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ABSTRACT

THE RELATIONSHIP BETWEEN TEACHER
REFLECTION AND TEACHER AUTONOMY
WITH RESPECT TO CERTAIN VARIABLES

ipek Sahin, Derya
M.Ed., Department of Curriculum and Instruction

Supervisor  : Prof. Dr. Meral Aksu

August 2017, 92 pages

This study aims to investigate whether there is a significant relationship
between teacher reflection and teacher autonomy and among their subscales;
and whether there is a significant difference in teacher reflection and teacher
autonomy scores according to gender and years of teaching experience. The
sample of the study, which is determined by means of cluster random
sampling, is 284 classroom teachers (1-4 grades) in 15 elementary schools in
three districts (Yenimahalle, Altindag, Kegioren) of Ankara in the 2016-2017
academic year. Correlational research design was used in the study;
accordingly, data was collected via the Teacher Autonomy Scale developed by
Ulas and Aksu (2015) and Teacher Reflection Scale developed by Akbari,
Ramin, Behzadpoor and Dadvand (2010) and adapted to Turkish by Korumaz
(2012). Since Teacher Reflection Scale was originally developed for English
teachers, applicability to elementary school teachers by researchers
through the current study. Furthermore, the data was analyzed by means

of independent t-test and one-way Analysis of Varyans (ANOVA) in order
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to determine whether teacher reflection and teacher autonomy scores differ

according to gender, teaching experience, and teaching grade level.

The results of the study revealed a statistically significant positive correlation
between teacher reflection and teacher autonomy and among their subscales.
Furthermore, teacher reflection scores significantly differed according to
gender. On the other hand, teacher reflection scores did not differ according
to years of experience and teaching grade level, whereas teacher autonomy
did not differ according to gender, years of experience and teaching grade

level.

Based on the results of the study, it is concluded that teachers who are more
engaged in reflective practice also tend to perceive higher autonomy in their
working environment, and vice versa. Furthermore, it can be claimed that
female teachers were more engaged in reflective practice than their male

counterparts considering all of the means of measurement.

Based on the results of the study, the conclusion implicate that teachers should
be educated as reflective practitioners and they need to be given more space
in the school system for autonomous decision-making in all stages of
educational policies to realize themselves as professionals. In such an

educational ecosystem, teachers will be able to act as educational leaders.

Keywords: Teacher Reflection, teacher autonomy, gender, years of experience,

teaching grade, classroom teachers



0z

YANSITICI OGRETIM VE OGRETMEN
OZERKLIGI ARASINDAKI ILISKININ BELIRLI
DEGISKENLERE GORE INCELENMESI

ipek Sahin, Derya
Yiiksek Lisans, Egitim Programlari ve Ogretim

Tez Yoneticisi: Prof. Dr. Meral Aksu

Agustos 2017, 92 Sayfa

Bu calismanin amac yansitict O0gretim ile Ogretmen Ozerkligi ve bu
degiskenlerin alt faktorleri arasindaki iligkiyi ve yansitici 6gretim ve 6gretmen
ozerkliginin cinsiyet, Ogretim tecriibesi, Ogretim yapilan siuf diizeyi
degiskenlerine gore anlamh bir farklihlk gosterip gostermediklerini
incelemektir. Calismanin 6rneklemi, 2016-2017 egitim 6gretim yilinda Ankara
ilinde ti¢ merkez ilcede (Yenimahalle, Altindag, Kecioren) 15 okulda gorev
yapmakta olan 284 sinif 6gretmeninden (1.-4. Smif) olusmaktadir. Orneklem,

seckisiz kiime Ornekleme yOntemi ile belirlenmistir.

Calismada Ulas ve Aksu (2015) tarafindan gelistirilen Ogretmen Ozerkligi ve
Akbari, Ramin, Behzadpoor ve Dadvand (2010) tarafindan gelistirilen,
Korumaz (2012) tarafindan Tiirkgeye uyarlanan Yansitict Ogretim Olgegi
kullanilarak elde edilen veriler dogrultusunda iliskisel arastirma deseni
kullanilmistir. Yansitici Ogretim Olgeginin orijinalinde ingilizce ogretmenleri
icin gelistirilmis ve sonrasinda da Tiirkgeye bu Orneklem igin uyarlanmais

olmasi sebebiyle simif Ogretmenleri orneklemine uygulanabilirligi mevcut
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calismada arastirmact tarafindan incelenmistir. Buna ek olarak, yansitict
ogretim ve Ogretmen Ozerkligi puanlarinin cinsiyete, 0gretim tecriibesine ve
ogretim yapilan sif diizeyine gore anlamh bir farklilik gosterip
gostermediginin belirlemek igin veriler tek yonlii varyans analizi ve bagimsiz

t-test ile analiz edilmistir.

Bu calismanin bulgulari, yansitici 6gretim ve oOgretmen ozerkligi ve bu
degiskenlerin alt faktorleri arasinda anlaml pozitif bir iliskinin varhigmi
ortaya koymaktadir. Ayrica, 6gretmenlerin elde ettikleri yansitict ogretim
puanlar1 cinsiyet degiskenine gore kadinlar lehine anlamli bir farklilik
gostermektedir. Diger taraftan, yansitict ogretim puanlar1 6gretmenlik
deneyimi ve Ogretim yapilan sinif diizeyine gore degismezken, ogretmen
ozerkligi puanlar: cinsiyet, 0gretmenlik deneyimi ve 6gretim yapilan sinif

diizeyi degiskenlerinin hicbirinde anlamh bir farklilik gostermemistir.

Elde edilen bulgular dogrultusunda, yansitic1 6gretim ile daha iliskili olan
ogretmenlerin is ortamlarinda daha yiiksek ozerklik algiladig1 ve bunun
tersinin de gegerli oldugu sonucuna ulagilmistir. Ayrica, kadin 6gretmenlerin
erkek meslektaglarina gore yansitict Ogretim ile daha iligkili oldugu

sOylenebilmektedir.

Calismanin sonuglaria bagl olarak, 6gretmenlerin yansitici uygulayici olarak
yetistirilmeleri ve 6gretmenlere egitim konularindaki karar alim stireglerinde
daha fazla ozerklik alanmi agilmasi igin egitim ile ilgili taraflara gerekli
adimlarin atilmas1 yoniinde Onerilerde bulunulmustur. Boyle bir egitim

ekosisteminde 6gretmenler egitim liderleri olarak rol oynayabilecektir.

Anahtar Kelimeler: yansitict Ogretim, Ogretmen oOzerkligi, cinsiyet,
ogretmenlik deneyimi, sinif diizeyi, sinif 6gretmenleri
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CHAPTER 1

INTRODUCTION

“No experience having meaning is possible without some element of thought”

John Dewey (1944, p. 143).

In this part, the main problem and base arguments of the study are presented.
To this aim, this section deals with the problem statement, following purpose

and significance of the study and definition of terms.
1.1. Background of the Study

In today’s world, teachers face very complex, unpredictable and problematic
situations in their working environments and they are expected to make
instantaneous judgments in the most effective way by considering diverse
aspects. That's why teaching is continuously evolving as a profession that
requires highly motivated, skilled individuals who are ready to meet the
demands of present day society (Zhao, 2009). As part of this evolving process
of teaching profession, reflection is acknowledged and defined as a critical
characteristic of an effective teacher in current teacher education programs in
many countries, and that is the reason why reflective practice plays a crucial
role in teacher education (Akbari et al., 2010). Moreover, Larrivee (2008) states
that in many countries the ability to reflect on teaching practice is

acknowledged as one of the standards for teaching.

Reflective thinking, theorized by educational philosopher John Dewey, as a



ground of reflective teaching has become a leading concept in teaching and
learning environments. In his book, “How we think”, Dewey approaches
reflection as a form of thinking and he describes reflective thought as “active,
persistent, and careful consideration of any belief or supposed form of
knowledge in light of the grounds that support it and the future conclusions
to which it tends” (1933, p. 7). In accordance with this definition, Dewey (1933)
explains that teaching is not a routine sequence of predetermined acts, but a
context-sensitive, creative intellectual activity in which teachers actively think

on and seek solutions to problems in each unique situation.

Based on Dewey’s theory, Schon (1983, 1987) proposes models of reflection in
practice and defines teacher’s role as a reflective practitioner. Reflection is a
view that has emerged based on a constructionist approach of reality in which
the practitioner is seen as constructing the situations in practice, and
individuals” perceptions, appreciations and beliefs are rooted in the worlds of
their own making (Schon, 1987). Accordingly, Schon (1990) advocates that “the
problems of real world practice do not present themselves to practitioners as
well formed structures” (p.4) and that is why the prevailing approach of
“technical rationality”, which is based on an objectivist view, does not meet the

needs of a changing society full of complex and unpredictable situations.

Kumaravadivelu (2003) states that teachers who may not have the ability,
resources, or willingness to explore self-initiated, innovative teaching
strategies feel safe regarding teachers as passive technicians, since this
approach reduces teacher’s role to implementing what is already prescribed
for them by theorists. Giroux (1988) also describes being a technician teacher
as being responsible only for the implementation of curriculum rather than
developing it in line with the needs of their students or changing contexts, and

2



claims that teachers are being reduced to this status.

Reflective teaching movement is considered a reaction to the technicist view
of teaching practice under the strong influences of “bureaucracy,
centralization, and control” which advocate the teacher’s role as just a
transmitter and implementer of what is prescribed for them (Fathi &
Behzadpour, 2011, Kumaravadivelu, 2003; Schon, 1983, 1987; Zeichner &
Liston, 1996). While the technicist approach to teaching is disempowering for
teachers, teachers as reflective practitioners are seen as producers of
knowledge and problem-solvers in their own setting (Zeichner & Liston, 1996).
Reflection in education requires teachers who think systematically and
analyze the teaching environment in a logical, rational, and gradual manner
(Korthagen, 1993). Since reflection on practice is seen as a basis for learning
(Killeavy & Moloney, 2010), reflective teaching can be considered an
important factor in the professional development of teachers. In that
sense, teachers as reflective practitioners are always in a motivation
to ask themselves questions about what they did and how they could have
done it better, and to think critically about what education policies really mean
in context. Accordingly, reflective practitioners are described as effective
teachers (Marie Dianne, 2013; Parsons & Brown, 2002) who are involved in the
constant practice of reflective thinking (Marie Dianne, 2013); and individuals
who have a high awareness about what they are doing and why they make
decisions and who review the effects of their actions (Cruickshank, 1987;
Parsons & Brown, 2002). Moreover, Fullan (1993) puts forward that it is only
through reflection that teachers will begin to question their own practices and

think differently about teaching and learning.

On the other hand, most teachers fail to approach teaching from a reflective
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stance (Parsons & Brown, 2002). According to Zeichner and Liston (1996),
society and its institutions aspire to maintain the reigning portrayal of teacher
as technician by ignoring the knowledge and expertise of teachers, which
constitutes a striking dilemma with the role of teacher as a professional
decision maker. In that sense, Dewey (1933) advocates that “teachers are not
just passive curriculum implementers, but they can also play an active role in
curriculum design and educational reform” (p. 49). Agreeing with Dewey,
Schon (1983, 1987) believes in the necessity of replacing the dominant role of
teacher as technician with the teacher as autonomous decision maker or
reflective practitioner, and Calderhead (1989) defines reflection as
emancipation and professional autonomy (p.43). Moreover, Schon’s (1983,
1987) work reveals that the goal of reflective practice is to become an
autonomous decision maker who continuously learns from experience and
reconstructs knowledge through reflection. On the other hand, Giroux (1988)
puts forward the idea that teachers as reflective practitioners should take an
active role in curriculum development process. Similarly, Zeichner and Liston
(1996) describe the teacher as reflective practitioner as an individual who
“questions the assumptions and values he or she brings to teaching, takes part
in curriculum development and is involved in school change efforts, and takes

responsibility for his or her own professional development” (p. 6).

Thanks to reflective approach to teaching, a more democratic perspective to
teaching profession is made possible since it gives voice to teachers as
practitioners and respects the type of their knowledge background (Akbari,
2005). Moreover, Akbari (2005) describes the shift from a positivist-oriented
perspective to a constructivist-oriented one, which the reflective approach is

based on, as “a liberatory move which gives teachers more autonomy and



confidence in the decisions they make in their classes” (p. 5). Farrell (2004) also
indicates that teachers can become more empowered decision makers and be
more eager to take more responsibility for shaping their practice by engaging
in reflective practice. With regards to the empowerment of teachers,
action research as an integral part of reflective teaching is considered
to be a vehicle that helps teachers to become researchers of their
own; they <can be autonomous and have their own voice
in order to think over the particularities of problematic situations (Farrell,
2004; Zeichner & Liston, 1996). All in all, as reflective practice can be a way to
help teachers to foster their effectiveness as well as independence
(Noormohammadi, 2014), which means having an active role in the processes
of educational decisions, it is conceivable to think about a relationship between
perceived teacher autonomy and teacher reflection. Teachers who are engaged
in reflective practice in their teaching feel responsible and take initiative both
in school change efforts and in their own professional development (Zeichner
& Liston, 1996), and “see themselves as agents of change, capable of
understanding not only what is, but also working to create what should be”
(Jay & Johnson, 2002, p. 79). Taking initiative requires a certain extent of
autonomy in a working environment. Surgrue (2011) states that the teacher
profile as reflective and self-determining life-long learning practitioner with a
high sense of work autonomy has become a commonly used international
discourse. These characteristics of teacher as being reflective, self-determining,
life-long learning practitioner have been emphasized in the perspective of

teachers as reflective practitioners in related literature.

In his action research, Bustingorry (2008) reveals autonomy as an ability which

can be developed by improving the professional capacity of teachers. This



professional capacity can be regarded as being a reflective practitioner since it
is acknowledged as an efficacious role of teacher. From another aspect,
developing the habit of engaging in systematic reflection about teaching
practice can help teachers to take control of their work (Larrivee, 2008). These
perspectives can lead us to the idea that improving both the reflection and

autonomous feeling of teachers can make a two-way positive impact.

However, especially in countries where a highly centralized system prevails
such as Turkey, teachers are expected to obey accepted truths. Questioning
those in authority in a critical manner may be interpreted as showing
disrespect to the authority. In such an environment, developing teacher
autonomy is inhibited since it is approached from the aspects of “freedom
from control by others”. However, teacher autonomy is a deeper motivational
factor and a need in today’s world for teacher professionalism. In this sense,
teacher autonomy has a great value in education since it is closely connected

to a teacher’s professional status (Pearson & Moomaw, 2005).

Larrivee (2008) states that teachers who are under pressure to follow routine
and impulsive acts can become powerless to reflect their voices and styles in
their teaching and this situation leads them to burnout. In this respect, the
importance of autonomy in education stage is getting more and more
acknowledged. Teacher autonomy is viewed as a key factor to empower
teaching profession (Melenyzer, 1990; Short, 1994) and granting the autonomy
is stated as a prominent starting point to solve current school problems (Short,
1994). Moreover, Ruddick and Hopkins indicate that “good teachers are
necessarily autonomous in professional judgement.” (1985, p. 104, as cited in
Zeichner & Liston, 1996). On the other hand, in PISA and TALIS studies, which
are conducted by OECD, teacher autonomy is considered a significant element

6



of teacher professionalism and one of the predictive factors of quality in
education system. In the new democratic professionalism, it is significantly
emphasized that there is a need for teachers who are able to assert control over
all the prominent parts of their work such as learning and teaching conditions,
pedagogical knowledge and professional development and education
policy broadly defined from institutional to national and supra-national level

(Evers & Kneyber, 2016).

