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ABSTRACT

AN ASSESSMENT OF PRE-SERVICE TEACHER EDUCATION IN TERMS OF
PREPARING TEACHER CANDIDATES FOR TEACHING

ERET, Esra
Ph.D., Department of Educational Sciences
Supervisor: Assoc. Prof. Dr. Ahmet OK
Co-supervisor: Assist. Prof. Dr. Yesim CAPA AYDIN

May 2013, 264 pages

The purpose of the study was to investigate pre-service teacher education in Turkey
in terms of preparing teacher candidates for teaching. Survey design was used and
the sample included 1856 senior class teacher candidates from seven different
teaching areas in seven colleges of education. Teacher Education Assessment
Questionnaire (TEAQ) was prepared as the main data collection tool. To enrich the
quantitative data and obtain more in-depth information, interviews were conducted
with 43 teacher candidates. The quantitative data obtained from the questionnaire
were analyzed using descriptive and inferential statistics based on the research
questions. The content analysis was utilized for the analyses of the qualitative data.

The findings suggested that teacher education was more adequate in terms of
preparing teacher candidates for communicating with students and using instructional
methods and techniques relatively to other skills. On the other hand, it was reported
as being not much adequate with respect to preparing for communicating with
parents and other staff at school, teaching students who need special education, and
working under diverse conditions. The aspects of teacher education and teaching area
were found to be the main factors/predictors of teacher candidates’ assessment of

their preparation. The problems mostly centered upon issues of teaching practices,



social environment in faculties, theory-based lessons, and lack of guidance and
follow-up. The teacher candidates made suggestions related to student admission to
TE (using an ability exam), TE model/structure (continuous practice at schools
belonging to each EF), and aspects of TE (practice-based lessons, emphasis more on

communication skills, and starting practices earlier).

Keywords: Pre-service teacher education, teacher education curricula, teacher

candidates, teacher education assessment.



0z

HiZMET ONCESI OGRETMEN EGITIMININ OGRETMEN ADAYLARINI
MESLEGE HAZIRLAMASI BAKIMINDAN DEGERLENDIRILMESI

ERET, Esra
Doktora, Egitim Bilimleri Boliimii
Tez Yoneticisi: Dog. Dr. Ahmet OK
Ikinci Tez Yéneticisi: Yrd. Dog. Dr. Yesim CAPA AYDIN

Mayis 2013, 264 sayfa

Bu c¢alismanin amaci, Tirkiye’de hizmet oncesi Ogretmen egitimini Ggretmen
adaylarm1  68retmenlik meslegine hazirlamast  acgisindan  degerlendirmektir.
Calismada tarama deseni kullanilmistir. Caligmanin 6rneklemini yedi ayri egitim
fakiiltesinin yedi farkli 6gretmenlik programina kayitli olan 1856 son sinif 6gretmen
adayr olusturmaktadir. Veri toplama aract olarak kullanilan Ogretmen Egitimi
Degerlendirme Anketi (OEDA) arastirmaci tarafindan gelistirilmistir. Ayrica, nicel
verileri desteklemek ve daha derinlemesine bilgi toplamak amaciyla goriisme formu
kullanilarak 43 6gretmen aday1 ile bireysel goriismeler yapilmistir. Elde edilen nicel
veriler betimsel ve ¢ikarimsal yontemler kullanilarak analiz edilmistir. Gorlismeler

ise icerik analizi yontemiyle ¢oziimlenmistir.

Arastirmanin bulgularina gore, 6gretmen egitimi 6grencilerle iletisim kurma, dgretim
yontem ve teknikleri kullanma gibi 6gretmenlik becerilerini 6gretmen adaylarina
kazandirma konusunda diger becerilere gore daha yeterlidir. Ancak, velilerle ve
okuldaki diger calisanlarla iletisim kurma, 6zel egitime ihtiya¢ duyan &grencilerle
caligabilme ya da farkli kosullarda 6gretmenlik yapabilme konularinda 6gretmen
adaylarini meslege yeteri kadar hazirlamamaktadir. Ayrica 6gretmen egitiminin

temel boyutlariin ve Ogretmenlik alanlarinin 6gretmen adaylarinin meslege

Vi



hazirlanma ile ilgili degerlendirmelerini etkiledigi goriilmustiir. Belirtilen temel
problemler daha ¢ok Ogretmenlik uygulamalarindaki aksakliklar, sosyal
imkanlarin/ortamin yetersizligi, teori/kuram agirlikli dersler ve yeterli yonlendirme
ve izleme yapilmamas: etrafinda toplanmaktadir. Son olarak, 6gretmen adaylari
Ogretmen egitimine Ogrencilerin segilmesine (yetenek testlerinin kullanilmasi),
Ogretmen egitiminde kullanilabilecek olast modele (her fakiilteye bagli uygulama
okullarinda siirekli okul deneyimi) ve Ogretmen egitiminin temel boyutlarina
(uygulama agirlikli dersler, iletisim becerilerine daha fazla vurgu yapilmasi ve
Ogretmenlik deneyiminin daha erken donemde baslamasi) iliskin Onerilerde

bulunmuslardir.

Anahtar Kelimeler: Hizmet 6ncesi 6gretmen egitimi, 6gretmen egitimi programlari,

ogretmen adaylari, 6gretmen egitimini degerlendirme.
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CHAPTER |

INTRODUCTION

1.1. Background to the Study

Teachers!...The Republic of Turkey needs defenders
who are strong in mind, in scholarship, in science, and

in body.
M. Kemal ATATURK
In today’s world embracing reforms and restructuring endeavors, education have
become the foremost means to not only instigate but also keep up with this pervasive
transformation so that to be able to survive in fast-altering facets of the society.
Being this much substantial, educational variables such as teaching, learning,
curriculum, and teacher are also discussed and redefined in line with the requisites of
the new era in which the education takes place. Among these variables, teachers not
surprisingly have become leitmotif, since they are accepted as the major and vital
part of education with their roles of bringing up generations. This assent signifies
that teachers’ quality is undeniably crucial for societies and it is demonstrated by the

studies as well:

A long line of studies has established that the single most important school
influence on student learning is the quality of the teacher. Students lucky
enough to have teachers who know their content and how to teach it well
achieve substantially more. And the effects of a very good (or very poor)
teacher last beyond a single year, influencing their students’ learning for
years to come. (Darling-Hammond, 2007, p. 67)
Within this respect, teachers’ knowledge and teaching skills responding to the higher
standards for student learning are of great importance and discussed by researchers
and educators (Brophy & Good, 1986; Cruickshank, Jenkins, & Metcalf, 2009;
Darling-Hammond, 2006a; Lasley, Siedentop, & Yinger, 2006; MEB, 2008;
Senemoglu, 2011; TED, 2009; Tellez & Waxman, 2006). It is also witnessed that
teachers are given many responsibilities and attributions, since they are expected to
be connoisseurs of their profession. Initially, teachers are seen as one of the most

powerful agents affecting students’ mental, emotional, and social developments



(Bandura, 1969). They are also perceived responsible for students’ learning and their
educational success (Darling-Hammond, 2006b); besides, these professionals are
expected to have motivating personality, orientation toward success, professional
demeanor, classroom management skills, and professional skills and abilities besides
being adaptable, flexible and knowledgeable (Cruicshank et al., 2009). The list on
the characteristics of a good/effective/needed teacher can be continued by adding
numerous other skills and attributions required in 21% century such as critical
thinking, creativity, problem solving ability, effective use of information technology,
global awareness, environmental literacy, economic awareness, and knowledge in
health. While all these characteristics, knowledge, skills, and abilities are expected
from teachers, an important question arises: “Does teacher education institutions

prepare teachers in accordance with these multi-dimensional qualifications?”

From this point forth, the issue of teacher education could be raised for discussion.
First of all, “having a higher education degree on teaching” is counted as another
central characteristic of qualified teachers (Glathorn, Jones & Bullock, 2006;
Kennedy, 1999) as also declared through the Basic Law of National Education by
Ministry of National Education (MONE) in Turkey. In addition, pedagogical
preparation in schools of education is believed to have a prominent impact on
attaining desired teacher characteristics and skills. Hence, pre-service preparation of
teachers have continually been discussed to describe “what kind of an
education/training brings up competent teachers with essential teaching skills,” and
there have been many considerable attempts by educators and researchers to define

quality teacher education.

In this context, many countries are striving for providing quality teacher education
and building up powerful models for educating their future teachers. To give
example, in the USA and European countries, the standards, priorities, and
expectations have been discussed in the last decades. As one of these, the National
Council for Accreditation of Teacher Education (NCATE, 2008) determined a set of
standards for better teacher education which are candidate knowledge, skills, and
professional dispositions, assessment system and unit evaluation, field experiences

and clinical practice, diversity, faculty qualifications, performance, and development,



unit governance and resources. Moreover, the Interstate New Teacher Assessment
and Support Consortium Standards (INTASC, 2011) presented the standards for the
needed teacher and teacher education such as knowledge about subject matter, child
development and learning theory, instructional strategies, learning environment,
communication, planning instruction, assessment, reflection and professional
development, collaboration, ethics, and relationships. In Europe, the Green Paper on
Teacher Education (Buchberger, Campos, Kallos, & Stephenson, 2000) put forward
reforming the teacher education in European countries through providing powerful
learning environment, developing collaborative problem solving ability, including
research and development and providing the active involvement of the future
teachers in it, creating partnerships with schools “for learning to teach by
experience.” Moreover, the OFSTED (Office for Standards in Education, Children’s
Services and Skills) in England works for inspecting initial teacher education in
England (OFSTED, 2012). The inspection focus on “how well trainees are trained to
be good or better teachers (p. 24)” and the inspectors check for certain standards in
relation to the outcomes for trainees, quality of training, and leadership and

management of the partnership.

On the other hand, when examining teacher education system of some countries, it is
observed that the teacher education is respected for preparing the future teachers for
better society and some measures are taken to enhance teacher education for
preparing skillful teachers for the future. For instance, in Finland, the teachers are
expected to complete 180 credits in bachelor’s degree and 120 credits in Master’s
degree in five years, which is a must for being a teacher according to the Trade
Union of Education (OAJ, 2008). In Sweden, the initial teacher education program
was reformed and the new teacher education regards teacher education as an
education for a profession on the basis of research and tested experience (Kallos,
2003). Moreover, in China, the International Center of Teacher Education was
founded to keep up with the challenges of the new century. As claimed by the center,
the teacher education in many countries has been experiencing “major
transformations,” thus China also has been working for the renewal of its teacher

education (International Center of Teacher Education, 2005).



Moreover, it should be noted that the requirements of the 21% century are also
regarded as being substantial along with the renewal of teacher education. The
literature on teacher education comprises considerable amount of studies on the “21%
century teacher education” (Cochran-Smith, 2003; Darling-Hammond, 2006a;
Schleicher, 2012; Yost, Sentner, & Forlenza-Bailey, 2000); and the skills needed to
survive in the new century are discussed to be integrated into the educational
activities (Jacobs, 2010; Partnership for 21st Century Skills, 2010; Trilling & Fadel,
2009). It seems apparent that, through pre-service education, future teachers are
expected to gain not only teaching skills but also additional skills, such as
intercultural communication, media literacy, or using new technologies, to survive in

the new century and be able to teach new generations.

While all these developments and changes pertaining to teacher education occur on
the international platform, teacher education in Turkey has also been one of the
cardinal issues of education starting from the foundation of Turkish Republic in
1920s when the nation urgently needed teachers to augment the educational and
intellectual level of its citizens (Ok & Eret, 2012). In those years, the teaching was
formally described as an occupation; but it was accepted as a ‘“specialized
profession” in 1973 with the enactment of Ministry of National Education’s Basic
Law of National Education (No: 1739). It is a written law to prepare teachers for
teaching profession through higher education and to make candidates have
qualifications on the three areas which are general culture, knowledge and
competence on teaching skills and subject-matter knowledge (MEB, 2010b). In
Turkey, there have been attempts for reforming and revitalization of the teacher
education institutions and preparing teacher candidates more adequately (YOK,
1998a). Especially since 1982, when teacher education has become the responsibility
of higher education institutions, the curricula of the teacher education have been
changed or rearranged for several times (Simsek & Yildirim, 2001; YOK, 2007). The
most recent restructuring efforts were made in 1998 and later in 2007 in relation to
the teaching practices and courses in teacher education programs. Nowadays, the
debates on restructuring the teacher education have been still going on. For instance,
the certification of the graduates of science and letter faculties as teachers and the

evening classes (also called as secondary education) have been fervently discussed
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by the educators and authorities. These debates might bring out new changes on

teacher education field.

The review of international and national context makes it glaring that nations are
making assiduous efforts in the name of searching for the most effectual system of
educating teachers and overcoming persistent problems with regards to preparing the
future teachers for teaching. However, the other side of the coin confronts us with the
discourse that many prospective teachers completing required teacher education
program are not observed to obtain a complete education on even the basic
knowledge and practical training to be successful in their future classes (Darling-
Hammond & Baratz-Snowden, 2005). Teacher education institutions and programs
are criticized as not being effective for preparing teacher candidates for teaching

profession and not responding to the changes (Caillier & Riordan, 2009).

Examining the problem from the national perspective, it is also considerable that
although constant decisions have been taken and changes have been made in Turkey,
they do not long last to observe their effects on how effective teachers are prepared
with new changes. These actions, of course, aim to enhance the quality of teacher
education, however, they are “overturned by new decisions that have been
contradictory with each other” (Yildirnm, 2011a, p.1). Similarly, educational
researchers discuss the lack of sustainability for reform acts in the teacher education
field, which might be caused by the lack of research base for these acts and complete
evaluation of already-implemented systems (Ok & Eret, 2012). On the other hand,
the research goes on revealing the enduring problems of pre-service teacher

education.

To mention some of these issues, the current teacher education programs are
criticized as being inefficient and not responding to the existing problems
(Kiigiikahmet, 2007). The substantial problems in relation to teacher preparation are
listed as the lack of enough school experience and practice teachings, lack of
collaboration between faculty and practice school, and disregard for the real needs of
the schools and society (Ustiiner, 2004). Besides, the studies show teaching practices
in schools are not carried out effectively and adequately (Cakiroglu & Cakiroglu,

2003; Cetin, 2005; Simsek & Yildirim, 2001; Ustiiner, 2004); and the teaching
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certificate provided for the graduates of science and literature faculties leads
deficiencies and lack of quality in education (Azar, 2011). The content of the
courses, the physical conditions of the institutions, and quality of the faculty are also
discussed and criticized by educational researchers and authorities in the field of
education (AU, 2005; Eret & Ok, 2010; Goktas, Yildirim, & Yildirim, 2008; Kavak,
2009; Ok, 2005). The selection of the teacher candidates into the teaching
departments is seen as one of the problems affecting the quality of teacher education
(Ok, 1991; Okgabol, Akpinar, Caner, Erktin, Gok, & Unliihisarcikli, 2003).

As seen, the literature comprises studies which identify and discuss the effectiveness
of teacher education and its problems and propose implications in terms of preparing
teacher candidates for teaching. There are researchers conducting more specific
studies to determine if the current education faculties prepared teacher candidates for
teaching (Mehmetlioglu, 2010; Senemoglu, 2011). These studies might provide ideas
for the current status besides reflections and results of the changes and restructuring
acts. However, these studies have certain limitations. They were conducted with a
limited sample in a limited context including only one teaching area or institution
and regarding few dimensions of teacher education such as practice teaching or
curricula. In addition, the researchers mostly considered the skills determined on the
national platform (Mehmetlioglu, 2010; Senemoglu, 2011, TED, 2009). Yet, there
are recent international studies and standards to be taken in to consideration. As also
discussed above, the international perspective brings out the reality of the 21
century teacher education and integration of the 21% century skills into education. It
is also seen essential to research the adequateness of existing teacher education with
respect to preparing for such skills as well to provide data for possible future
projects; and there is no study in the teacher education literature in Turkey on this
issue. The studies on teacher education generally had either quantitative (Adigiizel,
2008; Mehmetlioglu, 2011; Ok, 2005; Okgabol et al., 2003) or qualitative nature
(Kurt, 2009); or they are reflection articles analyzing and discussing the situation
(Altan, 1998; Azar, 2011; Cakiroglu & Cakiroglu, 2003; Simsek & Yildirim, 2001).
More studies carrying out both quantitative and qualitative designs might be
necessary in the teacher education literature. Moreover, despite a number of studies

were cited above, there is still limited number of studies evaluating the effectiveness
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of pre-service teacher education (Yildirim, 2011). This implies that there is a demand
for new and generic studies for assessing the quality of current teacher education
with respect to preparation of teacher candidates before any possible restructuring
acts. As claimed by Yildirnrm (2011b): “The restructuring works on pre- service
teacher education should be well linked with the research conducted on this area to

take more permanent and meaningful steps” (p.12).

Lastly, looking from more general perspective, the general educational system is also
tangled with sudden changes; and educational decisions are taken one after another
such as changing the curricula of the elementary education in 2005 and changing the
school system (4+4+4) starting from 2012-2013 academic year; so there is a need to
evaluate the adequateness of the preparation of teacher candidates who will teach in

the new system and will need to adapt to such dramatic changes.

These realities point out the need for a study in which the effectiveness of current
pre-service teacher education is assessed considering the views of teacher candidates
from different education faculties and different teaching areas. Besides, such
research should assess all aspects of teacher education together and consider current

needs on the national and international arena.

1.2. Purpose of the Study

In the light of the problem stated above, the aim of the study was to assess the
current pre-service teacher education (TE) in Turkey in terms of preparing teacher
candidates (TCs) for teaching through the views of senior class teacher candidates.

The following research questions guide the study.

1. How do senior class teacher candidates assess the pre-service teacher education
in Turkey with regards to
a) preparing for the teaching skills?
b) preparing for the 21% century skills?

c¢) faculty/program aspects?

2. What are the factors/predictors of the teacher candidates’ assessment of the pre-
service teacher education in Turkey in terms of preparing for teaching?
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a) Does the teacher candidates’ assessment of the pre-service teacher education
in terms of preparing for teaching differ based on their teaching areas?

b) How do three groups of variables (demographic characteristics, orientation
towards teaching, and faculty/program aspects) predict the teacher
candidates’ assessment of the pre-service teacher education in Turkey in

terms of preparing for teaching?

3. What are the teacher candidates’ views-suggestions for patterns and ways of
more effective pre-service teacher education in relation to
a) student admission?
b) general structure/model?

c) faculty/program aspects?
1.3. Significance of the Study

Teachers have always been important for societies, as the needed manpower to
function in a rapid-changing world is mostly educated by teachers who should do
well in teaching (Ayers, 1995). For that reason, studying teacher education for the
betterment as a whole would be meaningful and useful for future implications in

relation to the field of teacher education.

In this study, students were used as the participants for the assessment of pre-service
teacher education. It is believed that exploring views of senior class teacher
candidates is vital to learn about the quality of current teacher education in terms of
preparing them for teaching skills. The literature also signifies the importance of
student evaluation to improve education (Cohen, 1980; Richardson, 2005; William &
Alawiye, 2001). As main consumers of teacher education programs, students can
reflect on major issues and problems based on their experiences; and students’ views
could provide useful feedback about not only the quality of their teacher education

programs but also their intentions and future plans (Mehdinezhad, 2008).

The assessment of teacher education in terms of preparing teacher candidates for
teaching could bring out clues about whether future teachers are ready to teach in the

changing school system and in the changing society. As the elementary schooling



system, together with its programs and structure, has been going through some
frequent reform actions, there is more need than ever for effective teachers at schools
who can adapt the changes with their profound knowledge and skills. Therefore, this
study could yield results to be able to reconsider the effectiveness of the current
teacher education system and propose alternatives.

Another significance of the study could be explained as the need to diagnose the
paramount strengths and weaknesses of the current system of teacher education while
current debates are going on restructuring teacher education in Turkey. As
aforementioned, there have been many reform attempts to rehabilitate the various
components of teacher education in different periods of time (Simsek & Yildirim,
2001; YOK, 2007). The most recent major changes were made in 2007 concerning
the content and the structure. It is seen crucial, at this point, to provide data to the
authorities and policy makers (HEC, MONE, etc.) on how those endeavors have
affected the preparation of teacher candidates.

It should be stated that Turkish Education Association (TED, 2009) conducted a
comprehensive research with teachers, principals, students, and parents to examine to
what extent the teachers have the general skills and competences, which were
determined by the Ministry of National Education (2008). However, it is equally
important to determine if teacher education provides the infrastructure of these
knowledge and skills to be further developed. There are studies examining the
preparedness of teacher candidates for such skills (Senemoglu, 2011; Mehmetlioglu,
2010); however, these studies were conducted with limited sample including only
one department or institution. The current study included large sample size from
seven teaching areas from seven different universities located in various regions in
Turkey. It could reveal the issue of “adequateness of preparation of teacher

candidates” from various perspectives.

Moreover, the study investigated the teacher education in terms of preparing teacher
candidates not only for national but also international needs and skills. While
assessing teacher education based on preparing for teaching, adequacy of the main
aspects of teacher education were examined such as physical environment, curricula

and courses, teaching practice, and teaching staff, based on the defined national and
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international standards. As any problem related to preparation for skills might stem
from the problems related to these dimensions of teacher education, the results of the

study could yield insights about sources of problems.

In the study, both quantitative and qualitative methods of data collection were used.
While a large sample size was reached through a questionnaire; and more in-depth
views were gathered with the help of interview schedule. The questionnaire used in
the study was prepared by the researcher based on an extensive review of literature
and it comprised both relevant national and international literature on teacher
education. These aspects of the methodology used in the study are expected to
increase the trustworthiness of the results. Therefore, the study might contribute to

the teacher education literature and could be a source for future studies.

Besides the main aspects of teacher education, the study also examines the
alternative student selection system and a structure for teacher education which
produce practical implications and suggestions for future attempts in relation to
teacher education. With this characteristic, it might also be a guide for further
national and international studies besides providing an insight for educators,

administrators, practitioners, and other stakeholders.

Finally, the study could “shed light” on the teacher-related educational requirements
of Turkish society in 21% century while having dramatic changes and developments
in many areas on one side and societal and local needs on the other. As the demands
of the society changes, the demands on teachers and the teacher education curricula
are changing continually (McNergney & McNergney, 2007), so the teacher
education should meet these changing demands and needs in the best way (Goodings,
Byram, & McPortland, 1982). For that reason, the study might provide data for
assessing to what extent teacher education prepare teacher candidates in line with
needs of the current century. To sum up, assessment of the pre-service teacher
education for preparing the teachers for teaching might provide an insight and
opportunity to improve the existing situation and attempt to build up research and

background for future actions.
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1.4. Definition of the Terms

Teacher Candidate: This term is used to describe senior class students already
enrolled in departments of faculties of education and are about to complete their

education.

Pre-service Teacher Education: This term refers to four-year undergraduate
education in which students receive their education in faculties of education. Pre-
service teacher education was generally used as “teacher education (TE)” throughout

the study.

Faculties of Education: Faculties of education are responsible for the pre-service
teacher education. The length of the education in these faculties changes from 4 to 5

year based on the teaching department.

Anatolian Teacher High School: These schools receive students through a national
exam and aim to prepare students for education faculties by educating them with
pedagogy courses besides the regular high school curriculum. During transition to

university, students choosing teaching faculties are rewarded with additional points.

11



CHAPTER II

LITERATURE REVIEW

In this part, the review of the literature is presented to provide further background on
pre-service teacher education. First of all, importance of teachers and pre-service
teacher education are presented in including the various models/alternatives for
preparation of teacher candidates and examples from different countries. In this part,
the teacher education in Turkey and the applied teacher education
models/alternatives are also mentioned. Then, the changes and challenges in pre-
service teacher education are presented with global discourses, changes and
developments in Turkey. Lastly, research on pre-service teacher education is

provided and the chapter ends with the summary of the literature review.
2.1. Pre-Service Teacher Education

As human beings, we live in a fast-changing world, and it has been inevitable to
provide the full development of future generations through necessary skills,
knowledge, and characteristics to cope with successive changes. This aforesaid
development is expected through education; and, being the gist of education, teachers
are the ones who take vital roles for providing required education in a society
through promoting learning and student achievement (Brophy & Good, 1986;
Darling-Hammond & Youngs, 2002; Lasley, Siedentop, & Yinger, 2006). While
teachers are expected by nations to contribute to improvements in variety of areas by
educating qualified manpower, education of qualified teachers is questioned and
leads us to another critical issue of teacher education. Like the rings of the same
chain, teacher education unquestionably plays a remarkable role for the conveyance
of required and effective education to future generations (lredale, 1996). Although
dissatisfying outcomes of teacher education and its common problems are recurring
issues to discuss and criticize in teacher education literature (Ballou & Podgursky,
1999; Brouwer & Korthagen, 2005; Caillier & Riordan; 2010; Darling-Hammond,
2006a; Sykes, Bird, & Kennedy, 2010), having a formal education in colleges of

education is still listed as one of the kernels of effective teachers and teaching
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(Cruicshank, Jenkins, & Metcalf, 2009; Glathorn, Jones, & Bullock, 2006). Studies
also prove the positive effect of teacher preparation in faculties of education on the

effectiveness of teachers (Darling-Hammond, Holtzman, Gatlin, & Heilig, 2005).

The period of teacher preparation including subject area courses, pedagogy courses,
school experiences, and practice teachings is usually approved by many educators in
the world for the training of desired teachers. Darling-Hammond (1999) summarizes
the contribution of pre-service teacher education in this way: “Teachers who have
had formal preparation have been found to be better able to use teaching strategies
(p.14)” and she continues that they respond to students’ needs and learning styles and
that encourage higher order learning. Thus, when teachers are accepted as the major
contributors of students’ achievement in today’s world, teacher education receives

more and more attention (OECD, 2011).

In other words, teacher education becomes the cornerstone for the full-preparation of
effective teachers. Through teacher education institutions, candidates of the teaching
profession are taken into a process in which they are furnished with certain skills and
knowledge to be able to graduate as a teacher ready to work at schools. While this is
the situation in most of the countries of the world, it gives birth to the question:
“What kind of a teacher education is needed?” It is known that the quality of teacher
education mostly affects the quality of teaching activities carried out by teachers in
classrooms and teachers mostly reflect how they were taught (Cruicshank, Jenkins, &
Metcalf, 2009).

Moreover, during teacher education in faculties, the teacher candidates get
experiences at schools through school experience and practice teaching courses.
These courses provide them with the general views on school environment, students,
and being a teacher (Kennedy, 1999). These experiences become important for
candidates as they get an initial idea about what the teaching profession is and what it
means to be a teacher, as the required skills, abilities, and knowledge for the teaching
profession are gained in the process. During this period of pre-service education, the
ideas and thinking of teacher candidates are also expected to be shaped to be a good
teacher. Kennedy (1999) states that pre-service teacher education is to furnish

students with ideas and thinking that will lead them in their profession. Hence, pre-
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service teacher education has such an important role in teacher candidates’
professional development that it is expected to prepare them in their thinking for

dealing with the realities of school and classroom environment.

In teacher education literature, it is also mentioned that teacher education equips
teacher candidates with some critical skills and knowledge. These can be listed as
gaining knowledge about teaching techniques and pedagogy besides important skills
to teach content-area knowledge (Kukla-Acevedo & Toma, 2009); getting familiar
with different sources of knowledge, getting education on logic and critical thinking,
being presented alternative views and coursework (Floden & Meniketti, 2005). In
addition to these, in their very famous review of research on the effect of college
preparation on students, Pascarella and Terenzini (1991, as cited in Pascarella &
Terenzini, 2005) reviewed nearly 2600 studies of 20 years and found the positive
impact of college education on developing students’ skills such as thinking skills and
communication skills. Lastly, the importance of teacher education can be well linked
with the quotation from the American Association of College of Teacher Education
(AACTE, 2009):

Given the well-recognized need for more highly skilled workforce and for
increased national competitiveness in today's global economy, the importance
of top flight teachers for our K-12 schools is clear. What apparently is not so
obvious is that the superior teachers required of the complex, multi-cultural,
fast-paced 21st century do not enter a classroom as a blank slate and learn on
the job. They are schooled in their subjects and how students learn them; they
are nurtured, tutored, practiced, observed, critiqued, corrected, and—in some
cases—dissuaded from taking on the teaching challenge. Those who will
become the outstanding teachers our nation needs must be prepared for the
profession of teaching. (AACTE, 2009, p.1)
As the education of teachers before they enter the teaching profession carries utmost
importance, all these roles of teacher education make societies have very high
expectations from the colleges of education. Educating future teachers, teacher
education is directly seen as responsible for the success of schooling. That is to say,
the teacher education is under the spotlights. As explained by Ben-Pretz (2000):
“much of the perceived failure of schooling is attributed to teachers who are thought
to be ill prepared for their task because teacher education is deficient” (p. 48). For

that reason, many debates and efforts go on for improving its quality and finding the
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best pathway for the preparation of qualified teachers with essential knowledge and
teaching skills. Different models and different alternatives of teacher education are

used in different countries.
2.1.1. Models/Alternatives for Teacher Education

As known, for centuries, there have always been teachers who are responsible for
educating children with knowledge and abilities required in that era. Up to now,
teachers have been educated in many different ways in different countries. Only in
the last century, teachers are required to receive undergraduate degree to become
teachers. The general structure of pre-service teacher education changes from
country to country and from time to time to obtain the best outcomes of the spent
time and resources. Also, in literature, various models are suggested by educators
and researchers to be used in teacher education. Some of these models are presented

below.

As a common way of teacher preparation, a 4-year undergraduate teacher education
is provided by colleges of education in many countries. Students enrolled to teaching
programs have four years of education. As presented by American Association of
Colleges for Teacher Education (AACTE, 1983), these programs offer general
education, teaching field content, professional studies, and clinical component in four
years. Teacher candidates receive their major mostly in elementary level (Scannell,
2002). In 5-year undergraduate teacher education, candidates get five years of
integrated education. In the context of education, general education, pedagogy, field
experiences, and student teaching are provided in more detailed way (Scannell,
2002). The graduates mostly become teachers in high schools. However, this model
is criticized for being expensive to afford by students. There are also programs which
accept teacher candidates at the graduate level. Students graduating from different
departments of universities apply to these graduate-level programs to become
teachers. Two-year post-baccalaureate program enables those candidates teach in the

subject areas related to their fields.

Apart from these common models, there are many other alternative teacher

certification programs. In 2003 in America, with the donation from the U.S
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Department of Education, even a website was created as the National Center for
Alternative Certification. The website aims to inform people about the alternatives of
teacher education if they consider being a teacher (National Center for Alternative
Certification, 2008). When looking at the numbers in relation to these alternative
ways, it is seen that, in 2004, there are approximately 538 alternate route programs
and they certify nearly 35.000 teachers (Feistritzer, 2005). Moreover, it is estimated
that there are more than 250.000 teachers coming to teaching with these alternative
programs. Nowadays, approximately 62.000 new teachers are trained yearly in 50
states (AACTE, 2010). Examining these alternatives, Feistritzer (2005, p. 62) listed

the shared qualities of these programs:

e Most routes are specifically designed to recruit, prepare and license talented
individuals who already have at least a bachelor degree -- and often other

careers — in fields other than education.

e Candidates pass a rigorous screening process, such as passing tests,

interviews, and demonstrated mastery of content.

e The programs include coursework or equivalent experiences in professional

education studies before and while teaching.

e Candidates for teaching work with mentor teachers and/or other support

personnel.

e Candidates must meet high performance standards for completion of the

programs.

e The programs are field-based (based on practice teachings).

After the presentation of the common characteristics, more detailed information
should be provided about some of the popular alternative routes to get an idea on
how they perceive the preparation of teachers other than traditional way of colleges
of education. Among these, Teach for America (TFA) is an alternative teacher
education program funded by mostly private institutions. They allow people having
different educational major in universities to become teachers and teach in

disadvantaged schools (Scannell, 2002; Teach for America, 2012).

16



The claim of the organization for their allowance of diverse-majored people should
be stated:

Over the past 21 years, we’ve learned that there is no specific personality
profile or background that predicts success in the classroom. Some corps
members were educators prior to joining, but many do not have any prior
experience in the education field. (Teach for America, 2012, p.1)

The Montgomery Country offers site-based or “grow-your-own” for the preparation
of teacher candidates (Scannell, 2002). The county opens the doors to graduates or
different programs or career changers. They again allow them to get teaching
certification after having a graduate degree including mostly field experiences,
training, and supports from supervisors (Montgomery County Public Schools, 2012).
The Teacher Corps is also highly different from the other ways of teacher education.
In the program, individuals start teaching at schools and they complete courses at the
same time to have a degree on teaching and to meet the requirements of licensure.

They explain their views of teacher preparation as following:

Alternative certification is the ideal way for mature individuals with
established professional and/or life experience to segue into teaching. With
deep content knowledge and expertise, candidates can teach in the classroom
while simultaneously earning their teaching credential. Highly selective,
alternative certification programs provide rigorous training before the teacher
steps into the classroom and continue to provide training and support
throughout the program. (California Teacher Corps, 2012, p.1)

In this model, as stated, the candidates, selected from very diverse backgrounds and
are expected to have a strong desire for teaching, complete some tests and courses;

and then they start teaching in public schools participating the program.

On the other hand, in one of the OECD reports, Musset (2010) categorizes the
current teacher education in OECD countries. The common components of teacher
education are stated as subject-matter (content knowledge), teaching techniques
(pedagogical knowledge), and practical school experience with some involving
research skills, cognitive content, behavioral and social sciences, and child
development. The models of pre-service teacher education are categorized as

traditional models and new models. Under the traditional model, there are normal
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school tradition and academic tradition. While the primary school teachers are
educated through traditional model, lower and higher secondary school teacher
education is named as academic model and candidates acquire scientific content
knowledge in their specific area with emphasis on academic disciplines. The new
models involve professionalization of teaching and alternative pathways into the
profession as mentioned above. The former one emphasizes professional autonomy
and professional standards in which comprehensive research-based knowledge is
obtained and pedagogical sciences are studied by teacher candidates. In the new
models, teachers come to teaching from different programs. The teaching skills are
gained through practices as 'on-the-job' training and mentoring is important part of
these alternative routes (Musset, 2010). These models are also divided as concurrent,
consecutive, and concurrent-consecutive models. In the concurrent model, the
academic subjects are presented together with the educational and professional
studies while teacher candidates firstly complete another degree in any discipline
then have the pedagogical course and teaching courses in the consecutive models.
Sometimes, both of them are used in teacher education, however, they are found to
have extra costs for the country. Also, the length of the education for primary school
teacher education is mostly three years in many countries; and secondary school

teacher education lasts four years or longer.

To get a better picture of different teacher education models/alternatives, the current
pre-service teacher education in some of the countries should be mentioned at this
point. For instance, in Germany, as a major economic and political power in Europe,
all teachers have been educated in universities since 1970s under the responsibility of
Ministry of Education and Cultural Affairs of the Lander and all types of teacher
education are regulated by Lander legislation. The length of teacher education
changes from 3 years to 6 years based on the level of education. Primary school
teachers are prepared in at least three years while secondary school teacher get 4 to 6
years of education despite the differences among states. There are two phases of
education, a course of higher education and practical pedagogic training. In the first
phase, the candidates have courses in their faculties on teaching area together with
the teaching practice at schools. In the second phase, two-year practical training

starts and candidates get their training at teacher seminars and at teacher education
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training schools. In this period, they are paid some salary, so they enter lessons when
the mentor is not available. At the end of this two-year period, to become certified
teachers, candidates take a second state examination. In admission process for
teacher education, students are required to pass the Arbitur exam after 13 years of
schooling, then the entry for teacher training courses are provided after the higher
education entrance qualification Hochschulreife. For the second phase of two-year
training, the students are expected to get “A” pass in the First State Examination.
Then, they can apply to training schools. The candidates finishing training period
successfully enter another exam called Second State Exam as the prerequisite of
starting teaching profession though it does not ensure a position as a teacher
(European Agency, 2010). In recent years, teacher education has been reformed and
this reform has led to the increased teaching practices in schools in the contexts of
the university courses. Besides more practical pedagogic training, teacher training
centers have been established to provide coordination between faculties and ensure

enough relationship with teaching practices (Eurypedia, 2012a).

In Finland, known with its outstanding educational success in world-wide PISA
exams lately, universities provide teacher education. In faculties of education,
kindergarten teachers, class teachers, special needs education teachers, and
counselors are educated besides some technical subject teachers. Subject teacher
education is provided by both teacher education department and subject departments
in universities. All teacher education units have schools for teacher training in which
teacher candidates can carry out practice teaching, experiments, and research. The
length of education provided changes based on the level: 3 years for Kindergarten, 5
years for classroom teacher education, and 5-6 years for subject teacher education.
In subject teacher education, the candidates mostly apply to subject departments to
study specific subject and then they can apply to subject teacher education after one
or two years. However, in some universities, students may apply to subject teacher
education. While selecting students to teacher education programs, various criteria
are used such as entrance examination, aptitude test, and interviews. In some
universities, students are required to be successful at a group situation and an
optional skills demonstration. However, with the VAKAVA Project which has led to

more cooperation among universities in terms for student selection since 2006,
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entrance procedures have been simplified. Hence, seven universities and 46
programs agreed to use the same entrance exam, and then other procedures would be

used such as an aptitude test (Eurypedia, 2012b).

As another important country in Europe, teacher education in England is based on
both concurrent model and consecutive model (Department of Education, 2012;
Eurypedia, 2011). The models are also divided as university-based training and
school-based training. In the university based training, there are two options for the
applicants which are Initial Teacher Training (Undergraduate ITT courses) and Post-
graduate Certificate in Education (PGCE). ITT takes nearly 3 or 4 years for primary
school teacher education and 4 or 6 years for subject teacher education. After
completing ITT program, candidates have the opportunity to apply for School-
Centered Initial Teacher Training lasting one academic year when they want more
practice at a school with experienced teachers. Then, they can achieve Qualified
Teacher Status (QTS). On the other hand, candidates who have already taken their
baccalaureate degree in any area can apply for a postgraduate degree on teaching to
get a certificate on teaching, PGCE. This study lasts one-year or two years based on
studying part time or full time. It focuses on developing teaching skills instead of
subject they choose to teach. This certificate can also be obtained through distance
education or in a school if they complete a program called School-Centered Initial
Teacher Training (SCITT). Another option in school-based teacher training is
Graduate Teacher Program in which the qualified teacher status is obtained by
training and working as it is salaried. The schools participating in the program
choose teacher trainees and after one year training they may employ them or not. For
the admission to teacher education, requirements are determined by the Training and
Development Agency for Schools. First of all, applicants should have a certain score
in English and Math in the state exam for general certificate of secondary education
(GCSE exam). For class teacher education programs, they should also be successful
in science subject in the exam. The ones applying for consecutive program should
also have a bachelor’s degree. After providing this criterion, interviews are used to
evaluate if the candidate is suitable for teaching. During this process, all the entrants
are subjected to a “enhanced disclosure/background check” by Criminal Records

Bureau.
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Apart from the European countries, as the most populated Asian country, China has
four-year teacher training institutions, three-year teacher training colleges, and
secondary teacher training schools (Embassy of China, 2004). In general higher
teacher education, primary school, kindergarten, and special education teachers are
educated while the secondary school teachers get their education in regular
secondary teacher education (China Education and Research Network, 2001). For the
admission to teacher education, applicants have an examination called teacher
education admission exams. In these exams, preparedness and capacity of candidates
are examined (Aydogan & Cilsal, 2007). Moreover, in another Asian country, South
Korea, teachers are much respected and there is even a saying “Don’t even step on
the shadow of your teacher” (International Qualifications Assessment System, 2009,
p.6). Therefore, education of teachers is also given a special importance.
Kindergarten teachers are educated at junior colleges with two-year diploma or in
four-year bachelor’ degree or they get Open University diploma. Elementary teacher
education takes place in eleven “specifically designed” colleges of teaching,
however, as an alternative, there are a few number of elementary teachers educated
in programs/departments of elementary education in universities. Middle school and
high school teacher education is done in special purpose and open programs. If
students apply for being a secondary school teacher, they can apply to both
concurrent and consecutive programs which are colleges of education under
universities, departments of education or certificate program for teaching under
general colleges, and graduate schools of education. Students who are educated in
general colleges have the chance to be secondary school teachers on condition that
they complete minimum 20 credits in teaching certificate program and meet the
requirements of their major. However, the effectiveness of the alternative programs
is criticized in recent year in Korea (Center on International Education
Benchmarking, 2011). Moreover, students are admitted to teacher education through
certain criteria. Firstly, their high school records (40%) are examined very closely.
This record includes student’s personal and academic background such as school
grades, attendance, awards, career guidance, interests and special talents, parental
expectations and special comments, extracurricular activities, volunteer work, moral

and social development with comments made each year of education. Secondly,
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candidates are to take National College Scholastic Ability Test and/or institution
administered exams (up to 60%). This exam is not just based on high school
curriculum but also it assesses “academic skills and general knowledge to better
evaluate their readiness for higher education” (International Qualifications
Assessment System, 2009, p. 25). Lastly, there are also institution-administered
examinations, interviews, recommendation letters, and essays based on the

universities’ criteria for each program.

It is obvious that, within the endeavors of finding the best structural alternative,
many variations of teacher education have been used in different contexts and also
they are proliferating every year. On the other hand, educators still discuss their
effectiveness. Researchers also question how different types of teacher education
structures prepare teacher candidates (Darling-Hammond, 2002; Feistritzer, 2005;
National Center for Research on Teacher Learning, 1992). However, about the
discussions on which one is more superior than others, Zeichner and Schulte (2001)

3

states: ““...it seems that it would be more useful to focus on gaining a better
understanding of the components of good teacher education regardless of the
structural model in which they are present” (p. 279). The National Center for
Research also claims that there is no need to discuss the structure of the teacher
education program but its content and underlying philosophy (The National Center
for Research on Teacher Learning, 1992). For that reason, besides the content,
philosophy, the effects of these models and alternatives on the effectiveness and
efficacy of teachers should be investigated rigorously by the researchers before
trying other pathways to the profession. Besides the ideas, views, and experiences of
working teachers on the effects of their education; perceptions of teacher candidates
and teacher educators should be examined to decide for future applications.
Otherwise, in countries such as Turkey where the decision making is mostly not
based upon scientific research, the constant alterations in structure or the program

could produce undesired negative effects on the stakeholders.

Before going deeper with the discussions and criticisms on current teacher education,

at this point, the pre-service teacher education in Turkey should be part of the
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literature. Therefore, the brief history and current models and alternatives to teacher

education are laid in the following section.
2.1.2. Teacher Education in Turkey and TE Models/Alternatives

In Turkish Republic, formal preparation of the teachers is accepted to go back to
earlier times to the foundation of Dartilmuallimin (Teacher Training College) in 16"
March, 1848. It was announced in that year that the teacher training college was
established to solve the faced problems of education by finding out simple teaching
methods and to train necessary teachers for schools in the future (Akyiiz, 2006).
Especially after the new Turkish Republic was founded, education was taken as one
of the major issues (YOK, 2007). Together with the ideas of the founder of Turkish
Republic, Mustafa Kemal Atatiirk, many reforms were done one after another to
have quick developments to cope with the other nations. Therefore, accepting
education as a vital tool to become a developed nation, reforms in educational field
were prioritized in 1920s (Cakiroglu & Cakiroglu, 2003). As nearly 90% of Turkish
society was illiterate and not schooled (Akytiz 2007), so, in those years, M. Kemal
Atatiirk described his high expectations from teachers: “Teachers! The new
generation will be your masterpiece” and “teachers are the one and only people who
save nations.” He also defined the portrait of ideal teacher as: “The Republic of
Turkey needs defenders who are strong in mind, in scholarship, in science, and in
physics.” With these words, Atatiirk outlined the underlying philosophy of how
teachers should be raised. While it is still debatable whether we have achieved that
stage in the preparation of teachers through the teacher education programs used,
some attempts were taken by the Ministry of Education upon the tenacious emphasis

on teachers in those years.

After the Law of Unification of Education was legislated in 1924 and all of the
institutions of education were gathered under the Ministry of National Education and
teacher education was the responsibility of MONE until 1982. Moreover, in those
years, some institutions were founded for the systematic preparation of teachers.
Based on the needs of the society, teachers were educated in different schools
between 1920s to the first years of 1980s such as Village Teacher Schools, Master
Teacher School, Middle Teacher School, Village Instructor School, and Institutes of
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Education (Bilir, 2011). As seen, the teacher education institutions varied in Turkey.
Therefore, a few of teacher education models should be described as examples of

different alternatives of teacher education in the history of Turkish education.

As the first example, the Village Institutes, founded in 1940, are well-known teacher
education school and its model is still fervently discussed by Turkish educators.
These institutes were established upon the primary needs of the villagers and the
“social school” theory of Ismail Hakk:1 Baltacioglu (Baltacioglu, 1942, as cited in
Cakiroglu & Cakiroglu, 2003) who is a famous Turkish educator and thinker. The
length of education was 5 years after the primary education and the aim of these
schools was not only educating teacher but also health technicians and midwives
(YOK, 2007). In those years, these institutes were expected “to modernize the social
relations, to bring an end to poverty and ignorance among the peasants, to create
peasant intellectuals, to increase agricultural productivity and to help spread the
Kemalist Revolution in the countryside” (Karadmerlioglu, 1998, p. 47). Students of
these schools were selected from villages after passing an examination; and they
covered 114 weeks of general culture courses, 58 weeks of agricultural courses and
practices, and 58 weeks of technical courses and practices in 5-year period (Akyiiz,
2007). Theory and practice were hand in hand as in the concurrent model; and
content of the curricula showed some variations from region to region based on the
regional needs. The cultural courses —dominant in the curricula with 22 hours in a
week— were Turkish, History, Geography, Citizenship, Mathematics, Physics,
Chemistry, Environment and School Health, Foreign Language, Handwriting, Art,
Music, Soldiery, Home Management and Child Care, and the Economy of
Agricultural Business and Cooperation besides Teaching courses including
sociology, vocational education, Psychology of Child and Work, the History of
Vocational Education, and teaching methods. The agricultural courses and practices
with 11 hours in a week included Agriculture of Farm, Garden, and Industrial Plants,
Zootecnics, Knowledge on Poultry, Fishing and Fisheries, Apiculture and Sericulture
and Agricultural Arts. Lastly, technical courses covered 11 hours in a week and they
were comprised of practices on Forging, Village Construction, and Handicraft
(Akyiiz, 2007; Giiveng, 1998). After finishing these institutes, the graduates were
directly recruited as village teachers and those teachers are said to have direct and
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indirect economic effects, cultural effects, and social effects on the Turkish society
(Akytiz, 2007, p.396). In 1942, a three-year Higher Village Institute was opened in
Ankara to train teachers for Village Institutes. Till 1948, there were totally 21 Village
Institutes all around Turkey. However, these institutes were abolished in 1954 with
political pressures. The model of Village Institutes can be called as five year
practice-and-social-needs-based teacher training model. This model could be seen as
unique in the history of Turkish Education with its structure, program, and

underlying philosophy, which reflects the climate of Turkey in those years.

Primary Teacher Schools existed between 1920s and 1970s, in which students had
teacher education after they completed primary education. Length of education
changed as five years, six years, and three years respectively in different periods of
time and based on being a town, village, or city; moreover, there were nearly 90
primary teacher schools till 1972 when it was announced that teacher education
would be provided by higher education institutions (YOK, 2007). Application
procedures for these schools were multi-phase and applicants who wished to become
teachers would firstly apply to a school principal in his/her region with a letter of
application. Then, the selected ones were called for a centralized exam consisting of
open-ended questions on Turkish and Mathematics to assess their academic skills. If
applicants achieved a certain degree in the exam, they were taken to an interview by
the teachers of Primary Teacher Schools. Successful candidates had to obtain a
confirmed paper proving their good behavior (hiisniihal kagidi). This paper was
given by the Council of Alderman (ihtiyar heyeti) and included information on the
suitability of candidates’ familial back ground and known or sensed undesirable
tendencies or malignancies. Lastly, students were expected to bring a report on their
health condition to determine if they had any disability to teach such as deafness,
blindness, stammering, or etc. (Kuru & Uzun, 2008). These schools became teacher
high school in 1973 and prepared students for different faculties in universities

besides the teacher education faculties.

Higher Teacher School, established in Istanbul, should also be elucidated at this
point as an example of secondary teacher education. The school educated secondary

school teachers till 1956. In this model, candidates were selected from the literature
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and science faculties after an examination. These students had free boarding
education provided by the Ministry of Education and the education lasted four years.
Kavcar (1982) claimed that valuable teachers were educated through this model in
those years. Nevertheless, there were few numbers of applicants for these schools
and they were closed in 1959. After the closure of previous Higher Teacher School,
new model of Higher Teacher School was founded in Ankara. Students were chosen
among the most successful students of primary teacher schools. Outstanding
candidates, decided by the commission of teachers in primary school teachers, were
called to this school by the Ministry of Education while they were expecting to work
as a primary school teachers (Kavcar, 1982). Then, they entered High School
Completion Exam and got high school diplomas after an intensified three-month
study with qualified teachers. The ones passing this exam and the university exam
were taken to Higher Teacher School to study for secondary teaching. The teaching-
related courses were taken in these schools while the subject courses were taken from
related faculties of the universities. In the last year of education, the teacher
candidates were to complete a 20-hour practice teaching at schools, which were
planned, systematic, and compulsory. This school was closed by the Ministry of
Education in 1978 due to the change in primary teacher schools and political climate
in Turkey (Kavcar, 1982; YOK, 2007). Through this model, highly qualified teachers
were trained as they were coming from primary teacher school in which their
achievements were usually evaluated by teachers (Kavcar, 1982). Therefore, they
had a high degree of preparedness for teaching. Moreover, the students coming from
villages and low SES families had the opportunity to obtain a university degree and
study in the capital city. On the other hand, as Esme (2003, as cited in YOK, 2007)
asserts, together with the closure of Higher Teacher Schools, the gates of universities
were also closed for village children and also Turkey lost a vital opportunity for

educating qualified teachers.

These were some of the different teacher education models in the history of Turkish
teacher education between 1920s to the first years of 1980s. However, several other
ways —for not to call them as a “model” as they were not- were also used for the
education of teachers (Erdem, 2011) when there were shortage of teachers; and some

of these ways were directly recruiting the graduates of secondary schools to as
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elementary teachers in 1950s, directly recruiting the graduates of high schools to as
teachers in 1960s, training with letters, distance education through YAY-KUR (non-
formal Higher Education Council), one-year teacher training for young villagers who
were literate and completed their military service to teach in village schools, one-
week intensified education, and short-term teaching certificate.

Current Teacher Education in Turkey: On the 12" September 1980, Turkey faced
with the military takeover and important decisions were taken on higher education
and consequently on teacher education (Bilir, 2011). First of all, universities were
held responsible for the higher education with law no 41 Decree Law in 1982.
Therefore, teachers have been educated in higher education institutions since 1973
when teaching was defined as a specialized profession, namely being a teacher would
require a formal preparation and specialization besides certain skills (Cakiroglu &
Cakiroglu, 2003; Sisman, 2001; YOK, 2007). In 1989, the length of teacher
education for all teacher education institutions, including two-year education
institutes training elementary level teachers, increased to at least four years with the
decision of Higher Education Council. Since these years, Higher Education Council
has taken several steps for the rejuvenation of teacher education. These restructuring
efforts are the subjects of following parts.

Today, there are totally 72 education faculties under Higher Education Council
(HEC) in Turkey together with the private ones and the Educational Sciences Faculty
in Ankara University. Of these faculties, 64 of them are under state universities. Pre-
school and elementary school teacher education lasts four years in faculties of
education. The concurrent model of teacher education is used in which candidates
have both subject matter and teaching courses together. The courses include subject
matter knowledge and skills in the proportion of 50-60%, knowledge and skills on
teaching profession in the proportion of 25-30% and general culture lessons with the
proportion of 15-20%. Students commonly take teaching-related pedagogy courses,
which are Methods of Teaching 1-2, Introduction to Educational Science,
Educational Psychology, Curriculum Planning and Teaching, Measurement and
Evaluation, Turkish Education System and School Management, Classroom

Management, Guidance, Instructional Technologies and Materials Design, School

27



Experience, and Teaching Practice. Students mostly have teaching practices in the
fourth year while it is given in the third year in a few of the teaching areas. These
practices are carried out at cooperating schools under the supervision of cooperating
teachers and instructors at faculties. However, the time of the teaching practice has
always been changed over the years. Different from the elementary teacher
education, most of the secondary school teaching (Secondary Science and
Mathematics, and Social Areas Teaching) lasts five years. Teacher candidates get
their subject courses from the relevant faculties in their universities and teaching
courses from the faculties of education. The students are graduated with a non-thesis
Master’s degree after this period (Bilir, 2011; YOK, 2007).

In addition, students are admitted to these teacher education programs based on their
scores from the nation-wide university entrance exam. Only music, arts, and physical
education and sports teacher education programs apply additional ability tests while
selecting their students. However, it should also be noted here that the students who
graduate from Teacher High Schools get additional scores when they choose a
teaching department. Anatolian Teacher High Schools are one of the high schools in
Turkey and they select their students through a nation-wide high school exam after
the elementary school (now it is 12-year compulsory education). There are now more
than 200 Anatolian Teacher High Schools all around Turkey and the main admission
criterion to these high schools is the students’ scores on High School Entrance Exam
(SBS). In the curricula of these schools, following pedagogy courses are covered:
Introduction to Teaching Profession, Teaching Methods and Techniques, History of
Turkish Education, Educational Sociology, and Educational Psychology (MEB,
2009). The studies showed that quality education was offered to students in
Anatolian High Schools and students were expected to develop positive attitudes
towards teaching to select teaching departments in the university exam (Tican-
Basaran, 2004; Tican-Basaran & Aksu, 2007). However, another study showed that
the students did not choose the teaching profession as their initial choices when they
made their free choices (Cubukgu, 1997). It is also pointed out through studies that
the students generally came to these schools because of the extra points given in the

university exam but not because of their desire to be a teacher (Kiitiik, 1992). For
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that reason, the effectiveness of these high schools is also a contentious issue in

Turkey.

On the other hand, there are also other options for the ones who want to be a teacher
but did not graduate from faculties of education. In this case, another model used for
preparation of teachers in Turkey is to obtain a teaching certificate through non-
thesis Master’s degree after the completion of Bachelor’s degree in Science and
Literature Faculties. Graduates/students apply to teaching certificate programs
provided by most of the state or private universities against a certain charge. The
program lasts one and a half year and applicants have the following courses
including practice teaching (totally 28 credits) during this one-year time:
Introduction to Educational Science, Developmental Psychology, Teaching and
Learning Theories and Approaches, Instructional Planning and Teaching,
Measurement and Evaluation, Classroom Management, Guidance, Methods of
Teaching 1-2, Instructional Technologies and Materials Design, and Teaching
Practice. After an intensive study, they get their teaching certificate. These programs
were announced on 9" April 2012 to be abolished by the Higher Education Council
(YOK, 2012a). However, this announcement created confusion; and the students and
deans of Science and Literature Faculties protested this abolishment (“Pedagogic
Formation was Abolished”, 2012; “A Formation Protest”, 2012). On 5™ June 2012, it
was re-announced that the pedagogic formation would be continued till a new model
was offered by the Teacher Education Study Group under Higher Education Council
(YOK, 2012b).

Another other option is the second-shift education provided in the evening in some of
the Faculties of Education. The main difference between these programs and other 4
or 5 year programs is the candidates’ lower score in the state university exam. There
are also Open Education Teaching Programs for English Language and Pre-school
Teacher Education. In this system, teacher candidates have two year formal
education in the Open Education Faculties; then they complete their education

through Distance Education.

No matter from which program they graduate, all teacher candidates are required to

get a certain score from the state exam called KPSS (Exam for the Selection of Civil
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Servants) to be recruited as a teacher. For that reason, these ways of entering
teaching profession, pedagogic formation programs, second-shift evening programs,
and Open Education are highly debatable alternatives for the preparation of teachers
in Turkey. Especially, pedagogic formation programs are criticized in the educational
arena due the compressed length of education, and, dependent on this, the low
quality of education (Altan, 1998; Bilir, 2011; Kizilgaoglu, 2006). Moreover, the
courses taken in the non-thesis graduate degree for teaching certificate were also
claimed inefficient and not suitable to prepare the applicants for the needed teaching
skills. Being similar to the undergraduate courses, they are not found sufficient by
educators for obtaining the degree of Master of Science (Azar, 2011). These
problems stemming from these alternatives are given in more detailed way together
with the other problems of teacher education in the following section after covering

the current and crucial changes in the area of teacher education.
2.2. Changes and Challenges in Pre-Service Teacher Education

For such an important issue as the education of teachers, it is inevitable to have both
changes and challenges. In this part, the noteworthy changes and challenges
discussed in literature are presented to have more comprehensive ideas on the

education of teachers.
2.2.1. Changes in Teacher Education

As acknowledged today, the world is changing speedily and many new trends are
reshaping the societies in such a fast-changing global age. Together with the
globalism and the developments in many phases of life, new skills and abilities are
needed to survive. In other words, as explained below by Wilson (1998), the new age

requires new skills:

...in the twenty-first century the world will not be run by those who possess
mere information alone . . . We are drowning in information while starving
for wisdom. The world henceforth will be run by the synthesizers, people
able to put together the right information at the right time, think critically
about it, and make important choices wisely. (p. 294)
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In this age, teachers are expected to cope with the changing societal conditions, and
parallel to this, changing educational needs and expectations. With this perspective,
teachers, as major constituents of education system, are obliged to meet the changing
needs of societies. Besides, it is also proposed that teacher professionalism is mostly
developed and innovated through the teacher education (Furlong et al., 2000).
Therefore, considering the increasing amount of information, quick-changing
technological facilities, and interconnectedness and interdependence of the cultures,
teacher education needs to be continually rejuvenated to have the expected impact on
teachers so that they can educate future generations along with not only individual
but also national and international needs (Ben-Peretz, 2001; Cailier & Riordan, 2009;
Cochran-Smith, 2005; Goodings, Byram, & McPortland, 1982).

On the other hand, one of aims of teacher education is defined as to make
prospective teachers deal with complexities of education. For these reasons, teacher
education is also defined as a nearly impossible endeavor, because the aims of
education alters constantly in this changing world and tasks of teachers are also
indefinite and inexact (Britzman & Dippo, 2000, p.33). This vagueness is naturally
reflected on the education of teachers considering which skills and knowledge to
present in schools of education. However, teacher education is not only affected from
these changes and complexities but also from the economic impact of globalization
and labor market on educational policies (Helsby, 1999, as cited in Britzman &
Dippo, 2000). Along with the needs of labor market and changing requirements of
employment, curricula of schools are re-shaped and education of teachers inevitably

has to wear another role to respond new demands of the society.

