpose of the integration of certain courses in this
component has also not been quite understood by the participants, Anatomy and
Physiology being at the top. Almost all of the participants criticized the redundancy

of certain courses (Haktanir, 2003) but especially this course in the curriculum due
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to its jargon filled and memorization-driven content. Rather, the teachers stated to
prefer to learn child anatomy integrated with first aid and/or child health. Moreover,
History of Turkish Revolutions I and II were found to be necessary but insufficient.
While the teachers suggested that an early childhood teacher should be
knowledgeable of the history of the country, they frequently reported to have
difficulty in translating this knowledge into classroom learning. Thus, it is suggested
that after introducing the candidates with the essential knowledge on history, a
second module can be designed to teach Special Days and Weeks to children.
Additionally the language courses, Turkish and English, were stated to be
superficial. As stated in the competencies section, one of the effective teaching
characteristics has been stated to be communication skills (Taylor & Walsh, 2003).
In this regard, specifically Turkish course was recommended to include formal

writing procedures as well as ways to attain effective communication skills.

As final remark on the total, the study discovered that while certain courses in the
curriculum were offered in some programs as Parent Education, Teaching Science
and Mathematics, Creativity and First Aid, some graduates reported not to have
been offered this course, thus their attainments different from those who did,

indicating a lack of inconsistency among the programs in different universities.

Other constituents of the program

Teacher educators

The findings of the study revealed that the level of satisfaction the participants
obtained from the courses was highly correlated with the instructor characteristics
and their method of instruction. A number of teachers underlined that the most
remarkable and memorable courses were offered by instructors with early childhood
education related backgrounds or by those with teaching experience. Verily, as

ACEV (2002) suggested, only approximately fifteen percent of all teacher educators
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at the time were coming from early childhood education while approximately forty
percent had graduated from unrelated departments. This is stated to create problems
with the implementation of certain field-specific courses (Dereobali & Unver, 2009)
and yet, due to the scarce number of qualified teacher educators (Glirkan, 2005), the
participants reported that mostly research assistants were filling this gap. This, of
course, may be due to the infancy years of the early childhood education field and is
supposed to be overcome within the course of a decade. However, it also generates
certain issues with the competencies of teachers who have already graduated and

started working in the field.

Moreover, lack of communication with the faculty and traditional instruction
methods have been second mostly criticized aspect on teacher educator
characteristics. While learning by doing, active participation and practice-based
experiences have been praised the effects of the courses where the participants were
the mere contributors (student presentations) or only the listeners (lecturing) were
reported to fade away by time. Moreover, as feachers often teach as they were
taught (Bennett, 1991), active learning through practice-oriented courses are
suggested to be of high priority (Durukan & Maden 2011; Senemoglu, 2011;
Yanpar-Yelken, 2009).

5.3. Implications for Practice

First of all, studying the effectiveness of early childhood teacher education
programs provides the policy makers in the Higher Education Council and Ministry
of National Education and as well as the curriculum developers with essential
insight on how the teacher education programs in question should be designed
around the goal of educating future practitioners with core competencies of effective
teachers. Moreover, this research also serves as a mirror to the practitioners so as to

place themselves in the general picture of effective teaching qualities.
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In this respect, a clear, consistent and updated definition of the effective early
childhood teacher needs to be established and the programs need to be designed in
accordance with this characterization (Dereobali & Unver, 2009). In line with the
position adopted by this thesis, Diez and Raths (2007) introduce the use of these
characteristics in three ways; (1) as teacher education program admission criteria,
(2) as a part of the efforts to help candidates improve their performance through the
program, and (3) as criteria to hire faculty. Therefore in the process of curricular
redesign, not only the technical but also the personal characteristics of the teachers
need to be underlined; and with the support of the literature, it can further be
suggested that enrollment criteria to teacher education programs can be designated

to select and educate candidates to attain previously mentioned dispositions.

To continue with, the major finding of the study has been the moderate success of
the 1998 early childhood teacher education program in supporting candidate
teachers to develop as self-confident and effective educators. Therefore, the
graduates can be stated to have been insufficiently educated through the program.
This, foremostly indicates the importance of hands-on in-service trainings that will
assist the once graduates in improving their weaknesses resulting either from
personal or program-related constraints. Specifically emphasizing inclusion, the
teachers are needy of developing professionally but not only from a knowledge-
based perspective but also in terms of general education, e.g. playing a musical
instrument, technological awareness, drama, etc., as the number and quality of
regular courses and electives offered in the general education component were

found to be inadequate.

Moreover, the results of the research suggested that the more practice-oriented the
courses, the more candidate teachers gained from the program. Specifically drawing
attention to the field experience component, the study suggests an increase in the
number of practice courses and in the number of days spent in student teaching

(Bilgin-Aksu & Demirtas, 2006; Ceylan & Akkus, 2007; Ermis, Uygun & inel,
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2010; Kudu, Ozbek & Bindak, 2006; Ozkan, Albayrak & Berber, 2005; Senemoglu,
2011; Sasmaz-Oren, Seving & Erdogmus, 2009; Turgut, Yilmaz & Firuzan, 2008;
Yesil & Caliskan, 2006). A suggestion with regard to the enhancement of
satisfaction obtained from practice teaching, implementation of a concurrent
program with a consecutive nature can be proposed. More specifically, one year
long field experience at the end of the fourth year before graduation accompanied
by other practice teaching experiences alongside the curriculum could be an option

to be considered.

Moreover, the instructional methods used in the courses by the faculty are
consistently suggested to be diversified to provide candidates with ample examples
of teaching methods in the classroom and to be inclusive of practical knowledge,
incorporating field experience if applicable. Yet, this brings about the question of
qualified teacher educators. The study suggested that there were a scarce number of
instructors from early childhood education related backgrounds and also with
teaching experience. These shortcomings also might have affected the level of
satisfaction teachers obtained from their teacher education programs. Therefore,

faculty selection criteria should be adjusted accordingly.

Additionally on the practice teaching component as the capstone of the program, the
findings critically underlined certain drawbacks that jeopardized the gains in field
experiences. Regarding cooperating teachers, supervision and cooperating school
types, there emerges a need for university-school partnerships of increased quality.
Moreover, the results suggested a necessity for the inclusion all types of schools
including the ones located in rural areas to verify the experiences and prepare
students for their future workplaces. In this sense, the selection of practice schools,
and cooperating teachers accordingly, should be carefully made as any adverse
experience in student teaching carries the risk to discourage the candidates to work
in the field. Also an elevated amount and quality of feedback received from both the

main teachers and the supervisors have been strictly underlined. In order to achieve
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this end, as other studies suggested, clear expectations from the students and
cooperating teachers should be drawn, and if possible, the workload of the faculty

assigned for supervision should be alleviated.

Furthermore, there have been highlighted certain differences among universities
with respect the courses offered and the time and number of practice teaching
experiences. The existence of such variation hampers the education of teachers of

equivalent quality and thus indicates a need for standardization (Varis, 1988).

The study also suggested that the intended goals of certain courses were not
appropriate for and applicable to teaching in early childhood settings. Specifically
the Pedagogical and Professional Content Knowledge courses, and General
Education courses included, the contents of all courses need to be overhauled and
the existence of all modules firstly need to be critically questioned and streamlined
based on the contemporary literature and resources and on the needs of education in
Turkish context. In return, some courses with overlapping content and excessive
length can be merged into a compact module, some comprehensive courses can be
split into meaningful fragments and the addition of some courses such can come

into question.

5.4. Implications for Further Research

As a new field, studies on early childhood teacher education stayed restricted both
in number and scope. There is an immediate demand for the investigation of the
existing, and if needed, development of a new curriculum that can support teacher
candidates in their professional lives. In this sense, studies that define the
characteristics of an effective early childhood teacher in the Turkish context are of
special importance so as the components of the programs can be appropriately
designed or redesigned. Moreover, there also is a need for well-organized and

hands-on in-service training programs that assist the once-graduates in improving
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themselves in the fields they feel inadequate. Therefore, studies that outline the in-

service training needs of the in-service teachers can also be of significant assistance.

In addition, as program development and evaluation is a continuous process, there
emerges a call for studies steadily focusing on teacher education programs, so that
these programs can be improved in process rather than evolving through acute
shifts. In this sense, the 1998 and the 2006 early childhood teacher education
programs need to be either separately or comparatively but thoroughly and

empirically investigated with respect to graduate outcomes and their efficacy levels.

In these means, triangulation of the findings through incorporation of pre-service
teachers and teacher educators can further enable the flow of trustworthy data and
help represent the whole picture from the views of diverse stakeholders. The data
collection methodology of this study also entails a need for more in-depth and
triangulated data that can bring in wide-ranging information. In this regard, mixed-
method research incorporating questionnaires, interviews, field observations and
other data collection techniques can also provide information on the reflections of
early childhood teachers’ teacher education program in their classroom practices. In
the same sense, correlational studies that relate child outcomes to the effectiveness
of the teacher education programs may also conceive valuable data in terms of the

components that have a positive impact on student success.

Also, along with the holistic investigations of the early childhood teacher education
programs, studies concentrating on each component separately can also be expected

to yield detailed information on how well the pieces operate in action.

Finally, although the 1998 program has not truly been investigated in terms of its
effectiveness in educating competent teachers, there has been enacted a new series
of reform in early childhood teacher education. Yet, despite the so-called practice-

molded nature of the 1998 program was not found to be sufficient by the once
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candidates in terms of field experience opportunities, the new program introduced a
cut-down in the number of already deficit practice dimension. Thus it is suggested
by Kiictikahmet (2007) that it would be more functional and empirical to develop
and alter teacher education programs through program evaluation studies instead of
transforming without roots in research. And reminding that education is the business
of educators, professionals and experts should make sure that their voice is heard

and take active part in the processes of change (Cochran-Smith, 2000).
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APPENDICES

APPENDIX A

1998 EARLY CHILDHOOD TEACHER EDUCATION PROGRAM

Semester | Semester |
Principles of ECE PCK  Maternal and Child Health PCK
Turkish I: Written Expression GE Motor Development and Education PCK
Principles of Kemal Atatiirk I GE  Turkish II: Oral Expression GE
Computer GE  Principles of Kemal Atatiirk IT GE
Foreign Language | GE Foreign Language I1 GE
Introduction to Teaching Profession PK Playin ECE PCK
Human Anatomy and Physiology GE Maternal and Child Nutrition PCK
Child Development and Psychology PCK Practicum I PT
Semester 111 Semester IV
Music Education I PCK  Music Education II PCK
Language and Concept Development PCK  Mental Health and Adaptation Disorders PCK
Teaching Computer Literacy PCK Science Teaching PCK
Development and Learning PK  Physical Education and Games I PCK
Speaking and Writing I GE Planning and Evaluation in Teaching PCK
Speaking and Writing I1 GE
Semester V Semester VI
Physical Education and Games II PCK Teaching Methods I PCK
Visual Arts | PCK  Visual Arts 1T PCK
Children’s Literature I PCK Material Development in ECE 11 PCK
Material Development in ECE 1 PCK Drama in ECE PCK
Children with Special Needs PCK Children’s Literature II PCK
Parent Education PCK  Practicum II PT
Teaching Technology and Material D. PCK Classroom Management PK
Semester VII Semester VIII
Practicum I1I PT  Guidance PK
Elective | GE Student Teaching PT
Creativity and Creative Activities PCK  Elective III GE
Elective 11 GE Elective IV GE
Teaching Methods II PCK

PCK: Pedagogical Content Knowledge courses; PT: Practice Teaching courses;

PK: Professional Knowledge courses; GE: General Education courses
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APPENDIX B

2006 EARLY CHILDHOOD TEACHER EDUCATION PROGRAM

Semester | Semester |

Introduction to ECE PCK  Maternal and Child Health & First Aid PCK
Turkish I: Written Expression GE  Philosophy of Education GE
Principles of Kemal Atatiirk I GE Turkish II: Oral Expression GE
Comupter I GE Principles of Kemal Atatiirk I1 GE
Foreign Language | GE Foreign Language 11 GE
Introduction to Education Science PK  Computer I GE
Human Anatomy and Physiology PCK Educational Psychology PK
Psychology GE

Semester 111 Semester IV

Maternal and Child Nutrition PCK  Child Development II PCK
Child Development I PCK  Children’s Literature PCK
Creativity PCK Teaching Mathematics PCK
Elective I GE Child Mental Health PCK
Play PCK Drama PCK
Instructional Principles and Methods PCK History of Turkish Education GE
Sociology of Education GE Instructional Technologies and Material D. PCK
Semester V Semester VI

Physical Education and Games PCK  Methods of Teaching II PCK
Music I PCK  MusicII PCK
Visual Arts PCK  Material Development PCK
Teaching Science PCK  Scientific Research Methods GE
School Experience PT  Special Education PCK
Classroom Management PK  Community Service Practices GE
Methods of Teaching I PCK  Measurement and Assessment PCK
Statistics GE Interpersonal Relationships GE

Semester VII Semester VIII

Parent Involvement and Education PCK  School Readiness & Transition to Ele. Sch. PCK
Elective 11 GE Research Project I1 GE
Research Project 1 GE Elective III GE
Field Experience I PT  Elective IV GE
Elective I GE  Turkish Education System and School Mng. PK
Guidance PK  Field Experience 11 PT

PCK: Pedagogical Content Knowledge courses; PT: Practice Teaching courses;

PK: Professional Knowledge courses; GE: General Education courses
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APPENDIX C

MoNE EARLY CHILDHOOD TEACHER COMPETENCIES

Yeterlik Alani 1- Gelisim Alanlar

Yeterlik 1- Geligim alanlarin1 desteklemek i¢in egitim siirecini planlayabilme

Al Diizeyi

A2 Diizeyi

A3 Diizeyi

= Okul 6ncesi egitim program
dogrultusunda yillik plan
yapar.

= Giinliik 6grenme siirecini
planlar.

= Egitim program
dogrultusunda ¢ocuklarla
birlikte 6grenme siirecini
planlar.

= Planlama yaparken
¢ocuklarin bireysel
farkliliklarini ve ihtiyaglarini
g0z oniinde bulundurur.

= Planda tiim gelisim
alanlarina ait etkinliklere
dengeli bigimde yer verir.

» i¢ ve dis mekanlardan
dengeli bigimde
yararlanmay1 planlar.

= Cocuklarm kendi
ogrenmelerini kendilerinin
inga edecegi sekilde egitim
stirecini planlamaya dahil
olmalarmi saglar.

Yeterlik 2- Egitim ortamini

diizenleyebilme

Al Diizeyi

A2 Diizeyi

A3 Diizeyi

= Egitim ortamini1 planina
uygun olarak diizenler.

= {Igi koseleri olusturur.

= Egitim ortamini gocuklarin
gelisim 6zelliklerine ve
gereksinimlerine gore
diizenler.

» {lgi koselerinin dzelliklerine
gore yerlerini belirler.

* iIgi koselerive material
raflarini ¢ocuklarin bagimsiz
olarak kullanabilecekleri
sekilde diizenler.

= Egitim ortaminin estetik,
temiz ve diizenli olmasini
gozetir.