This study is expected to yield results which will shed light on a way of
understanding teachers’ reflection ability in the perspective of autonomy
feeling in their work environment, by investigating the relationship between
teacher reflection and teachers’ perceived autonomy. On the other hand, by
investigating both teacher reflection and teachers’ perceived autonomy
according to selected variables such as gender, years of teaching experience
and teaching grade level, the findings can contribute to a better understanding
of the characteristics of teachers, and construct a new perspective for educators

to improve teacher reflection and their autonomy feeling.

On the other hand, the current study was conducted with elementary school
teachers since the elementary school years constitute a critical stage of a
children’s education. Moreover, elementary school teachers have a strategic
role in developing the basic cognitive, emotional and psychomotor skills of
students as they are expected to cover a wide range of subject areas and spend

a substantial amount of time with students during such critical ages.
1.2. Purpose of the Study

The purpose of this study is to investigate whether there is a significant
relationship between teacher reflection and teachers’ perceived autonomy and

7



among their subscales. Furthermore, this study aims to determine whether
teacher reflection and teachers’ perceived autonomy differ according to the
demographic characteristics of teachers such as gender, years of teaching

experience and teaching grade level.
1.3. Significance of the Study

Reflective teaching is mostly addressed in language teaching literature both
abroad and in Turkey. That said, reflective perspective to teaching can provide
a better understanding into teaching and learning processes from both a
theoretical and a practical perspective and offer a strong theoretical
foundation to teachers for professional development. Accordingly, this study
aims to broaden the literature of this approach by researching reflective
teaching practices of elementary school teachers. The Turkish version of
Teacher Reflection Scale for English teachers has been tested for applicability

to elementary school teachers by researchers through the current study.

On the other hand, in recent decades, teacher autonomy has become a critical
element for teacher professionalism and has been considered an important
dimension in the quality of teaching environment in international comparative
studies. There is a broad and rich international literature consisting of studies
conducted to investigate teachers” autonomy perceptions, whereas in Turkey,
the topic has just recently started to gain attention. It is observed that the
concept of autonomy has been used in a very limited context in Turkish
literature. And yet, teacher autonomy approach can provide new and different
perspectives to understand issues in the Turkish education system. Therefore,
this study aims to contribute to teacher autonomy literature on both national

and international levels.



The current study is expected to make a significant contribution to the related
literature, theory, research, practice, and policy. Although there are studies in
literature covering the relationship between teachers’ job satisfaction, burnout,
motivation, problem solving ability and teacher autonomy, the number of
studies that investigate teacher reflection in relation to autonomy is very
limited. Both teacher reflection and teacher autonomy are the key concepts
used in literature in relation to more efficacious teaching and professional
development. That is the reason why investigating the relationship between
teacher reflection and teacher autonomy can contribute to explanations to the
teaching environment both in the perspectives of teachers” sense of autonomy
and reflective practices. The need for teachers who lead the reforms is
emphasized in literature, but there are only a few studies that investigate
whether teachers are capable of reconstructing knowledge and reflecting on
practice; and what is more, there is only one study, which is conducted by
Noormohammadi (2014), dealing with the correlation between teacher
reflection and perceived autonomy in educational practices. Besides, these
studies primarily point to the fact that teacher education is a determiner which
develops the reflective abilities of teachers and construct their role as a
reflective practitioner; yet this study presents a different and extended

approach with the perceived autonomy in work environment in focus.

Furthermore, determining the characteristics such as teachers’” gender, years
of teaching experience and teaching grade level in the perspectives of
reflection and autonomy can be valuable for teacher education system, as well

as for country-wide educational policies.



1.4. Definition of Terms
Classroom teacher refers to a teacher who teaches students at grades from 1 to 4.

Teacher Reflection refers to the process of classroom teachers becoming more
empowered decision makers, engaging in systematic reflections in their
practices by thinking, writing, and talking about their teaching; observing the
acts of their own and others’ teaching; considering the impact of their teaching
on their students’ learning; and taking more responsibility for shaping their
practice (Farrell, 2004) whereby they continually learn by their experiences,

reconstruct knowledge and understand through reflecting (Schon, 1983, 1987).

Teacher Autonomy refers to “teachers’ willingness, capacity and freedom to take

control of their own teaching and learning” (Huang, 2005, p. 206).
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CHAPTER II

LITERATURE REVIEW

This chapter of the study provides information about the literature concerning
teacher reflection and teacher autonomy. Literature is reviewed in two parts;
theoretical background and research studies on teacher reflection and teacher

autonomy according to specific variables.

2.1. Theoretical Background

Theoretical background of teacher reflection and teacher autonomy is

presented in this section.

2.1.1. Teacher Reflection

John Dewey is the pioneer in the theorizing of reflection in education, and his
studies (1933), which introduce and develop the “theory of reflective
thinking”, have constituted a basis for further research. Dewey defines
reflection as a form of thinking and suggests the concepts of impulsive action,
routine action, and reflective action as different ways of thinking which lead
to action. He defines impulsive action as acting by trial and error without
thinking about the process, and routine action as acting based on authority
and traditions without questioning. Contrary to these passive processes, he
describes reflective action as being actively engaged in the moment. Moreover,
reflective action requires a person to take responsibility for personal actions
voluntarily and willingly (Larrivee, 2008) and “to be motivated by the need to

solve a particular problem” (Griffiths, 2000, p. 540). Griffiths (2000) also states
11



that teachers involved in routine action may act with preconception and
prejudice but teachers involved in reflective action should act with broader

considerations of moral and ethical nature.

Rodgers (2002, p. 845) explains the four main characteristics of Dewey’s theory

of reflection as follows; Reflection

e isameaning-making process that moves a learner from one experience
into the next with deeper understanding of its relationships with and
connections to other experiences and ideas.

e is a systematic, rigorous, disciplined way of thinking, with its roots in
scientific inquiry.

e needs to happen in a community, in interaction with others.

e requires attitudes that value the personal and intellectual growth of

oneself and of others.

For Dewey, reflective thinking leads teachers to reconsider their actions and
thoughts, and see other options while approaching any given situation.
Concordantly, he describes three distinctive and crucial characteristics of

reflective teachers: open-mindedness, responsibility and whole-heartedness.

Open-mindedness means the ability to remain open to multiple alternative
possibilities rather than believing in one single truth, or one right way to
follow, (Ostorga, 2006) and refers to the willingness to question the status quo
(Fathi & Behzadpour, 2011). Therefore, open-minded teachers are expected to
be motivated and willing to consider other perspectives and thoughts in
decisions of practice, and search for alternative solutions to problematic
situations. Moreover, Ostorga (2006) states that an open-minded teacher
continuously questions routines and practices, and reviews their validity and
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efficacy. As to the concept of responsibility, Dewey claims that it is being
aware of the reverberations of any course of action teachers take in the
practice, setting and considering the ways in which their students might be
affected morally, socially and psychologically (Fathi & Behzadpour, 2011).
Accordingly, responsible teachers think over the process and the results of
their actions including who is affected by them and how, and whether the
action was efficacious. Lastly, Dewey suggests whole-heartedness in reflective
teaching as a kind of dedication. With the characteristics of wholeheartedness,
reflective teachers continuously put forth all their effort to make their practice
more effective. According to Dewey, when these three characteristics of
reflective teaching are successfully combined, teachers definitely become able

to improve their teaching practice and knowledge.

Following Dewey, reflective practice has begun to gain more attention in
teacher education with the works of Donald Schon (1983, 1987) which address
reflective thinking in practice. Schon describes reflective practitioners as
teachers who continually learn by their experiences and reconstruct

knowledge and understanding through reflecting.

Schon (1983) suggests two critical forms with respect to the process of
reflection, which are reflection in action and reflection on action. Reflection in
action occurs during the teaching practice and for Schon, a teacher who reflects
in action is a researcher in practice context, which is full of uncertainties and
dynamic interactions. The process of reflection in action requires teachers to
reflect throughout a teaching practice in order to understand how the action
happened and what they can do to improve or maintain the situation (Schon,
1987). Furthermore, Schon (1987) states that reflection in action requires
teachers to improve their flexibility and creativity to modify the action

13



consciously and instantaneously. Rather than following the routine
procedures and what is applied before, a teacher who is involved in reflection
in action constructs his own unique way of teaching in every experiment. On
the other hand, what Schon means by reflection on action is thinking back on
how practice can be developed after the event. Yet, these two kinds of
reflection require considering rational and moral thoughts to make reasoned

decisions about preferable ways to act (Hatton & Smith, 1995).

According to Schon (1987), reflection leads a continuous development for
teachers through its cyclic process which includes acting, observing, reflecting,
inventing and testing. According to Griffiths (2000), the teaching process in
Schon’s reflection model “is a complex and sophisticated process, in which the
teacher is actively engaged, and has a vital part in shaping, interpreting and
changing situations” (p.541). In this sense, teacher as reflective practitioner is
an individual who can think over the teaching process, and the reasons and
results of actions (Schon, 1987). This thinking and acting process through
which teachers solve in-class problems with a creative manner cannot be
predetermined, and therefore, cannot be formulated as a guide to be followed

by other teachers (Cakcak Tezgiden, 2015).

Lee (2005) summarizes the main steps of reflective thinking process in the
educational research studies of reflective movement proponents (Dewey,
1933; Schon, 1987; Pugach & Johnson, 1990; Gagatsis & Patronis, 1990; Eby &
Kujawa, 1994; Lee, 2005; Rodgers, 2002). In consideration of the common
points in the studies above, which are summarized by Lee (2005), reflective

teaching process can be synthesized as follows;

e Observing consciously; being aware of the experience
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e Trying to understand the situation; interpreting the experience

e Identifying the problematic situations and questions related to
experience; restructuring the problem

e Seeking, generating and predicting possible explanations for the
problems or questions posed; ramifying the explanations into full-
blown hypotheses

e Experimenting or testing the selected hypotheses; evaluating and
reconsidering the implementation process and consequences; getting

full awareness

In addition to this general description of reflective practice, Reiman (1999) also
describes the term as a process which incorporates problem solving,
reconstruction of meaning, and making reflective judgments while
individuals are engaged in a significant new activity. Accordingly, reflection
is a process through which teachers can develop a habit of continual learning
from their experiences by means of framing and reframing the problems in
consideration of different perspectives and taking action in the light of such
reviewing (Kayapinar & Erkus, 2009). Moreover, action research is defined as
an integral part of reflective teaching (Farrell, 2004). Through action research,
teachers become researchers of their own; they can be autonomous and have
their own voice in order to think over on the particularities of their problematic

situations (Burns, 2005; Farrell, 2004; Zeichner & Liston, 1996).

On the other hand, Schon suggests the concept of teacher as passive technician
to define the conduit role of teachers who teach in a routine sequence of
prescribed acts. Moreover, he criticizes the role of teacher as passive technician
and underlines the need for teachers who are committed, and autonomous
decision makers, or reflective practitioners (as cited in Larrivee, 2008). Parallel
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with this, Zeichner and Liston (1996) make a clarification of what is real
reflective thinking in the teaching process by describing the characteristics of
a teacher who is not a reflective practitioner. They state these characteristics as
never questioning the goals and values that provide guidance for their work,
teaching content that they teach, or never examining their assumptions,
thoughts and acts. Accordingly, Mcgonigal is a teacher who criticizes her way
of teaching as “unthinkingly teaching the prescribed curriculum the same

passive way for 15 years” in her autobiographical case study (1999, p. 5).

At this point, Zeichner and Liston’s (1996) description of the characteristics of
teacher as reflective practitioner enables a clearer understanding. According

to these theorists, a teacher as reflective practitioner;

e examines, frames, and attempts to solve the dilemmas of classroom
practice;

e is aware of and questions the assumptions and values he or she brings
to teaching;

e is attentive to the institutional and cultural contexts in which he or she
teaches;

e takes part in curriculum development and is involved in school change
efforts;

e takes responsibility for his or her own professional development (p. 6).

Given all these characteristics, it can be concluded that the role of teacher as
reflective practitioner is an active and leading role in educational

environment.
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2.1.2. Teacher Autonomy

Autonomy is defined as a human desire to self-organize experience and
behavior, and to act in accordance with the individual’s integrated sense of
self (Deci & Ryan, 2000). In this sense, fulfillment of autonomy is considered
one of the main factors which have a significant effect on human motivation

in self-determination theory literature.

As to the concept of teacher autonomy, which is examined in this study, the
term basically refers to the independent existence of teachers raising their
critical voices in decision-making processes in an educational environment. In
related literature, although there is no consensus about the definition of
teacher autonomy, there are perspectives viewing it as an ability/capacity
possessed by the teacher and as freedom that is given. Accordingly in the first
perspective, teacher autonomy is defined as the ability of teachers to engage
in self-directed teaching (Little, 1995); as the capacity to develop professional
skills and attitudes in a collaborative manner (Smith, 2000); as the capability
of teachers to construct their own teaching condition in freedom (Javadi, 2014);
and as decision-making ability (Pearson, 1995; Sentovich, 2004) which allows
for teachers’ choice and determination to prevail in critical situations in their
working environments. Similarly, Shaw (2002) also claims that the amount of
a teacher’s perceived autonomy depends on personal abilities and
characteristics. Yet he adds that this amount of autonomy feeling may vary not
only depending on internal factors, but also due to to external causes such as
policy factors, institutional factors and instructional factors. On the other
hand, teacher autonomy is also described as the freedom given to teachers
enabling them to be active in decisions related to their profession, plan the
course contents, organize learning environments and take responsibility for
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their decisions (Friedman, 1999).

As we have seen, the term ‘teacher autonomy’ may be used in various ways,
with its different dimensions being emphasized as ability, freedom or control.
These perspectives are deemed necessary for a well-rounded discussion to
reach a comprehensive and deeper understanding about teacher autonomy in
educational environments. In that sense, Huang (2005) integrates these
conceptual discussions, and suggests a comprehensive definition for teacher
autonomy as “teachers’” willingness, capacity and freedom to take control of
their own teaching and learning” (p. 206). From this viewpoint, teacher
autonomy can be described as a feeling that includes ability, responsibility and

freedom, and which depends on both internal and external factors.

Teacher autonomy has gained importance along with the movement of teacher
empowerment, and became one of its key elements (Melenyzer, 1990; Short,
1994). Just as in a saying by a teacher, “Autonomy for me is believing in my
own ability to do what I want to do, often taking productive, creative steps
toward fulfilling my own goals. Autonomy for me is a personal thing, an
internal thing, feeling that I have power.” (Sacks & Eisenstein, 1976, p. 7, as
cited in Moomaw, 2005). Moreover, Little (1995) puts forward that being
autonomous is an important characteristic of successful teachers in the sense
of being responsible for their teaching, exercising through continuous
reflection and analyzing the highest possible degree of affective and cognitive

control of the teaching process, and exploiting the freedom that this provides.

As a critical factor to empower teachers, teacher autonomy enables teachers to
be creators of curriculum rather than passive implementers, and furthermore,

autonomous teachers construct the curriculum with their students (Castle,
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2004). According to, Devries and Kohlberg (1987), autonomous teachers
are those teachers that know what they are doing and why they are doing;:
They do not accept to implement the predetermined curriculum the way
it is presented to themselves; they prefer to think critically about
the curriculum in terms of how efficacious the program is, and if there
is a better way of implementation. Accordingly, curricular autonomy
refers to having the right to make decisions in selecting curricular
materials and teaching methods and in organizing instructional plans
and sequences (Ben-Peretz, 1980; LaCoe, 2006; Pearson & Moomaw, 2005).
Besides curricular autonomy, teacher autonomy is explained with teacher’s
independence in making decisions about instructional processes in the
classroom (Street & Licata, 1989). While the earlier studies related to teacher
autonomy mostly focus on the autonomy in the classroom, and more
specifically over instructional processes (Ulas & Aksu, 2015), in the recent
years, definition of teacher autonomy has broadened to such an extent as to
cover other dimensions of educational processes and work stages. Oztiirk
(2011) explains that since the concept of teacher autonomy is not just limited
to planning the teaching process; it also plays an important role in issues such
as the level of motivation and job satisfaction of teachers, perceiving and
organizing teaching as profession and participating to school administration.
Accordingly, school-wide autonomy, or management and planning for the

overall school, is another inclusive area for teacher autonomy (Ingersoll, 1994).

