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ABSTRACT

DEVELOPING A SCHOOL BASED PROFESSIONAL DEVELOPMENT
PROGRAM FOR IMPROVING TECHNOLOGICAL SKILLS AND
ANDRAGOGICAL KNOWLEDGE OF TEACHERS IN PRIVATE NIGHT HIGH
SCHOOLS

Aksoy, Afra Nur
Ph. D., Department of Educational Sciences
Supervisor: Prof. Dr. Meral Aksu

September 2018, 176 pages

To improve the effectiveness of teachers in Private Night High Schools (PNHS), the
main purpose of this study was to make the teachers in a particular PNHS participate
in a School Based Professional Development (SBPD) program for their needs in
educational technologies and adult learning theory (andragogy). This was a case
study including quantitative and qualitative data collected through Principles of
Adult Learning Scale (PALS), Questionnaire of Educational Technologies
(QEdTech), classroom observations, group meetings, and interviews. 25 schools
selected via cluster random sampling, PALS and QEdTech were administered to 227
teachers working at those schools. The target school was chosen through convenient
sampling, and 17 teachers working in this school participated in a SBPD process. 4
teachers out of 17 teachers were selected through criterion sampling for classroom
observation. Descriptive statistics for quantitative data and content analyses for

qualitative data were utilized for data analyses.

The results of QEdTech unfolded that knowledge level of teachers in PNHSs in

terms of educational technologies was very low, and classroom use level of them was

iv



even lower. PALS results revealed that those teachers had problems in adult learning
theory as well. The findings of classroom observations and group meetings were also
consisted with the above mentioned results. After needs assessment process,
professional development programs on social media in teaching and adult teaching
practices were developed and implemented in the target school. Views of the
teachers were taken related to whole SBPD process and they acknowledged that they

found it both informative and beneficial.

Keywords: School based professional development program, andragogy, adult

learning principles, educational technologies, private night high schools
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OZEL AKSAM LiSESI OGRETMENLERININ ANDRAGOJIKBILGILERINI VE
TEKNOLOJIK BECERILERINI GELISTIRMEK ICIN OKUL TEMELLI
MESLEKI GELISIM PROGRAMI GELISTIRME

Aksoy, Afra Nur
Doktora, Egitim Bilimleri Boliimii

Danigman: Prof. Dr. Meral Aksu

Eyliil 2018, 176 sayfa

Ozel Aksam Liseleri'nde (OAL) calisan Ogretmenlerin etkinligini artirmak igin
yapilan bu caligmanin temel amaci, egitim teknolojileri ve yetiskin 6grenim teorileri
(andragoji) alanindaki ihtiyaclar1 i¢in belirli bir OAL deki &gretmenlerin Okul
Temelli Mesleki Gelisim (OTMQG) programina katilmalarimi saglamaktir. Bu,
Yetiskin Ogrenme Ilkeleri Olgegi (PALS), Egitim Teknolojileri Anketi (QEdTech),
simif gozlemleri, grup toplantilar1 ve goriigmeler yoluyla toplanan nicel ve nitel
verileri igeren bir vaka ¢alismasidir. Kiime 6rneklenmesi yolu ile secilen 25 okuldaki
227 ogretmene PALS ve QEdTech araclari uygulanmistir. Hedef okul kolaylikla
bulunabilen Ornekleme yoluyla secilmistir ve bu okulda ¢alisan 17 Ogretmen bir
OTMG siirecine katilmigtir. Sinif i¢i gozlem i¢in oOlgiit 6rnekleme yoluyla 17
Ogretmenden 4 Ogretmen secilmistir. Veri analizinde nicel veriler i¢in tanimlayici

istatistikler ve nitel veriler i¢in igerik analizleri kullanilmistir.

QEdTech'in sonuglari, egitim teknolojileri agisindan OAL'lerdeki 6gretmenlerin bilgi
diizeyinin ¢ok diisiik oldugunu ve simif kullanim diizeylerinin daha da diisiik
oldugunu ortaya ¢ikarmistir. PALS sonuglari, bu 6gretmenlerin yetigkin 6grenme

teorileri ile ilgili de sorun yasadiklarini ortaya koymustur. Sinif gézlemleri ve grup
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toplantilar1 bulgular1 da yukarida belirtilen sonuglarla tutarlidir. Ihtiyag analizi
siirecinden sonra, hedef okulda Ogretimde sosyal medya kullanimi ve yetiskin
O0gretme uygulamalar1 {izerine mesleki gelisim programlar1 gelistirilmis ve
uygulanmustir. Ogretmenlerin tim OTMG siireci ile ilgili goriisleri alinmis ve

O0gretmenler bu siireci hem bilgilendirici hem de faydali bulduklarini belirtmislerdir.