= Uygun yasam alanlari, agik
hava, miizeler, yakin ¢evre
gibi mekanlardan egitim
ortami olarak yararlanir.

= Egitim ortamini ¢ocuklarin
yaraticiligini ve problem
¢6zme becerilerini
destekleyecek sekilde
diizenler.

= {lgi kdselerini siirekli canli
tutmak icin ek malzemeler
bulundurur.

= {Igi koselerine ek
malzemeler saglamak i¢in
¢ocuklarin ve ailelerin
destegini alir.

Yeterlik 3- Materyal secebi

Ime, kullanabilme ve hazirla

yabilme

A1 Diizeyi

A2 Diizeyi

A3 Diizeyi

= Egitim ortamindaki
materyalleri kullanim
bilgisine sahiptir.

= Mevcut materyalleri saglik
ve glivenlige, amacina ve

= Materyal hazirlarken
¢ocuklarin goriislerini
dikkate alir.

= Materyallerin ¢ok amagli
kullanimint saglar.

cocuklarin geligim

= Gelistirilebilir,
giincellenebilir ve ilgi ¢ekici
materyaller hazirlar.

= Cocuklarin material
gelistirmelerine firsat verir.
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ozelliklerine uygunlugunu
dikkate alarak kullanir.

= Cocuklarin gelisim
diizeylerine ve amacina
uygun, basit, sad eve
anlasilir materyaller hazirlar.

= Materyallerin gocugun rahat
erisimine, kullanimina agik
ve dayanikli olmasini
gozetir.

= Meslektaglarina material
gelistirme ve kullanma
konusunda rehberlik eder.

= Material konusunda
yenilikleri takip eder.

Yeterlik 4- Egitim faaliyetlerini yiirlitebilme

Al Diizeyi

A2 Diizeyi

A3 Diizeyi

= Cocugun saglik, fiziksel
ihtiyaclarini ve duygusal
giivenligini saglar.

= Planladig1 zamana uyar.

= Cocuklarin bireysel
ihtiyaglarini karsilamak ve
firsatlardan yararlanmak i¢in
uygulamalarinda zaman
zaman esnek davranir.

» Ogrenme temalarini giinliik
yasamdan ve ¢ocuklarin
ilgilerinden ve
ihtiyaglarindan yola ¢ikarak
seger.

= Farkli 6grenme ihtiyaci olan
cocuklarin geligim
diizeylerini, hizini, tiiriinii ve
o0grenme stillerini
belirlemeye yonelik ailelerle
ve ilgili uzmanlarla isbirligi
yapar.

= Cocugun egitim siirecine
aktif katilimin1 6nemser.

= Cocugun basarabildigi
adimlar i¢in onu takdir eder,
basaramadig1 adimlar i¢in
cesaretlendirir.

= Bireysel, kii¢iik grup ve
biiyiik grup etkinliklerine yer
verir.

» Ogrenme siirecince cocugun
akranlariyla ve yetigkinlerle
etkilesimde bulunmasini
saglar.

= Cocuk gelisimine ve
egitimine iliskin
arastirmalari ve
meslektaslarinin
deneyimlerini aragtirir.

= Ogrenme siirecinde
¢ocuklarin zevk almalarint
ve eglenmelerini dnemser.

= Etkinlikler aras1 gegisleri
ayarlayarak zamani etkili
kullanr.

= Okul disindaki 6grenme
ortamlarindan yararlanor.

= Cocuklarin gelisimlerini her
yonden desteklemek
amaciyla drama, alan geziler,
grup tartigmast, birbirlerine
Ogretme, gosteri, soru-yanit,
deney, model alma, dykii,
egitsel oyun ve isbirlikgi
O0grenme gibi yontemleri
kullanir.

= Probleme dayali 6grenme,
projeye dayali 6grenme,
beyin firtinas: gibi
tekniklerle gocuklara
arasstirma, kesfetme, sorun
¢6zme, elestirel diisiinme ve
karar verme deneyimlerini
yasayarak kazanabilecekleri
ortamlar hazirlar.

= Cocugun her tiirlii cabasini
destekler, gelismesini ve
O6grenmesini glidiiler.

= Bireysel, kiigiik grup ve
biiyiik grup etkinliklerine
dengeli bigimde yer verir.

= Cocuk gelisimine ve
egitimine iliskin 6zgiin
uygulamalar gelistirir.

= Sicak ve demokratik sinif
atmosferi yaratir.

= Cocuklarin kendi planlarim
yiiriitmelerine rehberlik eder.

= Cocuklarin zaman etkili
kullanmalarini saglar.

= Cocuklarin 6grendiklerini
giinliik yagama aktarmalarini
saglamak icin firsatlar
yaratir.

= Etkinlikleri, egitim
ortamlarini, yontem ve
teknikleri ¢ocuklarin farkli
O0grenme gereksinimlerine
gore uyarlama ve etkinlikler
diizenleme konusundaki
deneyimlerini
meslektaslariyla paylasir.

= Diinyada uygulanan farkli
okul 6ncesi egitim
yaklagimlarini
uygulamalarina yansitarak
O0grenme siirecini
zenginlestirir.

= Cocugun kendi kendini
giidiilemesini saglar.

= Cocuklarin kendi segtikleri
kiigiik grubun bir tiyesi
olmasi i¢in firsat verir.

= Cocuk gelisimine ve
egitimine iliskin arastirma
sonuglarini, deneyimlerini ve
0zglin uygulamalarini
uluslararasi diizeyde
meslektaslariyla paylasir.
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Yeterlik Alani 2- Ailelerle iletisim, aile katilimi ve aile egitimi

Yeterlik 1- Ailelerle iletisim kurabilme ve aile katilimini saglayabilme

A1 Diizeyi

A2 Diizeyi

A3 Diizeyi

= Veli toplantilari, gelis-gidis
zamanlari, telefon
gorlismeleri, oukl ziyaretleri,
yazigmalar ve duyuru
panolart gibi yollarla
ailelerle iletisim kurar.

= Ailelerle cocugun gelisimi,
egitim program ve idari
bilgiler hakkinda bilgi
paylasiminda bulunur.

= Ailelerin egitim
etkinliklerine katilimini
belirleyerek aile katilimini
saglar.

= Ailelerin ¢couklarin
O0grenme siirecini
gbzlemlemesi i¢in firsatlar
yaratir.

= Konferanslar, gazeteler,
haber mektuplari, el
kitaplari, teyp kayitlar ve
fotograflar gibi yollarla
ailelerle iletisim kurar.

= Ailelerin ¢esitli
becerilerinden egitim
ortamlarinda yararlanir.

Ailelerin 6grenme siirecine
katilimi i¢in gesitli
alternatifler sunar.

Ailelerin kurumla ve
O0grenme stireciyle ilgili
kararlara katilimini saglar.

= Ailelerin gesitli sosyal-
kiiltiirel, sanatsal etkinliklere
katilim1 i¢in organizasyonlar
diizenler.

® Cocuklarla ailelerin birlikte
egitim siirecinde etkin rol
aldiklar1 organizasyonlar
diizenler.

Yeterlik 2- Aile egitimi etkinliklerini yiiriitebilme

Al Diizeyi

A2 Diizeyi

A3 Diizeyi

= Aileleri ¢esitli kurumlarin
aile egitim etkinliklerine
katilmalari i¢in yonlendirir.

= Ailelerin egitim ihtiyaglarimi
analiz ederek uzman destegi
alir, bu dogrultuda aile
egitim programlari diizenler.

= Aileler arasinda paylasim
toplantilar1 diizenler.

= Sade dil, ugyun material,
yasamdan somut drnekler ve
ihtiyaca uygunluk gibi
ozelliklere dikkat ederek
ailelere yonelik egitim
programlari hazirlar.

= Hazirladig: aile egitim
programlarini degerlendirir
ve daha genis kesimerle
paylasir.

= Ailelere egitim programini
degerlendirebilecekleri
firsatlar yaratir.
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Yeterlik Alam 3- Degerlendirme

Yeterlik 1- Egitim programini degerlendirebilme

A1 Diizeyi

A2 Diizeyi

A3 Diizeyi

= Uyguladig1 egitim
programini giinliik, aylik ve
yullik periyodlarla
degerlendirir.

» Ogrenme siirecini ¢ocuklarin
katilimiyla degerlendirir.

= Uyguladig1 egitim
programini degerlendirmek
icin alternative yontemler
bulur ve kullanir.

Yeterlik 2- Cocuklarin geli

simini degerlendirebilme

Al Diizeyi

A2 Diizeyi

A3 Diizeyi

= Cocugun ilgilerini,
gereksinimlerini ve
aligkanliklarini ortaya
¢ikaracak temel tanima
teknikleri kullanir.

= Cocuklarin gelisimlerini
takip etmek amaciyla
gozlem, gelisimsel testler ve
portfolyo degerlendirme
yontemlerini kullanir.

® Cocugun gelisimine ait
degerlendirme sonuglarini
ailelerle paylasir.

= Cocugun ilgilerini,
gereksinimlerini ve
aligkanliklarini ortaya
¢ikaracak teknikleri kullanir.

= Cocuklarmn geligimlerini
standart testler, control
listeleri, portfolyolar, oyun
gdzlem formlari, anekdot
kayitlari, 6z degerlendirme,
akran ve aile degerlendirmesi
gibi ¢esitli yontem ve
araglarla degerlendirir.

» Uyguladig1 egitim
prgoraminda edindigi
degerlendirme sonuglarini
analiz ederek yeni
uygulamalarina yansitir.

= Degerlendirme sonuglarini
cocuklarin gelisimlerini
desteklemeye yonelik
kullanur.

= Cocugun gelisimini
degerlendirmek i¢in 6zgiin
araglar hazirlar ve kullanir.

= Cocuklarin gelisimlerini
degerlendirmek amaciyla
gelistirdigi yontem ve
teknikleri meslektaslari ile
paylasir.
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Yeterlik Alani 4- iletisim

Yeterlik 1- Etkin dinleme becerisini gelistirebilme

A1 Diizeyi A2 Diizeyi A3 Diizeyi
= Jletisimde bulunurken goz = Cocuklar1 konusurken goz = Cocuklarin etkin dinlemeyi
temasi kurar ve g6z hizasini temasi1 kurmalar1 igin aligkanlik haline

korur.

= Konugma sirasinda
¢ocuklarin soziinii kesmeden
dinler.

= Cocuklarin etkin dinleme
becerilerini gelistirmek igin
ilgili alanlar1 belirler.

= Her gocukla iletigim i¢in
yeterli zaman ayirir.

= Etkili dinlemeyi saglamak
icin ses, vurgulama, jest ve
mimiklerini dogru kullanir.

yonlendirir.

= Cocuklar1 birbirlerinin s6ziinii
kesmeden dinlemeleri
konusunda yonlendirir.

= Cocuklarin dinleme
becerilerini soru-cevap,
tekrarlama, 6zetleme,
tamamlama ve sergileme gibi
yollarla gelismelerini saglar.

= Cocuklarin etkin dinleme
becerilerini gelistirmek i¢in
ilgi ¢ekici etkinlikler tasarlar
ve uygular.

= ¢ocuklarin etkin dinleme
becerilerini gelistirmek
amaciyla her ¢gocugun
kendine has dinleme
yontemini kesfeder.

= Etkin dinlemeyi saglamak
i¢in ¢ocuklarin ses tonu,
vurgulam, jest ve mimikleri
dogru kullanmalart i¢in
etkinlikler diizenler.

= Etkin dinleme i¢in ¢ocuklarin
bireysel farkliliklarina uygun
materyaller kullanir.

getirmelerini saglar.

= Etkin dinleme icin dinleme
materyalleri hazirlar ve
meslektaslariyla paylagir.

Yeterlik 2- Empati kurabilme becerisini gelistirebilme

A1 Diizeyi

A2 Diizeyi

A3 Diizeyi

® Empati kurma becerisine
sahiptir.

® Cocuklarin empati kurma
becerisini gelistirmeleri i¢in
onlar1 bagkalarinin
ihtiyaglarindan,
ozelliklerinden ve
duygularindan haberdar eder.

® Cocuklarin empati
becerilerini iligkilerine
yansitmalarini saglar.

Yeterlik 3- Kendini s6z, beden ve sanat yoluyla ifade edebilme becerisini

gelistirebilme
Al Diizeyi A2 Diizeyi A3 Diizeyi
® Beden dilini kullanir. ® Cocuklarda “ben dili” ® Cocuk-aile-okul-toplum

® [letisimde sevgi ifadelerini
kullanir.

® [letisimde sesini ve beden
dilini dogru kullanarak

kullanabilme becerilerini
gelistirecek etkinlikler
diizenler.

® Cocugun kendine has iletisim
yontemini kesfederek iletisimi

arasindaki iletisimi her
yonden gelistirmek igin
rehberlik eder.
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model olur.

® Cocuga duygu ve
diistincelerini ifade edebilme
firsatlar1 verir.

® Cocuklarin bagkalari ile
iligkilerini yonetebilme
becerisini gelistirebilecek
O0grenme yasantilari
diizenler.

baslatmak i¢in kullanir ve
gelistirir.

® Cocuga miizik, resim, dans ve
drama gibi tekniklerle
¢ocugun kendini farkli
sekillerde ifade edebilmesine
yonelik 6grenme yasantilar
diizenler.

® Cocuklarm ses tonu,
vurgulama, jest ve
mimiklerini dogru
kullanmalart i¢in etkinlikler
diizenler.

Yeterlik 4- Bilisim teknolojilerinin giinliik yasamda kullanimina ait farkindalik

gelistirebilme

Al Diizeyi

A2 Diizeyi

A3 Diizeyi

® Bilgi teknolojilerini iletisim
kolaylagtirict amaglarla
kullanr.

= Bilgi teknolojilerinden
Ogrenme ortamlarinda
faydalanir.

® Cocuklarm bilgi
teknolojilerini tanimalarini
saglar.

® Cocuklarin teknolojiyi
giinliik yagantilarinda
amacina uygun olarak
kullanmasi i¢in firsatlar

yaratir.
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Yeterlik Alan1 5- Yaraticilik ve Estetik

Yeterlik 1- Arastirma, kesfetme ve alternafi ¢6ziim yollar iiretme becerisini

gelistirebilme

Al Diizeyi

A2 Diizeyi

A3 Diizeyi

® Aragtirma, kesfetme ve
alternative ¢6ziim yollar1
iiretme becerisini kullanarak
cocuklara model olur.

® Cocuklarin sorunlarini
onemser ve cevaplarini
bulmalart i¢in onlara
rehberlik eder.

® Sorulara cevap vermeleri
icin ¢cocuklara zaman tanir.

® Cocuklarin yaratici
cabalarima, 6zgiin
goriislerine, degisik ve
sastrtic fikirlerine saygi
gosterir ve onlar tegvik
eder.

® Cocuklar1 aragtirma ve kesif
yapabilecekleri mekén,
materyal, kisi ve kayaklara
yonlendirir.

® Cocuklar giinliik yasamdan
problem durumlartyla karsi
karsiya getitrir.