The sphere of teacher autonomy can be clearly observed in different
instruments that are developed to measure the process itself. In the Teacher
Autonomy Scale developed by Pearson and Hall (1993), there were two

dimensions of teacher autonomy: general teaching autonomy which is related
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to “classroom standards of conduct” and “personal on-the-job decision
making”, and curriculum autonomy which refers to the “selection of activities
and materials and instructional planning and sequencing”. On the other hand,
Friedman (1999) asserts the idea that autonomy has predominantly been
measured in terms of external factors. Therefore, he designs a scale to measure
teacher autonomy from the perspective of internal factors such as being
willing to initiate ideas and getting involved in decision processes concerning
all issues at school. To this end, Friedman (1999) theorizes the Teacher Work
Autonomy Scale based on four factors: student teaching and assessment,
school mode of operation, staff development, and curriculum development. In
addition, Yang, Xia, and Huang (2009) also develop a scale with five factors:
autonomy on school operation management, autonomy on professionalism
and curricula innovation, autonomy on students’ performance assessment,
autonomy on organizing after-school activities, and autonomy on students’

behavior management.

However, Ingersoll (1994) also states that teachers mostly feel more
autonomous in making decisions about classroom and instruction-related
issues rather than administration and school policies. Furthermore, he argues
that even though teachers feel autonomous, the administrative policies affect
their decisions in all issues. In that sense, according to Ingersoll, teachers may

not really have the autonomy they think they have over their own decisions.

2.2. Research Studies on Teacher Reflection and Teacher Autonomy and

Their Level According to Certain Variables

This section of the study dwells on research studies on the relationship

between teacher reflection and teacher autonomy. Besides, research studies on
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teacher reflection and teacher autonomy according to demographic variables
are reviewed and presented. However, in consideration of the fact that there
may be a limited number of studies focusing on the same concepts with the
same features of the sample used in this study, the scope of the review has

been broadened in order to incorporate the most related studies.

2.2.1. Research Studies on Teacher Reflection and Teachers’ Perceived

Autonomy

The purpose of this section is to present the research studies conducted on

teacher reflection and teacher autonomy. Unfortunately, the number of studies

that address this relationship is very limited. This may be due to the fact that

autonomy is a relatively new research area for researchers.

The only study, known to the researcher, which deals with the relationship
between teacher reflection and teachers” perceived autonomy is conducted by
Noormohammadi (2014). The purpose of the study is presented as examining
the relationship between teacher reflection and both teacher autonomy and
teacher self-efficacy. In addition, the relationship between the subscales of
variables is also examined. In the study, job satisfaction is presented as a main
contributor to the connection between reflective teaching and teacher
autonomy; as reflection increases teachers’ job satisfaction and helps them to
foster autonomy and independence, and to have confidence to participate in

determining school working process (Noormohammadi, 2014).

Participants of Noormohammadi’s study are 172 English language teachers.
In order to measure teacher reflection, the English Language Teacher

Reflective Inventory developed by Akbari et al. (2010) has been used. Teacher
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Reflective Inventory consists of five factors: practical reflection, cognitive
reflection, meta-cognitive reflection, critical reflection, and learner reflection.
On the other hand, Teacher Autonomy Inventory, which is developed by
Pearson and Moomaw (2006), has been used in order to measure teachers’
perceived autonomy. Teacher autonomy scale is based on a two-factor model

consisting of general teaching autonomy and curriculum autonomy.

According to the findings of Noormohammadi’s (2014) study, there is a
significant positive relationship between curriculum autonomy and
all of reflective teaching subscales. In the same study, practicing reflection is
presented as a way to improve teachers’” autonomy. Accordingly,
Noormohammadi (2014) postulates that since reflection leads to more
efficacious teachers, it can help teachers to be more autonomous in their
teaching practice. In this sense, reflection enables teachers to have a critical
approach towards the ongoing educational policies and curriculum, and

become independent lifelong learners (Lester, 1998).

Another study by Ulas (2015) investigates the relationship between teachers’
in-class social problem solving ability and basic psychological needs such as
teacher autonomy, teacher self-efficacy and perceived vocational social
support. As a result of this study, teacher autonomy is found to be a predictor
of teachers’ in-class social problem solving ability. It is hereby revealed that
classroom teachers are likely to have a better performance in solving in-class
problems as they feel a higher sense of autonomy in their job-related activities,
including dimensions of curriculum, instructional processes and self-
professional development. Since reflective practice is also defined as a
problem solving process in the literature (Dewey, 1933; Schon, 1983, 1987;
Reiman, 1999; Griffiths, 2000; Kayapinar & Erkus, 2009; Cakcak Tezgiden,
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2015) this relationship can point out a relationship between teacher reflection

and teachers’ perceived autonomy.

On the other hand, responsibility is one of the main characteristics of teachers
as reflective practitioners, as suggested by Dewey. The concept of
responsibility may be considered as the most significant factor in examining
the relationship between reflection and teacher autonomy since taking
responsibility for one’s decisions is also an essential element of being
autonomous. In this respect, the prevalent technicist role can be based on the
fact that teacher candidates are not educated in the way of taking
responsibility for school reforms and innovations
(Cochran-Smith, 1991). Accordingly, it is revealed that in Turkish teacher
education system, teacher candidates are educated as dependent technician
teachers, and they are not motivated to take active leading roles to initiate

educational reforms (Cakcak Tezgiden, 2015).

All in all, literature presented above can lead us to investigate whether a
relationship between teacher reflection and teachers’ perceived autonomy

actually exists.

2.2.2. Research Studies on Teacher Reflection According to Demographic

Variables

According to the findings of Korumaz's (2012) study, a statistically significant
difference is detected in reflective teaching in terms of gender for English
teachers. This research yields results showing that female teachers are more
reflective compared with their male counterparts when all of the means of

measurement are taken into consideration.
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On the other hand, according to the findings of Kayapmar and Erkus (2009)
study, the reflection scores of teachers do not vary according to gender and
their teaching fields; maths and social sciences. Also, a significant correlation
coefficient is found between teaching experience and teacher reflection; in
other words, reflection scores increase depending on experience. Furthermore,
since reflective practice is defined as the process of learning through and from
experience (Schon, 1987; Finlay, 2008), years of experience is expected as an

increasing factor of engagement in reflective practice.

In another study, which is conducted by Goziiyesil and Aslandag-Soylu
(2014), EFL instructors’ reflective skills are examined according to variables of
gender and graduation degree. Teacher Reflective inventory, which is
developed by Akbari et al. (2010), has been used as a measurement of reflective
skill. The results of this study show that gender difference does not have an
impact on the reflective thinking skills of EFL instructors. In addition, there is
a significant difference between the mean ranks of the instructors’ reflections
scores in terms of their degree levels. More clearly, the results show that the
instructors with a PhD degree deal with the tools and the actual practice of

reflection more.

2.2.3. Research Studies on Teacher Autonomy According to Demographic

Variables

In the study which is carried out by Pearson and Hall (1993), teacher autonomy
is examined according to the variables of gender, age, degree of education,
which refers to have an undergraduate or master’s degree or a higher graduate
degree, and lastly, teaching experience. According to the study, teacher

autonomy does not show any difference in terms of gender and degree of
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education. In addition, teacher autonomy does not correlate with age and
teaching experience. On the other hand, a significant relationship is observed
between teacher autonomy and the grade level that the teachers teach.
Accordingly, middle school teachers have a significantly higher autonomy

score than both elementary or high school teachers.

In the study done by Evelein, Korthagen, and Brekelmans (2008) the fulfilment
of basic psychological needs including autonomy of student teachers during
their first teaching experiences was examined. The study revealed that the
fulfilment of the need for autonomy in student teachers is considerably less

than in experienced teachers.

Lastly, another study which is conducted by Vasile (2013), reveals a difference
in favor of male teachers in terms of the level of autonomy feeling.
Vasile (2013) indicates that the results on autonomy comparison by gender
shows that women teachers are more inclined to expect indications from

leaders (principals, Ministry of Education etc.) and not to act as leaders.
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CHAPTER III

METHODOLOGY

This chapter provides detailed information about the design of the study,
research questions, description of the variables, participants, data collection

instruments, empirical data and their collection procedure, and data analyses.
3.1. Research Design

In this study, correlational research design is used. Correlational study
describes the degree of relationship between two or more quantitative
variables (Fraenkel, Wallen, & Hyun, 2012). This study aims to explain if there
is any relationship between teacher reflection and teacher autonomy and

among their subscales.
3.2. Research Questions
The present study aims to find out the answers of the following questions:

1. Isthere a significant relationship between teacher reflection and teacher
autonomy?
2. Is there a significant relationship between subscales of teacher
reflection and teacher autonomy?
3. Isthere a significant difference in teacher reflection scores according to
certain variables?
a) Is there a significant difference in teacher reflection scores

according to gender?
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b) Is there a significant difference in teacher reflection scores
according to years of teaching experience?

c) Is there a significant difference in teacher reflection scores
according to teaching grade level?

4. Is there a significant difference in teacher autonomy scores according to
certain variables?

a) Is there a significant difference in teacher autonomy scores
according to gender?

b) Is there a significant difference in teacher autonomy scores
according to years of teaching experience?

c) Is there a significant difference in teacher autonomy scores
according to teaching grade level?

3.3. Hypotheses

The null hypotheses related to this study are as follows:

1. HO. There is no significant relationship between teacher reflection and
teachers’ perceived autonomy.
2. HO. There is no significant relationship among subscales of teacher

reflection and teacher autonomy.
In addition, sub-hypothesis of the study are as follows:

3. HO. There is a no significant difference in teacher reflection scores
according to certain variables.
3.1.  HO. There is no significant difference in teacher reflection scores
according to gender.
3.2.  HO. There is no significant difference in teacher reflection scores

according to teaching experience.
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3.3.  HO. There is no significant difference in teacher reflection scores
according to teaching grade level.
4. HO. There is no significant difference in teacher autonomy scores
according to certain variables.
4.1. HO. There is no significant difference in teacher autonomy scores
according to gender.
4.2.  HO. There is no significant difference in teacher autonomy scores

according to years of teaching experience.

4.3. HO. There is no significant difference in teacher autonomy scores

according to teaching grade level.

3.4. Description of Variables

Teacher reflection is an independent variable. This variable is measured by
Teacher Reflection Scale (TRS), which contains 28 items on a 5-point (ranging
from 1=never to 5=always) Likert type scale and was developed by Akbari et
al. (2010) and adapted to Turkish by Korumaz (2012). The scale was originally
developed for English teachers, and was adapted to classroom teachers by the
researcher. The scale comprises five subscales: (1) practical, (2) cognitive, (3)

learner, (4) meta-cognitive and (5) critical.

Teacher autonomy is an independent variable. This variable is measured by
Teacher Autonomy Scale for Turkish Teachers (TAST), which contains 18
items on a 5-point (ranging from 1=not at all to 5=extremely) Likert type scale
and was developed by Ulas and Aksu (2015). The scale comprises of three
subscales: (1) autonomy in making decisions over the framework of
curriculum that the teachers practice, (2) autonomy in instructional planning

and implementation, and (3) autonomy in professional development.
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3.5. Participants and Sampling

The target population of the study consists of all classroom teachers working
at public elementary schools located in Ankara, Turkey. Ankara is Turkey’s
2nd Jargest city in terms of city population (Turkish Statistical Institute [TUIK],
2015). Due to its socio-culturally mixed population, Ankara is considered to be

an appropriate region for the representativeness of this study.

Research data have been collected from 15 public elementary schools that are
randomly selected out of 3 districts (Yenimahalle, Altindag and Kegioren) by
means of cluster random sampling in the province of Ankara. Firstly, 3
districts were randomly selected from 9 central districts of Ankara. Following,
5 schools were randomly selected from each of the selected three districts. All
teachers working in 15 selected schools in the 2016 — 2017 academic year

composed the subject of the study.

In order to obtain demographic information related to the sample, the
participants in the study have been asked to fill in the Demographic
Information Form revealing their gender, years of teaching experience and
teaching grade level. Descriptive statistics regarding the demographic features

of the participants are shown in Table 3.1.

As displayed in Table 3.1, out of 284 classroom teachers, 74.6% (N=212) are
female and 25.4% (IN=72) are male. In terms of years in teaching profession,
59.5% (n=169) of the teachers have an experience of 20 years or higher, which
is the highest percentage, 17.6% (n=50) of the teachers have 15 to 19 years,
10.2% (n=29) have 5 to 9 years, 9.9% (n=65) have 10 to 14 years, and 2.8% (n=8)
have 1 to 4 years of teaching experience. Finally, 28.2% (n=80) of the teachers
are teaching in the third grade, while 24.6% (n=70) of them are teaching in the
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second grade, 23.9% (n=68) of them are teaching in the first grade, and 23.2%
(n=66) of them are teaching in the fourth grade at the time of the study. The
frequency distribution of the teachers regarding gender, years of teaching

experience and teaching grade level is presented below in Table 3.1.

Table 3.1. Frequency Distribution of the Participants Regarding Gender,

Teaching Experience, and Teaching Grade Level

Variables F %
Female 212 74,6
Gender Male 72 25,4
Total 284 100,0
0-4 years 8 2,8
5-9 years 29 10,2
_ 10-14 years 28 9,9
Years of Experience
15-19 years 50 17,6
20 and up 169 59,5
Total 284 100,0
1.grade 68 23,9
2.grade 70 24,6
Teaching Grade Level 3.grade 80 28,2
4.grade 66 23,2
Total 284 100,0

3.6. Data Collection Instruments

In this study, valid and reliable instruments such as Teacher Reflection Scale
for Turkish Teachers (TRST), Teacher Autonomy Scale for Turkish Teachers
(TAST) have been used in order to gather data on teacher reflection and
teacher-perceived autonomy, respectively. Additionally, Demographic

Information Form is used to provide data for selected variables.

30



3.6.1. Teacher Reflection Scale for Turkish Teachers

Teacher reflection was planned to be measured by Teacher Reflection Scale
(TRS). This scale was developed by Akbari et al. (2010) and originally named
English Language Teacher Reflective Inventory (ELTRI). As an initial model,
Akbari et al. (2010) proposed a 6-factor-model of ELTRI encompassing
practical, cognitive, learner (affective), meta-cognitive, critical and moral
elements. After the validation processes, morality factor was removed since
none of the items dealing with the construct of morality showed a significant
relationship with their corresponding factors. Consequently, a 5-factor-model

of ELTRI was developed as the final model to ensure validity and reliability.

According to Akbari et al. (2010), explanations of reflective teaching elements
include the following; practical reflection is related to the tools of teaching and
the actual practice of reflection as the way teachers reflect such as keeping
journals, exchange ideas with colleagues, observations and teaching
portfolios. Cognitive reflection is about teachers’ conscious efforts for
achieving professional development such as reading books and journals.
Learner (affective) focused reflection is associated with knowing about
learner’s affective and cognitive state. Meta-cognitive reflection deals with
teacher reflection on their strength, weaknesses, personality, and beliefs and
perceptions on their teaching practice. Lastly, socio-political aspects of
teaching and reflections upon such issues constitute the theme of critical

reflection.