Anahtar Kelimeler: Okul temelli mesleki gelisim programi, andragoji, yetiskin

ogrenme ilkeleri, egitim teknolojileri, 6zel aksam liseleri
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“In a world of universal deceit, telling the truth is a revolutionary act.”

George Orwell

To the ones who still have the courage of telling the truths...
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CHAPTER 1

INTRODUCTION

In this introduction chapter the background, purpose, and significance of this current
study are presented. In the last section of this part, there are the definitions for the

key terms of the study.

1.1 Background of the Study

Effective teachers are the main figures of successful schools, and it can be easily said
that making investments for developing teachers’ skills and knowledge is very
crucial. As teachers are one of the most significant people of the process of
education, it can be claimed that for increasing the quality of educational system, one
must begin with the quality of its teachers (Altun & Gok, 2009). Therefore,
professional development programs for teachers are constantly offered in almost all
the education systems and although they vary greatly in their contents and formats,
they mostly share one common purpose; to change occupational practices, attitudes
and knowledge of teachers towards a determined end which is the improvement of
students’ learning in most of the cases (Griffin, 1983). It would not be wrong to
define professional development programs as organized efforts to create change in
the classroom application of teachers, in their general views, and in achievement of
students (Guskey, 2002). The actual content of these professional development
programs varies based on the individual needs and circumstance of particular

educational setting.

With the new advancements in technology, preparing students to be ready for their
future jobs can have some challenges for teachers, because they need to find suitable
ways to make students use this technology and be open to those changes while
meeting the other obligations of teaching (Pine-Thomas, 2017). Teachers should feel

confident that their skill levels in technology are adequate and administrators will
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need to make sure that teachers have the required knowledge to use technology
because when we look at the today’s students, we see very different profile from the
past. Today’s students were born into this technology and they grew up with it as
they are surrounded by and using various tools of the digital age (Prensky, 2001).
Considering field of education, this new technology welcomes great number of
changes from objectives to evaluation activities. Prensky (2010) stated that for the
digital age, we need new educational programs, new institutions with required
equipment, new teaching methods, new evaluation techniques, new family

contributions and new other things related to education.

Moreover, the advances in information and communication technologies (ICTs)
influenced the whole educational system in all over the world (Voogt, Erstad, Dede,
& Mishra, 2013). There are new jobs that we did not have a decade ago and there
should be enough number of qualified people to get these jobs (Voogt, Erstad, Dede,
& Mishra, 2013). Integrating technology into their curriculum has become an
obligation for the teachers of 21% century (Pine-Thomas, 2017). Prensky (2008)
asserted that technology suggests new techniques and methods and teachers should
be aware of these things and should not insist on old methods. Teachers should serve
as a guide or a facilitator, not the one lecturing or the knowledge provider. However,
teachers confronted many challenges in this issue and the main reason behind is the
lack of training in integrating technology into curriculum (Diaz, 1999).

As previously mentioned, the actual content of these professional development
programs varies based on the individual needs and circumstances of particular
educational setting. Private night high schools (PNHS) are one of the significant
examples considering these educational settings. PNHSs are the institutions (non-
formal) where people who could not continue their regular high school education
(formal) for some sort of reasons can enroll and receive high school diploma
(Official Gazette no: 25292, 2003).There is no age restriction in these schools. The
schools start after work hours in week days or any time at weekend, but the other
things like the curricula, classroom attendance, absenteeism and discipline applied at
regular high schools are also applied at PNHSs. As there is no age restriction in these
schools almost all students are young adults or adults. So, teachers of these schools

have to be aware of that they are the instructors of adult learners and although most
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of the things are same with the other high schools, they have very different students
profile from these regular schools. These adult educators have to be aware that there
are some principles of adult learning, if they want to be effective in the teaching and
learning process. Effective adult education, because, seems rely on the fact that adult
learners are quite different from young learners, as they can have independent

decisions on their own educational needs (Darkenwald & Merriam, 1982).