® Cocuklarin yeni fikirlerine
karsi agik ve esnektir.

® Cocuklara problem durumlari
vererek derinlemesine
arastirma, elestirel diisiinme,
neden-sonug iligkisi kurma,
deneme, karar verme, sorun
¢O0zme firsatlar1 sunar.

® Cocuklarin yeni deneyimler
kazanmalarini saglayacak
Ozgiir bir 6grenme ortaminda
caligmasina ve oyun
oynamasina firsat verir.

® Cocuklara mantik ¢aligtiran
materyalleri inceleme ve
kullanma firsatlart sunar.

® Cocuklar1 yeni fikirlere agik
ve esnek olmaya 6zendirir.

® Cocuklarin tahminde
bulunmalarini, ipucu
kullanmalarini saglayict
ortamlar hazirlar.

® Etkinlikler sirasinda ¢ocuklari
“Daha farkli nasil olabilir?”
gibi diislinmeye yoneltici
sorularla alternatiflerin
varligindan haberdar eder.

® Cocugun kendi kendine
calisip gesitli teknikleri
kesfedecegi ve doyum
saglayacagi ortamlar
hazirlar.

Yeterlik 2- Ozgiin iiriinler olusturma becerisi gelistirebil

me

A1 Diizeyi

A2 Diizeyi

A3 Diizeyi

® Cocuklar1 6zgiin iirlinler
iretebilmeleri igin
cesaretlendirir.

® Cocuklarin hayal giiglerini
iiriinlerine yansitmalarini
saglar.

® Cocuklar1 kendilerinin ve
akranlarinin {iriinlerine saygi
duymalar1 i¢in
cesaretlendirir.

® S6zel ve somut irtinleri
iceren yaraticiligt
desteklemek i¢in uygun
etkinlikler tasarlar ve ¢ok
cesitli materyallerden
faydalanir.

® Cocuklarm 6zgiir bir 6grenme
ortaminda ¢aligmasina
firsatlar verir.

® Her ¢ocugun kendi becerisini
sergilemeye yonelik grup
organizasyonlari olusturarak
¢ocuklarin {irtinlerini
arkadaslariyla paylasmalarina
olanak yaratir.

® Cocuklarin duygu ve
diisiincelerini olusturduklari
iriine yansitmalarina olanak
saglamak i¢in bir¢ok teknigi
birlikte kullanabilecegi
ortamlar hazirlar.

® Duvarlar, koridorlar, tavan,
zemin ve bahge gibi gocugun

® Cocuklarin birbirlerinin
iirlinlerini ve siireci
degerlendirmelerine olanak
saglar.

® Yaraticilig1 destekleyen
0zgilin materyaller hazirlar.
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® Her ¢ocugun kendi
becerisini sergilemesine
olanak saglar.

® Cocuklarm kendi {irtinlerini
sergilemeleri i¢in firsatlar
verir.

cevresini olusturan egitim
ortamlarini sergileme alani
olarak kullanir.

Yeterlik 3- Estetik anlayisi

ve secicilik becerilerini gelistirebilme

A1 Diizeyi

A2 Diizeyi

A3 Diizeyi

= Cocugun gevresindeki
giizelliklere duyarl olmasim
ve zevk almasini saglar.

= Cocugun yasami ve sanat
dallarindaki estetik
ozellikleri fark edebilmesine
yonelik serge, resim, heykel
galerilerine, miizelere, doga
alanlarina gezi diizenleme
ve miizik dinletileri gibi
yasantilar hazirlar.

® Cocugun yasadig1 ortami
estetik anlayigina gore
diizenlemesi i¢in firsatlar
verir.

® Cocuklara duygu, diisiince,
hayal giicii gibi kavramlarin
birbiriyle ve yasamla
baglantisini kurmalar i¢in
rehberlik eder.

® Herhangi bir miizik aletini
etkinliklerde kullanir.

® Gorsel sanatlara ait farkl
teknikleri etkinliklerinde
kullanma yetenegine
sahiptir.
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Yeterlik Alam1 6- Okul ve toplumla isbirligi yapma

Yeterlik 1- Cocuklarin ulusal bayram ve torenlerin anlam ve 6neminin farkina
varmalarini ve katilimlarini saglayabilme

Al Diizeyi

A2 Diizeyi

A3 Diizeyi

= Cocuklara ulusal bayram ve
torenlerin anlam ve 6nemini
hissettirerek katilmalar1 i¢in
tesvik eder.

* Cocuklarin ulusal bayram ve
torenlerin anlam ve éneminin
farkina varmalarini ve
katilmalarini saglar.

® Cocuklarin ulusal bayram
ve torenlerde 6zgilin
hazirliklar yapmalarina ve
uygulamalarina yonelik
rehberlik yapar.

Yeterlik 2- Ulusal bayram ve torenmerin yonetim ve organizasyonunu yapabilme

A1 Diizeyi

A2 Diizeyi

A3 Diizeyi

= Téren yonetmeligi
dogrulltusunda bayram
organizasyonlarinda gorev
alir.

= Ulusal bayram ve téren
organizasyonlarinda tim
Ogretmenlerle igbirligi icinde
calisir

= Diger okullarla igbirligi
i¢inde ulusal bayram ve
toren organizasyonlari

yapar.

Yeterlik 3- Okulun kiiltiir ve 6grenme merkezi haline getirilmesinde toplumla

isbirligi

Al Diizeyi

A2 Diizeyi

A3 Diizeyi

= Okulun kiiltiir ve 6grenme
merkezi haline
getirilmesinde okulun ve
kendisinin sorumlulugunun
farkindadir.

= Okulun bulundugu ¢evrenin
ekonomik, sosyal ve egitim
bakimlarindan ihtiyaglarin
belirler.

= Okulun kiiltiir ve 6grenme
merkezi haline getirilmesinde,
okulun toplumla iletisiminin
arttirilmasinda ve ¢evrenin
ekonomik, sosyal ve egitim
bakimlarindan ihtiyaglarinin
karsilanmasinda toplumla
birlikte ¢6ziimler iiretir.

= Okulun kiiltiir ve 6grenme
merkezi haline
getirilmesinde, okulun
toplumla iletisiminin
arttirilmasinda ve ¢evrenin
ekonomik, sosyal ve egitim
bakimlarindan ihtiyaglarinin
karsilanmasinda toplumla
birlikte uyguladigi projeleri
farkli gevrelerle paylasir.
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Yeterlik Alani: 7- Mesleki gelisimi saglama

Yeterlik 1- Mesleki gelisimini belirleyebilme

A1 Diizeyi

A2 Diizeyi

A3 Diizeyi

= Kendini degerlendirmek icin
¢esitli 6z degerlendirme
formlar1 kullanir.

= Cocuklarin gelisimlerini
desteklemek i¢in
meslektaslariyla goriismeler
yapar ve alaniyla ilgili bazi
kaynaklar1 inceler.

» Ozdegerlendirme
sonuglarindan yararlanarak
mesleki yagsamina yon verir.

* Ornek uygulamalari
arastirmak ve uygulama
stirecine yansitmak i¢in
internet ve medya tirtinlerini
kullanir, diger kurumlardaki
uygulamalari takip eder.

= Cocuklarm gelisimini
desteklemek i¢in ihtiyag
duydugu konu ile ilgili kurs,
bilimsel toplanti, hizmet igi
egitim ve seminerlerden
faydalanir.

» Ozgiin bir 6z degerlendirme
formu hazirlar ve kullanir.

= Mesleki gelisim stirecinde
¢ocuk, veli, meslektas ve
idarecilerin goriislerinden
yararlanir.

= Cocuklarin gelisimini
desteklemek i¢in
iiniversiteler, sivil toplum
orgiitleri gibi ilgili kurum ve
kuruluslardan destek alir.

= Bilimsel aragtirma yontem
ve tekniklerine gore
hazirlanmis okul 6ncesine
yonelik proje, makale gibi
iriinler ortaya koyar.

= Mesleki bilgi ve donanimint
meslektaslariyla paylasir.

® Alaniyla ilgili akademik
diizeyde caligmalar yapar.
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APPENDIX D

INFORMED CONSENT FORM

Goniilii Katihm Formu
Bu calisma, ODTU Egitim Bilimleri Boliimii yiiksek lisans &grencisi Giilgin
Giilmez Dag tarafindan Prof. Dr. Ali Yildirim danismanliginda yliriitiilen bir tez
caligmasidir. Ankara ilini kapsayan bu calismada amag, katilimcilarin mezun
olduklar1 Okul Oncesi Ogretmeni Yetistirme Programimin profesyonel 6gretmenlik
hayatlarindaki etkililigini incelemektir. Calismaya katilim tamamiyla goniilliiliik
temelinde olmalidir. Ankette, sizden kimlik belirleyici hi¢bir bilgi istenmemektedir.
Cevaplarimiz tamamiyla gizli tutulacak ve sadece arastirmacilar tarafindan

degerlendirilecektir; elde edilecek bilgiler bilimsel yayimlarda kullanilacaktir.

Anket, genel olarak kisisel rahatsizlik verecek sorulari icermemektedir. Ancak,
katilim sirasinda sorulardan ya da herhangi baska bir nedenden &tiirii kendinizi
rahatsiz hissederseniz cevaplama isini yarida birakip ¢ikmakta serbestsiniz. Bdyle
bir durumda anketi uygulayan kisiye, anketi tamamlamadiginizi séylemek yeterli
olacaktir. Anket sonunda, bu caligmayla ilgili sorularimiz cevaplanacaktir. Bu
caligmaya katildiginiz i¢in simdiden tesekkiir ederiz. Calisma hakkinda daha fazla
bilgi almak icin Egitim Bilimleri Boliimii Ogretim Uyesi Prof. Dr. Ali Yildirim
(Tel: 210 4026; E-posta: aliy@metu.edu.tr) ya da Egitim Programlar1 ve Ogretim
Anabilim Dali Aragtirma Gorevlisi Giil¢in Gililmez Dag (Oda: 307; Tel: 210 4045;

E-posta: ggulcin@metu.edu.tr) ile iletisim kurabilirsiniz.

Bu calismaya tamamen goniillii olarak katiliyorum ve istedigim zaman yarida
kesip ¢ikabilecegimi biliyorum. Verdigim bilgilerin bilimsel amach yayimlarda
kullanilmaswint kabul ediyorum. (Formu doldurup imzaladiktan sonra uygulayiciya
geri veriniz).

Isim, Soyisim Tarih Imza
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APPENDIX E

INTERVIEW FORM

Goriisme Formu
Merhaba,
Orta Dogu Teknik Universitesi Egitim Bilimleri Béliimii'nde arastirma gorevlisi ve
yiikksek lisans ogrencisiyim. Yiiksek lisans tezimde 4 yillik Okul Oncesi
Ogretmenligi program1 mezunlarinin aldiklar1 egitimi mesleki yasamlarina etkileri
acisindan nasil degerlendirdiklerini arastirmaktayim. Bu nedenle Okul Oncesi
Ogretmenligi program1 mezunu ve alanda calisan bir okul &ncesi dgretmeni olarak

sizin gorlsleriniz calisma i¢in biiylik 6nem teskil etmektedir.

Gorligmede paylasacaginiz tim bilgilerin gizli tutulacagini, arastirma raporunda
isminizin ve kurumunuzun kesinlikle yer almayacagmi belirtmek isterim.  Izin
verirseniz gorismeyi kaydetmek istiyorum. Bu, not almadan dolay1 olusacak zaman
kaybini onleyecektir. Gorlismemizin yaklasik 1 saat siirecegini diisliniiyorum.
Giilgin Giilmez Dag
ggulcin@metu.edu.tr
Sorular

1. Oncelikle 6zgegmisinize ait bazi sorular sormak istiyorum. Hangi okuldan kag
yilinda mezun oldunuz? Ayni1 alanda lisansiistii egitim aldiniz m1?

2. Ne kadar siiredir 6gretmenlik yapiyorsunuz? Farkli okul deneyimleriniz oldu
mu? Hizmet i¢i egitimlere (kurum i¢i ve dis1) katildiniz m1? Bunlar1 ne derece
yararli buldunuz?

3. Nitelikli bir okul Oncesi O0gretmenini nasil tanimlarsiniz? Sizce okul 6ncesi
ogretmenlerinin sahip olmasi gereken en Onemli yeterlikler ve ozellikler
nelerdir?

a. Cocuk gelisimi bilgisi ve pedagojik donanim agisindan
b. Giinliik plan, sinif yonetimi ve degerlendirme agisindan

c. Aile katilimi1 ve okul-aile-68retmen iliskileri agisindan
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4. Okul 6ncesi 0gretmenligi lisans programi mezunu bir 6gretmen olarak kendinizi
bu yeterlikler bakimindan nasil degerlendiriyorsunuz?

a. Kendinizi basarili buldugunuz yeterlikler nelerdir? Okul oncesi ogretmenligi
boliimiinden mezun bir ogretmen olarak “Evet, ben bu yeterlige sahibim”
dediginiz durumlar oldu mu?

b. Programin hi¢ deginmedigi ama sizin gelistirmeye ihtiya¢ duydugunuz bir
yeterlik alan1 var m1? “Bu alanda kendimi eksik hissediyorum” dediginiz bir
durum oldu mu?

c. Ogretmen egitini siirecinde iizerinde durulmayan ancak sizin daha sonra
kazandiginz (hizmet igi egitim ya da meslektaslarimizin yardimiyla)
yeterlikler var m1? Bunlar mesleginiz agisindan ne derece 6nemli?

5. Bir 6gretmen olarak, mezun oldugunuz programi size sagladigr mesleki bilgi ve
beceriler bakimindan agidan nasil degerlendiriyorsunuz? Programin sizi nitelikli
bir 6gretmen olarak yetigtirmedeki etkisi hakkinda ne diisiiniiyorsunuz?

a. Kavramsal ve Kuramsal agidan

b. Uygulamalar acisindan

c. Yontem bilgisi ve becerisi agisindan

d. Meslegin 6zellikleri acisindan

e. Okul dncesi egitim sistemini ve kurumlarini tanima agisindan

6. Okul oOncesi Ogretmenligi programindaki dersler 4 ana baghk altinda
toplanmaktadir: Alan bilgisi dersleri, genel kiiltiir dersleri, uygulama dersleri,
ogretmenlik meslek bilgisi dersleri. Sizce bu 4 igerik okul Oncesi Ogretmen
egitiminde esit oneme mi sahiptir, yoksa bazilart daha m1 6nemlidir? Neden?

7. Bu 4 alan disinda nitelikli 6gretmen yetistirmek i¢in Ogretmen egitimi
programlarinda yer almasi gereken baska boyutlar ya da alanlar olmas1 gerekir
mi? Neden?

8. Programdaki alan bilgisi derslerini 6gretmenliginize etkisi agisindan nasil
degerlendiriyorsunuz? Bu ders grubundaki derslerle ilgili bir diizenleme
yapmaniz istenseydi ilk yapacaginiz degisiklik ne olurdu? (Sayi, icerik, islenis,

eklemeler, ¢cikarmalar)
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10.