Adapted to Turkish by Korumaz (2012) for English Language Teachers, TRS
consists of 29 items on a 5-point (ranging from 1=never to 5=always) Likert

type scale. Possible scores on TRS range from 29 to 145. The scale consists of
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tive independent subscales: practical, cognitive, learner, meta-cognitive and
critical, in parallel with original version of the scale. Practical reflection
consists of 6 items (e.g., I talk about my classroom experiences with my
colleagues and seek their advice/feedback.), cognitive reflection consists of 6
items (e.g. I read books/articles related to effective teaching to improve my
classroom performance), reflection on learner consists of 3 items (e.g., I talk to
my students to learn about their learning styles and preferences), meta-
cognitive reflection consists of 7 items (e.g., I am aware of the theoretical
philosophy which influences my teaching method), and critical element
consists of 7 items (e.g., I am aware of inconsistencies and contradictions that

occur in my classroom practice).

In the adaptation study by Korumaz (2012), Kaiser Meyer Olkin (KMO)
measure of sampling adequacy and Bartlett’s test of sphericity, which are the
assumptions of Explanatory Factor Analysis (EFA), were checked. The results
of the analysis on Korumaz’s (2012) study indicate that there is no correlation
higher than .90 (Tabachnick & Fidell, 2012). Besides, Bartlett’s test of sphericity
is found significant (p< .001), and KMO value is .82, which is considered
satisfactory for a good EFA (Tabachnick & Fidell, 2012). In addition, for
internal consistency, Cronbach’s Alpha value of the whole scale was .92 and
for the subscales Cronbach’s Alpha value is determined as follows: .70 for
Practical, .83 for Cognitive, .64 for Learner (affective), .84 for Meta-cognitive,

and .78 for Critical.

3.6.1.1. Piloting of TRS for Classroom Teachers

Since TRS is developed for English teachers, a pilot study was needed to be

conducted in order to determine the applicability of the scale for classroom
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teachers who teach in 1-4 grades. In the pilot study for the TRS adapted to
Turkish by Korumaz (2012), Confirmatory Factor Analysis (CFA) was
conducted for the confirmation of these factor structures, and reliability
coefficients are calculated. CFA is defined as an analysis which is used in the
later phases of scale development or construct validation after the underlying
structure has been hypothesized by prior empirical analyses using EFA, in

order to test this structure as a model (Brown, 2006).

CFA was performed based on the data collected from 237 classroom teachers
in 31 elementary level private schools operating under Turkish Education
Association. The scale was presented in the shared online school platform (K-
12), which is actively used by teachers. The number of female participants (n
=201) exceeded the number of male participants (n =36). There was no missing
value. Before applying the scale to classroom teachers in the pilot study, the
word “English” in three items was deleted to make the scale appropriate for

classroom teachers.

The initial CFA results indicate that the t value was not significant for the item
25. If a parameter estimate is not significant, dropping the corresponding item
from the model can be considered (Biiyiikoztiirk, Sekercioglu, & Cokluk,
2014). In addition to the results related to t-statistics, according to experts’
opinion, the item 25 - “In my teaching, I include less-discussed topics such as
old age, AIDS, discrimination against women and minorities, and poverty” -
was not an appropriate item for the sample of classroom teachers who teach
to children in 1-4th grades, since these grades could be too early to discuss
such topics in the classroom. For these reasons, this item was excluded from
the model. Then, a five-factor CFA model with 28 items was obtained as a
tinal model, as shown in Figure 1.
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Chi-Square=574.60, df=340, P-value=0.00000, RMSEA=0.054

Figure 1. Confirmatory Factor Analysis Model of Teacher Reflection Scale

34



Brown (2006) recommends using chi-square (x2), Root Mean Square Error of
Approximation (RMSEA), Comparative Fit Index (CFI) and Non-Normed Fit
Index (NNFI) values for the assessment of hypothesized model fit. In the
current study, these recommended model fit indices were used to evaluate the

fit for the five-factor CFA model of TRS.

For the final model shown in Figure 1, CFA results indicated a significant chi-
square value (x2 =577.82, df =340, p = .00), x2(340) = 577.82 (p<.05). Hooper,
Coughlan, and Mullen (2008) suggest that the chi-square value is sensitive to
sample size, and it is mostly significant if the sample size is large. Due to this
limitation, other model fit statistics were also taken into consideration to
evaluate the model fit. As recommended by Brown (2006), Root Mean Square
Error of Approximation (RMSEA), CFI and NNFI values were used to assess
the hypothesized model fit. CFA revealed a RMSEA value of .05 with 90%
confidence interval of .046 to .062; CFI value of .95; NNFI value of .95; RMSEA
value of 0.5 indicates a close fit (Hu & Bentler, 1999), other fit indices of CFI
and NNFI resulted in a good fitting model according to suggested critical
value by Brown (2006). Furthermore, the standardized estimates ranged from
41 to .73, which means the items are loaded on the related factors significantly.
Taking into account all of the results, the final CFA model revealed promising
results on the five-factor structure of TRS and provides further evidence on

the construct validity of the scale.

Following the evaluation of validity, Cronbach’s Alpha coefficient of internal
consistency was calculated by way of using Statistical Package for Social
Sciences (SPSS version 22) in order to examine the reliability of TRS.
Cronbach's Alpha coefficient was a widely used measure for assessing
consistency. Cronbach's Alpha coefficient was taken as the value of .70 (Hair,
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Anderson, Tatham, & Black, 1998). In this study this coefficient was found
as.88 for the total scale; and for the subscales as follows: practical .78, cognitive
.74, learner .66, meta-cognitive .77, critical .77. The results indicated that the

scale provides a reliable measurement.

Finally, TRS was considered as a valid and reliable inventory measuring

classroom teachers’ reflection. It consists of five factors with 28 items.
3.6.2. Teacher Autonomy Scale for Turkish Teachers

Teachers’ perceived autonomy was planned to be measured by Teacher
Autonomy Scale for Turkish Teachers (TAST) which has 18 items on a 5-point
(ranging from 1=not at all to 5=extremely) Likert type scale, developed by Ulas
and Aksu (2015). Possible scores on the TAST range from 18 to 90. The scale
consists of three independent subscales: (1) autonomy in instructional
planning and implementation (AIPI), (2) autonomy in professional
development (APD), and (3) autonomy in determining the framework of the
curriculum (ADFC). AIPI consists of 11 items (e.g., I feel autonomous in
identifying the criteria to evaluate student achievement), APD consists of four
items (e.g., I feel autonomous to choose where the in-service teacher training
programs will be held), and ADFC consists of three items (e.g., I feel

autonomous to select the topics for the annual/daily plans).

In the development process of TAST, autonomy in organizational decision-
making was not considered to be an appropriate field of autonomy for the
teachers in Turkish education system. Therefore, based on the literature
review and expert opinions, the items were framed under two factors:
“autonomy in instructional planning and implementation” and “autonomy in
professional development”.
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Finally, validity and reliability of TAST were tested by Ulas and Aksu (2015).
Although the number of constructs that were hypothesized as two, according
to the results of EFA, a three-factor structure was identified. As assumptions
of EFA, Bartlett’s test of sphericity was found to be significant (p< .001), and
KMO value was determined as .89. Moreover, these values were indicated as
satisfactory for a good EFA (Tabachnick & Fidell, 2012). Accordingly, as a
result of CFA which was conducted with a different data set, a three-factor

model of TAST was supported.

In order to ensure the internal consistency of the scale, Cronbach’s Alpha
coefficients were calculated for all subscales and the whole scale. This value
was calculated as .89 for the whole scale; and .91, .80, and .86 for subscales;
AIPI, APD, ADFC respectively, which yielded very good to excellent results
(Kline, 2011). Since TAST was developed for the classroom teachers in 1-4
grades, which was as the same sample group in current study, this scale was

considered to be ready for use without making a pilot study.

3.6.3. Demographic Information Form

One of the purposes of the study is to determine whether teacher reflection
and teachers’ perceived autonomy differ according to certain variables. The
data on certain characteristics of teachers are collected through the use of a
demographic information form which includes four questions: 1. gender
(female and male), 2. years of teaching experience (0-4, 5-9, 10-14, 15-19, 20 and
higher), 3. the grade that the teachers are teaching (1st, 2nd, 3rd, and 4th).
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3.7. Procedures/Data Collection

Data collection procedures started with the stage of getting permission from
Human Subjects Ethics Committee of Middle East Technical University for
approval of the ethical considerations. Secondly, for the pilot study of Teacher
Reflection Scale, an application was made to Turkish Education Association
(TEA), which is a non-governmental organization, in order to take permission
to collect data from schools which are affiliated with TEA. Afterwards, in
order to collect data for the main study, permission was granted from
Provincial Directorate for National Education in Ankara to visit the selected

elementary schools in Ankara.

After receiving this permission, the researcher collected the data for the pilot
study of Teacher Reflection Scale from the classroom teachers who work at 31
schools of TEA in February 2017 via mail on the communication network
hardware in which all teachers are included. Subsequently, such collected data

have been analyzed.

As the next step, the researcher collected the data from the classroom teachers
working at the selected 15 public schools in three districts (Yenimahalle,
Altindag, Kecioren) in Ankara by visiting them personally in April 2017.
Before data gathering, the researcher informed all participants about the
significance of the study and confidentiality of their information. In addition,
they explained that participation to the current study was on voluntary basis,
and their participation would be kept anonymous. The forms including
Teacher Autonomy Scale and Teacher Reflection Scale were distributed
simultaneously to the teachers. The teachers were asked to fill out the data
collection instruments during the breaks. Filling the forms took approximately

10 minutes for teachers.
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3.8. Data Analysis

For the pilot process of Teacher Reflection Scale, data gathered from 237
classroom teachers from elementary schools have been analyzed in Lisrel 8.80
to confirm factors. Before analyzing data in Lisrel, the data have been screened
and outliers are determined. Also, the reliability of the scale for the current

sample has been checked with Cronbach Alpha Coefficient in SPSS version 22.

For the main analysis, the data have been screened and cleaned to prepare for
descriptive and inferential statistics, general assumptions of inferential
statistics have been checked by SPSS version 22. This stage includes
independent observation, checking wrong data entry, and missing values.
Hair et al. (1998) describe independent observation as a measure for
respondents to be totally uncorrelated with the responses from other
respondents in the sample. Additionally, they warn about a lack of
independence which critically affects the statistical validity of the analysis. In
order to provide independent observation, the participants have been asked
to fill in the forms on their own without discussing with other participants

about the questions.

The number of the participants who took part in the study is 325. The data are
collected from the participants with a two-sided three-page form that contain
data collection instruments. 41 out of 325 participants did not fill in the data
collection form at all and they were excluded from the data set for the main
analysis. As a result, the sample consists of 284 cases. The missing values for
these cases are determined as less than 5%. Tabachnick and Fidell (2012)
suggest that any technique that deal with missing data would reveal similar

results in large samples when missing values are less than 5%. Therefore, it is
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decided that these cases with missing values shall be retained in the data set
and data imputation is conducted by using Expectation Maximization (EM)
method. This method is executed by forming “a missing data correlation (or
covariance) matrix by assuming the shape of a distribution (such as normal)
for the partially missing data and basing inferences about missing values on

the likelihood under that distribution” (Tabachnick & Fidell, 2012, p. 68).

Descriptive statistics that describes the data by means, and standard
deviations were conducted. Afterwards, inferential statistics were used to test
the hypotheses of the study. Therefore, some assumptions of inferential
statistics were checked in consideration of the alpha level of .05. Pearson
Correlation was run to determine the presence of significance, direction and
magnitude of the relationship between teacher reflection and teacher

autonomy and among their subscales.

Finally, the data was analyzed by t-test and one-way Analysis of Varyans
(ANOVA) in order to determine whether teacher reflection and teachers’
perceived autonomy differ according to selected demographic features such

as gender, teaching experience, and teaching grade level.

Data collected for this study could also be analysed by using Multivariate
Analysis of Varyans (MANOVA) which would give us a stronger results
related to main effects and interactions. But since one of the assumptions was
not satisfied and also being the first study in the area, separate ANOVA were

preferred.
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3.9. Limitations of the Study

The limitations of the current study are discussed in consideration of internal

and external validity threats.
3.9.1. Internal Validity Threats

In the current study, subject characteristics was a possible threat to internal
validity. In order to prevent this threat, the sample of the study was selected
by means of random sampling method. Also, location would be a threat to
internal validity, which may affect participants in different ways. In order to
control the location threat, the instruments were managed in the teachers’

room during breaks.

Moreover, the questionnaires were answered by participants as self-report.
This self-report technique may be a threat itself, since teachers may have
selected an option which does not actually reflect their real opinion with
reasons such as tiredness, limited time, or desire to seem appealing. To
minimize this effect, the researcher explained the importance of sincere and

real opinions in getting accurate results to the participants.

Another potential threat for the internal validity of this study was mortality.
In order to control the mortality threat, the researcher made visits to schools
by choosing the days carefully considering holidays and special programs of

schools during which teachers could be busy.
3.9.2. External Validity Threat

External validity threat is about the generalization of results. Therefore,

sampling is an important factor which affects external threat. In the present

41



study, 284 classroom teachers working in 15 public elementary schools in the
three main districts of Ankara participated in the research. Even though
Ankara has a mixed socio-cultural population, it is not possible to generalize
the results to all classroom teachers in Turkey. And also, since the study is
conducted with classroom teachers, it is not possible to apply study results to

the teachers in other teaching fields.
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CHAPTER IV

RESULTS

This section of the study shows the results of data analyses. To this end,
descriptive statistics and the findings related to inferential analyses have been
presented. Correlations among teacher reflection and teacher autonomy and
their subscales have been examined by means of Pearson Correlation analysis.
Following this, an independent t-test and one-way ANOVA have been
implemented in order to find out whether teacher reflection and teacher

autonomy scores change according to certain variables.

41. Results Related to Correlation Between Teacher Reflection and

Teacher Autonomy

The correlation between teacher reflection and teacher autonomy has been
examined by calculating Pearson moment correlation coefficient. When the
data for both variables are expressed in terms of quantitative scores, the
Pearson r is stated as the appropriate correlation coefficient to use (Fraenkel et

al,, 2012).

Before the analysis for correlation, assumptions of Pearson correlation have
been checked; which are variables in interval or ratio level, linearly related
data and normality. The data pertaining to teacher reflection and teacher
autonomy were both linear and in ratio level. As to normality, histograms and
Q-Q plots revealed a normally distributed data. Skewness and Kurtosis values
for the variables fell within the range of critical values, which are +3 and -3.
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Furthermore, results of Kolmogorov-Smirnov and Shapiro-Wilk tests were
significant (p<.05). Accordingly, these results have shown that the normality

assumption was met, as well.

In order to interpret the sizes of correlations, Cohen’s (1988/1992, as cited in
Field, 2009) criteria have been used. According to Cohen (1988/1992, as cited
in Field, 2009), the criteria for evaluating the strength of correlations among
variables are suggested to be small if it is +.10, medium if it is +.30, and large

if it is £.50.

Table 4.1. Means, Standard Deviations and Bivariate Correlation

M SD Reflection Autonomy
Reflection 4.01 45 1 517
Autonomy 3.57 .59 517 1

*p<.05, **p<.01

As shown in Table 4.1, the correlational analysis reveals a significant
relationship between teacher reflection (M=4.01, SD=.45) and teachers’
perceived autonomy (M=3.57, SD=.59), r=.51, n=284, p<.01, two tails. The size
of the correlation between teacher reflection and teacher autonomy is found to
be strong. Based on the result of Pearson correlation analysis, we reject the null
hypothesis claims that there is no significant relationship between teacher

reflection and teachers’ perceived autonomy.
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4.2. Results Related to the Correlations Among Subscales of Teacher
Reflection (Practical, Cognitive, Learner, Metacognitive, Critical) and

Subscales of Teacher Autonomy (ADFC, AIPI, APD)

The results related to the research question whether there is a significant
relationship between subscales of teacher reflection and teacher autonomy
have been examined. Descriptive statistics associated with the subscales of
teacher reflection and teacher autonomy are presented in Table 4.2. Teacher
reflection variable comprises five subscales ranging from the lowest mean
score to the highest mean score: Practical (M=3.51, SD=.66), Cognitive (M=3.55,
SD=.68), Learner (M=4.24), Metacognitive (M=4.37, SD=.49), Critical (M=4.42,
SD=.52). Teacher autonomy variable comprises three subscales ranging from
the lowest mean score to the highest mean score; APD (M=2.49, SD=1.01),
ADFC (M=3.33, SD=.86), AIPI (M=4.02, SD= .58).