Knowles proposed the term “andragogy” and defined it, by taking the definition of
pedagogy as the starting point, as “art and science of helping adults learn” (1990,
p.54). For the past four decades, adult learning theory (andragogy) has had a
significant impact on adult teaching practices (Wilson, 2005). For instance, Lawson
(1997, p.10) stated that “the paradigm of andragogy continues to be a powerful
influence in the field (of adult education) by its influence on shaping how we think
about the delivery of services to adults”. Andragogy is based on six assumptions
(Knowles, Holton, & Swanson, 2005); the need to know, the learners’ self-concept,
the role of learners’ experiences, readiness to learn, orientation to learning, and
motivation. Andragogy offers special teaching practices, and these interactive
approaches to learning are considered as both suitable and effective (Blackwood &
White, 1991). Considering the pre-service teacher education in Turkey it would not
be wrong to state that teachers of PNHSs are not different from the teachers in other
high schools, as none of them gets both pre-service and in-service education on adult
learning principles. Together with integrating technology into their curricula, the
unique situation of PNHSs creates a new demand for teachers of these schools;

integrating adult learning principles into their teaching.

A variety of theories and models have been used to both describe and prescribe how
professional development programs for teachers should be implemented. However,
with a few minor exceptions, the models generally do not specifically highlight
principles of adult learning theory (andragogy). Knowles (1990) proposed that the
way we teach children (pedagogy) also becomes the way that we teach adults.
However, if the theoretical models used to create professional development for
teachers do not specifically include elements of adult learning theory, then some
models of professional development may not successfully engage all educators as

learners.



Teachers are adult learners who have the same motivational needs as all adult
learners, adult learners who need to have a sense of self-efficacy; adult learners who
want to see the value of the subject they are being asked to learn (McFarlen, 2016).
Therefore, it would be useful to consider andragogical principles while designing
professional development activities for teachers instead of pedagogical principles. A
research conducted by Darling-Hammond, Chung Wei, Andree, Richardson, and
Orphonos (2009) found out that 90% teachers surveyed participate in professional
development, and many teachers reported that that professional development was

essentially useless.

Experts in the area of professional development are not in complete agreement about
all of the various factors that need to be included in order for professional
development to be effective, however there is some consensus that the opportunity of
professional collaboration between teacher participants is likely to be important. If
teacher personal development takes place in his occupational space, it can bring
about beneficial changes both in his skills and his school (Lieberman, 1995). School
based professional development program (SBPD) is one of the important examples
of these professional learning communities in which teachers can work
collaboratively in order to learn from one another and to support each other’s efforts
(McFarlen, 2016). Through SBPD, teachers’ professional development needs will be
covered within the school place with an aim to providing more chances to enable
efficient usage of human and material features at school (MoNE, 2007). Valli and
Hawley (2002) stated that to be effective, professional development activities must
be school based, continuing, and have relation directly with teachers’ efforts to

implement new or revised strategies within the classroom.

1.2 Purpose of the Study

In Turkey, central in-service trainings (INSET) have been conducted by the Ministry
of National Education’s (MoNE) Department of In-Service Teacher Training, and
local trainings have been conducted by the Provincial Directorates for National
Education (PDNE) since 1993. The training activities are arranged cooperatively by
the MoNE and the PDNE. They are conducted face-to-face, either centrally or locally

(Kog, 2016). Although these activities can be regarded as professional development,
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they are mostly evaluated as to gain more points regarding obligations posed by
administrations (Yolcu & Kartal, 2017). Considering research done about the
effectiveness of these INSETS, it is really hard to find enough information. However,
there is a general consensus that these trainings are found to be ineffective for

various kinds of reasons (Yolcu & Kartal, 2017).

For example, in a recent research conducted by Goksoy (2014), it was found out that
many teachers participating in INSET activities were not happy with the process, and
they stated that they did not want to participate in such kind of activities again in the
future. In another study, Karasolak, Tanriseven and Yavuz-Konakman (2012)
revealed that the teachers had negative feelings and attitudes towards INSET
activities, because new approaches and developments were not considered in those
trainings, and they were not adequate enough to satisfy the particular needs and
problems of teachers as well. Therefore, teachers’ participation in these programs
does not always mean that these programs satisfy teachers’ needs, and teachers may
follow these trainings because they are just available and they just have to. Ben-
Peretz (1990) stated that teachers participated in ‘content’ courses which they found
important, but they also thought that they did not meet their priorities for their
teaching. To Zepeda (2012), despite established legislation calling for professional
development to improve teacher quality, much of the professional development that

is implemented in schools is ineffective, and does not address the needs of teachers.