11.

12.

13.

Programdaki 0Ogretmenlik meslek bilgisi derslerini 6gretmenliginize etkisi
acisindan nasil degerlendiriyorsunuz? Bu ders grubundaki derslerle ilgili bir
diizenleme yapmaniz istenseydi ilk yapacaginiz degisiklik ne olurdu? (Sayi,
icerik, islenis, eklemeler, ¢ikarmalar)

Programdaki genel kiiltiir derslerini 6gretmenliginize etkisi acisindan nasil
degerlendiriyorsunuz? Bu ders grubundaki derslerle ilgili bir diizenleme
yapmaniz istenseydi ilk yapacaginiz degisiklik ne olurdu? (Say:, icerik, islenis,
eklemeler, ¢cikarmalar)

Programdaki uygulama derslerini Ogretmenliginize etkisi acgisindan nasil
degerlendiriyorsunuz? Bu ders grubundaki derslerle ilgili bir diizenleme
yapmaniz istenseydi ilk yapacaginiz degisiklik ne olurdu? (Say:, icerik, islenis,
eklemeler, ¢cikarmalar)

Okul deneyimi ve dgretmenlik uygulamasi sizce ne derece yeterli olmaktadir?
(Zamanlama, siire, kapsam, destek ve denetim a¢ilarindan)

Mezun oldugunuz programin daha nitelikli okul Oncesi Ogretmenleri
yetistirebilmesi i¢in sizce neler yapilabilir? Neler degismeli, neler artmali ya da
azalmalidir?

a. Kavramsal ve Kuramsal agidan

b. Uygulamalar acisindan

c. Yontem bilgisi ve becerisi agisindan

d. Meslegin 6zellikleri agisindan

e. Okul 6ncesi egitim sistemini ve kurumlarini tanima agisindan
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APPENDIX H

SAMPLE CODED INTERVIEW

Interviewee: Participant G Date: 27.04.2011  Duration: 1:17:31

Ogretmenim Mehmet Akif Universitesi degil mi? Kac girislisiniz?
Mehmet Akif Universitesi 2007 mezunuyum ama sey olarak girdim.
Siileyman Demirel Universitesi idi biz girdigimizde, Burdur Egitim, son yil
iz ¢ikarken Mehmet Akif Universitesi oldu, bizi de Mehmet Akif ¢ikisl
yaptilar.

Girisiniz Siileyman Demirel Universitesi 2003 mii 0 zaman?

2003 hemen, 2002 mi acaba? 2003 2003. Tarihleri ben tutamam da aklimda.
2007 de mezun oldunuz. ilk buraya m1 atandimz yoksa baska okulda
m1 basladimz?

Kirsehir Kosker lkogretim Okulu’nun anasinifina atandim. iki yil orada
gorev yaptim, stajyerligim sonra buraya es tayiniyle geldim ben. Burada da
ictincii yilim.

O zaman hic¢ 6zel okulda falan ¢cahismadiniz.

Yok hi¢. Direk devlette bagladim.

Lisansiistii egitime devam ettiniz mi?

Hayir, yok.

Ister misiniz?

Yani aslinda bir ara diisiindiim ama sonradan iste disaridan girmenin zor
olacagini falan duydum, hani {iniversitedekilere daha 6ncelik tanindigini,
ondan sonra da vazgectim bir daha da istemedim. Ama aslinda gerekli
olabilir alan i¢in, insanin kendini gelistirmesi i¢in. Bilmiyorum tabi igerigi
ne kadar, ¢ok farkli seyler soyliiyorlar ama..

Peki 6gretmenim dort yilik gayet giizel bir deneyiminiz var. Sizce
nitelikli bir 6gretmenin 6zellikleri nelerdir?

Bir kere ¢ocugu sevmeli bence yani 6gretmenlikteki en dnemli etken bence
¢ocugu sevmek, ¢iinkii ¢ok 6gretmen var ¢ocuga bakarken tiksinerek bakan
ogretmenler ¢ok fazla, istemeyerek. Sonra verici olmali bence, verebilmeli,
her konuda verici olmali. Bilgi anlaminda da duygusallik olarak da verici
olmali ¢ilinkii ¢ocuklar ¢ok kiigiik, 6zellikle bizim alanimizda. Cok kiigiikler,
cok masumlar, verici olmali. Bagka ne diyebilirim...

Bilgi birikimi acisindan?

Bilgi birikimi acisindan da donanimli olmali bir kere. Kendini gelistirmeli.
Bir giin televizyondan, bilgisayardan, okumadan geri kaldiginizda diinyanin
gerisinde kaliyorsunuz artik. Her sey ¢ok ¢abuk degisiyor, bizim alanimiz
da Oyle. Her giin yeni bir sey oluyor, takip etmeli ¢agi, kendini yenilemeli,
okumali. Bilgi birikimi agisindan da dedigim gibi, her giin yeni bir sey
cikiyor, takip etmeli kendini yenilemeli. O begenmedigimiz hizmet ici
egitimler mesela. Faydali olani da ¢ok fazla, onlara katilmali. Béyle bence.
Cocuk gelisimi bilgisi acisindan?

Cocuk gelisimi bilgisi de bence sey ¢ok Onemli, ¢cocugun seviyesine
inebilmek ¢ok dnemli. Hani bir karikatiir, bir ¢izimde vardi. Cocuk asagidan
konusuyor, biiyiik yukaridan anlamiyor. Oyle olmamali, ¢ocuga inebilmeli.
Cocuk gelisimini tanimali, cocuk ne yaptiginda ne anlatmak istiyor bunu
bilmeli. Hani biraz da o isin sifresini ¢6zmesi gerekiyor bence. Cocuk
geligimi a¢isindan da o 6nemli bence, takip etmeli, onunla ilgili de ¢ok fazla
sey var. Her giin yeni bir sey olusuyor. Yani bence en 6nemlisi takip etmek,
yeniligi takip etmek, kendini gelistirmek.
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Peki yillik plan hazirlarken bir 6gretmen, iyi bir plan hazirlayabilmesi
icin 6gretmenin neler bilmesi gerekiyor?

Vallahi yilik plan genelde hazirlamiyoruz artik, hani hazir planlar
kullaniyoruz ama programa hakim olmali ilk basta, alanina hakim olmali.
Hani o ¢ocugun ne istedigini, ne verebilecegini bilmeli. Nasil verebilecegini
de bilmeli, yani kafasinda ¢ok giizel bir sey vardir ama bunu c¢ocuga
indiremiyorsa.. Dort yasindaki c¢ocuklarla ugrasiyoruz, bes yasindaki
cocuklarla ugrasiyoruz, ona indiremiyorsa hi¢bir anlami1 yok bence. Plan
hazirlarken de dedigim gibi alani bilmeli, kime ne verecegini bilmeli, buna
gore bir plan hazirlamali, kendini bilmeli, ortami. Hepsi birbirini etkiliyor
bunlarin. Ama plan ¢ok da, zaten motamot bagli kalinmiyor planlara, o
yiizden biraz da deneyim ¢ok dnemli. Yani yillar gectikge {izerine bir seyler
koyuyorsunuz ve etkisi oluyor.

Peki iletisim becerileri acisindan bir 6gretmende bulunmasi gereken
ozellikler nelerdir, ailelerle olsun, cocuklarla olsun, yonetimle olsun?
Bir kere elestiriye agik olmalisiniz bizim alanimizda ¢iinkii bizim alanda
cocuktan daha ¢ok aileyle diyalog icindesiniz ¢ocuk kendini ifade
edemedigi icin ya da size kars1 da aileye karsi da kendini tam olarak
anlatamadig1 i¢in ¢ocuk, siz devamli iletisim halindesiniz aileyle. O yiizden
acik olmak gerekiyor. Aileler, herkesin ¢ocugu goz bebegi, cok degerli ve
size biraktiginda endiseleri ¢ok fazla oluyor. Bazi elestiriler yersiz olsa da
ben genelde alttan almaya calistyorum g¢ilinkii ¢ok degerli bir seyini
birakiyor bize. Iletisim becerisi acisindan da diyalog kurabilmeli insanlarla
ve suglayici olmak yerine belki alttan almak. Ciinkii ailelerle bu problem
cok yasaniyor. Herkes i¢in onlar ¢ok degerli ve onun eksigini gormek, onun
olumsuz bir yoniinii gérmek aile i¢in yikim oluyor. Bunlart iyi ifade
edebilmeli diye diigiiniiyorum bir veliye. Karsisina gegis, sunu sunu sunu
var demek yerine belki dnce onlardan bir seyler dinleyip, ¢iinkii suclayici
olunmadiginda kendileri de ilk dnce eksileri gordiiklerini belirtince onun
tizerine girmek bence daha giizel oluyor. Aile anlatiyor, sunlar sunlar oluyor
hocam, evet, diyip onun {izerine okulda da goriiyorum demek bence daha
mantikli. Iletisime agik olmali ve suglayict degil de dinleyici olmak lazim
biraz. Cocuk i¢in de boyle. Hani ¢ocugun karsisina gecip her seyi anlatmak
yerine biraz o ne anladi, o ne istiyor, o ne yapmak istiyor, bunu dinlemek
bence daha mantikli 6gretmen i¢in. Olmali en azindan.

Peki degerlendirme gibi de bir konu var, c¢ocuklarin
degerlendirmesinin yapilmasi gerekiyor.

Bence saghkli bir sey degil bizde degerlendirme. Ozellikle kazanmm
degerlendirme formlarinda verilen bagliklar var, bana ¢ok saglikli gelmiyor
acikcast. Hani sunu yapiyor mu, bazen ¢ok iyi yapiyor, bazen hi¢ iyi
yapamiyor. Hani Oyle bir degerlendirmedense bizi m verdigimiz gelisim
raporlart benim i¢in daha saglikli. Ciinkii orada bir alan vermis, sunlari
yapabiliyor sunlar1 yapamiyor demek bence, dokmek daha iyi geliyor bana.
Ciinkii dedigim gibi bir not verme Sl¢iitiimiiz yok zaten. Anekdotlar mesela.
Onlar bence kazanim degerlendirme kisimlarindansa bdyle sozel ifadeler
anaokulunda degerlendirme i¢in daha saglikli bence.

Onlan velilerle paylasiyor musunuz?

Tabii. Gelisim raporlarini internetten yayimliyoruz artik, Milli Egitim’in
sitesi e-okul’da. Son 1iyi {ii¢ yildir olmasi lazim, Kirsehir’deyken
yapmiyordum ¢ilinkii. Son iki {i¢ yildir devamli velilere duyuruluyor,
¢iktilari da veriliyor, internetten onlar da takip edebiliyorlar.

Zorunlu mu bunu yapmak?

Zorunlu, tabii artik zorunlu. internet ortamma dékmemiz gerekiyor oraya
girip. Ciktistm da alip yine ailelere gonderiyoruz ama internetten
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bakabiliyorlar m1 tam emin degilim.

Giizel bir sey.

Tabi en azindan aile goriiyor, daha saglikli geliyor. Aileye anlatiyorsunuz
bir seyleri, nerede eksik gordiigiiniizii, zaten destek istiyorsunuz ¢cogunlukla.
Peki boyle bir degerlendirmeyi yapabilmek i¢cin 6gretmen nasil olmah
siifta?

Cocugu tantyor olmal1 bir kere 6gretmen. Hani ¢ocuklari tanimali, ¢ocuklari
gozlemlemeli. Bir kere bizim serbest zaman etkinligi diye bir saatimiz var,
benim okulda en ¢ok sevdigim saatlerden biridir ¢iinkii ¢ocugu dogal
ortaminda gdzlemliyorsunuz. Hani salmissiniz, serbest, istedigi oyuncakla.
Tutumu nasil, arkadaslariyla nasil iliski kuruyor, gdzlemci olmasi
gerekiyor, objektif olmasi gerekiyor. Nihayetinde karsisindaki sadece bir
cocuk. Tamam insan1 bazen bezdirebiliyorlar, ¢ok hareketli oluyorlar ama
en onemlisi bence iyi bir gdzlemci olmali. Cocuk nerede neyi yapiyor, ne
zaman yapiyor bunu fark edip tarafsiz bir sekilde yorumlayabilmeli bence.
Milli Egitim Bakanhgi da buna benzer dgretmende bulunmasi gereken
ozellikler var diyor, bizim bahsettiklerimizin hepsini igceriyor. Ona ek olarak
materyal se¢me, kullanma, hazirlama, egitim ortamini diizenleme, egitim
stirecini planlama uygulama, aile egitimi, teknoloji, yaraticilik, toplumla
olan iligkiler, ulusal bayramlar ve mesleki gelisim.

Bunlan diisiindiigiiniiz zaman kendinizi nasil degerlendiriyorsunuz bu
alanlarda?

Yani higbir zaman yeterliyiz diyemeyiz, dememeliyiz de ¢iinkii hani artik
ben oldum dediginiz anda her seyden elinizi eteginizi ¢ekmis olursunuz ama
sOyle bir sey var. Ben goreve yeni basladim, yani dort yil oldu, asla kendimi
yeterli gormityorum, dedigim gibi her giin bir seyler 6renmeye ¢alistyorum.
Cok  sansliyim, bir [bagimsiz] anaokulunda ¢alistyorum  ve
faydalanabilecegim ¢ok tecriibeli Ogretmenlerimiz var. Ama ben yani
duyarli bir 6gretmen oldugumu diigsiiniiyorum bu bahsettigimiz 6zellikler,
nitelikler konusunda da. Bence bunlarin hepsi ¢ok énemli seyler. Bir sinifa
girdiginizde o simifin egitim ortaminin hazir olmasi igin bir seyler yapmaniz
veya materyal kullanimi. Mesela bugiin semsiye c¢alismasi yaptirdim ben
artik materyalden. Onlar1 biz yaparken ayni zamanda bilgisayardan yagmur
sesi dinledik. Yani tamamlamaya c¢alistyorum elimden geldigince, imkanlari
kullanmaya c¢alisiyorum materyal olarak, ne verebilirim. Ciinkii ¢ag artik
cok hizli degisiyor ve ¢ok fazla kaynak var. Siz burada oturup ¢ocuklara iste
su soyledir bu boyledir degil de, zaten ¢agin cocugu dyle bir halde ki ilgisini
¢ekmeniz ¢ok zor. Onun ilgisini ayakta tutmaniz i¢in devamli bir seyler
tretmeniz  gerekiyor. Bayramlar konusunda da ilgili oldugumuzu
diistiniyorum, etkinliklerimiz ¢ok fazla. Dedigim gibi zaten bu c¢agin
cocugunu doyuma ulastirmaniz igin kendinizi yenilemeniz gerekiyor.
Aileler ¢ok uyanik, aileler ¢ok farkinda. O yiizden elimden geldigince ben
uymaya ¢alistyorum, kendimi yenilemeye ¢alistyorum. Ama dedigim gibi
asla ben hepsine sahibim, tabii, bende hepsi var, yeterli, diyemem. Ama
elimden geldigince hepsini takip ediyorum ve niteliklerin hepsini tagimaya
calistyorum.