For all these reasons, teacher education should definitely be considered within the
framework of changes in technology, economy, science, nature, environment, and
human intelligence; and skills and knowledge to keep up with these changes should
be integrated into curricula of teacher education. This picture defined above is

explained by Simsek and Yildirim (2001) as following:

Nations are aware that the quality of education that can be offered to future
generations very much depends on the quality of the teachers that are being
formed to facilitate learning in a world characterized by change. (p.411)
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With all these accounts, nations discuss the teacher education and the required
teaching skills to be integrated in their programs from time to time. In the next
section, these important discourses, discussions, and developments are presented on

the renovation of teacher education.
2.2.1.1. Global Discourses on Teacher Education

Along with the changing society and changing ideas, characteristics, standards, or
skills for the needed teachers and teacher education have been discussed by the
nations and necessary changes have been proposed for the betterment of teacher

education nationally or globally.

Primarily, the National Council for Accreditation of Teacher Education (NCATE),
founded in 1954 in the USA, puts forwards: “Education reform must include the
reform of teacher preparation....Reaching the nation’s education goals requires high
standards for the teaching force.” (NCATE, 2008, p.3). Taking this notion into
consideration, the council determined the standards for the teacher preparation
institutions to direct the teacher education programs, courses, candidate success, and
other related units. Based on the standards, the universities are visited and their
conditions are evaluated to be accredited. The institutions responsible for the teacher
education are to meet these standards to have the accreditation for their institution.
Currently, 656 teacher education institutions in the USA are accredited by NCATE.
The main standards are candidate content knowledge, skills, and professional
dispositions; assessment system and unit evaluation; field experiences and clinical
practice; diversity; faculty qualifications, performance, and development; and unit
governance and resources. Under these standards, the teacher candidates should have
a strong content knowledge, pedagogic knowledge and skills, and professional
knowledge and skills besides the well-organized teaching practices at schools to
enhance student learning (NCATE, 2008). Specifically, some of the skills, expected
from the candidates with the help of the standards, are as following: having in-depth
understanding of the content, presenting content in challenging and clear ways, using
real-world  contexts, integrating technology appropriately, understanding
preconceptions of students, developing instructional strategies and technologies

based on research and experience, connecting concepts to students’ prior experience,
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applying the ideas to real-world issues, contributing to school improvements,
assessing and evaluating students achievement, making adjustments to instruction
based on students learning, collaborating with other colleagues, working with
families and other communities, and creating supportive learning environments.
Moreover, Interstate New Teacher Assessment and Support Consortium Standards
(INTASC, 2011) determined to have an agreement on the needed and required
teacher characteristics. Teacher education is expected educate candidates parallel
with these skills and characteristics. These are mainly related to both professional
and personal development of the teacher as a whole and they were set to meet the
needs of the century. They were grouped under ten headings and covers knowledge
about subject matter, child development and learning theory, instructional strategies,
learning environment, communication, planning instruction, assessment, reflection
and professional development, collaboration, ethics, and relationships. In addition,
thinking skills, problem solving, working with diverse students, cross-disciplinary
skills, communication and collaboration, and using technology are also the

emphasized skills in the standards.

Supported by American Association of Colleges for Teacher Education (AACTE
Supports, 2012), there is also a current movement of “The Educator Preparation
Reform Act” in relation to the preparation of the teachers. The act aims to increase
teaching quality at schools through restructuring the teacher education programs
besides increasing the programs’ accountability for all institutions. Developing and
using a pre-service teacher performance assessment is also mentioned among the

aims to increase teacher quality and educational quality.

Another noteworthy report on restructuring the teacher education was prepared by
National Commission on Teaching and America’s Future in 1996. The commission
justified their act towards changing the teacher education at very beginning of the
report by stating: “A caring, competent, and qualified teacher for every child is the
most important ingredient in education reform” (National Commission on Teaching
and America’s Future, 1996, p.1). In the report, the commission recommended
certain points for re-creating the teacher preparation and providing future teachers’

professional development. These recommendations are 1) organizing teacher
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education and professional development programs around standards for students and
teachers, 2) developing extended, graduate-level teacher preparation programs that
provide a yearlong internship in a professional development school, 3) creating and
funding mentoring programs for beginning teachers, along with evaluation of
teaching skills, and lastly 3) creating stable, high-quality sources of professional

development

In the USA, nowadays another significant project is being undertaken on the 21°
century skills, and teaching and learning (Partnership for 21st Century Skills, 2010).
Founded in USA, the major aim of the organization is to make the education in
United States cope with the demands of 21% century. It is advocated that the
education should be combined with the core subjects with 21st century
interdisciplinary themes and four Cs (critical thinking and problem solving,
communication, collaboration, and creativity and innovation). The 21st century
interdisciplinary themes included global awareness, financial, economic, business,
and entrepreneurial literacy, civic literacy, health literacy, and environmental
literacy. In this project, the professional development of the teachers is seen as one of
the bases for 21 century education. It is stated by the organization that teachers in
21 century should possess certain skills, characteristics, and knowledge such as 1)
integrating 21st century skills, tools and teaching strategies into their classroom
practice; 2) balancing direct instruction with project-oriented teaching methods; 3)
having a deeper understanding of subject matter to enhance problem-solving, critical
thinking, and other 21st century skills; 4) developing their abilities to use various
strategies to reach diverse students and create environments that support
differentiated teaching and learning; 5) identifying students’ particular learning
styles, intelligences, strengths and weaknesses; and other skills (Partnership for 21st
Century Skills, 2010). While these projects are undertaken to keep up with the new
demands of the century, the teachers play a significant role as practitioners and
providers of teaching at schools. Unless the technology puts the machines,
computers, or the robots into the schools for educating new generations, the teachers
are to be educated in schools of education and prepared for meeting the educational
needs of the nations. When this is the situation, for such projects or organizations to

be successful and reach their aims, the preparation period of the teachers before
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starting the profession is better to involve these skills, to present developments and
new demands, to provide enough practice at schools, or at least, to bring up the
teachers with the skills for “professional development, self-development, learning
how to learn, self-criticism, critical thinking, and research” so that they could find

their own way.

Considering this aspect of teacher education mentioned above, the other projects on
increasing the quality of teachers in the current century have been carried out by
other nations as well. Apart from the USA, the European countries have also been
discussing on increasing the quality of teachers and teacher education in European
context. The Green Paper on Teacher Education in Europe (Buchberger, Campos,
Kallos, & Stephenson, 2000) was published with the title of: “high quality teacher
education for the high quality education and training.” The paper starts with the
concepts “change” and “challenge” which are accosted by European countries. Then,
it includes detailed information and discussion in relation to high quality teacher
education for high quality education and training, remarks on the current state of
teacher education in the European Union, the challenge of change - teacher education
in rapidly changing contexts, scenarios for teacher education reform, and some
proposals for concrete measures relevant to teacher education reform. As a summary
of the paper, it is discussed that the societies are facing the challenges of change in
many facets of life, and some of the major changes are articulated as: globalization,
internationalization, European integration, mobility, increasing immigration,
multiculturalism, racism, longer life expectancy, ageing population, social unrest and
disenfranchisement, explosion of information, new information and communication
technologies, new technologies, higher standards of living, a new poverty, pressures
on world commodities and increase in leisure time (Buchberger, Campos, Kallos, &
Stephenson, 2000). Most of these changes and developments are affecting all
nations, including Turkey. When this is the situation, these changes occurring in
society inevitably affect the teacher education in terms of its purpose, courses,
structure, and other dimensions. Some other important points, parallel to the rationale
of this study, are emphasized in the Green Paper. These points are: 1) the continuous
professional development of the teachers should certainly be supported in teacher

education; 2) prospective teachers have to not only possess “professional autonomy”
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but also be “pro-active agents of change” with the pedagogical professionalism; 3)
the teacher education is to be evaluated with regards to having coherent goals for
education of teachers, providing powerful learning environment, developing
collaborative problem solving ability, including research and development and
providing the active involvement of the future teachers in it, creating partnerships
with schools “for learning to teach by experience” (Buchberger, Campos, Kallos, &
Stephenson, 2000).

Apart from the Green Paper on teacher education, the European Commission also
points out the vital role of teachers for European Union to reach “the highest
performing knowledge-driven economy” by revealing potentials of all students
(European Commission, 2005, p.1). With this respect, the commission determined
Common European Principles for Teacher Competences and Qualifications. One of
most important principles was pointed out as “a well-qualified profession” which
would be obtained through higher education. In this line, the teacher education in
higher education was stated as being “multidisciplinary” including comprehensive
subject knowledge and pedagogical knowledge, skills and competences for
supporting and leading students, and a comprehension of social and cultural aspects
of education. As seen, the commission stresses not only the academic and
professional characteristics of teacher education but also social and cultural ones
(European Commission, 2005). Parallel to this, European Trade Union Committee
for Education (ETUCE, 2008) prepared a policy paper on “Teacher Education in
Europe” focusing on the high quality teacher education for high quality education. In
the report, one of the key issues concerning the preparation of teacher is educating all

teachers with Master’s degree. The reason for this proposition is explained as:

The demands that teachers face today in terms of in-depth subject knowledge,
advanced pedagogical skills, reflective practice and ability to adapt teaching
to the needs of each individual as well as to the needs of the group of learners
as a whole, require that teachers are highly educated and equipped with the
ability to integrate knowledge and handle complexity at the level which
characterizes studies at the Master’s level. (p. 8)

Another crucial proposition made in the report is about the teacher educators in
higher education institutions and mentors. As a summary, it is suggested that the role

and profile of teacher educators and mentors at schools should be given a special
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importance, and their working conditions should be improved. Other than these the
Commission of the European Communities (2007) prepared a report on improving
the quality of teacher education; Eurydice (2006) published an extensive paper on

quality assurance in teacher education in Europe.

More internationally, the Organization for Economic Co-operation and Development
(OECD) accentuates the role of teachers for the development of nations and the
importance of teacher preparation (OECD, 2011; McKenzie, Santiago, Sliwka, &
Hiroyuki, 2005). The organization prepared a comprehensive report in which the
developments and conditions of teacher workforce were analyzed from the
international perspective including 25 OECD countries. In this analysis, there are
also suggestions for the improvements of teacher education for the better preparation
of teachers. Some of these are: developing a teacher profile involving teaching
competencies and standards; increasing coherency among initial teacher education,
induction, and professional development; enhancing the flexibility of initial teacher
education through alternative routes, post-graduate studies, and consecutive
programs; improving the admission criteria to teacher education, accrediting the
programs of teacher education. In addition, it is also emphasized to strengthen
content knowledge of teacher candidates and to relate content knowledge with
reflective practice and research done on the job; to develop cooperation between
teacher education institutions and schools for more on-the-job experience for teacher
candidates; to relate the theoretical and academic studies with the teaching practices;
and to train and support mentor teachers at schools for the practice teachings (OECD,
2011). In the very current report “Education at a Glance (2012),” the present
conditions of teachers in different OECD countries are also discussed with necessary
attributions to teacher education institutions and alternatives. The student selection,
training period, and requirements for entering teaching profession are among the
issues briefly presented based on the examples from different countries. This report
can also be referred to get a general opinion about the current state of teacher
education in different countries (OECD, 2012). Another current OECD report is
also concerning the preparation of teachers to teach in 21% century (Schleicher,
2012). Here, the teaching and learning ways in 21 century classrooms are discussed

such as inquiry based teaching and learning, incorporating assessment into teaching,
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collaborative learning, using eclectic methods, and using advanced technology in
classrooms. Then, these changes are claimed to have certain implications for the

teacher competencies and preparation of teachers.

Apparently, it is very possible here to extend this part and present more documents,
reports, meeting papers, and networks discussing changes in the teacher education
and ways to improve the quality of teacher education. It is a truism to say these
reports, projects, and papers on teacher education and teaching skills demonstrate
that the nations are striving for keeping up with the changes through reconsidering
their educational system and focusing upon the education of teachers. On the other
hand, there have also been important developments in teacher education in Turkey
with respect to preventing the existing problems and keeping up with the changes
and international standards. From this point forth, reforms, developments, and

changes in teacher education in Turkey should be discussed.
2.2.1.2. Changes and Developments in Teacher Education in Turkey

As in other countries, in Turkey as well, there is also an emphasis on bringing up the
effective teachers through effective teacher education programs which responds to
the needs of today’s world (Senemoglu, 2011). For that reason, politicians,
educators, and educational researcher have been in constant struggles to reform or to
restructure the teacher education for better and more quality preparation of teachers.
These efforts are evaluated as being very necessary for the current century not only
by Turkey but also by many countries in the world. Within this respect, in Turkey,
there have been some major developments and restructuring efforts in relation to the
teacher education. These changes and developments are stated to be done in parallel
to the societal and political changes (Ustiiner, 2004). However, it is also seen in the
history of teacher education that many reform acts have mostly focused on primary
school teacher education. In the following paragraphs, some of these crucial

reforms, developments, changes, or discussions are given chronologically.

In 1964, the education faculty in Ankara University was founded. One of the aims of
this faculty was to provide teaching certificate for those university students who

wanted to become teachers in the future, to educate special education teachers and
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educational experts such as school counselors (Mihgioglu, 1989). After this year,
education faculties under other universities such as Middle East Technical
University, Hacettepe University, and Bogazi¢i University were also established.
Moreover, in 1970s, the length of three-year teacher education was increased to four
years after the secondary education while to seven years after primary school
(Okgabol, Akpinar, Caner, Erktin, Gok, & Unliihisarcikli, 2003). Then, in 1973, the
Fundamental Law of National Education with No: 1739 was enacted by the
Parliament. In this law, general and specific aims of Turkish National Education, its
basic principles, the forms of education, and the levels of schooling were defined by
MNE. This law has been important for the teacher education in Turkey, as it
officially announced teaching as “a specialized profession” which requires a formal
preparation including general culture, content area education, and pedagogic
formation. It was also pointed out that teacher candidates must have a higher
education to gain specialization regardless of level of education (Milli Egitim Temel
Kanunu, 1973, as cited in MEB, 2010b). In 1982, the duty of preparation of teachers
is given to universities. Since this year, primary school teachers have been educated
in faculties of education; and secondary school teachers have been educated in
collaboration with other subject faculties. Two-year Education institutes were
converted into two-year Higher Schools of Education and they were attached to
universities (Simsek & Yildirim, 2001). In 1982, 11" National Education Convention
was gathered. In this meeting, the Council took some important decisions in relation
to the education of teachers. Some of these decisions were as following: selecting
successful students having a tendency for teaching as teacher candidates and
admitting them not only through university exam but also through an ability and
tendency scales; giving special importance to teaching experience by enhancing
practical aspect of teacher education programs, improving the conditions of teacher
high schools; improving the physical environment of education faculties, including
general culture courses such as general psychology, general sociology, and general
biology besides the other general culture courses; and using concurrent model in the
programs with 62.5% content area courses, 25% teaching courses, and 12.5% general
culture courses; integrating eight pedagogy courses into the program which were

Introduction to Education, Educational Sociology, Educational Psychology,
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Psychology of Learning, Curriculum Development, Measurement and Evaluation,
Teaching Principals and Methods, and Materials of Teaching; creating a strong and
open-to-improvement “teacher education policy” which would not change based on
the changing politic powers’ attitude (MEB, 1982). Lastly, in the National Education
Convention, some critical suggestions were made for the improvement of the teacher

education institutions:

In any institution educating teachers, there should be certainly a teaching
atmosphere and ambiance. Otherwise, it becomes similar to growing a cherry
tree in the vase. Today, if these teacher education institutions are scattered to
universities one by one, they are crushed and they disappear. In this case, the
ones, who graduate from the others faculties’ department and cannot find a
job, will also be teachers with just a teaching certificate; and then teaching
becomes no longer a profession. (MEB, 1982, p.204, as cited in Okgabol, et
al, 2003)

These decisions and suggestions, today, still carry their importance for better teacher
education in Turkey in terms of the content of the programs, student selection, multi-

dimensional development of teacher candidates, and teaching certificate procedures.

In this year, after the convention, the Higher Education Council took the suggestions
of the 11™ Convention in relation to pedagogy into consideration and prepared a
pedagogy program for education faculties (YOK, 2007). The program included the
following courses: Introduction to Education, Educational Sociology, Educational
Psychology, Educational Principals and Methods, Measurement and Evaluation,
Educational Technology, Guidance, Methods of Teaching, Educational
Administration, and Teaching Practices. In 1985, Ministry of Education wrote a
report to the Higher Education Council documenting the complaints about the
pedagogy courses in teacher education and asked for the revision of the programs.
Taking this offer into suggestion, the Higher Education Council made some changes
in the program which were a) increasing pedagogy courses to 18-21 credits b)
offering these courses in the third through eight semesters, ¢) putting one of the listed
elective courses as an elective course into the program, and d) offering 8-week
compulsory practice teaching. The offered elective courses were the Philosophy of
Education, Curriculum Development, Educational Administration and Supervision,

Vocational and Technical Education, Adult Education, Research Techniques,
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Educational Planning, the Economy of Education, the History of Turkish Education,
Education and Development, Educational Technology, Special Education, Materials
of Education, Audio-Visual Materials and Techniques, Statistics, the Organization of
Turkish Education, and Guidance (YOK, 2007). In 1989, as also discussed in 12"
National Education Convention, two-year higher schools of education were put under
the Faculties of Education as Classroom teacher education department); moreover
the length of education was increased from two to four years (YOK, 2007. In this
year, the Meeting of Teacher Education Advisory Committee was held and teacher
education was discussed. In this meeting, the improvement of teacher high schools,
scholarships for teacher candidates as stimulators, and selection of successful and
talented students to the programs were also debated by the members (Okgabol, et al.,
2003). After this year, the scholarship was given to students who succeeded in the
exam and ranked teaching among their 10 choices in the university exam. Moreover,
in 1990, a National Education Academy was established under Ministry of
Education. Besides providing education to other personnel working at schools, one of
their missions was to provide knowledge on teaching profession as stated by the
MONE and coordinating with the teacher education institutions under Higher
Education. Today, these duties including are belonging to the General Directorate of
Teacher Education and Training (MEB, 2010c); they carry out in-service training of
teachers besides working on teacher competencies and providing collaboration with
teacher education institutions. Moreover, in 2009, the National Education Academy
together with the Center of Development of Course Materials was also re-opened in
Ankara in Hasanoglan after the official offer of Prime Ministry again with the aim of
aim of educating the teachers and other personnel working at schools in line with the
changing conditions and scientific criteria (Bagbakanlik, 2009). About this act of
Ministry of Education, Okgabol et al. (2003) proposed that Ministry of National
Education did not internalize the pedagogy given in universities even in those years.
In 1992, Ministry of National Education mentioned the possible need for classroom
teachers due to increasing the length of education from two years to four years and
demanded pedagogic formation classes for the university graduates which would last
26 weeks with 21 credits (YOK, 2007). After these years, Ministry of Education

continued to discuss teacher education and making suggestions for its improvement
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through conventions, meetings, and conferences such as World Conference on
Teacher Education organized by MONE in 1996.

In 1994, the “Development of National Education Project” was started with the help
of financial credit provided by World Bank. One of the subsections of this project
was “Pre-service Teacher Education” which was conducted with the collaboration of
Ministry of Education and Higher Education Council. The project started as a three-
year project but then it was extended to five year and finished in 1999. Improving
the quality of teacher education for the teacher working at schools was the
underlying consideration in the project. Some of the activities carried out in the
context of this project provided a base for the prospective reform in teacher
education in 1997 (Kavak, 2009; YOK, 2007). These activities were concerning
curriculum development, training instructors/academicians for education faculties,
equipment/materials, the collaboration between the education faculties and practice
schools, foundation of the National Committee on Teacher Education in 1997, and
academic evaluation of the faculties of education between 1998 and 2001 through

Accreditation and Standards studies.

During these developments, in 1997, the compulsory uninterrupted education was
extended from five years to eight years in Turkey. The increasing need for more
teachers also affected the teacher education. This situation was explained by Simsek
and Yildirim (2001):

With the full promulgation of Basic Education Law in 1997, compulsory
education was extended to eight years nationwide, adding further pressure on
teacher training because of newly added classrooms in schools. This also
became a source of pressure for universities to increase their capacity to train
more primary school teachers. (p.416)

In the same year, the Higher Education Council arranged a meeting with the deans
of education faculties and proposed works on the new program; and problematic
situation of education faculties were discussed. In this meeting, the decision was also
taken on the abolishment of undergraduate programs on educational sciences except
for Educational Counseling and Guidance. It should be noticed that the changes and
developments on pre-service teacher education in Turkey were mostly concerning

structural changes such as the length of the education, the number of the courses, the
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number of instructors, and the setting of the education. The skills and abilities that a
teacher candidate should gain during this educational process to be able teach at

schools were not discussed much.

Similar to these changes, the reform in 1997 on teacher education also included
structural changes as in other changes and developments as mentioned before. The
Higher Education Council explained the major reason for reconstructing teacher
education as the ineffectiveness of education faculties and the insufficiencies with
regards to quality and quantity to respond the needed teacher demands (YOK, 1998).
Four-year primary teacher education was preserved with concurrent model, however,
the main changes were done about the secondary teacher education (3.5+1.5=5;
4+1.5=5 year-education and graduation with non-thesis Master’s degree); teacher
education provided to the graduates of the Faculties of Letter and Science with non-
thesis Master’s program (4 year education in subject faculties and 1,5 year non-thesis
Master’s program=5.5 year-consecutive model). The new teacher education system
was summarized by Simsek and Yildirim (2001, p. 422) as 1) from loose to tight
coupling or from differentiation to integration by gathering teaching areas under
main departments, 2) from an emphasis on subject knowledge to an emphasis on
pedagogy and professionalization (such as working of the curriculum development
committees on the programs and emphasis on practice in pedagogy courses), 3) from
four-year undergraduate courses to postgraduate programs (in some fields), 4) from
provider-driven programs to partnership, and 5) from pure autonomy to national
standards and accreditation. The reform also included the developments in terms of
instructional materials, equipment, and fellowship training. The new curricula were
implemented in 1998-1999 academic year for eight years; however, the implemented
programs would be reconstructed in 2007 with changes in relation the content and
the ratio of the courses (Kili¢ & Acat, 2007; YOK, 2007).

Following the meeting of 58 deans and 137 academicians of Education Faculties to
discuss the “Questions of Quality in Teacher Education” in 2005 and the workshop
on Curriculum Development in Education Faculties held by Ministry of Education in
2006, the restructuring works in 2006, 2007, and 2008 were done respectively. The

new changes were made in relation to the programs and the non-thesis Master’s
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degree teacher education. The aim was explained as not to change the reform acts
made in 1997-98 but to up-date it and recover its problematic aspects (YOK, 2007).
At first side, the implemented programs of pre-school and primary school teacher
education were re-examined and these changes were made: revision of course lists,
course credits and description of the courses in the program; providing more
flexibility in the composition of the programs with 65-80% subject matter area
courses, 25-30% pedagogy courses; giving freedom to education faculties to
determine the 25% of their programs with elective courses (Kavak, 2009). Besides,
the application of minor area was put aside; teacher candidates were given the
opportunity to have practice teaching in villages, mixed-level classrooms, and
boarding regional primary schools; increasing the percentage of general culture

courses was emphasized; a general culture course named “community service” was

added.

Introduction to Teaching Profession, Development and Learning, and Instructional
Planning and Evaluation courses were excluded and replaced with Introduction to
Education, Psychology of Education, Teaching Principals and Methods,
Measurement and Evaluation, Turkish Education System and School Management.
In 2007, new arrangements were made for the secondary teacher education
programs: the consecutive model of 3.5-1.5 year with Master’s degree was changed
to 5 year concurrent model for more integrity; the credits of practice teaching were
decreased from 26 to 18 for the non-thesis Master’s degree teacher education
program (YOK, 2007). In 2008, the length of this non-thesis program was decreased
from 1.5 years to 1 year; while the credits were 37 and 18 respectively for theory and
practice, they were decreased to 26 for theory and 16 for practice. After these
arrangements in non-thesis programs, it was also decided not to open new Secondary

Teacher Education programs in Education faculties (Kavak, 2009).

Another important development is that the Ministry of Education published the
general and specific teacher competencies in 2008 which were also discussed in the
frame of teacher education. The general competencies were presented under main
titles as professional development, knowledge about students, the process of teaching

and learning, monitoring and evaluating learning and development, relationships
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among school-family and society relationships; and knowledge about curriculum and
subject matter (MEB, 2008).

In 2009, some arrangements in Teacher Education were made. In some universities,
courses in the secondary teacher education non-thesis Master’s program were
decided to be given in undergraduate program of subject faculties and other
programs that Ministry of Education recruited (Kavak, 2009). In 2010, the 18™
National Education Convention was organized in Kizilcahamam; and in this
council, the teacher education was again discussed by the authorities in Ministry of

Education (MEB; 2010a). Some of the noteworthy suggestions were as following:

e Based on the 2023 vision, the coordination between Ministry of Education
and Higher Education Council should be improved, the middle-term and
long-term needs for teachers should be planned, and the teachers should be
educated considering these needs.

e Apart from education, the general culture and subject courses besides the
teaching courses should be developed in line with the aims in the faculties
providing formation.

e Teacher education should be offered by higher education institutions; and
Teaching or Education University should be founded.

e Teaching practices should last one year throughout the last year of education
and should be done under the supervision of mentor teachers and faculty
instructors.

e The National Committee of Teacher Education should be revitalized,
strengthened, and revised in terms of the personnel, their duties, and
responsibilities. Moreover, the committee should gain an autonomy taking
decisions freely.

e Due to the discrepancies between the graduates of different universities, the

works on accreditation and standards should be reconsidered.

In 2012-2013 academic year, the new school system which is 4+4+4 have been
launched by the Ministry of Education. The 8-year uninterrupted compulsory

education has been changed to interrupted 12-year education. In the new system, the
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starting age for school has become 60 months and new programs have been
implemented at schools (MEB, 2012). It is discussed that this change in the
elementary schooling system will affect the preparation of the teachers and the skills
they should gain throughout this education. For instance, currently, the Higher
Education Council (2012b) has sent an official document to education faculties
through which the views of the faculty staff are asked about adding courses on doing
projects and popular science into the curricula of teacher education in faculties of

education.

As covered above, there have a number of restructuring or rearrangement attempts
about the preparation of teacher besides the discussions and meetings. Nonetheless,
the effectiveness and quality of teacher education provided is still highly debatable
both in public and in the politic and academic environment. While Ok and Eret
(2012) considered these reform acts within the question of sustainability and
criticized the lack of sustainable acts, Bilir (2011) mentioned the lack of national
policy for teacher education and also proposed collaboration among the main
stakeholders of teacher education including Higher Education Council, Ministry of
National Education and the State Planning Organization. Here, it should also be
noted that skills and abilities to be acquired during teacher education have not been
discussed among the policy makers or reform actors. The changes and developments
have been mostly related to the structure of the teacher education. Although the time,
the number, and the length pertaining to teacher education were discussed and altered
constantly, it was not much brought into question whether these courses or practice
teachings were equipping teacher candidates with the necessary abilities and skills to
become professional in teaching. The results of these changes and the discussions are
furthered in the following section, which points to the challenges and problems faced
during the preparation of teacher candidates for teaching profession despite the

changes, developments, and reforms.
2.2.2. Challenges in Teacher Education

As covered above, the literature points out the changing face of the age and the need
for the changing teacher education. On the other hand, teacher education is discussed

much for not being effective to prepare the teachers for their profession and for not
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responding to the needs of teachers and the era (Darling-Hammond, 2006a). For
instance, about the issue, Arne Duncan, United States Secretary of Education,
asserted in one of her speeches on teacher education in the USA: .. .university-based
teacher preparation programs need revolutionary change — not evolutionary
tinkering” (U.S. Department of Education, 2009, p. 2). She also criticized many
teacher education colleges for doing a mediocre job in terms of preparing teachers

for facts of 21 century classes.

The existing teacher education programs were criticized for not keeping up with
these changes to make the prospective teachers ready for the real classroom
environment (Goodlad, 1990). Furthermore, one of major problems of the current
teacher education programs is also stated as the lack of bridge between theory and
the practice (Darling-Hammond, 2000; Hui & Grossman, 2008; Korthagen, 2001;
Shuk & Berry, 2008). Although teacher candidates are furnished with the theoretical
aspect of “being a teacher,” a great majority of them experience a great difficulty to
put what they learned during their pre-service education into the practice when they

start their profession in a real school and classroom environment.

The studies in the literature also hold important evidences to support these claims, as
they reveal the fact that there is a gap between the teacher education and the real
teaching profession and the teachers could not practice what they learned during their
education or they might have really hard times while adjusting to their new
profession (Cole & Knowles, 1993; Veenman, 1984; Zeichner & Tabachnick, 1981).
Moreover, some educators evaluate the challenges of teacher education from other
perspectives. For example, Cochran-Smith (2000) noted that there is no common-
ground on the needed teacher education components and summarizes this situation as

following:

The teacher education profession finds itself responding to the charges
against it as well as the complex demands placed upon it. Increasingly, there
are competing positions in the discourse, and there is no clear consensus
about what teachers need to know, who should provide education for
teachers, how teachers should be certified and licensed, and what role
university-based teacher preparation should play in school improvement.
(p.163)
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Parallel with this, Mason (1997) also mentioned the difficulty of preparation of the
teacher candidates because of the challenges in teaching in the current school
systems. Despite the challenges in society and in the educational systems, teacher
education is regarded as responsible for the success of the students and the
development of the nations. Ben-Peretz (2001) pointed out that the problems in
schooling are charged to teachers and the inefficient preparation of those teachers,
which also puts challenges for the education of teachers because of the different
demands from it and lack of concise content. On the other hand, Musset (2010)
stated that the challenges of teacher education differ from country to country despite
the common problems, as the needs and demands differ from country to country. For
that reason, he explained: “There is no magical —policy mix that can be applied in

each and every situation” (p.3)

Considering this idea and the common problems of teacher education, it gains
importance for all countries to conduct studies to analyze the current situation of
their teacher education in terms of meeting the needs so that it would be easier and
more scientific to reach a consensus on the required teacher education. In this
respect, the problems of teacher education in Turkey are handled in this study; and
the literature in relation to the challenges and problems are mentioned to comprehend

the need for such a study.

Turkey, as being a developing country, has experienced certain vital problems in
relation to teacher education and basing it on the individual and societal needs
(Diilger, 1987; Girsimsek, 1998). These problems have been presented by
researchers, educators, or other stakeholder in the literature. To start with, it is
necessary to mention the results of the study conducted by Higher Education Council
with the education faculty deans and academicians. This study provided a good
summary of the main problems of education faculties and, of course, pre-service
teacher education in Turkey (YOK, 2007). Despite the length of listed problems,
only some of them are presented here as following: overlapping courses in the
program, insufficiency of classes for practice-based education, inappropriate design
of faculties for active learning and student-centered learning, lack of enough

instructional materials, and academic quality of some of the instructors. These
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problems constitute serious challenges before the teacher education institutions and

the efforts to improve it.

Furthermore, Simsek and Yildirim (2001) discussed the problems in Turkish teacher
education before the reforms in 1998 and 2007. Some of the problems are listed as
disregard for the real needs of the schools, teacher shortage, duplication of efforts
and lack of collaboration, lack of coordination between MONE and HEC, inadequate
school experience, and degraded teacher certificates. After the reform in 1998, the
vital problems of teacher education in Turkey were mentioned (Ustiiner, 2004).
Some of them were identified as the lack of enough professorate in education
faculties, the lack of relationships between faculty and practice schools, lack of
enough practice teachings and some others. It is indispensable to realize that some of

the major problems continued after the reconstructive attempt in 1998.

When looking at the other studies, Cakiroglu and Cakiroglu (2003) presented their
reflections on teacher education. In their article, they also put forward the major
issues in relation to preparation of teachers in Turkey; and mentioned the problems
related to lack of relevance of the faculty education with the real school environment.
This is expressed as: “The pedagogical coursework in teacher education programs is,
for the most part, far from acknowledging the realities of Turkish schools”
(Cakiroglu & Cakiroglu, 2003, p. 260).

Moreover, Sahin and Ozkili¢ (2005) proposed that the integration of practices, skills,
and courses into the teacher education programs were not enough, but they should
also be combined and united with the real teaching practices to meet the needs for the
required teacher characteristics in the rapidly changing society. Parallel to these, in
2005, the 58 deans and 137 academicians of Education Faculties discussed the
“Questions of Quality in Teacher Education,” and the vital problems on teacher
education were listed at the end of the meeting (Tekisik, 2009, p. 5) as 1) lack of
quality of students taken to education faculties and surplus of students, 2) shortage of
quality academicians, 3) quality of teacher education programs, 4) insufficiency of
classes, laboratories, and libraries, 5) number of students for per instructor (170-200
students for an instructor), 6) workload of instructors (41-56 hours of lessons for a

week), 7) lack of technology such as computers and the Internet access in education
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faculties, 8) second-shift teacher education in 47 education faculties which are in the

outlined conditions, and 9) recruitment of the graduates.

As different from these, Godek (2004) also perceived the main challenge facing the
teacher education as the lack of comprehensive survey of stakeholders before any
changes and applications. He explained that while required changes were being made
in teacher education, the ideas of neither teachers nor the other stakeholders were
taken into consideration, so the changes failed or did not meet the needs. In the end,
these attempts added to the existing problems and challenges in teacher education. In
their more up-to-date paper, Ok and Eret (2012) claimed the problem of teacher
education as the lack of sustainability in the reform acts and stated: “Short lived
changes, reforms or acts hardly produce expected quality and even quantity
outcomes” (p.13). The underlying reasons of this sustainability problem were
summarized as lack of research, lack of cooperation, quality -quantity dilemma,
assessment system, dilemma of mission, and discreet actions. Bilir (2011) also
mentioned the number of decisions taken to improve the teacher education and the
continuous problems of teacher education. She related the persisting problems with
student selection to education faculties, increasing number of education faculties
opened by the Higher Education Council, and parallel to this, increasing number of
teacher candidates, and evening schools (second-shift education). She lastly declared
the lack of state policy for teacher education as one of the main problems of teacher

education in Turkey.

All these problems might prove that there is a need for reconstructive attempt based
on the comprehensive scientific inquiry. With the help of needed research in relation
to the pre-service teacher education, it can be analyzed whether these programs could
prepare teacher candidates effectively for the required teaching skills and needs.
Based on this point, this study was planned by the researcher, as the literature
revealed the need to provide change in teacher education, to prevent the currently-
occurring problems and to reshape it in accordance with the needs of the teachers and

challenges of the current century.
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2.3. Research on Pre-Service Teacher Education

In this part, research in relation to the teacher candidates and preparation of teachers
is displayed to provide a scientific background for the problem at hand. Following

the teacher education research abroad, research in Turkey is presented.
2.3.1. Research on Teacher Education Abroad

There is a good amount of research on teacher candidates and preparation of teacher
candidates in higher education institutions. In this part, presented studies generally
focus on the assessment of teacher education programs and teacher preparation from
the perspectives of teachers and teacher candidates in terms of preparing for the
teaching profession with needed teaching skills. The studies were mostly conducted

in the last ten years.

To start with, the studies conducted with teachers on their education were examined.
As one of these, O’neal, Ringler, and Rodriquez (2008) investigated teachers’
perceptions on their preparation for teaching for diverse learners. For their study,
they selected an elementary school because of the number of students who spoke
Spanish. In this school, the subject area teachers of 5™ grades were randomly sent
consent forms. Totally, 24 teachers (22 female and 2 male) accepted to participate in
the study. Researchers used interview schedule as the main data collection
instrument in the study and they interviewed the participants in focus groups.
Qualitative data analysis was used for analyzing the data obtained from the
interviews. The findings pointed out that the teacher education programs, no matter
their year of graduation, did not prepare the teachers for teaching current diverse
students, as seventy-five percent of the teacher stated that they did not feel prepared
to teach students in classes. The researchers offered the Higher Education institutions
to revise teacher education programs and to increase collaboration with school
districts. Also, the curricula of the teacher education needed to be revised to reflect

needs of students.

Moreover, Darling-Hammond (2006b) studied with 420 recent graduates of their

seven teacher education programs and 551 other working teachers to evaluate the
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feeling of graduates about the teaching preparation they received in their institutions.
The participants were selected using a random sampling from the list provided by
National Education Association in the USA. The study had a survey design and the
researchers used a questionnaire, through which the graduates were asked about their
demographic characteristics, the schools they worked, and how they had been
prepared across thirty-six dimensions of teaching such as creating interdisciplinary
curriculum, evaluating curriculum materials, using instructional strategies, and
addressing special learning needs. She compared the graduates of seven teacher
education programs with the working teachers in terms of preparedness. The
descriptive statistics were used for the analysis of the data obtained from the
questionnaire. The results showed that the recent graduates they studied with were
prepared significantly better than other group on many teaching skills including
developing curriculum, managing classroom, teaching diverse students,
understanding how different students learn and so on. The graduates of the teacher
education programs especially felt very well prepared in using instructional strategies
to promote student learning. These graduates also felt better than the other randomly
selected teachers in many teaching skills such as working with families and
colleagues, supporting student learning, and conducting research.

Apart from these, Imbimbo and Silvernail (1999) conducted their study with 2956
new teachers and investigated how prepared they were after their teacher education.
For the study, surveys were used by the researchers and they were sent by the New
York City Board of Education to all of the teachers, had at most four-year experience
and were included in the personnel list of the board. In the study, the researchers
firstly determined the three important areas using the data that were explaining
teachers’ preparation level when they first start teaching. These areas were subject
area knowledge and instructional strategies, proficiency in educational technology,
effective classroom management. The results pointed out that the teachers stated a
need for better preparation before coming to the classes as teachers, especially for
educational technology and coping with new language learners. Furthermore, they
did not feel ready to teach in a way that provided high achievement. Lastly, the
teacher related their readiness mostly with effective classroom management,

knowledge of content area and instructional strategies, and competency in using
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educational technology. Using the data from this study, Darling-Hammond and
Chung (2002) compared the teachers graduated from alternative teacher education
programs. In the study, the results also showed that the teachers prepared through
teacher education programs were significantly better prepared than the others having
an alternative preparation or no preparation. In addition, the positive affect of teacher
preparation on student achievement was also found in studies conducted with
teachers (Darling-Hammond, Holtzman, Gatlin, & Heilig, 2005). The researchers
proposed that the effectiveness of the teachers is highly relevant to the preparation

for teaching.

Besides the studies with teachers, the literature involved studies investigating teacher
candidates’ views on the quality of teacher education, which is also the main concern
of this study. With this regard, as part of a dissertation study, Mehdinezhad (2008)
conducted a repeated cross-sectional research to evaluate the teacher education
programs based on the views of student teachers, graduates, and teachers in Finland.
The researcher used two different questionnaires, which were a structured likert-scale
and an open ended questionnaire. The sample was consisting of 675 senior students
and graduates from the departments of Teacher Education at University of Turku and
257 teachers graduated from Turku University. The researcher used two data
collection instrument, a questionnaire including teaching skills/activities to rate both
effectiveness and importance on a five-point scale and another questionnaire with
two open-ended questions. SPSS was utilized to analyze the data using standard
deviations, Pearson Product Moment Correlation, t-test, ANOVA, Bonferroni post-
hoc test, and Polynomial Contrast tests. The results indicated that most of the
students and graduates believed in the quality, effectiveness, and importance of their
teacher education program for preparing them to teaching. However, the ratings of
participants on effectiveness of the programs differed significantly only based on
gender. The female students and graduates rated the effectiveness significantly
higher than the male participants. In terms of quality and importance of the
programs, no significant differences were revealed. As contrary to the students and
graduates, the qualitative data indicated that teachers generally criticized the

programs for not meeting their needs in relation to practical aspects of everyday
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events in classroom such as coping with difficulties in student learning,

communicating with parents and other specialists, and managing classroom.

Similar to the study mentioned above, Hudson and Hudson (2007) surveyed eighty-
seven last year teacher candidates selected from an art education unit in an Australian
university to explore their perceptions of their program to prepare them for the
teaching art. A survey instrument having 39 items on different teaching skills with
five-point scale was used as a data collection instrument. Descriptive statistics were
used to analyze the data. Percentages and mean scores indicated that the last-year
pre-service teachers were in general ready to teach at schools as a teacher. However,
more than ten percent of teacher candidates indicated they could not agree or
strongly agree that they could provide 20 of the 39 teaching practices (skills) in the
curriculum and 20% stated this lack of preparedness for 7 of the 39 teaching skills
such as providing opportunities for students to use various media, techniques, and
tools in relation to investigating the subject matter. The researchers concluded that
higher education institutions should be more proactive in terms of pre-service

teachers’ preparedness for teaching.

Moreover, Hobson (2002) collected both qualitative and quantitative data from
student teachers to investigate their perceptions and assessment of the mentoring
experiences as part of their practice teachings in teacher education. The sample
included 16 student teachers for interviews and 224 student teachers for
questionnaires. The participants were selected from four different training courses in
England based on their proximity to the researcher due to the financial limitations as
expressed by the researcher. Interview schedule and self-complete questionnaires
were used as data collection instruments. The results of the study proved that while
teacher candidates found the mentoring in teaching practices useful, they criticized
the mentor teachers at school for not always providing opportunities for teaching.

Williams and Alawiye (2001) also examined the student teachers perceptions of their
preparation program. The sample involved a cluster of teacher candidates from
Seattle and Federal Way Centers and the survey instrument was used as the data
collection instrument. Totally thirty-three student teachers responded 24 items on the

adequacy of their program for preparing them for teaching. The researchers found
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that the teacher education program was averagely adequate but needed programmatic
improvements in terms of preparing them for the teaching profession. However, there
were some strengths and weaknesses of the education they received. While some of
the identified strengths were care about students, knowledgeable professorate, and
well-preparedness of the program, the weaknesses were stated as inconsistent
classes, cooperating teachers, teaching practice’s being in the last semester, computer
lessons, student/supervisor ratio, and class availability. Besides the mentor teachers,
the literature also points out the resistance of teacher candidates to teaching practices
due to the incompatibility of practices with their beliefs (Wideen, Mayer-Smith, &
Moon, 1998). However, the effectiveness of teacher preparation combined with
practice was found to affect the teacher effectiveness especially in the first year of
teaching (Body, Grossman, Lankford, Loeb, & Wyckoff, 2009).

In the literature, the review studies also exist in relation to the teacher education. One
of the important review studies was done by Kagan in 1992. The researcher
attempted to create a teacher education model for the professional development of
the teacher candidates and beginning teachers by determining the common themes in
the reviewed studies. He reviewed totally 40 teacher education studies published
between 1987 and 1991. He found at the end of his study that the model he formed
fitted the developmental models presented by Fuller & Bown and Berliner (1975 &
1988; as cited in Kagan, 1992). Moreover, it was also concluded that pre-service and
first-year teaching created a single stage of development in which candidates gain the
knowledge of students, use this knowledge to form their self-image as teachers, and
develop routines combining classroom management and instruction. However,
Kagan (1992) found that pre-service programs did not address these in a sufficient

way.

Furthermore, Floden and Meniketti (2005) made another extensive review of
literature on the impact of the coursework taken during the pre-service education. In
their review, they used electronic databases and major education journals. The
following areas were questioned in the review: The impact of subject matter courses
in the content area the prospective teacher plans to teach, the impact of other arts and

sciences coursework, such as courses taken to fulfill general education requirements,
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and the impact of coursework in the foundations of education (p. 265). At the end of
their review, they concluded that there is a little empirical evidence on the impact of
coursework taken during pre-service education on teachers’ knowledge. However,
they found a positive relationship only between the mathematics teachers’ pre-

service preparation and students’ mathematics learning.

Similar to the review above, Clift and Brady (2005) reviewed the refereed journals
from 1995 to 2001 to examine the research on methods courses and field experiences
in teacher education. The researcher noted that the studies mostly pointed out the gap
between the method courses and field experiences and prospective teachers’ beliefs
about teaching. While some of the candidates did not change their ideas and practices
about teaching after taking these courses, some of them were affected from these
courses and changed their beliefs accordingly. In relation to the practices at schools
and interactions with students in the context of curricula, the research revealed that
these experiences contributed to the change in teacher candidates’ ideas about
students, school, and teaching. They became more conscious about their strengths
and weakness in such environments. Moreover, the researchers concluded based on
the review that these courses have a certain impact on prospective teachers’ thoughts
about teaching in both positive and negative way based on their prior views and
practices, coursework, views of the curriculum, students, and pedagogy. Besides
method courses and field experiences, pedagogical aspect of teacher education was
also studied in the literature. Using portfolio, cases, video materials, laboratories, and
other instructional techniques and materials were generally found to contribute to

prospective teachers’ education (Grossman, 2005).

On the other hand, there are studies examining the preparation of teacher candidates
for the communication with parents (Dotger, 2010; Epstein & Sanders, 2006; Walker
& Dotger, 2012). In these studies, it was revealed that if the pedagogical studies of
teacher candidates involve more dispositions and activities on parent-teacher
relationship, they are better prepared in terms of communicating with parents. For
that reason, the researchers offered the use of specific activities such as simulated
parent-teacher conferences during the pre-service teacher education to make the

teacher candidates more aware and sensitive towards the issue. Lastly, the profiles
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and personal beliefs of the teacher candidates were also studied by the educational
researchers as they were found to affect the attainability of teacher education
programs by the teacher candidates (Akyeampong & Stephens, 2002; Coultas &
Lewin, 2002; Korthagen & Kessel, 1999).

As covered above, the studies on teacher education generally reveal the strengths and
weaknesses of teacher preparation. The implications of these studies contribute to the
development of teacher preparation and improvement of professional skills. More
importantly, these studies and their findings suggest that there is still a need for a
continuing research on assessing the effect of teacher education on teacher
preparation. It should also be noted here that these studies were mostly conducted on
one or few components of teacher education, and there is a limited number of studies

taking teacher education as a whole with all its components.
2.3.2. Research on Teacher Education in Turkey

In Turkey, the issue of teacher education was also highly-researched by the
educational researchers and policy makers. In line with the aim of this study, the
studies presented here concentrates on the characteristics of teacher candidates and

the evaluation/assessment of teacher education programs and institutions.

To start with, the Higher Education Council conducted a comprehensive study on the
state of education faculties in Turkey in 2006. In the study, the views of 50 education
faculty deans and 1239 academicians were surveyed in relation to student profile,
educational effectiveness, and restructuring process (YOK, 2006). The results were
grouped under main headings which are teaching staff and students, programs, areas
of expertise, instructional materials, physical infrastructure, research and
publications, infrastructure of knowledge technology, organization and
administration, and follow-up of the graduates. Being a comprehensive study and
including the deans and academicians in the field, the study ascertained noteworthy
results about the conditions of teacher education in Turkey and main problems. For

that reason, it could be necessary to highlight some of them:
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e Most of the academicians think that the teacher candidates are not at the level
of adapting to European Union because of the insufficient foreign language
education in faculties, lack of competence in using technology, and some
personal prejudices.

e More than 61% of the instructors in the faculties have at least 21 hours of
lessons.

e More than half of the participants find the teacher education program
appropriate in terms of content, objectives, measurement and evaluation,
teaching-learning processes, length, and scope. However, most of them also
think that the program do not respond developing affective objectives.

e The most of the academicians believe that there is not a complete quality
teacher education as needed.

e There are courses overlapping in terms of objectives and content.

e Of all, 70% find the classes insufficient; and 58% mention that lessons in the
faculties support theory-based education instead of practice-based education.
Also, the faculties are not designed physically for active learning and
students-centered learning as stated by the most of the participants.

e Among the academicians, 61% cannot use the Internet and computer.

e Most of the participants do not have an international publication.

Besides these, lack of enough instructional materials, lack of cooperation and
communication, lack of standards for quality teacher education, unsuitability of the
faculties for accreditation, and lack of follow-up programs for the graduates were
also among the problems stated by the deans and academicians at the end of the
study. This study carries an importance for the present and future of the teacher
education in Turkey, as it points out the views of the faculty deans and teacher

educators comprehensively.

Parallel to the study of Higher Education Council, in 2005, a group of researchers
from Ankara University conducted a study on the analysis of the current state of
education faculties (AU, 2005). Totally 68 deans from different education faculties
were surveyed on the conditions of education faculties to educate the future teachers.

Similar findings were revealed in this study as well. Some of the problems were
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described as discrepancies among the faculties with respect to number of
academicians, overburden of academicians, lack of enough number of instructors and
insufficient physical conditions in some faculties, and problems with using

technology effectively.

At this point, another study conducted with the faculty deans focuses on the use of
information and communication technologies (ICT) in teacher education colleges
(Goktas, Yildirim, & Yildirim, 2008). The researchers surveyed 51 education faculty
deans at public and private universities in Turkey using a questionnaire as data
collection instrument. The data were analyzed through descriptive statistics. The
study showed the lack of training for information and communication technologies
for using the technology appropriately as part of teacher education. It was also found
that not only faculty staff but also teacher candidates had problems of accessing ICT
and faculties did not contain enough technological materials and software. There are
also problems with using the laboratories in the faculties. At the end of the study, the
researchers offer a detailed planning for the integration of technology into the teacher
education programs and for the training of both students and the instructors. The
study brings forth the important results for the preparation of teacher candidates with
the required skills of the age. Living in the technology age, the teachers must
certainly have skills of making the technology part of their classes and instruction,
and the best time for this education is during the pre-service education years before
starting the profession. The studies mentioned up to this point mainly aimed to reveal
the conditions of teacher education institutions based on the views of the deans and
academicians. These studies carry vitality for to answer the question of “what to do
to prepare the teacher candidates with required skills” and they take the issue from
the perspective of educators.

The teacher education was also evaluated by the educational researchers in terms of
its effectiveness. One of them, Senemoglu (2011) examined the views of teacher
candidates, faculty staff, and recently-graduated teachers about the effectiveness of
the teacher education program. The study had a mixed-method design and four
different colleges of education having initial primary education departments were

selected as for the sample of the study. The data were collected from 145 student
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teachers, 81 faculty members from 4 education faculties, and 89 graduates from 38
education faculties using both questionnaire and interviews. The qualitative data
were analyzed through an inductive coding approach while the quantitative data were
analyzed using frequencies, means, Kruskal-Wallis, and Hollander Wolfe tests. The
findings showed that all groups of participants generally had close views in terms of
how well students are prepared as a primary teacher. Teacher candidates felt that
they were well prepared in the given competencies and their perceptions were higher
than the other groups. Moreover, it was also found out in the study that all aspects of
the program helped the participants prepare for their future profession. Lastly, the
qualitative data showed some deficiencies in relation to teaching practice and
allocation of much time to theoretical subject courses compared to teaching-related
courses (methods on how to teach). The researcher suggested giving more
importance to teaching practice in teacher education but it should be enhanced by
professional studies. This study can be considered as very parallel to this study in
terms of its aims and design and provide a good background for this study. However,
its limitation in terms of having a narrow sample should be kept in mind while

evaluating the results.

Although Senemoglu (2011) mentioned the teaching practice as “the heart of teacher
education” (p. 44), the issue of practice teaching and teaching experiences during the
teacher education is one of the most controversial issues in the context of teacher
education. For that reason, it would be appropriate here to present the studies on the
practical aspect of the teacher education programs. The studies generally touch on
the effectiveness and effects of the practice teachings offered during the pre-service
teacher education (Atay, 2007; Cetin, 2005). Teaching experiences are important for
teacher candidates to face with the real context of teaching profession, but there are
certain inefficiencies in relation to the physical conditions of schools, lack of
coordination, and negligence of the procedures and responsibilities (Cetin, 2005).
The research suggests giving more importance to this practical aspect of teacher
education to make the teacher candidates gain more insight, skills, and knowledge
about their future professions through communication with mentors, students, and

school personnel, and teaching-related tasks in real environment (Atay, 2007).
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In relation to the practice teaching, Ok (2005) also scrutinized the student teachers’
experiences and expectations by specifically focusing on the identification of the
differences in terms of gender and the number of practices. He collected data from
230 fourth grade teacher candidates of English language teaching departments
through a questionnaire from six different universities in five different regions of
Turkey. The results of his study showed that the candidates had high expectations
from the practices; however, they claimed that they did not take enough information
and guidance about some of the instructional tasks during these practices such as
measurement and evaluation, lesson planning, and classroom activities. The students
also expressed problems in relation to cooperating teachers at school. Moreover, it
was also revealed that while gender and type of practice school affected the
experiences of the teacher candidates in favor of females; the number of attendance
to the practice teaching affected neither their experiences nor their expectations. This
latter result was interpreted by the researcher as the issue of quantity and quality of
practice teaching as part of teacher education. Together with the results of other
studies on practical aspect of teacher education, these results lead us to reconsider the
effects and effectiveness of the practice teaching course in the programs and practice
schools.

As important as these studies, the Turkish literature also involves studies which focus
on the question of “who are the teacher candidates,” which also affects the
preparation of the teacher candidates and the quality of the teacher education. For
that reason, the background characteristics and personal beliefs of the teacher
candidates are studied in the literature as they are found to affect the effectiveness of
the teacher education programs. Of the most comprehensive and up-to-date studies of
this kind is the nation-wide study conducted with 18.266 first-grade prospective
teachers from 51 faculties of education in Turkey (Aksu, Demir, Daloglu, Yildirim,
& Kiraz; 2010; Aksu et al., 2008). As an instrument, a three-section questionnaire
was used and the data obtained from this questionnaire were analyzed using
descriptive statistics and chi-square analyses. The results disclosed that student
teacher generally come from low SES families; 51% of them choose teaching as they
wanted to be a teacher, 87% of them plan working as a teacher after graduation, they

generally have traditional beliefs and values, and they have not constructed their
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beliefs about pedagogy yet. In addition, it was also found that 31% of teacher
candidates do not read newspapers generally or at all; 73% of them believe that

religion supply answers for spiritual needs.

Moreover, Ok and Onkol (2007) also studied the characteristics of the teacher
candidates selected from the six higher education institutions located in different
regions of Turkey. Totally, 1013 freshman student teachers participated from three
programs, which were English teaching, elementary mathematics teaching and
elementary science teaching. The researchers administered a 30-item questionnaire
with five open-ended questions and analyzed the data using descriptive statistics. The
open-ended questions were analyzed using qualitative data analysis procedures.
Their study produced similar results with Aksu and her colleagues (2010). The
students had a desire to be a teacher, they came from low-income families, and they
did not take place in social activities regularly. However, they had a high motivation
for becoming teachers. The results of these studies could be examined in more
detailed way by the educators, as they could provide empirical answers for the
problems of teacher education and the ways to improve it especially in terms of

student selection procedures in teacher education.

As comprehensive as the study of Aksu et al. (2010), Okc¢abol and his colleagues
(2003) researched the issue of teacher education from different perspectives
including the profiles, educational and professional beliefs of teacher candidates and
teachers, the effectiveness of the program and courses, and the status of the education
faculties. They selected the sample through clustered random sampling and they
collected data through questionnaire. They surveyed 1300 high school students, 2139
working teachers, 1250 teacher candidates, and 630 academicians. It is necessary to

list some of the striking results of this nation-wide study:

e 57% of the teacher candidates, 64% of the teachers, and 73% of the
instructors have a teacher in their family,
e 48% of the teacher candidates find the teaching as a suitable profession for

themselves.
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Only 61% of the teachers and 51.3% of faculty instructors were graduated
from teacher education institutions including education faculties, education
institutes, and two-year education schools.

Only 32% of the faculty instructors have 1 to 5 international publications.

The candidates chose teaching because of their desire (23.7%), its
appropriateness for them (13.6), their scores in university exam (8%), and the
guarantee to find a job (7.6%).

There are some significant differences among the views of teachers, teacher
candidates, and faculty in relation to evaluating the teacher education
institutions.

Related to the views of participants on the student selection for teacher
education, 57% of the teachers, 49% of the teacher candidates, and 63% of
the faculty offered using special ability exam. Moreover, 28% of the teachers,
32% of the teacher candidates, and 52% of the faculty suggested interviews
besides the ability exam.

Of the participants, 41.2% of the teachers, 58.1 % of the teacher candidates,
and 59.6% of the faculty found the education faculties suitable to conduct
teacher education. As second choice, all groups chose the teacher university.
In relation to attitude towards teaching, 32% of the faculty and 31% of the
teachers stated that “teaching is an inborn ability” and these frequencies are
lower for teacher candidates (25%). Surprisingly, 18% of the faculty and 20%
of the teachers do not believe that “teaching ability can be developed through

a good education.”

Although the results of this study are too many to display here, the presented results

could give an idea in relation to the status of the teacher education besides the

general views in relation to the different components of teacher preparation.

Apart from these studies presented in detail, there are studies conducted with the

teacher candidates on the investigation of the characteristics and expectations of

student teachers (Ekiz, 2006); the views on pedagogical and field knowledge courses

and willingness to teach (Besoluk & Horzum, 2011); the views on different teacher

education models (Ekiz & Yigit, 2006; Sahin, Turan, & Toprak, 2010); sociological
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profiles of primary school teacher candidates (Arslan, 2007); attitudes of the teacher
candidates towards teaching and their self-efficacy (A¢isli & Kolomug, 2012; Capa
& Cil, 2000; Capri & Celikkaleli, 2008; Demirtas, Cémert, & Ozer, 2011; Dogan &
Coban, 2008; Sozer, 1996); environmental literacy of pre-service teachers to develop
teacher education programs (Tuncer, Tekkaya, Sungur, Cakiroglu, Ertepinar, &
Kaplowitz, 2009); comparison of teacher candidates’ teaching efficacy in USA and
in Turkey (Cakiroglu, 2008); readiness for teaching profession (Mehmetlioglu,
2010).

As can be seen above, the literature involves a good deal of research and many
resources in relation to the teacher education. There are also studies which assess the
teacher education institutions and programs with regards to preparing the teacher
candidates for the profession. However, the sample and context of the studies
specifically concentrating on the assessment of the teacher education is observed to

be limited in number and in diversity in the literature.
2.4. Summary of the Literature Review

Considering the importance of teachers for the quality of education for societies, the
quality of teacher education also gains vitality as much as other educational
concerns. For that reason, the review of literature started with the general discussion
on the importance of teachers and teacher education. The role of teacher education
was also mentioned as being very important factors of the effective teacher
preparation. Although the literature does not have much empirical research on the
direct effect of teacher education on student achievement and learning, it is discussed
by many educators that the preparation process makes the teacher candidates gain
important professional and personal skills besides the experiences and insight for
teaching before entering the classes. However, this preparation period is also
debatable as there are many routes offered by various institutions for the ones who
want to be a teacher. These routes are discussed in the literature as teacher education
alternatives and models. As part of this study, the review also involved the brief
description of these models from different countries including some of the notable
models used in Turkey at present and throughout the history of teacher education.

During the discussion of the models, the changes and developments in the structure
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or model of teacher education in Turkey was also covered and this also presented
teacher education starting from the foundation of Republic in 1923 to the current
date. As it is important to present current discourses on teacher education, some of
the important standards, decisions, meetings, and papers were put forward including
NCATE, INSTASC, Green Paper, and European Commission. In these papers, the
required teaching skills, professional characteristics, and institutional standards were
considered as part of the teacher education. These skills and characteristics also
constituted the important part of this study and they helped while constructing the
scale used in the study. Moreover, after the mention of changes and developments in
Turkey and other countries, the challenges and problems of teacher education was
presented in the review. The review ended with the presentation of research studies
conducted in abroad and in Turkey. The review helped the researcher justify the
place of the study in terms of its significance and methodology. Lastly, the reviewed
studies have justified that any educational undertaking within the context of its
program and structure is unavoidably subject to assessment by its very nature as in

this study.
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CHAPTER 111

METHOD

This chapter presents the method used in the study. It includes the information in
relation to the overall design of the study, research questions, population and sample,
data collection instruments, data collection procedures, data analysis, and the

limitations of the study.