Table 4.2. Descriptive Statistics for Subscales

M SD
Practical 3.51 .66
Cognitive 3.55 .68
Learner 4.24 .58
Metacognitive 4.37 49
Critical 4.42 .52
ADEC 3.33 .86
AIPI 4.02 .58
APD 2.49 1.01

Pearson correlation has been implemented in order to determine the
relationship among the subscales of teacher reflection and teacher autonomy.

Table 4.3 shows the correlation matrix of all subscales.
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Table 4.3. Bivariate Correlations Among Subscales of Teacher Reflection and
Teacher Autonomy

Practical = Cognitive Learner Metacognitive  Critical
ADEC 34" 317 23" 297 28"
ATIPI 427 29™ 38™ 45~ 44"
APD 34" 27" .20™ A7 16™
*p<.05, *p<.01

As presented in Table 4.3, all the subscales of teacher reflection and teacher
autonomy are significantly (p<.01) and positively correlated. Pearson
Correlation Coefficients among subscales range from .16 to .45. According to
Cohen’s (1988/1992, as cited in Field, 2009) criteria, the correlations among
subscales have been found to be small to strong. The smallest size of the
correlation is .16, which is between Critical and APD; and the largest size of
correlation is .45, which is between Metacognitive and AIPI. While all the
subscales of teacher reflection are moderately to strongly correlated with the
AIPI, they are moderately correlated with ADCF. The size of correlations
between the subscales of teacher reflection and APD are found to be small to
moderate. Based on this result, we reject the null hypothesis claims that there
is no significant relationship among subscales of teacher reflection and teacher

autonomy.

4.3. Results of Teacher Reflection Related to Certain Variables (Gender,

Years of Experience and Teaching Grade Level)

In this part, the results related to the research question that aims to reveal
whether teacher reflection scores vary according to the certain variables,
which are gender, years of experience and teaching grade level, are presented.
For the data analysis, teacher reflection according to gender variable has been

examined by means of independent t-test, and the variables of years of
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experience and teaching grade level have been examined by means of one-way
ANOVA. For these inferential analyses, the assumptions of each of hypotheses

have been checked, and the data have been interpreted accordingly.

4.3.1. Results of Teacher Reflection Related to Gender

In order to determine whether the differences in the mean scores of female and
male partcipants are significant, an independent t-test has been employed.
Histograms and Q-Q Plots revealed that teacher reflection was distributed
normally for both groups. The other assumption of the t-test is the
homogeneity of variance, which was assessed with Levene's Test for Equality
of Variances. According to Levene's Test, homogeneity of variance was not
met for Teacher reflection and the subscales of practical and learner, p<.05.
However, an independent t-test is considered a robust parametric test which
can be used even if the assumption of homogeneity of variance is not met

(Bityiikoztiirk, Cokluk, & Koklii, 2016).

Table 4.4. T-Test for Teacher Reflection in Terms of Gender

Gender N M SD SEM t df p

Reflection Female 212  4.04 .47 .03 2409 282 .02*
Male 72 390 .38 .04

Practical Female 212 3.57 .67 .05 3.978 282 .00*
Male 72 331 .57 .07

Cognitive Female 212  3.61 .66 .05 2.553 282 .01%
Male 72 338 .70 .08

Learner Female 212 426 .61 .04 1.331 282 18
Male 72 416 47 .06

Metacognitive Female 212 439 .50 .03 1.074 282 .28
Male 72 432 46 .05

Critical Female 212 443 .53 .04 763 282 45

Male 72 438 47 .06

*p<.05
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As presented in Table 4.4, the mean score of female participants for teacher
reflection (M=4.04, SD=47) is higher than that of males (3.90, SD= .38).
According to the independent t-test analysis, this difference in the teacher
reflection score between female and male participants is significant, t (282) =

2.409, p = .02.

As for the examination of subscales, firstly, the mean score of female
participants in the practical subscale (M=3.57, SD=.67) is significantly higher
than the mean score of male participants (M=3.31, SD=.57), t (282) = 3.978, p=
.00. For the cognitive subscale, the mean score of female participants in terms
of teacher reflection (M=3.61, SD=.66) is significantly higher than the mean
score of male participants in terms of teacher reflection (M=3.38, SD=.70), t

(282) = 2553, p=".01.

On the other hand, for the remaining learner, metacognitive and critical
subscales, no significant difference has been found in terms of teacher
reflection scores according to gender. Accordingly, we reject the null
hypothesis claims that there is not a significant difference in teacher reflection

according to their gender.

4.3.2. Results of Teacher Reflection Related to Years of Experience

The results related to the research question that aims to reveal whether teacher
reflection scores change according to years of experience have been examined.
Descriptive statistics associated with teacher reflection according to years of
experience are presented in Table 4.5. The independent variable which herein
pertains to years of experience, includes five groups: 0-4 years of experience
(M =3.99, SD =0.58, n = 8), 5-9 years of experience (M =4.19, SD =0.41, n =29),
10-14 years of experience (M =3.93, SD = 0.37, n = 28), 15-19 years of experience
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(M =3.93, SD =0.47, n = 50), and 20 and more years of experience (M =4.01, SD
= 0.45, n = 169).

Table 4.5. Descriptive Statistics of Teacher Reflection According to Years of
Experience

N M SD
0-4 years 8 3.99 0.58
5-9 years 29 4.19 0.41
10-14 years 28 3.93 0.37
15-19 years 50 3.93 0.47
20 years and longer 169 4.01 0.45
Total 284 4.01 0.45

In order to reveal whether the differences in the mean scores of the factors are
significant, one-way ANOVA has been employed. Normality assumption has
been evaluated by using histograms and Q-Q plots, and the data has been
found to be distributed normally for all groups. Also, the assumption of
homogeneity of variances has been tested and found tenable by using Levene’s

Test, F (4, 279) = .55, p=70.

As presented in Table 4.6 the ANOVA is not significant F (4, 279) = 1.80, p=.13.
Therefore, it is concluded that no significant difference exists in teacher
reflection scores according to years of experience. Thus, we fail to reject the
null hypothesis claims that there is not a significant relationship between

teacher reflection and their teaching experience.
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Table 4.6. ANOVA for Teacher Reflection According to Years of Experience

SS df MS F p
Between Groups 1.455 4 364 1.80 13
Within Groups 56.448 279 202
Total 57903 283

p<.05

4.3.3. Results of Teacher Reflection Related to Teaching Grade Level

The results related to the research question that aims to show whether
teacher reflection scores change according to teaching grade level have
been examined. Descriptive statistics associated with teacher reflection
according to teaching grade level are presented in Table 4.7. The
independent variable, which pertains to teaching grade level, includes four
groups: 1. grade (M =4.01, SD =0.49, n = 68), 2. grade (M =4.02, SD =0.40, n =
70), 3. grade (M =3.97, SD = 0.46, n = 80), and 4. grade (M =4.03, SD =0.46, n =
66).

Table 4.7. Descriptive Statistics of Teacher Reflection According to Teaching
Grade Level

N M SD
1.grade 68 4.01 49
2.grade 70 4.02 40
3.grade 80 3.97 46
4.grade 66 4.03 46
Total 284 4.01 45

In order to find out whether the differences in the mean scores of various

teaching grade levels are significant, one-way ANOVA has been used. When
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it comes to normality, histograms and Q-Q plots revealed a normally
distributed data. The assumption of homogeneity of variances has been tested

and found tenable by using Levene’s Test, F (3, 280) = .47, p=70.

As presented in Table 4.8 the ANOVA is not significant F (3, 280) = 0.27, p=.85.
Therefore, it is concluded that there is no significant difference in teacher
reflection scores according to teaching grade level. Based on related result, we
fail to reject the null hypothesis claims that there is not a significant difference

in teacher reflection according to teaching grade level.

Table 4.8. ANOVA for Teacher Reflection According to Teaching Grade
Level

SS df MS F p
Between Groups 165 3 .055 0.27 .85
Within Groups 57.737 280 206
Total 57903 283

p<.05

4.4. Results of Teacher Autonomy Related to Certain Variables (Gender,

Years of Experience and Teaching Grade Level)

In this part, the results related to the research question that aims to determine
whether teachers’ perceived autonomy scores varies according to the certain
variables such as gender, years of experience and teaching grade level have
been presented. For the data analysis, teacher autonomy according to gender
is examined through the use of an independent t-test, and the variables of
years of experience and teaching grade level are examined by means of one-
way ANOVA. Accordingly, assumptions of each of hypotheses are presented,

and the data are interpreted.
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4.4.1. Results of Teacher Autonomy Related to Gender

In order to reveal whether the differences in the mean scores of teachers’
perceived autonomy according to gender are significant, an independent t-test
has been implemented. Normality assumption has been checked by way of
using histograms and Q-Q Plots, and this evaluation has revealed that teacher
autonomy was distributed normally for both groups. The assumption of
homogeneity of variance has been assessed through the use of Levene's Test.
According to Levene's Test, homogeneity of variance was not met for teacher
autonomy and the subscale of AIPI, p<.05. However, an independent t-test has

been employed, since it is considered a robust parametric test.

Below, Table 4.9 displays the independent t- test results related to gender. It
can be concluded that no significant difference exists between the mean scores
of female and male participants in teacher autonomy and it is all subscales;
AIPI, APD, ADEFC, since p>.05 for those. Accordingly, we fail to reject the null
hypothesis claims that there is not a significant difference in teachers’

perceived autonomy and their gender.

Table 4.9. T-Test for Teacher Autonomy in Terms of Gender

Gender N M SD SEM ¢ ai p

Autonomy Female 212 358 .62 .04 D557 282 .58
Male 72 353 .53 .06

ADEFC Female 212 334 .89 .06 413 282 .68
Male 72 329 77 .09

AIPI Female 212 4.04 .60 .04 976 282 .33
Male 72 396 .51 .06

APD Female 212 248 1.02 .07 -335 282 .74
Male 72 252 .99 A2
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4.4.2. Results of Teacher Autonomy Related to Years of Experience

The results related to the research question whether teacher autonomy scores
vary according to years of experience have been examined. Descriptive
statistics associated with teacher autonomy according to years of experience
are presented in Table 4.10. The independent variable, which herein pertains
to years of experience, includes five groups: 0-4 years of experience (M = 3.26,
SD = 0.54, n = 8), 5-9 years of experience (M = 3.50, SD = 0.55, n = 29), 10-14
years of experience (M = 3.39, SD = 0.49, n = 28), 15-19 years of experience
(M = 3.54, SD = 0.53, n = 50), and finally 20 and more years of experience
(M =3.63,SD =0.63, n =169).

Table 4.10. Descriptive Statistics of Teacher Autonomy According to Years of
Experience

N M SD
0-4 years 8 3.26 .54
5-9 years 29 3.50 .55
10-14 years 28 3.39 49
15-19 years 50 3.54 .53
20 years and longer 169 3.63 .63
Total 284 3.57 .59

In order to reveal whether the differences in the mean scores of teacher
autonomy according to years of experience are significant, one-way ANOVA
has been employed. Histograms and Q-Q plots have revealed a normally
distributed data for all groups. The assumption of homogeneity of variances
has been checked and found tenable by using Levene’s Test, F (4, 279) = .91,
p=46.
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As presented in Table 4.11 the ANOVA is not significant F (4, 279) = 1.70, p=.15.
Accordingly, it is concluded that there is no significant difference in teachers’
perceived autonomy according to years of experience. Hence, we fail to reject
the null hypothesis claims that there is not a significant difference in teachers’

perceived autonomy according to their teaching experience.

Table 4.11. ANOVA for Teacher Autonomy According to Years of Experience

SS df MS F p
Between Groups 2.370 4 592 1.70 15
Within Groups 97.148 279 .348
Total 99.518 283

p<.05

4.4.3. Results of Teacher Autonomy Related to Teaching Grade Level

The results related to the research question whether teacher autonomy scores
vary according to teaching grade level have been examined. Descriptive
statistics associated with teacher autonomy according to teaching grade level
are presented in Table 4.12. The independent variable, which is the teaching
grade level, includes four groups: 1. grade (M =3.60, SD =0.60, n=68), 2. grade
(M =3.52,SD =0.55 n=70), 3. grade (M =3.54, SD = 0.64, n = 80), and 4. grade

(M =3.61, SD = 0.58, n = 66).
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Table 4.12. Descriptive Statistics of Teacher Autonomy According to
Teaching Grade Level

N M SD
1.grade 68 3.60 .60
2.grade 70 3.52 .55
3.grade 80 3.54 .64
4.grade 66 3.61 .58
Total 284 3.57 .59

In order to reveal whether the differences in the mean scores of the teacher
autonomy according to teaching grade level are significant, one-way ANOVA
has been implemented. The assumption of normality was evaluated by using
histograms and Q-Q plots, and the data was found to be distributed normally
for all groups. The assumption of homogeneity of variances was found tenable

according to Levene’s Test, F (3, 280) = .97, p=41.

As presented in Table 4.13, the ANOVA is not significant F (3, 280) = 0.37, p=.78.
Therefore, it is concluded that there is no significant difference in teachers’
perceived autonomy according to teaching grade level. Accordingly, we fail to
reject the null hypothesis claims that there is not a significant difference in

teachers’ perceived autonomy according to teaching grade level.

Table 4.13. ANOVA for Teacher Autonomy According to Teaching Grade
Level

SS df MS F p
Between Groups 391 3 130 37 78
Within Groups 99.127 280 354
Total 99.518 283

p<.05
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CHAPTER V

DISCUSSION, COCLUSION and IMPLICATIONS

This chapter contains the discussion of the results, implications, and
recommendations for further research. They are presented in detail in the

following sections.
5.1. Discussion of Results

This study is designed to find out the relation between teacher reflection and
teacher autonomy and their subscales, and to determine whether there is a
difference in teacher reflection and teacher autonomy scores of the participants
according to gender, years of experience and teaching grade level. In the light
of the findings that are examined in this study, it has been observed that there
is a statistically significant correlation between teacher reflection and teacher
autonomy and among their subscales. Furthermore, while teacher reflection
scores significantly differed according to gender, teacher autonomy scores did
not differ according to selected variables. Each of these results is discussed in

following sections.

5.1.1. Results Related to the Correlation Between Teacher Reflection and

Teacher Autonomy

The results related to the correlational analysis have revealed a significant
relationship between teacher reflection and teachers’ perceived autonomy.
Moreover, this was a strong correlation (r= .51), which means that teachers

who are more engaged in reflective practice also tend to perceive higher
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autonomy in their working environment. In other words, as engagement in
reflective practice increases the perceived autonomy also increases and vice
versa. The results of the current study were consistent with the study of
Noormohammadi (2014), which found a correlational relationship between
teacher reflection and teacher autonomy in the sample of English teachers. The
results of the present study expanded this relationship to the sample of

classroom teachers with the subscales for Turkey context.