Peki mezun oldugunuz program sizi bu o6zellikler acisindan nasil
yetistirdi, onu degerlendirirseniz?

Vallahi ben programdan ziyade {iniversitenin, egitim fakiiltesinin iyi bir
fakiilte oldugunu diisiiniiyorum. Ogretmenlerimiz ¢ok donanimliyd. Bir de
kiigiik bir {iniversiteydi zaten, kiigiik bir fakiilteydi; birebir diyalog kurma
sansimiz ¢ok fazlaydi. Ama sOyle de bir sey var, asla okul ve, ya da egitim
hayatiyla okul hayati birbirini tutmuyor. Orada anlatilanlarin ¢ogu havada
kalabiliyor buraya geldiginizde ¢iinkii orada olmasi gerekeni anlatiyorlar, en
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iyi nasil olabilir onu anlatiyorlar fakat buraya geldiginizde, ozellikle
gittiginiz bir kdy ortamiysa, kirsal kesimse, “Hani ya?” dediginiz ¢ok
oluyor. “Nerede bana anlattiklar1? Boyle miydi, hani sdyle olacakti,
cocuklar iyiydi, algis1 agikt1?” ¢ok bocaliyorsunuz ama dedigim gibi benim
iiniversitem iyi bir tiniversiteydi, iyi bir egitim aldigim1 diisiiniiyorum ben,
iizerine de elimden geldigince bir seyler koyuyorum. Programa gelince,
yani bence giizel bir programdi diyebilirim, tam olarak hatirlamasam da her
seyi. Yani destegi cok fazla, tabii egitim olmadi m1 olmaz zaten asla. Bence
katkis1 biiytik.

Lise cikisimz?

Genel liseydi.

Bazen meslek lisesi ¢cikish olabiliyor 6gretmenlerimiz.

Evet bizim bdlimiimiizde ¢ok fazlayd: da ben genel liseliyim.

Peki teoriyle pratik ortiismedi dediniz. Ne gibi farkhhklarla
karsilastiniz mesela, 6zellikle ilk senelerde?

Ilk senelerde. Simdi s6yle, kulaklar1 ¢inlasin bizim bir hocamiz vardi, o asla
begenen bir kadin degildi. Asla begenmezdi, bu olmaz, gotiiriin,
planlarimizi  ¢izer ¢izer geri gonderirdi. O dedigim gibi ¢ok
mitkemmeliyetciydi, cok ugta olmasini isterdi her seyin, yaraticiligin ¢ok
fazla kullanilmasini. Ama kdye gidiyorsunuz, kdydeki ¢ocuklar daha seyin
farkinda degil, sizin o bahsettiginiz seyleri bilmeyen o kadar fazla ¢ocuk var
ki. Bir mesela yaraticilik konusunda, su an tam 6rnek veremiyorum, g¢ok
belki abes de olacak ama ablamin anlattigi, ablam da dgretmen benim, onun
bir o6rnegi vardi mesela. O da bir koyde c¢alisiyordu, dondurmadan
bahsediyorlar, onu anlatacak, ¢ocuk “Dondurma ne ki 6gretmenim?”” demis.
Ya o kadar iiziildiim ki diyor ¢ocuk dondurmay1 bilmiyor. Dedigim gibi ¢ok
abes, u¢ bir drnek oldu ama sizin anlattiginiz seyleri bilmeyen o kadar ¢ok
cocuk var ki. Sizin ugmak olarak nitelendirdiginiz, yaraticilig1 konusturmak
icin yaptiginiz o kadar ¢ok sey var ki, cocuklar1 konusturamadigim
zamanlar ¢ok oldu mesela. Cocuk evde konusmadigi i¢in, destek gormedigi
icin o kadar pasif, i¢ine kapali gocuklar var ki, hani 6yle bir durumda, ya da
cok kalabalik siniflar mesela. Ogretmenler birebir ilgiden [bahsediyorlardi]
ama o kadar kalabalik ki siz oturtabildiginize ya da iste bir boyamayi
yaptirdiginiza razi oldugunuz c¢ok ortam var. Ben yine sanshymm I¢
Anadolu’da yaptim ilk gorevimi sonra da buraya geldim ama doguda
calisan, doguda iicra koselerde calisan ¢ok arkadasim var, mesela onlarin
anlattigl. Nohut &grenciler bu taraflara, nohut toplamaya gelirlermis,
“Nerede?” diyordu bizim islediklerimiz falan. “Ben ¢ocugu iki ay
goriiyorum, iki ayda ne verirsem veriyorum.” Hani o biitin yil plan
uygulamak falan yok. Bunlar ¢ok fazla olan seyler. Gergek hayatla bizim
oradaki ¢ok fazla tutmuyor, 6zellikle kirsal kesimlerde kiiciik yerlerde.
Aklima gelenler bunlar su anda.

Sizin simfimz kalabalhik miydi?

Benim sinifim ¢ok kalabalik degildi, ben kiigiik bir yerdeydim ama iste
aileler ¢ok ilgisizdi, toplayamazdik c¢ocuklari. Cok fazla devamsizlik
problemi oluyordu. Bugiin anlatirsiniz, ertesi giin {iizerine bir seyler
koyacaksiniz; ¢ocuk yok, ya da diin gelmemis, sizin anlattiginizdan bihaber.
E zaten yarim giin egitim, 12:00’ye kadar durmaniz gerekiyor, yani dyle bir
kopukluk ¢ok oluyordu. Dayak yiyen ¢ok fazla dgrencim vardi mesela,
onlari dévmedigim igin tesekkiir eden ¢ok fazla O6grencim vardi. Hani
bunlar olunca o okulda gérdiigiiniiz, 6gretmeninizin anlattigi seyler ister
istemez geri planda kaliyor. Ilk énce o ¢ocuklar1 kazanmak i¢in, upuzun bir
stire zaten kazanmak i¢in ugrasiyorsunuz, bu sekilde gelisiyor.

Buna hazirhkhh miydimiz peki mezun olurken?
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Degildim. Isin ilging tarafi o. Zaten illa ki de okuyorsunuz, illa ki biiyiik
okullarda staj yapryorsunuz. Yani c¢ocuklar donamimli aileler 1iyi,
gidiyorsunuz geliyorsunuz ama sonra.. Hani ben hep bunun 6gretmenler
icin kotli bir sey oldugunu diisiiniiyorum. Universitede okuyorsunuz,
Ozglirsiiniiz, aileden desteginiz var, sonra sizi alip en ticra koseye atiyorlar,
biitiin o sosyallik bitiyor ve ¢ok fazla, cok zor sartlarda bir hayat bagliyor.
Zaten Ogretmen kendisi hazir degil ki ¢cocuga ne verecek? Ben o konuda
yine diyorum ¢ok sanshiydim. Bence hazir degildik, yani kimse sunu
demiyor. Iste ¢ok zor sartlarda da calisabilirsiniz, gelen ¢ocuk, Tiirkge
bilmeyen okullara gidip 6gretmenlik yapan ¢ok &gretmen var ama kimse
onlara bundan bahsetmiyor. Her seyin ¢ok giizel olacagini, giilliik
giilistanlik olacagini anlatiyor, hazirlikli degildik bence; ben degildim en
azindan.

Neler yapilabilirdi mesela bu konuda iiniversitede?

Yani bilmiyorum, belki de hani, 6zel egitim dersleri mesela. Ozel egitim
dersleri var engelli ¢ocuklar i¢in birebir egitimi anlatan. Belki onun bir
alaninda da bdyle problemler yaganabileceginden bahsedilebilir. Ciinkii eger
bir de ¢ocuk kendisinden de, {iniversitede okuyan kisi kendi ailesinden de
rahat bir kesimden geliyorsa, onlar i¢in tam bir hayal kiriklig1 oluyor. Onu
yasayan c¢ok fazla arkadasim var. Bilmiyorum belki onlardan da
bahsedilmeli ¢iinkii ger¢ek hayat bdyle bir sey. O iiniversitede anlatildig:
gibi on kisilik bir smif, iste birebir ilgi, iste karismayin o yapsin.. Oyle bir
sey yok! Gidiyorsunuz c¢ocuk, inanir misiniz bir ay boyunca sadece bos
kagitlar verip makas tutmayi dgretmeye g¢alistim ben gocuklara. Ama biz
iiniversitede staja gittigimizde o kadar iyiydi ki gittigimiz okul, ¢ocuklar her
seyi biliyor. Ikinci donem gitmistik bir de biz staja, cocuk her seyi biliyor
zaten, sakir sakir veriyorsunuz kesiyor, bizim yardimimiz bile olmazdi.
Ama ben gittim, ayni1 ilk zamanlar hazirladim planimi gidiyoruz, yok, ¢ocuk
makasi nasil tutacagini bilmiyor, parmagini kesmeye kalkiyor, hani
bilmiyorum belki bunlar daha fazla olabilir. Ya da sinif 6gretmenlerinde
birlestirilmis siniflara uygulamaya gotiiriiliir 6gretmenler, belki 6yle bir sey
olabilir. Hani uygulamanin bir haftasi daha iicra bir yerde yapilabilir,
bilmiyorum ne kadar imkanlidir da; ama bence 6gretmen buna hazirlanmali,
hazirlamalilar. Ya da her seyin boyle giilliikk giilistanlik olmayacagini
bilerek gitmeli bence.

Peki ozel egitimden bahsettik. Sizin hi¢ kaynastirma egitimine
gereksinim duyan ¢cocugunuz oldu mu simifta?

Burada yok, Kirgehir’deyken vardi. Algilama geriligi vardi g¢ocugun,
konusamiyordu zaten, kelimeleri cikaramiyordu, Abdullah. Ilk giin hig
konusmadi, siirekli altini islatiyordu. Sonra aileyle konusup belki benden
etkilendigini, bana giivenmedigini séyledik. Aile geri ald1 hani tamam dedi
biz bunu géndermeyelim o zaman ki yas1 bilyiiktii. O y1l yedi yasindaydi,
sonra ertesi yil geldi, algilamiyordu. istediginizi sdyleyin, ¢ok zordu
gercekten. Bir de aileyi ikna edip gonderemedik zaten RAM’a. Ben
[Ankara’ya] geldikten sonra arkadasimla da konustum, birinci smifta da
ayni seyler olunca gondermisler. Burada da yan siniftaki 6gretmenimizde
var bir tane, bende yok.

Bu durumu deneyimlemek nasildi, Abdullah’1?

Bence giizeldi. Yani hepimiz birer engelli adayiyiz derler ya, ¢ok fazla bu
sekilde insan var ve ben onlarin bu okullarda olmasi gerektigini
diisiiniiyorum. Asla gelmemeli, ya da olmamali gibi degil; bence olmalilar
burada. O deneyimi yasamak ¢ok giizeldi, ¢ilinkii 6zel egitim dersinde de
dedigim gibi boyle tecriibe yasayamiyorsunuz. Sadece bazi siiregen
hastaliklardan bahsediliyor, onlarla ilgili goriisiiyorsunuz. O yiizden g¢ok
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giizeldi Abdullah’la olmak. Oyle bir ¢ocukla nasil iletisime gireceginiz.
Yasam cok farkli bir sey, istedigi kadar birileri anlatsin; 6yle yap boyle yap.
O c¢ocukla olmak ¢ok ayr1 bir seydi. O ¢ocugun diinyasimi tanimak, o
cocugun nelerden etkilendigini gérmek, nelere iiziildiigiinii, nelerden mutlu
oldugunu gérmek cok giizel. Ben bu konuda sansliydim ¢iinkii {iniversitede
staja gittigimiz siifta vardi bir engelli 6grencimiz. Denge kaybi1 vardi,
onunla birebir ¢ok fazla paylasimimiz olmustu.

Okuldaki ders nasil ge¢misti bu anlamda?

O c¢ocuk c¢ok seydi ya, sinif ¢ok kabullenmisti, 6gretmenin tutumu c¢ok
giizeldi ve o cocukta biz seyi ¢ok fazla gordiik, o kadar giizel ki tiim
arkadaslar1 yardimci oluyorlardi. Ciinkii denge kaybi vardi, diisebiliyordu
ya da kendini kontrol edemiyordu, zarar veriyordu ama arkadaslari ¢ok
giizel kabullenmisti. Derslerde de tabi diger ¢ocuklar gibi faaliyet ¢ikarmasa
da masada oturmasi gerektiginin bilincindeydi, oturulmasi gerektiginde
oturup, kalkilmasi gerektiginde kalkan bir ¢ocuktu. Bir yil sonra bagka bir
okula gittiginde Ogretmenin ondan ¢ok sikdyetci oldugunu, ¢ok problem
yasadigimi duyduk, o yiizden hep demisimdir 6gretmen tutumu ¢ok dnemli
bu ¢ocuklarin iizerinde diye. Oyle bir sey, cok giizel, bence insan bunu
yasamali. Belki de ogretmenleri Oyle bir smifa da gondermeliler,
hazirlanmasi i¢in, bilmesi i¢in ¢iinkii zaten sizi anlayan, ne konustugunuzu
bilen ya da sizin onu anladiginiz bir ¢ocukla iletisime ge¢cmek her insanin
yapabilecegi bir sey. Ama ozel egitime gereksinim duyan kaynastirma
ogrencilerinde bence asil onun egitimi verilmeli biraz da ¢iinkii §0yle bir
sistem var ki onlar1 bu sisteme dahil ediyorlar, edecekler de, etmeliler de.
Ama dahil ederken dgretmeni de bence biraz daha hazirlamalilar. Sadece bir
ozel egitim dersi diyip kitap vermek yerine bir donem onun uygulamasina
gitsin 6gretmen ya da gitmiyorsa dahil etmemeleriler. Ben o alanda bir
kopukluk oldugunu diisiiniiyorum sistemde.

Hizmet ici var miydi bu alanda?

Hizmet i¢i iste dedigim gibi gegenlerde hiperaktiviteye gittik. Diger tiirlii
gittigimiz.. bir tane otizme gitmistik. Ama dedigim gibi onlar da birebir
yasamakla birinin anlatmas1 aym degerde degil bence. Iste 6zel egitim dersi
gormiistiik, anlattt hocamiz dyle olmali bdyle olmali ama o ¢ocugu birebir
gormek, ¢ocukla birebir diyaloga girmek.. Ben sansliydim dedigim gibi. En
azindan nelere tepki verecegini az ¢ok kestirebiliyorsunuz ama hi¢ onu
gérmeden goreve baglayan 6gretmenler ¢ok fazla.

Ve iyi de bir 6gretmen gormiissiiniiz anladigim kadariyla stajda.

Evet ¢ok ¢ok ¢ok iyi bir 6gretmendi. Dedigim gibi ayn1 ¢ocuk bir yil sonra
duyuyoruz ki ¢ok kotii bir 6grenci gelmis falan. Kim o 6grenci dedik, ismini
sOylediler, dedim olabilir mi? O ¢ocuk o kadar uyumlu, o kadar giizel bir
hayat siiriiyordu, 6gretmen ¢ok 6nemli o yilizden.