3.1. Overall Design of the Study

The aim of this study was to assess the pre-service teacher education in Turkey in
terms of preparing teacher candidates (TCs) for teaching profession based on the
views of the senior class teacher candidates. In line with this aim, the study utilized a
survey design, as the information was collected about a target population from a
representative sample (Krathwohl, 1998). Moreover, the researcher, in a survey
design, conducts a survey or interviews to the selected sample to get their views and
describe certain characteristics (Creswell, 2012; Fraenkel, Wallen, & Hyun, 2012). In
the current study, a questionnaire and an interview schedule were used by the
researcher to collect the views of the participants on the pre-service teacher
education in Turkey. To examine the pre-service teacher education, Teacher
Education Assessment Questionnaire (TEAQ) was prepared. In addition to the
questionnaire; the interview schedule was also used to support the quantitative data
with the in-depth information obtained from the participants. The interview form was
prepared parallel with the TEAQ. During this process, the approval of the Human
Subjects and Ethics Committee at METU and the permissions from the universities
and departments were obtained to be able to administer the data collection
instruments. The researcher also applied to the Scientific Research Project
Coordinator at METU to get a financial support for the expenses of the study. The
data collection instruments were administered to 1856 senior class teacher candidates
in the seven teaching departments of the seven education faculties in seven different
universities in Turkey. Moreover, 43 teacher candidates were interviewed. Overall

design of the study is presented in Figure 3.1.
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Figure 3.1 Overall Design of the Study

67



3.2. Research Questions

1. How do senior class teacher candidates assess the pre-service teacher education
in Turkey with regards to
a) preparing for the teaching skills?
b) preparing for the 21% century skills?

c) faculty/program aspects?

2. What are the factors/predictors of the teacher candidates’ assessment of the pre-
service teacher education in Turkey in terms of preparing for teaching?
a) Does the teacher candidates’ assessment of the pre-service teacher education
in terms of preparing for teaching differ based on their teaching areas?
b) How do three groups of variables (demographic characteristics, orientation
towards teaching, and faculty/program aspects) predict the teacher
candidates’ assessment of the pre-service teacher education in Turkey in

terms of preparing for teaching?

3. What are the teacher candidates’ views-suggestions for patterns and ways of
more effective pre-service teacher education in relation to
a) student admission?
b) general structure/model?

c) faculty/program aspects?
3.3. Population and Sample

Target population of the study was all senior class teacher candidates currently
enrolled in the elementary teaching departments of the education faculties of the state
universities in Turkey. As the whole population would not be reached by the
researcher within the limits of this research, the sample was selected from this

population following the steps described in Figure 3.2.
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SAMPLING

N/

All EFs in state universities=64 EFs

N

The EFs of state universities in the list of URAP=49 EFs

NV

Grouping the EFs in to three using percentile analysis based on the total success scores
in URAP and removing three outliers

N/

Selecting EFs having all 7 teaching departments related to elementary teaching
(13 EFs)

N/

The clusters of EFs selected from each group based on student quota (2011 university
entrance exam), region, and practicality (7 EFs)

N/

Senior Class Students from Seven Teaching Departments of the Seven Education
Faculties

Figure 3.2 Steps of the Sampling Procedure

Cluster sampling method was used for the selection of the sample. Using this
method, approximately 2000 senior teacher candidates were reached for data
collection; however, after cleaning and removing the problematic questionnaires, the
sample of the study comprised 1856 senior class teacher candidates from the selected
colleges of education. For interviews, the sample was selected among the participants
of questionnaire using purposive sampling method, and totally 43 teacher candidates

were interviewed by the researcher.
3.3.1. Sampling

In cluster sampling, a group or clusters of subjects are selected rather than
individuals and then all individuals in those clusters are reached (Fraenkel, Wallen,
& Hyun, 2012). For the participants of questionnaire, clusters of subjects were

determined based on certain rationale. At the start, selecting only senior class teacher
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candidates had some grounds behind. Senior class students were closer to graduation;
they took all courses and were about to complete their teaching practice. Therefore,
they were thought to have more chance and insight to evaluate their education and
faculty. There was also a rationale behind selecting teaching programs related to
elementary teaching. First of all, elementary education curricula were subjected to
some changes in 2005. Since then, there has been more interest in the preparation of
the teachers who will teach at elementary level. Teaching skills and characteristics of
teachers have been reconsidered recently (TED, 2009). Also, teaching skills are more
focused in elementary education, whereas the content-area knowledge in secondary
education. The departments from which the sample selected were Classroom
Teaching (CT), Elementary Mathematics Education (EME), Elementary Science
Education (ESE), Computer Education and Instructional Technologies (CEIT),
English Language Teaching (ELT), Turkish Language Teaching (TLT), and Social
Studies Teaching (SST) departments. The departments requiring art-related skills
such as arts and graphics and music teaching were excluded as they have different

criteria for admitting students.

The clusters of sample were determined with respect to the rationale and criteria
described. Firstly, there were totally 64 EFs in state universities. It was decided to
divide them into three categories using percentile analysis based on success rank. For
more scientific and comprehensive success ranking, URAP (University Ranking by
Academic Success) was taken as the basis. URAP is a research laboratory founded in
2009 in Middle East Technical University in the body of Informatics Institute. Its
aim is to develop scientific methods to evaluate the academic success of the higher
education institutions in Turkey and to share the results with the public opinion
(URAP, n.d). As explained, the total success scores are calculated through certain
indicators which are number of articles, citation, total document, journal impact total,
journal citation impact total, and international collaboration. For this study, the EFs
of the universities in 2011 ranking of the Turkish universities were considered.
Among the 64 EFs, 49 of them were in the list. Before dividing these 49 EFs into
groups, the normality of the distribution of the scores was checked through the box
plot to see the outliers which may affect the distribution of the scores for the three

groups. There were three EFs detected as outliers and affecting the normality of the
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scores. The total scores of the omitted universities were successively 74, 72, and 69.
Then, all EFs were divided into three groups using a percentile analysis with SPSS.
The first group included scores ranging from 315 to 303 (0-33.33%), the second from
302 to 244 (33.33-66.66%), and the third from 242 to 163 (66.66% and above).
Then, the EFs having all seven elementary teaching departments were determined
and only 13 EFs left. From these 13 education faculties, seven of them were selected
as clusters for the study considering success group, region, student quota, and
practicality. There were three education faculties from the first group, two from the
second, and two from the third. These are the education faculties of Gazi, Dokuz
Eyliil, Selguk (it is renamed as Necmettin Erbakan University now), Uludag, inonii,
Sakarya, and Abant Izzet Baysal universities. All of the senior class teacher
candidates in the selected departments of these EFs were reached as the participants
of this study. The selected education faculties varied in terms of the region. Only the
South East Anatolian was not included in the sample, as there was no university
having all seven teaching departments. Furthermore, approximate student capacities
of selected faculties were higher than the others not included in the study. In other
cases, the region was taken as the basis. As the last consideration, the practicality to
reach these institutions was also thought by the researcher. As a result, nearly 2000
teacher candidates participated in the study, but the responds of 1856 teacher
candidates were used, so they formed the sample. Table 3.1 below summarizes

sample size based on the university and department.

Table 3.1

Sample Size based on University and Department

CT SST EME ELT ESE CEIT TLT Missing TOTAL

9 Eyliil 27 59 64 37 18 19 87 1 312
Selguk 57 36 19 48 15 8 14 1 198
Gazi 55 46 38 112 29 26 46 - 352
Sakarya 45 28 41 0 33 0 29 - 176
Inénii 47 36 47 21 29 22 24 2 228
Uludag 53 19 36 38 38 68 60 1 313
AIBU 37 20 33 35 4 46 49 1 262
Missing 6 3 1 2 1 - 1

TOTAL 327 247 279 293 204 189 310 1856*

*Including 15 missing values for universities; 7 missing values for departments
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For the interviews, purposive sampling method was used to select the participants.
Explained by Marshall (1996), the purposive sampling allows the researcher to
choose the “most productive sample to answer the research question” (p. 523). In the
study, the participants were selected from the senior class teacher candidates.
Moreover, from each institution and department, the students being information-rich
and accepting to participate in the interview voluntarily were invited to the study.
Gender and instructors’ suggestions were also considered during selection. Totally,
43 senior class teacher candidates were interviewed from all departments in the
study. The number of all interviewees is presented below in Table 3.2 based on the

university and department.

Table 3.2

Number of the Interviewees based on University and Department

CT SST EME ELT ESE CEIT TLT TOTAL

9 Eyliil 2 1 - - 2 1 8
Selguk* - 2 1 1 1 - 6
Gazi 3 1 - 1 - 2 - 7
Sakarya - - 2 1 - 2 - 5
Inénii - - 1 2 2 - 2 7
Uludag 1 - - - 2 - 1 4
AIBU 1 2 - 1 1 1 - 6
TOTAL 7 6 6 6 6 7 5 43

*Now it is renamed firstly as Konya University and then Necmettin Erbakan University.

3.3.2. Characteristics of the Sample

The participants of this study were totally 1856 senior class teacher candidates from
the seven education faculties of the state universities in Turkey. Of them, 1686 were
fourth-grade; 136 were third-grade who were also about to complete their education;
and 34 did not state their grade level. These third grade students were also included
in the study on the condition that they took their courses beforehand, were about to
complete their teacher education. Some of the characteristics of the participants are

given in Table 3.3 below.
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Table 3.3

Characteristics of the Questionnaire Respondents (N=1856)

f %
Gender
Female 1184 63.9
Male 669 36.1
Type of High School
General High School 485 26.2
Anatolian High School 326 17.6
Anatolian Teacher High School 548 29.6
Science High School 8 0.4
Technical and Vocational High School 66 3.6
Anatolian Technical and VVocational HS 80 4.3
Super High School (Foreign Language-Weighted HS) 288 155
Other High Schools 52 2.8
The Region They Come from
Central Anatolia 383 20.8
East Anatolia 213 11.6
Aegean 287 15.6
Black Sea 242 13.2
Marmara 346 18.8
Mediterranean 241 13.1
Southeastern Anatolia 128 7.0

Of the participants, 63.9 % were female and 36.1 % were male. Most of the students
were at the age of 22 (n=766, 41.5%) and 23 (n=451, 24.4 %). They mostly came
from Anatolian Teacher high school (n=548, 29.6 %), general high school (n=485,
26.2 %), Anatolian high school (n= 326, 17.6 %), and Super high school (n=288,
15.5 %). Before the university, the teacher candidates lived in different regions of
Turkey including Central Anatolia (n= 383, 20.8 %), Marmara (n=346, 18.8%), and
all other regions as seen in Table 3.3 above. Moreover, the teacher candidates
generally accommodated in towns (n= 608, 32.8%), metropolitans (n=555, 29.9%),
and cities (n=504, 27.2%). However, there were also a group of students coming
from villages (n=182, 9.8%). Most of their mothers were housewives (n=1537,
83.2%) and their education levels were generally primary education (n=1045, 56.4).
Of them, 12.9 % (n=239) never had a schooling and very few of them completed

university education (n=81, 4.4%) and obtained graduate degree (n=4, 0.2 %).
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Similar to mother education level, most of the fathers had only primary education
(n=656, 35.6 %). In addition, 23.8 % of them (n=440) completed high school and
14.3 % (n= 264) had university education. There were only 21 fathers (1.1 %) who
received graduate education.

Table 3.4

Family Background of the Participants (N=1856)

Mother Father
f % f %
Level of Education
No schooling 239 12.9 61 3.3
Primary school 1045 56.4 659 35.6
Middle school 188 10.2 262 14.1
High school 257 13.9 440 23.8
Two-year higher education 38 2.1 145 7.8
University 81 4.4 264 14.3
Graduate degree 4 0.2 21 1.1
Work Status
Working regularly 173 94 980 54.1
Retired 116 6.3 712 39.3
Unemployed 21 11 118 6.6
Housewife/No job 1537 83.2 - -

Of all participants, only 26.6 % (n= 490) had a teacher in their core family. However,
73.4 % of them did not have a teacher in their family (n= 1353). Lastly, the
Cumulative Grade Point Average (CGPA) of the participants in that academic
semester ranged mostly between 2.00 and 2.99 (n=1085, 58.5 %) and between 3.00
and 3.49 (n=652, 35.1 %). There were only 98 teacher candidates having CGPA

between 3.50 and above and 17 teacher candidates below 1.99.

Among the participants who responded to the questionnaire, 43 of them were
interviewed by the researcher. They were all senior class students. The institutions
and department of these students were presented in Table 3.2. In relation to gender,
there were 24 female and 19 male teacher candidates as seen in Table 3.5. Majority
of them had their high school education in Anatolian Teacher High Schools (n= 16,
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37.2 %) and general high schools (n= 12, 27.9 %). There were few students having
education in other types of high schools. They lived in 27 different cities of Turkey
located in seven different geographical regions. Most of them were from East
Anatolia (n=9, 20.9%) and Aegean (n=7, 16.3). The information is summarized in
Table 3.5 below.

Table 3.5

Characteristics of the Interviewees (N=43)

f %
Gender
Female 24 55.8
Male 19 44.2
Type of High School
General High School 12 27.9
Anatolian High School 4 93
Anatolian Teacher High School 16 37.2
Science High School 1 23
Technical and Vocational High School 2 47
Super High School 8 18.6
The Region
Central Anatolia 4 9.3
East Anatolia 9 20.9
Aegean 7 16.3
Black Sea 5 11.6
Marmara 5 11.6
Mediterranean 8 18.6
Southeastern Anatolia 5 11.6

Their age ranged from 21 to 28, however, most of the interviewees were at the ages
of 22 (48.8 %) and 23 (25.6 %). Lastly, the CGPA of the interviewees changed from
2.15 to 3.58 with four students between 2.00-2.49, 16 students between 2.50-2.99, 21

students between 3.00-3.49, and there was only one student above 3.50.

The general interests/hobbies of teacher candidates in their daily lives were also
asked and they were allowed to select more than one option. As the results showed,
most of the teacher candidates (n= 1172, 63.1 %) were interested in following daily

news while science and technical was the least mentioned interest of the teacher
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candidates (n= 306, 19.4 %). The teacher candidates were also interested in music
(n=843, 45.4%), technology and computers (n=746, 40.2%), sports (n=582, 31.4%),
nature/environment (n=580, 31.3%), literature (n=510, 27.5 %), and politics (n=431,
23.2%). Lastly, to get a general idea about the satisfaction level of teacher
candidates, they were asked if they were satisfied with the current conditions of
Turkey. The results pointed out that majority of the teacher candidates (n= 1278,
69.3 %) were not satisfied with the current conditions while only 16.2 % of them (n=
298) were satisfied. Moreover, 14.6 % of the teacher candidates (n= 269) specified
that they were not sure whether they were satisfied or not with the current conditions
of Turkey. As the further question, the reasons why they were not satisfied with the
current conditions were asked to the ones who were not satisfied. Figure 3.3 below

displays these reasons.

Other reasons
Cultural values
System of health
Foreign policy
Security

Freedom of thinking
Politics

System of justice
Internal conflicts/terrorism
Economic inequality
Unemployment

Education system

0 10 20 30 40 50 60

Figure 3.3 Reasons of Dissatisfaction from the Current Conditions in Turkey
3.4. Data Collection Instruments

In the study, the data were collected through Teacher Education Assessment
Questionnaire (TEAQ) and a semi-structured interview schedule prepared by the

researcher in line with the purpose of the study.
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3.4.1. Teacher Education Assessment Questionnaire (TEAQ)

The main data collection instrument of the study was the Teacher Education
Assessment Questionnaire (see Appendix B). The questionnaire had totally seven
parts. The steps followed for the development of the questionnaire are displayed in
Figure 3.4.

PURPOSE OF THE
STUDY
(Research Questions)

Informal Interviews
with Teachers

Review of Literature &
Existing Scales

|
1l

—\
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Assesment
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The first part (Part 1) included 32 items on personal and teaching-related
characteristics of teacher candidates. The scale of measurement for all of the
variables in this part was either categorical or ordinal. The variables in relation to
personal characteristics were gender, age, region they lived, the place they
accommodated before, type of high school, mother and father education, mother and
father work status, university, grade level, department, CGPA, having a teacher in
family, satisfaction with the conditions in Turkey, reasons of dissatisfaction, and
personal interests/hobbies. The teaching-related characteristics included planning
graduate degree on education/teaching, preference rank of their department in
university exam, desire to choose teaching again /satisfaction with teaching, reasons
for choosing teaching, teaching plan after graduation, worries about teaching, desired
work place, working as a teacher, readiness for teaching, success of their education,
success of teacher education in terms of satisfying 21% century needs, following
academic publications on teaching, and membership to an educational

club/association.

Part Il included 47 items in relation to teaching skills to identify the adequateness of
the teacher education program in terms of preparing for these skills. The participants
were expected to rate each item on a 5-point scale ranging from “very inadequate
(1)” to “very adequate (5).” There were five categories of teaching skills which were
education and instruction (18 items), measurement and evaluation (4 items),
planning/program (5 items), communication and collaboration (7 items), personal
and professional development (4 items), and other skills (9 items). Some of the

9% <6

sample items are “using various teaching methods and techniques,” “giving regular

feedback to students,” “planning lessons regarding individual differences,”

2 ¢

“relationship with school management,” “making self-reflection/evaluation,” and

“guiding students based on their developmental needs.”

The next part (Part 1) was built around the idea of assessment of aspects of TE
faculty/program and included totally 28 items to be rated on a 5-point scale ranging
from “very inadequate (1)” to “very adequate (5).” It was categorized based on factor
analysis, literature review, and personal judgment. The dimensions were faculty

environment (4 items), curricula and courses (10 items), teaching practice (5 items),
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teaching/faculty staff (5 items), and others (3 items). The sample items in relation to
each dimension are respectively “providing social environment,” “adding enough

29 ¢

practice opportunities,” “teaching/working opportunities in practice schools,” and

“competence of teaching staff in their area.”

The attitude scale (Part 1V), which was developed to measure the attitudes of the
participants towards teaching, had one dimension including 10 items. The
participants were expected to reflect their opinions in relation to their attitude
towards teaching on a 5-point scale ranging from “completely agree” to “completely
disagree.” The sample attitude items are “I always dream of being a teacher,” “I like
teaching to children/people,” “I am impatient to teach,” and “I would teach in every

condition.”

Part V involved 14 items on 21% century skills; and participants were asked to
evaluate their teacher education in terms of preparing them for the 21 century skills
on a scale changing from “very inadequate (1)” to “very adequate (5).” Some of the
skills were communication skills, research skills, working with different groups,

problem solving, scientific thinking, and using new technologies.

Part VI was on courses with 13 items and had all of the teaching-related courses one
by one besides the general culture and content area courses as a whole. The teacher
candidates were asked to evaluate the courses on a 5-point scale ranging from “very
inadequate (1)” to “very adequate (5).” This part comprised courses such as
Introduction to Education, Classroom Management, Teaching Practice, Measurement
and Evaluation, and Guidance.

The last part (Part V1) included only one question with 5 options asking about the
alternative teacher education structure/model. Five different models/structures of
teacher education were presented and teacher candidates were asked to choose the
one that would prepare them as future teachers in the best way.

3.4.1.1. Preparation of Item Pools

In the first step, extensive review of literature was done to reveal how pre-service

teacher education was studied previously. The researcher performed extensive
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reading on teacher education in the national and international level. For the
assessment of the pre-service teacher education, related articles, reports, existing
instruments, and studies were used while constructing the item pools for the
questionnaire. The main sources used for Part 1l and Part Ill of the questionnaire
were as following: the characteristics/skills/competencies described by the Higher
Education Council in Turkey (YOK, 2007); the general competencies and skills for
teaching profession described by the Ministry of National Education (MEB, 2008);
the study conducted by Turkish Education Association on “Teacher Competencies”
(TED, 2009); the teaching skills described by NCATE (2008); the needed and
required teacher characteristics described by INTASC (2011); the Green Paper on
“Teacher Education in Europe” (Buchberger, Campos, Kallos, & Stephenson, 2000);
the “Common European Principles for Teacher Competences and Qualifications”
prepared by the European Commission (2005); “OPA Preservice Teacher Survey”
and “Beginning Teacher Survey” by Linda Valli and her colleagues (2001); the
readiness scale on pre-service teacher education (Mehmetlioglu, 2010); Belcheir’s
Readiness Scale (1998) prepared to assess the readiness of the teachers; “The
Perceptions of Preparedness Scale” used by Darling-Hammond in the study to
measure the preparedness of the recent graduates of teaching programs (Darling-
Hammond, 2006); Pre-service teacher education survey (Cakiroglu, Capa-Aydin,
Cakiroglu, & Isler, 2009); the follow-up questionnaire for the teacher education
students to evaluate the effectiveness of the teacher education program
(Mehdinezhad, 2008); and lastly teacher education research conducted by Okgabol
and his colleagues (2003).

For the preparation of the Part IV attitude towards teaching scale, the reviewed scales
included the attitude scales prepared by Askar and Erden (1987), Capa and Cil
(2000), Ustiiner (2006), Cetin (2006) and Erkus, Sanli, Bagli, and Giiven (2000). All
items in relation to attitude towards teaching were carefully examined while
preparing the attitude scale for this study. Lastly, for the 21% century skills part (Part
V), some of the reviewed sources included the 21% century skills defined in the
project by the Partnership for 21st Century Skills (2010) and the book by Trilling and
Fadel on 21% century learning (2009). The Report by the National Institute of

Education in Singapore about the teacher education model for the 21st Century (NIE,
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2009) was also helpful to identify the 21st century skills in teacher education field.
The courses in the Part VI were taken from the latest curricula of TE available at

Higher Education Council in Turkey.

Apart from these literature sources, informal interviews conducted with 15 teachers
provided good clues for generating items and determining the categories of the
TEAQ. The teachers were selected from different regions of Turkey and from
different teaching areas. The teachers had various years of experiences changing
from 2 years to 19 years. They were asked about the main problems and suggestions
in relation to the pre-service teacher education they had in faculties of education.
They suggested some needed teaching skills to be gained before becoming a teacher
and the aspects of TE program/faculty which should be developed. Some of the
suggested (important but not gained properly) teaching skills were “establishing

29 <6

discipline in the classroom,” “working with students who needed special education,”
and “carrying out some official tasks.” They also criticized the social environment,
lack of enough practice opportunities and authentic teaching environment, lack of

guidance by teaching staff in relation to the aspects of TE.

Following the preparation of item pools for each part, the first draft of the
questionnaire was developed. This version was administered to 23 teacher candidates
to obtain feedback about the clarity of the items and needed time for responds. A
group discussion was held to get their reflections on the questionnaire and their
suggestions to add or to remove any item. The session provided evidence for face
validity in relation to the wording, grammar and spelling mistakes, appearance, and

the understandability before getting the expert opinions.
3.4.1.2. Expert Opinions

The questionnaire was revised upon the suggestions obtained from the teacher
candidates and the supervisors; then it was given to experts to be reviewed and to get
feedback on the face and content validity. The experts were 6 academicians from
educational sciences department and elementary education department; 4 research
assistants from educational sciences department; and 5 teachers from different

elementary schools. All of the experts were requested to examine the format, content,

81



appearance, and appropriateness of the items besides their further suggestions and
opinions. The academicians mostly evaluated the meanings, content, and structural
characteristics of the items and the teachers generally pointed out the problems in
relation to the understandability of the items and practicality of administering, and
the length of the questionnaire. Both academicians and the teachers suggested some
grammatical corrections and pointed out spelling mistakes; they also suggested
adding, removing, or combining items. Furthermore, they mentioned repetitions of
some of the items or double-statements. The feedback received from experts was

valuable for ensuring face and content validity of the questionnaire.

After the expert opinions, necessary changes and the revisions were made and the
second version/draft of the questionnaire together with the interview form was also
sent to the Human Subjects and Ethics Committee at METU for the ethical
appropriateness of the items and the questionnaire as a whole. The questionnaire was
approved by the committee (see Appendix A).

3.4.1.3. Pilot Study of TEAQ

For the pilot study, the questionnaire was administered to the senior class teacher
education students enrolled to the different teaching department of Middle East
Technical University and the Bagkent University in Ankara. There were totally 282
teacher candidates participating in the pilot study. The data obtained from the pilot
testing in relation to “Part II: Teaching Skills” “Part III: Aspects of Faculty/Program”
and “Part IV: Attitude towards Teaching” were subjected to factor and reliability
analysis to detect the underlying dimensions and internal consistency of the items.
For the Part Il: Teaching Skills, the factor analysis results were mainly used to
include and exclude the items, and group the items for the face validity of the
questionnaire, as this part was taken as one dimension for the latter analysis.
However, for the Part 11l: Aspects of faculty/program, the researcher utilized the
results to determine the components, as each component was analyzed as a separate

variable for the planned analyses.

In this respect, the exploratory factor analysis was used, as the researcher has no

prior evidence about the underlying pattern and the factor structure of the

82



questionnaire (Hair, Anderson, Tatham, & Black, 2006; Preacher & Maccallum,
2003). Before the factor analysis, the normality and the sample size were considered
to see whether there were any concerns. In terms of normality of the first part, there
were three items exceeding the +3 and -3 values of skewness and kurtosis (12, 14,
and 15), which violated the rule of thumb for normality (Field, 2009). Moreover,
according to the criterion of “N/p > 3” for the sample size (Cattell, 1978, as cited in
MacCallum, Widaman, Zhang, & Hong, 1999), 282/57=5 did not violate the
minimum required number of participants to conduct the factor analysis. For the
second part, two items (12, 30) did not show normality, but sample size 282/34=8.3
met the criterion. The all items of the attitude scale showed normality with skewness
and kurtosis values between +3 and -3, and sample size 282/10=28.2 was enough to

conduct factor analysis.

Later, the assumptions separately for each part (Part Il and I11) were checked to see
the suitability of the analysis. Most of the coefficients in the correlational matrix
were .30 and above. The Kaiser-Meyer-Oklin value was .95 for Part Il and .92 for
Part I1l, and .94 for the attitude scale (Part 1V), so they were greater than .60 as
recommended (Kaiser, 1974). Lastly, for all parts, the Barlett’s Test of Sphericity
was statistically significant (p<.05), which pointed out the factorability (Barlett,
1954). As the criteria to set the number of factors for rotation, priori hypothesis, the
scree test, and the eigen-value-greater-than-one were used. The last decision was

made by the researcher by considering the interpretability of the factor structure.

For the first part, the three items (12, 14, and 15) deviated from normality and had
low communalities (.32, .17, and .10). They also lowered the reliability of the whole
scale. The researcher examined these items and discovered that there were also
problems related to understandability of these items and there existed similar items.
Therefore, they were not included in the analysis. The Maximum Likelihood analysis
as a Common Factor Analysis was used, as it does not involve error variance and
unique variance to the analysis but it looks for communalities with common and
shared variance (Hair et al., 2006). In this case, the analysis showed the existence of
four different factors with eigenvalues greater than 1, and they explained 56.64 % of

the total variance. The four-factor-rotated solution with oblique rotation, which does
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not limit the factors to be correlated, explained the 53.1% of the total variance. For
that reason, four dimensions were considered for the Part Il. For the reliability
analysis of each dimension, Cronbach Alpha values were calculated; and they were
found to be above .96, .88 (if 39" item is deleted .90), .87 (if 57" item is deleted .89),
and .92. However, two items (39 and 57), decreasing the reliability of factors, were

handled after getting the expert opinions as well.

For Part Il related to program/faculty characteristics, the two items (12 and 30)
deviated from the normality and had low communalities (.23 and .21). They also
lowered the reliability as revealed in the latter analysis. These items were not
included in the factor analysis, as there also had problems in terms of
understandability. There were other items corresponding to the similar meaning. The
analysis pointed out the existence of five different factors explaining 60 % of the
total variance. The five-factor-rotated solution with oblique rotation explained the
53.1% of the total variance. For that reason, five dimensions were considered for Part
I11. For the reliability of dimensions, Cronbach Alpha values were found. As there
were five dimensions, the Cronbach Alpha values were .90, .80, .85, .86, and .75

respectively, which also showed internal consistency for Part IlI.

The results of the factor analysis showed that there were items which did not load
under any factor, deviated from normality, and lowered the reliability. They had
problems in relation to meaning and clarity for the participants. For instance, in Part
Il (teaching skills), the items which were problematic were: working with students
who need special education, preparing learning environment based on the individual
differences, and developing the problem solving skills of the students. For the second
part, the items not loading under any factor were “the quality of the teachers in the
practice schools” and “the opportunities provided for learning by doing.” The
researcher re-evaluated the items with experts for the last version before the main

application and they were either removed or replaced.

In relation to the attitude scale, the factor analysis pointed out the existence of only
one factors with eigenvalue greater than 1 as consistent with the previous findings
(Askar & Erden, 1987, Capa & Cil, 2000), and it explained 64.87 % of the total
variance. The Cronbach Alpha was found to be .94 indicating high internal
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consistency of the scale. The scale was not changed for the main study. For
following parts related to the 21% century skills and courses, the factor analyses were
not conducted, as they were not prepared as to have underlying dimensions.
However, the reliability statistics were calculated to see their internal consistency.
The Cronbach Alpha values were .95 and .85 respectively.

During the pilot testing, the researcher noted the important experiences on data
collection. The length of application in each class was recorded besides the reactions
and suggestions of the students to the questionnaire and the whole study. In some
classes, some of the students did not have any pencils to fill in the questionnaire and
the researcher noted down to bring a few pencils for the data collection. Some
students criticized the font size of the questionnaire being small to see clearly. This
problem was prevented by using optic forms for the final version. Some of the
students also criticized the length of the “Part II: Teaching Skills” and the lack of
categorization, and they explained that categories would make them choose the best
choice more easily instead of seeing all items one after another. These suggestions
were also evaluated for the preparation of the final version of the questionnaire and
to increase the face validity of the questionnaire. After collecting the data, to see if
the items were correctly answered or there were some questions or items
misunderstood by the participants, the completed questionnaires was entered to the
SPSS and they were examined by the researcher one by one. After this process, it
was seen that there were parts that needed revision. To give an example, some of the
questions in the demographic part included only “yes” and “no” options, however, a
few of the participants wrote the option of “not sure” on the questionnaire. This
option was included to related questions. Moreover, when the students were asked
about the term that they were currently in, some of the participants wrote the year.
This question was asked by putting options to choose on the questionnaire. In
another question related to “the place they would like to teach,” some of the
participants chose more than one option even though they were asked to choose only
one. The warning “please choose only one option” was highlighted. In relation to the
job of the mothers and fathers, the descriptive analysis also showed that there were
several jobs written by the participants. These jobs were omitted and changed as

working status in the final version.
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After the pilot study and taking expert opinions on these results, all parts of the
questionnaire was reconsidered and reevaluated together with the supervisors, so the
necessary revisions and reductions were made to better the quality of the questions

and to increase the quality of the questionnaire for the main study.

Finally, the members of Thesis Committee were consulted to obtain their views on
the finalized version. With their suggestions, the latest version for the main study

was ready and this last version was printed as an optic form (see Appendix B).
3.4.1.4. Validity and Reliability of TEAQ

The validity is described as the “accuracy of the inferences, interpretations, and
actions made on the basis of test scores” (Johnson & Christensen, 2012, p.143). If an
instrument measures accurately what it aims to measure, then it is possible to
mention the validity of the instrument. Besides, the validity is the issue of “degree”
instead of “point,” as there would be no instrument or research being one hundred
percent valid; therefore, it is the purpose of the researcher to maximize the validity
following some substantial steps and providing evidences (Cohen, Manion, &
Morrison, 2007). There are various types of validity that the researcher should
consider; and three of them are face, content, and construct validity frequently used
by the researchers. In the present study, these three evidences of validity were taken

into consideration while preparing the questionnaire.

First of all, the content validity is related to the adequacy, relevance, and
comprehensiveness of the content of the instrument while the face validity is
concerned with the format such as clarity of the directions and printing,
appropriateness of the language, or the size of the type (Fraenkel, Wallen, & Huyn,
2012). All of the steps described for the development of the questionnaire were used
to increase the face and content validity of the questionnaire. To summarize, the
researcher used item pools, expert opinions, discussions with small groups, and pilot
testing, printing the questionnaire as optic forms. The items pools were prepared for
every part of the questionnaire using the related literature and the existing scales.
This helped the researcher add necessary items to the content of the questionnaire.

Moreover, the 15 experts provided valuable feedback for both the content and the
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format of the questionnaire including the items to be excluded, included, or revised.
The changes and reorganization were also made in relation to wording, directions,
appearance, spelling and grammar based on the expert opinions. Besides, small
group discussions were held with the teacher candidates to ask about the content and
format of the questionnaire. As they are the target population for the study, it was
also very helpful to have their suggestions and ideas on the content coverage, the
understandability of the wording, and the appearance of the questionnaire to increase
the content and the face validity of the questionnaire. During the pilot study, the
participants were also asked about their opinions about the content and format after
they completed filling the questionnaire. They expressed their criticism especially on
the length and font size of the questionnaire. Some students noted down their
suggestions for the items to be included at the very end of the questionnaire. The
optic forms were also used to increase the face validity of the questionnaire, as it
demonstrated more professional and arranged appearance.

Pilot study also helped the researcher to check for the construct validity and the
reliability of the questionnaire before the final version. The results were given under
the “pilot testing” part. After collecting the data with the final version of the TEAQ,
the factor and reliability analyses were also conducted by the researcher with the

main data. They were presented in the result chapter.
3.4.2. Interview Schedule

The interview schedule was developed for collecting more detailed and
comprehensive views of participants (see Appendix C). The first draft was developed
by the researcher parallel with the TEAQ. Other steps included getting expert
opinions, preparing second draft, getting approvals and permissions, and pilot

testing. These steps are presented below in Figure 3.5.

As seen in the figure, the interview schedule included three main parts. In the first
part, ten open-ended questions in relation to personal information were included.
These variables were gender, age, place of birth, high school, university, department,
CGPA, work plan, reasons of choosing teaching department, and satisfaction with

choosing teaching.
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Final Version of the
Interview form

Figure 3.5 Development of the Interview Schedule
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In the second part, there were three questions asking about the student selection such
as “What are the positive and negative aspects of the current student selection to the
education faculties?” or “What could be the alternative way of student selection for
teaching?” Several probes were included under the questions for further information.
This part referred to the third research question of the study, aiming to propose
alternatives for TE. Similarly, in the questionnaire, there were items asking about the

alternative way of student selection (Part I) and teacher education model (Part V11I).

Part 111 was prepared for gathering further information on the assessment of teacher
education in terms of teaching skills and assessment of aspects of their teacher
education program/faculty. There were totally nine questions in this part together
with their probes. This part was associated with the Part 11, Part 111, Part V, and Part
VI of the questionnaire. First of all, the questions on the readiness for certain
teaching skills were asked through the following questions: “What are the teaching
skills that you’re prepared the best in your institution?”” and “What are the teaching
skills that you’re underprepared?” During the interviews, these questions were re-
asked as “For which skills, do you feel ready or not ready?” There were also
questions that required interviewees to evaluate the aspects of teacher education
faculty/program and suggest certain alternatives for the main problems. The 21%
century skills were also included here as: “What are the 21 century skills that you
are not given effectively during your teacher education?” and “What about the skills
that have utmost importance for teacher education programs? Lastly, the alternative
model/structure for teacher education was asked including its reasons. This part was

used for answering first and third research questions of the study.
3.4.2.1. Pilot Study of the Interview Schedule

There were totally eleven senior class teacher candidates taking part in the pilot study
of the interview form. The students were selected using purposive sampling from the
education faculty at Middle East Technical University. The researcher contacted with
the information-rich students who could provide detailed information for the
questions. The instructors were also consulted to reach some of these students. They

were selected from various departments by also considering gender.
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Totally, 11 fourth grade teacher candidates were interviewed from different teacher
education departments. After each interview, the experiences during the interview
and the length of each interview were recorded together with the questions which
were not clearly understood by the participants. The participants were also asked
about the quality of the questions after the interview besides their suggestions for the
improvement of the interview schedule. After the interviews, the data were analyzed
using content analysis to see the common results and to check if further questions
could be asked or if the questions needed to be revised. The transcriptions of the

interviews were crosschecked by another researcher while coding.

After the pilot study, the Thesis Committee also examined the interview schedule
and it was revised considering its structure, understandability, total time to conduct,
and length of questions. Some important changes were made in the form. First of all,
the part for demographic information was taken to the very beginning of the
interview form from the end. In some cases, the interviewees forgot to fill in this part
and the researcher also forgot to remind, as it was put at the very last page of the
form. Secondly, the close-ended question on how they would evaluate the teacher
education was removed with the suggestions, as the interviewees claimed that they
already did this assessment throughout the interview. Moreover, first question on
student selection was revised, as it was asking about the assessment of the two things
at the same time. The participants, in some cases, answered only one part of the

question and skipped the other, so the question was divided into two parts.
3.4.2.2. Trustworthiness

As Seale (1999) claims, “the trustworthiness of a research report lies at the heart of
issues conventionally discussed as validity and reliability” (p.266), for that reasons
the validity and the reliability of the interview were also handled meticulously. While
validity is the reflection of the research issue in an objective way and as it is (Kirk &
Miiler, 1986, as cited in Yildirnm & Simsek, 2006), reliability is briefly defined as
the dependability and consistency of data (Golafshani, 2003). To ensure the
trustworthiness of the research, the researcher used the following strategies: 1) spent
some time with the interviewees to relax them; 2) avoided inferences and personal

reflections during interviews; 3) gave enough time to the interviewee to express
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themselves during the interview; 4) recorded the interviews or noted down the
interviews carefully; 5) fully wrote what she hears while transcribing; 6) asked

another researcher read the transcriptions.

In addition, after the completion of transcribing, the inter-coder reliability/agreement
was also checked. As defined by Kurasaki (2000), inter-coder reliability is a
“measure of agreement among multiple coders for how they apply codes to text data
(p.179)” and it is used to validate qualitative data. With this aim, the two of the
interviews were randomly selected and their transcriptions were given to six different
researchers. They were asked to create codes and themes from the given
transcriptions. After they were collected the codes and themes of all researchers were
compared to check their consistency. It was observed that the codes and themes

showed high parallelism and similarity across the coders.

As the next step, the researcher shared all codes and themes created from 43
interviews with the supervisor to control their propriety and to check if high-
inference and reflections existed. While writing the results of the study, guotations
were used to verify the emerged codes and themes. Lastly, all procedures and the
process of the study -especially data collection instrument, data collection
procedures, and data analysis- were explained in a very detailed way.

3.5. Data Collection Procedures

After the determination of the sample and completion of the data collection
instrument, permission request letters were sent to each university and department to
be able to administer the questionnaire and conduct interviews in the specified seven
departments of the seven education faculties. During this period, Scientific Research
Coordinator at METU was also applied to provide a financial support for the study.
After getting the permission letters, the researcher contacted with the relevant faculty
staff of the relevant department in the selected universities to arrange an appointment
for data collection. The universities were visited between the specified dates and in

the following order given in Table 3.6.
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Table 3.6

Data Collection Schedule

Date City University
02.04.2012-06.04.2012 Bolu Abant Izzet Baysal University
09.04.2012-13.04.2012 Bursa Uludag University
16.04.2012-20.04.2012 Sakarya Sakarya University
07.05.2012-11.05.2012 Malatya [n6nii University
14.05.2012-18.05.2012 [zmir Dokuz Eyliil University
21.05.2021-25.05.2012 Konya Selguk University

The researcher prepared a detailed data collection program, which displayed the
weekly schedule of the fourth-grade courses of the seven departments in each
faculty. The program showed the courses, name and contact information of the
instructors, and course hours for each day. The appointments were taken using this
program and the visits to classes were done following the course hours in the
program. Before university visit, based on the approximate student numbers in each
class in each university, the optic forms were counted and put into files on which the
name of the department, university, and the number of questionnaires were written.
On the appointed time and date, the classes were visited by the researcher herself to
conduct the questionnaire. Before administering the questionnaire, the researcher
introduced herself and the aim of the study. Then, teacher candidates were given
“informed consent form” which gave information on the study and asked for their
voluntary participation (see Appendix D). If there were students who were not
voluntary for participating in the study, they were not given a questionnaire. In some
situations, the students started filling out the form but they did not want to complete
it. Their forms were taken and excluded from the study. During data collection, the
students asked for further explanation for some questions, the researcher clarified the
questions or items in such cases. In most of the classes, the researcher herself was
present and collected the data. To prevent any data loss, the questionnaires were
directly collected from the students as soon as they completed filling. The completed
questionnaires were put into their files by the researcher. The presence of the
researcher also helped students ask their questions or any unclear parts. Moreover,

the students were provided a pencil by the researcher if needed, as the optic form
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required the use of only pencils. In case, the researcher gave an eraser and a pencil
sharpener to students. For not to interfere students during filling out the
questionnaire, any notes or reminders were written on the boards using a board
marker or a piece of chalk. In few classes, the instructors themselves wanted to
conduct the questionnaire by themselves. In such cases, they were informed with a
detailed written document on how to conduct the questionnaire and what to explain
to students before data collection. In each day of data collection, the completed
questionnaires were examined by the researcher. If a questionnaire was filled out
with a pen or if it was mostly uncompleted, it was removed. The total numbers of
questionnaire belonging to each class were counted and this number was noted down
on the file. When the visit in one university finished, which took approximately one
week, the questionnaires were divided into seven groups based on the
department/program. They were put into files and the total numbers were written on
the file. The same procedures of data collection were followed for each visit.

For the interviews, in each class, at the beginning or end of questionnaire
administration, the students were asked if they wanted to take part voluntarily in the
interviews on the assessment of their education to provide more detailed and
comprehensive data. Students who were voluntary for interviewing were selected. If
there were more than two students being voluntary, then two of them were selected
randomly. However, appropriate for the purposive sampling, the gender of the
students was also a criterion while selecting the interviewees. In some cases,
instructors of the classes were requested to suggest students who could provide rich

and in-depth information for the study.

After selecting the participants, the students were either taken to interview right after
the administration of the questionnaire or they were given an appointment for a later
time. The interviews were mostly conducted in an available class in the faculty. The
silence and the existence of other students were taken into consideration while
selecting the classes. In a few cases, the instructors provided their offices for
interviews and the interviews were conducted in the offices on condition that the
instructor was not present during interview. Only few students were interviewed in

the canteen or in the garden because of the lack of any available place in the faculty.
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In such cases, the most silent places were preferred for the comfort of the
interviewees. The interviews were recorded using a sound recorded which was
specifically designed for interviews and provided a quality recordings for
transcribing. Before each interview, the researcher chatted with the teacher
candidates on their current workload or their education. During the interviews, a
warning was attached to the door of the class to prevent any possible interference by
other students. If the interviews were interfered, the sound recorder was paused and
then it was re-started after providing the suitable environment again. Interviews
lasted approximately between 20 minutes and 60 minutes. At the end of each day of
data collection, the interviews were transferred to the computer from the sound
recorder and they were labeled and organized under relevant folder on the computer.
The title of each interview included abbreviation referring to the university,

department, and gender of the interviewees (e.g. 23_Inonu_CEIT_F).
3.6. Data Analysis Procedures

After the collection of the data, the questionnaires were re-controlled and cleaned to
omit the problematic ones. Then, they were entered to the SPSS using the optic
reader and the researcher labeled the variables and cleaned the data. The saved
interviews were also re-organized for data analysis and each interview was
transcribed by the researcher herself. So, both quantitative and qualitative data were

ready to analyze.

The quantitative data obtained through TEAQ were analyzed using SPSS 20. Both
descriptive and inferential statistics were used in relation to the research questions.
First of all, the data were screened and checked for missing values. Missing Value
Analysis (MVA) was performed using SPSS to see if there were missing value
exceeding 5% and if there was a pattern for the missing values. After the MVA,
factor analyses were conducted for both pilot data and the main data. Maximum
Likelihood and Principal Component analyses were used. For the assumptions of
factor analyses, the skewness and kurtosis values, the Kaiser-Meyer-Olkin (KMO)
Measure of Sampling Adequacy test, and Barlett’s Test of Sphericity were used

besides the boxplots and histograms. For the internal consistency of the
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questionnaire, Cronbach’s Alpha values were calculated. Table 3.7 displays the type

of data and data analyses conducted to answer the research questions of the study.

Table 3.7

Type of Data and Analyses Corresponding to the Research Questions

Research Questions Type of Data Data Analysis
1- Assessment of the pre-service Quantitative Data  Descriptive Statistics:
teacher education with regards to: Means, SDs,
Frequencies and
a. preparing for the teaching skills Percentages
b. preparing for the 21* century )
skills Qualitative Data ~ Content Analysis:
c. faculty/program aspects Themes and Codes
2- Factors/predictors affecting the Quantitative Data  Inferential Statistics: -
teacher candidates’ assessment of One-way ANOVA -
the pre-service teacher education Hierarchical Regression
Analysis
3- Views-suggestions for more Quantitative Data  Descriptive Statistics:
effective pre-service teacher Means, SDs,
education in relation to Frequencies and
Percentages
a. student admission
b. general structure Qualitative Data ~ Content Analysis:
c. faculty/program aspects Themes and Codes

To display personal and teaching-related characteristics of teacher candidates,
descriptive statistics were used. The descriptive analysis included frequencies and
percentages. For the first research question in relation to the assessment of teacher
education in terms of preparing for teaching, again descriptive statistics were used.
Firstly, the composite mean scores were calculated for the relevant part of the Part 11,
Part Ill, Part IV, Part V, and Part VI. Then, the means, standard deviations were
calculated to present the results pertaining to the first research question. The second
research question aimed to identify the factors affecting the teacher candidates’
assessment of teacher education. The effect of teaching area was investigated using
one-way ANOVAs. The dependent variable was the mean of assessment of TE and
the independent variable was teaching area (department). The alpha value was set as
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.05 at the beginning of the analyses, and then it was numerically lowered to .025. For
the assumptions of one-way ANOVA, Levene’s test and the normality checks were
used. The means and standard deviations were also used to describe the groups and
compare their results. For the second research question, to examine the effects of
groups of variables on assessment, Hierarchical Regression Analysis was used. For
the assumptions of regression analysis, r values, skewness-kurtosis values,
histogram, and normal probability plot, scatter plot, Durbin-Watson coefficient test,
VIF values, and Cook’s Distance values were used. Last of all, the third research

question was also answered using descriptive statistics and qualitative data.

The analysis of the qualitative data obtained through interviews was done using the
content analysis procedures. As Patton describes: “The content analysis involves
identifying coherent and important examples, themes, and patterns in the data”
(1987, p. 149). Moreover, the content analysis is used to gather the similar data
around the certain concepts and themes; and organizing and interpreting these in a
way that readers understand (Bogdan & Biklen, 2007; Yildirim & Simsek, 2006).

First of all, each interview saved on the computer was hamed using the abbreviations
in relation to the university, department, and the gender of the interviewee such as
“l1 _AIBU CT M” or “23 Inonu_ CEIT F.” Then, interviews were transcribed by the
researcher word by word using software (Express Scribe) on a word document.
Before transcribing, the researcher prepared a table with columns and rows on the
word document on the interviews. The first thing was to transfer the personal
information on each interview to this document. The document had two columns.
The first column was used for the transcriptions and the second column was used for
writing the generated codes and themes. A shapshot of the document is presented in

Figure 3.6.
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TRANSCIPTION AND CODING OF THE INTERVIEW_ TCL5

TRANSCIPTIONS_TC15 CODING_TC15
DEMOGRAPHIC INFORMATION
Gender: Male Male
Age: 22 22
Birthplace: AfyonT¢Anadolu AfyonTIgAnadolu
Highschool: Anatolian Teacher HS Anatolian Teacher HS
University: Gazi Uni. Gazi Uni.
Department: ESE ESE
CGPA: 2,70 2,70
Chance again? Not sure Not sure
The reason for teaching? | University examscore University examscore
After-graduate plan: Teaching Teaching
SELECTION OF THE CANDIDATES SELECTION OF THE
CANDIDATES

1- Bildiginiz gibi su anda Tirkiye'de 8gretmen adaylan iiniversite smavinda
aldiklar puanlara gore egitim fakiltelerine yerlestirilmektedir. Bu sistemin
olumlu ve olomsuz yanlan tizerine diginceleriniz nelerdir?

Simdi hocamashnda gok gegerh bir sistern defl ama Tiirkiye gartlanm da gz
dniinde buhmdunwsak eger sinava giren milvonlarca insan oluyor vani. Bu kadar

Selection of Stndents

EFD sitive
-appropriate and sliminative
for Turkey

-millions of stds

d grenciyle yiiz yiize grigip de egitim fakiiltesine & grenci almak kolay bir ey _ "‘101'_515'1_'&{_ti*-'ﬂ-1
degil Bubelki yapilahilecek ige yarayacak sistem Obiir tiwrlii mesela yiiz yiize 'Pm‘f‘d“ objectivity and
oldugu zamm isin igine torpil faktérd de girebilir. Baska seyler de girebilir. e N e forall
Elemek kolay olmaz, vani a dil bir sey de ortayvakonanmayabilir. Adaletli 1"?::::“—: 2quity tog

Anrrvmmdarmanrmbaliv Mo dais Atiimmadenes

Figure 3.6 A Snapshot of the Document for Content Analysis

During transcribing, the researcher highlighted the noteworthy quotations to be used
later while presenting the results. Also, the transcription of each interview by the
researcher herself helped the researcher to revise and remember the content of the
interviews and some of the repeated common themes and codes were formed in the

mind of researcher.

After each interview was transcribed, the general themes based on the research
questions and initial coding of the five researchers (used for inter-coder reliability),

the themes were generated as following:

1- Student Selection
a. Existing selection system
i. Positive Aspects
ii. Negative Aspects
b. Anatolian Teacher High School
i. Positive Aspects
ii. Negative Aspects
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c. Suggested selection system
2- Adequateness of TE in terms of
a. Preparation for Teaching Skills
I. Adequately prepared
ii. Inadequately prepared
b. Preparation for 21* century skills
3- Assessment of Aspects of Faculty/Program
a. Faculty Environment
b. Curricula & Courses
c. Practice Teaching
d. Instructors/the faculty
4- Re-designing/Alternative Ways for TE
a. MODEL of TE
b. Faculty Environment
c. Curricula & Courses
d. Practice Teaching

e. Instructors/the faculty

As the next step, these themes were copied to the relevant spaces in the columns on
the right blank side of the document. Under each of the themes and sub-themes, the
codes were created from the transcriptions. The themes and codes which were
irrelevant to the aim of this study were also noted down separately. While creating
the codes, generally phrases were used. For instance, in relation to the assessment of
the current student selection, some of the codes were “eliminative,” “not selective for
TCs,” or “providing objectivity.” For the assessment of the teaching practice, the
sample codes were “lack of coordination with schools” and “negative attitude of
teachers.” During the process of coding, the phrases used for the codes were changed
from time to time when better phrase was found. The phrases or words were
preferred to be short but explanatory. The notable quotations were copied to another

word document under relevant themes and sub-themes.

When the coding was completed, six different documents were created under the

heading of research questions and the relevant themes and codes were transferred
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under the relevant research questions. The document was title with abbreviations as
1 Skills, 2_Aspects, 3_ReAspects, 3_TCSelect, and 3_Alternative. A snapshot of

one of this document is given in Figure 3.7 below.

2- Effectiveness of TE in terms of Aspects of Faculty/Program

Curricula and Courses Teaching Practice Teaching Staff Faculty Environment
. | -not enough content area kmowledge -after taking education courses -some are not adequate
-not constructivist techniques --very late, no concurrent with -very old-65-70
-traditional methods and memorization theory, difficult to connect -lack of educational technology use
-passtve students -no respect from students

-teacher-centered

. | -only theoretical knowledge,

-lack of practice
-lack of authentic environment

-time of practice
-last year is very late
-for overcoming stress, excitement
-practice schools
-not wanted: crowdedness
-negative attitudes and behaviors of
mentor teachers at schools

-well-equipped and competent

-give us responsibility of teaching
-having teaching experience at schools
~trust in us

-expect everything|fromus

-passive

. | -using just one assessment way=exams -problems at practice schools -mstructors’ admitting unnecessary projects
-leads to no attendance to lessons -negative attitude of school principals | inlessons
but passing courses
-unnecessary elective courses
-the same content with must
courses
. | -useful subjects but not enough practice | -late=fourth grade -guiding us for further sources and readings | -no interest in research
-having other concerns -but no follow-up and control -just entering exams
getting grades
. | -theory-based -mostly observation
-learning new techniques and very little practice
methods -observing one teacher
-but not learning how to use -not enough just last year
- not enough elective courses -for managing class and knowing
- just history course students
-profile of managers at schools

Figure 3.7 A Snapshot of the Document for Codes

As the last step, for each theme, the common codes were noted down on a paper and
the similar codes were combined or renamed. Then, each of the interviews was
scanned and the number of the interviewee was written under relevant codes as

following way:

RQ1= Preparation for Teaching Skills (Adequately prepared)
Using different/new technologies: TC4, TC9, TC16, TC19, TC21,...
Relationship with students: TC6, TC7, TC11, TC12, TCI5...
RQ1= Preparation for Teaching Skills (inadequately prepared).
Using teaching methods and techniques: TC12, TC29
Content-area knowledge: TC1, TC2, TC18, TC23, TC30, TC35...

In this way, the institution and gender of the interviewees were followed when

needed, as each of the number referred to the previously titled interviews.
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3.7. Limitations of the Study

In this part, limitations of the study are described. Under the limitations, external
validity and internal validity threats are examined and the ways to control these

threats are described.
3.7.1. External Validity Threats

In order to increase the external validity, defined as the extent to which the results of
a study can be generalized (Fraenkel, Wallen, & Hyun, 2012), the researcher selected
the large sample (N=1856) from seven teaching department in seven universities
located in different regions of Turkey. The study is a nation-wide study and the
results could be generalized to the senior class teacher candidates enrolled in 2011-

2012 academic year to state universities in Turkey.
3.7.2. Internal Validity Threats

Subject characteristics, loss of subject, location, data collection tools, and data
collector characteristics are considered as being internal validity threats for the study.
Firstly, individuals and groups might differ in an unintended way, and this threat was
prevented by detailed and careful sample selection method. The participants of the
questionnaire and the interviews were selected considering their gender, the
department, and the region of the university. Secondly, some of the subjects did not
appear in the day of data collection or they might not accept participating, and this
threat was prevented by visiting the classes during the lessons when they have their
instructors. The presence of the instructors and the detailed explanation of the study
by the researcher controlled this threat. Some of the classes were revisited not to lose
other subjects who were not available during data collection. Moreover, location
might create some unwanted differences in subjects’ views. This threat was
prevented by the researcher by administering the questionnaire in the classroom
environment to which they were accustomed. The interviews were also conducted in
available classrooms and the researcher provided the silence of the environment and
comfort of the interviewees. Another threat for the internal validity might be the

limitations stemming from the data collection tools, the questionnaire and the
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interview schedule. Participants of the study might not perceive the same concepts or
ideas from the items in the data collection tools. However, using two different data
collection tools helped to control the consistency of findings. Besides, while
preparing the data collection tools, group interviews, one-to-one interviews, and pilot
study were performed to check for the understandability and clarity of the items.
Lastly, data collector characteristics might differ and this might create unintended
differences, and this threat was controlled by collection of data by the researcher
herself. In few cases when the instructors administered the questionnaires, the data
collectors were informed about the data collection through a detailed written

document on the data collection procedures and announcement for participants.
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CHAPTER IV

RESULTS

This chapter presents the results obtained in the study. It starts with presenting the
psychometric characteristics of the questionnaire and missing value analyses. Then,
the characteristics of the participants are described to provide information about the
profile of the teacher candidates. As the next step, the results pertaining to each
research question are displayed respectively. After each research questions, both
quantitative and qualitative results are summarized. Lastly, the researcher provides a

brief summary of all results at the end of the chapter.

4.1. Missing Value Analysis and Psychometric Characteristics of the
Questionnaire (TEAQ)

Under this title, the results in relation to the missing value analysis of the
questionnaire are presented. As the next step, validity and reliability checks of the
related parts of TEAQ are given. It should be noted that these analyses were

performed using the responses of 1856 participants.
4.1.1. Missing Value Analysis (MVA)

After the data were cleaned and labeled, Missing Value Analysis (MVVA) was done to
see the frequencies and percentages of the missing values. The results showed that
none of the items had missing values above 5%, in which case missing values were
considered as being at random (IBM, 2011). Considering missing data, Tabachnick
and Fidell (2012) also state: “If only a few data points, say, 5% or less, are missing in
a random pattern from a large data set, the problems are less serious and almost any
procedure for handling missing values yields similar results” (p.63). For that reason,
as the missing values did not exceed 5% for each items related to Part Il: teaching
skills and Part Il aspects of the faculty/program, the method of case-wise deletion
was preferred by the researcher to handle the data for the inferential analysis in the

study.
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4.1.2. Validity and Reliability Analyses of TEAQ

The questionnaire of the study, TEAQ, was prepared by the researcher to examine
teacher candidates’ views on the pre-service teacher education in terms of preparing
them for teaching. The questionnaire had seven different parts. For the main parts of
the questionnaire, Part 1l and Part 11, validity and reliability analyses of TEAQ was
done using the data obtained from the pilot data. As the factors of Part 11l was used
for further analyses in the study, the construct validity of Part 111 was checked in this
part using the main data obtained from 1856 participants. Construct validity is
defined as “the nature of the psychological construct or characteristics being
measured by the instrument” (Fraenkel, Wallen, & Huyn, 2012, p. 148). To confirm
the underlying dimensions found in the first exploratory factor analysis conducted
with pilot data, the principal component analysis, a type of factor analysis, was
conducted for Part 11, the aspects of TE faculty/program. The reason for conducting
Principal Component Analysis (PCA) is as following: 1) The researcher conducted
an exploratory factor analysis beforehand and knew about the factor structure of Part
I11, 2) The researcher aims to test the prior idea about the underlying structure, 3)
PCA uses both shared and unique variance (Costello & Osborne, 2005), and 4) PCA
does not model error variance (Preacher & MacCallum, 2003).

Before the Principal Component Analysis, first of all, normality and sample size
were checked to see the suitability of using this analysis. All of the items showed
normality with the skewness and kurtosis values between +1 and -1 (Field, 2009).
The histograms and box plot also showed normality and existence of no outlier.
Moreover, the sample size 1856/28=66.28 was large enough based on the criteria
given in the literature (MacCallum et al., 1999). The Kaiser-Meyer-Olkin (KMO)
Measure of Sampling Adequacy test (measuring distribution of values) resulted in
.96 greater than .60 and acceptable; and Barlett’s Test of Spherecity was significant
indicating the normality (XZ (378) = 26062.31, p=.00).