As claims supporting the result of present study, engaging reflective practices
is suggested as a way to improve teachers” autonomy and help them to take
control of their work due to reflection leads to more efficacious teachers
(Larrivee, 2008, Noormohammadi, 2014). Moreover, as it was presented in
related literature, reflective practice in teaching was a reaction to technicist
approach which view teacher’s role as just transmitter of predetermined
content without questioning. In current study, the strong correlation is an
important evidence that teachers who have a high awareness about the process
and have a critical approach towards the ongoing educational policies feel
more control in decisions about issues in their working environment. This
conclusion is consisted with suggestion that the goal of reflective practice is to
become an autonomous decision maker (Schon, 1983, 1987); and teacher who
are engaged in reflective practice questions the assumptions, takes part in
curriculum development, becomes more empowered decision makers, is
involved in school change efforts, and takes responsibility about professional
development and shaping their practice (Farrell, 2004; Zeichner & Liston,
1996). Therefore, empowering the approach that advocate teacher’s role as
reflective practitioner in educational system, also empower the teacher as

autonomous decision makers.
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On the other hand, since reflective practice is also defined as a continuous
problem solving process, this study is also consistent with the results of the
study by Ulas (2015) who suggested that classroom teachers are likely to be
better in solving in-class problems as they feel a higher sense of autonomy in

their job related activities.

5.1.2. Results Related to the Correlations Among Subscales of Teacher
Reflection (Practical, Cognitive, Learner, Metacognitive, Critical) and

Subscales of Teacher Autonomy (ADFC, AIPI, APD)

All of the subscales of teacher reflection and teacher autonomy examined in
this study were significantly and positively correlated with one another.

Correlations among subscales were varied to be small to strong.

The subscale of autonomy in instructional planning and implementation
(AIPI) was moderately to strongly (r= .29 to r= .45) correlated with the
subscales of teacher reflection which are; practical, cognitive, metacognitive,
learner and critical. This finding pointed out a conclusion that teachers who
are engaged in reflective teaching practices are likely to feel more autonomous
in instructional planning and implementation (AIPI). Furthermore, the
strongest correlation was between metacognitive reflection and autonomy in
instructional planning and implementation. Akbari et al. (2010) describe
metacognitive reflection associated with teacher reflection on their strength,
weaknesses, personality, and beliefs and perceptions on their teaching
practice. And autonomy in instructional planning and implementation refers
to all decision-making processes related to the organization of teaching
practices. Therefore, it can be concluded that teachers who are more aware of

their teaching practices and of themselves as teachers have a higher sense of
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autonomy in their decisions concerning issues in instructional planning and

implementation.

In addition, all subscales of teacher reflection were moderately (r=.28 to r=.34)
correlated with autonomy in determining the framework of the curriculum
(ADFC). Autonomy in determining the curriculum framework is associated
with the decisions pertaining to teaching content. Accordingly, being more
engaged in reflective practices as a teacher can be considered in relation to
feeling more autonomous in making decisions about the curriculum
framework. This result was concurrent with the findings of
Noormohammadi’s (2014) study that found a significant positive relationship

between curriculum autonomy and all of reflective teaching subscales.

On the other hand, all subscales of teacher reflection were in a small to
moderate (r= .16 to r=34) relationship with autonomy in professional
development (APD). Here, it should be noted that teachers got the lowest
mean score in autonomy in professional development. Moreover, autonomy
in professional development is associated with the decisions about in-service
training of teachers, which involves time schedule, location, and general
criteria for the in-service teacher training activities. Turkey has a centralized
education system which influences decision-making processes of many issues
such as educational policy, curriculum development, teaching content in
instructional materials, school administration and in-service training of
teachers (Yildirim, 2003). Due to the restrained structure of decision-making
processes which does not prioritize the involvement of teachers especially in
in-service teacher training activities, this relationship between all the subscales
of teacher reflection and autonomy in professional development could be
shown as the weakest correlation among all the subscales.
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5.1.3. Results of Teacher Reflection Related to Certain Variables (Gender,

Years of Experience and Teaching Grade Level)

In terms of gender, teacher reflection score significantly varied between female
and male participants. The results showed that female teachers were more
reflective than their male counterparts considering all of the means of
measurement. As for the examination of subscales, a significant difference
existed in practical and cognitive subscales. Practical reflection is associated
with keeping journals, exchange of ideas with colleagues, observations and
teaching portfolios; and cognitive reflection is about teachers’ conscious efforts
for achieving professional development such as reading books and journals
(Akbari et al., 2010). Based on the findings of the study, it can be claimed that
female teachers are more inclined to participate in terms of sharing their
opinions on teaching practices, and follow their professional development
with more conscious efforts. This result also can be explained through socio-
cultural factors, since engaging in reflective practices calls for openness to
share one’s thoughts, and in countries such as Turkey, men, in general, refrain

from disclosing their feelings and thoughts.

This finding was concurrent with Korumaz’s (2012) study for English teachers,
which found a statistically significant gender-based difference in favor of
female teachers in reflective teaching. However, there are other studies
(Kayapmnar & Erkus, 2009; Goziiyesil & Aslandag-Soylu, 2014) which revealed
that the reflection scores of teachers did not vary according to gender in

different contexts.

On the other hand, with respect to other demographic variables such as years

of experience and teaching grade level, the findings of the study did not
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indicate a significant difference in teacher reflection score. The results related
to years of experience was surprising since reflective practice is defined as the
process of learning through and from experience (Schon, 1987; Finlay, 2008).
However, the breadth of experiences can be considered as an important factor
that influence difference in teacher reflection score according to years of
experience. On the other side, the result related to years of experience in
current study differed from the findings of the study conducted by Kayapmar
and Erkus (2009) which shows a positive significant correlation between

teaching experience and teachers’ reflection.

In addition, nonsignificant result related to teaching grade level in teacher
reflection score can be explained with the situation that current study included
students at the same elementary stage of school system, classroom dynamics

could be more approximate.

5.1.4. Results of Teacher Autonomy Related to Certain Variables (Gender,

Years of Experience and Teaching Grade Level)

The results related to teacher autonomy according to gender revealed that
there was no significant difference between mean scores of female and male
participants. It shall be noted that there are studies with different results in the
related literature. In the study by Pearson and Hall (1993), teacher autonomy
did not vary in terms of gender, whereas another study which is conducted by
Vasile (2013) revealed a difference in favor of male teachers. This
nonsignificant result of present study shows that teachers’ autonomy

perception is not influenced by their gender.

According to the results related to years of experience, there was no significant
difference in teacher autonomy score according to years of experience. This
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result points out that autonomy feeling of teachers do not vary in terms of the
years spend in teaching. In addition, this result was consistent with the study
by Pearson and Hall (1993) which found that teacher autonomy did not
correlate with teaching experience. On the other hand, in another study
(Evelein et al., 2008) which focus on the fulfilment of basic psychological needs
including autonomy of student teachers during their first teaching experiences
revealed a different result. According to the study done by Evelein et al. (2008),
the fulfilment of the need for autonomy in student teachers is considerably less

than in experienced teachers.

On the other hand, findings showed no significant difference in teacher
autonomy score according to teaching grade levels. This result was different
from the results of the study by Pearson and Hall (1993) revealed a significant
relationship between teacher autonomy and the grade levels of teachers.
However, this significant difference in the study of Pearson and Hall (1993)
was between teaching grade levels in elementary, middle and high stages. The
explanation for nonsignificant result in teacher autonomy according to
teaching grade levels can be also valid for teacher reflection. Accordingly,
since the teaching grade levels in the current study include students who are
in close ages at the same elementary stage of school system, classroom

dynamics could be more approximate.
5.2. Implications

The presented study was conducted with the classroom teachers working in
public elementary schools. The results of the study revealed a positive
significant relationship between teacher reflection and teacher autonomy and

their subscales, what is more, while teacher reflection scores differed
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significantly according to gender, teacher autonomy score did not differ
significantly according to certain variables. Based on the results, some
implications were suggested in relation to teacher reflection and teacher

autonomy for education system and teacher education in Turkey.

This study demonstrated a strong relationship between two crucial factors of
teacher professionalism which can be referred to as teacher reflection and
teacher autonomy. In teacher education the programs reviewed in Turkey, the
aim of the program is to educate teachers as problem-solving intellectuals
rather than technicians who do what they are told to do (Council of Higher
Education [CoHE], 2007). However, the role of teacher as technician is inclined
to maintain with a centralist structure of decision-making processes which
does not prioritize the involvement of teachers by ignoring their knowledge
and expertise of them. In accordance with this, Cakcak Tezgiden (2015) claims
that teacher candidates in Turkey, are educated as dependent technician
teachers who are not motivated to take active leading roles to initiate
educational reforms. When teachers are actively involved in the decision
making processes in job related activities such as curriculum design,
professional development, instructional planning, they can develop their
reflective teaching abilities with the sense of professional empowerment.
Besides, the opposite is also true. When teachers find opportunities to apply
and develop reflective practices, they can feel a higher sense of autonomy
along with the motivation to take more responsibility. All in all, teacher
education system in Turkey should educate teachers as reflective practitioners
as it is aimed. Following this, at schools and as a part of the general education
system, teachers need to be given more space for active participation in

decision making processes concerning all stages of educational policies in
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order to realize themselves as professionals. In such an educational

ecosystem, teachers will be able to act as educational leaders.

On the other hand, the result revealed teacher reflection score which differs
significantly differed according to gender shows that female teachers are more
engaged in reflective thinking and practice. Based on this result, in teacher
education programs male candidates should be more encouraged more in
teacher education programs to express their thoughts and feelings on practice.
Moreover, providing a participative and mutual learning environment for

both female and male teachers can be a focus in schools.

5.3. Recommendations for Further Research

In the light of the results of the study, the following insights for future research

studies were constructed.

e The presented study was conducted with the classroom teachers
working in public elementary schools in three main districts of Ankara.
In another study a larger sample can be chosen to increase

generalizability.

e Teacher reflection and teacher autonomy can be examined according to
other variables such as educational degree held, class size to have a

better understanding in teachers’ characteristics.

e The study carried out with elementary school teachers, further study
can be conducted with teachers in other teaching fields and stages of

school system.
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A comparative study on teacher reflection and teacher autonomy and
their relationship can be conduct for teachers working in private and

public schools.

In further studies, teachers’ self-efficacy beliefs can be included as a

third variable.

In further studies, using more sophisticated statistical analysis showing

main effects and interactions can be conducted.
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APPENDIX C

TURKISH SUMMARY / TURKCE OZET

YANSITICI OGRETIM VE OGRETMEN OZERKLIGI ARASINDAKI
ILISKiNiN BELIRLi DEGISKENLERE GORE INCELENMESi

GIRIS

Glintimiiz diinyasinda, 6gretmenler ¢calisma ortamlarinda oldukga karmasik,
ongoriilemez ve problemli durumlar ile karsilasmakta ve bir¢ok acgidan
durumu degerlendirerek anlik olarak en etkili kararlar1 verebilmeleri
beklenmektedir. Bu nedenle 6gretmenlik giiniimiiz toplumunun taleplerine
karsiik verebilmek igin yiiksek motivasyona sahip ve becerileri bireyler

olmay1 gerektirecek sekilde devamli olarak evirilmektedir (Zhao, 2009).

Ogretmenlik meslegindeki degisimin bir parcasi olarak, yansiticilik birgok
tilkedeki mevcut 6gretmen egitim programlarinda etkin bir 6gretmenin kritik
bir 6zelligi olarak kabul edilmekte ve tanimlanmaktadir, dolayisiyla yansitict
Oogretim Ogretmen egitiminde ¢ok onemli bir rol oynamaktadir (Akbari,
Ramin, Behzadpoor ve Dadvand, 2010). Dahasi, Larrivee (2008) bir¢ok tilkede
ogretimde yansiticilik becerisinin 0gretim standartlarindan biri olarak kabul

edildigini belirtmektedir.

John Dewey tarafindan teorilestirilen yansitic1 diisiinme yansitici 6gretimin
temel basamag1 olarak 6gretim ve 0grenme ortamlarinda oncii bir kavram
haline gelmistir. Dewey (1933) 6gretimi, dnceden belirlenmis eylemlerin rutin

bir dizini degil, 6gretmenlerin her benzersiz durumda sorunlar: aktif olarak
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diistinmeye ve ¢oziim aramak igin baglam-duyarl bir yaratici entelektiiel
etkinlik olarak tanimlamaktadir. Dewey’in teorisinden hareketle Schén (1983,
1987) yansitict uygulama modelleri Onermis ve Ogretmenleri yansitict
uygulayici olarak tanimlamigtir. Ofretmenin teknisyen olarak goriildiigii
yaklasim Ogretmenleri gligsiizlestirirken, yansitict uygulayici dgretmenler
kendi ortamlarinda bilgi iireten ve sorun ¢ozen kisiler olarak goriilmektedir

(Zeichner ve Liston, 1996).

Bununla birlikte, cogunlukla 6gretmenler 6gretim uygulamalarma yonelik
yansiticl bir tutum ile yaklasmakta yetersiz kalmaktadir (Parsons ve Brown,
2002). Zeichner ve Liston'a (1987) gore, toplum ve kurumlar, 6gretmenlerin
bilgisi ve uzmanligimi goz ardi ederek teknisyen olarak oOgretmenin
hakim tasvirini koruma giidiisiiyle hareket ederken, bu durum 6gretmenin
mesleki karar verici roliinde biiyiik bir ikilem yaratmaktadir. Bu anlamda,
Schon (1983, 1987) teknisyen olarak 6gretmenin egemen roliinii 6zerk karar
verici veya yansitict uygulayict Ogretmen rolii ile degistirmenin
gerekliligini savunurken, Calderhead (1989) yansitici 0gretimi ozgiirlesme
ve mesleki 0zerklik olarak tanimlamaistir (s. 43). Dahasi, Schon'in (1983, 1987)
calismalari, yansiticc  uygulamanin amacmin, Ogretmenin  siirekli
olarak  deneyimlerinden Ogrenen ve bilgiyi yansitma yoluyla
yeniden yapilandiran Ozerk bir karar verici haline gelmesi oldugunu
ortaya koymustur. Diger taraftan Giroux (1988), yansitict uygulayic
olarak Ogretmenlerin miifredat gelistirme siirecinde aktif rol almalar:
gerektigi diisiincesini ortaya koymustur. Giroux'un bu diislincesine
uygun olarak, Zeichner ve Liston (1996), yansitic1 uygulayici olarak 6gretmeni
"Ogretim ile ilgili varsayim ve degerlerini sorgulayan, miifredat gelistirmede

yer alan ve okulun degisim ve yenilesme ¢abalarina dahil olan, kendi mesleki
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gelisiminin sorumlulugunu alan bireyler” olarak tanimlar (s. 6).

Farrel (2004) Ogretmenlerin yansitict Ogretim uygulayarak, oOgretim
uygulamalarini sekillendirirken daha fazla sorumluluk almaya istekli ve daha
giicli  bir karar verici olabilecegini belirtmektedir. ~Ogretmelerin
gliclendirilmesi baglaminda, yansitici 6gretimin 6nemli bir pargasi olan eylem
arastirmasi 0gretmenin ayni zamanda bir arastirmaci olabilmesinde 6nemli
bir arag olarak degerlendirilirken, 6gretmenler problemli durumlar tizerinde
diistinerek bu konuda kendi fikirlerini dile getirebilecek ve 6zerk olabilecektir

(Farrell, 2004; Zeichner ve Liston, 1996).

Sonug olarak, yansitici uygulama ogretmenlerin etkili 0gretimlerini, karar
stireglerinde aktif olma ve 6zdenetim siireclerini gelistirmelerine yardimci
olacak bir yol olabilir (Noormohammadi, 2014). Karar siireclerinde etkin bir
rol oynamak odaginda diistiniildiiglinde, hissedilen 6gretmen 6zerkligi ile

yansitici Ogretim arasinda bir iliskiye isaret edilmektedir.