O anlamda staj 6@retmenleri genel olarak nasildi?

iki yil gittik staja, ii¢ y1l, ikisi uygulamaydi biri gozlemdi. Son yil gittigim
Ogretmen, Berna Ogretmen ¢ok iyi bir dgretmendi, engelli 6grencimin
oldugu. Cok iyi bir 6gretmendi o her seyiyle. Orada neden bulundugunun
farkinda olan, o ¢ocuklara neler vermesi gerektiginin farkinda olan, alana
hakim. Geng bir bir 6gretmendi aslinda ama ¢ok iyi bir gretmendi. ik yil
gittigimiz gozlemdi. Biz ¢ok kiigiiktiik, heniiz ¢ok farkinda degildik, onu
adamakilli hatirlamiyorum desem yeridir. Bagka bir 6gretmenim daha vardi,
o da yani ¢ok aklimda kalan bir 6gretmen degildi agik¢asi. Ama o engelli
cocugumuzun dgretmeni ¢ok donanimli, ne yaptigini bilen bir 6gretmendi
bence.

O zaman destek acisindan nasil degerlendirirsiniz 6gretmenlik
uygulamasin birebir géormek ac¢isindan?
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Cok giizel bir sey bence. Bir iiniversitede belki de en iyi olan sey ne diye
sorsaniz bana uygulama derim. Kesinlikle. Biz ii¢ yi1l gittik, her biri yarim
donemdi sanirim, bence daha fazla bile olabilir ¢iinkii kiz meslek liselerinin
bu yonden c¢ok sansli olduklarin1 diigiiniiyorum ben. Devamli igin iginde
yetigiyorlar ¢iinkii haftada ii¢ glin geliyorlar. Bence ¢ok giizel bir sey. Bir
Ogretmen yetistiriyorsaniz o isin mutfagina sokmak, o ise sokarak
yetistirmek bence ¢ok farkli bir sey. Clinkii ne kadar anlatirsaniz anlatin, su
smifa girip kapiyr kapatmadan, o ¢ocuklarla yalniz kalmadan higbir sey
Ogrenilmiyor. Bence iiniversitedeki programdaki en giizel sey uygulamalar.
Bu anlamda siireyi nasil buluyorsunuz, haftada bir giin, yarim giin?
Bence dedigim gibi o yetersiz. Hi¢ olmamasindansa olmasi ¢ok giizel ama
yetersiz bence daha fazla olmali ¢ilinkii ne kadar ¢ok o isin i¢ginde olursa
gozlemleme sanst daha fazla oluyor ve gorerek yasayarak Ogrenme
okumaktan her zaman igin daha faydali. Ogretmenin 6grenciyle diyalogunu
goriiyorsunuz, dgrencinin Ogrenciyle diyalogunu goriiyorsunuz. Her seyi
gorebiliyorsunuz gozlemleyebiliyorsunuz, i¢indesiniz. Problemi yeri geliyor
cocukla birebir siz yasiyorsunuz ve ise basladiginizda oradan aldiginiz ¢ok
sey oluyor. Stajyerlerime hep onu sdylerim, yaptiginiz banaysa 6grendiginiz
kendinize. Yani senin 6grendigin sey bende kalmayacak, o yiizden bence
cok 6nemli, siire daha fazla olmali. Belki haftada iki giin, belki kiz meslek
liselerindeki gibi {i¢ giin.

Denetim nasildi, hocalariniz geliyor muydu uygulamalarimzi izlemeye?
Bizim hocalarimiz her hafta gelirdi. Denetim de ¢ok giizeldi, kiigiik bir
iniversite oldugu i¢in ben onun bizim i¢in bir avantaj oldugunu
diisinmiisiimdiir hep. Cok rahat diyaloga gegebildigimiz, c¢ok rahat
ulasabildigimiz Ogretmenlerimiz vardi ve ¢ok denetlenirdik. Staja
uygulamaya ¢ikmadan 6nce dgretmenimizle ¢ok fazla iletisime girerdik ki
hepimizin planlarini kontrol etmeden gondermezdi; geldikten sonra da o
giin stajdan sonra aksam dersimiz vardi. Orada da ne oldu, yasanilanlar
hakkinda konusuyorduk, ¢ok giizeldi o yani, ¢ok dolu doluydu.

Stajin iizerine konusmak gercekten ¢ok iyi bir fikirmis.

Tabi tabi. Neler gorildiiginii, neler yasandigini, hani bana anlatmak
istediginiz bugilin olaganiistii bir sey var mi. Hi¢ unutmam, hiperaktif
oldugu iddia edilen bir ¢ocugum vardi stajda, bir giin onunla ilgili
konusmustuk &gretmenimle, sandalyeye ters oturdu demistim. O da belki
yaratict bir ¢ocuktur demisti. Cok gilizeldi o giin aklinizda kalanlarin
degerlendirmesini yapmak bence ¢ok giizel bir uygulamaydi.

Hala goriisityor musunuz?

Hala gériismiiyorum ama istedigimde ulasabiliyorum. Cok sik
gorlismiiyoruz ama aklima takildi dedigimde numaralar1 var zaten,
goriisebilecegim dgretmenler. Ya da gecerken ugradigimizda arkadaglarimiz
geliyorlar  gidiyorlar, selamlari1 aliyoruz devamli. Bence kiigiik
tniversitede olmak bu agidan daha yararh ya da daha fazla
bulabiliyorsunuz. Bilmiyorum belki ben kiigiik {iniversitede yasadigim igin
belki biiyiik tiniversiteleri bilmiyorum ama, bu bir sans, bu bir artrydi. Halen
daha da oyle.

Peki aldigimz alan derslerini genel olarak degerlendirecek olursak?
Cok memnun kaldiginiz dersler, ya da biraz daha islenseydi gibi.

Okul dncesi egitime giris. Mavi bir kitab1 vardi galiba onun, giizel bir dersti
zaten ben alani ¢ok seviyordum, halen daha da seviyorum o yiizden, bir de
hep sey olarak diisliniirdiim. Bizim alanimiz insan yetistirme isi oldugu i¢in
ve higbir sey olmasa bile ileride anne olacagiz bu yiizden alan benim ilgimi
hep ¢ok ¢ekerdi. Cocuk gelisimi ve psikolojisi en en sevdigim derslerden
birisiydi ve ¢ok doluydu. T dgretmenimiz vardi, uygulamaydi bizim ¢ocuk
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gelisimi ve psikolojisi derslerimiz, devamli uygulama yapardik. Biz islerdik
dersi, yanlis hatirlamiyorsam, evet, bu davranis bozukluklarini falan gruplar
halinde alip, grup ortaminda, zaten bir drama salonumuz vard: orada birebir
dramasini1 yaparak islerdik, ¢ok yararli bir dersti. Anne ¢ocuk sagligi ve
beslenmesi daha ¢ok hamilelik iizerine bu dersle ilgili hatirladiklarim, ¢ok
dolu dolu gegen dersler degildi ki bence bizim olmazsa olmazimiz gibi de
degil sanki. Tabii ki de beslenme konusunda bir seyler bilmeli 6gretmen
saglik acisindan da ama zaten iki saat almigtik sanirim. Miizik 6gretimi ¢ok
bos gecen bir dersti, cok daha farkli islenebilirdi. Cok sigdi bence
yiizeyseldi, alandan daha farkliydi. [lkogretim diizeyindeydi bizim
ogrendigimiz sarkilar. Ben onlar1 mesela buraya geldikten sonra, ne kadar
degisik sarkilar oldugunu burada dinledim ve tecriibeli 6gretmenlerimden
ogrendim, sonra stajdaki bir 6gretmenimiz vardi, cok daha eglenceli sarkilar
oldugunu. Standart yas satarim bal satarimlarla gegti miizik derslerimiz. O
yiizden bence i¢i daha doldurulabilir. Yine kavram gelisiminde de hep
uygulamaydi bu dersimiz, siirekli bizler bir seyler hazirlardik. Hareket
gelisimi ve egitimi degil de beden egitimiydi bizim, bu da ¢ok s1§ bir dersti
mesela. Onunla ilgili, hi¢ unutmuyorum ront hazirlamistik, gayet bizim
yapabilecegimiz, biiylik bir insanin yapabilecegi rontlardi. Onu da
uygulamaya geldigimizde 6greniyorsunuz. Cocuklar i¢in ¢ok daha farkli
cok daha fazla oyun Ogretilebilir bence. Beden egitimi da sanki ¢ocuklara
bir seyler dgretmektense Ogrenciyi rahatlatmaya yonelik gibiydi bizim
iniversitede aldigimiz. Oyun dersiyle ilgili ¢ok sey hatirlamiyorum, yani
oyunun ¢ocuk iizerindeki etkisinden falan bahsedilmisti, teorik bir dersti.
Konusma ve yazma egitimi, gayet kotii bir dgretmenim vardi, bize kiisiip
kiisiip giderdi. Dersi on dakikada bitiren bir 6gretmendi, adamakilli hi¢bir
sey hatirlamiyorum o dersle ilgili. Resim dersi.. Resimle miizik konusunda
ayni seyi diisliniiyorum ben. Resimde ¢ok farkli uygulamalar yaptik hatta o
zaman arkadaslar da derdi “Bunun bizim alanimizla ne ilgisi var? Ne
isimize yarayacak?” diye. Bence resim konusu okul &ncesinde, diger
tiniversiteler de ayni durumda m1 bilmiyorum ama, ¢ok amacina asla hizmet
etmeyen bir ders resim. O ¢ocuklarin seviyesiyle, o cocuklarin ilgileriyle hig
alakast olmayan, yani bence ¢ok.. resim dersi {izerine ¢ok egilmeli. Cocuk
edebiyatinda da cocuk kitaplartyd: da hi¢ &yle degildi ya. iste bunlar
mesela, ¢cocuk edebiyatinda ben hi¢ orda adamakilli bir sey dgrenmedigimi
fark ettim buraya geldikten sonra. Buradaki kaynaklarin dolulugu. Diyorum
ya sistemin igine girmek ¢ok farkli. Adamakilli bir sey hatirlamiyorum.
Kukla metni yazdirmistt hocamiz bir onu hatirliyorum o dersle ilgili de.
Bizim bilgisayar 6gretimi dersimiz bize 6gretimiydi, yani ¢ocuklarla alakali
higbir sey yoktu ¢ilinkii sinifta ¢cok fazla bilgisayar bilmeyen 6grenci vardi;
biz 6grendik yani bilgisayari. Sayfalar dolusu yazilar yazdik; ¢ocuklara
Ogretimi adina higbir sey yoktu. Fen ve matematik 6gretimi.. Matematik
Ogretimi vardi diye hatirliyorum fen’i toparlayamiyorum da. Yani bu da gok
siirlt bence. Sadece bir donem almistik galiba emin degilim ama bence
bizim iilkemizde matematik ¢ok biiylik bir problemken bunun temelini
verdigimiz ¢ocuklarin 6gretmenine bir donemde bunu nasil dgrettiginizi
diisiiniiyorsaniz bence kocaman bir soru isareti olmali orada, ¢cok sigdi o da
dedigim gibi. Sadece toplamanin nasil yapilacagini, ikilerle oradan iiclerle
oradan gibi o sekilde anlatilip gegilmisti. Anne-baba egitimi X 6gretmeninin
verdigi bir dersti. Iste belki bunda da &gretmen dnemli bilmiyorum, anne
baba egitimi giizel bir dersti, devamli seminerlerimiz olurdu. Dolu dolu
gecen bir dersti ve bence ¢ok énemli bir ders. Ozel egitimi de konustuk,
bence onun da uygulamasi olmali, belki dnemde bir defa belki iki defa onu
bence yasatmalilar 6gretmene. O ortama dgretmen girmeli bence. Ilkyardim
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dersi.. [Bazi1 okullarda yok, siz aldiniz m1?] inanin hatirlayamiyorum, saglik
dersi olarak gegmis miydi tam emin degilim. Bunu seyde gérmiistiik, staj
adayligin kalkmasi i¢in verilen hizmet igi egitimde. Yaraticilik, ¢cok giizel
bir dersti. Dedigim gibi “Ugun!” diyen bir 6gretmenimiz vardi, bizim bile
yaraticiligimiz tavan yapmisti. Bence ¢ok glizel bir sey yaraticilik, bir
Ogrenciye kaliplar uygulatmaktansa. Ciinkii yaratmaya c¢ok agiklar, ¢ok
yaraticilar. Belki iizerine en fazla diislilmesi gereken ders diye
diistinliyorum ¢iinkii bu isi yapacak kisinin yaraticiligi yoksa o zaten olan
seylerden bahsediyorsa bunun hi¢bir anlami yoktur. O ylizden okul 6ncesi
esittir yaraticilik olmali. Dedigim gibi ¢ocuklar ¢ok agik, ama onlarin
basindaki insan onlar1 sinirlayan, yapmayin etmeyin diyen biriyse higbir
anlami kalmaz. Okul 6ncesinde drama.. Drama derslerimiz de ¢ok ¢ok ¢ok
eglenceli, ¢cok giizel gegerdi. Cok giizel bir ders bence, dramayla yaraticiligi
ben hep bagdastirmisimdir her zaman ¢ilinkii drama yontemini kullanmaniz
icin de yaraticiligimizin geligsmis olmasi gerekiyor. Cok giizel bir ders, okul
oncesinde mutlaka olmasi gereken, Ogretmenin smifta da devaml
kullanmas1 gereken bir yontem bence drama, dramatizasyon ve ben g¢ok
kullaninim ¢ok da severim. Cocuklarin de ¢ok eglendigini diisiiniirim, ¢ok
eglendigini ¢cok 0grendigini dogal bir sekilde gelistigi icin. Ruh saghig: ve
uyum bozukluklari. Su gelisim psikolojisinde bahsettigim enim buydu
sanirim uygulamali olarak aldigimiz. O da dedigim gibi ¢ok bizim birebir
isledigimiz, bizim anlattigimiz bir dersti. Ben bizim iiniversitemizdeki
hocalarin en ¢ok su yontemini severdim. Biz asla “Hadi oturun siralara
anlatayim”. Birka¢ dersin disinda bunu hi¢ yasamadik, hep bizdik aktif
olan. Bence bu ¢ok dnemli bir sey, insanin yasayarak dgrenmesi ¢ok daha
onemli bir sey. Materyal gelistirme dersi kendimi en ¢ok zorladigim, ve en
¢ok “Vay be, neler olurmus” dedigim derslerden birisi ¢linkii her hafta farkli
bir konu onunla ilgili bir materyal, ¢ok giizeldi. Bunlarin hepsinin ben
yaraticiligi  destekledigini, yaraticilikla olustugunu diisiiniiyorum ve
kesinlikle bir 6gretmende olmasi gereken bir sey. Bir bardaga baktiginizda
onun bardaktan bagka ne olabilecegini ya da iki tane bardagi yan yana alip
bundan ne ¢ikarabilecegini okul dncesindeki bir 6gretmen bilmeli. Bu onun
icin sadece bir koltuk olmamali bence. Okul dncesinde 6gretim yontemleri..
Bunun ¢ok dolu dolu gectigini diislinmilyorum, zaten planlama ve
degerlendirmeyle Ogretim yontemleri derslerimiz  ayniydi. Okulda
yasadigimiz en biiyiik talihsizlik sanirim plan hazirlarken bize ilkokul
planlari hazirlatti 6gretmenimiz, evet ¢ok ilging bir yontemdi. Biz son yil o
bahsettigim X dgretmenimize durumu anlattik. Uygulamaya gidecegiz, plan
yapacagiz ve plan yapmayi bilmiyoruz. Sag olsun bir dénem boyunca hem
ogretim yontemleri dersine girdi, hep plan yapmay1 6gretmisti bize. Bence
cok giizel bir sey 6gretim yontemlerini bilmesi 6gretmenin, bakig agisini
geligtirebilmesi i¢in, ¢ocuklarin bakis agisin1 gelistirmesi igin, ¢ocuklara
farkli segenekler sunmasi i¢in ¢ok Onemli. Sadece her seyi bir tartigma
yontemiyle bir beyin firtinasiyla ¢ézemeyecegini, bir alti sapka diistinme
teknigi. Bence bunlar ¢ok giizel, problem ¢6zme yoOntemleri, hepsini
kullanmasi yani o gocugu da tekdiizelikten kurtartyor, o siniftaki rutinlikten
kurtartyoruz. Haydi bunu bugiin sdyle yapalim dediginizde ¢ocugun da
ilgisini ¢ekiyor, degisik bir sey veriyorsunuz. Ya da a evet onu kullanalim
dediginizde. Bence ilgiyi, sinif dinamigini ayakta tutabilmek icin gereken
bir sey. Planlama degerlendirme dedigim gibi bizim en sanssiz oldugumuz
konulardan biriydi ama sagolsun X 6gretmenimizle onu da hallettik.