The analysis showed the existence of 4 factors with eigenvalues greater than 1 and
they accounted for the 61.62 % of the total variance. The scree plot was also
examined to confirm the underlying factors as seen in Figure 4.1. The scree plot

showed the existence of four factors after the breaking point.
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Figure 4.1 Scree Plot of PCA

The PCA was performed using Oblique Rotation. As Tabachnick and Fidell (2012)
proposes: “oblique rotations offer a continuous range of correlations between factors
(p.638). After the rotation, as seen in Table 4.1, the components accounted for the
45.58 %, 6.63 %, 5.35 %, and 4.05 % of the variance in participants’ responses to the

scale

Table 4.1

Total Variance Explained by the Components of Part 111

Factors Initial Eigenvalues Extraction Sums of Squared Loadings
Total % of Cumulative  Total % of Cumulative
Variance % Variance %
Factor1 12.76 45.58 45.58 12.76 45.58 45.58
Factor2  1.86 6.63 52.22 1.86 6.63 52.22
Factor3  1.50 5.35 57.57 1.50 5.35 57.57
Factor 4 1.13 4.05 61.62 1.13 4.05 61.62

The factor loadings for the components were displayed in Table 4.2. Although five
dimensions were revealed in the previous factor analysis with pilot data and the last
three items as the fifth dimension were labeled as “others”, the Principal Component
Analysis combined these three items with the fourth dimension, as they are both

related to faculty staff as seen in Table 4.2. For that reason, in the latter analyses,
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these were taken together as “the faculty/teaching staff” dimension; and four

dimensions were decided for the Part IlI.

Principal Component Analysis (PCA) conducted for Part Il in relation to
faculty/program aspects confirmed the underlying structure mostly with minor
differences. After this analysis, the two dimensions on teaching staff and faculty staff
were analyzed together in the data analysis as the faculty staff. Only fifth, eleventh,
and fifteenth items did not load in the previously-thought way. When these three
items loading under different dimensions were examined, it was seen that the items
could be interpreted by the participants in that way because of their closeness in
meaning to that dimension produced by the PCA. In any way, they were retained

under the related dimensions as they were considered previously.

Table 4.2

Factor Loadings of Part Il

Components
1 2 3 4

1. Physical environment .78

2. Study environment (library, lab..) 87

3. Social environment provided for students 17

4. Classroom size 75

5. Opportunity provided by the program to work 47 -.21
with students at schools

6. Sufficient content-area knowledge provided by -.67
the program

7. Reflection of the problems and realities of =77
Turkish education

8. Developing teaching knowledge and skills -.73

9. Being comprehensive enough to include all -.75
necessary knowledge and skills

10. Including enough number of teaching experience -.62

11. Providing practice opportunities in different -42
school environments

12. Reflection of the real school/classroom -.54
environment in courses

13. Including educational research in courses -.57

14. Effective use of instructional technology in -41
courses

15. The work environment provided for candidates in -.33
practice schools

16. Opportunity to work with different teachers -.55

during practices
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Table 4.2 (continued).

1 3 4
17. Providing different experiences during practices -.73
18. Opportunity to communicate with other stuff -73
during practices
19. Working with experienced teachers in teaching -.59
practices
20. Number of the instructors 49
21. Instructors' communication with mentor teachers .67
22. Instructors' using appropriate teaching methods .64
and techniques
23. Instructors' content area knowledge 73
24. Instructors' teaching knowledge and skills 72
25. Instructors' teaching experiences gained at .64
schools
26. Communication/collaboration between faculty .60
and practice schools
27. Guidance provided to be prepared for the 46
profession
28. Positive attitude towards teaching in the faculty .56

Lastly, the correlations among the four factors are given in Table 4.3. As seen, there

are certain relationships among the factors as expected. The correlations range
between .36 and .41.

Table 4.3

Correlations among the Factors of Part 111

Factors 1 2 3 4
1- Faculty staff/instructors 1 41 -.36 -.55
2- Faculty Environment 41 1 -.36 -47
3-Teaching practice -.36 -.36 1 A7
4- Program/Courses -.55 -47 A7 1

On the other hand, reliability of the questionnaire was also checked. In the literature,

“reliability refers to the consistency or stability of a set of test scores” (Johnson &

Christensen, 2012, p.138). When a scale is reliable, the same or similar results/scores

are obtained every time it is administered. Reliability is determined empirically by

calculating correlation coefficient, also called reliability coefficient. Cronbach’s

alpha is one of the ways to examine the interrelatedness of the items. A popular rule

of thumb is that the size of coefficient should be at least .70 or above (Johnson &
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Christensen, 2012). In the study, using the data obtained from the main application of
the questionnaire, the reliability analyses were re-calculated to check the internal
consistency. While analyzing the reliability “The Scale If Item Deleted” option was
also considered to make item-by-item reliability analysis and to detect the items

which lower the internal consistency.

Part 1l of TEAQ, with 47 items on teaching skills, was taken as one-dimensional, so
the Cronbach Alpha value was not calculated for this part. For Part Il of TEAQ
related to aspects of TE faculty/program, the Cronbach Alpha values were .90, .80,
.88, and .91 respectively for each dimension.It was also seen that all items supported
the internal consistency for each dimension. Moreover, Part IV, which was an
attitude scale with 10 items, had also high internal consistency with .95 Cronbach
Alpha value. The item-by-item reliability check showed the existence of no items
lowering the reliability. Moreover, the scales related to 21% century skills (Part V)
and courses (Part V1) had respectively Cronbach Values of .95 and .89; and none of
the items lowered the internal consistency. The Cronbach Alpha values and the item-
by-item reliability analyses showed that all parts of the questionnaire have high

internal consistency.
4.2. Profile of Participants

The study involved 1856 senior class teacher candidates as the participants, whose
general demographic characteristics were given in the method chapter. In this part,
mostly personal and teaching-related characteristics are displayed to provide detailed
information on the profile of the participants. Firstly, the results of survey were

presented, and then the interview results were given.
4.2.1. Profile of Survey Respondents-TCs

The information presented in this part included preference rank of the teaching
department, reasons for studying teaching, satisfaction with choosing teaching,
teaching experience in an institution, professional and academic development,

readiness for teaching, professional plan, desired teaching place, planning for
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graduate study, major concerns about teaching profession, attitude towards teaching,

and general views about teacher education in Turkey and perceived problems.

First of all, the teacher candidates were asked about their preference rank order of
their department, as students have the chance to make 30 choices for selecting
departments they want to study as after the nation-wide university entrance exam
(LYS) in Turkey. The results showed that most them ranked their department in their
first five choices (n= 1305, 70.7%). The results are displayed in Table 4.4.

Table 4.4

Preference Rank of Teaching Department

f %
Between 1 and 5 1305 70.7
Between 6 and 10 258 14
Between 11 and 15 198 10.7
16 and above 84 4.6

The teacher candidates were also asked why they preferred to study teaching in the
university. The participants had the chance to select more than one option in this
item. The results are presented below in Figure 4.2.

Prestige of the teaching profession 13.4% (n=249)

Opportunity to find a job in the future 16.4% (n=304)

Opportunity to work with children 18.8% (n=348)

Effect of the family/environment 23.1% (n=429)

Comfort of the working conditions 24.2% (n=450)

Opportunity to work for the state 24.8% (n=460

o 35.1% (n=651)
University exam score

45.9% (n=852)
Desire to be a teacher

Figure 4.2 Reasons for Preferring Teaching
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Figure 4.2 shows that the main reason for preferring teaching is the desire for
teaching (45.9%), university entrance exam scores (35.1%), and opportunity to work
for the state (24.8%). The least stated reason was the prestige of teaching (13.4%).

Moreover, to evaluate the general satisfaction of the teacher candidates from
choosing teaching, they were asked whether they would choose teaching-related
department if they had one more chance. The results showed that 45% of the teacher
candidates (n = 833) would do so again; however, 34.9% of them (n = 647) would
not choose teaching again, and 20.1 % of the teacher candidates (n = 373) were not
sure about it. The ones who would say “no,” it was asked which faculty they would
choose if they would not choose teaching to understand their initial desire for future
profession. Of all teacher candidates, 41.2% (n = 765) answered this question. There
were more teacher candidates answering this question than the number of teacher
candidates who were not satisfied with their departments. This may be because there
were some teacher candidates who desired to study in another faculty despite they
were satisfied with choosing teaching area. The mostly preferred faculties stated by
these teacher candidates are law (18.8%), engineering (14.6%), medicine (9.9%),
communication (8.8%), architecture (6.5%), dentistry (6%), fine arts (5.9%),
economics and administrative sciences (5%), and other faculties (24.4%).

Only 17.3% of the teacher candidates had a teaching experience in an institution (n =
322). Also, 60.4% of the teacher candidates (n = 1112) did not follow any academic
publication about teaching profession while 39.6% (n = 728) answered this question
positively. In addition, only 17% of all teacher candidates (n = 313) were members
of any educational organization or club; but the remaining 83% (n = 1528) were not a
member of an educational organization or club.

In relation to readiness for teaching, 67.2% (n = 1243) stated being ready for
teaching profession, 13.1% reported not being prepared (n = 243), and 19.6% were
not sure whether they were ready for teaching or not (n = 363). The teacher
candidates mostly planned to work as a teacher after graduation from the university
(80.3%, n = 1475). However, 11.2% (n = 206) of the teacher candidates were not
sure about what to do after graduation; and 8.5% (n = 157) who did not plan to work
as a teacher in the future. When the place they would like to work as a teacher was
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asked, it was revealed that they would like work mostly in metropolitans (n = 527,
28.9%), cities (n = 465, 25.5%), and towns (n = 342, 18.8%). Of all, 22% stated they
would work anywhere in Turkey (n = 408). However, only 4.4 % of the teacher
candidates would like to work in villages (n = 80). Of all teacher candidates, 37.4%
(n = 693) of them have a plan for having a graduate degree on teaching/education.
While 34.8% (n = 644) are not sure about it, 27.8% (n = 514) do not plan to have a

graduate education on teaching.

Figure 4.3 displays the concerns of teacher candidates with regards to teaching
profession when they started to work. The participants had the chance to choose

more than one option in this item.

Current status of the profession 10.6% (n=197)

Security 11% (n=205)

Coping with students 16.5% (n=307)

Monthly payment 16.5% (n=307)

Physical conditions of schools 19.3% (n=358)

Form of employment (regular or

% (n=
contractual) 27.2% (n=505)

The place/region they teach 39.5% (n=734)

84.2% (n=1563)
Recruitment as a teacher

Figure 4.3 Concerns about Teaching Profession

As can be seen above, most of the teacher candidates worried about whether they
would be recruited as a teacher or not, and the form of employment, working regular
or contractual. Security and current status of teaching profession were the worries
stated by the least number of participants. Other worries are presented in Figure 4.3.

In relation to teaching profession, the attitude of the teacher candidates towards
teaching was examined. The teacher candidates were asked to rank their views on 10
items as seen in Table 4.5 on a five-point scale, as completely disagree and disagree
(1), neither disagree nor agree (2), agree and completely agree (3).
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Table 4.5

Teacher Candidates’ Attitude towards Teaching

N M SD 1* 2> 3
I like teaching profession. 1810 4.06 101 82 137 781
2 :e';i‘éeef""’ays dreamed of being a 1813 323 127 293 282 424
Teaching is an enjoyable profession. 1809 3.79 105 115 20.6 67.9
Teaching is the most suitable 1810 348 125 217 252 53.1
profession for me.
5. 1 like teaching new things to children. 1807 4.09 100 7.7 132 791
6. 1would choo_se teaching again if | had 1804 3.98 138 284 247 469

a chance again.

7. | want to teach as soon as possible. 1812 361 127 19.7 20.8 59.5
8. | regard teaching as suitable for me. 1805 3.92 110 113 152 735
9. | want to teach under any condition. 1808 3.29 129 265 27.8 457

10. | like the idea of being a teacher. 1815 369 119 16.2 184 65.4

*1) Total percentage of “Completely disagree” and “Disagree,”2) “Neither Disagree not Agree,”
3) Total percentage of “Agree” and “Completely agree”

Lo

Hw

Generally, the attitude of the teacher candidates was found to be positive (M = 3.64,
SD = .98). When the items were separately examined, it was seen that the teacher
candidates mostly liked teaching new things to children (M = 4.09, SD = 1.00), liked
teaching profession itself (M = 4.06, SD = 1.01), and regarded teaching as suitable
for themselves (M = 3.92, SD = 1.10). The items with the least mean value were
about always dreaming of being a teacher (M = 3.23, SD = 1.27), choosing teaching
again (M = 3.28, SD= 1.38), and teaching under any conditions (M = 3.29, SD =
1.29).

As the last part of profile of teacher candidates, general views on the quality of their
education were asked to the teacher candidates. In relation to this question, 49.4% of
teacher candidates (n = 908) reported that the current teacher education system was
unsuccessful in preparing them for teaching profession. While 25.6% (n = 470) were
not sure about it, 25% (n = 460) indicated that teacher education was successful in
preparing the teacher candidates. Moreover, 60.7 % of the teacher candidates (n =
1116) pointed out that the current teacher education in Turkey did not respond to the
needs of 21% century. However, 16.3% (n = 300) reported it responded the needs of

21% century and 23% (n = 424) were not sure about it.
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Moreover, the teacher candidates were asked about how they perceive the main
reasons of the problems of teacher education. They were allowed to choose more

than one option among the given issues. Figure 4.4 displays these problems.

Relationship bet. EFs and MONE
Quality of TCs

Resources allocated

Physical conditions of faculties
Teaching practices
Support/guidance for TCs

0,
Quality of the teaching staff 50.5%

52.3%

Curricula/courses

Figure 4.4 Problems of Teacher Education

The results showed more than half of teacher candidates regarded the curricula and
courses (n = 970, 52.3%) and quality of the teaching staff as the reasons of the
general problems of current teacher education provided in education faculties.
Support/guidance for teacher candidates (n = 816, 44%) and teaching practices (n =
757, 40.8%) also had high percentages as the reasons of the problems. The problems

were further investigated as part of research questions.
4.2.2. Profile of Interviewees-TCs

The information on the profile of interviewees included satisfaction with choosing
teaching, reasons for studying teaching, and professional plan for the future. In
relation to the satisfaction with choosing the teaching, of all interviewees (N = 43),
15 of the teacher candidates stated they would choose teaching again if they had
another chance again while 25 of them stated they would choose another department
other than teaching. There are 3 teacher candidates who were not sure about
choosing teaching again or not. When they were asked about the professions they

always desired to study, the professions included psychological counseling, law,
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engineering, physical therapy and rehabilitation, communication, dentistry, and other
professions such as archeology, pharmacy, political sciences, and psychology. The
interviewees were also asked about the reasons for choosing teaching profession as
their future profession. Their answers also showed variation and included love/desire
for teaching (n = 17), having a lower score from the university exam than expected
(n = 12), the effect of the family/environment (n = 12), appropriateness of teaching
profession for the personality/character (n = 6), the opportunity to find a job (n = 4),
the effect of studying in Anatolian Teacher High School (n = 3), opportunity to work
for the state (n = 1), comfort of working conditions in the future (n = 1), economic
reasons (n = 1), simplicity of the courses in teaching department (n = 1), and love for
children (n = 1). Reasons stated by the most and the least number of teacher
candidates were similar to the quantitative results, which were the desire for teaching
and the prestige of the teaching profession respectively. In relation to planning to
teach, it was revealed that most of the participants (n = 36), similar to survey results,

planned to work as a teacher in the future.

4.3. Results in Relation to the Research Questions

There were three main research questions in the study; and their results are presented
separately. Firstly, the teacher candidates’ assessment of the pre-service teacher
education is presented. Pre-service teacher education is evaluated based on preparing
teacher candidates for teaching skills, for 21* century skills, and aspects of TE. For
the second research question, the factors affecting the teacher candidates’ assessment
are given; and this part ends with the results on alternative ways for pre-service
teacher education as suggested by teacher candidates. The results are presented in

two parts as quantitative and qualitative results.

4.3.1. Assessment of Pre-service Teacher Education (TE) with Regards to

Preparing for Teaching

The first research question was how the senior class teacher candidates assessed the
pre-service teacher education in terms of preparing them for teaching. The
assessment compromised three sub-dimensions, the preparation for teaching skills,

preparation for 21° century skills, and aspects of TE faculty/program.
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4.3.1.1. Quantitative Results on Assessment of Pre-service TE with Regards to
Preparing for Teaching

For this research question, the quantitative data were analyzed using means and
standard deviations for each item. The teacher candidates assessed the degree of

preparation ranging from “very adequate (5)” to “very inadequate (1).”
4.3.1.1.1. Preparing for Teaching Skills

Through the questionnaire, the teacher candidates were asked “how adequate the
teacher education they have taken is in terms of preparing them for the specified
teaching skills.” Seen in Table 4.7, teacher candidates assessed 47 teaching skills,
presented in an ascending order. Means ranged between 2.26 and 3.37, but 23 of 47
skills were below the mean of 3.00, between the mean values of 2.26 and 2.99, which

refers to interval between inadequate (2) and neither inadequate nor adequate (3).

Table 4.6

Assessment of TE in Terms of Preparing for Teaching Skills

Rank of Items N M D 1* ox 3%

1. Teaching in different countries 1798 226 117 628 204 16.8
2. Participating in the European Union projects
with students 1802 235 1.16 588 229 183
3. Planning extra-curricular activities with
teaching purpose
4. Planning courses considering individual

1829 252 121 516 252 233

1825 257 118 500 259 241

differences
5. Conducting/organizing parent meetings 1811 260 1.18 478 271 251
6. rI]Deeetggmlnlng students' individual learning 1815 265 116 459 294 24.7
7. Helping parents to support their children 1811 266 119 469 260 27.1
8. Carrying out administrative tasks/duties 1804 266 113 456 298 246
9. Communicating effectively with parents 1817 268 118 455 271 274
10. Evaluating appropriateness of instructional

orograms 1819 274 102 413 346 240
11. Working with special education students 1800 2.77 116 425 280 295
12. Cooperating with other experts in school 1797 280 116 415 282 303
13. Using alternative assessment tools 1825 281 118 422 266 312

14. Assessing and evaluating student success by
preparing appropriate instruments

15. Making changes in instruction based on
student success

16. Providing guidance appropriate for students'
developmental levels

1826 282 115 396 295 309

1829 283 107 396 318 286

1812 286 109 381 309 310
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Table 4.6 (continued)

Items

N M SD 1* 2* 3*

17. Using interdisciplinary teaching in class 1825 288 105 358 356 285
18. Cooperating with school administration 1809 288 110 376 316 308
19. Providing regular feedback to students 1825 296 115 356 273 371
20. Developing his/her own educational and

instructional philosophy 1805 296 1.10 348 317 335
21, :\élsc;t(;xztlng students for participation in 1842 297 104 357 298 346
22. Using different teaching methods and

strategies 1836 298 1.04 326 344 330
23. Refle_ctlng thinking skills into in-class 1832 299 110 338 311 352

practices
24. Developing students' intercultural

communication skills 1813 3.00 1.08 327 319 355
25. Using the physical environment effectively

in teaching 1830 3.01 106 323 323 353
26. g;e’:tlng positive learning environment in the 1836 304 105 309 326 364
27. Determining clear and understandable

instructional goals 1828 3.05 1.07 30.7 319 374
28. Developing students' skills of asking

questions and discussing 1831 3.07 108 29.9 313 387
29. Creating environmental awareness in

students 1809 3.07 115 311 293 39.6
30. Using curriculum and resources

appropriately for teaching 1829 3.09 1.02 279 345 376
31. Developmg intercultural respect and 1805 3.09 113 298 308 394

understanding
32. Understanding students' developments

(physical, emotional, and mental) 1809 3.10 1.09 295 299 40.6
33. Communicating with colleagues effectively 1818 3.12 1.08 284 305 41.0
34. gg::/;]rilggcomprehenswe knowledge for 1812 315 107 273 327 400
35. Relating lessons with the daily life 1835 3.16 110 28.0 286 434
36. Having the knowledge of ethics in education 1821 3.18 1.06 265 30.3 43.2
37. Continuing the professional development 1816 3.19 107 260 310 430
38. Using time efficiently during teaching-

learning process 1835 322 098 234 333 433
39. Making self-evaluation about teaching 1819 322 106 255 313 432
40. Giving 5_133|gnments/respon3|b|Iltles 1836 324 107 252 276 472

appropriate for the students level
41. Using body language effectively in teaching 1802 3.24 1.07 243 312 445
42. Communicating with students effectively 1820 324 111 253 279 46.8
43. Making use of computer and technological 1833 327 116 258 257 486

tools for instruction
44. Making use of curriculum at hand while

planning lessons 1804 332 101 201 312 4838
45. Using voice effectively in class 1825 335 106 213 285 502
46. Providing order and discipline in class 1824 336 100 201 285 514
47. Using Turkish correctly and effectively 1829 337 106 207 274 518

*1) Total percentage of “Very Inadequate” and “Inadequate,” 2) “Neither Inadequate not adequate,”
3) Total percentage of “Adequate” and “Very adequate”
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According to the results, the teacher candidates tended to assess teacher education as
being inadequate in terms of preparing teacher candidates for the following teaching
skills: teaching in different countries (M = 2.26, SD = 1.17), participating in the
European Union projects with students (M = 2.35, SD = 1.16), planning extra-
curricular activities for teaching (M = 2.52, SD = 1.21), planning courses considering
individual differences (M = 2.57, SD = 1.18), conducting/organizing parent meetings
(M = 2.60, SD = 1.18), determining students' individual learning needs (M = 2.65, SD
= 1.16), carrying out administrative tasks/duties (M = 2.66, SD = 1.13), helping
parents to support their children (M = 2.66, SD = 1.19), communicating with parents
effectively (M = 2.68, SD = 1.18), evaluating the appropriateness of instructional
programs (M = 2.74, SD = 1.02), working with students who need special education
(M =2.77, SD = 1.16), cooperating with other experts in the school (M = 2.80, SD =
1.16), and using alternative assessment tools (M = 2.81, SD = 1.18).

Some of the teaching skills with mean values close to adequate were using Turkish
correctly and effectively (M = 3.37, SD = 1.06), providing order and discipline (M =
3.36, SD = 1.00), using voice effectively (M = 3.35, SD = 1.06), using curriculum
while planning lessons (M = 3.32, SD = 1.01) and using time efficiently in lessons
(M = 3.22, SD = 0.98), using computer and technological tools for instruction (M =
3.27, SD = 1.16), giving responsibilities appropriate for students’ level (M = 3.24, SD
= 1.07), using body language effectively in teaching (M = 3.24, SD = 1.07),
communicating with students effectively (M = 3.24, SD= 1.11) and understanding
their developmental levels (M = 3.10, SD = 1.09), continuing professional
development (M = 3.19, SD = 1.07) and making self-evaluation (M = 3.22, SD =
1.06), and having comprehensive knowledge for teaching (M = 3.15, SD = 1.07). As
seen from Table 4.6, the mean values did not exceed 3.37.

4.3.1.1.2. Preparing for 21% Century Skills

The second sub-question was how the teacher candidates evaluated the teacher
education in terms of preparing them for the 21% century skills. As shown in Table
4.7 in ascending manner, the teacher candidates tended to evaluate preparation for
21% century skills as neither inadequate nor adequate or close to adequate (means
ranged between 2.74 and 3.13).
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Table 4.7

Assessment of TE in terms of Preparing for 21% Century Skills

Items N M SD 1* 2% 3*
1. Media literacy 1799 274 111 429 312 26.0
2. Universal thinking skills 1798 284 1.07 39.0 319 29.0
3. Scientific thinking 1800 286 106 377 331 29.2
4. Research skills 1807 293 108 357 329 314
5. Using new technologies effectively 1798 299 114 342 304 354
6. Openness to Intercultural

. 1796 299 1.13 341 30.2 35.7
Communication

7. Thinking skills (creative and critical) 1792 3.01 112 328 309 36.3
8. Ability to apply innovations 1799 301 110 328 312 36.0
9. Flexibility and adaptation Skills 1801 3.02 1.05 301 340 359
10. Problem solving skills 1798 3.02 1.05 314 334 352
11. SCko“rFSmunlcatlon and cooperation 1800 304 102 299 329 372
12. Working with different groups 1799 305 113 317 310 373
13. Lifelong learning skills 1798 3.06 111 316 299 384

14, Sen:sﬂwﬂytowardsnatureand 1801 313 109 294 294 412
environment

*1) Total percentage of “Very Inadequate” and “Inadequate,” 2) “Neither Inadequate not adequate,”
3) Total percentage of “Adequate” and “Very adequate”

The skills with the lowest mean values were media literacy (M = 2.74, SD = 1.11),
universal thinking skills (M = 2.84, SD = 1.07), scientific thinking (M = 2.86, SD =
1.06), research skills (M = 2.93, SD = 1.08), using new technologies effectively (M =
2.99, SD = 1.14), and openness to intercultural communication (M = 2.99, SD =
1.13). On the other hand, some of the 21% century skills with the highest mean values
were sensitivity towards nature and environment (M = 3.13, SD = 1.09), lifelong
learning skills (M = 3.06, SD = 1.11), working with different groups (M = 3.05, SD =
1.13), communication and cooperation skills (M = 3.04, SD = 1.02), and flexibility
and adaptation skills (M = 3.02, SD = 1.05).

4.3.1.1.3. Aspects of Faculty/Program

The teacher candidates’ assessment of aspects of faculty/program of teacher
education in terms of preparing for teaching was the third sub-question belonging to
the first research question. The faculty and program of teacher education had four
sub dimensions which were faculty environment, curricula and courses, teaching

practice, and teaching staff. As seen in Table 4.8, the teacher candidates generally
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tended to evaluate aspects of the TE as not much adequate (M = 2.74, SD = 0.73);
and the mean values for each aspect were between inadequate (2) and neither
inadequate nor adequate (3). In addition, among all aspects, they evaluated the
teaching practice component as less effective than the others (M = 2.48, SD = 0.81).
They regarded both physical environment (M = 2.85, SD = 0.93) and the faculty
staff/instructors (M = 2.85, SD = 0.81) as having similar effects in terms of preparing
them for the teaching profession. Moreover, they were mostly undecided about

adequacy of aspects of teacher education.

Table 4.8

Descriptive Statistics on the Aspects of Faculty/Program

M SD
Faculty Environment 2.85 0.93
Curricula and Courses 2.73 0.81
Teaching Practice 2.48 0.86
Teaching Staff 2.85 0.81

Each aspect of the faculty and program of the TE were evaluated separately as well

to get detailed perceptions of the teacher candidates.
4.3.1.1.3.1. Faculty Environment

The teacher candidates tended to assess faculty environment as close to inadequate or
neither inadequate nor adequate with the general mean value below midpoint (M =
2.85, SD = .93). The descriptive statistics can be seen in Table 4.9 below.

Table 4.9

Descriptive Statistics on Faculty Environment

Items N M SD 1* 2% 3

1. Social environment provided for 1816 257 114 487 283 23.0
students

2. Physical environment 1819 274 114 433 272 296

3. Classroom size 1786 3.04 121 342 220 438

4. Study environment 1817 3.05 1.18 33.8 253 40.8

*1) Total percentage of “Very Inadequate” and “Inadequate,” 2) “Neither Inadequate not adequate,”
3) Total percentage of “Adequate” and “Very adequate”
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The teacher candidates assessed the social environment of the faculties provided for
themselves as being inadequate with the lowest mean value (M = 2.57, SD = 1.14).
Only 23% found it adequate. Another aspect evaluated as being inadequate was the
physical environment of the education faculties (M = 2.74, SD = 1.14). The study
environment (M = 3.05, SD = 1.18) and the classroom size of the faculties (M = 3.04,

SD = 1.21) were evaluated more adequate than the other two aspects.
4.3.1.1.3.2. Curricula and Courses

The curricula and the courses were generally regarded as less adequate than the
faculty environment and the faculty staff (M = 2.73, SD = 0.81) in terms of preparing
teacher candidates for teaching (see Table 4.8). The mean values for all items ranged
between 2.24 and 2.98 as seen in Table 4.10 in an ascending manner. Among the
characteristics belonging to TE curricula and courses, the reflection of the problems
and realities of Turkish education (M = 2.98, SD = 1.08) had the highest mean value
of all others.

Table 4.10

Descriptive Statistics on Curricula and Courses

Items N M SD 1> 2 3

1. Providing practice opportunities in different
school environments (village, integrated)

2. Ref!ectlon of_the real school/classroom 1813 242 109 564 250 186
environment in courses

Including educational research in courses 1813 271 112 451 285 26.4
4, Incluc_jlngenoughnumberoftgachlng 1814 273 113 444 287 26.9
experience (observation, practice)

5. Opportgnltyprowdedbytheprogramto 1816 275 105 412 324 264

work with students at schools
6. Developing teaching knowledge and skills 1815 284 110 38.6 314 30.0
7. Belngcomprehensweenoug_htomcludeall 1818 284 104 378 342 279
necessary knowledge and skills
8. Sufficient content-area knowledge provided
by the program
9. Effective use of instructional technology in
courses

10. Reflgctlon of the problems and realities of 1813 298 108 331 339 330
Turkish education

*1) Total percentage of “Very Inadequate” and “Inadequate,” 2) “Neither Inadequate not adequate,”
3) Total percentage of “Adequate” and “Very adequate”

1807 224 114 655 184 16.1

w

1815 285 112 389 309 302

1812 290 111 353 328 319

119



Furthermore, the teacher candidates evaluated program’s offering practice
opportunities in different school environments as inadequate and this item had the
lowest mean among all other dimensions (M = 2.24, SD = 1.14). Similarly,
participants reported the reflection of real school or classroom environment in
courses was inadequate (M = 2.42, SD = 1.09). Other dimensions evaluated as being
not “adequate” or “neither adequate nor inadequate” were inclusion of educational
research into courses (M = 2.71, SD = 1.12), amount of teaching experience provided
by the program (M = 2.73, SD = 1.13), and the opportunity provided to work with
children at school (M = 2.75, SD = 1.05), developing teaching knowledge and skills
(M = 2.84, SD = 1.10), being comprehensive enough to include all necessary
knowledge and skills (M = 2.84, SD = 1.04), developing teaching knowledge and
skills (M = 2.84, SD = 1.10), sufficient content area knowledge provided (M = 2.85,
SD =1.12), use of instructional technology in courses (M = 2.90, SD = 1.11).

To get further information on courses, the adequateness of courses was also rated by
the teacher candidates separately. The mean values ranged between 2.79 and 3.30.
The results are exhibited in the Table 4.11 in an ascending manner.

Table 4.11

Descriptive Statistics on Courses

Items N M sb 1* 2* 3*
1. General Culture courses 1788 2.79 119 404 28.9 30.6
2. Introduction to Educational Science 1797 289 111 37.7 29.1 332
3. Curriculum Planning and Teaching 1797 3.00 1.16 339 27.7 384
4. Content Area Courses 1799 3.01 1.13 346 26.7 38.7
5. Methods of Teaching 1799 305 112 314 312 374
6. Turkish Education System and School 1782 305 118 30.9 303 38.8
Management
7. Guidance 1769 3.08 121 315 27.1 414
8. Educational Psychology 1803 3.09 1.12 312 278 41.0
9. Measurement and Evaluation 1803 3.11 1.19 30.2 27.1 428
10. Classroom Management 1782 322 1.17 27.2 26.3 465
11. Iggg;ﬁtlonal Technologies and Materials 1783 323 122 281 233 48.6
12. Teaching Practice 1748 330 1.20 24.4 279 47.7
13. School Experience 1747 330 117 253 26.7 47.9

*1) Total percentage of “Very Inadequate” and “Inadequate,” 2) “Neither Inadequate not adequate,”
3) Total percentage of “Adequate” and “Very adequate”
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The teacher candidates assessed Teaching Practice (M = 3.30, SD = 1.20) and School
Experience (M = 3.30, SD = 1.17) courses as equally more adequate than all other
courses in the program in terms of preparing them for the teaching profession.
Nevertheless, the Introduction to Educational Science (M = 2.89, SD = 1.11) and the
general culture courses (M = 2.79, SD = 1.19) were regarded as being inadequate by
the majority of the students.

4.3.1.1.3.3. Teaching Practice

As part of the assessment of teacher education, the teaching practice was also
examined. Among all aspects of TE, teaching practice was assessed by the teacher
candidates as the least adequate aspect of the faculty/program (M = 2.48, SD = 0.86).
The mean values for all items ranged between 2.26 and 2.66 as seen in Table 4.12 in

an ascending manner.
Table 4.12

Descriptive Statistics on Teaching Practice

Iltems N M SD 1* 2* 3*

1. Providing variety of experiences (e.g.
exam preparation, parent meetings)

2. Opportunity to communicate with other
staff

3. Opportunity to work with different
teachers during practices

4. Working with experienced teachers in
teaching practices

5. Work environment provided for
candidates in practice schools 1817 266 103 463 316 22

*1) Total percentage of “Very Inadequate” and “Inadequate,” 2) “Neither Inadequate not adequate,”
3) Total percentage of “Adequate” and “Very adequate”

1818 2.26 1.04 644 224 132

1819 233 1.04 613 238 149

1814 254 106 523 268 20.8

1809 259 112 498 272 231

The detailed examination of the results revealed that the teacher candidates mostly
considered that the faculty/program was the most inadequate in terms of providing
different experiences during teaching practices at practice schools such as exam
preparation and parent meetings (M = 2.26, SD = 1.04). Furthermore, most of the
teacher candidates assessed teaching practices as being inadequate with respect to
providing opportunity to communicate with other staff such as school principal or
counselor in the practice school (M = 2.33, SD = 1.04), opportunity to work with
different teachers during practices (M = 2.54, SD = 1.06), working with experienced
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teachers in teaching practices (M = 2.59, SD = 1.12), and lastly work environment
provided for candidates in practice schools (M = 2.66, SD = 1.03).

4.3.1.1.3.4. Teaching Staff

The last dimension of the teacher education to be assessed was teaching staff in
education faculties. Despite having a low mean value, teaching staff (M = 2.85, SD =
0.81) was evaluated better than curricula and courses and the teaching practice
similarly to faculty environment. The mean values ranged between 2.47and 3.18. The
descriptive results in an ascending manner are displayed in Table 4.13.

Table 4.13

Descriptive Statistics on Teaching Staff

N M SD 1* 2* 3*

1. Guidance provided to be prepared for the
profession

2. Communication/collaboration between
faculty and practice schools

3. Instructors' using appropriate teaching
methods and techniques

4. Instructors' communication with mentor

1808 2.47 106 544 283 174

1803 2.67 1.00 451 327 222

1810 2.77 109 395 339 26.6

1805 2.78 110 418 289 293

teachers
5. lr;zt;g::stors teaching experiences gained at 1799 287 102 349 376 275
6. fP;:sul'ltge attitude towards teaching in the 1814 293 111 350 308 342
7. Number of the instructors 1807 294 116 382 243 375
8. Instructors' teaching knowledge and skills 1815 3.05 1.13 298 319 383
9. Instructors' content area knowledge 1771 3.18 112 266 28.0 455

*1) Total percentage of “Very Inadequate” and “Inadequate,” 2) “Neither Inadequate not adequate,”

3) Total percentage of “Adequate” and “Very adequate”

In relation to the teaching staff, the majority of the teacher candidates tended to
evaluate the teaching staff as inadequate for providing guidance related to teaching
profession (M = 2.47, SD = 1.06). Only 17.4% of all teacher candidates regarded it as
adequate. In addition, the teaching staff was mostly found as inadequate with respect
to communicating and collaborating with practice schools (M = 2.67, SD = 1.00) and
mentor teachers (M = 2.78, SD = 1.10), using appropriate teaching methods and
techniques (M = 2.77, SD = 1.09), having teaching experiences at schools (M = 2.87,
SD = 1.02), having positive attitude towards teaching (M = 2.93, SD = 1.11).
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Besides, the majority of the teacher candidates evaluated as being more adequate in
their content area knowledge (M = 3.18, SD = 1.12) and teaching knowledge and
skills (M = 3.05, SD = 1.13).

4.3.1.2. Qualitative Results on Assessment of Pre-service TE with Regards to

Preparing for Teaching

The answer of the first research question was also examined through the interviews,
which were conducted with teacher candidates from seven different education
faculties. The results of interviews in relation to the assessment of the teacher
education in terms of preparing teacher candidates for teaching were presented in this
section under the relevant sub-questions.

4.3.1.2.1. Preparing for Teaching Skills

Interview results showed that most of the teacher candidates stated being more
prepared for understanding and communicating with students and their personal
needs (n = 30). About this, one of the teacher candidates stated: “I already know
about situations in relation to students very well, as we are extensively furnished
with individual differences along four years” (TC33). The teacher candidates also
mentioned being adequately prepared for having enough content-area knowledge (n
= 15), preparing and using various instructional methods and techniques such as
drama, brainstorming, and group works (n = 15), having classroom management
skills (n = 15), and having motivation and enthusiasm for teaching (n = 12).
Moreover, 9 of the teacher candidates stated that they felt more prepared for using
new or various technologies during instruction such as using smart board, projectors,
or software. In relation to technology use, a teacher candidate asserted: “The teacher
at schools cannot turn on even a projector...however; we are making PowerPoint
presentation using projectors every week” (TC10). Apart from these, conducting
teaching or instructing effectively was reported by 7 teacher candidates among 43 of
them. Teacher candidates (n = 5) also mentioned being prepared for the use of
various materials in lessons and use of new approaches and programs. With respect
to using new programs, one of the teacher candidates claimed:
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...the first thing that comes to my mind when I think is that we have recently
experienced changes in the school curricula, and we are educated here based
on the foundations and requirements of this program, however most of the
already-working teacher did not have such education. Therefore, | feel more
competent to apply the new program when | compared myself with other
colleagues. (TC20)

Lastly, four of the teacher candidates stated that they were prepared enough for
professional development and following developments and researching innovations

in relation instruction.

On the other hand, almost all of the teacher candidates (n = 40) mentioned not
getting enough knowledge and skills to be able to work under different conditions
such as villages, mixed-level classes, boarding elementary schools, inadequate
physical conditions, in the East part of Turkey, with students and families speaking
different languages and having different cultures). One teacher candidates stated:
As if all of the schools in Turkey were like the schools in this city, as if they
all had projectors, as if the transportations were easily done, as if there were
no winter or snow, as if there were an air conditioner in each class... As if all
students were thoughtful...(but) there are students going to the schools, but
they do not know any Turkish. This should also be taught.... there are cities
or towns in which the teachers are exposed to violence by the families. We
are told nothing in relation to these. In fact, we did not cover anything even in
relation to relationship with parents in general. We were not told about how

to behave to parents or how to communicate with them. As if everything
would be ready (when we graduated) and we would teach in that way. (TC9)

Furthermore, by almost all interviewees (n = 39), teacher education was also
evaluated as being inadequate in terms of preparing teacher candidates for teaching
in classes with students who need special education (such as retarded, dyslexic,
hyperactive children or wunderkinds) and for inclusion. One of the teacher
candidates criticized the course they took in relation to inclusive education:
In inclusive education lesson, the instructor shared the topics from the book
and we are reading them going to the board. The lesson passes in this way.

So, | cannot say | took the education of this and such situations are making
me anxious. (TC13)

Another one claimed: “About this, | have deficiencies. At least, there would be a trip
(to such schools) so that we could see in a way” (TC4). However, most of these
teacher candidates also mentioned that the Special Education course at least helped
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them gain awareness and theoretical knowledge about such students. In addition to
these, 24 of the teacher candidates stated that they did not feel adequately prepared
for classroom management such as providing discipline and order in the classroom,
dealing with problematic students, managing time, and using board. A teacher
candidate explained the issue as following: “If I have problematic students who are
unmanageable, then I do not know what I will do and how | will behave. Should I be
very strict or try to understand him/her. | cannot decide what to do” (TC28). The
other areas not given adequately as asserted by some interviewees were on
relationship/communication with parents (n = 12), knowledge and experience on
official tasks, regulations, and rights (n = 11), enough content area knowledge (n =
10), relationship with school management (n = 10), teaching in different conditions
such as in the rural areas, the East part of Turkey, or physically inadequate schools (n
= 10), and instructing (n = 6). Three of the teacher candidates also stated that they
did not have an adequate education to communicate with colleagues.

4.3.1.2.2. Preparing for 21° Century Skills

Through the interviews, the teacher candidates were asked about the adequateness of
teacher education in terms of preparation for the 21% century skills. The results
showed that majority of the interviewees (n = 30) claimed that they were not
adequately prepared for media literacy. One of the teacher candidates criticized this

as following:

We did not get most of these skills here except for thinking skills...For
instance, media literacy... Turkish language teachers were giving this skill as
a lesson in elementary level, but I have no education in relation to media
literacy. If they put this lesson in front of me, will | learn this by reading?
(TC10)

Besides, half of them mentioned universal thinking skills (n = 22), research skills (n
= 20), openness to intercultural communication (n = 20), and communication skills (n
= 20) as not adequately given as part of their education. Working with different
groups was also mentioned by 17 interviewees. In relation these, a teacher candidate

said:

Actually, openness to intercultural communication is very important for us.
You know that there are different cultures in the East (of Turkey). However,
about these, there isn’t anything enough included in our education... But,
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certainly there must be such education in Turkey, where there are different
ethnic groups. (TC16)
Another teacher candidate mentioned communication skills and thinking skills and

criticized instructors in relation to these:

Here, I don’t think the education makes us gain communication skills. We are
just listeners, because instructors always speak. So, only their communication
skills develop and our skills are lost. Thinking skills and communication
skills are very inadequate. If teachers cannot express themselves properly,
then how will they teach? We were going to the board and only reading texts
in the communication lesson. This is not a communication skill! This is
reading a text! (TC33)

The other 21% century skills that were not adequately gained were using new
technologies effectively (n = 16). One of the interviewees (TC38) mentioned the
presence of smart board in faculty, but they never used it, or they never turned on a
projector and never used a photocopy machine in their education. Another teacher
candidate (TC11) reminded current application of using smart boards and tablets at
schools, but claimed they were not prepared for these applications. Other skills
which were inadequately offered were also mentioned by a few teacher candidates
such as scientific thinking (n = 15), creative and critical thinking (n = 15), lifelong
learning (n = 15), flexibility and adaptation (n = 13), sensitivity towards nature (n =

13), ability to apply innovations (n = 12), and lastly problem solving (n = 10).
4.3.1.2.3. Aspects of Faculty/Program

The aspects of teacher education faculty and program were also evaluated by the
teacher candidates through the interviews. They were asked about the main problem
of the aspects of teacher education they had in relation to preparing them for teaching
profession. The results were presented respectively as faculty environment, curricula

and courses, teaching practice, and teaching staff in the faculty of education.
4.3.1.2.3.1. Faculty Environment

The faculty environment was evaluated in terms of problems by 14 teacher
interviewees out of 43. The others did not report any problems about faculty

environment with respect to preparing them for teaching. The main problem was
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reported by 9 interviewees as inadequateness of the physical facilities and conditions
of faculties such as lack of technological tools, use of outdated technologies, small
size of library building, and lack of enough resources in library. About physical

inadequateness, one of the teacher candidates claimed:

...In some universities especially with Medicine faculty, I think Education
faculties are step-children. For instance, this faculty is physically very
inadequate. We cannot find classes for doing our lessons, we cannot find
place to sit in cafes. You have to go to the library very early in the morning
and put your bag. And you cannot find publications you want. (TC14)
Similarly, another teacher candidate from another education faculty affirmed: “Our
environment is not adequate. We will be English teachers, but we don’t have a
listening class, laboratories, or sound system. We just have a projector” (TC26).
Other two teacher candidates (TC28 and TC41) from different education faculties
also mentioned the lack of technological materials in the faculty and they just had a
projector. He claimed that this was not enough for the 21% century age. Lastly, a

teacher candidate claimed: “We had a lesson on teaching by using technology, but

there were no technology included” (TC41).

The lack of enough social facilities and socialization opportunities was reported as a
problem of faculty environment affecting the quality of their preparation (n = 6). The
interviewees mentioned that the faculty environment did not foster their social
development as teacher candidates and the social activities were not announced. The
other reported problems were lack of democratic environment (no expression of
ideas freely) (n = 3), de-motivating (negative) environment for teaching (n = 3), and
lack of enough number of specialized area instructors (n = 3). On the last problem,

one of the interviews said:

Now, we are taking the Inclusive Education and Teaching in Mixed-Level
Classes courses this term. And we took from the same instructors the
following lessons: Guidance, Measurement and Evaluation, or Educational
Philosophy. We took all our courses from the same instructors. | really don’t
know in which area these instructors had their graduate degree or in which
area they developed themselves, and on what bases they are offering these
lessons. In my opinion, the lessons are opened and, because of lack of
instructors, these instructors are offering them. (TC13)
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As a summary, the problems on faculty environment were mostly related to the
physical deficiencies, lack of social environment, lack of a democratic environment

in the faculty and lessons, and lack of specialized area instructors.
4.3.1.2.3.2. Curricula and Courses

Curricula and courses were reported by almost all teacher candidates (n=38) as
having problems deterring the adequateness/quality of their education. The main
problematic areas reported by the majority were theory-based lessons/lack of enough
practice component in curricula (n = 17). A teacher candidate expressed: “We don’t
have any opportunities for practices in lessons” (TC22), and another claimed: “We
only have theories but there is a lack of practicing. This is the most important
problem” (TC2). Another one suggested using micro-teaching effectively in lessons
(TC29).

Moreover, there were some lessons stated as lacking in the curricula such as more
teaching method courses, research skills, curriculum development, and speaking and
communication (n = 15). However, some of the lessons were reported as being
unnecessary due to being too advanced/theoretical or very simple (n = 9) such as
pure mathematics, differentials, or basic Turkish or English grammar lessons. The
other most criticized dimension (n = 11) was inappropriate/ineffective delivery
(implementation) of lessons in curricula such as applying traditional, teacher-
centered, and one-type methods and techniques besides using memorization, and

making students inactive. In this respect, one of the teacher candidates stated:

The methods and techniques used in our education are not constructivist. We
are still having lessons based on old way, memorization. Indeed, we are still
passive and the lessons are always teacher-centered. Instructor teaches and we
listen. (TC1)

Lack of authentic environment in lessons was another issue hindering the education
of teacher candidates (n = 5). They mostly criticized that the teaching-learning
environment was not reflecting real school/classroom environment. The teacher
candidates also talked about the inappropriate application of measurement and
evaluation (n = 5). Under this problem, the following issues were mentioned: using

subjective and unfair assessment, using memorization-based assessment tools such as
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asking definitions of concepts. One interviewee pointed out that they did not believe
in the exams, because they were all made as formality (TC17). In relation to this,
another one claimed that there were students who only came to midterms and final
exams and passed the courses, as questions were the same or only exams were used
as evaluation criteria (TC3). Apart from these, two teacher candidates mentioned the

existence of overlapping courses.

Lastly, four of the interviewees indicated that the courses in the programs and the
general structure of the program was generally appropriate for teacher education,
however, they expressed the problems were pertaining to the lack of practice or
quality of instructors, but not the teacher education program itself. “There are
deficiencies related to the courses. Actually, this is again about lack of quality of
teaching staff. If the instructor is qualified, then the courses are effective” (TC31).
Another claimed that all lessons were useful on condition that qualified instructors
offered them (TC14). Lastly, another one said that the content of curricula was
adequate and its structure was appropriate for teacher education, but the problem

about these courses was lack of enough practice (TC20).
4.3.1.2.3.3. Teaching Practice

Totally, 37 teacher candidates out of 43 criticized teaching practices as being
problematic during their education. The problems can be listed as following based on
their frequency: lack of teaching practice with different teachers, grade levels, and
students in different types of schools (n = 21), inappropriate semester for practice
teachings in the curricula/last year (n = 16), problems with practice schools (n = 16),
lack of enough practice teaching throughout teacher education (n=14), lack of
guidance/evaluation of performance (n = 8), negative attitude of teacher candidates
towards practice teaching (n = 6), outdated/unnecessary tasks of teaching practice
course (n = 4), and lastly student teacher-mentor teacher ratio (many students for one
mentor). Under the problems pertaining to practice schools, teacher candidates
mentioned negative attitude of school staff -teachers and school management- (n =
13), lack of systematic selection of schools (n = 6), lack of quality/competence of
mentor teachers (n = 5), overloaded work given to teacher candidates (n = 5), and

poor physical conditions of schools (n = 3).
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With regards to lack of practice in different contexts and no systematic selection of
schools without considering prior experiences of teacher candidates, they claimed
that they went the same schools, same teachers, or same grades; and they had no
chance to have different experiences. A teacher candidate raised the issue as

following:

My practice school was the same in the first and second term. We told about
it (to instructors) but they said “it is the coincidence.” We wanted to see
different conditions. However, they do not consider things from the
perspective of students; they are probably selecting schools by lots. However,
firstly needs and background of students should be examined.... As they do
not regard our development, we did not see different conditions. (TC39)

Another teacher candidate expressed this and criticized the content of teaching

practices in this way:

| have seen the same teacher during the whole semester. In all of them, the
same observation, as the teacher is always doing the same things. Indeed, I
am lucky, as the teacher is at least doing something... When I ask my friends
what they are doing during practice teachings, they tell me that their teacher
is letting them to solve questions (for KPSS). Is this a practice? Is this an
observation? Nothing happened, there is no use. We are wasting our time. It
is illogical. (TC5)

Apart from this, the time of teaching practice was reported as a problem, and a
teacher candidate criticized this in terms of its being only in the 4™ grade, lack of

teaching, and attitude of mentor teacher in this way:

We only have practice teaching in the last grade; and ninety percent of this is
observation. Moreover, my mentor teacher asked me: “Aren’t you preparing
for the exam (KPSS)? | should honestly say to you that you cannot learn
anything by observing me”. (TCS5)

Another teacher candidate asserted about teaching practice:

We are having education from first grade to fourth grade, but we don’t know
why we are having this education, what we will face with, about which things
we should be careful. Besides, in the 4™ grade, there are graduation issues,
KPSS, or job applications, so the practice teaching is not our major concern.
We don’t want to go to schools. Actually, we are curious and excited about
teaching practice in the second or third grades, but in the fourth grade, we
say: “l wish we did not have this (practice teaching) and how we will allocate
time for this”. (TC23)
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About the quality of teachers in the practice schools, one teacher candidates stated:
“We aren’t learning who a teacher should be; but how a teacher should not be.
Teachers are so bad” (TC31). Moreover, in relation to attitude of teachers and

principal of practice schools, a teacher candidate pointed out:

When we go to schools and meet school principals, they are telling us not to
come. They say: “The school is very crowded, do not come!”...but, this is the
protocol between the Higher Education Council and Ministry of Education,
how can they tell us that?...We’re actually facing with very interesting things
during practice teaching. They hate us, because we are coming for practice.
There are teachers humiliating us in front of students. Instead of motivation,
they tell us “go and sit down at the backside of classroom!” But, they can
introduce us to students as new teachers. (TC2)

About the same issue, a teacher candidates from another university also told similar
things about practice teaching: “Some of the teachers tell us not to come” (TC22).
Another teacher candidate (TC18) claimed that his mentor teacher was leaving all
lessons to him despite he knew nothing about teaching. He also mentioned the
teacher asking: “what is constructivist approach? There is no need for it. Teach
traditionally, that’s enough.” Lastly, the tasks given to teacher candidates during
practice teachings were criticized by teacher candidates as being outdated: “when we
show the assignments that our instructors give us to our mentor teachers, they say

that your instructors should update themselves” (TC43).
4.3.1.2.3.4. Teaching Staff

Teaching staff/professorate in the faculties of education was mentioned by totally 32
interviewees as the questionable aspect of teacher education program. Regarding
this, mostly-cited problems focused on instructors’ using ineffective, traditional, or
teacher-centered methods and techniques (n = 25). Under this issue, instructors were
also reported as using PPT presentations all the time, not lecturing but leaving
lecturing to students, not allowing to discussions and not using technological
materials in lessons, and using memorization but not constructivist or student-
centered approaches. The other problems about teaching staff were declared as
having negative attitude towards teaching and teacher candidates (n = 10), not

providing guidance, feedback, or follow-up on teaching (n = 9), being incompetent in
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their areas (n = 9), being inactive/old/unwilling for teaching (n = 8), not giving
freedom of expression in lessons/being opposed to different ideas (n = 6), not having
systematic and objective ways of assessment and evaluation (n = 6), not being open
to personal development (n = 6), not having teaching experience at schools (n = 5),
and not sharing their academic works or experiences in lessons (n = 5). Upon some

of these problems with respect to teaching staff, a teacher candidate stated:

It is expected from all students to be in the same color. Nobody can say “no”
to anything. For that reason, I think that the instructors are the source of the
problem. If instructors were good, then teacher candidates could be
eliminated here. But, | claim that every student can pass courses without
coming to any lessons, so they can graduate by passing courses. Because,
instructors sometimes tells the same things and they tell only what is written
in books. Or sometimes, only definitions are given. In this way, with
definitions... There are meetings or congress in MONE, but | never see an
instructor participating those. (TC7)

Instructors were also criticized for not lecturing and sharing their knowledge with
students (TC29). Another teacher candidate talked about instructors’ ways of

instructing by using memorization:

Our major problem is deficiencies of the instructors we have. They can’t be
useful. The education is based on memorization. Very few instructors are
making us discover knowledge or construct knowledge. Others have a parrot
fashion. For instance, none of our instructors are a professor or an associate
professor. If we ask the things that we’re made to memorize, I’'m sure they

will not do. (TC12)
Deficiencies of instructors were mentioned by another teacher candidate when he
was asked about problems in relation to aspects of teacher education. The teacher
candidates stated: “The first thing that comes to my mind is the deficiencies of

teaching staff” (TC31). Then, the teacher candidate added:

They (instructors) tell us to conduct constructivist lessons. But they are not
conducting constructivist lesson, they use lecturing. Even when instructors
say to us: “Do not speak with the same tone of voice,”... they are using the
same tone of voice. (TC31)

Among the main problems, the teacher candidates mentioned the attitude of
instructors towards teaching and students. One of them said that the instructors did
not have a concern for educating them but for their own academic career and salary;
and added: “Therefore, without desire or enthusiasm, nothing happens” (TC3). The
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teacher candidates also talked about their being indifferent to the needs and interests

of teacher candidates:

Instructors are coming to lessons; they are lecturing; and leaving carelessly.
They don’t care whether students understand or not. They don’t care whether
they regard individual differences and needs of students. They come and tell
us how to be a teacher, but they do not do what they teach. (TC15)
About instructors’ use of measurement and evaluation, a teacher candidate (TC20)
gave an example from an exam questions. The teacher candidate said that one of the
instructors asked in the exam to teach a topic in 45 minutes, but did not give any

information in relation to students’ grade level or any other information.

Lastly, four of the teacher candidates mentioned “lack of standard quality among
instructors.” About this issue, one teacher candidate tells: “I have some instructors,
and | really admire them. So, | want to go to that lesson and | want to talk to them.
Because they give more than just theory” (TC43) and she added that there were some

other instructors that they had problems in their lessons.

4.3.1.3. Summary of the Results on Assessment of Pre-service TE (First

Research Question)

When quantitative and qualitative results were compared, it was seen that the results
were in general consistent with each other. In relation to the skills that were not
adequately offered by TE, quantitative and qualitative results pointed out
communication and relationship with parents (parent meetings), knowledge about
official tasks, regulation, and extracurricular activities, teaching students with
special education needs, and communication with staff at school (principal,
colleagues, or other experts). On the other hand, planning courses based individual
needs and knowledge about individual learning needs, teaching in different countries,
participating in EU projects, and using alternative assessment tools were the skills
that resulted from the quantitative data in terms of inadequate preparation. Lastly,
although classroom management was proposed as an effectively given skill by 1/3 of
the interviewees and more than half of the questionnaire respondents, it was
evaluated as inadequately gained by more than half of the interviewees. The results

are presented in Table 4.14 below.
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Table 4.14

Summary of Results on Teaching Skills

Quantitative Results (N = 1856)

Qualitative Results (N = 43)

Inadequate/Neither Inadequate nor
Adequate

teaching in different countries (M=2.26

SD=1.17) and participating in EU projects

(M=2.35, SD=1.16),
conducting/organizing parent meetings
(M=2.60, SD=1.18), helping parents to

support their children (M=2.66, SD=1.19),
communicating with parents effectively

(M=2.68, SD=1.18),

determining students' individual learning

needs (M=2.65, SD=1.16), planning

courses based on individual differences

(M=2.57, SD=1.18),

planning extra-curricular activities
(M=2.52, SD=1.21) and carrying out
administrative tasks/duties (M=2.66,
SD=1.13),

evaluation of instructional programs
(M=2.74, SD=1.02),

working with students who need special

education (M=2.77, SD=1.16),
cooperating with other experts in the
school (M=2.80, SD=1.16),

Relatively More Adequate

using Turkish correctly and effectively
(M=3.37, SD=1.06),

providing order and discipline in class
(M=3.36, SD=1.00),

using voice (M=3.35, SD=1.06) and
body language (M=3.24, SD= 1.07)

making use of curriculum to plan lessons

(M=3.32, SD=1.01),

using computer and technological tools
for instruction (M=3.27, SD=1.16),
giving responsibilities appropriate for
students’ level (M=3.24, SD=1.07),

communicating with students effectively

(M=3.24, SD=1.11)

understanding students’ developmental
levels (M=3.10, SD=1.09),

continuing professional development
(M=3.19, SD=1.07),

having comprehensive knowledge for
teaching (M=3.15, SD=1.07)

Inadequate

working under different
conditions/places/schools (n=40),
teaching in classes with students who
need special education (n=39),
classroom management (n=24),
relationship /communication with
parents (n=12),

knowledge and experience on official
tasks, regulations, and rights (n=11),
having enough content area
knowledge (n= 10),

relationship with school management
(n=10),

teaching in poor conditions, rural
areas, the East, or physically
inadequate schools (n= 10),
instructing effectively (n=6),
communicating with colleagues
(n=3).

Relatively More Adequate

understanding and communicating
with students and their personal
needs (n= 30),

having enough content-area
knowledge (n= 15),

preparing and using various
instructional methods and techniques
(n=15),

classroom management (n=15),
having motivation and enthusiasm
for teaching (n=12),

using new or various technologies
during instruction (n=9),
conducting teaching effectively was
stated (n=7)

using various materials, new
approaches, and programs (n=5)
professional development, following
developments, innovations (n= 4)
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Similarly, content area knowledge was mentioned as in both categories. The teacher
candidates mostly stated as being effectively prepared for understanding and
communicating with students, but the quantitative results showed that they thought
they were not well prepared for planning courses based on student needs and having
enough knowledge about individual learning needs.

In relation to 21% century skills, both questionnaire and interview results revealed
media literacy and universal thinking skills as being inadequately given during
teacher education. Moreover, the teacher candidates mentioned openness to
intercultural communication in both questionnaire and interviews as inadequately
given in TE. The summary of results is presented in Table 4.15 below.