Yansitict 6gretim ile 0gretmenlerin hissettikleri 6zerklik arasindaki iliskinin
arastirllmasi neticesinde ortaya konulacak olan sonuclarin 6gretmenlerin
yansitict 6gretim becerilerinin anlasilmasina ¢alisma ortamindaki 6zerklik
perspektifinden 1s1ik tutulabilecektir. Bununla birlikte, yansitict 6gretim ve
hissedilen 6gretmen 6zerkliginin cinsiyet ve 6gretim deneyimi olarak segilen
degiskenlere gore arastirilmasi ile elde edilen bulgular, 6gretmenlerin
ozellikleri hakkinda daha iyi bir anlayis gelistirilmesine ve egitimcilerin
Ogretmen egitimini ve Ogretmenlerin Ozerklik algilarini gelistirmelerine

yardimci olabilecektir.

Bu calismanin amaci yansitict 0gretim ve oOgretmen Ozerkligi ve bu
degiskenlerin alt faktorleri arasinda anlamli bir iliski olup olmadigini
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incelemektir. Dahasi, bu ¢alisma ile yansitic1 6gretim ve 6gretmen 6zerkliginin
cinsiyet, 0gretmenlik deneyimi ve 6gretim yapilan sinf diizeyi degiskenlerine
gore anlamli bir farkliik gosterip gostermediginin  belirlenmesi

amaclanmaktadir.
LITERATUR TARAMASI
Yansitic1 Ogretim

John Dewey egitimde yansitici diisiincenin teorilesmesinde oncii isim olmus
ve calismalarinda (1933) “yansitici diisiince teorisini” ortaya koyarak ve
gelistirerek gelecek c¢alismalar igin bir temel olusturmustur. Dewey
yansitmay1 bir diistince bicimi olarak tanimlamis ve eylemi yonlendiren farklh
diisiince bigimlerini diirtiisel eylem, rutin eylem ve yansitici eylem olarak
ifade etmistir. Dewey, diirtiisel eylemi diisiinmeden deneme ve yanilma ile
hareket edilmesi olarak tanimlarken rutin eylemi ise otorite ve mevcut
gelenekler dogrultusunda sorgulamadan ve iizerine diisiinmeden hareket
etmek olarak tanimlamaktadir. Bu pasif eylem yapma bigimlerinin tersine,
yansitici eylem “an’la aktif bir iliski icinde olmay1 ifade etmektedir. Bunun yam
sira, yansitici eylem kisinin kendi kisisel eylemlerinin sorumlulugunu goniillii
ve istekli olarak almasini (Larrivee, 2016) ve “belirli bir problemi ¢6zme
ihtiyaci ile motive olmay1” (Griffiths, 2000, s. 540) gerektirmektedir. Griffiths
(2000) ayrica, rutin eylem diisiince bigimini benimsemis Ogretmenlerin
onyargilar ve kaliplasmis fikirler ile hareket edebilecegini, ancak yansitict
eylem diistince bigimini benimsemis 6gretmenlerin daha genis perspektifle

ahlaki ve etik unsurlar1 da dikkate alarak hareket edecegini ifade etmektedir.

Dewey’in c¢alismalarinin  devaminda, Donald Schon’iin (1983, 1987)
calismalari ile 6gretmen egitiminde uygulamada yansitici diisiinceyi odaga
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alan “yansitict uygulama” dikkat kazanmaya baslamistir. Schon, yansitict
uygulayici bir 6gretmeni siirekli olarak tecriibelerinden 6grenen ve yansitma

ile bilgiyi ve anlami1 yeniden yapilandiran olarak tanimlamaktadur.

Schon’e (1987) gore yansiticilik, eyleme ge¢cme, gozlem yapma, yansitma,
kesfetme ve degerlendirme dongiisel siireci ile 6gretmenler i¢in devamli bir
gelisim saglamaktadir. Griffiths (2000), Schon’iin yansiticilik modelini
“O0gretmenlerin durumlar ile aktif bir sekilde iliskili oldugu, bu durumlarin
sekillenmesi ve yorumlanmasinda 6nemli rol oynadigi karmasik ve ¢ok yonlii
bir stire¢” (s. 541) olarak tanimlamaktadir. Bu anlamda, yansitict uygulayic
olarak Ogretmen, Ogretim siireci ve bu siirecteki eylemlerin sebepleri ve
sonuglar {izerine diisiinen bireylerdir (Schén, 1987). Ogretmenlerin yaratict
bir anlayisla smif i¢i problemleri ¢ozdiigii bu diisiinme ve eyleme ge¢cme
siirecinin onceden belirlenebilmesi miimkiin degildir ve bu nedenle,
ogretmenlerin takip edebilecegi bir rehber ile formiile edilemez (Cakcak

Tezgiden, 2015).

Diger taraftan Schon, pasif teknisyen olarak 6gretmen kavramini 6ne stirerek,
bu kavrami Onceden belirlenmis eylemleri rutin bir cercevede Ogreten
ogretmenlerin aktaran roliinii tanimlamak i¢in kullanmistir. Bunun yani sira,
Schon 6gretmenin pasif teknisyen roliinii elestirerek adanmis, 6zerk karar alict
ve yansiticl uygulayict 6gretmenlere olan ihtiyaci dile getirmistir (Larrivee,
2008). Bu dogrultuda, Zeichner ve Liston (1996) yansitic1 uygulayici olmayan
ogretmeni tanimlayarak o6gretim stireglerinde yansitici diisiincenin aslinda ne
olduguna agiklik getirmistir. Buna gore, islerine yon veren amag ve degerleri,
ogrettikleri Ogretim icerigini asla sorgulamayan ve varsayimlarini,
diistincelerini ve eylemlerini gozden gegirmeyen Ogretmenler yansitict
uygulayici degildir.
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Bu noktada, Zeichner ve Liston (1996) tarafindan yapilan yansitic1 uygulayic
ogretmenin ozelliklerine iligkin tanim daha iyi bir anlayis sunabilecektir. S6z

konusu teoristlere gore, yansitici1 uygulayici bir 6gretmen;

¢ Uygulamada ortaya cikan ikilemleri inceler ve ¢6zme girisiminde

bulunur;

e Ogretim siirecine tagsidig1 varsayimlarinin ve degerlerin farkinda

olur ve bunlar1 sorgular;
o Ogretim yaptig1 kurumsal ve kiiltiirel baglama duyarhdir;

J Ogretim programlarinin gelistirilmesi ve okulun degisim ¢alismalar:

stireclerinde rol alir;

e Kendi mesleki gelisimine iliskin sorumluluk alir (s. 6).

Verilen biitiin bu ozellikler dikkate alindiginda, yansitict uygulayic1 bir
ogretmenin egitim ortaminda etkin ve lider bir rol oynadigi sonucuna

ulagilabilmektedir.
Ogretmen Ozerkligi

Bu arastirmada incelenen bir diger kavram olan 6gretmen 6zerkligi en temel
anlamiyla 6gretmenlerin egitim ortamlarinda karar verme siireclerinde kendi
sesleri ile bagimsiz varliklarini ortaya koyabilmelerine karsilik gelmektedir.
Hgili literatiirde, Ogretmen Ozerkliginin tanimina iliskin bir fikir birligi
bulunmamakta ve Ogretmen oOzerkligini oOgretmenin sahip oldugu
beceri/kapasite ve ona verilen 6zgiiliik olarak tanimlayan farkli goriis agilar
mevcuttur. Bu dogrultuda, ilk agidan baslayacak olursak 6gretmen 6zerkligi,
ogretmenlerin 6z yonlendirilmis 6gretim saglayabilmeleri konusunda sahip
olduklar1 beceri (Little, 1995); paylasimc bir yaklasim iginde mesleki beceri ve
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tutum gelistirebilme kapasitesi (Smith, 2000); 6gretmenlerin 6gretimlerini
ozgir bir bigcimde yapilandirabilme kabiliyeti (Javadi, 2014); ve karar
verebilme becerisi (Pearson, 1995; Sentovich, 2004) olarak Ogretmenlere
ogretim ortamlarinda elestirel bir varlik siirdiirebilmeleri icin tercih ve
belirleme alani sunan bir kavram olarak ele alinmistir. Benzer sekilde, Shaw
(2002) 6gretmenin hissettigi 6zerkligin diizeyinin kendi beceri ve kapasitesine
bagli oldugunu ileri siirmektedir. Bununla birlikte, sz konusu o6zerklik
hissinin diizeyinin yalmizca i¢ faktorlere bagh olarak degil politik, kurumsal
ve Ogretimsel faktorler gibi dis nedenlere bagli olarak da farkhilik
gosterebilecegini eklemektedir. Diger taraftan, Ogretmen Ozerkligi aymni
zamanda 6gretmenlere mesleki karar siireglerinde, ders igerigi planlamasinda,
ogretim ortamlarim1 diizenlemede aktif olabilmelerine ve sorumluluk
almalarina imkan saglayan ozgiirliiklerin verilmesi olarak tanimlanmaktadir

(Friedman, 1999).

Gortldiigl tizere, 6gretmen 6zerkligi kavrami beceri, 6zgiirliik veya kontrol
boyutlarinda bir¢ok farkli agidan kullanilabilmektedir. Bu farklh acilar egitim
ortamlarinda ogretmen Ozerkligi konusunda kapsamli ve daha derin bir
anlayisin olusmasinda gerekli olan c¢ok yonlii bir tartisma ortami
saglamaktadir. Bu anlamda, Huang (2005) bu kavramsal tartismadaki farkl
bakis acilarini entegre ederek daha kapsamli bir tanim 6nermistir; “6gretmen
konusunda istek, kapasite ve ozgiirliikleridir” (s. 206). Bu agidan, 6gretmen
ozerkligi hem i¢ hem de dis faktorlere bagl olarak beceriyi, sorumlulugu,

ozgurliigii icine alan bir alg1 olarak tanimlanabilmektedir.

Ote yandan, literatiirde 6gretmen 6zerkligi farkli boyutlariyla aragtirilmigtir.
Oztiirk (2011) bu konuda, &gretmen 6zerkligi kavraminin sadece 6gretim
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siireclerinin planlanmastyla smirli olmadigini, 6gretmenin motivasyonu, is
doyumu, Ogretmenligi algilayis ve Ogretimi diizenleyis bigimleri ve okul

yonetimine katilim gibi konularda da 6nemli rol oynadigini ifade etmistir.

Yansitic1 Ogretim ve Ogretmen Ozerkligi Arasindaki iliski Uzerine Yapilan

Arastirmalar

Yansitict 6gretim ve Ogretmen Ozerkligi arasindaki iliskiyi inceleyen tek
calisma Noormohammadi (2014) tarafindan yapilmistir. Bu ¢alismanin amac,
yansitic1 0gretimin 6gretmen 6zerkligi ve 6gretmenlerin yeterlik ile iligkisinin
incelenmesidir. Ogretmen yeterlik algis1 bu ¢alismada yansitici 6gretim ve
ogretmen oOzerkligi iliskisini destekleyici degisken olarak kullanmilmstir.
Calismanin sonuglarina gore, yansitici 0gretimin biitiin alt boyutlar ile
ogretmen Ozerkliginin 6gretim programi boyutu arasinda anlamli pozitif bir
iliski ortaya konmustur. Bu calismada, yansitici Ogretim uygulamalar:

ogretmenin 0zerklik hissini gelistiren bir yol olarak sunulmustur.

Ulas (2015) tarafindan yapilan bir diger ¢calismada ise, 6gretmenlerin smuf igi
ve mesleki sosyal destek olmak {izere temel psikolojik ihtiyaglari ile iligkisi
arastirilmistir. Bu ¢alismanin bulgulari, 6gretmen 6zerkliginin 6gretmenlerin
smif i¢i problem ¢dzme becerisinin bir yordayicist oldugunu gostermistir.
Yansitici 0gretim (Dewey, 1933; Schon, 1983, 1987; Reiman, 1999; Giriffiths,
2000; Kayapinar, 2009; Cakcak Tezgiden, 2015) ilgili literatiirde ayn1 zamanda
problem ¢6zme siireci olarak da tanimlandigindan, bu iliskinin yansitict

ogretim ve 0gretmen Ozerkligi iliskisine isaret ettigi soylenebilmektedir.

Bununla birlikte, demografik degiskenlere gore yansitici 6gretim ve 6gretmen

ozerkligi tizerine yapilan ¢alismalara iligkin literatiire yer verilmistir.
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YONTEM

Arastirmada nicel arastirma yontemi kapsaminda, iliskisel arastirma modeli
kullanilmigtir. Bu amagla yansitict Ogretim ve Ogretmen oOzerkligi
degiskenlerini 6l¢mek tizere kullanilacak araglar; Yansitict Ogretim Olgegi ve
Ogretmen Ozerklik Olgegidir. Ogretmen Ozerklik Olgegi Ulas ve Aksu (2015)
tarafindan Tiirkge olarak smnif 6gretmenlerine uygun olarak gelistirilmistir.
Yansitici Ogretim Olgegi ise orijinalinde ingilizce ogretmenleri i¢in Akbari ve
digerleri (2010) tarafindan gelistirilmis ve Korumaz (2012) tarafindan yine
ingilizce ogretmenleri igin Tiirkgeye uyarlanmistir. Dolayisiyla, olgegin
ilkokul smif oOgretmenlerine uygulanabilirlidi mevcut calismada test
edilmistir. Buna ek olarak, yansitict O0gretim ve oOgretmen oOzerkligi
puanlarmin cinsiyete, Ogretmenlik deneyimi ve Ogretim yapilan smif
diizeyine gore anlamh bir farklilik gosterip gostermediginin belirlemek igin

veriler tek yonlii Varyans Analizi ve bagimsiz t-test ile analiz edilmistir.

Calismanin Orneklemi, 2016-2017 egitim Ogretim yilinda Ankara ilinde 3
merkez ilgede (Yenimahalle, Altindag, Kegioren) 15 okulda gorev yapmakta
olan 284 smif ogretmeninden (1.-4. Sinif) olusmaktadir. Orneklem, seckisiz

kiime 6rnekleme yontemi ile belirlenmistir.
Veri Toplama Araglarn
1. Yansitica Ogretim Olcegi

Yansitici Ogretim Olgegi 1r1gilizce ogretmenleri i¢in Akbari ve digerleri (2010)
tarafindan gelistirilmis ve Korumaz (2012) tarafindan yine ingilizce
ogretmenleri i¢in Tiirkgeye uyarlanmistir. Yansitic Ogretim Olgegi-Tiirkge 5
alt faktore ait 29 maddeden olusan, bes dereceli (1="asla” ile 5="Her zaman’

arasinda degisen) Likert tipi bir olgektir. Olgegin alt faktorleri soyledir; (1)
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uygulama, (2) bilissel, (3) 6grenen, (4) tist bilissel, (5) elestirel.

Olgegin ilkokul smif oOgretmenlerine uygulanabilirliginin test edilmesi
amaciyla bu orneklemde gecerlik ve giivenirligini arastirmak {izere pilot
calismasi gergeklestirilmistir. Pilot ¢alisma, Tiirk Egitim Dernegine bagh
okullarda sinif 6gretmenligi yapmakta olan 237 6gretmene uygulanmistir. Bu
calisma kapsaminda Olgegin gegerligi Dogrulayict Faktor Analizi (DFA) ve
orneklem igin giivenilirligi Cronbach’s Alpha katsayist ile test edilmistir. Sozii
edilen analizlerde elde edilen degerler dogrultusunda Yansitict Ogretim

Olgeginin gecerli ve glivenilir olduguna karar verilmistir.
2. Ogretmen Ozerklik Olcegi

Ogretmen Ozerklik Olgegi-Tiirkce, Ulas ve Aksu (2015) tarafindan
gelistirilmis olup, 3 alt faktore ait 18 maddeden olusan bes dereceli (1= ‘Hi¢’
ile 5='Tamamen’ arasinda degisen) Likert tipi bir dlgektir. Olgegin alt faktdrleri
sOyledir; (1) 6gretimi planlama ve uygulama, (2) mesleki gelisim, (3) egitim

programlari ile ilgili karar verme.
3. Demografik Bilgi Formu

Bu form katilimcilarin cinsiyetleri, 6gretmenlik deneyimleri (0-4, 5-9, 10-14, 15-
19, 20 y1l ve tizeri), hangi sinif diizeyinde egitim verdikleri (1., 2., 3. ve 4. Sinif)

ile ilgili 3 sorudan olusmustur.
BULGULAR

Yansitict 0gretim ve 6gretmen 6zerkligi arasindaki iliski Pearson korelasyon
katsayisi ile analiz edilmistir. Bu iliskisel analize gore, yansitict 6gretim ve

ogretmen Ozerkligi arasinda anlamli pozitif iliski bulunmustur (r=.51, p<.01).
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Ogretmen ozerkligi ve yansitici 6gretim degiskenlerinin alt faktorleri
arasindaki iliskiyi incelemek igin de Pearson korelasyon Kkatsayisi
kullanilmistir. Buna gore, biitiin alt faktorler arasinda anlaml pozitif bir iligki
oldugu tespit edilirken Pearson korelasyon katsayis1 en diisiik .16’dan en

yliksek .45’e kadar deger gostermistir.