Meslek bilgisi dersleri?

Bence oOgretmenlik meslegine giris..cok.. yani hatirlamiyorum da,
hatirlamaya ¢alisiyorum. Biraz smif &gretmenligine yonelik olarak
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hazirlanmistt diye kalmis aklimda. Sinif ydnetimi dersimizde de yine
uygulamali olarak, filmlerden kesitler sunarak isledigimiz bir dersi, bence
cok giizeldi orada yapilan yanlislar1 bulup ya da tespit edip yaptigimiz.
Gizel, ¢ok giizeldi.

Genelde 6gretmenlerin zorlandig bir alandir simif yonetimi.

Kesinlikle evet. Iste o da uygulamaya dokiince birebir, dyle yapmn bdyle
yapin demek yerine oradaki seyleri gozlemliyorsunuz ve disaridan bakan
siradan bir insan olunca yapilan hatay1r daha net goriiyorsunuz. Belki
bircogunu biz de yapiyoruz ama disaridan bakmak ¢ok daha mantikli.
Rehberlik dersinde de yani..sanirim Rehberlik ve Psikolojik Danisma diye
gegiyordu, mavi bir kitab1 vardi onun da. Yani zaten bir 6gretmenin iyi bir
rehber olmas1 gerekiyor aileye ¢ocuga. Rahatsizlig1 olan bir ¢ocugu tespit
etmek. Bazen Oyle zamanlar oluyor ki aileden, anne babadan daha fazla
zaman gegiriyorsunuz, daha fazla gézlemleme imkéniniz oluyor. O yiizden
rehberlik gerekli bir ders dgretmenin. Tam igerigini hatirlamiyorum ama
onu da dzel egitim dersini veren §gretmenimiz veriyordu, yerinde bir dersti.
Gelisim ve 0grenme bence ¢ok hakkini veren derslerden birisi ¢linkii o
kadar fazla sey goriiyorsunuz ki orada. Aslinda orada goriirken o kadar fark
etmiyorsunuz ama uygulamaya gectigimizde aa evet boyleymis dediginiz,
benim dedigim, ¢ok fazla sey vardi gelisim ve Ogrenmede. Bir kere
“gelisgim”. Eger karsinizdaki insanin hani durumda ne yapacagmi ya da
hangi ¢agda ne yapacagini bilmezseniz onu taniyamazsiniz. Onu saglayan
bu dersti bence. Mesela konusma bozukluklarinin ne zaman tespit
edilebilecegi, ne zaman bunu problem olarak goriip aileye sdylenebilecegi
bunlarin hepsi bu derste mevcuttu bence, ¢ok giizeldi. Uygulamalar.. zaten
kesinlikle olmas1 gereken.

Genel kiiltiir?

Bilgisayar. Bilgisayar dersleri biz almistik, 6gretimi degildi bizim dersimiz.
Ogretimi olarak ¢ok zayifti, ders daha doldurulmali ama bilgisayar
kesinlikle bir dgretmenin bilmesi gereken bir sey, giiniimiizde o6zellikle,
bizim smiflarimizda bilgisayar var ve c¢ocuklarimizin hepsi bilgisayar
kullanmay1 biliyor. Ogretmenin bilmemesi bence diisiiniilemez. Insan
anatomisi ve fizyolojisi. Bu dersi de gormiistik ama bir ders gormiistiik
sanirm, aklima bir sey kalmamus. Iste sistemler falan vardi, ya bilinmeli
mutlaka eksik ne gerek var degil, sonugta insanla ugrasiyorsunuz yani ne
kadar iyi tanirsamiz bu sizin arttmizadir. Ama dedigim gibi pek
hatirlamiyorum. Yabanci dil dgretmenimizde sOyle bir bakis acist vardi
bizim: “Size gerekli degil bu dersler” gibi baktig1 i¢in verimli degildi zaten
cok da dersler. Atatiirk ilke ve inkilaplart kesinlikle tartisilmaz derslerden
birisi, hep derim, g¢ok kii¢iilk yasta geliyor tam ne verirseniz almaya
misaitken, bunlari bir 6gretmenin bilmeden baskasina 6gretmesinin imkani
yok, bunlart kesinlikle bilmeli, yasadigi iilkenin farkinda olmali,
kaynaklarmi, kurucusunu, her seyini bilmeli ve ona gore o c¢ocuklara
empoze etmeyi diisiinmeli. Ben bizim iilkemizdeki en biiyiik eksikliklerden
birinin bu oldugunu diistinmiisiimdiir, kii¢iik zaten ¢ocuk ne gerek var, degil
ya agac yasken egilir iste. Digarida millet boyle yapmiyor. Tiirkge sozlii ve
yazili anlatim. Konusma ve yazma &gretmenimizdi bu da [?].

Alandan degildi anladigim kadariyla?

Tiirkge 6gretmeniydi, alandan degildi ve diyorum ya sinifta ¢ok biiyiik bir
giiriiltii oldugunda kiistiim size bugiin ders anlatmiyorum siavda suradan
suraya kadar sorumlusunuz deyip giden bir 6gretmendi. Yani degisik bir
ogretmendi. Se¢meli dersler yoktu bizim standartt1 derslerimiz. Ya da varsa
da biz alan derslerini se¢mistik hep hani mesela ben dramay1 segmistim gok
severdi etkili olacagimi diisiindiiglim i¢in dramayr seg¢mistik bir de
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planlamay1 almistik planlamamiz eksik oldugu igin.

Aldiklarimizin iizerine mi almistiniz?

Aldiklarimizin {izerine. Son yil biz sinif olarak karar verdik bizim
planlamamiz eksik, ne yapalim, planlamay1 se¢elim hepimiz ¢iinkii belirli
bir sayiya ulasmadan dersler acilmazdi, o yiizden benim biri dramaydi bir
de sinif olarak planlamay1 almistik.

Peki dersler aym icerik ayn1 hoca miydi?

Yok yok dedigim gibi, o 0gretmenimiz, o 6gretmen de alan Ogretmeni
degildi ve gitti; sonra iste X Ogretmen diye bahsettigim, boyle boyle bir
talepte bulunacagiz dgretmenim siz gelir misiniz, acar misiniz, zaten gok
verici bir 6gretmendi. Tabi dedi olur, boyle bir sey yapmistik. Giizeldi
bizim i¢in segmeli dersler o eksikleri telafi etmek icin biiyiik bir firsat
olmustu. Orada kagirdiklarimizi toparlamamiz igin biiyiik bir firsat olmustu.
Disaridan se¢meli var miydi hi¢?

Disaridan yoktu, yani varsa da ¢ok su an bilgimde degil. Yani biz sey
diistinmiistiik dedigim gibi, eksigimiz var, hatta inci donem de kpss’de
cikacak diye Ogretim yontemlerini se¢mistik sanirim yani tamamen biz
alana, yani oydu mantiimiz. Bunda eksigimi oldugu i¢in bu da kpss’de
¢ikacak diye, dramayi da ben ¢ok sevdigim igin.

Seyi cok merak ettim konusurken. Ruh saghgi dersini uygulamah
olarak aldim dediniz. Ozel egitimde nasil gitti o ders?

Ozel egitimde seydi genelde kitabimiz vardi, dedigim gibi benim ozel
egitim dersinde aklimda en ¢ok kalan sey siiren hastaliklar. Ha etkisi olmadi
mi kesinlikle oldu ama Kirsehir’de okulumdayken bir giin sara krizi gegiren
bir 6grencimiz vardi ve ben tesadiifen gordiim. Ogretmenler odasina
cikarken baktim ki ¢ocuk kriz gegiriyor, hemen masanin iizerine aldik,
ogretmene dedim ki istifra edebilir kafasini yan gevirelim, dilini tutalim.
Daha once hi¢ gormiis milydiin deyin, hayir hi¢ gérmemistim ama
Ogretmenimiz gercekten cok giizel anlatmisti nasil olabilecegini ¢ok da
isime yaradi ama dedigim gibi siiren hastaliklardi 6zel egitimde bizim
gordiigiimiiz, engellilerden de bahsettik gorme engelli isitme engelli ama
diyorum ya onu orada gormek cok farkli bir sey. Mesela simdi igitme
engelli bir ¢ocuk sinifima gelse ne yapabilirim nasil iletisim kurabilirim,
deyin ki ¢ok mu iyisin, hayir degilim. Onu da belki deneyim yasadiktan
sonra gorecegim ama denge problemi olan bir ¢ocukla ¢ok daha farkli bir
iletisim kurabilirim ya da anlama eksikligi olan bir ¢ocukla ¢iinkii onlar1 bir
defa gordiim. Onu gérme agisindan bir 6zel egitim kurumuna en azindan
gbzlem yapmak i¢cin bence gidilmeli. Cocuk nelere tepki veriyor bunu
gormeden bilemezsiniz, o ¢ocukla birebir diyaloga girmeden bilemezsiniz,
biri ne kadar anlatirsa anlatsin. Smav sorumuzun birini hi¢ unutmuyorum,
gorme engelli bir gocuga mavi rengi nasil 6gretirsiniz’di. Ha bunu ben su an
biliyorum ama ne kadar iyi biliyorum? Bence asil tartisilmasi gereken bu.
Nasil 6gretebilirmisiz peki?

Total kor yokmug Tiirkiye’de tamamen kor yokmus, mutlaka bir 1sik.
Biiyiik puntolarda, biiyiik ebatlarda ¢aligilarak dgretiliyormus ama deyin ki
gelirse 6gretebilir misin? Hicbir fikrim yok. Hani bence teorikten daha fazla
bizim igimiz, ¢iink{i karginizdakiler bizde hadi suray1 oku diyebilecegimiz
insanlar degil, oku 6gren, ya da kendisinin telafi edebilecegi bir seyler yok
bizde. Biz burada ne verirsek o, o ylizden bence uygulama agirlikli olmali
her konuda, 6zel egitimse 6zel egitim. Diyorum ya ruh sagligi uygulama
yaptiginiz bir¢ok alanda goézleme gittigimiz bir ¢ok alanda fikir sahibi
olabiliyorsunuz. Ama sadece teorikte anlatilip gegildiyse o karsiniza
geldiginde suratina bakmaktan 6teye gitmeyecektir bence ve bu gelen kisi
icin bir kayiptir, onlarin zamani yok zaten, kaybedilecek zamani yok, onlar
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kag-sifir geriden basliyorlar zaten. O ylizden uygulama ¢ok 6nemli bence
bizim alanimizda, tecriibe.

Peki bu dort alan var programin temeli olarak goriilen. Aralarindaki
baglanti nasildi, programda kurulmus muydu ve bu baglanti sizce
onemli mi, birbiriyle ilintili gitmesi?

Bence tabii ki de hepsi birbirini tamamlayici seyler, genel kiiltiirii olmayan
bir 6gretmenin alan bilgisi ne kadar iyi olursa olsun, eksiktir. Sadece bu da
degildir mutlaka artilar1 vardir kisisel gelisimi de icindedir mutlaka.
Birbiriyle bence iliskili ama bizimki bence iliskiliydi, yani bilmiyorum
bence iliskiliydi ve iliskili de olmali zaten. Zaten hepsinden aldigimizi
uygulamaya doékiiyorsunuz o yiizden iliskiliydi ve iligkili olmali bence ama
yanina daha bir seyler de katilabilir, katilmali da zaten o kendisine kalmis
ogretmenin. Katilmal1 ve iligkili olmal1 birbirini tamamlayici seyler ¢linkii.
Eger meslek hakkinda bilginiz yoksa alanda ¢ok iyi olabilirsiniz ama
meslegi bilmiyorsaniz, meslegin ne yaptigindan haberdar degilseniz bu sizin
icin ¢ok biiytik bir eksiktir. Ya da dedigim gibi bilginiz mikemmeldir ama
uygulamaya geldiginizde o cocuga higbir sey veremiyorsaniz yine ayni
sekilde. Cok degerli bir miicevhersinizdir ama higbir ise yaramaz bu. O
yiizden genel kiiltiir yoksa bir 6gretmenin.. Ogretmenin durusu ¢ok énemli,
bir doktor i¢in bdyle degil, bir miithendis icin boyle degil ama 6gretmen
ornek teskil eden olarak goriiniiyor ve genel Kkiiltiir agisindan siz
oturdugunuzda iki lafi bi araya getiremiyorsaniz ya da birisi sizinle goriisme
yapmaya gelmek istediginde hayir 16 yillik 6gretmenim diyorsaniz zaten o
eksidir. Asla hi¢ kimse zaten simdi iddia etmeyelim biz ¢ok iyiyiz her seyi
biliyoruz, mutlaka bizim de eksilerimiz var eksikliklerimiz var ama bence
dedim ya az dnce bir seylere agik olmali insan elestiriye de olumsuzluga da
ve bunlar mutlaka birbiriyle iliskili olmali ve bizde dyleydi, kopuk degildi.
Zaten kopuk olmasi bence imkansiz, birbiriyle ¢ok baglantili ¢iinkii.
Aklimda 3 soru daha var. Biri bu aile egitimi. Kirsehir’de hic
uyguladimz mi1? Genelde doguya giden 6gretmenlerin aile ziyaretlerini
uyguladiklarimi duydum da goriismeler esnasinda. Onlar1 yapabiliyor
muydunuz?