In order to eliminate these kinds of problems and make the professional development
activities effective and relevant for teachers, there have been conducted many studies
that determine the qualifications of effective professional development. To Guskey
(2003), in order to have an effective professional development, one must be careful
about including training on the content that the teacher teach and the ways of
teaching it better for the students. Moreover, promotion of collegiality and
collaborative exchange and providing educators at all levels of the opportunities to
work together, reflect on their practices, exchange ideas, and share strategies and
expertise are also noted as important (Guskey, 2003). Occupation improvements for
teachers can have a powerful effect on teachers’ skills and knowledge and on student
success, if it is provided in the environment of school community that support

ongoing developments in teachers’ practice (Darling-Hammond et al., 2009). For
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instance, it has been supported by many studies that effective SBPD can help attract
and retain excellent teachers (Avalos, 2011; Gayton, & McEwen, 2010; Mahon,
2003). Moreover, when the professional development activities are grounded in adult
learning theory, they are considered as valuable as teachers learn their craft through
experience, model themselves on others and reflect on their own practice (Cranton &
King, 2003).

Considering the importance of addressing teachers’ current needs and problems and
the qualifications for the effective professional development, SBPD model was
chosen for the study to provide collaboration for the teachers in their own context.
Moreover, needs of teachers in technology adoption and adult teaching practices
were prioritized regarding current advances in educational technologies and unique
context of PNHSs. Therefore, as the major aim was to improve the effectiveness of
teachers in PNHS, the main purpose of this study was to make the staff in a PNHS
develop and implement a SBPD program for their needs and preferences in
technology adoption and adult teaching practices. Based on this main purpose, there
were also several purposes of this study. Firstly, it was aimed to explore needs and
preferences of PNHSs regarding technology adoption and adult teaching practices.
Secondly, following a SBPD process with the teachers in a PNHS and conducting
group meetings were intended. Lastly, development and implementation of a

professional development program based on the determined needs was aimed.

In relation with these purposes stated above the following research questions were
investigated and tried to be answered appropriately;

1. What are the needs of teachers in PNHSs in terms of educational technologies
and adult teaching practices?

2. What are the preferences of teachers in SPNHS for content and delivery
methods for the professional development related to educational technologies
and adult teaching practices?

3. What are the views of teachers in SPNHS related to the changes and
improvements in using educational technologies and adult teaching practices

in their teaching after they completed a SBPD program?



1.3 Significance of the Study

The main goal of professional development is to increase teacher effectiveness and
student achievement (Gylenne, 2015). MoNE invests money to provide access to
professional development for teachers, and teachers spend time participating in
various forms of professional development. MoONE provides professional
development programs for teachers, but most of them are in-service training
activities which are mostly one-time workshops or seminars, and they are mostly
related to the specific content area (Ozdemir, 2013). These professional development
activities are not found to be effective due to various reasons such as; ignoring needs
and preferences of the teachers, problems with timing and duration, lack of
opportunities to put the learning into classroom practice, insufficient equipment and
places, and inappropriate instructional methods and materials (Ugar & Ipek, 2006).
Moreover, MoNE does not organize enough INSET activities considering the
number of in-service teachers in Turkey. For instance, the number of INSET
activities organized by MoNE between 2001 and 2004 was nearly 2,500. When we
consider that there almost 550 thousands of teachers in public schools at that time,
one teacher can participate in these activities only once in every 22 years (Yolcu &
Kartal, 2017).

Considering the current situation regarding professional development, this study
provided a PNHS with a professional learning opportunity which includes some of
the effective qualities of professional development through SBPD model. The SBPD
model has almost all the qualifications that are listed for effective professional
development such as providing cooperation and collaboration, adequate timing and
duration, and addressing the actual needs of teachers. Although this study was
designed as a case study including one of the PNHSs as the site where SBPD was
conducted, the other teachers had the chance of stating their own opinions about their
needs regarding technology adoption and adult teaching practices. Then, teachers of
the determined school discussed those needs and came to a final agreement.
Throughout this process, this study provided an opportunity to develop an in-depth
understanding of how SBPD is practiced and integrated into teachers’ classrooms in

a PNHS.