Table 4.15

Summary of Results on 21* Century Skills

Quantitative Results (N = 1856) Qualitative Results (N = 43)
Inadequate/Neither Inadequate nor Inadequate
Adequate

e media literacy (M= 2.74, SD=1.11), e media literacy (n = 30)

e universal thinking skills (M= 2.84, SD= e universal thinking skills (n = 22),
1.07), e research skills ( n = 20),

o scientific thinking (M=2.86, SD=1.06). e openness to intercultural
research skills (M=2.93, SD=1.08), communication (n = 20),

e using new technologies effectively e communication skills (n = 20)
(M=2.99, SD=1.14), o working with different groups (n = 17)

e openness to intercultural using new technologies effectively
communication (M=2.99, SD=1.13) (n=16)

Relatively More Adequate scientific thinking (n= 15),

e sensitivity towards nature and creative and critical thinking (n= 15),
environment (M=3.13, SD=1.09), lifelong learning (n = 15),

e lifelong learning skills (M=3.06, flexibility and adaptation (n = 13),
SD=1.11), sensitivity towards nature (n = 13),

» working with different groups ability to apply innovations (n = 12),

(M=3.05, SD=1.13), _ _ problem solving (n = 10)
e communication and cooperation skills

(M=3.04, SD=1.02),
o flexibility and adaptation skills
(M=3.02, SD=1.05)

The teacher candidates also stated they were not prepared adequately for
communication skills, scientific thinking, research skills, working with different

groups, and using new technologies. Sensitivity towards nature and working with
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different groups were evaluated as more adequate than other skills in both
questionnaire and interviews. Along with interview results, communication skills and
lifelong learning skills were the mostly reported skills that were not adequately
provided in TE although they were evaluated better than other skills according to
quantitative results.

The aspects of teacher education faculty/program were generally evaluated by the
teacher candidates as either “inadequate” or “neither inadequate nor adequate” in
terms of preparing for teaching. The summary of the results on faculty environment
and curricula and courses can be seen in Table 4.16.

Table 4.16

Summary of Results on Faculty Environment and Curricula/Courses

Quantitative Results (N = 1856) Qualitative Results (N = 43)
Faculty Environment (M = 2.85, SD = .93)
Inadequate/Neither Inadequate nor Inadequate (n = 14)
Adequate o lack of physical facilities, technologies,
e Social environment provided for poor conditions (n=9)
students e lack of enough social facilities and
(M=2.57, SD=1.14), socialization opportunities (n=6)
e physical environment of the education e lack of democratic environment (no
faculties (M=2.74, SD=1.14) expression of ideas freely) (n=3),

Relatively More Adequate e de-motivating (negative) environment
e study environment (M=3.05, SD=1.18), for teaching (n=3),
e classroom size (M=3.04, SD=1.21) e lack of enough number of specialized

area instructors (n=3).
Curricula and Courses (M = 2.73, SD = 0.81)
Inadequate/Neither Inadequate nor Inadequate (n=38)
Adequate

e practice in different school .

environments (M=2.24, SD=1.14); and
enough number of teaching experience
(M=2.73, SD=1.13),

reflection of school/class environment
(M=2.42, SD=1.09)

inclusion of educational research into
courses (M=2.71, SD=1.12),
developing teaching knowledge and
skills (M=2.84, SD=1.10),

sufficient content area knowledge
(M=2.85, SD=1.12),

effective use of instructional
technology (M=2.90, SD=1.11).

theory-based lessons/lack of enough
practice component in curricula (n=17)
lack of necessary lessons (n=15)

too advanced/theoretical or very basic
lessons (n=9)

inappropriate/ineffective delivery
(implementation) of lessons (n=11)
lack of authentic learning environment
in lessons (n=5).

inappropriate use of measurement and
evaluation (n=5)
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As seen from Table 4.16, faculty environment was evaluated as being more adequate
than curricula and courses in teacher education with respect to preparing for
teaching. The teacher candidates mostly criticized the theory-based lessons and lack
of enough practice opportunities in the curricula and courses. The summary of the
results on teaching practice and teaching staff are presented in Table 4.17.

Table 4.17

Summary of Results on Teaching Practice and Teaching Staff

Quantitative Results (N = 1856) Qualitative Results (N = 43)
Teaching Practice (M = 2.48, SD = 0.86)
Inadequate/Neither Inadequate nor Inadequate (n=38)
Adequate o lack of variety in teaching practice
e having variety of experiences (M=2.26, (n=21) and enough practice (n=14),

SD=1.04) and working with various e inappropriate semester for practice
teachers (M=2.54, SD=1.06), teachings (n=16),

e communicating with other staff e problems with practice schools, mentor
(M=2.33, SD=1.04), teachers, school principal (n=16)

e working with experienced teachers o lack of guidance/evaluation of
(M=2.59, SD=1.12), performance (n=8),

e work environment provided for e outdated/unnecessary tasks of teaching

candidates (M=2.66, SD=1.03) practice (n=4)
Teaching Staff (M = 2.85, SD = 0.81)
Inadequate/Neither Inadequate nor Inadequate (n=32)
Adequate e using ineffective, traditional methods

e providing guidance on teaching
(M=2.47, SD=1.06)

e collaborating with practice schools
(M=2.67, SD=1.00) and mentor
teachers (M=2.78, SD=1.10),

e using appropriate teaching methods
and techniques (M=2.77, SD=1.09),

e having teaching experiences at schools

(M=2.78, SD=1.02),
e having positive attitude towards
teaching (M=2.93, SD=1.11).
Relatively More Adequate
e content area knowledge (M=3.18,

and techniques (n=25)

negative attitude towards teaching and
teacher candidates (n=10),

not providing guidance, feedback, or
follow-up on teaching (n=9),
incompetence in their areas (n=9),
not giving freedom of expression in
lessons (n=6),

no systematic and objective ways of
assessment and evaluation (n=6),
close to personal development (n=6),
no teaching experience (n=5),

not sharing academic works or

SD=1.12), and teaching knowledge and
skills (M=3.05, SD=1.13).

experiences in lessons (n=5).

To sum up, the most problematic aspects of TE faculty/program were pointed as
teaching practice and curricula and courses aspects. However, there were some
common problems in relation to teaching staff and faculty environment as revealed

through both quantitative and qualitative findings.
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4.3.2. Factors/Predictors of Assessment of Pre-service Teacher Education

In this part, the results in relation to the second research question of the study were
given. The second research question was whether the teacher candidates’ assessment
of the pre-service teacher education in Turkey in terms of preparing for teaching
differed based on various factors.

4.3.2.1. Effect of Teaching Area on Assessment of TE

The one-way analysis of variance (ANOVA) was conducted to examine if the
assessment of the teacher candidates on the TE differed in terms of their
departments. The area of teaching was the independent variable and it had seven
categories, as the data were gathered from seven different teaching departments.
Before conducting the analysis, the assumptions of one-way ANOVA were checked.
The normality was satisfied, as the skewness and kurtosis values for all levels were
around 0 changing between .51 and .00. Kolmogorov-Simirnov test for all was also

found to be non-significant (p>.05) which also showed normality.

Moreover, about the homogeneity of variance assumption, Levene’s test suggested
that the variance of the dependent variable across seven education faculties was
significant, therefore the homogeneity of variances assumption was violated in the
study (p = .05). The violation of this assumption led to decreasing the alpha level to
be more conservative from .05 to .025.

When the descriptive statistics were examined, they showed that the English
language teacher candidates (M = 3.16, SD = 0.82) and the classroom teacher
candidates (M = 3.15, SD = 0.69) had the highest assessment of teacher education
they had in terms of preparing them while elementary Mathematics teacher
candidates (M = 2.75, SD = 0.63) had the lowest assessment of their education as
displayed in Table 4.18.
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Table 4.18

Assessment of TE based on Teaching Area/Department

N M SD

Classroom Teaching 325 3.15 0.69
Social Studies Teaching 247 2.92 0.68
Elementary Mathematics Teaching 278 2.75 0.63
English Language Teaching 292 3.16 0.82
Elementary Science Teaching 203 3.02 0.70
Computer Education and Instructional 185 592 0.73
Technologies

Turkish Language Teaching 308 2.84 0.71

To see if the mean differences were significant, one-way ANOVA was conducted.
As seen in Table 4.19 below, the results of the analysis suggested that the teaching
area of the teacher candidates had a significant effect on their assessment of teacher
education in terms of preparing them for the teaching profession, F(6, 1831) = 13.54,
p = .00, 77 2= .04. The eta squared indicated a small effect according to Cohen’s
criteria (1988). It could be interpreted as 4% of the variance on the teacher
candidates’ assessment of teacher education could be explained by their teaching

areas.

Table 4.19

One-Way ANOVA for the Effect of Teaching Area

Source SS df MS F 1
Between groups 41.12 6 6.85 13.54* 04
Within groups 926.81 1831 51
Total 967.92 1837

*p=.00

As a conservative test, the Scheffe was utilized to determine the sources of the mean
differences, and each of the post hoc tests were evaluated based on the alpha value
.025. The results of post hoc analyses showed that English Language TCs (M = 3.16,

SD = 0.82) evaluated their teacher education significantly better than Elementary
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Mathematics TCs (M = 2.75, SD = 0.63), Turkish Language TCs (M = 2.84, SD =
0.71), and Social Studies TCs (M =2.92, SD = 0.68). Similarly, Classroom TCs (M =
3.15, SD = 0.69) evaluated the teacher education significantly better than Elementary
Mathematics TCs (M = 2.75, SD = 0.63), Turkish Language TCs (M = 2.84, SD =
0.71), and Social Studies TCs (M = 2.92, SD = 0.68). Lastly, Elementary Science
TCs (M = 3.02, SD = 0.70) regarded teacher education significantly better than
Elementary Mathematics TCs (M = 2.75, SD = 0.63).

4.3.2.2. Predictors of Assessment of TE

To examine predictors of the teacher candidates’ assessment of teacher education,
Hierarchical Multiple Regression Analysis was conducted. In other words, the aim
was to understand the effect of demographic characteristics, the effect of orientation
towards teaching, and the effect of faculty/program on the teacher candidates’
assessment of the current teacher education in terms of preparing them for teaching
profession, so the hierarchical regression analysis was chosen for this purpose.

Before conducting the analysis, the assumptions of the regression analysis were
checked to be able to continue with this analysis. First of all, normality was checked
for all variables and Skewness and Kurtosis values were found to be between +1 and
-1, which showed the normality (Tabachnick & Fidell, 2012). The normality of the
errors was also checked to see whether the errors were distributed normally as
expected. The Histogram and normal probability plot (P-P plot) of the residuals were

observed to show normality as seen in Figure 4.5 and Figure 4.6.
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Figure 4.5 Histogram of Residuals Figure 4.6 Normal P-P Plot of Residuals

140



Furthermore, the variance of errors, which refers to the assumption of
Homoscedasticity, should be the same for all levels of the variables (Osborne &
Waters, 2002). It was checked through the scatter plot of predicted value and residual
and no pattern was observed, indicating the satisfaction of the assumption. The
Figure 4.7 shows the scatter plot.

Dependent Variable: TSkill_M

5,07

2,57

0,0

Regression Standardized Residual

-5,0

Regression Standardized Predicted Value

Figure 4.7 Scatterplot for Homoscedasticity and Linearity Assumptions

Another assumption, which is Independent Errors, was controlled using the Durbin-
Watson coefficient test for autocorrelation. The result of the test was found to be
1.96, and this value was between 1.5 and 2.5 as a rule of thumb, so the assumption of
independence of observations was also satisfied (Field, 2009). As one of the
important assumption of the regression analysis, Multicollinearity, which means the
relationship between two or more variables, was checked. For the regression
analysis, very high relationships exceeding .90 are not accepted between the
predictors. The correlation matrix (see Appendix E) displayed no relationship above
.90, as the highest correlation was .76. In addition, the VIF values did not exceed 4
and tolerance values were higher than .20. Scatter plot showed linearity, and there
were no influential observations according to the leverage statistics and Cook’s
distance values. After satisfying all assumptions, the regression analysis was
performed. The results of the Hierarchical Multiple Regression Analysis are
presented in the Table 4.20.
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Table 4.20

Hierarchical Multiple Regression Analysis for Predicting 7Cs’ Assessment of TE

B SEB B sr R R AF
Model 1 12 .02 9.23*
Gender -17 04 -1 -11*
High school -.09 04 -.06 -.05*
Teaching experience -02 05 -01 -.01
Model 2 29 .09 22.78*
Plan for graduate study -02 04 -01 -01
Satisfaction with -.03
teaching area -06 .04 -04
Professional Plan 07 05 04 .04
Readiness -20 04 -13 -12*
Publications -14 04 -10 -.09*
Attitude 10 02 14 10*
Model 3 .76 .58 511.94*
Environment -04 .02 -05 -.04*
Curricula 43 03 49 .26%
Teaching practice .09 .02 10 07*
Teaching staff .20 .02 23 14*
*p<.05

To start with, the first model was belonging to the teacher candidates’ gender, high
school and teaching experience. This model was examined to observe the effects of
the variables on the teacher candidates’ assessment of TE. The results showed that
the model significantly predicted TCs’ assessment of TE, F (3, 1772) = 9.22, p = .00.
For this model, R? value was .02, which means that teacher candidates’ gender, high
school, and teaching experience accounted for only 2% of the variation in the
assessment of the TE. When, the variables were examined separately, it was seen that
gender’s unique contribution to assessment of TE was significant, t (1772) = -4.79,
p=.00. Teacher candidates’ high school types also affected the assessment
significantly, t (1772) = -2.29, p = .02. However, it was seen that having a teaching
experience in an institution did not affect the assessment of TE significantly in the
model, t (1772) = -.42, p>.05. Moreover, in relation to gender, female teacher

candidates (M = 3.03, SD = .72) evaluated TE as significantly more adequate than
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the male teacher candidates (M = 2.86, SD = .72). Moreover, the TCs coming from
Anatolian Teacher High School (M = 3.01, SD = .80) regarded teacher education as
significantly more adequate than the TCs coming from other types of high schools
(M =2.94, SD =.69).

The second model including the variables in relation to orientation towards teaching
significantly predicted the teacher candidates’ assessment of TE, F (9, 1766) = 18.48,
p=.00. Orientation towards teaching together with the demographic variables
accounted for the 9 % of the variation in the assessment of TE in terms of preparing
teacher candidates for teaching (R?=.09). The variation increased from 2% to 9% in
this model. When, the variables were examined separately, it was seen that the
unique contributions of the desire for following graduate study (t (1766) = -.53,
p>.05), satisfaction with choosing teaching department (t (1766) = -1.47, p>.05), and
professional future plan (t (1766) = -1.57, p>.05) were not significant for the teacher
candidates’ assessment of the TE. On the other hand, readiness for teaching (t (1766)
= -5.25, p=.00), following the academic publications on teaching (t (1766) = -4.10,
p=.00), and attitude towards teaching (t (1766) = 4.43, p=.00) contributed
significantly to the teacher candidates’ assessment of teacher education. In addition,
the teacher candidates who felt ready for teaching (M = 3.06, SD = .75) evaluated the
TE more adequately than the other teacher candidates (M = 2.77, SD = .64).
Similarly, the teacher candidates who followed academic publication (M = 3.09, SD
= .76) assessed the TE more adequately than the other teacher candidates (M=2.88,
SD = .69). Lastly, the positive relationship was found between the attitude towards
teaching and the assessment of TE. The more positive attitude the teacher candidates
had, the more effective they evaluated the teacher education in terms of preparing
them for teaching profession. The results in relation to the second model indicated
that it contributed more variability than the first model.

In the last model, the variables pertaining to the aspects of faculty/program were
added to the model and this model also predicted the teacher candidates’ assessment
of TE significantly, F (13, 1762) = 185.12, p=.00. In the last model, R? value
increased from .09 to .58, accounting for the 58% of the variation. When the

variables were inspected one by one, it was seen that the unique contributions of
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faculty environment (t (1762) = -2.36, p=.02), curricula and courses (t (1762) =
16.99, p=.00), practice teaching (t (1762) = 4.22, p=.00), and teaching staff (t (1762)
= 8.95, p=.00) were all significant. For the third model, the curricula and courses
explained the highest variation in the whole model (with also sr?> =.07). The second
factor having the highest contribution to the model was the teaching staff with b-
value = .20. Therefore, the curricula and courses and faculty/teaching staff were

much more predictive than the other variables in the model.

4.3.2.3. Summary of the Results on Factors/Predictors of Assessment of TE

(Second Research Question)

In relation to the effect of teaching area, it was found that the teaching area of the
teacher candidates affected the views of the teacher candidates on the adequateness
of the pre-service teacher education in terms of preparing them for teaching. The
follow-up tests resulted in significant mean differences between groups. The teacher
candidates from ELT and CT areas evaluated the pre-service teacher education more
adequate in terms of preparing for teaching skills than the teacher candidates from
EME, TLT, and SST departments. About the predictors of the assessment of pre-
service TE, the Hierarchical Regression Analysis showed that curricula and courses,
teaching practice, and teaching staff had positive relationship with the assessment of
the TE, which meant that when the teacher candidates evaluated the effectiveness of
these aspects higher, they also assessed the TE more effectively in terms of preparing
for teaching. However, it was interesting that the faculty environment had a negative
relationship, meaning that the more effective the teacher candidates assessed the
environment of their faculties; the less effective they evaluated the TE in their
faculties in terms of preparing for teaching. To sum up, the third model in relation to
the adequateness of the aspects of TE program explained much of the variability in

the teacher candidates’ assessment of TE.

4.3.3. Views/Suggestions for an Effective Pre-service Teacher Education

As the third research question of the study, the views and suggestions of teacher

candidates were examined related to more effective ways and patterns for student
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admission to teaching, general TE model, and aspects of faculty and program. Both
quantitative data and qualitative data were used to answer the research question.

4.3.3.1. Quantitative Results on Views/Suggestions for an Effective TE

The quantitative data obtained from the questionnaires in relation to views and
suggestions of TCs on more effective student admission for teaching and

structure/model of teacher education were analyzed using descriptive statistics.

4.3.3.1.1. Student Admission

In the study, the teacher candidates were asked about their suggestions for more
effective way of admitting students to the faculties of education to be able prepare
teacher candidates for teaching profession in more effective ways. The quantitative
data showed that 73.9 % of the teacher candidates (n = 1226) suggested using both
university exam and ability exam as admission criteria for the teaching departments
as seen in Table 4.21 below.

Table 4.21

Suggestions for Student Admission to Teacher Education

Options f %
1. Only university exam 148 8.9
2. University exam and ability exam 1226 73.9
3. Only ability exam 51 3.1
4. GCPA from high school and reference letter 81 4.9
5. Only high school GCPA 7 4
6. Direct admission from ATHS 100 6
7. Other ways 46 2.8

When compared to this option, the frequencies and percentages of other alternatives
were really low. Only 8.9% of teacher candidates (n=148) suggested using only
university exam while selecting teacher candidates. Direct admission from Anatolian
Teacher High Schools was suggested by 6% of the participants.

4.3.3.1.2. General Structure/Model of TE

The teacher candidates were also asked about their suggestions for more effective

teacher education structure/model. The teacher candidates were given totally five
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different alternative ways of teacher education including the current model of TE
used in Turkey. The results in relation to possible structure/model of TE are
displayed in the Table 4.22.

Table 4.22

Suggestions for Possible TE Model/Structure

f %
1. No need for change 31 2.1
2. Completion of education faculty and master’s degree on teaching 118 8
3. The same length, but continuous cooperation with practice 867 58.7

schools

4. Content courses completion and study for teaching (3+2) 270 18.3
5. Teacher Training Institution after university education 164 11.1
6. Other alternatives 27 1.8

As seen in this table, the questionnaire results indicated that majority of the teacher
candidates (n = 867, 58.7 %) were in favor of using the following model: “4 years
training model should remain the same, however, each faculty should have a
cooperating/practice schools. TE should be carried out through continuous
cooperation and communication with partner schools. The practice teachings should

be initiated in the first grade.”

Moreover, 18.3% of the teacher candidates (n = 270) suggested: “Teacher candidates
should complete their subject courses and general culture courses in first three years;
and then they should complete their pedagogy courses through continuous practice at
cooperating schools in the remaining two year (the model of 3+2).” Only 2.1% of all
teacher candidates (n = 31) thought the existing teacher education model should be

retained.
4.3.3.2. Qualitative Results on Views/Suggestions for an Effective TE

As part of the last research question of the study, the teacher candidates were
interviewed on alternatives for better/more effective teacher education. First of all,
interviewees were asked to make their suggestions on student admission to teacher
education, general structure/model of teacher education, and aspects of teacher

education.
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4.3.3.2.1. Student Admission

Before presenting suggestions for ways of student admission to teacher education,
the teacher candidates were requested to evaluate the existing student admission
system. As the existing admission criterion is mainly built upon nation-wide
university entrance exam for students graduating from high schools, they evaluated
the adequateness of this system. Being part of the system, Anatolian Teacher High
Schools were also evaluated in terms of their effectiveness. First of all, almost all of
the teacher candidates (n = 41) evaluated current system of student admission to
teacher education institutions as being inadequate in some points. The main reason
for the inadequateness of using university entrance exam as a way of selecting
students for education faculty were reported as “its inadequateness of assessing
aptitude/attitude or primary skills for being a teacher candidate (n = 41). Moreover, 5
of teacher candidates also mentioned its lack of quality in terms of measurement and
evaluation and lack of validity and reliability. In addition, Anatolian Teacher High
Schools were also evaluated as being ineffective for preparing students for teacher
education institutions by most of the teacher candidates (n = 31). The main reason for
its ineffectiveness was related to profile of students/graduates (n = 21). Students
entering to these schools were said to lack desire and skills (aptitude) for being a
teacher, and selecting these schools just because of their academic success and
quality of education. By the teacher candidates, it was also explained that, after
graduation, high achievers mostly selected other faculties but only the students
getting lower scores from the exam selected teaching due to getting additional score
that affects their placement to university programs. Moreover, students entering
teaching departments were reported to have less academic success and less
enthusiasm for teaching. They were also claimed to be more carefree and
comfortable about studying (n = 6). The other reasons for ineffectiveness of ATHSs
were pointed out as not giving importance to education courses in these schools (n =
8) and leading to inequality among high school graduates (n = 5). On the other hand,
30 teacher candidates also claimed that the university entrance exam was objective,
eliminative, and appropriate for the conditions and population of Turkey. The exam
prevented backing up, provided equality, and assessed certain academic knowledge

level and background from the points of views of teacher candidates. Furthermore,
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about ATHSs, 20 teacher candidates found ATHSs as effective in some respects such
as positive effects of education courses taken in these schools (n = 10), quality of
education and teachers (n = 8), positive and encouraging atmosphere/attitude towards
teaching (n = 6), contribution of going to observation and practice, which was being
applied in recent years (n = 4).

After the evaluation of the existing system in terms of admission/selection of teacher
candidates, the interviewees were asked about their suggestions on how students
should be admitted to teacher education programs. For this question, 29 teacher
candidates suggested retaining a nation-wide university entrance exam, but using
other selection criteria together with the university exam score, which indicated
academic success level. The most proposed way of student selection was “applying
an ability exam,” which would assess both basic teaching skills and personal skills
(such as communication) besides enthusiasm/desire to become a teacher (n=28). One
of the teacher candidates expressed the necessity of using another way of assessment

besides university exam as following:

Even if a student gets high score, for example, he can be shy or timid.
Namely, I think that it is necessary to see his/her other interests and attitudes.
So, it is a necessity to assess some other knowledge and skills. (TC12)

Two of the teacher candidates suggesting ability exam besides university exam
proposed using ability exams as used while selecting candidates to fine art faculties.
One of them put forward using the same system as selecting students to
conservatory, and claimed: “The most valuable profession of the society is teaching,
however, we don’t pay the similar attention for selecting teacher candidates as we

pay for selecting a violinist” (TC20). The other one said:

Besides university exam, there should be an ability exam while admitting
students for education faculties exactly like selecting students for fine art
faculties. There should be a similar system. You can be academically
successful, but if you aren’t able to convey what you know to others. So,

ability together with academic success...For example your self-confidence...
(TC40)

According to another teacher candidate, after getting the scores from university

exam, an education faculty should conduct its own exam as if selecting students to
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graduate studies; and an ability exam should also be used. A teacher candidates being

successful in all these steps should be admitted to teacher education (TC31).

Another alternative way was reported as a “total evaluation system,” which was
explained as comprising information from students’ personal files starting from
elementary school, teachers’ comments on students, results of psychological tests
and vocational aptitude (n = 11). This way of selecting students also included using
systematic guidance for students starting earlier. For this alternative, a teacher

candidate also mentioned no need for an exam and said:

Just after the education starts, together with guidance and according to a
person’s characteristics, interests...also considering needs of the country,
teacher candidates should be selected without an exam... More planned and
programmed way. Starting with pre-school, interests are becoming
apparent....A person should do a job which she/he likes, as it is the job to be
done till the end of life. So, | favor using guidance based on interests...
(TC42

Additionally, 8 of the teacher candidates suggested conducting psychological tests to
check whether a student had an appropriate psychology and personality to study
teaching. A teacher candidate said: “I think a teacher candidate must be exposed to a
psychological test,” and continued that a person could not be a teacher by just

checking his/her exam score. Parallel to this claim, another teacher candidate stated:

Psychology of teacher candidates should be searched very well, because, a
teacher with a psychological problems comes and deteriorates psychology of
students, too. Even if he/she is very good at content knowledge, it means
nothing. The knowledge is not enough. He/she should understand from
students’ psychology as well. (TC23)

Conducting interviews as one of the admission criteria for teaching (n = 7) was also
among the suggested alternatives. For this, a teacher candidate suggested using
interviews after assessing theoretical knowledge (TC20). The teacher candidate also
suggested using micro-teaching besides and having interview committees in cities or
universities to conduct interviews. About the issue, another teacher candidate also

suggested using interviews and maintained:

As teaching is a social profession, it is wrong for me to admit teacher
candidates just using exam scores on paper. There should be another phase,
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for example, interviewing. It is very difficult to interview with so much
people...but, for example, I have got a friend, and she/he is a stammerer (has
a speech problem). She/he will graduate and get higher score than mine, and
will be appointed as a teacher, because only her/his exam score (KPSS) will
be checked. | think that these problems (speech problems) should also be
controlled. (TC4)

Micro-teaching (n = 4) were also among the suggested alternatives. One of the
teacher candidates (TC39) said that teacher candidates should be taken to education
faculties, however they should be eliminated after the first grade based on practical
exam. Only three teacher candidates stated that students should directly be admitted

to teaching programs from ATHSs.
4.3.3.2.2. General Structure/Model of TE

Most of interviewed teacher candidates suggested using the following
structure/model as a better alternative for teacher education: The length of the
education should remain the same, however, there should be cooperating/practice
schools belonging to each education faculty. The education should be carried out

though continuous cooperation and communication with these school (n = 31).

Besides, nine of the teacher candidates offered to use 3+2 structure/model in which
teacher candidates should complete their subject courses and general culture courses
in three years; and then they should complete their pedagogy courses through
continuous practice at cooperating schools in the other two year. Moreover, only 5
teacher candidates mentioned “Teacher Training Institution after university

education” as a better alternative.
4.3.3.2.3. Aspects of Faculty/Program

The suggestions of the teacher candidates in relation to aspects of teacher education
were sought with interviews. The teacher candidates were asked “who they would
reorganize/redesign the aspects of current teacher education if they had a chance.”
They were expected to explain their opinions on faculty environment, curricula and

courses, teaching practice, and teaching staff.
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4.3.3.2.3.1. Faculty Environment

About faculty environment of TE, only 9 teacher candidates made suggestions for
redesigning. Of these teacher candidates three of them pointed out the need for more
social activities and facilities in the faculty to be socialized as a future teacher. About
this, one of the teacher candidates stated that there should be activities in the faculty
to develop teacher candidates socially (TC10). Moreover, few of the teacher
candidates suggested to have more teaching staff who specialized in an area (n = 2),
to redesign classes as an authentic teaching environment (n = 2) and developing
physical materials and sources (n = 2). In relation to physical environment, one of the
teacher candidates claimed to have classes in the faculty specifically designed for
specific lessons such as social sciences class (TC13). Another teacher candidate said:

“I would first of all renovate physical environment. (TC43)”
4.3.3.2.3.2. Curricula and Courses

On curricula and courses, 29 teacher candidates gave their opinions to redesign and
develop this aspect of teacher education. Their suggestions mostly focused on adding
more practice into the courses and creating more practice-based authentic
environments for teacher candidates (n = 11), integrating more useful courses into
curricula such as speaking, communication, curriculum development, research skills,
first aid, or child psychology (n = 9), fostering the use of various methods and
techniques in lessons such as project, real cases, drama, discussions, student-centered
activities (n = 8), decreasing the number of pure theoretical/advanced content courses
(n = 6), giving more focus on teaching and method courses and teaching skills (n =
6), and adding more cooperation with schools and teachers such as inviting them to
relevant courses or visiting them (n = 5). About using discussions in lessons and

cooperation with schools, a teacher candidate stated:

Now, we are taking a lesson on problems of elementary school and solutions.
We discussed about what these problems and solutions were in the lesson. |
think that this lesson is useful. I’ve learned things that I didn’t know before.
For instance, | went and interviewed with school principal about the
problems. There was an environment for discussions in this lesson. (TC19)

151



Other than discussions and school visit, using projects was mentioned by another
teacher candidate as an effective way to be used in lessons during teacher education
as well, and continued:

We had a project in the second grade, title: “I have got a friend in an
elementary school.” We participated in this project. They gave us a child
throughout a semester. My student was student of mobile education and had a
mental retardation. | communicated with him and his family. This was a very
different experience for me, however, | wanted to participate it. (TC39)
The teacher candidate above also reported that such projects should be an obligatory
for all teacher candidates during their teacher education instead of leaving it to
students’ own willingness. Another teacher candidate mentioned the effectiveness of

integrating real cases and using such projects in lessons:

In the last grade, we had a lesson on Turkish education system...In that
lesson, our instructor communicated with graduates who were appointed to
villages. They were sending us photos about the conditions or they were
telling us about the difficulties. And we were covering these things in the
lessons...Moreover; there is the issue of attaining classroom teachers as
school principal. We had works on this such as how to write an official letter,
what kind of file I had to keep. We were doing these things hand in hand
together with schools. For instance, we were photocopying important files or
everything possible. This is very good to have as a lesson. But this is not the
case for all lessons. (TC43)

As stated before, some of the teacher candidates suggested adding courses into the
curricula. For instance, one of the teacher candidates proposed adding “a first-aid
course” and she explained its necessity as: “If I have a child with epilepsy disease
and had a crisis in the class, I don’t know what I would do, but if we had a first-aid
lesson....” (TC10). About the same issue, another teacher candidate mentioned a
course to gain research skills to be able to learn how to conduct research and find
reliable resources as a teacher candidate so not to present “unreliable sources found
in Google to students” in the future (TC31). Instead of adding courses, some teacher
candidates recommended redesigning the content of some courses. One teacher
candidate made a suggestion on integrating method and teaching lessons with
practice so that they would make more benefit from these courses (TC25).

Moreover, the teacher candidates were asked about the most important 21% century

skills which must be integrated into the teacher education curricula if redesigned.
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Although nearly all of the teacher candidates stated that all skills were very important
for teachers to be acquired during teacher education, they mentioned some of the
skills to outweigh more than the others. The skill which was suggested by almost all
of the teacher candidates was communication skills (n = 38). They mostly agreed that
teacher candidates had to learn communication skills and this skill should urgently be
integrated into the curricula as a separate must course or as part of relevant courses
and should be given based on practice. About this, a teacher candidate stated that
these skills could not be given by lecturing, but by practicing (TC7). Another

teacher candidate claimed:

All of them should be, but these skills should be distributed based the content
of lessons. The skills such as communication and sensitivity towards nature
should be given as separate lessons. (TC36)

Besides, one of the teacher candidates suggested using project method to teach these
lessons (TC22). The teacher candidate pointed out this idea as: “Most of these should

be given to us as projects.”

Other suggested skills were problem solving skills (n = 19), lifelong learning skills (n
= 18), scientific thinking skills (n = 16), flexibility and adaptation skills (n = 15),
research skills (n = 14), openness to intercultural communication (n = 14), creative
and critical thinking (n = 14), using new technologies effectively (n = 13), working
with different groups (n=12), ability to apply innovations (n = 11), media literacy (n

= 10), universal thinking skills (n = 10), and sensitivity towards nature (n = 10).
4.3.3.2.3.3. Teaching Practice

Most of the suggestions on redesigning teaching practice aspects were about
time/place of teaching practice in the curricula. Totally 25 teacher candidates
mentioned changing the time of teaching practice. Some of the interviewees
suggested starting teaching practice at schools in the first grade (n=13) while 12
teacher candidates recommended 2™ or 3" grades to go to schools for practice. Also,
these teacher candidates explained that they were busy with exams, job interviews, or
graduation in the last grade, so having teaching practice earlier would also be useful

in terms of paying more attention and having more enthusiasm for practice. Besides,
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if redesigned, the teacher candidates mentioned the need of more allocation of time
for practice teachings to be able to gain teaching skills and learn about school and
classroom environment (n = 17). As another idea, teacher candidates offered to use
uninterrupted continuous practice at schools either after completing all courses or
starting from 1% grade (n = 10). Related to these issues, a teacher candidate

recommended the following:

I would make teacher candidates go to practice school in the first year not as a
duty, but with the aim of going and learning about school environment. Our
practice is left to fourth grade. The first semester is observation, and then
practice in the second semester. I think that this is very late...for instance, the
first year in the second semester, they should go and see the environment and
decide if they could do teaching. Then, after completing all area courses in
the first two years, there should be teaching lessons all based on practice,
because you are going on with people who decided to be a teacher. (TC39)

About the issue, another teacher candidate also claimed that going to schools in the
first year may not be much beneficial in terms of gaining teaching skills, but it could
motivate teacher candidates for the following years, as they would wear such
costumes and behave and feel like a teacher (TC10).

Furthermore, the interviewees claimed that teaching practices should be carried out
in a variety of environments and in different conditions with different student groups
and mentor teachers (n = 10). For that reason, selection of the practice schools should
be done using a systematic way according to these teacher candidates.

Eight of teacher candidates recommended that there was a need for more cooperation
and coordination with practice schools besides the need for more follow-up and
guidance of teacher candidates before, during and after school visits. Reflection and
feedback sessions to be done after each visit were regarded as an essential part of

teaching practices.

Other suggestions for designing teaching practice were offering teaching practices
together with method courses (n = 7), making clear definitions of tasks used in
practice teaching and using more up-to-date tasks (n = 3), and sending less number of
teacher candidates for each mentor teacher (n = 3). Finally, two teacher candidates

suggested giving teaching practice courses under the responsibility of instructors,
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who would only deal with these courses and allocate enough time to teacher

candidates. One of the teacher candidates stated this situation in the following way:

I would not give practices to every instructor. I would give them to the
instructors who could do this job well. The only duty of this instructor would
be practice teachings... She/he will stay in her/his room and students will be
able to reach when they need. Because, attitudes of instructors are very
different from each other. With one instructor, a student could pass practice
course without even going to schools; with the other one, another student fails
from the course as she/he didn’t go to school just for one week. (TC12).

The suggestion of this teacher candidate as given above could also be covered under

the suggestions related to teaching staff.
4.3.3.2.3.4. Teaching Staff

The main suggestion for teaching staff in teacher education institutions was to have
teaching experience at schools before and sharing these experiences in lessons (n =
10). In relation to sharing teaching experiences, a teacher candidate expressed the

following:

We need instructors having teaching experience. However, some instructors
are (talking about) just theory. Everybody pays attention and listens, if the
things are about teaching memories. For instance, our instructor brought a
retired teacher who graduated from a village institute. It was so much
beautiful to listen to their experiences directly from them. As he speaks, you
want to become a teacher. These types of things are really necessary to be
encouraged for becoming a teacher.

The other issue about the staff was pointed out as instructors’ having more positive
attitude towards teacher candidates and offer more guidance and support for them (n
= 8). The teacher candidates also claimed that teaching staff should be competent in
teaching skills (n = 6), in their own subject areas (n = 4), and in using instructional
technology in lesson (n = 5). Using various teaching and evaluation techniques and
methods was also mentioned as an important characteristic of teaching staff to
educate teacher candidates (n = 5). In relation to using teaching methods and
techniques, a teacher candidate explained:

| have got some instructors, and | really admire them. | want to go that lesson
and | always want to talk to him/her. Because, they reflect us more than just
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theory. They teach us “what I will do” more than theory. It iS more permanent
for us, as s/he teaches these as practice. (TC43)

Four teacher candidates reported that teaching staff should be role-model for being a
teacher and have motivation for teaching (n = 4). Lastly, it was noted that instructors

should go on self-development and be furnished with 21 century skills (n = 3).

4.3.3.3. Summary of Results on Views/Suggestions for TE (Third Research
Question)

Table 4.23 below summarizes the results in relation to the third research question of
the study, views and suggestions for pre-service teacher education in terms of student
admission, general structure/model, and aspects of faculty/program.

Table 4.23

Summary of Results on Views/Suggestions for an Effective TE

Quantitative Results Qualitative Results

Student Selection/Admission

Using university exam and an ability exam University exam and ability/aptitude exam
together (n = 1226, 73.9%) (n=28)
assessing both basic teaching skills and
personal skills besides enthusiasm/desire
to become a teacher

General Structure/Model

Length of TE should remain the same, Length of TE should remain the same,
however, there should be however, there should be
cooperating/practice schools belonging to cooperating/practice schools belonging to
each education faculty. TE should be carried  each education faculty. TE should be

out through continuous cooperation and carried out through continuous
communication with schools (n = 867, cooperation and communication with
58.7%). schools (n = 31).

The Aspects of Faculty/Program (Interview Results)

Faculty Environment

the need for more social activities and facilities in the faculty (n = 3)
more teaching staff who specialized in an area (n = 2),

classes redesigned as authentic teaching environment (n = 2)
developing physical materials and sources (h = 2)

Curricula and Courses

e more practice and authentic environments in lessons (n = 11),

e integrating courses into curricula such as speaking, communication, curriculum
development, research skills, first aid, or child psychology (n = 9),

e the use of various methods and techniques in lessons (n = 8),

e less number of pure theoretical/advanced content courses (n = 6),
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Table 4.23 (continued).

more focus on teaching and method courses and teaching skills (n = 6), and
more cooperation with schools or visiting them (n = 5).

21 century skills to be integrated into TE curricula

communication skills (n = 38)

problem solving skills (n = 19)

lifelong learning skills (n = 18)
scientific thinking skills (n = 16)
flexibility and adaptation skills (n = 15)

Teaching Practice

starting teaching practice at schools earlier (n = 25)

need of more allocation of time for practice teachings (n = 17).

uninterrupted continuous practice at schools (n = 10)

teaching practices in different conditions and using a systematic way of selection of
schools (n = 10)

more cooperation and coordination with practice schools (n = 8)

more follow-up and guidance and reflections an part of teaching practices

teaching practices together with method courses (n =7)

clear definitions of tasks used in practice teaching; using more up-to-date tasks (n = 3)
less number of teacher candidates for each mentor teacher (n = 3).

Teaching Staff

having and sharing teaching experience (n = 10)

more positive attitude towards teacher candidates, more guidance and support for
them (n = 8).

competence in teaching skills (n = 6) and in their own subject areas (n = 4), and in
using instructional technology in lesson (n = 5).

using various teaching and evaluation techniques and methods (n = 5).

being role-model as a teacher and motivation for teaching (n = 4).
self-development and having 21% century skills (n = 3)

As seen in Table 4.23, as an alternative student admission to teacher education, the
teacher candidates suggested using university entrance exam together with an
ability/aptitude test according to the results obtained from data collection tools. In
terms of an effective structure/model of TE, four year teacher education with
continuous practice in practice schools (belonging to education faculties) was
preferred as an option. Moreover, the teacher candidates mostly recommended
redesigning curricula and courses, teaching practice, and teaching staff by adding
courses and more practice into curricula, starting practice teachings earlier, having

teaching staff with teaching experience.
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4.4. Overall Summary of the Results

In this chapter, the results related to the research questions of the study were
presented using both quantitative and qualitative data analyses. The quantitative data
were analyzed using descriptive and inferential statistics; and qualitative data were

analyzed using content analysis.

The first research question was how the teacher candidates evaluated pre-service
teacher education in terms of preparing them for general teaching skills and 21
century skill besides evaluation of aspects of teacher education. The results showed
that the teacher candidates evaluated TE relatively more adequate in terms of
preparing them for using language, understanding and communicating with students,
having enough content area knowledge, using technology and various methods and
techniques in education, using voice and body language in class, and providing order
in class. On the other hand, they evaluated TE as being less adequate (within the
range of inadequate and neither inadequate nor adequate) in terms of preparing them
for working under different conditions and in different countries, working with
students who need special education, communicating with parents and school
management, determining individual differences and planning lessons on these
differences. TE was also evaluated as inadequate with respect to gaining media
literacy, universal thinking skills, research skills, openness to intercultural
communication, and using new technologies effectively. Furthermore, the aspects of
TE were mainly evaluated as being inadequate. The main problems were reported as
lack of social facilities and some physical facilities, lack of enough practice as part
curricula, lack of some necessary courses, ineffective delivery of courses, lack of
authentic environment for learning how to teach, lack of teaching practice in various
conditions, problems with practice schools and mentor teachers, lack of guidance and
follow-up provided by teaching staff, instructors’ use of ineffective and traditional
methods and techniques, negative attitude towards teaching candidates and teaching,
lack of collaboration and cooperation with practice schools, instructors’ not having

teaching experiences or not sharing their experiences.

In the second research question, the factors and predictors affecting and explaining

the teacher candidates’ evaluation were inspected. Only quantitative data were used
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to answer this question. The results revealed that teacher candidates’ evaluation of
teacher education differed significantly based on their departments/areas of teaching.
The teacher candidates in ELT and CT department evaluated TE significantly more
adequate than the teacher candidates in EME and TLT departments. In addition, the
evaluation of teacher candidates in terms of the adequateness of teacher education
was mostly related to the aspects of teacher education, especially the adequateness of
curricula and courses and teaching staff. All aspects of teacher education together
explained their evaluation much more than the unique contribution of each aspect.
The gender, high school, readiness for teaching, attitude towards teaching, and
following publications on teaching were also found as having certain relationship
with the evaluation of teacher education by teacher candidates.

The last research question aimed to examine the views and suggestions of teacher
candidates in relation to TE, including student admission/selection, general structure,
and aspects of faculty/program. The results showed that most of the teacher
candidates suggested using university entrance exam together with an ability/aptitude
test as an alternative student admission to teacher education. For an effective
structure/model of TE, the teacher candidates mostly preferred this option: Length of
TE should remain the same, however, there should be cooperating/practice schools
belonging to each education faculty. TE should be carried out through continuous
cooperation and communication with schools. Moreover, the teacher candidates
recommended adding some courses into TE curricula such as communication or
speaking; putting more emphasis on communication skills, problem solving skills,
and lifelong learning skills; offering school visit and teaching practices earlier in the
curricula; following more systematic way for the selection of practice schools;
offering teaching practice under different conditions; employing teaching staff who

have teaching experience and motivation to share their experiences in lessons.
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CHAPTER YV
DISCUSSION AND IMPLICATIONS

This chapter presents discussions and implications related to the study. After
providing a brief summary of the findings for each of the research questions, the
results are discussed in line with the literature and previous research; and then,
implications are presented for practical purposes and further research in relation to

the pre-service teacher education in Turkey.

5.1. Discussion of the Results

The aim of the study was to evaluate the pre-service teacher education in Turkey in
terms of preparing teacher candidates for teaching based on the views of the senior-
class teacher candidates. At initial step, the teacher candidates evaluated TE in terms
of preparing them for teaching skills and 21 century skills; and they evaluated the
aspects of teacher education, which were faculty environment, curricula and courses,
teaching practice, and teaching staff. Secondly, the factors and predictors affecting
the teacher candidates’ evaluation of TE were identified. As the last research
question of the study, teacher candidates made suggestions for more effective TE in
terms of preparing them for teaching. Using survey design, the perceptions of the
teacher candidates on the pre-service teacher education were obtained through the
Teacher Education Assessment Questionnaire (TEAQ) and semi-structured
individual interviews. In the following part, the findings on the research questions
are discussed thoroughly in the light of an existing literature after briefly presenting
the some of the remarkable characteristics about the participants of this study.

First of all, the results showed that more than half of the teacher candidates were
female and the teacher candidates mostly came from families with low SES and low
educational level and majority of their mothers were housewives. The teacher
candidates generally ranked their departments in their first five choices in the
university entrance preferences. The main reasons for choosing teaching were
identified as the desire for teaching, university exam score, and opportunity for
working for the state. Interestingly, nearly half of the teacher candidates stated that
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they would choose teaching area again if they had another chance. On the contrary,
their attitude towards teaching was generally high; they liked teaching; and nearly
they mostly planned to work as a teacher after graduation despite having worries
about the profession such as recruitment and the place/region they would work. In
addition, more than half of the teacher candidates did not follow academic
publications on teaching. Last of all, the teacher candidates did not generally find
teacher education in Turkey successful in preparing them; and most of them were not
satisfied with the current conditions of Turkey; and they mostly blamed education
system and unemployment as the source of their dissatisfaction. Some of these
characteristics of teacher candidates were discussed in the related parts throughout

the discussion of the results.

5.1.1. Assessment of Pre-service Teacher Education (TE) with Regards to

Preparing for Teaching

As part of the first research question, teacher education was assessed primarily in
terms of preparing teacher candidates for generic teaching skills besides 21% century
skills, which are accepted as the needed skills in the field of teacher education. Under
this part, several essential aspects of pre-service teacher education were also
evaluated by the teacher candidates using both quantitative and qualitative data. The
quantitative results were presented using descriptive statistics while qualitative data

were subjected to content analysis.

To begin with, teachers are expected to gain certain professional skills during teacher
education (Cruicshank, Jenkins, & Metcalf, 2009), for they are charged of students’
learning and achievement (Darling-Hammond, 2006b). In the current study, the
teacher candidates were asked whether they were prepared adequately by their
teacher education for the defined teaching skills. Generally speaking, the quantitative
and qualitative data revealed that pre-service teacher education was evaluated as
being not adequate as expected about preparing for teaching skills. For the given
teaching skills, five-point scale ranging from very inadequate to very adequate was
used; and the mean values ranked from 2.26 to 3.37. Interviews also presented
parallel results in relation to teaching skills. However, the teacher candidates

expressed relatively better readiness for some of the skills as well.
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Before examining the results on teaching skills in detailed way, related literature
should be mentioned at this point. In Turkey, there are similar studies conducted to
evaluate the pre-service teacher education and teacher candidates’ preparedness for
teaching skills. Being one of them, Senemoglu (2011) conducted a study on the
effectiveness of teacher education in terms of preparing primary teachers for teaching
skills. The results of her study were relatively different from the results of this study.
She found out that primary teacher candidates felt prepared very well for most of the
teaching skills except for some of them. Another study was conducted by
Mehmetlioglu (2010) about Mathematics teacher candidates’ preparedness for the
general teaching skills and she found that the teacher candidates did not regard their
readiness at a high level, but there were some skills which they felt better as similar
to the results of this study. Moreover, Numanoglu and Bayir (2009) examined the
perceptions of teacher candidates from Computer Education and Instructional
Technologies (CEIT) department with respect to gaining general teacher
competencies determined by MONE. They generally found high mean values for all
six competency areas; nevertheless, consistent with the results of this study, there
were some of the skills having relatively lower mean values such as knowing
students or fulfilling official tasks. These skills were discussed in the related parts.
Another study on general teaching skills was done by Turkish Education Association
(TED, 2009), but the sample of the study was the teachers as different from this
study. In the study, one of the major purposes was to examine the degree to which
the primary school teachers have the general teaching skills. In conformance with the
findings of this study, it was summarily found that even in-service teachers did not
have the general teaching skills as adequately as expected. The study of Okg¢abol and
his colleagues produced very similar results with this study. In their study, the
teacher candidates generally were not sure about the adequateness of their education,
especially for some aspects. More than two decades ago, Sozer (1991) also carried
out a similar study, in which he investigated the effectiveness of teacher education in
terms of preparing teachers for teaching knowledge and skills; and he found that the
education faculties were not as adequate as expected. When the results of this study
were evaluated together with these studies, the depictions do not imply a very

promising picture for teacher education in Turkey.
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As seen, in terms of general preparation for teaching, the study supported the existing
literature despite some differences. To get more comprehensive picture, the results
on teaching skills and aspects of teacher education should be detailed and compared

with these previous studies.

With regards to teaching skills, both quantitative and qualitative results revealed that
teacher candidates were not adequately prepared for relationship with parents and
conducting activities involving parents; teaching students who need special
education; carrying out administrative/official tasks and duties required in a school,
and building effective communication and cooperating with other staff at school
(colleagues, school management, and other experts). According to quantitative
results, some of the common skills reported as inadequately given during teacher
education were teaching in different countries, participating in EU projects, planning
extra-curricular activities, determining students’ individual learning needs and
planning courses based on individual differences, and lastly evaluating instructional
programs. Moreover, almost all of the interviewees pointed out they were not
prepared enough for teaching/working under different/difficult conditions such as
villages, mixed level classrooms, physically poor schools and classes, classroom
management and coping with problematic students, and content-area knowledge. On
the other hand, the shared results indicated that the teacher candidates evaluated
teacher education as being relatively more adequate for preparing them to understand
students’ needs and communicate with them effectively, to provide order and
discipline in classroom, to use instructional technology, to have enough content-area
knowledge for teaching, to continue professional development and have enthusiasm
for teaching, and to plan and provide effective instruction by means of using the
available methods, techniques, materials, and curricula besides body language, voice,
and mother tongue.

Initially, the problems in relation to communication and relationship with parents and
other staff at school were apparent as one of the important results of this study.
Although the teacher candidates stated that their education prepared them enough for
understanding and communicating with students, it did not offer enough

opportunities to develop skills for communicating/cooperating with school principal,
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other teachers, and experts at school. In his study, Mehdinezhad (2008) evaluated the
teacher education programs based on the views of student teachers, graduates, and
teachers. Consistently, he found that teachers generally critiqued the programs for
not meeting their needs relating to communicating with parents and other specialists
at schools. In Senemoglu’s study (2011), the teacher educators similarly expressed
that the teacher candidates were not well-prepared for communicating effectively
with parents and other staff at school. Even so, it is a recognized fact that act of
teaching is carried out through continuous relationship with all parties at school, it is
very critical to prepare teacher candidates beforehand for multi-dimensional
interaction with stakeholders. The studies also suggest that the more pedagogical
preparation of teacher candidates involve activities and practices on parent-teacher
relationship, the more they are prepared for communicating with parents (Dotger,
2010; Epstein & Sanders, 2006; Walker & Dotger, 2012). As an effective way to
provide such dispositions, simulated parent-teacher conferences could be suggested
besides the other activities. About the issue, Dotger, Harris, and Hansel (2008) also
mentioned the importance of parent-teacher conferences in pre-service years to
experience social interactions; and they offered a clinical pedagogy, which is used by
the medical profession, to provide more authenticity in teacher education. Such
simulations could also be adapted to be used for communication with other parties as
well such as simulated school principal-teacher conferences. Other than these,
teacher educators might support theory on communication and social interaction in
teacher education with other types of activities, for instance, drama, cases, role-plays,

discussions, and video watching.

Another teaching skill specified by the teacher candidates as inadequately provided
was teaching students who need special education. As known, in recent years,
Special Education and Inclusive Education have been paid increasing attention by
educators. Children who need special education are integrated into the classes to
have education with other children. In Turkey, Special Education was integrated as a
must course in the curricula of teacher education (YOK, 2007). Moreover, Ministry
of National Education (MEB, 2008) emphasized teaching and working with students
who need special education among the general competencies of teachers. It is also

emphasized that effectiveness of inclusion is mostly related to attitude of educators;
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and the role of a teacher is very critical for the success of inclusion (Avramidis &
Norwich, 2002; Rakap & Kaczmarek, 2010). Therefore, skills and competencies
needed for teachers to be able to deal with Special Education Need (SEN) students
are at least to be introduced to teacher candidates during pre-service years. However,
although teacher candidates take a course on special education during their pre-
service years, the pre-service teacher education did not adequately prepare teacher
candidates for meeting and teaching such students. There are also studies examining
the teacher candidates’ preparation for special education and inclusion, and they
reveal rather different results (Forlin, 2010; Forlin & Chambers, 2011; Harvey,
Yssel, Bauserman, & Merbler, 2010; Jung, 2007). For instance, Jung (2007) found
that pre-service preparation for special education through trainings, practicing
specific cases, and interventions increased teacher candidates’ confidence level in
teaching students who need special education. Moreover, Harvey et al. (2010) also
concluded that teacher candidates agreed on the effectiveness of their teacher
education programs in terms of offering opportunities on inclusion and special
education. However, it should be noted that the examined programs included practice
opportunities with disabled students besides regular coursework. In this study, one
reason for teacher candidates’ unpreparedness for dealing with SEN students could
be lack of enough interventions and practical activities with such students during
their coursework. As suggested by the teacher candidates, the courses on special
education and diversity were mostly theoretical and ineffective; however, they also
stated that the course increased their awareness and even videos on such students
helped them understand what waited for them. All these findings indicate the need
for a specific study on the effectiveness of existing programs/courses for preparing

teacher candidates for special education and inclusion.

Conversely, in relation to communication with students and understanding them, the
teacher candidates reported readiness compared to the other skills and they reported
no problems on acquiring this skill. In the literature, Numanoglu and Bayir (2009)
found similar positive results on behalf of teacher candidates about knowing and
valuing students. However, when it comes to determining students’ individual
learning needs, the study revealed different results. The teacher candidates expressed

that they were underprepared to determine students’ individual learning needs. The
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results confirmed that the future teachers did not know enough on how to ascertain
students’ learning needs and how to plan lessons regarding these identified needs.
This might be the result of lack of enough activities on how to determine students’
individual learning needs and how to apply this knowledge while lesson planning. It
should be noted that this result is not consistent with what Darling-Hammond
(2006b) found in her study with student teachers. In her study, the teacher education
program was found adequate in terms of preparing students for addressing individual
learning needs. Nowadays, individualism and students’ learning needs are much
more emphasized in the context of education systems as the necessity of the age; and
the new approaches and theories such as constructivism and Multiple Intelligences
require teachers to plan and implement lesson along with individual needs
(Armstrong, 2009; Wilson, 1996). Moreover, many decades ago, John Dewey (1897)
uttered: “Education must begin with an insight into the child’s capacities, interests,
and habits” (p.2). He also added that these needs and interests should be constantly
monitored and understood. Taking all these into account, teacher candidates’
inadequate knowledge and practice might lead to ineffective instructional
applications in classrooms; so the pre-service teacher education should provide more
opportunities for teacher candidates to know and experience needs analysis and to

base their lesson on students’ needs and interests.

Another shared problem found in the study was future teachers’ lack of preparation
for administrative and official duties of teachers under the roof of a school and
planning extra-curricular activities for students. These results might suggest that the
pre-service teacher education mostly concentrate teaching tasks other than
administrative tasks of a teacher at school. Parallel with the findings of this study,
Numanoglu and Bayir (2009) also found in their study that teacher candidates were
not prepared adequately for performing other official tasks related to teaching
profession, especially following professional legislations and fulfilling the official
routines. The researcher related this incompetence with lack of working experience
as a teacher. Yet, it is known that such activities are part of teaching profession, and
a teacher’s life is not limited to the boundaries of a classroom. Therefore, teacher
candidates should also be at least informed about their rights, professional

legislations and regulations, other official duties, and designing extracurricular
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activities at school. As a researcher, | believe that the teaching practices might be
very appropriate to observe and practice such duties and learn more about profession
from mentors after covering related theory in the Classroom Management, Turkish
Education and School Management, and to some degree, Introduction to Educational

Sciences courses.

As a crucial result reported by the teacher candidates, pre-service teacher education
did not prepare them adequately for teaching in other countries and participate in
international projects. In one of the remarkable studies on teacher education in
Turkey, it was revealed that most of the academicians in EFs also thought teacher
candidates were not at the level of adapting to EU (YOK, 2006). On the other hand,
as also expressed in literature, teachers in today’s world are required to be “multi-
cultural” and deal with diversity, globalism, internationalization, European
integration, mobility, and increasing immigration (AACTE, 2009; Buchberger,
Campos, Kallos, & Stephenson, 2000; INSTASC, 2011). In Turkey, the trials for
internationalism continue in the ways of participating and conducting projects with
other countries, sending and inviting personnel; and there are more and more
opportunities for teachers to go other countries and teach there (MEB, 2013). On the
top of it, the primary school curricula, as well, have undergone notable changes on
the purpose of meeting educational needs of the European Union (Aksit, 2007),
which necessitates the teacher candidates undoubtedly to be ready for international

relations and mobility.

Besides international adaptation and flexibility for teaching, the teacher candidates
reported that they did not have enough skills for teaching/working under different
conditions in Turkey such as villages, mixed-level classrooms, physically poor
schools and classes. Akin to this result, O’neal, Ringler, and Rodriquez (2008) found
out that the graduates of teacher education program were not prepared in their
education adequately for teaching diverse students. In connection to this finding, the
descriptive results also showed that nearly half of the teacher candidates had worries
about the place/region they would teach when they start their profession. When the
teacher candidates were asked about the place they would like to work as a teacher,

most of them pointed out the metropolitans or cities as their major choices.
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Additionally, the curricula and courses and teaching practices as important aspects of
teacher education were reported as being inadequate in terms of preparing teacher
candidates for having teaching skills to be able to work in variety of settings and
under various conditions. Whereas, in Turkey, the presence of economic, social, and
physical diversity among the regions and schools are apparent and much discussed;
and it is nearly indispensable for any beginning teacher to work in such settings or
conditions especially in the first years of the profession. It is suggested that the major
worries, fears, and professional deficiencies of teacher candidates should be further
researched. In addition, the education courses in teacher education curricula such as
Classroom Management or Turkish Education System and School Management
should contain necessary elucidations, discussions, and activities to enlighten and
encourage students to teach under different conditions. In the study, one of the
interviews expressed that their instructor contacted regularly with teachers working
in the physically poor regions of Turkey during the course; and they mostly learned
what waited for them after graduation. Regular cooperation and communication with
working teachers through visits or video conferences might be very practical and
useful way of bringing the realities of profession into classroom. It is believed that
teacher educators should make use of the benefits of technology age for enhancing

and deepening both knowledge and skills of teacher candidates.