Evet, yapiyorduk aile ziyaretleri. Bazen artik sey yoluyla da olsa, zorla
gitsek de oluyordu. Ama baktim ki ben bir giin aileye gidiyoruz, aileler
birbirinden farkl: tabii ki, ikramlar falan artmaya bagladi artik onlar1 okula
almaya basladim. Onlardan rica ettim, okula geliyorlardi okulda problemleri
hakkina konusuyorduk. Kiigiik bir anket diizenlemistim sizi en ¢ok rahatsiz
eden problem ne? Kardes kiskangligi vardi, daha iste baska problemleri,
bunlarla ilgili 6nce bir anket diizenledim sonra doniitleri aldiktan sonra da
onem derecesine gore kiiciik kiigiik li¢ ayda bir, iki ayda bir toplayip
yapiyorduk ve etkisi oluyordu. Anneler daha ilimliydi orada babalardan
ziyade anneler daha 1limliydi ve ¢ok yardimei oluyorlardi bana. Zaten ikinci
yilda biraz daha sizi anlayinca, ne yapmaya calistiginiz1 anlayinca onlarin
da bakiglar1 tutumlart degisiyor ve ¢ok ige yaramisti. Onlar bir zaman sonra
sizi yakin gordiikleri i¢in yasadiklari tiim problemleri anlatiyorlardi ve siz
elinizden geldigince, ya mutlaka ¢oziilecek hemen diye bir sey yok ama
elimden geldigince faydali oluyordu. En azindan o duruslari, size karst olan
onyargilari, 6gretmen yukarida onlara tepeden bakan biri olmuyor artik.
Yeri geldiginde onlar1 dinliyorsunuz ve en ¢ok ihtiyaclari olan da o zaten,
dinlenilmek onlar i¢in. Bence giizeldi, anne egitiminde orada ¢ok basarilt
olmustuk, yapiyordum ve bence Oyle yerlerde kesinlikle yapilmasi
gerekiyor.

Burada yapiyor musunuz?

Burada okul ¢apinda yapiyoruz, bireysel, anne babalar degil de okul ¢capinda
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psikologlar geliyor. Bu yil Aysegiil Neftci olmasi lazim, uzman psikolog, o
geldi. Cok giizeldi mesela, ¢gok dolu dolu bir seminer oldu. Ailelerin tepkisi
de ¢ok giizel, onlarda da su yok asla, biz biliyoruz zaten gelmeyelim, degil;
hocam ne zaman olacak diye soruyorlar ve giizeldi, bence ¢ok ise yariyor.
Onlara da bir, sizin disinizda, 6gretmenin disinda birisinin bak su hatalar
yapiyorsunuz demesi ¢ok giizel oluyor bence. Ogretmenle veli devamli yiiz
yiize oldugu icin artik bir seyler degisebiliyor ama disaridan birisinin bakin
bu hatadir bunu yapmaym demesi, hu diyor veli aa hataymis, 6gretmen
demiyor bir tek, bence ¢ok giizel oluyor.

Peki bir sorum daha olacak. Bu derslerden ayr1 olarak, buraya
geldiginizde kendi kendinize gelistirdiginiz konular var m, giinliik
hayatta ¢cok kullandigimiz?

Dedigim gibi orada ben 6zellikle resim konusunda, miizik konusunda; belki
de okuldan en bos ¢iktigim alanlardi benim i¢in. Mesela fliit ¢almay1
o0grendim ama adamakilli 6grenmedigimi fark ettim. Burada o miiziklerle
ilgili, ¢linkli bu ¢ocuklarin en ¢ok sevdigi sey sarki sdylemek, oynamak,
eglenmek. Oyun konusunda da dedim ya biz biiyiiklere yonelikti, burada
cok fazla sey 6grendim ben, o grup oyunlarina dair, yas gruplaria dair. Bir
de burast 4-6 yas oldugu i¢in hepsini ayr1 ayr1 gézlemleyebiliyorsunuz ve
ayr1 ayr1 0gretmenler var, alaninizla ilgili cok fazla 6gretmen var, hepsinden
cok fazla sey Ogrenebiliyorsunuz. Benim i¢in oyun, oyun anlaminda, o
cocugu gelistirici ¢ok fazla sey oOgrendigimi diisiiniyorum burada ve
devamli da uyguluyorum. Artik sey de olustu hani mantig1 anladiginiz igin
kendiniz de iiretiyorsunuz. X 6gretmen derdi ¢ocuklar sagmaligi ¢ok sever,
sagmalayin, ucun. Hikaye anlatirken mesela ugun derdi, alakasiz seylerden
bahsedin ve ger¢ekten onun o mantigiyla buradaki uygulamay: bir araya
getirip bazi1 konularda kendimi astigimi diisiniiyorum. Benim i¢in en biiyiik
eksiklik dedigim gibi onlardi, resim, miizik ve oyundu ki alanin olmazsa
olmazlari ama o konuda gelistigimi diisiiniiyorum. Ozellikle [bagimsiz]
anaokulunun en biiyiik katkisinin o oldugunu diisiiniiyorum ¢iinkii teorik
olarak almistik zaten ama uygulamalar biraz zayifti, onlar1 da burada telafi
etmeye c¢alistyorum.

Peki fen egitimi anlaminda, fen etkinlikleri?

Fen etkinlikleri bence okul dncesinin kanayan yarasi diye diisiiniiyorum
ben, iizerine adamakilli egil..iiniversiteden ¢iktigimda bir arkadag vardi hig
unutmuyorum stajda, onlarla birlikte staj yapiyoruz biiyiiklerimizle, ben o
zaman gozleme gidiyorum birinci sinifta, dedi ki fen etkinlikleri diye bir
kitap almis, ya o kadar isime yarayacak ki dedi goreve basladigimda falan,
ya niye boyle diyor ki dersini goreceksin, kitaba ne gerek var, ama alakasiz
yani. O kadar iizerinde durulmasi gereken ama durulmayan bir konu ki hig
alakasi yok. Insanlarin bence bilmiyorum iiniversitenin en k&tii okul
oncesinin dedigim gibi kanayan yarast bence fen 6gretimi, fen etkinlikleri.
Gegenlerde bir okulda bir uygulama gordiik ¢ok hosumuza gitti. Nobetci
o0gretmen her giin bir deney hazirliyor ve biitiin siniflarda o deneyi yapiyor.
Bas bas bagiririz hani yaparak dgrenme yasayarak 0grenme ama is deney
yapmaya geldiginde herkes bir kenara ¢ekilir. Zahmetli geliyor belki bize,
zor geliyor ¢iinkii once kendiniz uygulamaniz gerekiyor deneyi mesela,
evde yapmaniz gerekiyor, ama suraya gelip de hazir herhangi bir seyi
uygulamak daha mantikli geliyor ya da daha kolay geliyor insanlara. O
yiizden fen egitimi okul Oncesinin kanayan yarasi bence, kesinlikle
tiniversitelerde tizerinde ¢ok ¢ok daha fazla durulmasi gerekiyor.
Ogretmene sevdireceksin ki 6gretmen onu yilmadan usanmadan yapacak.
Boyle bir sey.

Yapisal anlamda taniyor muydunuz peki, iste bir bagimsiz anaokulu
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soyle calisir, ilkogretim okulunda ya da 6zel okulda boyle yiiriir, gibi?
Seyi tamyordum, anasinifini taniyordum ¢iinkii anasinifinda [I0O]
uygulamaya gittik ama anaokulunu bilmiyordum mesela. Anaokulunu belki
hani komik bir sey Ogretmen i¢in ama buraya tayin istedigimde aradim
anaokullarini iste nasil oluyor, bu civarda ¢ok anaokulu oldugu i¢in ¢ok agik
var, 0 zaman Ogrenme sansim oldu iste ben anaokulunu tercih edecegim
ama bilmiyorum ne oluyor nasil oluyor. Telefonla konustugumda bir miidiir
anlatti sag olsun, hocam bdyle bdyle, tam giin siniflar1 iste yarim giin,
hepsinin yarim giin oldugunu diigiiniiyordum mesela ben ayni anasinifi gibi.
Ne fark var ki derdik o zaman anaokuluyla, belki 6yle de bir sey de
yapilabilir uygulamada. Anasinifina gittiyse anaokuluna da gidebilir
Ogretmen, hepsi benim anasinifiydi. Anasinifini  biliyordum ¢iinkii
O0gretmenimiz evraklar konusunda da ¢ok tanitirdr sdyle olmali kizlar boyle
olmal1 diye ama anaokulunu kesinlikle bilmiyordum. Ben anasiifindayken
anasiniflarinda, ilk6gretim okullarinin  biinyesindeki anaokullarinda
O0gretmen ¢ok digaridadir. Higbir sorumlulugu yoktur, hicbir seyde gorevi
yoktur, nébet tutmaz, toplantidan toplantiya gider bir iki bir sey sOyler ve
cikar ama burada biitiin yiikk O6gretmenin izerinde. Nobeti de siz
tutuyorsunuz, bir siiri komisyona da iyesiniz, gruba basgkanlik
yapiyorsunuz, onlarin hepsini burada 6grendim, higbirinden haberim yoktu.
Bir 6gretmenin bu kadar seyde gorev aldigini hi¢ bilmiyordum, sisteme
girince 6grendim. Girmeden dgrenilmiyor gergekten.

Peki sizin okuldaki hocalarmiz 6gretmenlik deneyimi olan insanlar
miydi1?

Ogretmenlik  deneyimi vardi X oOgretmen, Y Ogretmen.. hepsi
ogretmenlikten sonra geg¢mislerdi, onun da ¢ok etkisi vardi. Yani igin
icinden mutfaktan gelince daha farkli oluyor, bence dyle olmali, bilmeliler
biraz yani. Bana gazel okumamali, isi biliyorsa, bazi dgretmenler dyledir
mesela anlatirlardi, yani ne diyorsun sen ya diyorsun, dyle degil, aslinda
biliyorsunuz onu, 6yle oluyor. Gelmeli, mutfaktan gelmeli isin i¢inden.
Toparlamak i¢in soruyorum. Simdi hala gelistirmeye ihtiyac
duydugunuz bir alan, ya da soyle olsaydi daha iyi olurdu dediginiz, ilk
zamanlarda karsilagtigimiz sikintilar1 giderecek bir ¢6ziim?

Vallahi dedigim gibi, benim kendimle ilgili gérdiigiim en biiyiik eksiklik su
anda fen alani, hatta bugiin daha bir deney yaptim, agirlik vermeye
calistyorum. Bence olmasi gereken sey matematik ve fen gibi iilkemizde
niyeyse Oyle bir kani var ve ben, benden ¢ikan ¢ocuklarin matematik zor, ya
da ay bu zor, bunlar1 yapmak zor diye diisiinmelerini istemiyorum. O
yiizden de bunu nasil ilgi g¢ekici hale getirebilirim, derdim o. Deneyi
yaptiktan sonra dramasini yaptirmaya ¢alistyorum ¢iinkii 6nemli bence bir
fen Ogretimi, bir matematik. Bunlar 6nemli, insanin sindirmesi gereken
seyler. Dedigim gibi, bize zor, sekil, aman onlar mi1 dendi ve ben benim
gonderdigim g¢ocuklarin bu Onyargiyla gitmesini istemiyorum, sayilari
sevsinler istiyorum. Simdi bir tane 6grencim dyle. Besi oraya koyarsak, iste
iiclin yanina koyarsak otuz bes, besin yanina koyarsak elli ii¢ falan, boyle
onlara sayilar hog gelsin istiyorum, fen deneyimleri giizel olsun istiyorum
ve bence okulda daha fazla deginilmeli bunlara ¢iinkii ben ona karst
onyargilarimi ne kadar yikarsam, ¢ocuklar da o kadar az dnyargili olur iye
diisiiniiyorum.alan ¢ok genis bir alan, hergiin dedigim gibi yeni seyler
oluyor, bir tek su alan diye degil, herglin her alanda kendimizi
yenilemeliyiz, elimden geldigince yenilemeye calisiyorum ingallah yeterli
olurum, insan yetistiriyoruz, hata yapma sansimiz ¢ok az.
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Field experience

Practicum schools

Other constituents

Teacher educator
characteristics

Teachers’ self
efficacy beliefs

Weaknesses



APPENDIX I

LIST OF EMERGING THEMES AND CODES

Demographics

Early Childhood Teacher Core Characteristics

Teachers’ Self Efficacy Beliefs

— Pedagogical content knowledge
— Communication skills
L Traits and Attitudes

— Strengths

L Weaknesses

Perceptions on the Early Childhood Teacher Education Program

Pedagogical content knowledge component

o Content knowledge courses

o Pedagogical knowledge courses
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— Introduction to ECE

— Child Development and Psychology
— Maternal and Child Nutrition

— Maternal and Child Health

— Language and Literacy Development
— Play in Early Childhood

| Mental Health & Adaptation
Disorders

— Parent Education

— Motor Development

— Children’s Literature

— Children with Special Needs

L— Assessment and Planning

— Methods of Teaching in ECE I & 11
— Teaching Technology in ECE

— Teaching Mathematics in E.C.

— Teaching Science in E. C.

— Physical Education and Games

— Music 11

— Creativity and Children

— Art for Children

— Design and Constr. Instruc. Resour.
— Drama in ECE

— Reading &Writing Education in EC.



Professional knowledge component

Field Experience (Practice Teaching) component

General Education (Liberal Arts) component

Other constituents of the program
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—Introduction to Education
—Classroom Management
—Development and Learning

L—Guidance

—Cooperating teachers
— Supervision
—Timing and amount

— Cooperating schools

—Anatomy and physiology

I First aid

— History of Turkish revolution I & II
—Turkish I & II

—English modules

—Electives

—Methods of instruction
—Teacher educator characteristics

—Dialogue with the teacher educators

—Library and technology resources



b, METU
& LBRARY

ENSTITU

Fen Bilimleri Enstitiisii
Sosyal Bilimler Enstitiisii

Uygulamali Matematik Enstitiisii

Enformatik Enstitiistu

Deniz Bilimleri Enstittistu

YAZARIN

Soyad1 : Giilmez-Dag

Adi : Giilgin

APPENDIX J
THESIS ACCESS FORM

Béliimii : Egitim Programlar1 ve Ogretim

TEZIN ADI : Effectiveness of Early Childhood Teacher Education Programs:
Perceptions of Early Childhood Teachers

TEZIN TURU : Yiiksek Lisans | X Doktora

1. Tezimin tamami diinya ¢apinda erisime acilsin ve kaynak gosterilmek sartiyla

tezimin bir kismi1 veya tamaminin fotokopisi alinsin.

2. Tezimin tamami yalmzca Orta Dogu Teknik Universitesi kullanicilarinm
erisimine acilsin. (Bu secenekle tezinizin fotokopisi ya da elektronik kopyasi

Kiitiiphane araciligi ile ODTU disina dagitilmayacaktir.)

3. Tezim bir (1) y1l siireyle erisime kapali olsun. (Bu secenekle tezinizin fotokopisi
ya da elektronik kopyasi Kiitiiphane araciigit ile ODTU dismna

dagitilmayacaktir.)

Yazarin imzasi

X

Tarih : 18.07.2012
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