Yansiticr 6gretimin puanlarmin cinsiyet, 6gretmenlik deneyimi stiresi ve
ogretim yapilan sinif diizeyine gore nasil degistigini incelemek i¢in bagimsiz
t-test ve tek yonlii varyans analizi kullanilmistir. Buna gore yansitict 6gretim
puanlarinin cinsiyete gore nasil degistigi bagimsiz t-test ile incelenmis ve
kadin ve erkek katihmcilarin yansitict gretim puanlarinin cinsiyete gore
anlamli bir farklilik gosterdigi tespit edilmistir (t (282) = 2.409, p = .02). Kadin
ogretmenlerin erkek Ogretmenlere gore yansitict 0gretim puanlari anlaml
sekilde daha yiiksek belirlenmistir. Diger taraftan, yansitict Ogretim
puanlariin 6gretmenlik deneyimi siiresi ve Ogretim yapilan smif diizeyine
gore anlamli bir farklilik gosterip gostermedigi tek yonlii varyans analizi ile
incelenmistir. Buna gore, Ogretmenlerin yansitict Ogretim puanlarinin
ogretmenlik deneyimi siiresine gore anlamli bir farklihk gostermedigi
bulunmustur (F (4, 279) =1.80, p = .13). Ayn1 zamanda, gretmenlerin yansitici
ogretim puanlar1 6gretim yapilan smif diizeyine gore de anlamh bir farklilik

gostermemistir (F (3, 280) = 0.27, p = .85).

Ogretmen ozerkligi puanlarmin cinsiyet, dgretmenlik deneyimi siiresi ve
ogretim yapilan sinif diizeyine gore nasil degistigini incelemek igin bagimsiz

t-test ve tek yonlii varyans analizi kullanilmistir.

Buna gore oOgretmen oOzerkligi puanlarimin cinsiyete gore nasil degistigi

bagimsiz t-test ile incelenmis ve kadmn ve erkek ogretmenlerin 6gretmen
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ozerkligi puanlarinin cinsiyete gore anlamli bir farklilik gostermedigi tespit
edilmistir (p>.05). Diger taraftan, 6gretmen 6zerkligi puanlarmin 6gretmenlik
deneyimi siiresine gore anlamli bir farklilik gosterip gostermedigi tek yonlii
varyans analizi ile incelenmistir. Buna gore, 6gretmenlerin 6gretmen 6zerkligi
puanlarmin 6gretmenlik deneyimi siiresine gore anlamli bir farklilik
gostermedigi bulunmustur (F (4, 279) = 1.70, p = .15). Bir diger demografik
degisken olarak, Ogretmen Ozerkligi puanlarmmn oOgretim yapilan sinf
diizeyine gore nasil degistigi tek yonlii varyans analizi ile incelenmistir. Bu
analize gore, 6gretmenlerin 6gretmen 6zerkligi puanlari 6gretim yapilan sinif

diizeyine gore anlamli bir farklilik gostermemistir (F (3, 280) =0.37, p = .78).
TARTISMA

Calismanin bulgular1 1s181nda, yansitic1 6gretmen ve 6gretmen 6zerkligi ve bu
degiskenlerin alt faktorleri arasinda anlaml pozitif bir iliski bulunmustur.
Diger taraftan, ogretmenlerin yansitici 6gretim puanlart kadin katilimcilar
lehine cinsiyete gore anlamli bir farklilik gosterirken, yansitict 0gretim
puanlarinda 6gretmenlik deneyimi siiresi ve 6gretim yapilan smif diizeyine
gore anlaml bir farkhilik tespit edilmemistir. Bunun yani sira, 6gretmenlerin
ogretmen Ozerkligi puanlar1 da cinsiyet, 6gretmenlik deneyimi ve 0gretim

yapilan sinif diizeyi degiskenlerine gore anlaml sekilde farklilasmamaistir.

Yansitict 6gretim ile 6gretmen o6zerligi arasinda ortaya konan anlamh pozitif
iligki (r=.51) gticlii bir iligski diizeyine karsilik gelmektedir. Bu bulgu, yansitict
ogretim ile daha iliskili olan 6gretmenlerin daha yiiksek Ozerklik algilama
egiliminde oldugunu, ya da diger agidan yiiksek Ozerlik algilayan
ogretmenlerin yansitici 0gretim uygulamalari ile daha iligkili olma egiliminde

oldugunu gostermektedir. Mevcut calismada ortaya konan bu bulgu,
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Noormohammadi (2014) tarafindan gerceklestirilen ve Ingilizce gretmenleri
ornekleminde yansitict 6gretim ile 6gretmen Ozerkligi arasinda anlamli bir
iligki tespit eden ¢alismanin bulgulari ile paralellik gostermektedir. Bu ¢alisma
ile bu iliski smif Ogretmenleri Ornekleminde ve Tiirkiye baglaminda

genisletilmistir.

Literatiirde yer verildigi {izere, yansitici uygulama Ogretmenligi sadece
onceden belirlenmis Ogretim igerigini sorgulamadan aktaran roliinde
tanimlayan teknisist yaklasima kars: bir yaklasim olarak ortaya ¢ikmistir. Bu
calismada ortaya konan yansitict 68retim ile 6gretmen Ozerkligi arasindaki
gucli iligki, 0gretim stireglerine iliskin yiiksek farkindaliga ve siiregelen
egitim politikalarma iliskin elestirel bir tutuma sahip olan Ogretmenlerin
egitim konularindaki karar alim siireclerinde daha yiiksek kontrol algisina
sahip olduguna isaret etmektedir. Bu sonug, yansitici uygulamanin amacimin
ogretmenlerin 6zerk karar vericiler olmalarinmi saglamak (Schon, 1983, 1987)
oldugu; ve yansitic1 68retim ile daha iliskili olan dgretmenlerin varsayimlar:
sorguladigl, 6gretim programi gelistirme siirecine dahil oldugu, daha gtiglii
karar alic1 oldugu; okulun degisim calismalarinda yer aldigy; kisisel gelisimi
i¢in sorumluluk aldig: (Farrell, 2004; Zeichner ve Liston, 1996) 6nermeleriyle
tutarlilik gostermektedir. Dolayisiyla 6gretmenlerin yansitici uygulayicilar
olarak gorildigi bir yaklasimin giiclendirildigi egitim sisteminde,

ogretmenlerin 6zerk karar alicilar olmasi yaklasimi da gii¢lendirilecektir.

Calismanin bulgulari, yansitict 6gretim ve 6gretmen 6zerkligi degiskenlerine
ait biitiin alt faktorler arasinda anlamli bir iliskinin varligini ortaya
koymustur. Buna gore alt faktorler arasindaki iliskinin derecesi zayiftan

glicliiye degismektedir.
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Ogretmen 6zerkligi degiskenine ait dgretimi planlama ve uygulama alt
faktorii yansitict 6gretimin biitiin alt faktorleri ile ortadan giicliiye iligki
gostermistir (r=.29 - r = .45). Bu bulgu yansitic1 6gretim uygulamalar: ile daha
iligkili olan 6gretmenlerin 6gretimi planlama ve uygulama konularinda daha
ozerk hissetme egilimi olduguna isaret etmektedir. Buna ek olarak, yansitict
ogretim degiskenine ait biitiin alt faktorlerin 6gretmen 6zerkligi degiskenine
ait egitim programlan ile ilgili karar verme alt faktorii ile orta derecede
(r= .28 - r = .34) iliskili oldugu belirlenmistir. Dolayisiyla, yansitic1 6gretim
uygulamalar: ile daha fazla iligkili olan Ogretmenlerin kendilerini 6gretim
programlari ile ilgili konularda karar alirken daha 6zerk hissetme egiliminde
oldugu sonucuna ulasilmistir. Bu sonug, Noormohammadi (2014) tarafindan
gerceklestirilen ve oOgretim programlar1 konusundaki Ozerkligin yansitict
ogretim degiskeninin biitiin alt faktorleri ile anlamh bir iligkili oldugu
bulgusuna ulasilan ¢alisma ile tutarlihk gostermektedir. Diger taraftan,
yansitict Ogretim degiskenine ait alt faktorler ile oOgretmen Ozerkligi
degiskenine ait mesleki gelisim alt faktorii zayiftan orta dereceye (r=.16 - r =
.34) bir iligski gostermistir. Mesleki gelisim alt faktorii yansitici 6gretim alt

taktorleri ile genel cercevede nispeten daha zayif bir iliski ortaya koymustur.

Demografik degiskenlere iliskin bulgulara gore, yansitict 6gretim puanlarinin
kadin ogretmenler lehine anlamh bir farklilik gosterdigi belirlenmistir. Bu
farkliligin uygulama ve biligsel alt faktorlerinde anlamli oldugu goriilmiistiir.
Bu bulgu 1s181inda, kadin ogretmenlerin fikirlerini paylasmaya ve mesleki
gelisimleri konusunda ¢aba sarf etmeye daha egilimli oldugu ileri stirtilebilir.
S6z konusu bulgu, Korumaz (2012) tarafindan Ingilizce 6gretmenleri ile
gerceklestirilen ve yansitict 6gretim konusunda kadinlar lehine anlamli bir

farklilik ortaya koyan calisma ile paralellik gosterirken, yansitici ogretim
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puanlariin cinsiyete gore farklilasmadig1 calismalarda (Kayapmar ve Erkus,

2009; Goziiyesil ve Aslandag-Soylu, 2014) mevcuttur.

Diger taraftan, yansitict ogretim ilgili literatiirde (Schon, 1987; Finlay, 2008)
tecriibeyle gelisen bir siire¢ olarak tanimlanmasina ragmen, mevcut ¢calismada
yansitict  O0gretim puanlarmmm O6gretmenlik deneyimi siiresine gore
tarklilasmadig: tespit edilmistir. Ancak tecriibenin derinligi ve nicel olarak
stire artisin1 niteliksel bir gelisimin takip etmeyebilecegi goz Oniinde
bulundurulmalidir. Ek olarak yansitici 68retim puanlar: 68retim yapilan sinif
diizeyine gore anlamli bir farklilik gostermemistir. Bunun bir sebebi olarak,
mevcut calismada incelenen 1., 2., 3. ve 4. smif diizeylerinin ayni okul
kademesi olan ilkokul diizeyinde bulunmasi ve benzer simif dinamiklerinin

olmasi gosterilebilir.

Demografik degiskenlere iliskin bulgular 6gretmen 6zerkligi degiskeni igin
incelendiginde, Ogretmen Ozerkligi puanlarmmm cinsiyet, Ogretmenlik
deneyimi siiresi ve 6gretim yapilan smif diizeyi degiskenlerine gore anlaml
bir farklhilik gostermedigi tespit edilmistir. Cinsiyet degiskenine iliskin bulgu
Pearson ve Hall'in (1993) calismas: ile tutarlilik gosterirken, Vasile (2013)
tarafindan gerceklestirilen ¢alismada erkek Ogretmenler lehine &gretmen
ozerkliginde anlaml farklilik gortilmiistiir. Bununla birlikte, 6gretmenlik
deneyimi degiskenine iliskin bulgu 1s181nda, Ogretmen Ozerkliginin
ogretmenlikte gecen silireden etkilenmedigi sonucuna ulasilabilmektedir.
Diger bir degisken olan 6gretim yapilan sinif diizeyine iliskin olarak yansitict
ogretim konusu ile benzer bir ¢ikarima gidilerek, sinif diizeylerinin birbirine
yakin olmasi anlaml bir farklilik elde edilememesinin bir sebebi olarak ifade

edilebilir.
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UYGULAMAYA YONELIK ONERILER

Calismanin sonuglaria bagl olarak, 6gretmenlerin yansitici uygulayici olarak

yetistirilmeleri ve 6gretmenlere egitim konularindaki karar alim stireglerinde

daha fazla ozerklik alanmi agilmasi igin egitim ile ilgili taraflara gerekli

adimlarin atilmasi yoniinde Onerilerde bulunulmustur. Boyle bir egitim

ekosisteminde 6gretmenler egitim liderleri olarak rol oynayabilecektir.

GELECEK CALISMALAR iCIN ONERILER

Ileride yapilacak ¢alismalar i¢in verilen Oneriler su sekildedir:

Bu calisma Ankara’da tli¢ merkez ilcede belirlenen devlet okullarda
gorev yapmakta olan smif Ogretmenleri ile gergeklestirilmistir. Bir
baska calismada genellenebilirligi arttiracak daha genis bir 6rneklem

secilebilir.

Bu calisma ilkokul kademesinde gorev yapan smif Ogretmenleri ile
gerceklestirilmistir. Daha sonraki bir c¢alismada farklh okul
kademelerinde gorev yapan ogretmenler ve farkli brans 6gretmenleri

tercih edilebilir.

Ogretmenlere iliskin Ozelliklerin etkisinin daha iyi anlasilabilmesi igin
yansiticl 6gretim ve 6gretmen 6zerkligi, egitim diizeyi, egitim yapilan
sinuf bliytikliigii gibi farkli demografik degiskenlere gore incelenebilir.
Yansitict 6gretim ve ogretmen oOzerkligi iliskisinin devlet okullar1 ve

ozel okullarda gorev yapan 6gretmenler i¢in incelendigi karsilastirmali

bir ¢calisma yapilabilir.
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Daha sonraki bir calismada, Ogretmenlerin 06z yeterlik algilar:
iligskiselligin incelendigi tiglincti bir degisken olarak calismaya dahil

edilebilir.

Daha sonraki bir ¢alismada, demografik degiskenlerin birbiri ile olan
etkilesimlerini ve ana etkileri ortaya koyan daha ileri ve ¢ok yonlii

analizler gerceklestirilebilir.
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APPENDIX D

Tez Fotokopisi izin Formu

ENSTITO

Fen Bilimleri Enstitiisii

Sosyal Bilimler Enstitiisii X

Uygulamali Matematik Enstitiisii

Enformatik Enstitiisti

Deniz Bilimleri Enstitiisti

YAZARIN

Soyadt : Sahin Ipek

Adi1 : Derya

Boliimii : Egitim Bilimleri

TEZIN ADI (ingilizce) : The Relationship Between Teacher Reflection and
Teacher Autonomy with Respect to Certain Variables

TEZIN TURU : Yiiksek Lisans X Doktora

Tezimin tamamindan kaynak gosterilmek sartiyla fotokopi alinabilir.

Tezimin icindekiler sayfasi, 6zet, indeks sayfalarindan ve/veya bir
béliimiinden kaynak gosterilmek sartiyla fotokopi alinabilir.

Tezimden bir bir (1) y1l siireyle fotokopi alinamaz. X

TEZIN KUTUPHANEYE TESLIM TARIHI:
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