What is more, being an important part of teacher education, the study showed the
teacher candidates had enough education on gaining content-area knowledge and
instructing effectively through the use of various instructional technologies,
materials, methods, and techniques. This result supported the finding of the study
done by Senemoglu (2011); as her study also disclosed that the teacher candidates
were adequately prepared for developing instructional materials, using instructional
technologies, and designing and managing instruction. Consistently, Darling-
Hammond (2006b) identified in her study that more than ninety percent of graduates
of teacher education stated being very well prepared during their education for using
instructional strategies to foster student learning. Lastly, the teacher candidates had
differing views on classroom management skills, especially providing discipline and
dealing with disruptive/misbehaving students. Although the quantitative data

indicated adequate preparation for this skill as also discovered by O’neal, Ringler,
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and Rodriquez (2008), half of the interviewees criticized teacher education for not
preparing them enough to provide order and discipline in classroom. This group of
participants might be more relaxed to recall and express their under-preparedness for

classroom management during individual interviews.

In addition to evaluating pre-service teacher education in terms of preparing teacher
candidates for general teaching skills, another aim of the study was to evaluate it
respecting 21% century skills. It is a widespread acceptance that the new century
requires new skills; and teachers should possess these skills as well. Therefore,
teacher education should also rejuvenate itself to prepare teacher candidates along
with these skills (Darling-Hammond, 2006a; Wilson, 1998). However, in the study,
the common results obtained from the data collection tools exhibited that the teacher
candidates were underprepared for several important 21% century skills, which were
media literacy, universal thinking skills, research skills, and openness to intercultural
communication. Although these are the shared skills, which were specified by the
majority of the teacher candidates, all other 21% century skills were also not provided
as adequate as they should be. When some of these skills were examined, it is seen
that a teacher should certainly display them in the classroom to be able to teach the
children of this century. For instance, media literacy is briefly defined as “the ability
to produce, distribute, and evaluate audio/video content” (McPherson, Wang, & Hsu,
2007, p. 24). Besides, as claimed by teacher educators: “...among the latest
advancements of the “Age of Information,” mass corporate media have become the
most powerful instrument to reproduce and maintain dominant values and culture”
(Torres & Mercado, 2006, p. 278). Therefore, with all other literacies, media literacy
is indispensable aspect of 21% century and should be integrated into education
(Partnership for 21st Century Skills, 2010). In Turkey, media literacy was integrated
into new school curricula as a separate lesson since the new curricula were
implemented in 2005. Despite the reported importance, the studies consistently
exhibited that the teacher candidates did not adequately gain these skill and their
applications (Deveci & Cengelci, 2008; inan & Temur, 2010). It should also be
reminded that more than half of the teacher candidates thought that the current
teacher education did not respond to the needs of 21% century. Lastly, it should be

noted that, as expressed previously, universal thinking skills and openness to
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intercultural communication were not adequately gained by the teacher candidates.
The results were also consistent with the previous results, as the teacher candidates
also claimed that they were not ready for diversity, teaching in other countries and
participate in international projects. Therefore, it should be realized that this problem
of teacher education comes to the forefront in the study. In relation to 21* century
skills, it is suggested that the curricula of teacher education should be fused
appropriately with the required skills of the age and adapted not only to national but
also international changes. The educators also emphasize that the teachers should be
educated thoroughly to meet the needs of the 21% century and possess the required
skills of the age (Cochran-Smith, 2003; Darling-Hammond, 2006a; Gay & Howard,
2000; Ilhan, 2004; Rotherham & Willingham, 2010; Tutkun & Aksoyalp, 2010).
Rotherham and Willingham (2010) claims: “Greater emphasis on skills has also
important implications for teacher training” (p.19) and they mention the need for a
plan to make teachers succeed to teach these skills. Similarly, Tutkun and Aksoyalp
(2010) explained the changes in the 21st century world and expressed that teachers
should be trained with the changing understanding and dispositions of the new
century. With all these considerations, the teacher education curricula should be
renewed, updated, and changed accordingly.

The pre-service teacher education was also assessed by the teacher candidates in
terms of its main aspects, which are faculty environment, curricula and courses,
teaching practice, and teaching staff. First of all, these four aspects of teacher
education were evaluated as being either inadequate or neither inadequate nor
adequate in terms of preparing teacher candidates for teaching. The interview results

also supported this finding on the aspects of teacher education.

To start with, the teacher candidates assessed faculty environment as being more
adequate than curricula and courses and teaching practice aspects although the mean
value was low. Moreover, few interviewees reported problems about this aspect of
pre-service teacher education. This might show that the students were more satisfied
with the environment of the education faculties than the other aspects; but cannot
prove complete adequateness of faculty environment. This is because the mean value

in relation to the general adequateness of faculty environment is still low. In addition,
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despite having lower percentage than the other aspects; the teacher candidates
referred the physical conditions of education faculties as one of the reasons of the
problems in relation to pre-service teacher education in Turkey. Also, as an observer
during data collection period, the researcher realized that the visited education
faculties were generally equipped, but there were some problems such as lack of
enough physical space for students to socialize and old buildings and classes. These
results on faculty environment imply the need for further research, in which the
faculty environment should be specifically studied. Through the questionnaire and
interviews, the teacher candidates expressed problems on lack of social activities and
environment for the socialization of teacher candidates and lack of facilities and
recent technologies. The teacher candidates also reported non-democratic
environment in the faculty, however, the issue was examined under the evaluation of
faculty staff. With respect to socialization and social skills of teacher candidates, it is
believed that teaching is a social profession, and the only way to perform this
profession is to have social relationship with the audience. The studies also proved
the strong relationship between the learning environment and attitude of both
teachers and students (Lackney & Jacobs, 2002; Lackney, 1997). Likewise,
Weinstein (1993) claimed: “the physical environment can influence the way teachers
and students feel, think, and behave” (p. 27). Moreover, in Turkey, the Higher
Education Council (YOK, 1999) determined the appropriate and adequate physical
learning environment for quality teacher education as part of the standards and
accreditation in teacher education. According to these standards, the faculty
environment should be both physically and socially adequate and inviting for an
effective teacher education. About physical and social environment of teacher
education, the previous studies proposed similar results (Eret & Ok, 2010; Okgabol
et al., 2003). In their study, Eret and Ok (2010) found that the teacher candidates
were not satisfied with the physical environment of their faculty, including safety,
physical resources, and social environment. Conformingly, Okc¢abol and his
colleagues (2003) concluded in their study that the environment of education
faculties for social and cultural developments of teacher candidates were not
adequate. In this line with these studies, the results imply that there is an urgent need

to reconsider physical environment of teacher education institutions. More
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prominently, the educational authorities should establish places and offer social
facilities and opportunities in education faculties to foster social growth of

prospective teachers.

Furthermore, the literature puts forward that assessment of the effectiveness of
teacher education requires the evaluation of the programs offered to teacher
candidates and examine whether they meet the needs of students for teaching
(Kiigiikahmet 2007; Williams & Alawiye, 2001). With this respect, present study
also appraised the adequateness of curricula and courses of teacher education from
the perspectives of candidate teachers. The results specified that mean values of the
items on curricula and courses of teacher education were commonly low, and the
interviews also pointed out the presence of shared vital predicaments on this aspect
in terms of preparing for teaching. The major and common problems in relation to
curricula and courses were specified as lack of enough practice opportunities in
curricula and dominance of theory-based lessons. This result on the current teacher
education program was strongly confirmed by the study conducted by the Higher
Education Council itself (YOK, 2006). In the study, the academicians in education
faculties reported much theory-based lessons as one of the major problems of teacher
education. Other than this, in the current study, curricula and courses were found
inadequate in the sense of providing practice in different school environments,
including enough teaching experience, and reflection of authentic/real school and
classroom environment in the content of lessons. The teacher candidates also
believed that courses did not involve enough educational research; and the curricula
were not adequate with respect to developing pedagogical content knowledge and
skills, providing sufficient content area knowledge, and the use of instructional
technology. Consistently, qualitative results publicized that the lessons were not
delivered effectively based on the views of teacher candidates. Lastly, the teacher
candidates stated the curricula did not include lessons such as research skills,
curriculum development, communication skills, first-aid; and there were lessons
which were either too advanced and theoretical or very simple and basic. These
results signal the necessity of curriculum renovation in teacher education. Parallel
results were presented by the study of Senemoglu (2011). The qualitative results of
her study -on classroom teaching- showed that teacher candidates mostly criticized
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insufficient allocation of time for some courses, lack of some important courses such
as child psychology and creative drama, and existence of unnecessary lessons. When
compared to the findings of this study, the quality of the teacher education program
to gain professional skills was found more adequate based on the views of teacher
candidates in the study of Eret and Ok (2010). In the study, to get more information
on courses, the teacher candidates were asked about adequateness of each of the
educational courses besides overall content area courses and general culture courses.
According to the results, the teacher candidates evaluated general culture courses and
Introduction to Education course as less adequate than the other courses for their
preparation. On the other hand, Teaching Practice and School Experience lessons
were expressed as being more adequate than all other courses in the curricula to
prepare them for teaching profession. This shows that the teacher candidates give
importance to practical aspects of teacher education despite experiencing more
problems in relation to this aspect. In her study with teacher candidates,
Mehmetlioglu (2010) found that 4™ grade teacher candidates were more prepared for
teaching than 3" grade teacher candidates; and she interpreted this difference as the
result of having practice courses and field experiences in the 4™ grade. The
researcher suggested that improving practice courses in the curricula of teacher
education to improve the effectiveness of teacher education. Darling-Hammond
(2007) also proposed the use of experiential learning for the success of teacher
education. Moreover, it is also believed that teacher candidates could increase their
professional attainment through more systematic and organized field experiences.

In relation to practice teaching, overall, the results revealed that this aspect of the
pre-service teacher education was the least adequate among all four aspects
according to the teacher candidates’ views. First of all, regarding the quantitative and
qualitative findings, the main problem was specified as lack of variety in practice
teachings with regards to school environment, teaching tasks, mentor teachers, and
students. Secondly, there were major problems related to practice schools, which
were 1) negative attitude of mentor teachers and school principals and
communication  problems  with  the other staff at school; 2)
incompetency/inexperience  of mentor teachers, 3) insufficient work

environment/conditions provided for teacher candidates. Other than these, qualitative
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results also presented critical issues concerning teaching practices. As stated before,
in the current teacher education curricula, the teacher candidates are mostly going to
practice schools only in the last year of teacher education, which was heavily
criticized by most of the teacher candidates as being inadequate. The teacher
candidates also evaluated the length and quantity of teaching opportunities as being
not enough to prepare them for teaching adequately. Another qualitative result
showed that the teacher candidates experienced certain problems in relation to
getting enough feedback, guidance, follow-up on their performance and school visits.
The teaching staff offering practice courses was reported for not providing guidance
and enough feedback on teaching and not having enough collaboration and
communication with practice schools. At this point, it is believed that the main
problems at practice schools might be the results of lack of communication and
follow-up of students and mentoring. When these schools were not visited and the
students were not followed regularly by the responsible instructors at the faculty, it
might not be possible to detect and prevent problems. As found in the interviews,
such problems might demotivate the teacher candidates. All these problems refer to
the need for urgent solutions to enhance the quality of practice teachings, which is a
very vital part of teacher education in terms of preparing teacher candidates for their
future profession. Parallel to this study, Ok (2005) studied with teacher candidates
and identified their experiences and expectations from teaching practice. He found
that the teacher candidates had much more expectations from teaching practices than
their experiences; and he concluded that teaching practice did not satisfy what
students expected in terms of quality. The study of Yapict and Yapici (2004) resulted
in similar findings with this study. They found that although school experience
lessons were useful for preparing teacher candidates for teaching, there were certain
problems in relation to school-university collaborations, university advisors, and
tasks. Other studies in the literature consistently revealed certain problems in
relation to teaching practices including the mentoring, feedback and reflection, and
university instructor (Azar, 2003; Cetin, 2005; Hobson, 2002). At this point, it should
be revived that the skills and knowledge to be able to teach are mostly acquired as
the result of effective practicing and mentoring (Arnett & Freeburg, 2008; Caires &
Almeida, 2005; Tomlinson, 1995). With this respect, teacher education institutions
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should be reminded about the importance of teaching practice for preparing quality
teachers. The standards in relation to quality teaching practices and observations as
determined by the Higher Education Council (YOK, 1999) should be reawakened by
to create and sustain effectiveness of teacher preparation.

In the study, the teacher candidates gauged teaching staff as part of teacher education
and they reported several concerns to be deliberated. Parallel with the problems
identified on teaching practice and curricula and courses, the teaching staff was
reported as being problematic regarding 1) not providing enough guidance and
feedback on teaching, 2) not communication and collaborating with practice schools,
3) using ineffective, traditional, and inappropriate teaching methods and techniques,
4) lack of teaching experience at schools or not sharing their experiences with
teacher candidates, and 5) having negative attitude and approach towards teaching
and teacher candidates. As reported in interviews, the teaching staff was complained
for being incompetent in the subject areas, being unwilling and inactive in lessons,
using subjective and inappropriate assessment techniques, not being involved in
personal and professional development. In relation to evaluation and adequateness of
teaching staff in teacher education, there are also other studies in the literature
(Adigiizel, 2008; Eret & Ok, 2010; Sen & Erisen, 2002). In the study evaluating the
teacher education standards, Adigiizel (2008) found that academic teaching members
as part of teacher education standards were found to be moderately adequate.
According to the results found by Sen and Erisen (2002), teacher candidates claimed
that some precautions should be taken to increase the effectiveness of teaching staff
and eliminate their deficiencies. The researchers also suggested that the teaching
staff whose job is to educate teachers should model the characteristics that they want
to develop in their students. In their article, Lunenburg, Korthagen, and Swennen
(2007) examined the teacher educators as “models for future teachers” to mold their
perspectives and practices. The results of their study confirmed the deficiencies of
teaching staff in terms of modeling; as their study revealed that the teacher educators
did not have adequate knowledge and skills for modeling teacher candidates.
However, the significant role of teacher educators for the effective education of

teacher cannot be disregarded. As Ben-Peretz (2001) suggested:
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The time has come for teacher educators to pause and reconsider their
vocation—to map a course of professional education that will serve
simultaneously the needs of practitioners and more utopian ideals for society
at large. (p.56)

On the basis of existing literature, the reported problems of this study revive the

29 ¢

issues of “selection of teaching staff to education faculties,” “regular evaluation and
education of the staff,” and “faculty development.” On the other hand, it should be
reminded that these are the results obtained from the teacher candidates’ views; and
there is a need for further research on evaluation of teaching staff thoroughly from

multiple dimensions.

Apropos of the first research question, it is thought that the shared views of teacher
candidates should be valued and used for the renovation of teacher education in
Turkey. As the students are the major reflectors of the education they are provided.
It should not be forgotten: “The evaluation of an institution must, to a large extent be
based on the degree to which its educational program meets the needs of students in
the area it serves” (William & Alawiye, 2001, p.14).

5.1.2. Factors/Predictors of Assessment of Pre-service Teacher Education

The second research question of the study concentrated on identifying the effects of
various factors on TCs’ assessment of pre-service teacher education in Turkey. The
factors and predictors were examined using inferential statistics; one-way ANOVA

and Hierarchical Regression Analysis.

The one-way ANOVA results disclosed that the teaching area, in other words the
departments, of the teacher candidates affected the views of the teacher candidates on
the adequateness of the pre-service teacher education in terms of preparing them for
teaching. The participants of this study came from seven different teaching
departments, which were Classroom Teaching (CT), Elementary Mathematics
Education (EME), Elementary Science Education (ESE), Computer Education and
Instructional Technologies (CEIT), English Language Teaching (ELT), Turkish
Language Teaching (TLT), and Social Studies Teaching (SST) departments. The
follow-up tests resulted in significant mean differences between certain groups in

relation to evaluation of TE. It was interesting that the teacher candidates from ELT
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and CT departments evaluated the pre-service teacher education as being
significantly more adequate in terms of preparing for teaching skills than the teacher
candidates from EME, TLT, and SST departments. Moreover, the teacher candidates
from CT department had the highest mean value on evaluation, whereas the teacher
candidates from EME department had the lowest. The department was found as a
significant factor affecting the teacher candidates’ views in different studies as well.
To understand the reasons of the sources of differences, the characteristics and
requirements of these departments should be examined carefully. The predictors
found in the regression analysis might explain the reasons of the differences as well.
Moreover, the results implied that the teacher education in different departments
might not be standardized in terms of preparing teacher candidates for teaching
skills. While some departments give more importance to the gaining of teaching
skills, some of them might emphasize content-area expertise. When the nature of
classroom teaching is examined, it becomes obvious teaching skills are vital part of
classroom teachers’ job to deal with children. Similarly, English language teaching
starts from very early ages. English language learning is offered in the pre-school
years, so most of the English teachers are expected to teach young learners.
Therefore, compared to the other area teachers, teachers of both areas might be
expected to thrust their skills to the front to reach students. Consistent with the
results of this study, Kahyaoglu and Yangin (2007) concluded that department of the
teacher candidates affected the teacher candidates’ views about their efficacy for
teaching. Moreover, they found that classroom teacher candidates had significantly
higher views on teaching efficacy than Mathematics teacher candidates. Teaching
program of teacher candidates was found as a significant factor for teaching efficacy

by Capri and Celikkaleli (2008) as well in the literature.

In the study, three groups of variables were examined to see how they predicted the
TCs’ evaluation of adequateness of teacher education. It was identified that the
aspects of TE together explained much of the variability in the evaluation of teacher
education compared to their unique contributions. The last model in the regression
analysis included faculty environment, curricula and courses, teaching practice, and
teaching staff; and accounted for much of the variance in the evaluation of TE in

Turkey. It was also observed that, curricula and courses explained more variance
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than other aspects of TE as being an important component of education. In the
analysis, another results indicated that gender, high school, readiness for teaching,
following publications on teaching, and attitude towards teaching also had certain
effects on the evaluation of teacher education. The results can be interpreted as that
although there were teaching-related variables having a significant relationship with
the adequateness of teacher education; the main variables explaining the
adequateness of preparation for teaching skills were the total adequateness of all
aspects of teacher education. In Turkey, there are studies examining the factors and
predictors in relation to gaining teaching skills or attitudes towards teaching. For
instance, Mehmetlioglu (2010) studied the factors that affect teacher candidates’
preparedness for teaching skills as well. Different from the findings of this study, she
found that gender and high school were not significant factors affecting teacher
candidates’ readiness for teaching skills. Kahyaoglu and Yangin (2007) also did not
find gender and high school as significant factors affecting teacher candidates’ views
for teaching efficacy. In another study, researchers examined the association between
the aspects of teacher education and readiness for teaching as similar to this study
(Ingvarson, Beavis, & Kleinhenz, 2007). They found that quality of teacher
education, knowledge about content area and how to teach, and opportunity to learn
via feedback from teaching staff were found as significant predictors of the overall
effectiveness of programs in terms of preparing for teaching. Similarly, in their
model, gender had a weak effect, and females reported their education as being more
effective. However, inconsistent with this study, teaching practice was found to be
insignificant predictor explaining teachers’ views on the effectiveness of teacher
education program. Considering the results of this study together with the literature,
it can be concluded that the overall adequateness of the aspects of teacher education
play a significant role for the preparation of teachers.

Lastly, it should be note that, different from the other studies conducted in Turkey,
the effect of all aspects of teacher education were investigated besides the other
factors, which might make the results of the study really noteworthy to understand
the place and significance of all dimensions of teacher education and their combined

effects to improve teacher education.
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5.1.3. Views/Suggestions for an Effective Pre-service Teacher Education

As the third research question of the study, the teacher candidates were inquired
about their views and suggestions for more effective teacher education in Turkey.
The results obtained through the questionnaire and interviews helped the researcher
answer this research question. It should be noted here that some of the shared results
with respect to teacher education aspects were discussed in the first research

question, so they will be only summarized in this part.

The results showed that the teacher candidates had common views on how to
improve the adequateness of the teacher education starting from the student selection
and general structure/model of teacher education. To begin with, it is revealed in the
literature that student characteristics carry a substantial importance to any teacher
education reform/program to be successful (Applegate, 1987; Bilir, 2011; Ok, 2007),
so student selection to teacher education also becomes vital for quality teacher
education. As for the student admission to teacher education programs, the teacher
candidates were offered variety of alternatives in the questionnaire including only
university exam, university exam plus an ability exam, only ability exam, or high
school GCPA and obtaining reference letters. The quantitative results revealed that
most of the questionnaire participants were in favor of using not only university
entrance exam but also an ability exam as criteria while selecting future teachers to
higher education. Parallel with this result, almost all of the interviewees criticized the
current system of student admission to teacher education as being ineffective. In the
current system, as known, candidates are admitted to teacher education programs
regarding their answers to the standardized multiple choice questions in university
entrance exam held concurrently in all cities (Cakiroglu & Cakiroglu, 2003). This
system was disapproved of not assessing students’ general attitude or aptitude and
appropriateness of personal characteristics of students for teaching other than
academic success in a multiple-choice exam. The teacher candidates in interviews
also evaluated the Anatolian Teacher High Schools as not serving their aims of
preparing students for teaching. As reported by the teacher candidates, most of the
students from these high schools did not necessarily prefer but had to select teaching

department due to their low exam scores; and the ones having high scores in the
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university exam selected other departments. For these reasons, most of the
interviewees suggested applying a nation-wide university exam to measure academic
knowledge besides an ability or aptitude exam to assess both teaching skills and
personal/psychological characteristics regardless of high school. Despite all
insufficiencies, the results proved that a nation-wide university exam was considered
as an objective way of admitting students and providing equality for all students. In
the literature, there are criticisms by educational researchers on the current system;
and the researchers offer alternative ways to assess both academic knowledge and
personal/psychological characteristics while admitting students to teacher education
(Binbasioglu, 1995; Ok, 1992; Okgabol, 2004; Okgabol et al., 2003; Senemoglu,
2003). Ok (1992) conducted a Delphi study including academicians, teachers, school
administrators, and parents on the student admission to teacher education programs.
Similar to the findings of this study, his findings showed that there was a need to use
certain admission criteria, which reflected students’ ability to use language, desire to
teach children, interest and attitude for teaching, and other personal characteristics
related to teaching profession. The researcher concluded that the more
comprehensive criteria should be used for the selection of teacher candidates and
affective dimension should be integrated to these criteria. In another study by
Okgabol et al. (2003), half of the teacher candidates suggested using special ability
tests besides interviews and guidance in high school. More recently, Uygun (2010)
studied the selection of teacher candidates in Turkey from the historical perspective
and recommended using multiple evaluations to enhance the overall quality of
teacher education such as assessments of school achievement, personality, moral
behavior, overall health conditions besides the scores gotten from the central exams.
Lastly, as also stated by a few teacher candidates in interviews, the hindrances for
using a comprehensive evaluation process are also mentioned in the literature when
the number of applicants and conditions of Turkey are considered (Cakiroglu &
Cakiroglu, 2003). It can be concluded that nation-wide university entrance exam,
despite being objective and practical, does not assess of students’ personal, physical,
social, and psychological suitability to enter a teaching program. Moreover, problems
in relation to selecting appropriate students to teacher education bring forward

problems in relation to the success of teacher education (Bilir, 2011). In this study, it
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was also identified that some of the teacher candidates pointed out the low quality of
teacher candidates as one of the major problems of the pre-service teacher education.
Hence, the admission criteria for teaching programs should be reconsidered by the

authorities to augment the quality of teacher candidates

The current study uncovered the possible structure/model of teacher education as
suggested by the teacher candidates. According to the findings, majority of the
teacher candidates favored the following model: “Length of TE should remain four
years, however, there should be cooperating/practice schools belonging to each
education faculty. TE should be carried out through continuous cooperation and
communication with schools. The practice teachings should be initiated in the first
grade.” Quantitative and qualitative findings also showed parallelism for the second
preferred model: “Teacher candidates should complete their subject courses and
general culture courses in three years; and then they should complete their pedagogy
courses through continuous practice at cooperating schools in the other two year (the
model of 3+2).” In both models, the emphasis was put on the “continuous practice at
schools” regardless of the length of education. However, similar to the findings on
practice teachings, most of the teacher candidates outvoted the idea that the practice
at schools should start from the first grade. Another important finding here is the
shared views of the teacher candidates on the necessity of “cooperating schools
belonging to each education faculty.” In Turkey, teacher candidates have their
teaching experience and practice lessons in the cooperating schools selected at the
very beginning of the semester. However, these schools are not all-the-time partners
of the faculties and may change based on the protocol between the universities and
schools. Moreover, while the previous redesigned teacher education program
required the teacher candidates to have school visits/observation in their first year,
the new program allows them to have their practice in the third or fourth year based
on the teaching area. Taken together with the findings on the evaluation of the
teaching practice aspects of teacher education as part of the first research question,
the results of this study suggested that the teacher candidates mostly were in need of
longer periods of teaching observation and practice to be done in regularly visited
schools. In the literature, Goodlad (1990) claimed that traditional teacher education

cannot prepare teacher candidates for the realities of classes and schools. Moreover,
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Korthagen (2001) mentioned the realistic teacher education for colligating the theory
and practice, in which practice and “learning by doing” is emphasized. Darling-
Hammond (2007) also proposed experiential learning for teacher candidates and
creating “teaching schools partnered with universities.” She mentioned this as

following:

As in teaching hospitals, candidates study teaching and learning while gaining
hands-on experience in state-of-the-art classrooms. Effective models have
already been created by universities sponsoring professional development
schools and by school districts offering urban teacher residencies. These
residencies place candidates as apprentices in the classrooms of expert urban
teachers while they earn a stipend and complete their coursework, repaying
the investment with at least 4 years of service. Such programs can create a
pipeline of teachers prepared to engage in best practice in the schools where
they are most needed, while establishing demonstration sites for urban
teaching. (p. 73)
Related to the third research question, the teacher candidates were also invited to
give an account of their suggestions on the aspects of teacher education as
alternatives to the current applications. The views on this issue were sought through
the interviews to be able to obtain more in-depth and comprehensive suggestions by
removing possible restrictions of a questionnaire. There were major findings in
relation to the suggestions for the aspects of teacher education and they showed
parallelism with the findings of first research question. The suggestions of the
teacher candidates focused on the reported problematic aspects of teacher education.
First of all, in relation to faculty environment, there were fewer suggestions
compared to the other aspects. The findings are almost consistent with the previous
findings on faculty environment in the study. The suggestions of the interviewees
focused on the need for more social activities and facilities in the faculty. The
importance of social environment for teacher education was discussed in the previous
section of this chapter. It is suggested by the researcher that the faculties should be
visited as part of a long-term research project and examined by both educators and
architectural experts to determine what kind of an environment should be offered to
teacher candidates to meet their educational and social needs. When the results on
curricula and courses were examined, it was seen that the suggestions on alternatives

for this aspects mainly focused on the inclusion of more practice and authentic
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environments in lessons as expected from the previous findings. The importance of
practice-based teacher education was discussed above. The teacher candidates also
offered the integration of some critical courses into the curricula such as speaking,
communication, curriculum development, research skills, first-aid, and child
psychology. When the suggested lessons were examined, it is realized that
communication/speaking was valued by the teacher candidates. Similarly, with
regards to speaking and communication skills, many of the interviewees emphasized
communication skills as the important 21% century skill, which should be integrated
into the teacher education. This finding is critical, as the teacher candidates were
aware of how vital the use of communication for a teacher was. Moreover, effective
communication skills are also mentioned as one of the major competencies of
teachers by the major foundations on teachers and teacher education (INTASC,
2011; MEB, 2008). Another suggestion on curricula and courses was the use of
various methods and techniques in lessons. This suggestion was also reported under
the teaching staff aspect of teacher education because of its connection with teaching
staff.

As alternatives to the current system of teacher education, the teacher candidates
mentioned some noteworthy suggestions in relation to teaching practices as well. The
critical suggestions were starting teaching practices earlier and allocating more time
for practices (uninterrupted continuous practice), providing more cooperation and
coordination with practice schools besides more follow-up and guidance for teacher
candidates, taking method courses together with practice teachings, and using more
up-to-date and clearly defined tasks for teaching practices. Lastly, three interviewees
mentioned the less number of teacher candidates for each mentor teacher at school.
While evaluating these alternatives offered by teacher candidates, the importance of
teaching practices should always be considered. Baumgartner, Koerner, and Rust
(2002) described teaching practice as: “a complicated emotional and interpersonal
experience that is often critically important to the making of a teacher” (p.36). As
also claimed by Tomlinson (1995), teaching practices provide valuable opportunities
for teacher candidates to put the theory they covered about teaching into practice
besides taking the responsibility of teaching with the effective guidance of mentor

teachers and instructors at faculty. Therefore, for practice teachings to reach certain
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quality, all parts should have standard quality and commitment including instructors,

mentor teachers, and school administrators.

As the last aspect of teacher education, the teacher candidates made suggestions on
teaching staff. First of all, as suggested, teaching staff in education faculties were to
have a teaching experience at schools and share this experience with teacher
candidates. This suggestion might reveal another important issue: the selection of
teaching staff to teacher education institutions and suggest that experience of
teaching staff as teachers beforehand is considered as influential for more effective
teacher education. As suggestions for teaching staff, the teacher candidates also
described the teaching staff as following: having more positive attitude towards
teacher candidates, providing more guidance and support, being competent in
teaching skills and in their subject area, using instructional technology in lessons,
using various teaching and evaluation techniques and methods, having motivation for
teaching and self-development. As proposed by Russell (1997), the way teacher
educators behave and teach has a greater effect on teacher candidates than what they
teach; and claimed: “teacher educators must be at the forefront of developing insights
into teaching” (Loughran & Berry, 2005, p.202). Consistently, in the study, the
teacher candidates suggested that teaching staff should also model 21 century skills,

which is considered as an important suggestion.

The results in relation to teaching staff signify that there are professional, personal,
and psychological characteristics to be shared by the teaching staff working at
education faculties. It is suggested that these characteristics should be separately
studied by the teacher educators and educational researchers. Moreover, practically,
the faculty administration should pay a certain attention on the quality of teaching

staff, who educate future teachers.
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5.2. Implications of the Results

The study concluded with the noteworthy results on pre-service teacher education in
Turkey as discussed above. These results also lead to important implications for

educational practice and research on teacher education.
5.2.1. Implications for Educational Practice

The evaluation of pre-service teacher education in Turkey from the views of teacher
candidates has implications with respect to developing the practices in the field of
teacher education. The findings from the present research study imply the following

for practice:

The current study showed that the teacher candidates evaluated pre-service teacher
education as not preparing them adequately for communicating with parents,
conducting parent meetings, and communicating with other staff/experts at school.
When the social interactions are inseparable part of teaching, teacher education
should certainly involve more activities and dispositions emphasizing
communication/cooperation with educational stakeholders at school. It is believed
that such activities should be based upon the theory and guided carefully by
instructors and mentors. To develop communication skills and social interactions,
role-plays, simulations, cases, videos, drama, discussions, or reflections can be
carried out firstly in faculty classrooms. Then, teacher candidates can take place in
such interaction at practice schools under the supervision of their mentors. This
might not only provide more authenticity for teacher education curricula, it might
also offer valuable opportunities for teacher candidates to develop their

communication skills.

In the study, the teacher education was found to be inadequate in terms of preparing
teacher candidates to work with students who need special education although they
take a course on special education and inclusion. On the other hand, it is a known
fact that importance of special education and inclusion is highlighted more and
more; and the success of their implementations is dependent on the teachers’

knowledge and skills. For that reason, it is suggested that effectiveness of the Special
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Education and Inclusion courses should be re-evaluated by instructors who offer
these courses and the needed knowledge and skills should be emphasized more in
such courses. More importantly, all teacher candidates should take these courses and
the courses should be supported by the practice. Teacher candidates taking these
courses should not only have opportunities to learn about theory on legislations,
special programs, characteristics of students with different disabilities but they
should also visit and teach classrooms with SEN students in their “last year”. Other
than these, more interactive and authentic teaching methods and techniques (videos,
specific cases, pole-plays, inviting counselors/experts) should be utilized during the
courses by the instructors.

Another finding of the study revealed that there were problems in relation to gaining
skills for identifying students’ individual learning needs and planning lessons based
on the individual learning needs. On the other hand, it is good news that the teacher
candidates expressed their preparedness for communicating with students and
understanding them. Therefore, teacher educators might emphasize more the ways of
how fo explore students’ individual learning needs by using various communication
channels and techniques such as questionnaires, tests, one-to-one or group
interviews, talking to parents and school counselor, or observation. Moreover, it can
be suggested that the teacher education programs should include more practical
activities or projects on the identification of students’ learning needs and using this
knowledge to plan student-centered lessons. About the issue, real classroom
observations and inviting teachers and experts to relevant lessons can also help

teacher candidates.

It was also identified that the teacher candidates were not adequately prepared for
fulfilling administrative and official duties/tasks even if they nearly completed their
education. It was also obvious that they did not know how to plan and prepare extra-
curricular activities for instructional purposes at school. As teaching is not limited to
just instruction in classroom, it is suggested that other responsibilities of teachers at
school should be clearly introduced to teacher candidates during their pre-service
years. For this purpose, while theory can be covered in lessons such as Classroom

Management, the practices and observation can be carried out during school visits.
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Especially mentor teachers might inform teacher candidates about such tasks and
activities; and ask them to participate some of these duties under the supervision of

them.

According to the results of this study, the teacher education programs should put
more emphasis on diversity in both national and international arena. In other words,
teacher candidates should gain skills to work in physically and culturally diverse
settings. After graduation, teacher candidates might work in very different regions of
Turkey or they might prefer to work abroad as a teacher. However, the study clearly
pointed out that the teacher candidates are uneasy about the place/region they would
work after graduation; they are not adequately prepared for teaching in different
countries and working on international projects; they expressed that they were not
informed and educated enough for diversified conditions including students, parents,
schools, and regions. Hence, it is definitely recommended that mobility and diversity
should be accentuated more in faculty lessons and teacher education curricula.
Teacher candidates should be more exposed to the cases on authentic teaching
environments and timely needs of the century. Considering other findings of the
study as well, universal thinking skills, openness to intercultural communication, and
flexibility and adaptation skills should be carefully integrated into the teacher

education coursework as interdisciplinary subjects.

Besides these skills, the teacher education curricula should be fused with media
literacy, effective use of technology, and all other 21°*' century skills. As the citizens
of Turkey, we are witnessing the discourses and attempts of the authorities for
keeping up with the developed countries along with the needs of the century. These
are also reflected on the education system in Turkey. However, it would be futile not
to make teacher education part of this process, since teachers should have the number
one priority as the dispersers of knowledge and skills to citizens. For that purpose, by
taking the core curricula of teacher education to the center, the 21% century needs and
skills should be coalesced to all lessons and practices properly as interdisciplinary
skills. Furthermore, teacher educators, who are also expected to possess them, might
be informed about how to convey these skills as part of their lessons through

professional development seminars. Moreover, the curriculum developers and policy
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makers need to revise other aspects of teacher education (physical environment,
teaching practices, and teaching staff) in line with the 21% century needs. About this,
the project titled the Partnership for 21st Century Skills (Partnership for 21st Century
Skills, 2010) can be examined as an example of how to implement 21% century skills
and needs into education.

About the teaching skills, the results signified the need for extra attention to the
following skills: providing discipline and order in the classroom, effective
assessment and evaluation of instruction and student achievement, evaluation of
instructional programs, guidance, providing feedback and motivation to students,
interdisciplinary teaching, and developing personal educational philosophy/approach.
As realized, all these skills are essential for being a teacher; and inadequate gaining
of them need to be well-thought by the teacher educators who are responsible for the
certain level of acquisition of teaching knowledge and skills. Lastly, although these
skills, together with the above mentioned ones, were more emphasized by the teacher
candidates, it should be reminded that the other teaching skills given in the TEAQ
also had low mean values than the expected in terms of preparing teacher candidates.
This finding of the study should have considerable implications for practitioners and

policy makers.

Based on the results of this study, the social aspect of faculty environment should be
enhanced physically and socially, especially for developing social skills of teacher
candidates. The administrators of the education faculties should come together and
collaborate with architectures to discuss and determine the needed social
environment to increase the opportunities for socialization. Moreover, the teacher
candidates should be offered more social activities at faculties. Lastly, technological

facilities and conditions of libraries should be revisited by teacher educators.

For improving the quality of teacher education, as also suggested by the teacher
candidates, curricula and courses should be evaluated thoroughly in terms of
preparing future teachers. Some of the necessary lessons such as research skills,
curriculum development, communication skills and diction, first-aid should be
offered to teacher candidates. Educational research should be more combined with

the lessons. On the other hand, as recommended by the teacher candidates and other
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studies as well, more time should be allocated to how to teach lessons; and realities
of classrooms and educational system should be carried more to the related lessons.
To increase the effectiveness and authenticity of lessons, case studies, simulations,
discussions, role-plays, creative dramas, video conferences with experts, school
visits, interventions, and field trips might be more part of instruction besides
lecturing. In relation to curricula and courses, the teacher candidates also mentioned
the problems on effective use of instructional technology in lessons and lack of
sufficient content-area knowledge. For the prevention of curricula-related problems,
regular staff meetings/seminars for the improvement of instruction could be held by
each faculty of education to discuss and share the educational and instructional needs
of teacher educators besides the ways on how to improve student learning. Moreover,
teacher candidates’ assessment of instructors and courses could be part of teacher
education in each semester to be used by the faculty administrators in terms of
feedback for the following educational decisions. All these suggestions should also
be taken into consideration for possible curriculum evaluation studies or reform acts

in the following years.

The general culture courses and Introduction to Educational Science course at
education faculties should be paid special attention with respect to preparing teacher
candidates for teaching. The Introduction to Educational Science lesson is the first
teaching-related course in the curricula; however, the teacher candidates reported it
as not being adequately offered. For the practical purposes, it is suggested that the
content and the instructors offering this course need to be reconsidered and evaluated
carefully, as this course might play a certain role for encouraging or discouraging
teacher candidates. The instructors offering educational courses might come together
regularly to discuss and improve the content and the activities used in lessons. The
content of education lessons might be enriched through more interactive,

communicative, and authentic activities.

This study displayed that there was a need to emphasize the practical side of teacher
education curricula. The teacher candidates criticized the teacher education for not
adequately offering practice and observation in different school environments and

with different student groups as part of the teaching-related lessons. Moreover, it is
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also found out that the practice should be continuous and integrated with the theory.
Therefore, practice should always be dependent on the theory covered throughout the

teacher education to strengthen the teaching knowledge and skills to be acquired.

One of the critical conclusions of this study is the problems with teaching practices
and school visits. As in other studies, the teacher candidates reported vital problems
with respect to the length and time of practice opportunities, quality of cooperating
schools, quality of mentor teachers, attitude of school personnel, quality and attitude
of university supervisor/instructor, feedback, and follow-up. It is a common
suggestion of such studies that continuous cooperation and coordination with
practice school might prevent the possible problems and remove the existing ones.
On the other hand, also considering the suggestions of the teacher candidates,
teaching practices should start earlier in teacher education so that teacher candidates
might get to know about teaching profession earlier and decide to retain or leave.
Moreover, the last year for school visits was expressed to be very late and
inappropriate for getting prepared for teaching. The teacher candidates had other
worries in their last year about job applications and interviews, preparation for
national exams, and following graduate degree besides their regular coursework.
Therefore, it is strongly recommended that teacher candidates should at least observe
teaching in the second semester of their education, and then the last two years of
teacher education might mostly be allocated for practicing together with education
and method courses. For the teaching practices, supervising instructors should be
carefully attained, should constantly visit schools, give more time for reflections, and
organize feedback sessions with teacher candidates before, during, and after the
school visits. To prevent possible negative attitudes towards teacher candidates,
mentor teachers and school principals at schools should be contacted from time to
time, the importance of their roles should be discussed and reminded by instructors.
Lastly, the tasks of teacher candidates are needed to be revised continually based on

the changes in the educational arena.

In the study, it was concluded that the teacher candidates were not satisfied with the
selection of practice schools and mentor teachers. For that purpose, there is a strong

need for systematic selection of practice schools. The teacher candidates need to
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have work with different mentor teachers and grade levels and in different kinds of
schools to be able to obtain diversified experiences for teaching. The supervising
instructors, who are responsible for teaching practices, should examine the previous
lists for schools visits before determining the current school, student group, and
mentor teacher. It should be reminded here that one of the classroom teacher
candidates mentioned not observing a first-grade teacher while teaching how to read
and write. When we consider that this teacher candidate will be a classroom teacher
and teach how to read and write; the gravity of the problem and criticality of urgent
precaution become more apparent for the preparation of teachers. Hence, an effective
way for the systematic selection of schools, students, and mentor teachers should be

found to make teacher candidates encounter with variety in teaching situations.

The problems and suggestions in relation to teaching staff as revealed in the study
require the specific evaluation of teachers educators in terms of having certain
competencies and characteristics to be able to work in an education faculty. One of
the striking results of this study was lack of teaching experience of some of the
teaching staff. The teacher candidates especially suggested that the instructors having
and sharing teaching experiences were very valuable for them to learn more about
their profession. They also mentioned the problems in relation to teaching skills of
the teaching staff. Hence, it might be recommended that the teaching staff at
education faculties should also be educated as part of faculty development.
Furthermore, while recruiting future instructors as teacher educators and role models,
their teaching experiences, teaching skills, and content-area knowledge should be

carefully verified.

Besides the selection of teaching staff to teacher education institutions, student
selection should also be done meticulously. As the findings revealed the current
system of student admission to teacher education had certain problems and it did not
assess attitudes and aptitudes for teaching besides personal and social skills of
students. Also, physical and psychological well-being of candidates cannot be
determined through only a multiple-choice nationwide exam. At this point, supported
by the views of teacher candidates and other studies as well, it is advocated that

ability and aptitude tests should also be applied and their results should be used for
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selection of teacher candidates. Due to the economical and practical constraints, one
to one interviews or micro-teaching might be demanding for the current conditions of
Turkey. The objectivity of such applications might also be debatable. However,
together with university entrance exam and attitude/aptitude exams, continuous
guidance starting from secondary schools, students’ files, teachers’ references and

recommendations offer better assessment of the suitability of a student for teaching.

The current model of teacher education is suggested to be renewed by the policy
makers and educational authorities according to the results obtained in this study.
Majority of teacher candidates proposed four year teacher education strengthened
with the continuous practice supported by theory and carried out in cooperation with

laboratory schools of each education faculty.
5.2.2. Implications for Further Educational Research

In this section, the implications of this specific study for future research are
presented and discussed. The aim of these implications is to be able to guide
educational researchers for their further studies on pre-service teacher education in
Turkey and suggest important points to be studied further on teacher education. The

implications are listed below.

The current study was conducted only with the teacher candidates. The assessment of
pre-service teacher education was done basically on the views of teacher candidates.
Besides teacher candidates, it is believed that the views and ideas of policy makers,
faculty members, and other teaching staff are crucial as stakeholders of teacher
education. Further studies are needed on revealing the perspectives of these groups

on the issue to have more comprehensive evaluation.

In the study, only teacher candidates in teaching departments related to elementary-
level teaching/basic education were included as the sample of the study, as general
teaching skills are more emphasized in such teaching departments. On the other
hand, views of teacher candidates from other teaching departments are also important

for the complete assessment of teacher education.
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Although this study only included teacher candidates, the views and experiences of
teachers, as graduates of teacher education faculties, are thought to be very important
for a comprehensive evaluation of the weaknesses and strengths of pre-service
teacher education. Especially newly graduated teachers should be selected by
regarding the program they were exposed to during their education and they should
be interviewed about gaining teaching skills and aspects of teacher education. The
study should focus on whether they can put their knowledge and skills into practice

in classroom environment.

The studied teaching skills comprised general teaching skills as expressed in the
literature. However, there are also teaching skills specific to teaching areas. For
instance, there are teaching skills identified only for Mathematics teachers or
Classroom teachers. There is a need for further research through which the education

of specific content area teachers is evaluated in a more detailed way.

The general adequateness of pre-service teacher education and practices in teacher
education were evaluated only based on the perceptions and views using both
questionnaire and interviews. Another way for assessment could be including
observation. Educational researchers, hence, could conduct their studies spending
more time in the faculties of education and in classes with teacher candidates and
teaching staff, to observe especially the aspects of teacher education and do follow-

up studies on graduates. It would enrich the assessment.

The study revealed problems in relation to practice schools. Teachers and school
principals in these schools were criticized by the teacher candidates. As teaching
practices are very critical for gaining teaching skills and becoming teacher, there is a
strong need to study practice schools. These schools should be visited by the
researchers and observed with respect to teachers, administrators, physical
environment, and opportunities provided for teacher candidates.

Furthermore, there is a need for additional research on each aspect of teacher
education independently. For instance, faculty environment was described as being
more adequate than other aspects, yet the study also drew attention to the prevailing

problems such as lack of social environment for teacher candidates. It is deliberated
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that the present study comprised multiple dimensions to be examined, therefore, the
teacher candidates might have focused on the problems based on their priority.

Further studies on each dimension could suggest more comprehensive results.

Further research on the selection of teacher candidates and teaching staff to
education faculties would be specifically done. Needed characteristics of teacher
candidates and effective teacher educators might be identified in a more detailed
manner through such studies. Teaching staff at education faculties should also be
required to possess certain skills and characteristics. Another comprehensive study
should be carried out on how to match practice schools, mentor teachers, and
students with teacher candidates in a more systematic way for providing variety in
teaching practice. Such studies would have valuable practical implications for

educational policy makers, faculty administrators, and practitioners.

The project on the standards and accreditation of teacher education, initiated by the
Higher Education Council, ought to be resumed along with the current educational,
social, technological, and political changes and developments on the national and
international platform. This will help the administrators of teacher education
institutions revive and self-evaluate the programs of teacher education in their own

institutions.
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Litfen ankete isminizi yazmayiniz. Cevaplariniz yalnizca arastirma kapsaminda kullanilacaktir. Bu nedenle @®@®
hersoruyu dikkatli bir sekilde okuyarak ictenlikle ve eksiksiz cevaplamanizirica ederim. ©©@@

Katiliminiz ve katkilannizicin tesekkir ederim.

Aras. Gor. Esra Eret @@@@
ODTU-Egitim Bilimleri Bélimi @@
eseret@metu.edu.tr @@@@

LUTFEN ANKETI KURSUN KALEMLE VE YUVARLAKLARIN iGi TAMAMEN DOLACAK
SEKILDE DOLDURUNUZ. ANKETI BURUSTURUP KATLAMAYINIZ.

Bu bélimde sizlere kisisel bilgilerinize il

1. Cinsiyetiniz:
@ Kiz

2. Yasimiz?
(D) 20vealt

() 21

(D Erkek
@22 @24

@ 23 @25 ve st lisans/doktora yapmayi planliyor musunuz?

3. Hayatimizin gogunlugunu gegirdiginiz bolge ?

@ Ic Anadolu @ DoguAnadolu @ Ege 14. Kayith oldugunuz béliimiiniiz Giniversite sinavinda
@ Karadeniz @ Marmara Akdeniz kaginci tercihiniz?
(7 Giiney DoguAnadolu D15 @115 (@610 (D16veusti

4. Universiteye basl dan once yas uzi siirdirdii-|15. Yeniden segme sansiniz ve yeterli puaninz olsayd:

giintiz yer? yine 6gretmenlik boliimii seger miydiniz?

(7)) Biyiiksehir (1 milyon+) Dlige (0 Evet (@ Hayrr () Emin degilim
@ Kigiik sehir @Kéy 16. Cevabiniz hayir ise, asagidakilerden hangisini
5. Mezun oldugunuzlise tiirii? segerdiniz? (Litfen tek bir secenek isaretleyiniz)
(7)) GenelLise (2) Meslekive Teknik Lise () TipFakiiltesi (2) FenEdebiyat Fak.
(3) AnadoluLLisesi (2) And. Meslekive Teknik Lise | (3) Miihendislik Fak. (2) Hukuk Fak.
(5) And.Ogretmen Lisesi (©) superLise (5) Mimarlik Fak. (©) Itisadi-idari Bilimler Fak.
(7) FenLisesi Diger (?) Dis Hekimligi Fak. (®) Giizel Sanatlar Fak.

6. Anne ve babanzin egitim durumu? @ lletisim Fak. Diger

Anne Baba

0

OREOEE
QRO

Hi¢okumamisg
llkokulmezunu
Ortaokul mezunu
Lise mezunu
Yiiksekokul mezunu
Universite mezunu
Y. Lisans/Doktora

7. Anne ve babanzinis durumu?

Anne Baba

® @
@
®
® o

0

Diizenli galisiyor
Emekli

Issiz

Ev Hanimi

8. Universitenizin adi?

(1) Dokuz Eylil Uni.
(2) sakarya Uni.

(@) selguk Uni. (®) Gazi Uni.
(®) Inoni Uni. (©) Uludag Uni.

(7) AbantizzetBaysal

9. Sinfiniz?

(D) 4.Sinif

10.Bolimiiniiz?

(1) sinif Ogretmenligi (2 Sosyal Bilgiler Ogrt.
(3) Matematik Ogrt. (@ingilizce Ogrt.

(5) Fen Bilgisi Ogrt. (®)Bilgisayar Ogrt.

(7) Tiirkge Ogrt.

@3. Sinif

11.Kayth oldugunuz program tiirii ?

(1) Birinci Ogretim

(2)lkinci Ogretim

Baliim | - KISISEL BILGILER

n sorular sorulmaktadir. Litfen size uygun secenedi isaretleyiniz.

12. Suandakigenelnotortalamaniz?

@ 1.99 ve alti (53 ve alt1) @ 3.00-3.49(77-88)

(3) 2.00-2.99(54-76) (2) 3.50 ve lizeri (89 +)
13. Egitimle/6gretmenlikle ilgili bir alanda yiiksek

@ Evet @ Hayir @ Emin degilim

17. Gekirdekailenizde 6gretmen var mi?
@ Evet @ Hayir
18. Ogretmenlik boliimiinii segmenizdeki en onemli
nedenleriniz? (Birden fazla segenekisaretleyebilirsiniz)
@ Ogretmen olmaistegim @ Cocuklarla calismak
@ Meslegin sayginligi @ Ailemin/gevremin etkisi
@ OSYMsinavi puanim @ Is bulmaimkan
@ Devlette calisma imkém Calisma kosullarinin rahathgi
19. Mezuniyet sonrasinda ne tiir bir is yapmay:
planliyorsunuz?
(1) Ogretmenlik  (2) Farkiibiris () Emin degilim
20. Ogretmenlik meslegiyle ilgili en dnemli kaygilanniz
nelerdir? (Birden fazla segenek isaretleyebilirsiniz)
@ Atanma @ Gvenlik
(@) Mesleginstatisii () Atanacagimyer (bélge, sehir..)
@ Aylik gelir @ Ogrencilerle bas etmek
@ Calisacagim okulun fiziksel kosullari
Istihdam bicimi (kadrolu, sozlesmeli..)
21. Asagidakiyerlerinden en gok hangisinde 6gretmenlik
yapmak istersiniz? (Litfen tek bir segenek isaretleyiniz)

@ Buyiksehir (1 milyon+) @Kéy
(®) Kugiik sehir (9 Farketmez
() lige/kasaba

22. Ogretmen olarak bir kurumda galistimz mi?
(dershane, etiit merkezi..)

(0 Evet

(2) Hayir

-1-
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23.Su anda kendinizi o6gretmenlik yapmaya hazir
hissediyor musunuz?

(1) Evet (@) Hayrr (3) Emin degilim

24.Sizce aldiginiz o6gretmenlik egitimi ogretmenlige
hazirlama konusunda baganlimidir?

(1) Evet (2 Hayrr (3) Emin degilim

25.Sizce aldiginiz 6gretmen egitimi 21. yizyil
ihtiyaclarina cevap vermekte midir?

29. Yasaminizda en fazla hangileriyle ilgileniyorsunuz?
(Birden fazla secenek isaretleyebilirsiniz)

@Gﬁnli}k haberler @ Spor

@ Teknoloji/bilgisayar @ Dogalcevre
() Bilim/teknik ® siyaset
(@ Mmuzik Edebiyat

30. Aldigimz 6gretmen egitiminin en biiyiik sorunlari ne-
lerleilgilidir? (Birden fazla segenek isaretieyebilirsiniz)

(1) Evet (@ Hayr (3) Emin degilim
26. Mesleginizle ilgili akademik/bilimsel yayinlar takip
ediyor musunuz?

@ Programinicerigi/dersler
@ Ogretmenlik uygulamalari
@ Ogretimelemanlarinin kalitesi

@ Evet @ Hayir @ Fakiltelere secilen adaylarin kalitesi
27.0ye oldugunuz egitimle ilgili dernek / topluluk @ Fakiiltelerin fiziksel ortami

varmi? @ Ogretmen adaylarina verilen rehberlik/destek
(7) Evet (@) Hayrr () Egitime ayrilan kaynaklar

@ Fakiilte ve MEB iligkisi

31. Ogretmen adaylari egitim fakiiltelerine nasil
secilmelidir? (Lutfen tek bir secenek isaretleyiniz)

(D) Yalnizca iiniversite sinaviile

@ Universite sinavi ve ardindan yapilacak yetenek sinaviile

() Yalnizca yetenek sinaviile

28.Tirkiye'nin su andaki durumundan (sosyal,
ekonomik, politik, kiiltiirel vb.) memnun musunuz?

Evet Hayir Emin degilim
9] (@ Hay ® eg

Cevabiniz hayir ise, nedeni asagidakilerden hangisi
ile ilgilidir? (Birden fazla secenek isaretleyebilirsiniz)

() Giivenlik (@ Kiltirel degerler (9 Orta dgretim basari puani ve lise dgretmenlerinin
(3) Ekonomik esitsizlik (@) Ig catismalartterér vereceitavsiye mektubu ile

(5) Issizlik (©) Egitim (%) Yalnizca orta égretim basan puaniile

(7) Siyaset Dis politika (€) Ogretmen liselerinden mezun olduktan sonra dogrudan
(9) Adalet sistemi Distince 6zgiirigi fakilltelere basvurarak

(7)) Saglik sistemi (2 Diger (7) Diger (yaziniz):

BOLUM II: MESLEKI YETERLIKLER

Egitim fakultesinde sunulan egitimi diisiindiigiinizde, aldiginiz egitim agagida verilen yeterlikleri kazandirma
konusundanederece yeterlidir? Litfen herbirmaddeyiigini tamamen karalayarak cevaplayiniz.

Cok yetersiz - Yetersiz - Neyetersizneyeterli - Yeterli - Cokyeterli
1 2 3 4 5

Egitim ve Ogretim

1. Farkl 6gretim yontem ve stratejileri kullanmaya @@

2. Ogrencilerin derse katilimini giidiilemeye @@@@ (2
3.  Sinifta pozitif 6grenme ortami yaratmaya @@@@ (5)
4. Ogretimde fiziksel ortamlari etkili kullanmaya @@@@ (5
5.  Ogrencilerin soru sorma ve tartisma becerilerini gelistirmeye @@@@ ()
6.  Dersleri giinliik yasamla iliskilendirmeye OO®G
7. Programi ve kaynaklan 6gretime uygun sekilde kullanmaya 00006
8.  Ogrenci diizeyine uygun ddev/sorumluluklar vermeye 00006
9. Sinifiginde diizen ve disiplin saglamaya 00006
10. Ogrenci baganisina gére 6gretimde gerekli degisiklikleri yapmaya 00006
11.  Sinif igi uygulamalara diigiinme becerilerini (yaratici, elestirel) yansitmaya 00006
12.  Ogrenme-dgretme stirecinde zamani etkili kullanmaya 00006
13. Ogretimde bilgisayar ve teknolojik araglardan yararlanmaya 00006
14. Disiplinler arasi 6gretimi sinifta uygulamaya 060006
15. Egitim-dgretimde etik konusunda bilgi sahibi olmaya 00006
16. Sinifta sesini etkili kullanmaya ololelole
17. Tiirkgeyi dogru, glizel ve etkili kullanmaya 00006
18. Beden dilini 6gretimde etkili kullanmaya OOGOG
Olgme-Degeriendirme

19. Uygun élgme araglari hazirlayarak égrenci basarisini 6igme ve degerlendirmeye olelelole
20. Alternatif 6lgme araglari kullanmaya (iiriin dosyas, gézlem...) 00006
21.  Ogrenciye diizenli geri bildirim vermeye olelelolo
22.  Ogrencilerin bireysel 63renme ihtiyaglarini belirlemeye @@@@ (5)
Planlama/Program

23. Bireysel farkliliklari dikkate alarak dersleri planlamaya 0.0/006
24. Acik ve anlasilir 6renme amaglari belirlemeye 00006

25.  Ogretim amagh ders dis! etkinlik planlamaya (alan gezisi, miize ziyareti, vb.)

=
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Cok yetersiz - Yetersiz - Neyetersizneyeterli - Yeterli - Cokyeterli
1 2 3 4 5

00006

27. DerS| pIanlarken mufredau‘an yaraﬂanmaya OQERWE)

28 OQrencllene etkili |Iet|§|m kurmaya olololole
006006

30 M&slektaslarla etkili |Iet|$|m kurmaya ololelole

32. Veli gorusmelennl yurutmeye
34. Okuldaki uzmanlaria |$ blmgl yapmaya (rehberlik, program gelistirme, vb.)

35‘ Meslegimi yurutemleceglm yeterli bilgiye sahip olmaya

37. Mesleki gellslml surdurmeye ‘ ololelole
006006

(1)(2)(3)(4)(5)

40. Ogrencﬂenn gellslm duzeylenne uygun rehberllk yapmaya (D) GXL
((2)(3)(4)(5)

2 Oyenciene i s dosmgeisimee 00000
(1)(2)(3)(4)(5)

44._Ogenciste bikis Avupa bt progerne katimya QOO0
00606

46. Idan gorevienllslen yerine getlrmeye GIQIQIOIQ

Sizce 6gretmenlik egitiminizi aldiginiz fakiilte/program asagidaki 6zellikler/boyutlar agisindan ne derece
yeterlidir? Litfen her bir maddeyi iginitamamen karalayarak cevaplayiniz.

Cok yetersiz - Yetersiz - Neyetersizneyeterli - Yeterli - Cokyeterli
1

Program ve Dersler

III]
000106

5. Tur ciiminingergoklrnivosounlrnyansinas 0000
086006

10. Yeterlx sayuda ogretmenllk gozlem ve uyguIamasn icermesi OOO®G
(D3((5)

12. Derslerde gerqek okul ortamlanmn yansrtllmasc OO IQI@
968606
14. Derslerde ogret:m teknolojllennln etkili sekilde kullaniimasi (D @ (4

15. Adaylara saglanan galcsma ortamlari [0]e]e]0]6
(DEEHDE)

17. Farkh deney|mler sunmasi (smav haznrlama veli toplantisi, vb) G) @@ 5
(2(3(4(5)

19. Deneylmh ogretmenlerle gallsma olanagl OO®E

20. Sayilan 10]6]6]0]6,
(D(2(3)(4)(5)

22. Amaca uygun ogretlm yontemleri kullanmalari (D @ ()(5)
(D((5)
24. Ogretmenllk bilgi ve becerileri OO®G

-3- DEVAMIIGINARKA SAYFAYIGEVIRINIZ.
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ﬂ
o
)
=
=

Cok yetersiz - Yetersiz - Neyetersizneyeterli - Yeterli - Cokyeterli
3

<
S
-
N
S
o

iger 7 o

8. Meslege hazirlama konusunda saglanan rehberlik OOO® )
(DGIE)

de odretn a vonelik olumlu tutus

[
Q
o,
o
o,
®
®
®
%,
®

olo[0[clo00[0/e[0
0000000060
Nolelclolclolclelc

(<)
()

Asagida 6gretmenlik meslegi ile ilgili maddeler verilmistir. Litfen her bir maddeyi igini tamame
karalayarak cevaplayiniz.
Hig Katilmiyorum - Katilmiyorum - Ne Katiliyor Ne Katilmiyorum - Katiiyorum - Tamamen Katiliyorum)

. Biran 6nce dgretmenlik yapmak igin sal aniyorum 000106
8. Ogretmenligi kendime yakistiriyorum. 0]0]0]06

10. Ogretn olma diistincesi bana cazip geliyor.

Asagidaki ders gruplan icerik olarak sizi
ogretmenlige hazirlama konusunda ne
derece yeterlidir?

Egitim fakiltesinde aldiginiz egitim,
asagidaki becerileri/6zellikleri kazandirma
konusunda ne derece yeterlidir?

Ne yeterli
fne yetersiz

Ne yeterli

ne yetersiz

. Modyackisyazarity. OO |8, snfvenetm HOOOO
. Problemgézme OOOME) |9 Rehberik
10. Kiltirlerarasiiletisime agik olma 0 8 (3)(@) @ 10.  Ogretim teknolojileri ve materyal tasarir(1) @ RWE)

ogayalevre, wyarik — (OQQO@OE) |11 Okul deneyimi (DI
2. vamuaiaesireidisinme — OOODQ
13, Yenilileriuygulama DOODE |18, Genel kit dersler 006
14.  Farkh gruplarla calisma

Size gore asadida kisaca 6zetlenen 6gretmen egitimi yaklagimlarindan hangisi 6gretmen yetistirmede uygulanabilecek en iy
yaklagimdir? (Yalnizca tek bir secenek isaretleyiniz)

@ Egitim fakiltelerinde su anda uygulanan yaklasim siirdirilmelidir.

@Adaylar egitim fakiiltelerinde 4/5 yillik egitimlerini tamamladiktan sonra 2 yil tamamen &dretmenlik uygulamalarina yoneliK
zorunlu yiiksek lisans yapmalidirlar.

@ Egitim fakdltelerinin siiresi ayni kalmalidir. Ancak her egitim fakiltesine bagh uygulama okullan olmalidir ve 63retmelik egitimi
bu okullarla siirekli isbirligi yaparak yriitiiimelidir. Gozlem ve uygulamalar birinci siniftan itibaren baslatiimalidir.

@Adaylar. egitim fakultelerinde ilk 3 yilda alan ve genel killtiir derslerini aimalidir; daha sonraki 2 yil boyunca 6gretmenlikle ilgil
derslerini siirekli okullarda uygulama yaparak tamamlamalidir.

@ Egitim fakiiltelerine alternatif Ogretmen Yetistime Enstitiileri kurulmalidir. Herhangi bir bélimde universite egitimlerin
tamamlayan adaylar alanlari dogrultusunda bu enstitiilere bagvurmalidiriar. Adaylar, bu enstitiilerde 2 yilda 6gretmenlikle ilgilij
dersleri ve 6gretmenlik uygulamalarini tamamlayarak yiiksek lisans derecesiyle 6gretmen olmalidir.

@ Diger (litfen yaziniz):

Anket bitti.
Cevaplanniz igin tesekkiirler.
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APPENDIX C
INTERVIEW SCHEDULE

OGRETMEN EGIiTiMi DEGERLENDIRME GORUSME FORMU

Tarih:
Gortigen:
Gorugulen:

Baglama - Bitis Zamant:

Degerli Ogretmen Adayi;

Bu ¢alisma, Turkiye’deki oOgretmen adaylarinin meslege baglamadan onceki egitimleri tizerine
goruslerinizi incelemek ve sizlerin de gortisleri dogrultusunda Tirkiye’deki 6gretmen egitiminin 6nemli
boyutlarini ihtiyaglara cevap verecek sekilde yeniden diizenlemek tizere yuriitiilmektedir.

Dordiincii sinif 6grencisi olarak, fakiltede almis oldugunuz egitimin 6nemli boyutlarini ve fakilte
egitiminin sizi mesleginize ne kadar hazirladigim1 degerlendirebilecek yeterli fikre sahip oldugunuz
distnuldagu igin gorigme sirasinda vereceginiz bilgiler, aktaracagimiz tecriibeler ve dustinceler bu
caligmanin amacina ulagmasi agisindan olduk¢a onemlidir. Bu aragtirma sonunda ortaya ¢ikacak
sonuglarin, ogretmen egitiminin Turkiye’nin egitim ihtiyaglarina cevap verecek sekilde yeniden ele
alinmasinda ve daha yeterli ve yetkin Ogretmenlerin yetistirilmesi ¢alismalarinda yararli olacagt
distinilmektedir.

Bu kapsamda sizinle 30-40 dakikalik bir goriigme yapilacak ve goriisme sirasinda arastirmaci tarafindan
ses kaydi alinacaktir. Goriigme, genel olarak kisisel rahatsizlik verecek sorular igermemektedir. Ancak,
gorigsme sirasinda sorulardan ya da herhangi baska bir nedenden dolay1 kendinizi rahatsiz hissederseniz
goriigmeyi yarida birakmakta serbestsiniz.

Gorigsme sonunda elde edilecek veriler yalnizca arastirma kapsaminda kullanilacak ve kimliginiz
arastirmact tarafindan gizli tutulacaktir.

Katiliminiz igin tesekkiir ederim.

Aras. Gor. Esra ERET

Orta Dogu Teknik Universitesi

Egitim Bilimleri Bolumi

Egitim Programlari ve Ogretim Anabilim Dal1
Tel: (+90312) 210 4185

eseret@metu.edu.tr
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GORUSME SORULARI )

A)

L N U A W -

10.

A)

2-

. Yaginiz?
. Dogum yeriniz?

. Mezun oldugunuz lise?

. Su andaki genel not ortalamaniz?

Kigsisel Bilgiler

. Cinsiyetiniz? O Bayan O Bay

. Universitenizin ad1?

. Bolumiiniz ve sinifiniz?

. Yeniden se¢me sansiniz olsayd: hangi tiniversite ve bolimii tercih ederdiniz?

. Ogretmenlik bolimiinii segmenizdeki en 6nemli nedenleriniz nelerdir?

Mezuniyet sonrasinda ne tiir bir ig yapmayi planliyorsunuz?

0 Ogretmenlik O Farkl1 bir is

OGRENCI SECIMI: Bu béliimde sizlere igretmen adaylarinin secimi ile ilgili sorular
sorulmaktadir.

Bildiginiz gibi su anda Tiirkiye’de 6gretmen adaylar tiniversite sinavinda aldiklarn puanlara gore egitim
fakiltelerine yerlestirilmektedir. Bu sistemin olumlu ve olumsuz yanlan tizerine diisiinceleriniz nelerdir?

Ogretmen adaylarinin bir kismi egitim fakiiltelerine Anadolu Ogretmen Liseleri'nden mezun olduktan sonra
ek puan alarak girebilmektedir. Bu sistemi nasil degerlendiriyorsunuz? Olumlu ve olumsuz yanlar nelerdir?

Ogretmen adaylar sizce 6gretmen yetistirme programlarina nasil segilmelidir? (iiniversite siavi, miilakat,
yetenek/yatkinlik sinavi, tavsiye mektubu...)

OGRETMEN EGITIMI: Bu boliimde sizlere egitim fakiiltelerinde aldigimz ogretmenlik
egitimiyle ilgili sorular yoneltilecektir.

Egitim fakiiltesinden mezun olup bir egitim kurumunda 6gretmenlik meslegine ilk adiminiz1 atiginizda,
a) en ¢ok hangi konularda daha yetkin ve bilgili hissedeceginizi diigiiniiyorsunuz?

b) en ¢ok hangi konularda zorluk yasayacaginizi/kendinizi eksik hissedeceginizi diigiiniiyorsunuz? (Okulla,
ogrencilerle, velilerle, okul idaresiyle, resmi igler ve diizenlemelerle ilgili,...)
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Aldigimiz fakilte egitimini genel olarak digiindiigiiniizde 6gretmen egitiminde “6gretmenleri meslege
hazirlama™ agisindan yasanan en bityiik problemler nelerdir?

Su anda var olan dort yillik 6gretmen egitiminin igerigini yeniden diizenleme sansiniz olsaydi neleri
degistirirdiniz/eklerdiniz/cikarirdiniz? (Dersler, hocalar, fiziksel ortam, uygulamalar...)

Sizce aldiginiz 6gretmenlik egitimi sizi farkli ortamlarda 6gretmenlik yapmaya ne derece hazirlamistir? (koy
okullari, birlestirilmis siniflar, ...)

a) Farkli 6grencilerin ihtiyaclarina cevap verecek bilgi. beceri ve yetkinliklerle ne derece donatmistir?
(engelli, ustiin zekali, kaynastirma 6grencileri, farkli irk ve kiltiirlere sahip 6grenciler...)

Asagida 21. yuizyilda bireylerin sahip olmasi gereken bilgi ve beceriler sunulmustur. Sizce bunlardan en ¢ok
hangileri Tirkiye’de egitim fakiiltelerinden mezun olan 6gretmen adaylarina yeterli 6lgiide
kazandirilmamaktadir? (Birden fazla secenegi isaretleyebilirsiniz)

Tletisim becerileri
Evrensel diisiinme becerisi
Arastirma becerileri

Medya okuryazarhig

Problem ¢6zme becerileri

Kiiltiirler arasi iletisime acgik olma
Doga ve gevreye karsi duyarlilik
Diisiinme becerileri (yaratici, elestirel)
Yenilikleri uygulayabilme becerileri
Farkl gruplarla ¢alisabilme becerileri

Bilimsel diisiinebilme yetisi
Yeni teknolojileri etkili kullanabilme
Esneklik ve uyum becerileri

OO00OO00O0O0
O0O0OO000O0

Yasam boyu 6grenme becerisi

a) Bu bilgi ve becerilerden bir 6gretmen adayina egitim fakiiltelerinde mutlaka kazandirilmasi
gerektigini diisiindiigiiniiz en énemlileri hangileridir?

9- Size gore asagida kisaca 6zetlenen 6gretmen egitimi yaklagimlarindan hangisi 6gretmen yetistirmede
uygulanabilecek en iyi yaklagimdir? Neden?

O Egitim fakiiltelerinde su anda uygulanan yaklagim siirdiiriilmelidir.

O Adaylar egitim fakiiltelerinde 4/5 yillik egitimlerini tamamladiktan sonra 2 yil tamamen
ogretmenlik uygulamalarina yénelik zorunlu yiiksek lisans yapmalidirlar.

O Egitim fakiiltelerinin siiresi ayn1 kalmalidir. Ancak her egitim fakiiltesine bagli uygulama okullar
olmalidir ve 6gretmelik egitimi bu okullarla siirekli igbirligi yaparak yuritilmelidir. Gozlem ve
uygulamalar birinci siniftan itibaren baglatilmalidir.

O Adaylar, egitim fakiiltelerinde ilk 3 yilda alan ve genel kiiltiir derslerini almalidir; daha sonraki 2 yil
boyunca 6gretmenlikle ilgili derslerini siirekli okullarda uygulama yaparak tamamlamalidir.

O Egitim fakiltelerine alternatif Ogretmen Yetistirme Enstitiileri kurulmahdir. Herhangi bir bolimde
universite egitimlerini tamamlayan adaylar alanlan dogrultusunda bu enstitiilere bagvurmalidirlar.
Adaylar, bu enstitilerde 2 yilda 6gretmenlikle ilgili dersleri ve 6gretmenlik uygulamalarini
tamamlayarak yiiksek lisans derecesiyle 6gretmen olmalidir.

O Diger (liitfen belirtiniz):

224



APPENDIX D
INFORMED CONSENT FORM

Goniilliit Katilm Formu (Informed Consent Form)

Bu caligma, arastirmaci Esra ERET tarafindan Tirkiye'deki meslek oncesi 6gretmen egitimini
degerlendirmek amaciyla doktora tez g¢aligmasi olarak yiiriitiilen betimsel bir aragtirmadir. Caligmanin, egitim
fakiilteleri tarafindan 6gretmen adaylarina meslek oncesinde sunulan dort ya da bes yillik 6gretmenlik egitimi
hakkinda 6gretmenleri meslege ne derece hazirladigiyla ilgili bilimsel veri elde edilmesi ve bu verileri alanin
iyilestirilmesi amaciyla kullanilmasi bakimindan énemli olacag: diisiiniilmektedir. Caligmaya katilim tamimiyle
goniilliiliik temelinde olmalidir. Ankette, sizden kimlik belirleyici higbir bilgi istenmemektedir. Cevaplarimiz
tamimiyle gizli tutulacak ve sadece arastirmacilar tarafindan degerlendirilecektir; elde edilecek bilgiler bilimsel
yayinlarda kullamlacaktir.

Anket, genel olarak kisisel rahatsizlik verecek sorulan igermemektedir. Ancak, katilim sirasinda
sorulardan ya da herhangi baska bir nedenden 6tiirii kendinizi rahatsiz hissederseniz cevaplama isini yarida
birakip cikmakta serbestsiniz. Boyle bir durumda anketi uygulayan kisiye, anketi tamamlamadigimzi s6ylemek
ve anketi teslim etmek yeterli olacaktir. Anket sonunda, bu caligmayla ilgili sorularimz cevaplanacaktir. Bu
caligmaya katildiginiz igin simdiden tesekkiir ederiz. Calisma hakkinda daha fazla bilgi almak i¢in aragtirmay1
yiiriiten doktora 6grencisi Esra ERET (ODTU Egitim Fakiiltesi, Tel: 210 41 85; E-posta: eseret@metu.edu.tr) ya
da tez damsmam Dog. Dr. Ahmet OK (ODTU Egitim Fakiiltesi; Tel: 210 40 43; E-posta: as@metu.edu.tr) ile

iletisim kurabilirsiniz.

Bu ¢alismaya tamamen goniillii olarak katiliyorum ve istedigim zaman anketi cevaplamay: yarida
birakap cikabilecegimi biliyorum. Verdigim bilgilerin bilimsel amach yayimlarda kullanilmasint kabul

ediyorum. (Formu doldurup imzaladiktan sonra uygulayiciya geri veriniz).

Isim Soyad Tarih Imza Alman Ders
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APPENDIX E
ADDITIONAL DESCRIPTIVE TABLES
Table 1
Descriptive Statistics on Teaching Skills (Part 1)

1 ® = &
. = — e .
55 s z S &5¢
> g g < g =z
N M SD = = Z ] =
£ A % -
1. Using different teaching methods 1836 298 1.04 8.5 24.1 34.4 27 5.9
and strategies
2. Motivating students for 1842 297 1.04 7.5 28.1 29.8 29.2 5.4
participation in lessons
3. Creating positive learning 1836 3.04 1.05 7.9 23 32.6 30.3 6.1
environment in the class
4. Using the physical environment 1830 3.01 1.06 8.5 23.8 32.3 29.1 6.2
effectively in teaching
5. Developing students' skills of 1831 3.07 1.08 8.7 21.2 313 31.6 72
asking questions and discussing
6. Relating lessons with the daily 1835 3.16 1.10 8.2 19.7 28.6 34.4 9
life
7. Using curriculum and resources 1829 3.09 1.02 6.6 213 34.5 31.3 6.3
appropriately for teaching
8. Giving 1836 324  1.07 7:2 17.9 27.6 38.3 8.9
assignments/responsibilities
appropriate for the students level
9. Providing order and discipline in 1824 3.36  1.00 4.7 15.5 28.5 422 9.2
class
10. Making changes in instruction 1829 283 1.07 111 28.5 31.8 232 5.4
based on student success
11. Reflecting thinking skills into in- 1832 299 110 102 23.6 31.1 277 7:5
class practices
12. Using time efficiently during 1835 322 98 5 18.4 33.3 36.7 6.6
teaching-learning process
13. Making use of computer and 1833 327 1.16 9.1 16.7 25.7 35.3 133
technological tools for instruction
14. Using interdisciplinary teaching 1825 2.88 1.05 10.1 25.7 35.6 23.1 54
in class
15. Having the knowledge of ethics 1821 3.18  1.06 7.1 194 30.3 34.8 8.3
in education
16. Using voice effectively in class 1825 335 1.06 5.8 15.5 28.5 38 12.2
17. Using Turkish correctly and 1829 337 1.06 5.8 14.9 27.4 39.9 11.9
effectively
18. Using body language effectively 1802 324 1.07 6.9 17.4 31.2 34 10.5

in teaching
19. Assessing and evaluating student 1826 2.82 1.15 15.6 24 29.5 24.6 6.3
success by preparing appropriate

instruments

20. Using alternative assessment 1825 281 1.18 15.8 26.4 26.6 23.8 7.4
tools (portfolio, observation...)

21. Providing regular feedback to 1825 296 1.15 12.6 23 27.3 29.8 73
students

22. Determining students' individual 1815 265 1.16 19.6 26.3 29.4 19.2 5.6
learning needs

23. Planning courses considering 1825 257 118 221 279 25.9 18.7 54
individual differences

24. Determining clear and 1828 3.05 1.07 8.5 223 31.9 30.6 6.8
understandable instructional goals

25. Planning extra-curricular 1829 252 121 256 26 25.2 17.1 6.2

activities with teaching purpose
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Table 1 (continued)
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26. Evaluating the appropriateness of 1819 274 1.02 11.7 29.7 34.6 20.6 34
instructional programs
27. Making use of curriculum at 1804 3.32  1.01 5.5 14.5 31.2 39.5 9.3
hand while planning lessons
28. Communicating with students 1820 324  1.11 8.2 17.1 27.9 36.5 10.3
effectively
29. Cooperating with the school 1809 288 1.10 117 259 31.6 24.7 6.1
administration
30. Communicating with colleagues 1818 3.12  1.08 8.4 20 30.5 33.6 7.4
effectively
31. Communicating effectively with 1817 268 1.18  20.1 254 27.1 21.6 5.8
parents
32. Conducting/organizing parent 1811 2.60 1.18 227 25.1 27.1 20.1 5
meetings
33. Helping parents to support their 1811 266 1.19 204 26.5 26 212 5.9
children
34. Cooperating with other experts in 1797 2.80 1.16 154 26.1 28.2 23.2 7.1
the school
35. Having comprehensive 1812 3.15  1.07 7 204 32.7 30.7 9:3
knowledge for teaching
36. Making self-evaluation about 1819 322 1.06 6 19.5 31.3 327 10.4
teaching
37. Continuing the professional 1816 3.19  1.07 6.7 19.3 31 33.6 9.3
development
38. Developing his/her own 1805 296 1.10 10.1 24.7 31.7 259 75
educational and instructional
philosophy
39. Working with SEN students (who 1800 277 1.16 16.6 259 28 234 6.1
need special education)
40. Providing guidance appropriate 1812 2.86 1.09 12 26.2 30.9 25.6 5.4
for students' developmental levels
41. Understanding students' 1809 3.10 1.09 8.8 20.7 29.9 33 7.6
developments (physical,
emotional, and mental)
42. Developing students' intercultural 1813 3.00 1.08 93 233 31.9 29 6.5
communication skills
43. Developing intercultural respect 1805 3.09 1.13 9.9 19.9 30.8 29.9 9.6
and understanding
44. Participating in the European 1802 235 1.16 286 30.2 22.9 14 4.3
Union projects with students
45. Teaching in different countries 1798 2.26 325 30.3 20.4 12.2 4.6
46. Carrying out administrative 1804 2.66 18.2 274 29.8 19.7 4.9
tasks/duties
47. Creating environmental 1809 3.07 1.15 11.1 20 29.3 30.1 9.5

awareness in students
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Table 2

Descriptive Statistics on Aspects of TE Faculty/Program (Part I11)

S
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N M SD E E Z. E 2
Faculty Environment
1. Physical environment 1819 2.74 1.14 17 26.2 27.2 25.1 4.5
2. Study environment (library, 1817 3.05 1.18 12.2 21.7 25.3 31.2 9.7
reading room, lab)
3. Social environment provided for 1816 257 1.14 213 274 283 18.7 42
students
4. Classroom size 1786 3.04 1.21 14.3 19.9 22 354 8.3
Program and Courses
5. Opportunity provided by the 1816 2.75 1.05 13.3 279 324 231 3.2
program to work with students at
schools
6. Sufficient content-area 1815 2.85 1.12 13.1 25.8 30.9 23.6 6.7
knowledge provided by the
program
7. Reflection of the problems and 1813 2.98 1.08 9.4 23.8 33.9 25.6 73
realities of Turkish education
8. Developing teaching knowledge 1815 2.84 1.10 12.9 25.6 31.4 244 5.6
and skills
9. Being comprehensive enough to 1818 2.84 1.04 10.3 27.6 342 23:3 4.6
include all necessary knowledge
and skills
10. Including enough number of 1814 2.73 1.13 15 29.3 28.7 209 6
teaching experience (observation,
practice)
11. Providing practice opportunities 1807 2.24 1.14 31 34.5 18.4 11.7 44
in different school environments
(village, integrated)
12. Reflection of the real 1813 242 1.09 232 33.1 25 15.8 29
school/classroom environment in
courses
13. Including educational research in 1813 271 1.12 15.7 294 28.5 21.6 49
courses
14. Effective use of instructional 1812 2.90 1.11 12.7 226 328 25.6 6.3
technology in courses
Observation and Practice
15. The work environment provided 1817 2.66 1.03 13.4 329 31.6 18.7 34
for candidates in practice schools
16. Opportunity to work with 1814 2.54 1.06 17 353 26.8 18 2.8
different teachers during practices
17. Providing different experiences 1818 2.26 1.04 25.5 38.9 22.4 10.3 29
during practices (exam
preparation, parent meeting...)
18. Opportunity to communicate with 1819 2.33 1.04 23.1 38.2 23.8 12.6 23
other stuff during practices
(principal, counselor...)
19. Working with experienced 1809 2:59 1.12 18.7 31 27.2 18.9 4.1
teachers in teaching practices
Teaching Staff/Academicians
20. Number of the instructors 1807 2.94 12.7 25:5 243 304 7.1
21. Instructors' communication with 1805 2.78 13.9 28 28.9 24.6 4.7

mentor teachers
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Table 2 (continued)
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22. Instructors' using appropriate 1810 271 1.09 14.4 25.1 33.9 22 4.6
teaching methods and techniques
23. Instructors' content area 1771 3.18 1.12 9.8 16.8 28 36.1 94
knowledge
24. Instructors' teaching knowledge 1815 3.05 1.13 11.8 18 31.9 30.3 8
and skills
25. Instructors' teaching experiences 1799 2.87 1.02 10.1 24.8 37.6 23 4.5
gained at schools
26. Communication/collaboration 1803 2.67 1.00 12.1 32.9 32.7 19.9 2.3
between faculty and practice
schools
27. Guidance provided to be prepared 1808 247 1.06 19.2 35.1 28.3 13.8 3.6
for the profession
28. Positive attitude towards teaching 1814 293 1.11 12.4 22.6 30.8 284 5.8
in the faculty
Table 3
Descriptive Statistics on 21% Century Skills (Part V)
s 4 g T %
-3 - T o : LE
~% 3 < F FZ
N M SD g = r4 2 2
1. Communication and 1800 3.04 1.02 135 22.4 32.9 32.6 4.6
cooperation skills
2. Universal thinking skills 1798 2.84 1.07 11 28.1 31.9 23.6 55
3. Research skills 1807 2.93 1.08 9.7 26 329 247 6.7
4. Scientific thinking 1800 2.86  1.06 10.3 27.3 33:1 239 5.3
5. Using new technologies 1798 2.99 1.14 11.1 23.1 30.4 26.6 8.8
effectively
6. Flexibility and adaptation 1801 3.02 1.05 9.1 21 34 30.5 5.3
Skills
7. Lifelong learning skills 1798 3.06 1.11 9.3 22.3 29.9 30.3 8.2
8. Media literacy 1799 274 1.11 14.7 28.2 312 20.2 5.8
9. Problem solving skills 1798 3.02 1.05 8.3 23 33.4 28.8 6.4
10. Openness to Intercultural 1796 2.99 1.13 11.1 22.9 30.2 297 8
Communication
11. Sensitivity towards 1801 3.13 1.09 7.9 21.5 29.4 324 8.8
nature and environment
12. Thinking skills (creative 1792 3.01 1.12 10.5 22.3 30.9 28 8.3
and critical)
13. Ability to apply 1799 3.01 1.10 9.9 229 31.2 28.4 7.6
innovations
14. Working with different 1799 3.05 1.13 10.3 21.4 31 27.8 9.4
groups
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Table 4
Descriptive Statistics on Attitude towards Teaching (Part V)
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1. Ilike teaching profession. 1807 4.09 1.00 3.3 4.9 13.7 38.8 39.8
% lhwealwsyedeamedOtbEE qoin 46 1.01 i1 183 282 22 205
a teacher.
% Tesshungis an enjoyRble 1805 392 110 44 71 206 413 266
profession.
%, Teachingis the mogt suitable 1809 379 105 92 125 252 276 255
profession for me.
S LHematingTER e 1815 369 119 3.1 46 132 385 406
children.
6. 1would chopse teaching again 1812 361 127 156 127 247 221 248
if I had a chance again.
d= W YRIECY TSGR 50011 6 1810 348 125 92 105 208 295 30.
possible.
e inr:gard ahupassumblefor  qg00  wmy 2 A 6 152 381 355
% vt eachpnderiny 1804 328 138 122 144 278 239 217
condition.
g 1813 323 127 79 83 184 373 281
teacher.
Table 5
Descriptive Statistics on Courses (Part VI)
® o
s £ o s .
EE EFe Z 5 3
-2 F < g =g
= a4 <
N M SD R z = 3
1. Content Area Courses 1799 3.01 1:13 10.6 24 26.7 31 AT
2. Methods of Teaching 1799 3.05 1.12 9.8 21.6 31.2 28.5 8.9
3. Introduction to 1797 2.89 1.11 12 2549 29.1 27.1 6.1
Educational Science
4. Educational Psychology 1803  3.09 1.1 9.2 22 278 324 8.5
5. Curriculum Planningand 1797  3.00 1.1 123 216 277 304 8
Teaching
6. Measurement and 1803 3.1 1.19 12.4 178 27.1 32.3 10.5
Evaluation
7. Turkish Education 1782 3.05 1.18 13 179 303 289 9.9
System and School
Management
8. Classroom Management 1782 3.22 1.17 10.3 16.8 26.3 34 12.5
9. Guidance 1769  3.08 1.21 13.2 183 27.1 29.6 11.8
10. Designing Instructional 1783 3.23 1.22 115 166 233 344 14.1
Technologies and
Material
11. School Experience 1747 330 1.17 9 155 279 321 15.6
12. Teaching Practice 1748 3.30 1.20 9.6 158 267 309 17
13. General Culture courses 1788 2.79 1.19 18 22.4 28.9 2335 Tl
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Correlations among the Variables in the Hierarchical Regression Analysis

Table 6
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APPENDIX F

SAMPLE CODED INTERVIEW

TRANSCIPTION AND CODING OF THE INTERVIEW_TC14

TRANSCIPTIONS_ TC14

CODING_TC14

DEMOGRAPHIC INFORMATION

Gender: Female

Age: 23

Birthplace: Izmir/Ege

Highschool: General HS

University: 9 Eyliil Uni.

Department: SST

CGPA: 3,20

Chance again? The same

The reason for teaching? e Love for teaching
e The effect of my mother

After-graduate plan: Being an academician

Female

23
[zmir/Ege
General HS
9 Eyliil Uni.
SST

3,20

The same

e Love for teaching
e The effect of my mother

Being an academician

SELECTION OF THE CANDIDATES SELECTION
1- Bildiginiz gibi su anda Tiirkiye’de 6gretmen adaylari iiniversite simavinda Selection of Students
aldiklar: puanlara gore egitim fakiiltelerine yerlestirilmektedir. Bu sistemin | Positive
olumlu ve olumsuz yanlari iizerine diisiinceleriniz nelerdir? -eliminative

Aslinda ¢ok fazla olumlu bir yani yok. Ogretmenlige gelenlerin gogunlugu 6gretmen

liselerinden sinavda ck puan alarak geliyor. Benden daha diisiik puan almis olabiliyor
ama ck puaniyla benden daha yiiksek oldugu igin buraya geliyor. O yiizden OSS nin
egitim fakiiltesine giren 6grenciyi cok fazla belirledigini séyleyemem.

-assessing knowledge
level=ranking
Negative

-not selective for TCs

2- Ogretmen adaylarmm bir kismi egitim fakiiltelerine Anadolu Ogretmen
Liseleri’nden mezun olduktan sonra ek puan alarak girebilmektedir.
Ogretmen liselerinden mezun olanlarm 6gretmenlige daha yatkm oldugunu
soyleyebilir miyiz?

Hayir... Biz daha 6nce arkadaslarla da konustuk bunu. Ogretmen lisesinden mezun
olan arkadaslarla... bize sey dediler: OSSde diisiik puan aldik, 6gretmen olmak
icinse zaten puanimiz vardi elimizde, hadi bari 6gretmen olalim.” Bakiyorum mesela
benim kendi 6gretmen lisesinden mezun arkadaslarimin da hig birisi 6gretmenlik
okumuyor. Ya mithendislik ya tip okuyor. Daha farkli bélimdeler. Ben de 6gretmen
lisesine giren 6grencilerin gergekten 6gretmen olmak igin girdiklerini
diisiinmiityorum. Sadece Ogretmen Lisesi ama Anadolu Lisesi. Yani Anadolu Lisesi
statiisiinde bir okul, o yiizden oraya gidiyorlar. Aramizda ise ¢ok biiyiik fark yok.
Aslinda biz daha iyiyiz. Ciinkii onlar isi bir yere kadar 6grenip geliyor ama bir yerden
sonra ya biz nasilsa biliyoruz diyorlar. Ama biz kesinlikle bilgiye aciz ve daha ¢ok
dgrenmeye ¢aligtyoruz. Onlar yerinde sayiyor biz daha ¢ok 6greniyoruz.

ATHS
Positive aspects
-quality education
Negative
-reasons for selecting this HS
-its success and quality
edu.
-addititional score
-stds having low success in
exam
-inequity for others
-preference of stds
-successful one preferring
other depts.
-profile of TC coming from
ATHS
-comfortable
-close to learning more
no effort

3- Ogretmen adaylari sizce gretmen yetistirme programlarma nasil
secilmelidir? (iiniversite sinavi, miilakat, yetenek/yatkinlk sinavi, tavsiye
mektubu...)

Mesela baktigimizda yani sinifa baktigimizda “bu da m1 6gretmen olacak™ dedigimiz

¢ok fazla arkadagimiz var. Sonugta 6gretmenlik bir toplum miihendisligi, biz

toplumun gelecegini sekillendirecegiz. Bir yerde sanatciyiz aslinda. Bize bir

Alternative System
-University exam

-for academic success
-Checking for ability

-“desire™ is not enough

-interviews
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hammadde veriliyor ve biz onu islemek durumundayiz. O yiizden bir sanat¢inin da
yeteneginin olmasi gerekiyor. O yiizden bizim yeteneklerimize bakilarak alinmamiz
gerekiyor. Evet, OSS bir siralama olarak olabilir. Her 6niine gelen 6gretmen
olmamali, bir siralama baz alinmali, akademik basartyr 6lgmesi igin bir baz alinabilir
ama yiizde yiiz o degildir. Ayrica bir de 6gretmen olabilecek mi yetenegine bakmak
gerekir. Istemesi bile ok 6nemli degil. Cok isteyebilir ama 6gretemez ona bakmak
gerekli.

Peki, buna sence nasil bakilmali? Ne yapilmal, test mi miilakat m1 ya da baska
bir sey?

Bence miilakat tarzinda olmali boyle bir se¢im.. bir 6gretmenin her seyden énce
konugmasi ¢ok 6nemli... Onu karsimiza alip konus bakalim demeli, ne anlatabilir
nasil anlatir ona bakmak gerekli. Sadece egitim fakiiltesinde dort bir seyler
Sgrenmiyoruz aslinda ana sinifindan itibaren bir seyler 6grenip geliyoruz buna
bakmak gerekir. Birikimin tizerine bunu koymak gerekir. Aslinda daha erken yaslarda
bakilmali, mesela ¢ocuklarin oynadiklar oyunlar onlar hakkinda ¢ok iyi ipuglar
verebilir. Ogretmenlige yatkinligi da ¢ok daha erken yaslarda belirlenebilir.
Anaokulundan itibaren gozlemle ama ¢ok iyi bir gézlemle o cocugun hangi meslegi
sececegini gorebiliriz.

-assessing aptitude and
ability
-speaking

-earlier observation of children
-total evalaution of
her/his experiences and
abilities, savings

THE FACULTY EDUCATION

THE FACULTY
EDUCATION

4- Egitim fakiiltesinden mezun olup bir egitim kurumunda 6gretmenlik
meslegine ilk adimmm attiginda,

a) en ¢ok hangi konularda daha yetkin ve bilgili hissedeceginizi diisiiniiyorsun?
Ben sinif yénetiminde daha iyiyim. Staja falan gittigimde de her iki okulda da
dgretmenler ayni seyi sylediler. “Sen 6gretmen olmugsun artik”™ dediler. Bilgi
bakimindan ¢ocuklara daha fazla sey anlatiyorum. Sadece okulda 6grendiklerimle
degil eve gidip konuyla ilgili kitaplar okuyorum ve arastirryorum.

b) en ¢ok hangi konularda zorluk yasayacagim yada kendini eksik ve yetersiz
hissedecegini diisiiniiyorsun? Ya da en ¢ok hangi konular seni tedirgin
ediyor? (Okulla, 6grencilerle, velilerle, okul idaresiyle, resmi isler ve
diizenlemelerle ilgili,...)

Giivenlik olayindan ben ¢ok korkuyorum. Aslinda gidecegimiz yerler belli. Mutlaka

dogu ya da giiney dogu Anadolu’ya gidecegiz. Benim mesela oralarda goérev yapan

arkadaglarim var. Bir tanesi bu 6gretmen evine saldirida son anda kurtulanlardan. Bir
de ben dogma biiyiime Izmirliyim ve buradan bagska bir yerde adapte olamamaktan
korkuyorum. ilk etapta ya her yerde 6gretmen olurum diyordum ama oturup isi ciddi
ciddi digiindiigiimde korkutuyor.

Effectiveness of Preparation

Effective TE/Prepared
-classroom management
-instructing more

-researching and reading books
on topics

Ineffective/not prepared
-security
-working place

5- Aldiginiz fakiilte egitimini genel olarak diisiindiigiiniizde 6gretmen
egitiminde “6gretmenleri meslege hazirlama” acisindan yasanan en biiyiik
problemler nelerdir?

Ozellikle Tip Fakiiltesi olan iiniversitelerde Egitim fakiilteleri iivey evlat bence.
Mesela biz burada baktigimiz burada fiziki olarak ¢ok yetersiz. Sinif bulamiyoruz
ders yapmak igin, kafelerde oturacak yer bulamiyoruz.. Kitiiphaneye sabahtan gidip
cantanizi koymaniz gerekir. Istediginiz yayinlari bulamazsiniz. Genel olarak benim
g6rdigiim sorunlar bu. Bir de ben egitim fakiiltelerine ¢ok fazla kadro verilmedigini
diisiiniiyorum. Kadro verilmeyince disaridan gorevlendirme ile geliyor hocalar.
Liseden bir hoca gelip derse girebiliyor. Belki gok iyi hoca olabilir ama kétii olanlar
da geliyor. Dersi anlatacak yeterli eleman yok burada.

Dersler anlaminda bir problem var mi peki?
Acikeasi burada aldigimiz her dersin gerekli oldugunu diisiinityorum. Ama tabi

Evaluation of TE

Faculty Environment
-very ineffective
-lack of enough number of
classes
-no place to socialize=in cafes
-small library=
-no place to study
-not enough sources
-lack of number of teaching staff
-instructors coming
from outside
Curricula and Courses
-all of them necessary but who
gives that lesson
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kalifiye eleman girdigi zaman. Ogretim elemani kalitesi gok 6nemli. Aldigimiz bazi
dersler var ki mesela ben o dersi bos gegti saytyorum. Higbir sey duyamadik
ogrenemedik hocadan.

Teaching practice

-going to one teacher with 10-15
students

Faculty Staff

-inadequate ones not teaching
lessons effectively

Profile of TCs

-not having the app. Personality
and appearance

6- Su anda var olan dort yillik 6gretmen egitiminin icerigini yeniden diizenleme
sansin olsaydi neleri degistirirdiniz/eklerdiniz/¢ikarirdimz? (Dersler,
hocalar, fiziksel ortam, uygulamalar...)

Staj kismi biraz daha ¢ok olabilir. Bir de miimkiin oldugunca ¢ok staj gruplarina

ayrlip gittigimiz okuldaki 6gretmene daha az daha kiigiik gruplarla gitmek. Mesela

biz hocamiza 10-15 kisi gitmek durumda kaliyoruz. Bence miimkiin olduguca daha
yakin daha kiigiik gruplarla ve daha karma okullara gidersek, daha sosyo-ekonomik
agidan o6zellikle farkl 6zelliklere sahip farkli 6grenci 6zelliklerine sahip okullara
gidersek daha etkili olacagini diisiiniiyorum.

Peki, sen su anda uygulamanin sadece dérdiincii sinifta olmasim yeterli buluyor
musun?

Tabi bizden 6nce 1. Sinifta staja gidiyorlarmig. Yani birinci sinifta neden staja gidesin
ki vani ne biliyorsun ne 6greteceksin. Diisiiniiyorum hani ikide de olmaz yani bazi
seyler yavas yavasg oturuyor. Belki iigiincii sinifin ikinci déneminden itibaren gézlem
ve uygulama beraber gidebilir. ilk iki senede dersler sonra gelebilir.

Peki hocalari nasil segerdin egitim fakiiltesine? Onlar da baz 6zelliklere sahip
olmali mi egitim fakiiltesinde ¢aliymak i¢in?

Daha 6nce de séyledim. Bilmek yetmiyor. Bildigini aktarmak gerekiyor. Bildigini
aktarabilen kisiler 6gretmenlik yaparsa daha iyi olur, daha gok sey 6grenilir. Onlar da
secilmeli bence.

Fiziksel anlamda neler yapardin?
Kitiiphaneyi gelistirirdim. Miimkiinse iki kath @i¢ kath bir kiitiiphane olmali.

Redesigning TE

Faculty Environment
-improving conditions of library
Curricula and Courses

-all of them useful

Practice Teaching

-need for more practice

-going to school in smaller
numbers

-need more variety of settings
and stds

-going to practice in 6™ semester
together with method courses
Faculty Staff

-need to have staff having ability
to teach aw well besides
knowledge

-having teaching experience
-should be selected

7- Sizce aldigmiz 6gretmenlik egitimi sizi farkh ortamlarda 6gretmenlik
yapmaya ne derece hazirlamistir? (kdy okullari, birlestirilmis smiflar, ...)
Yani bununla ilgili buna hazirlanmaya yonelik bir egitim aldin m1 burada?

Fiziksel kosullar yeterli olmayan siniflarda farkli materyaller gelistirmeyi 6grendik.

Ama birlestirilmis siniflarda egitim biz de yok sadece smif 6gretmenligi boliimlerinde

var.

Peki, bunlardan derslerde bahsediliyor mu?

Tabi bunlardan bahsediyoruz. Mesela bazi hocalarimiz Milli egitimden gelen
hocalanmiz var. Ya da bazilar1 6gretmenlik yapmis daha 6nce. Onlar bizim i¢in ¢ok
biiyiik bir sans ve onlar olay1 biliyorlar nerede ne oldugunu iyi biliyorlar ve
bildiklerini bize anlatiyorlar. Atanan arkadaslarimizla da irtibat halindeyiz. Derslerde
bahsediliyor ama disarida daha fazla bahsediliyor.

a) Farklh 6grencilerin ihtiyaclaria cevap verecek bilgi, beceri ve
yetkinliklerle ne derece donatmistir? (engelli, iistiin zekali, kaynastirma
ogrencileri, farkl irk ve kiiltiirlere sahip 6grenciler...)

Biz burada 6zel egitim dersi aldik ve hocamiz alaninda uzman bir hocaydi. Bize ¢ok
sey anlatti ok fazla kaynak verdi. O yiizden o tarz 6grencilerden korkmuyorum. Yani
basim sikigirsa o kaynaklara bagvurabilecegimi de biliyorum.

Effectiveness of Preparation

Different Conditions
-developing materials for poor
conditions
-no course on compound classes
-teaching staff coming from
schools

-telling these

-sharing experience
-talking to working friends
Special Student Needs
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8- Asagida 21. yiizyilda bireylerin sahip olmasi gereken bilgi ve beceriler
sunulmustur. Sizce bunlardan en ¢ok hangileri Tiirkiye’de egitim
fakiiltelerinden mezun olan 6gretmen adaylarmna yeterli élciide
kazandirilmamaktadir? (Birden fazla segenegi isaretleyebilirsiniz)

Aragtirma becerileri biraz eksik kaldi, ders aldik arastirma teknikleri tarzinda ama

cksik kaldi. Medya okuryazarligi bizden sonra konuldu segmeli olarak, biz alamadik,

eksik kaldi. Onun diginda yok.

a) Bu bilgi ve becerilerden bir 6gretmen adayma egitim fakiiltelerinde
mutlaka kazandirilmas: gerektigini diisiindiigiiniiz en énemlileri
hangileridir?

Tletisim becerileri
Yasam boyu 6grenme becerisi

Effectiveness of Preparation

21st Century Skills

Ineffective/not prepared
-research skills
-media literacy

Important Skills
-letisim becerileri
-Yasam boyu 6grenme becerisi

9- Size gore asagida kisaca ozetlenen 63retmen egitimi yaklasimlarindan
hangisi 6gretmen yetistirmede uygulanabilecek en iyi yaklasimdir? Neden?

Adaylar, egitim fakiiltelerinde ilk 3 yilda alan ve genel kiiltiir derslerini almalidir;
daha sonraki 2 y1l boyunca ¢gretmenlikle ilgili derslerini siirekli okullarda uygulama
yaparak tamamlamalidir

Model of TE
4- 3+2
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APPENDIX H
TURKISH SUMMARY

TURKCE OZET

HiZMET ONCESI OGRETMEN EGITIMININ OGRETMEN ADAYLARINI
MESLEGE HAZIRLAMASI BAKIMINDAN DEGERLENDIRILMESI

Giris

Toplumlarin ihtiya¢ duydugu egitimin verilmesinde Ogretmenler O6nemli bir rol
oynamaktadirlar. Ayrica, ogretmenlerin sahip olduklari bilgi, beceri ve diger
ozellikler oOgrenenlerin basarisini, dogal olarak da, toplumlarin basarisin
etkilemektedir. Ogretmenlerin sahip olmasi gereken bu beceri ve &zelliklerden alan
yazin da sik¢a sz edilmektedir (Brophy & Good, 1986; Cruicshank, Bainer &
Metcalf, 1995; Lasley, Siedentop & Yinger, 2006; MEB, 2008; TED, 2009;
Senemoglu, 2011; Tellez & Waxman, 2006). Oncelikle, dgretmenler dgrencilerin
zihinsel, duygusal, ve sosyal gelisimlerini etkileyen en giiglii etkenlerden biri olarak
gorilmektedir (Bandura, 1969). Ayni zamanda, 6gretmenler 6grencilerin 6grenme ve
basarilarindan da sorumlu tutulmaktadirlar (Darling-Hammond, 2006b). Bunlarin
yani sira profesyonel bir durus sergilemeleri, meslegi, alan1 ve simif yonetimiyle ilgili
gerekli bilgi becerilere sahip olmalari, giidiileyici, giivenilir ve esnek olmalar1 da

beklenmektedir (Cruicshank, Jenkins & Metcalf, 2009).

Ote yandan, yirmi birinci yiizyilin gerektirdigi bilgi ve beceriler dikkate alindiginda
s0z konusu beklentiler katlanmaktadir. Bu ylizyilda bir¢ok alanda goriilen yenilik ve
degisimlerin de bir sonucu olarak, teknoloji ve medyanin etkili kullanim, yaratici ve
elestirel diistinme becerileri, kiiresel farkindalik, ¢evre bilgisi ve bilinci, ekonomik
farkindalik gibi bir dizi becerilere sahip olmak oldukca 6nemli hale gelmistir. Bu
becerileri Ogrencilere kazandirabilmek i¢in 6gretmenlerin de bu becerilere sahip
olmalar1 gerekmektedir. Tiim bu Ozellikler diisiiniiliirse, akla bir takim sorular

gelmektedir: “Bu o6zellikleri 6gretmenlere nasil kazandirabiliriz?” ya da “Egitim
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fakiiltelerinde verilen hizmet Oncesi Ogretmen egitimi bu becerileri aday
Ogretmenlere yeteri kadar kazandirabilmekte midir?” Bu sorularin sorulmasi
beraberinde “6gretmen egitimi” konusunu da giindeme getirmektedir. Bu egitime
sahip olmak etkili 6gretmenlerin dzellikleri arasinda yer almaktadir (Glathorn, Jones
& Bullock, 20006), ¢iinkii egitim fakiiltelerinin sundugu egitimin adaylarinin mesleki
bilgi ve becerilerle donatilmasi bakimindan ¢ok 6nemli bir rol listlenmektedir. Bu
nedenle, yetkin ve etkili 6gretmenlerin yetistirilmesi i¢in nasil bir egitim verilmesi
gerektigi, bu egitimin verildigi kurumlarin ve insan kaynaklarinin 6zellikleri ve hali
hazirda verilen 6gretmen egitiminin kalitesi egitimciler ve arastirmacilar tarafindan

stirekli incelenmekte ve tartigilmaktadir.

Bu baglamda, Tiirkiye gibi, bu konunun tartisildig: bir¢ok iilkede kaliteli bir hizmet
Oncesi Ogretmen egitimi sunma ve gelecegin 0gretmenlerini yetistirmeye yardimci
olacak en iyi modeli olusturma yolunda g¢aligmalar yapilmaktadir. Amerika ve
Avrupa iilkeleri, son yillarda, 6gretmen egitimiyle ilgili standartlari, oncelikleri,
beklentileri ve problemleri gdzden gegirmekte ve degerlendirmektedir. Ornegin,
Amerika’da Ogretmen egitiminin akreditasyonu ile ilgili ulusal bir konsey olan
NCATE, o6gretmen egitimi verilen kurumlar i¢in daha iyi bir 6gretmenlik egitimi
verilmesine yardimci olacak standartlar sunmustur. Ogretim elemanlarmimn kalitesi,
degerlendirme sistemi, gerekli kaynaklara sahip olma ya da okul deneyimi sunma
bunlardan bazilaridir (NCATE, 2008). Yine Amerika’da 6gretmen egitimiyle ilgili
hatir1 sayilir bir akreditasyon kurumu olan INTASC, ihtiya¢ duyulan 6gretmen ve
Ogretmen egitimiyle ilgili alan bilgisi, ¢ocuk gelisimi ve O6grenme kuramlari,
degerlendirme ve planlama yapabilme bilgi ve becerileri seklinde bazi standartlar
ortaya koymaktadir (INTASC, 2011). Amerika’nin yani sira Avrupa’da yayimlanan
“Green Paper on Teacher Education” 6gretmen egitiminde reformdan bahsetmektedir
(Buchberger, Campos, Kallos ve Stephenson, 2000). Bu reform, adaylara gii¢lii bir
O0grenme ortami saglama, arastrma ve gelistirme faaliyetleri yiiriitlip aday
Ogretmenleri bu faaliyetlerin i¢ine aktif sekilde dahil etme, “yasayarak 0grenme”

saglamak i¢in okullarla ortakliklar kurma gibi fikir ve eylemleri kapsamaktadir.

Tiurkiye’de ise, Milli Egitim Bakanligi’'nin 1739 sayili Milli Egitim Temel
Kanunu’nun 43. maddesinde Ogretmenlikle ilgili su ifadeler kullanilmistir:
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“Ogretmenlik, Devletin egitim, dgretim ve bununla ilgili yonetim gérevlerini {izerine
alan 6zel bir ihtisas meslegidir.” Buna ek olarak, 6gretmen adaylariin genel kiiltiir,
ogretmenlik bilgi ve becerileri ve alan bilgisi seklinde sunulan ii¢ alanda yeterli
olmasini saglamak amaciyla Ogretmenlik mesleginin yiiksekdgretim yoluyla
edinilmesi gerektigi de 6zellikle vurgulanmaktadir (MEB, 2010a). Ayrica, yiiksek
Ogretim yoluyla verilen Ogretmen egitiminin etkililigini artirmak ve egitim
fakiiltelerini yeniden canlandirmak amaciyla Yiiksek Ogretim Kurumu (YOK)
tarafindan bir takim reform girisimlerinde bulunulmustur (YOK, 1998a). Ogretmen
egitiminin genel olarak egitim fakiiltelerinde yiiriitilmeye baglandigi 1982 yilindan
baslayarak, 6gretmen egitiminin igerigi ve programlar zaman zaman degistirilmis ya
da yeniden diizenlenmistir (Simsek ve Yildirim, 2001; YOK, 2007). En yakin
degisimler 1998 yilinda ve 2007 yilinda yapilmustir. icinde bulundugumuz giinlerde
ise, Ogretmen egitiminin yeniden yapilandirilmas: ile ilgili tartismalar devam
etmektedir. Fen Edebiyat Fakiiltesi mezunlarimin formasyon alarak o6gretmenlik
yapabilmeleri, ikinci O6gretimle Ogretmen yetistirilmesi ve egitim fakiiltelerinin
yalnizca ilkogretim 6gretmenlerini yetistirmesi giindemde olan konular arasindadir.
Ayrica diinyadaki bircok gelismenin yani sira Tirkiye’de ilkogretime baglama
yasmin disiiriilmesi, yapilandirmaci yaklasima dayali programlarin hazirlanmasi ve
uygulanmasi, 4+4+4 okul sistemine gecilmesi ve 8 yillik kesintisiz zorunlu egitimin
12 y1l kesintili hale getirilmesiyle beraber 6gretmen egitiminin de yeniden goézden

gecirilmesi gerekir duruma gelmistir.

Bu reform ve yeniden diizenleme girisimlerine karsin Tiirkiye’de 6gretmen
egitimiyle ilgili bir takim Onemli problemler ortaya konulmaktadir. Bunlardan
bazilar1 yeterli okul ve Ogretmenlik deneyimi sunulmamasi, okullar ve egitim
fakiilteleri arasindaki iligskinin yetersizligi, okullarin en 6nemli ihtiyaglarinin géz ardi
edilmesi seklinde siralanabilir (Ustiiner, 2004). Bunlarin disinda, &gretmenler
ogretmenlik egitimi alacaklari kurumlara 6gretmenlige yatkinliklarina bakilmaksizin
iilke capinda yapilan {iniversite sinavi ile segilmektedirler. Ayrica diger mesleklerle
kiyaslandiginda Ogretmenlik mesleginin siyasi erk tarafindan gereken degeri
goremedigi ve “En azindan 6gretmen olursun” deyisinin Tirkiye’de var oldugu
gozlenmektedir. Ogrenciler egitim fakiiltelerine cogunlukla bu durumun farkinda

olarak gelmektedir. Egitimleri sirasinda edindikleri 6gretmenlik deneyimi ve
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becerilerini kazanmak bakimindan hayati Onem tasiyan derslerin uygulamali
yiriitilmesi, okul gozlem ve Ogretmenlik uygulamasi ile ilgili problemler
yasanmaktadir. Aragtirmalarin da ortaya koydugu tizere bu gézlem ve uygulamalar
etkili ve yeterli sekilde yapilmamaktadir (Cakiroglu ve Cakiroglu, 2003; Ustiiner,
2004; Simsek ve Yiudirim, 2001). Ayrica Ogretmenlik egitimin verildigi
fakiiltelerdeki derslerin igerikleri, fakiiltelerin fiziksel ortamlar1 ve Ogretim
elemanlariin kalitesi de egitimciler arasinda tartisilmaktadir (Eret ve Ok, 2010;
Kavak, 2009). Bu cercevede, Ogretmen egitiminin degisen diinya ve Tirkiye
kosullarina uygun olup olmadiginin, bireylerin, toplumun ve diinyanin ihtiyag
duydugu becerilerden haberdar ve bu becerilere sahip Ogretmenler yetistirilip
yetistirilmediginin arastirilmas1 gerekmektedir. Ote yandan, bu alanda yapilan
caligmalar 6rneklem ve kapsam bakimindan sinirhidir. Ogretmen egitiminin daha iyi

degerlendirilebilmesi i¢in yeni ¢aligmalara ihtiyag¢ vardir.

Bahsedilen tiim bu nedenlerden otiirii, Tiirkiye’deki hizmet Oncesi O6gretmen
egitiminin yeniden ele alinmasi ve giliniimiiz degisen kosullarini ve 21. ylizyil
ithtiyaglarimi da g6z oniinde bulundurarak §gretmen adaylarini 6gretmenlik meslegine
ne derece hazirladiginin arastirilmasi son derece 6nemlidir. Bu kapsamda, ¢alismanin
amact Ogretmen adaylarinin bakis acisiyla Tirkiye’de meslek oOncesi Ogretmen
egitiminin 6gretmen adaylarini meslege hazirlamasi bakimimdan degerlendirmektir.
Bu amag ¢ercevesinde arastirmaya yon vermesi bakimindan 3 temel arastirma sorusu

ve bu sorulara ait alt sorular olusturulmustur:

1. Ogretmen adaylar1 Tiirkiye’deki hizmet dncesi dgretmen egitimini
a) oOgretmenlik becerilerine hazirlamasi bakimindan nasil degerlendirmektedir?
b) 21. Yiizyil becerilerini kazandirmasi bakimindan nasil degerlendirmektedir?

c) fakiilte/programin boyutlart bakimindan nasil degerlendirmektedir?

2. Ogretmen adaylarmin  aldiklar1  dgretmen  egitimiyle ilgili yaptiklari
degerlendirmeyi etkileyen/aciklayan degiskenler nelerdir?
a) Ogretmen adaylarinin dgretmenlik alanlar1 onlarin 6gretmen egitimi iizerine

yaptiklar1 degerlendirmeyi anlamli sekilde etkilemekte midir?
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b) Ogretmen adaylarinin yaptign degerlendirme iic grup degisken (kisisel
Ozellikler, ogretmenlige yonelik istek, fakiiltenin/programin 6zellikleri)

tarafindan ne dl¢ilide agiklanmaktadir?

3. Daha etkili bir hizmet 6ncesi 6gretmen egitimiyle ilgili 6gretmen adaylarinin;
a) Ogrenci se¢imi lizerine goriisleri/Onerileri nelerdir?
b) O6gretmen egitiminin genel yapisi/modeli tizerine goriisleri/onerileri nelerdir?

c) fakiilte/programin boyutlari tizerine goriisleri/onerileri nelerdir?

Calismanin Onemi

Hizla degisen bir diinyada ihtiya¢ duyulan insan giiciiniin egitilmesi ancak iyi bir
egitim almis 6gretmelerle miimkiin olabilecegi i¢in 6gretmenler her zaman toplumlar
icin 6nemli olmustur (Ayers, 1995). Bu nedenle 6gretmen egitimi ve Ogretmen
egitiminin iyilestirilmesiyle ilgili yapilacak ¢aligmalar da son derece onemlidir. Bu
calismada Ogretmen egitiminin degerlendirilmesi konusunda &grencilerin yani
ogretmen adaylarinin goriislerine bagvurulmustur. Ogretmen egitiminin kalitesinin ve
problemlerinin dogru bir sekilde arastirilmasi hususunda programin hali hazirda
“kullanicilar1” konumunda olan 6grencilerin goriiglerini almanin gerekli oldugu

diistiniilmektedir.

Ayrica 6gretmen egitimini farkli boyutlariyla degerlendiren bu galisma, 6gretmenlige
baglamak {izere olan &gretmen adaylarinin dgretmen olma konusundaki yeterlilik
diizeyleri ve aldiklart egitimin Ogretmenlik becerilerini kazandirma etkililigi
konusundaki veriler sunabilir. Bilindigi gibi giiniimiizde okul sistemi, programi ve
yapisiyla beraber bazi Onemli degisikliklere maruz kalmistir. Bu nedenle bu
degisikliklere uyum saglayabilecek gerekli bilgi ve becerilere sahip 6gretmenlere her
zamankinden daha fazla ihtiya¢ vardir. Bu c¢alisma Ogretmen adaylarmin egitim
fakiiltelerinde aldiklar1 egitimin etkililigine yonelik veri saglayabilir ve Onerilerde

bulunabilir.

Bunlarin yani sira, ¢alismanin 6gretmen egitiminde reform ve degisimin sik sik
giindeme geldigi bir donemde var olan 6gretmen egitimi programlarinin giiclii ve

zaylf yanlarinin belirlenmesi konusunda duyulan arastirma ihtiyacina cevap
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verebilecegi diisiiniilmektedir. Daha once de belirtildigi tizere, farkli zamanlarda
O0gretmen egitiminin ¢esitli boyutlarmi yenilemek amaciyla reform girisimlerinde
bulunulmustur (Simsek & Yildirim, 2001; YOK, 2007). Bu girisimlerden en giincel
olan1 2007 yilinda O&gretmen egitiminin igerigi ve yapistyla ilgili yapilan
degisikliklerdir. Bu tarz degisikliklerin Ogretmenlerin yetistirilmesini ne yonde
etkiledigine dair Yiiksek Ogretim Kurumu ya da Milli Egitim Bakanhg: gibi karar

organlarina bilgi saglamak bakimindan 6nemli olabilir.

Ogretmen egitimi alaninda tiim bu degisimler yasanirken, Milli Egitim Bakanlig:
tarafindan 6gretmen yeterlilikleri iizerine bir proje tamamlanmis ve &gretmenlerin
sahip olmasi1 gereken genel yeterlikler ve 6zel alan yeterlikleri tespit edilmistir
(MEB, 2008). Bu becerilerin 6gretmenler tarafindan sahip olma derecesiyle ilgili
Tirk Egitim Dernegi tarafindan 6gretmenleri, yoneticileri, 6grencileri ve velileri
kapsayan bir ¢alisma yapilmistir (TED, 2009), ancak dgretmen adaylarinin bu
becerilere sahip olmalar ile ilgili yapilmig kapsamli bir ¢aligma bulunmamaktadir.
Var olan ¢alismalar ya sadece bir kurumda yiiriitiilmiis ya da sadece bir 6gretmenlik
alanimi kapsamaktadir. Bu ¢alisma 6gretmen egitimini 6gretmen adaylarinin yalnizca
ulusal diizeyde degil aym1 zamanda uluslararas1 diizeyde tanimlanmis becerilerin

kazandirilmasina yonelik degerlendirmektedir.

Calismanin Orneklemi evreni temsil etmesi amaciyla farkli cografi bolgelerden
degisik basar1 diizeyine sahip 7 ayri {niversitenin egitim fakiiltelerinde 7 ayri
ogretmenlik boliimiinden 2000’den fazla son simif Ogrencisi caligmaya davet
edilmistir. Ayrica ¢alismada arastirmaci tarafindan hazirlanan nicel veri toplama
aracinin yani sira nitel veri toplama araci olan goriisme formu da kullanilmistir.
Calismada kullanilan Ogretmen Egitimi Degerlendirme Anketi (OEDA) dgretmen
egitimi lzerine ulusal ve uluslararasi alan yazin incelenerek hazirlanmistir.
Calismada yontemi tasarlanirken ele alinan bu 6zelliklerin ¢alismanin gegerligini ve

giivenirliligini arttirdig diisiiniilmektedir.

Ogretmen egitimini 6gretmen adaylarinin meslege hazirlamasi bakimindan yakindan
ele alan bu ¢aligma yalnizca problemleri ortaya koymay1 degil ayn1 zaman 6gretmen
adaylarinin bakis acisina dayali olarak 6gretmen egitimiyle ilgili alternatif yollar1 ve

Onerileri de ortaya koymasi bakimimdan 6nemlidir. Gilinlimiize kadar yapilan diger
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caligmalardan farkli olarak Ogretmen egitimi Ogretmen adaylarmi 21. Yiizyil
ihtiyaclarina hazirlamasi bakimindan da ele alimmistir. Boylece elde edilecek
bulgular 1s18inda  6gretmenlerin  yirmi birinci yiizy1l ihtiyaglarma da cevap
verebilecek sekilde hazirlanabilmeleri icin Ogretmen egitimine yonelik Oneriler

sunacak olmasi bakimindan da 6nemlidir.
Yontem
Arastirma Deseni

Bu calismada nicel ve nitel arastirma desenlerini igeren tarama modeli kullanilmastir.
Veriler evrenden segilen orneklemden aragtirmanin amacina ve modeline uygun
olarak arastirmaci tarafindan hazirlanan veri araclariyla toplanmistir. Tarama
modelinde aragtirmacinin ihtiyag¢ duydugu veriler evrenden secilen bir orneklem
grubundan toplanir (Krathwohl, 1998) ve arastirmaci katilimcilarin goriislerini almak
amaciyla ¢cogunlukla anket ya da goriisme formu gibi veri toplama araglar1 kullanir
(Creswell, 2012; Fraenkel, Wallen & Hyun, 2012). Ogretmen adaylarinin dgretmen
egitiminin kendilerini meslege hazirlamasiyla ilgili goriislerini toplamak amaciyla
temel veri toplama kaynagi olarak anket kullanilmig ve anketle toplanan verileri

desteklemesi ve zenginlestirmesi amaciyla birebir gorlismeler yapilmistir.
Evren ve Orneklem

Arastirmanin evrenini Tirkiye’de devlet lniversitelerinin Egitim Fakiiltelerinin
ilk6gretimle ilgili boliimlerinde 6grenim gormekte olan tiim son smif §gretmen
adaylart olusturmaktadir. Var olan evrenden Orneklem, kiime Orneklemesi
kullanilarak se¢ilmistir. Kiimeler, egitim fakiiltelerinin basarisi, bulundugu bolge ve
Ogrenci kapasitesi dikkate alinarak belirlenmistir. Egitim fakiiltelerinin basarisini
belirlemek amaciyla ODTU Enformatik Enstitiisii tarafindan hazirlanan URAP
(Akademi Basariya Gore Universite Siralamasi) kullanilmistir. Ayrica, arastirmaya
dahil edilen boliimler ilkdgretim kademesinde 6gretmenlik yapma durumu olan
ogretmen adaylarinmn  kayith oldugu béliimlerdir. Ogretmenlik becerilerinin
ilkdgretimde oOgretmenlik yapan oOgretmenlerde daha fazla vurgulanmasi ve

ilkogretim miifredatinda son donemde meydana gelen degisikliklerin 6gretmenlik
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becerilerini daha fazla 6n plana ¢ikarmasi goz Oniinde bulundurularak yalnizca

ilkogretimle ilgili olan 6gretmenlik boliimleri calismaya dahil edilmistir.

Calismanin 6rneklemini 1856 son sinif 6gretmen aday1 olusturmaktadir. Tablo 1°de
aragtirmaya katilan 6gretmen adaylarinin iiniversitelere ve boliimlere gore sayisal

dagilim1 verilmistir.

Tablo 1.

Arastirmaya Katilan Ogretmen Adaylarimin Sayisal Dagilim

SO SBO MO (o) [FO BOTE TO  Eksik TOP.

9 Eylil 27 59 64 37 18 19 87 1 312
Selguk 57 36 19 48 15 8 14 1 198
Gazi 55 46 38 112 29 26 46 - 352
Sakarya 45 28 41 0 33 0 29 - 176
In6nii 47 36 47 21 29 22 24 2 228
Uludag 53 19 36 38 38 68 60 1 313
AIBU 37 20 33 3B 41 46 49 1 262
Eksik 6 3 1 2 1 - 1

TOP. 327 247 279 293 204 189 310 1856*

*Boliim bazinda 7, iniversite bazinda 15 kayip veri ile beraber

Anket uygulamasinda yer alan katilimcilarin ¢ogunlugu kiz Ggrencilerden
olusmaktadir (%63,9). Ayrica yine dgrencilerin biiyiik gogunlugu Anadolu Ogretmen
Lisesi’nden (%29,6), Genel Lise ’den (%26,2) ve Anadolu Lisesi’nden (%17,6)
mezun olmustur. Ote yandan, Ogrencilerin {iniversiteye baslamadan Once
yasamlarinin ¢ogunlugunu gegcirdikleri bolgeler hemen hemen bir birine yakin bir

dagilim gostermektedir.

Ayrica anket caligmasina katilan 6gretmen adaylarindan géniillii olanlarla, boliimleri
ve cinsiyetleri de goz oniinde bulundurularak, goriismeler yapilmistir. Goriismeler
i¢in segilen 0gretmen adaylari, nitel arastirmanin 6zelligine uygun olarak arastirmaya
veri saglayabilecek olanlar arasindan amacl 6rnekleme kullanilarak secilmistir. Yedi
tiniversiteden ve farkli boliimlerden Toplam 43 o6gretmen adayr ile goriisme
yapilmistir. Bu 6grencilerden 24’1 kiz; 19’u erkek o6grencidir. Calismaya katilan
ogretmen adaylarinin ¢ogunlugu Anadolu Ogretmen Lisesi’nden (n=16) ve Genel
Liseden (n=12) gelmektedir
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Veri Toplama Araci

Calismada kullanilan Ogretmen Egitimi Degerlendirme Anketi (OEDA) ilgili alan
yazin ve konuyla ilgili var olan 6lgekler incelenerek ve madde havuzlar1 hazirlanarak
olusturulmustur. Goriigme formu ise arastirma sorularina paralel ve hazirlanan anket
dikkate alinarak gelistirilmistir. Hazirlanan anket ve goriisme formu i¢in uzman
gortsleri alinmis ve akabinde her iki veri toplama aracinin gegerlik ve glivenirligini
belirlemek amaciyla pilot calismalar yapilmustir. Pilot ¢alisma sonrasinda OEDA igin
aciklayici faktor analizi yapilmis ve anketin faktor yapisi ortaya konulmustur. Ayrica
pilot caligma hem anket hem goériisme formunda yer alan maddeler ve sorular alinan
geri bildirim kapsaminda degistirilmis ya da ¢ikarilmistir. Ya da gerekli durumlarda
yeni maddeler ve sorular eklenmistir. Yapilan pilot ¢alismalar ayn1 zamanda veri
toplama siirecinde dikkat edilmesi gereken konular hakkinda da aydinlatict olmustur.
Ornegin 6grencilerin sorular1 ne kadar siirede yanitladiklar1 ya da uygulama sirasinda
ne gibi durumlarin yasanabilecegi dnceden belirlenmistir. Veri toplama araglarinda
gerekli degisiklikler tamamlandiktan sonra araglar tekrar uzman goriisiine

sunulmustur.

Bu siiregte ODTU Uygulamali Etik Arastirma Merkezi’nden de anketin ve gdriisme
formunun etik ag¢idan uygunluguna yonelik onay alinmistir. Daha sonra ¢alismaya
maddi destek saglamak amaciyla Bilimsel Arastirmalar Koordinatorligii'ne
basvurulmus ve calisma Bilimsel Arastirma Projesi olarak desteklenmistir. Alinan
destekle beraber anket (OEDA) optik form olarak basilmistir. Optik form anketin
goriinlis gecerliligini artirmanin yani sira, uygulanabilirlik ve verilerin elektronik

ortama aktarilmasi konularinda da kolayliklar saglamistir.
Veri Toplama Siireci

Arastirma kapsaminda veriler toplam yedi ayri egitim fakiiltesinin yedi ayr
boliimiinde bizzat aragtirmaci tarafindan toplamistir. Veri toplama siireci yaklasik iki
ay sirmiistiir. Verilerin toplanmasi i¢in her bir egitim fakiiltesinde bir hafta siire
gecirilmistir.  Veri toplama siirecinde yardimci olmasi acgisindan arastirmact
tarafindan her bir egitim fakiiltesi ve her bir boliim i¢in bir plan ve zaman ¢izelgesi

hazirlanmis ve bu ¢izelgeye son smif 6grencilerinin aldiklar1 derslerle beraber bu
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dersleri veren 0gretim elemanlari/iiyeleri, derslerin giinleri ve saatleri ayr1 ayri not

edilmistir.

Anket uygulamasindan hemen Once arastirmaci bu cizelgeye gore uygulama
yapilacak fakiiltedeki ilgili 6gretim {iyeleri ile iletisime ge¢mis ve kararlastirilan giin
ve saatte smiflara giderek anket uygulamasimi gergeklestirmistir. Anketleri
Ogrencilere dagitmadan Once calismayla ilgili 6grencilere detayli aciklamalar
yapilmis ve Ogrenciler anketleri doldururken varsa sorulart yanitlanmstir.
Uygulamalar sirasinda 6grencilere gerekli durumlarda kalem ve silgi gibi malzemeler
de temin edilmistir. Anket uygulamalarindan sonra goniillii olan bir kiz ve bir erkek
Ogrenci ile ortalama 25-30 dakika siliren goriismeler yapilmistir. Bu goriismeler
goriismecilerin de izni alinarak ses kayit cihazi ile kaydedilmistir. Gorlismeler
sirasinda aragtirmaci tarafindan hazirlana goriisme formu kullanigmis; ayrica
goriigmecilere kendilerine yoneltilen sorular disinda eklemek istedikleriyle ilgili
zaman verilmigstir. Gorliigmeler giiriiltii ve benzeri etkilesimlerden uzak ders olmayan

bos dersliklerde yapilmustir.
Verilerin Analizi

Calismada nicel ve nitel olmak tizere iki tiir veri toplanmistir. Toplanan nicel veriler
SPSS 20’ye aktarildiktan sonra temizlenmistir. Ardindan 1856 kisiden toplanan son
veriler ile tekrar gecerlik ve giivenirlik caligmalar1 yapilmistir. Gegerlik i¢in faktor

analizi ve gilivenirlik i¢in Cronbach Alpha testleri uygulanmistir.

Calismanin arastirma sorular1 ve veri tiirleri temel alinarak farkli analizler
kullanilmistir. Ornegin dgretmen adaylarinin 6gretmen egtimini meslege hazirlamasi
bakimindan degerlendirmesini amaclayan ilk aragtirma sorusu kapsaminda nicel ve
nitel veriler toplanmistir. Elde edilen nicel veriler betimsel istatistik (ortalama,
standart sapma, frekans) kullanilarak analiz edilirken nitel veriler igerik analizi
yontemiyle ¢ozlimlemistir. Arastirma sorulart kapsaminda yapilan analizler asagida

Tablo 2’de verilmistir.
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Tablo 2

Verilerin Analizi

Arastirma Sorusu Kullanilan Veri Veri Analizi
1. Ogretmen adaylar1 Tiirkiye’deki Nicel Veri Betimsel Istatistik:
meslek Oncesi Ogretmen egitimini Ortalama, Standart
nasil degerlendirmektedir? Sapma, Frekans, Yiizde,
a) Ogretmenlik becerilerine
hazirlamasi Nitel Veri Icerik Analizi: Temalar
b) 21. ylizyil becerilerini ve Kodlar
kazandirmasi

c) Fakiilte/Programin
nitelikleri/6zellikleri

2. Ogretmen adaylarinin Nicel Veri Cikarmmsal Istatistik:
degerlendirmesini etkileyen -Tek Yonlii Varyans
degiskenler Analizi (ANOVA)

-Hiyerarsik Regresyon

3. Ogretmen egitimiyle gretmen Nicel Veri Betimsel Istatistik:

adaylarinin 6nerileri nelerdir? Ortalama, Standart

Sapma, Frekans, Yiizde,
a) Ogrenci Segimi
b) Ogretmen Egitiminin Modeli Nitel Veri Icerik Analizi: Temalar
¢) Ogretmen Egitiminin Boyutlari ve Kodlar

Bulgular
Katiimeilari Ozellikleri

Demografik bilgilerin yan1 sira 6gretmen adaylarindan O6gretmenlik ve kisisel
gelisimle ilgili bilgiler de toplanmistir. Bu bilgiler o6gretmen adaylarinin
ogretmenlikle ilgili profilini tanimak acgisindan &nemlidir. Oncelikle dgrenmen
adaylarmin c¢ogunlugu sectikleri 6gretmenlik boliimiinii liniversite sinavi sonrasi
yaptiklar1 tercih siralamasinda ilk bes tercihlerine yazmuslardir (%70,7). Ayrica
katilimcilarin % 45’1 6gretmenlik boliimiinii segmekten memnudurlar ve yeniden
segme sanslart olmasi durumunda yine 6gretmenlikle ilgili bir boliim sececeklerini
belirtmislerdir. Diger taraftan, 6gretmen adaylarmin %62,6’lik bir kesim yeniden
secme sanslar1 olsa 6gretmenlik segmeyeceklerini ya da bundan emin olmadiklarini
belirtmislerdir. Adaylarin %83,3’li mezuniyetten sonra O&gretmenlik yapmayi

planlamaktadir ve %67,2’si kendilerini 6gretmenlik yapmaya hazir hissettiklerini
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rapor etmislerdir. Ogretmen adaylarmi ¢ogunlugu biiyiik sehirlerde gérev yapmak
istemektedir (%28,9). Bu bilgilerin yani sira 6gretmen adaylarina 6gretmenligi segme
nedenleri ve 6gretmenlik meslegine yonelik kaygilar1 da sorulmustur. Elde edilen
bulgular 1s18inda 6gretmen adaylarinin 6gretmenlik meslegini se¢gme nedenlerinin
basinda Ogretmen olma istekleri gelmektedir. Fakat ayni zamanda O6grencilerin
tiniversite smavindan aldiklar1 puanlar da olduk¢a 6nemli bir nedenle olarak
karsimiza ¢ikmaktadir. Zira 6grencilerin %35,1°1 6gretmenligi se¢gme nedenleri sinav
puanlar1 olarak belirtmistir. Adaylarin biiyilk ¢cogunlugunun meslege yonelik en
biiyiik kaygis1 atanip atanmayacaklaridir (%84,2). Bunun yani sira atanacaklart yer
(%39,5), sozlesmeli ya da kadrolu calisma durumlari (%27,2), c¢alisacaklart okulun
fiziksel kosullar1 (%19,3) da meslege yonelik diger kaygilar arasinda yer almaktadir.
Son olarak oOgretmen adaylarinin  Ogretmenlik meslegine yonelik tutumlari
aragtirtlmistir. Bulgular, adaylarin genel olarak meslege yonelik olumlu tutum iginde
olduklarin1 gostermektedir (M = 3.64, SD = .98). Ayrica adaylarin %79,1’i gocuklara
yeni seyler Ogretmeyi sevdiklerini sdylemiglerdir (M=4.09, SD= 1.00); %78,1’i
ogretmenlik meslegini sevdiklerini belirtmistir (M = 4.06, SD = 1.01) ve %73,1’1
meslegi kendilerine uygun bulmaktadir (M = 3.92, SD=1.10).

Arastirma Sorularina iliskin Bulgular
Ogretmen Egitimin Meslege Hazirlamasi Bakimindan Degerlendirilmesi

Calismanin ilk arastirma sorusu meslek Oncesi Ogretmen egitiminin Ogretmen
adaylarin1 bir takim 6gretmenlik becerilerine ne derece hazirladigidir. Bu soruyla
ilgili anket yoluyla elde edilen bulgular egitim fakiiltesindeki 6gretmen adaylarinin
bir takim beceriler i¢in digerlerinden daha ¢ok hazirlandiklarini gostermektedir.
Ankette 6gretmen adaylar1 aldiklar1 6gretmenlik becerilerinin/egitiminin kendilerini
ogretmenlik becerilerine ne derece etkili bir sekilde hazirladig sorulmustur. Bu
becerilere hazirlamaya yonelik 6gretmenlik egitiminin yeterliligi betimsel istatistikler
kullanilarak incelenmistir. Bulgulara bakildiginda, 6gretmen adaylar1 bazi 6gretmen
becerilerinin kazandirilmasi konusunda aldiklar1 6gretmenlik egitimini digerlerine
gore daha yeterli olarak degerlendirmislerdir. Bu becerilerden en yiiksek ortalama ve
yiizdeye sahip olanlardan bazilar1 Tiirkgeyi dogru, giizel ve etkili kullanma (M =
3,37, SD = 1,06), sinif i¢inde diizen ve disiplin saglama (M = 3,36, SD = 1,00),
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smifta sesini etkili kullanma (M=3.35, SD=1,06), dersi planlarken miifredattan
yararlanma (M = 3,32, SD = 1,01), 6gretimde bilgisayar ve teknolojik araglardan
yararlanma (M = 3,27, SD = 1,16) ve 6grenci diizeyine uygun 6dev/sorumluluklar
verme (M = 3,24, SD = 1) seklinde siralanabilir.

Ogretmen adaylar1 bir takim 6gretmenlik becerilerinin kazandirilmasi konusuna ise
aldiklar1  egitimi diger becerilerin kazandirilmasina goére daha yetersiz
degerlendirmislerdir. Bu kategoride en diisiik ortalamalara sahip ve yetersizlik
konusunda en yiiksek ylizdelere sahip beceriler; farkl iilkelerde 6gretmenlik yapma
(M = 2,26, SD = 1,17), dgrencilerle Avrupa Birligi projelerine katilma (M = 2,35, SD
= 1,16), dgretim amagh miifredat dis1 etkinlikler planlama (M = 2,52, SD = 1,21),
bireysel farkliliklar1 gbz oniinde bulundurarak dersleri planlama (M = 2,57, SD =
1,18), ve veli goriismelerini planlama ve yiiriitme (M = 2,60, SD = 1,18) seklinde

belirlenmistir.

Nicel verileri desteklemek amaciyla 43 Ogretmen aday ile yapilan bireysel
goriigmelerde de ayni sorunun cevabi aranmustir. Nitel veri analiz sonuglari,
ogretmen adaylarinin genellikle 6grencileri anlama, ihtiyaclarini bilme ve onlarla
iletisim kurma (n = 30) konusunda kendilerini yeterli bulduklar tespit edilmistir.
Ayrica goriisiilen 15 6gretmen aday1 yeterli derecede alan bilgisine sahip olduklarini
belirtmigtir. Ogretim yontem ve tekniklerinin etkili bir sekilde kullamlmasi da
ogretmen adaylar1 tarafindan belirtilen beceriler arasindadir (n = 15). Bunlarin
disinda, yetersiz Olglide kazandirilan Ogretmenlik becerileriyle 1ilgili verdikleri
incelendiginde, 22 6gretmen adayimin ankette elde edilen veriden farkli olarak sinif
yonetimi ve sinif i¢inde problemli/farkli 6grencilerle bas etme konularinda egitimin
yetersiz oldugu goriilmiistiir. Yeterli sekilde kazandirilmadigi 6ne siiriilen diger bilgi
ve beceriler ise velilerle iletisim (n = 12), resmi isler, yonetmelikler ve 6gretmenin
ozlIiik haklar1 (n = 11), okul idaresiyle iletisim (n = 10), farkli kosullarda 6gretmenlik
yapma (Dogu’da bazi bolgelerde, fiziksel durumu ¢ok zayif okullarda. vs) (n = 9) ve

siifta 0gretimi yliriitme (n = 6) seklinde 6zetlenebilir.

Calismada, meslek oncesi 6gretmen egitimiyle ilgili olarak arastirilan bir diger konu
21. yy becerilerinin 6gretmen egitimi siiresince O0gretmen adaylarina ne derece

kazandirildigidir. Burada da nicel ve nitel veriler kullanilmistir. Elde edilen nicel
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bulgulara bakildiginda 6gretmen adaylarinin bu becerilerin  kazandirilmasi
konusunda aldiklar1 egitimi ne yeterli ne de yetersiz seklinde degerlendirdikleri
sOylenebilir. Bu beceriler ve becerilerin kazandirilmasinda yonelik betimsel
istatistikler incelendiginde su bulgulara ulagilmistir: En yiiksek ortalamaya sahip
yirmi birinci yiizyil becerilerinin doga ve c¢evreye kars1 duyarlbik (M = 3,13, SD =
1,09), yasam boyu 6grenme (M = 3,06, SD = 1,11), farklh gruplarla ¢calisma (M =
3,05, SD=1,13), iletisim ve isbirligi (M = 3,04, SD = 1,02), ve esneklik ve uyum
becerileridir (M = 3,02, SD = 1,05). En diisiik ortalamaya sahip beceriler ise medya
okuryazarligt (M = 2,74, SD = 1,11), evrensel diisiinme becerisi (M = 2,84, SD =
1,07), ve bilimsel diisiinebilme becerileridir (M = 2,86, SD = 1,06).

Konuyla ilgili goriisme sonuclar1 incelendiginde anket sonuglarina paralel olarak
toplam 33 6gretmen adayinin medya okuryazarlifinin yetersiz 6l¢iide kazandirildig
belirttigi gortilmistiir. Evrensel diisiinme becerinin yeteri kadar kazandirilmadigi (n
= 22) sonucu da anket sonuglariyla benzerlik gostermektedir. Bu iki becerinin
disinda arastirma becerileri (n = 20), iletisim becerileri (n = 20), farkli gruplarla
calisabilme becerilerinin (n = 17) kazandirilmasi da 6gretmen adaylarinin neredeyse
yarist tarafindan yetersiz olarak degerlendirilmistir. Bu becerilerle ve bunlarin
kazandirilmasinda o6gretim elemanlarinin tutumlartyla ilgili olarak bir 6gretmen

aday1 sunlar1 belirtmistir:

Iletisim becerileri mesela. Biz hocalarin tavrindan bizde olan1 da
kaybediyoruz. Hani kazandirmayi birakin olan da gidiyor. Yani birinci sinifta
cok hevesliydik her seye katilmaya calistyorduk ikinci sinifta dyle dersler
aldik ve dyle muamelelere maruz kaldik ki artik her seyden cekinir olduk. Iste
her seye soguk bakar olduk aman gene azar isitecegiz diye, kalmis ki kiiciik
de degiliz, ama hala azarlantyoruz. (TC26)

Ogretmen egitiminin dort farkli boyutu da ogretmen adaylar1 tarafindan
degerlendirilmistir. Bu boyutlar fakiilte ortami, program ve dersler, 6gretmenlik
uygulamalar1 ve Ogretim iiyeleridir. Caligmada, Ogretmen adaylarinin 6gretmen
egitiminin tim boyutlarin1 genel olarak adaylar1 meslege hazirlamada diisiik
yeterlilige sahip olarak degerlendirdikleri goriilmistiir (M = 2,74, SD = 0,73). Ayrica
tiim boyutlar arasinda 6gretmenlik uygulamalarinin yeterlilik bakimindan ortalamasi
en diigiiktir (M = 2.48, SD = 0,81). Program ve derslerin degerlendirilmesi (M =
2,73, SD = 0,81) 6gretmenlik uygulamalarina gore daha yiiksektir. Genel olarak
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O0gretmen adaylan fakiilte ortamin1 (M = 2,85, SD = 0,93) ve 6gretim elemanlarini
(M = 2,85, SD = 0,81) aym sekilde degerlendirmislerdir. Nicel verilere iliskin
bulgular degerlendirildiginde, 6gretmenlik egitiminin bu dort boyutunun 6gretmen
adaylarin1 meslege hazirlamasi bakimindan ¢ok yeterli olmadigi sdylenebilir. Bu
boyutlarin alt maddeleri incelendiginde fakiilte ortamu ile ilgili 6gretmen adaylarina
sunulan sosyal ortamin; program ve derslerle ilgili farkli ortamlarda pratik yapma
imkani, gercek okul/siif ortamlarinin derslere yansimasi ve yeteri kadar uygulama
icermesinin; Ogretmenlik uygulamalar1 ile ilgili olarak uygulamalarin farkhi
deneyimler sunmasi, okulda diger caligsanlarla iletisim kurma olanagi ve farkli
Ogretmenlerle calisabilmenin; Ogretim elemanlar1 ile ilgili olarak ise meslege
hazirlama konusunda sunulan rehberlik ve fakiilte-uygulama okullar1 arasinda
iletisim ve igbirligi kurulmasimin yeterlilik bakimindan en diisiik degerlendirilen

maddeler oldugu gorilmiistiir.

Nitel sonuglara bakildiginda 6gretmen egitiminin degerlendirilmesi agisindan nicel
verilerle benzerlikler oldugu ortaya ¢ikmistir. Fakiilte ortami ile ilgili toplam 9
Ogretmen aday1 sosyal ortamin §gretmen adaylarint meslege hazirlama bakimindan
yetersiz oldugunu belirtmistir. Fiziksel ortamin yeterliligi konusunda 6gretmen

adaylarindan bir tanesi sunlar1 belirtmistir:

Ozellikle Tip Fakiiltesi olan iiniversitelerde Egitim fakiilteleri iivey evlat
bence. Mesela biz burada baktigimiz burada fiziki olarak ¢ok yetersiz. Sinif
bulamiyoruz ders yapmak i¢in, kafelerde oturacak yer bulamiyoruz.
Kiitiiphaneye sabahtan gidip ¢antanizi koymaniz gerekir. Istediginiz yaymlar
bulamazsiniz. (TC14)

Ote yandan derslerle ilgili olarak belirtilen en &nemli konular, derslerin ¢ok kuramsal
olmast ve yeteri kadar pratik igermemesi (n = 17); arastirma becerileri, program
gelistirme, konugma becerileri ve diksiyon, iletisim ve ilk yardim gibi 6nemli bazi
derslerin programda yer almamast (n = 15); programda bazi derslerin ¢ok teorik, ¢ok
basit olmas1 ya da tekrar edilmesi sebebiyle gereksiz olmasi (n = 9) seklindedir.
Ayrica derslerde kullanilan yontem ve tekniklerin de geleneksel, 6gretmen merkezli
ve tekdiize oldugu belirtilmistir (n = 11). Bununla ilgili bir 6gretmen adayr sunlari

sOylemistir:
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Bir de bize su anda uygulanan yontemler yapilandirmaci degil. Biz hala eski
ezberci yontemle dersler goriiyoruz. Gergekten hala daha biz pasif
durumdayiz ve aldigim derslerde hep hocanin seyi (kontrolii) altinda. Hoca
anlatir biz dinleriz. (TC1)
Program konusunda ortaya ¢ikan yetersizliklere paralel olarak, Ogretmen
uygulamalari ile ilgili en biiyiik problemler uygulamalarin 6gretmen, 6grenci ve okul
bakimindan g¢esitlilik sunmamasi (n = 21) ve yeteri kadar uygulama imkani
sunmamasidir (n = 14). Bunlarin diginda uygulamalarin yalnizca son donemlerde yer
almast (n = 16), uygulama okullarindaki hocalar, yoneticiler ve kosullarla ilgili
problemler yasanmast (n = 16), uygulamalarla ilgili yonlendirme yapilmamasi ve
uygulamalarin yeteri kadar degerlendirilmemesi ve takip edilmemesi (n=8) de
O0gretmen egitiminin adaylarin1 hazirlamast bakimindan yeterliligini etkileyen
konular arasinda belirtilmistir. Ogretmenlik uygulamalar1 sirasinda okullarda

yasanan problemlere iliskin bir 6gretmen adayinin goriisleri su sekildedir:

Yani ben sadece bir donem boyunca ayni 6gretmeni gérdiim. Hepsinde ayni
gozlem ve hep ayni seyleri yapiyor zaten. Ama ben yine sansliyim. Hoca yine
bir seyler yapiyor. Yani sdyle de var bir donem buyunca hi¢ ders anlatmayan
sadece derste “acin kitaplarinizi KDSS’ye ¢alisin” diyen 6gretmenler var ve
benim arkadaslarim dyle 6gretmenlere gidiyor. Iste ne yapiyorsunuz stajda
diyorum “gdzlem yapacagiz ama iste zaten hoca birakiyor biz de oturup test
coziiyoruz” mesela. Simdi bunun neresi staj neresi gozlem neresi uygulama.
Higbir sey olmadi. Bir ise yaramadi. O zaman, zaman kayb1 oluyor. (TC5)

Son olarak, Ogretim elemanlarinin  6gretmenlige hazirlama  bakimindan
yeterliliklerine iligkin goriisleri soruldugunda Ogretmen adaylar1 yine bazi
problemlerden bahsetmislerdir. En ¢ok bahsedilen konulardan bazilar1 6gretim
elemanlarmin derslerde kullandiklar1 yontem ve tekniklerin yetersizligi (n = 25),
Ogretim elemanlarin dgretmenlige ve 6gretmen adaylarina karsi olumsuz bir tutum
icinde olmalar1 (n = 10), 6gretmen adaylarini 6gretmenlik konusunda yeteri kadar

yonlendirmemeleri ve takip etmemeleri (n = 9) ve alanlarinda yetersiz olmalaridir (n

= 0).

253



Ogretmen  Adaylarimin Ogretmen  Egitiminin Yeterliligine  Iliskin

Degerlendirmelerini Etkileyen Degiskenler

Ogretmen adaylarinin  6gretmen egitiminin meslege hazirlamas1  konusunda
yeterliligine iliskin gorislerinin  6gretmen adaylarimin okuduklart 6gretmenlik
bolimlerine gore degisip degismedigini incelemek i¢in Tek Yonli Varyans Analizi
kullanilmistir. Bu analizlerin sayiltilar1 test edilirken “varyansin homojenligi”
sayiltist karsilanmadigr i¢in analizde kullanilacak alfa degeri, ,05’den ,025° e
diisiiriilmistiir. Analiz sonuglari, 6gretmen adaylarinin boliimlerinin onlart 6gretmen
egitimiyle ilgili gorlislerini anlamli sekilde etkiledigini gostermistir, F (6, 1831) =
13.54, p=.00, 7°=.04.

Calismada varyans analizinin devaminda Scheffe testi yapilarak anlamli farkliliklarin
hangi béliimler arasinda oldugu tespit edilmistir. Bu durumda, Ingilizce
Ogretmenliginde O6grenim goren Ogretmen adaylarinin 6gretmen egitiminin
yeterliligini Ilkogretim Matematik, Tiirkce ve Sosyal Bilgiler &gretmenligi
boliimiinde O6grenim goren Ogretmen adaylarindan anlamli olarak daha olumlu
degerlendirdikleri goriilmiistiir. Ayrica Sif Ogretmenliginde okuyan Ogretmen
adaylar1 da benzer sekilde 6gretmen egitimini Matematik, Tiirk¢e ve Sosyal Bilgiler

ogretmenliginde okuyan 6gretmen adaylarina gore daha yeterli degerlendirmislerdir.

Calismanin ikinci arastirma sorusunun ikinci alt sorusunda ti¢ ayr1 grup degiskenin
Ogretmen egitiminin yeterliligiyle olan iligkilerini belirlemek ic¢in Hiyerarsik
Regresyon Analizi yapimustir. Ug ayrt grup icinde demografik o6zellikler,
ogretmenlige iligkin yaklasim ve Ogretmen egitiminin boyutlar1 yer almaktadir.
Analizden oOnce tiim sayiltilar kontrol edilmis ve her hangi bir sayiltinin ihlal

edilmedigi belirlenmistir. Regresyon analizinin sonuglar1 Tablo 3’de verilmistir.
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Tablo 3

Hiyerarsik Regresyon Analizinin Sonucu

B SEB B sr R R® AF
Model 1 A2 .02 9.23*
Cinsiyet -17 04 -11 -11%
Lise -.09 .04 -06  -.05*
doeg;:;?“nf?hk 02 05 -01 -01
Model 2 29 .09 22.78*
Lisansiistii plani -02 04 -01 -01
Ogretmenlikle ilgili
memnuniyet -06 .04 -04 -03
Mesleki plan .07 05 .04 .04
Hazirbulunusluk -.20 .04 -.13 -.12*
Yaynlari takip -14 04 -10 -.09*
Tutum 10 02 14 10
Model 3 76 58  511.94*
Fakiilte ortami -04 .02 -05 -04*
Program/dersler 43 .03 49 .26*
l?f;ﬁn;ggk 09 02 10 07*
Ogretim elemanlar .20 .02 .23 14*
*p<.05

Tabloda goriildiigii gibi, ic model arasindan 6gretmen adaylarinin goriislerine dayali
olarak Ogretmen egitiminin yeterliligini en fazla aciklayan model 6gretmen
egitiminin dort farkli boyutunu igeren Model 3’tiir, F (13, 1762) = 185,12, p=.00. Bu
modelde belirleme katsayisi (R2) 0,09°dan 0,58’e yiikselmistir. Ayrica tiim
degiskenler ayr1 ayr1 O0gretmen egitiminin degerlendirilmesi ile anlamli olarak
iligkilidir; ancak en cok iliskili olan iki boyut program ve dersler ile Ogretim
elemanlaridir. Bu modeldeki degiskenler disinda, 0gretmen adaylarmin cinsiyeti,
geldikleri lise tiirli, 6gretmenlige hazir olma durumlari, mesleki yayinlar takip
etmeleri ve 0gretmenlige iliskin tutumlar1 da belli bir 6lgiide 6gretmen egitiminin
meslege hazirlama bakimindan yeterliligini degerlendirmede etkili goriilen

degiskenlerdir.
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Ogretmen Egitimiyle Ilgili Ogretmen Adaylarinin Goriis ve Onerileri

Bu ¢alismanin iigiincii astirma sorusu daha etkili bir 6gretmen egitimiyle ilgili
alternatifler iizerine 6gretmen adaylarinin goriislerinin ne oldugunu saptamaktir. Elde
edilen nicel ve nitel bulgular 6grenci se¢imi, alternatif model ve 6gretmen egitiminin
farkli boyutlar1 altinda toplanmaktadir. Ogretmen adaylarmin 6grenci secimine
iliskin onerdikleri alternatifin “{iniversite sinavi ile beraber yetenek smavi” oldugu

tespit edilmistir (% 73,9). Ayrica yine nicel ve nitel bulgulara gore, 6gretmen

58,7):

Egitim fakiiltelerinin siiresi aym1 kalmalidir. Ancak her egitim fakiiltesine
bagli uygulama okullar1 olmalidir ve 6gretmenlik egitimi bu okullarla stirekli
isbirligi yaparak yiritiilmelidir. Go6zlem ve uygulamalar birinci siniftan
itibaren baslatilmalidir.

Calismada, 6grenci se¢imi ve dgretmen egitimi modeli diginda, 6gretmen adaylarinin
Ogretmen egitiminin farkli boyutlarina dair alternatif 6nerileri de goriismeler yoluyla
aragtirllmigtir. Ogretmen egitiminin boyutlariyla ilgili ortaya konulan &neriler, ilk
arastirma sorusunda yine 0gretmen adaylari tarafindan bu boyutlara iligkin belirtilen
problemlere cevap niteligi tasimaktadir. Fakiilte ortamiyla ilgili 6gretmen adaylarinin
onerdigi alternatifler 6gretmen adaylarin sosyal olarak da gelisimi i¢in daha fazla
sosyal ortamin ve sosyal aktivitelerin olmasi, alaninda uzmanlasmis daha fazla
ogretim elemaninin olmasi, fakiiltelerde otantik 6grenme ortamlarinin yaratilmasi,
materyallerin ve fiziksel ortamin gelistirilmesidir. Fakiilte ortamiyla ilgili bir

Ogretmen aday1 goriisiinii s0yle belirtmistir:

...mesela miihendisler nasil laboratuvarda deney yapiyorsa (Oyle
olmali)....biz hep ayni sinifta giriyoruz derslere ve zaten gérmiigsiintizdiir ¢ok
kiiciik (smiflar). O tarz seyler (ortamlar) olsa ve gidip o ortamda anlatsan
dersi. Yani staji da gectim. Universite mesela hayat bilgisi dersini o smifta
alsan. Hayat bilgisi sinifinda. Ona girdigini bilsen. Yani yoksa her giin ayni
siiftasin.  Zaten smifta olan tek sey projeksiyon o da ne kadar
kullanirsan...(TC13)

Ote yandan, program ve dersler konusunda dgretmen adaylarinin goriisleri derslerin
daha fazla uygulama igermesi ve derslerde otantik 6grenme ortamlarinin sunulmasi

(n=11); programa konusma, iletisim, diksiyon, program degerlendirme, arastirma
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becerileri ya da ilk yardim gibi 6gretmen egitimi acisindan 6nemli bazi derslerin
eklenmesi (n=9); derslerde farkli, giincel ve O6grenci merkezli 6gretim yontem ve
tekniklerinin kullanilmasi (n=8); c¢ok teorik ve ileri seviyede 6gretmenlikte ihtiyag
duyulmayacak bazi derslerin programdan ¢ikarilmast (n=6); 6gretim yontemleri ve
ogretmenlik becerilerinin kazandirilmasiyla ilgili derslere daha fazla yer verilmesi

(n=6) seklindedir.

Ogretmenlik uygulamalar1 hakkinda dgretmen adaylar1 yine bir takim ortak goriisler
ortaya koymuslardir. Ogretmen adaylarindan 13 tanesi stajlarin birinci smiftan
itibaren baslamasi gerektigini, 12 tanesi ise {igiincii ya da dordiincii siniftan itibaren
baglamast gerektigini sdylemislerdir. Ayrica Ogretmen adaylart 6gretmenlik
uygulamalarina daha fazla zaman ayrilmasi gerektigini (n=17), uygulamalarin ilk
yildan itibaren kesintisiz bir sekilde devam etmesini (n=10), uygulamalarda farklh
O0gretmen ve Ogrencilerle farkli okul ortamlarinda calisma olanaginin sunulmasini
(n=10) ve uygulamalarin 6gretim yedntemleri dersleri ile beraber alinmasimni (n=7)
onermislerdir. Ogretmen adaylar1, gretmen egitimini kendilerini meslege hazirlama
konusunda 1iyilestirmek i¢in, son olarak O6gretim elemanlar: ile ilgili Onerilerde
bulunmuglardir. Bu oOnerilerin en basinda Ogretim elemanlarmin 6gretmenlik
deneyimine sahip olmasi ve bu deneyimi siifta 6gretmen adaylari ile paylasmasi

gelmektedir. Bu konuda 6gretmen adaylarindan biri sunlari dile getirmistir:

Bu sekilde hocalara ihtiyacimiz var bizim. Ama bazi hocalar sadece teori.
Ogretmenlikle ilgili anilar olunca herkes daha ¢ok dikkatli dinliyor. Mesela
Tiirk egitim sistemi hocamiz kdy enstitiisiinden mezun bir 6gretmeni getirdi
siifimiza: O kadar giizel ki birebir onlarin agzindan dinlemek deneyimlerini.
O anlattikga 6gretmen olmak istiyorsun. Bu tarz seyler gercekten lazim.
Insanin 6gretmen olmayi istemesi i¢in lazim. (TC43)
Yukaridaki alintida da goriildiigli gibi 6gretmen adaylarmin diger bir Onerisi de
Ogretim elemanlarinin dgretmenlikle ilgili ve Ogretmen adaylarina yonelik daha
olumlu bir yaklasim sergilemeleri ve onlarnn gerektiginde destekleyip
yonlendirmeleridir (n=8). Bunlarin disinda 6gretim elemanlarinin  6gretmenlik
becerilerine daha fazla sahip olmalart gerektigi (n=6), derslerinde Ogretim
teknolojilerine daha fazla yer vermeleri (n=5) ve farkli 6gretim ve degerlendirme

yontemleri kullanmalar1 (n=5) ve 6gretmen olma konusunda adaylara her konuda

model olmalar gerektigi de (n=4) belirtilmistir.
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Tartisma ve Oneriler

Aragtirmada, Tiirkiye’de meslek oncesi 0gretmen egitiminin Ogretmen adaylarini
meslege hazirlamasi agisindan Ogretmen adaylarinin goriislerine dayali olarak
degerlendirilmesi amaglanmigtir. Arastirma kapsaminda elde edilen nicel ve nitel
bulgular incelendiginde 6gretmen adaylarinin egitim fakiiltelerinde aldiklar1 egitim
stiresince Ogretmenlikle ilgili baz1 bilgi ve becerileri yeterli 6l¢iide kazanamadiklari
gorilmistiir. Ayrica 6gretmenleri meslege hazirlama konusunda 6gretmen egitiminin
boyutlartyla ilgili bir takim problemler oldugu da arastirmanin bulgular1 arasindadir.
Bunlarin disinda g¢aligmada o6gretmen adaylarinin 6gretmen egitiminin yeterligi
konusunda gortslerini etkileyen, oOzellikle Ogretmen egitiminin boyutlarinin
yeterliligi gibi, bir takim degiskenler de tespit edilmistir. Son olarak da 6gretmen
adaylarinin su anda var olan Ogretmen yetistirme sisteminin bir takim boyutlarini
iyilestirmeye iligkin Onerileri belirlenmistir. Elde edilen 6nemli bulgular bu boliimde
tartisilmis ve hem aragtirmaya hem de uygulamaya yonelik bir takim Onerilerde

bulunulmustur.

Oncelikle bilindigi gibi dgretmenlerin dgretmenlik egitimleri boyunca bir takim
mesleki becerileri kazanmalar1 beklenmektedir (Cruicshank, Jenkins, & Metcalf,
2009), clinkii 6gretmenler 6grencilerin 6grenmelerinden ve basarilarindan sorumlu
kigilerdir (Darling-Hammond, 2006b). Oysa bu c¢aligmada 6gretmen egitiminin bir
takim becerileri 0gretmen adaylarina kazandirma konusunda o6gretmen adaylari
tarafindan yeterli olarak degerlendirilmedigi ortaya ¢ikmistir. Ornedin 6gretmen
adaylarima anket yoluyla Ogretmen egitiminin belirtilen 6gretmenlik becerilerini
kendilerine kazandirma konusunda ne derece yeterli oldugu sorulmus ve besli dlgek
kullanilarak bunu cok yetersiz ile ¢ok yeterli arasinda ifade etmeleri beklenmistir.
Ogretmen adaylar tiim becerileri 2.26 ile 3.37 ortalama degerleri arasinda ifade
etmiglerdir. Ayrica bire bir goriismelerde de 6gretmen adaylari, her ne kadar bazi
becerileri kazanma konusunda kendilerini yeterli hissetseler de bazi becerilerin
oldukga eksik kaldigin1 ve 6gretmen egitiminin boyutlarinin bazi problemlere sahip
oldugunu ifade etmislerdir. Bu becerileri ve problemleri tartismadan evvel alan
yazinda bu c¢alismaya benzer bir takim c¢aligmalarin nasil sonuglandigini bakmakta

fayda vardir.
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Bu calismalardan en yakin tarihli olan Senemoglu (2011) tarafindan yapilmistir,
ancak Senemoglu bu ¢alismadan farkli olarak yalnizca sinif 6gretmenligi boliimiinde
okuyan son smif Ogrencilerinin Ogretmenlige ne derece hazir olduklarini
arastirmistir. Bu c¢alisma ile karsilastirildiginda sonuglar arasinda bir takim benzerlik
ve farkliliklar bulunmaktadir. Oncelikle Senemoglu’nun ¢alismasinda Ogretmen
adaylar1 6gretmen becerilerini biiyiik 6l¢lide kazandiklarini ifade etmislerdir. Fakat
O0gretmen adaylar1 calismanin agik uglu kisminda programla ilgili bazi problemleri de
ifade etmislerdir. Ote yandan, bu ¢alismanin sonuclarina paralel olarak Mehmetlioglu
(2010) da, Matematik 6gretmenliginde 6grenim goren son sinif 6gretmen adaylarinin
ogretmenlik becerilerini kazanma konusunda kendilerini yeteri kadar hazir
hissetmediklerini fakat bazi becerileri digerlerine gore daha iyi kazandiklarim
sonucuna ulagsmistir. Tiirk Egitim Dernegi ise Milli Egitim Bakanligi tarafindan
belirlenen genel Ogretmenlik yeterliklerine hali hazirda ¢alisan Ogretmenlerin ne
derece hazir olduklarini belirlemek igin bir c¢alisma yapmistir (TED, 2009).
Orneklem grubu farkli da olsa sonuglar bu ¢alisma ile benzerlik gostermektedir,
clinkii calismada 6gretmenlerin de MEB tarafindan 6nemli olarak belirtilen bazi
ogretmenlik yeterliklerine yeteri kadar sahip olmadiklar1 ortaya ¢ikmistir. Tim bu
sonuclar birlikte ele alindiginda Tirkiye’de Ogretmen egitiminin Ogretmenleri
yetistirme ve onlara gerekli 6gretmenlik bilgi ve becerilerini kazandirma konusunda

ele alinmasi gereken sikintilart oldugu sdylenebilir.

Bulgular daha ayritili incelendiginde, ogretmenlik becerileriyle 1ilgili olarak
ozellikle 6gretmen adaylarinda kiiltiirler arasi iletisimi de gelistirerek farkl iilkelerde
ogretmenlik yapmaya iliskin daha fazla bilgi ve beceri programlarin igerigine
konulmalidir. Ayrica 6gretmen adaylarinin velilerle iletisim kurma, veli goriismeleri
yiirlitme ve velilerle ortak calisma konularinda daha fazla pratige ihtiyac¢ vardir. Bu
konuyla ilgili alan yazinda benzer sonuglara ulasilmistir ve velilerle iletisimi
gelistirmenin 6gretmen egitimi i¢in oldukca dnemli oldugu vurgulanmistir (Dotger,
Harris & Hansel, 2008; Mehdinezhad, 2008). Ozellikle staj okullarinda bu tarz
deneyimlerin Ggrencilere sunulmasi gerekmektedir. Her ne kadar Ogrenciler
goriismelerde Ogrencilerle iletisim ve onlar1 anlama konularinda yeterli bilgi ve
beceriyle donatildiklarini sdyleseler de nicel bulgulara bakildiginda adaylarin

bireysel farkliliklar1 g6z 6niinde bulundurarak dersleri planlama konusunda aldiklar
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egitimi yetersiz olarak degerlendirme egiliminde olduklari goriilmektedir. Bu
durumda yapilmasi gereken ise aktarilan 6grenci 6zelliklerine ve iletisime yonelik
bilgilerin pratik ile biitiinlestirilmesi ve ayrica bu bilgilerden 6gretimi planlama ve
yirlitme konularinda nasil yararlanilacagina dair 6gretmen adaylarina daha fazla
bilgi ve beceri sunmaktir. Bunlarin disinda 6gretmen adaylarimin 6zelikle 6zel egitim
ve kaynastirma Ogrencileriyle ¢alisabilme konusunda daha fazla bilgi ve beceriye
ihtiyaclar1 oldugu bu caligmada ortaya ¢ikan bir bulgudur. Son donemlerde 6gretmen
egitimi programi icine Ozel Egitim ve Kaynastirma gibi derslerin konulmasina
ragmen (YOK, 2007), 6gretmen adaylar1 aldiklar egitimin bu konuda bazi diger
derslerde de oldugu gibi yetersiz ve kuramsal kaldigmi ifade etmislerdir.
Kaynastirmanin basariyla gergceklesmesi i¢in 6gretmeninin roliinlin tartismasiz ¢ok
onemli oldugu bilinen bir gergektir (Avramidas & Norwich, 2002; Rakap &
Kaczmarek, 2010) ve bu nedenle 6gretmen adaylarina ders programlarinda sunulan
derslerin iceriklerinin yeniden gdzden gecirilmesi ve daha interaktif yontem ve
tekniklerle zenginlestirilmesi gerekmektedir. Bunlarin disinda, ¢alismada 6gretmen
adaylarimin 6gretmeninin diger yasal gorevleri ve haklari, okulda disiplinler arasi
caligmalar yapma ve sinifta disiplin saglayabilme konularinda da yeteri kadar hazir
olmadiklari tespit edilmistir. Programda 6gretmenin 6gretim disindaki gorevlerine ve

sorumluluklarina biraz daha vurgu yapmak gerekmektedir.

Ayrica 21. yiizyll becerilerinin derslerin igeriginde veya ayri dersler olarak
ogrencilere kazandirilmas1 gerekmektedir. Ciinkii sonuglara bakildiginda 6zellikle
giinimiizde ¢ok vurgulanan ve okullarda 6grencilere ders seklinde verilen medya
okuryazarlig1 gibi becerilerin 6gretmen adaylarina kazandirilmadigr goriilmektedir.
Bu bulgu hem nitel hem de nicel verileriyle dogrulanmaktadir. Medya
okuryazarligiyla beraber evrensel diisiinme becerisinin, bilimsel diisiinebilmenin ve
arastirma becerilerinin de oOgretmen egitimi boyunca daha fazla vurgulanmasi

gerekmektedir.

Ik arastirma sorusunun bir pargasi olarak, yukarida belirtilen becerilerin
kazandirilmasi ile ilgili yasanan sikintilarin kaynagina ulasabilmek gerekgesiyle
caligmada Ogretmen adaylarinin Ogretmen egitiminin 6nemli dort boyutunu da

degerlendirmeleri istenmistir. Bu boyutlarla ilgili ortaya ¢ikan problem su sekilde
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ozetlenebilir. Ogretmen egitiminin verildigi fakiiltelerde 6gretmen adaylarmin
sosyallesmesini saglayacak ortamlar yetersizdir. Program ve derslerde ¢ok fazla
uygulamaya yer verilmemektedir ve ger¢ek egitim ortamlar1 yeteri kadar
yansitilmamaktadir. Programda bazi dersler 6gretmen adaylarina gore oldukca agir
ya da oldukga basittir ve iletisim, program gelistirme ya da arastirma gibi bazi1 dersler
gerekli oldugu halde programda yer almamaktadir. Ogretmenlik uygulamalarinda
Ozellikle staj okullarinin kalitesi, 0gretmenler ve yoneticilerle ilgili bir takim
problemler 6n plana ¢ikmaktadir. Uygulamalarin programin son senelerinde yer
almasi, yeteri kadar uygulama imkani olmamasi, uygulama oncesinde, sirasinda ve
sonrasinda yeteri kadar yonlendirme ve gozlem olmamasi da ayrica belirtilen
problemler arasindadir. Son olarak 6gretim elemanlariyla ilgili olarak da 6zellikle
Ogretmenlik deneyimlerinin olmamasi, 6gretmen adaylarina ve dgretmenlige karsi
olumlu bir tutum sergilememeleri ve derslerde geleneksel ya da sadece Ogrenci
sunumu agirlikli yontemler kullanmalar1 gibi problemler ifade edilmistir. Tim bu
sorunlar  6gretmen  adaylarimin  bazi  Ogretmenlik  becerilerinin - neden
kazanamadiklarmin gostergesi olabilir. Bu nedenle 6gretmen egitiminin her bir
boyutunun bilim adamlari, meslek mensuplar1 ve karar organlar tarafindan yeniden

ele alinmas1 gerekmektedir.

Bu boyutlarla ilgili olarak ¢aligmanin diger bir bulgusu da su sekilde 6zetlenebilir:
Ogretmen egitiminin bu dért boyutu istatistiksel olarak da dgretmen adaylarmin
Ogretmen egitiminin Ogretmenlige hazirlama konusundaki yeterliligi ile 1ilgili
diisiinceleriyle anlamli olarak iliski icerisindedir. Ogretmen adaylarinin diisiincelerini
etkileyen diger faktorlerden bazilari cinsiyet, lise tlirli ve okuduklar1 boliimdiir.
Sonu¢ kisminda ayrmtili olarak belirtilen bu faktorlerin etkisi daha ayrintili olarak
incelenebilir, ancak bakildiginda 6gretmen egitiminin boyutlarinin toplami 6gretmen
egitiminin 6gretmen adaylarini meslege hazirlamasi bakimindan hepsinden daha
fazla 6onem tasimaktadir. Bu nedenle 6gretmen adaylarinin 6gretmen egitimiyle ilgili
onerileri de dikkate alinarak uygulamaya ve arastirmaya yonelik bazi Onemli

onerilerde bulunulmustur.

Ogretmen egitimine 6grenci secimi konusuna ydnelik 6gretmen adaylarinin goriisleri

iniversite sinavi ile beraber 6zel yetenek sinavi olmasi yoniindedir. Adaylarinin
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kalitesinin ve hazir bulunuslulugunun alinan egitimin basarisini etkileyecegi
(Applegate, 1987; Bilir, 2011; Ok, 2007) ve hali hazirdaki 6grenci se¢iminin bir gok
Ogretmen aday1r ve arastirmact tarafindan yetersiz olarak degerlendirildigi
(Binbasioglu, 1995; Ok, 1992; Okgabol, 2004; Okgabol et al., 2003; Senemoglu,
2003) g6z oOniinde bulundurulursa, Ogrencilerin dgretmen egitimine alinirken
akademik basarilarinin yani sira yetenek yada ilgi sinavina da tabi tutulmalar
gerektigi bu calismanin 6nemli Onerileri arasindadir. BoOyle bir se¢im sonrasi
ogretmenlik becerilerinin kazandirilmasi1 konusunda da Onemli adimlar atilacagi
diisiiniilmektedir. Ogrenci secimiyle ilgili ayrica detayli ¢aligmalar yapilmasi
gerekmektedir. Bu tarz calismalarla, 6zellikle yapilacak bir ek sinavin igeriginin ne

olacag1 ve ne tiir becerilerin ya da 6zelliklerin dlgiilecegi ¢ok iyi saptanmalidir.

Calismanin diger bir sonucu da derslerin ¢ok teorik oldugu, derslerde uygulamaya
doniik bir takim eksiklikler oldugu ve okul uygulamalarinin da becerileri kazandirma
konusunda yetersiz kaldigidir. Ogretmen adaylarmin da goriisleri diisiiniildiigiinde
okul uygulamalariin 6zellikle derslerle i¢ ice ilk yillardan baslayarak ve kesintisiz
olarak fakiiltelere bagli uygulama okullarinda devam etmesi 0gretmen egitiminin
O0gretmen adaylarin1 meslege hazirlama konusundaki kalitesini artiracaktir. Boyle bir
model de 6gretmen adaylar1 hem daha fazla uygulama yapma imkan1 bulacaklar hem
de her fakiilteye bagli uygulama okulu iyi bir isbirligi sonucu kendini gelistirme
imkan1 bulacaktir. Uygulamaya dayali bdyle bir modelin hayat bulmasi ve okul-
fakiilte iliskilerinin siirekli hale getirilmesi i¢in her iki tarafin da ihtiyaclarinin ve
beklentilerinin belirlenmesi gerekmektedir. Bunun i¢in alanda yapilacak ihtiyag

analizlerine gerek vardir.

Bu caligmada o6gretmen adaylar Ozellikle fakiilte ortaminin sosyal becerilerini
gelistirmek lizere yeteri kadar sosyal aktivite icermedigini ifade etmislerdir. Bilindigi
gibi 6gretmenlik sosyal bir meslektir ve oOzellikle Ogretmenlik becerilerinin
cogunlugu Ogretmenlerin sosyal becerilerinin de gelistirilmesini gerektirmektedir.
Boyle diisiintildiiglinde fakiilte ortamlari bu anlamda yeniden gozden gecirilmeli ve
O0gretmen adaylarina sosyal becerilerini gelistirebilecekleri aktiviteler, ortamlar,
kuliipler sunulmalidir. Ogretmen egitimin degerlendirilmesi ayn1 zamanda 6gretmen

egitimi programinin degerlendirilmesi anlamina gelmektedir (Kiigiikkahmet 2007;
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Williams ve Alawiye, 2001). Ogrencilerin ifade ettigi gibi ¢ok kuramsal ve ileri
diizey baz1 alan derslerinin programdaki yeri ve bu derslerde edinecekleri bilgilere
O0gretmen adaylarinin mesleki hayatlarina ihtiya¢ duyup duymadiklar1 daha fazla
arastirilmalidir. Program degerlendirme, iletisim becerileri ve diksiyon, arastirma
beceri ve hatta ilk yardim gibi -bir 6gretmenin meslek hayati boyunca ihtiyag¢
duyabilecegi- derslerin programa eklenmesi yarali olacaktir. Ote yandan, her ne
kadar bu ¢alismada O0gretmen egitimin bir boyutu olarak program ve dersler ele
alinmis ve bazi genel problemler ortaya konulmus ise de programla ve derslerle ilgili
daha ayrintili bilgi elde etmek igin daha genis capta ve iginde alanla ilgili
akademisyen ve uzmanlarin yer aldigi program gelistirme c¢aligmalarina ihtiyag
vardir. Ogretmen egitiminin bu c¢aliymada ele alinan tiim boyutlarinin 6z
degerlendirme ve akreditasyon boyutu da eklenerek ele alinmasinda; Ogretmen
egitimine zaman i¢inde bir kesit olarak bakmak yerine siirekliligi olan bir biitiin
olarak bakmakta fayda vardir. Ogretmen adaylarinin ulusal ve uluslararasi boyutlarda
gerekli bilgi ve becerilerle donatabilmek i¢in tim bu parcalarin, bu calismada da
ortaya c¢iktig1 tlizere, birlikte degerlendirilmesi ve bu siirece devamlilik

kazandirilmas1 gerekmektedir.
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TEZ FOTOKOPISI iZIN FORMU
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Enformatik Enstittisi

Deniz Bilimleri Enstitiisi

YAZARIN

Soyadi : ERET

Adi . Esra

Boliimii :  Egitim Bilimleri Boliimii (Egitim Programlari ve Ogretim)

TEZIN ADI (ingilizce) :

An Assessment of the Pre-Service Teacher Education in Terms of Preparing Teacher
Candidates for Teaching

TEZIN TURU : Yiiksek Lisans Doktora X

1. Tezimin tamamindan kaynak gosterilmek sartiyla fotokopi alinabilir.

2. Tezimin igindekiler sayfasi, 6zet, indeks sayfalarindan ve/veya bir
boliimiinden kaynak gosterilmek sartiyla fotokopi alinabilir.

3. Tezimden bir (1) yil siireyle fotokopi alinamaz. X
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