An understanding of teachers’ views of SBPD may provide insight about the quality
of that professional development, and that may help all stakeholders related to
education and professional development of teachers make informed decisions
regarding future professional learning practices. In addition, this understanding
potentially may help school administrators integrate into their training models SBPD
that is both meaningful and effective in improving teacher practice. Although
professional development is delivered to teachers, the real beneficiaries of effective
professional development are the students. Ultimately, the implementation of an
effective, relevant professional development program in a PNHS could not only

improve teacher performance, but student performance as well.

This case study is significant because by conducting it the gap in the literature by
providing information from PNHS teachers regarding the improvements in
technology adoption and andragogical knowledge will be closed. By checking
relevant data bases it was found out that there is no other study related to PNHS
conducted before, this study will be the first in the field. First of all, database of
thesis written in Turkey which was provided by Higher Education Council was
examined. Then, for the academic articles, METUnique Search was used and, some
databases such as Education Research Complete, Education Source, ERIC, and
ULAKBIM were chosen. Both Turkish and English equivalents of PNHS were

searched and any study could not be found.

As there are numerous developments in technology, it seems obvious that the
education system will have to make some changes especially in the school
curriculum in order to integrate this new technology into their school. Informing
teachers on that issue is the first step. Through this study teachers identified their
needs regarding technology adoption and then they improved themselves
accordingly. This activity could also provide opportunities for both teachers and
principals of improving the professional development activities for educational
technologies, and teachers could develop their skills for necessary integration and in
the end students could get better ways of using technology in their classroom (Pine-
Thomas, 2017).



Another significant perspective taken by the study is andragogy. PNHSs are different
from other regular high schools in terms of student profile, as the students are all
adults or young adults. Therefore, the instruction should be different from general
high schools. Teachers should be aware of the andragogical principles and adult
teaching practices that can help them in their teaching. Moreover, they should have
an idea about the issues hindering them from moving forward with incorporating
adult teaching practices into their classrooms. At the end of this study, teachers found
the chance of determining their needs regarding andragogy and they satisfied those
needs with the help of SBPD. Moreover, SBPD may provide a meaningful
professional development for teachers which could be designed in the future, as it
considers adult learning principles and involve teachers’ needs, values, beliefs and
assumptions about teaching and their ways of seeing the world.

Lastly, this study made a contribution to the literature on both educational
technologies and adult learning theory. Turkish adaptation of Principles of Adult
Learning Scale was done by the researcher and through factor analysis a new scale in
Turkish was constructed. Therefore, from now on this scale could be used in Turkish
adult education settings. Moreover, Questionnaire on Educational Technologies was
developed by the researcher thus this new questionnaire can be use any educational
setting in order to assess teachers’ needs and educational technologies through
investigating their knowledge and classroom use level of determined hardware and

software.

1.4 Definitions of the Terms

Andragogy (Adult Learning Theory): Art and science of helping adults to learn
(Knowles, 1990, p. 54).

Adult: A fully grown person who is formally in charge of their actions (Oxford
Advanced Learner’s Dictionary, 2000, p.16). The person who considers
herself/himself to be primarily accountable for her/his own life and decisions
(Knowles, 1970, p. 24).

Adult Learning Principles: Six basic principles of adult learning (the need to know,

the learners’ self-concept, the role of learners’ experiences, readiness to learn,
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orientation to learning, and motivation) based on adults’ characteristics outlined by
Knowles (1970) and they are still widely recognized and accepted in the adult

education framework.

Technology: According to Ornstein and Behar (1995) technology has some useful
purposes in our current knowledge. Thus, technology uses progressive information
(whether about a laundry or a classroom) to adapt and improve the system to which

the information applies (such as a washing machine or educational computing).

Educational technologies: For the main purpose of this study, educational
technologies defined as “A combination of the processes and tools involved in
addressing educational needs and problems, with an emphasis on applying the most
current tools: computers and other electronic devices” (Cifuentes, Maxwell, & Bulu,

2011, p.60).

Technology integration: The actual use of technology in the curriculum program
(Bielefeldt, 2001). In this study, the researcher refers to technology integration as the
use of technology, such as computers, as a part of the normal instructional process as

opposed to the teaching of technology.

Professional development: In-service education, a crucial and orderly effort to
engage a group of teachers who work together as a staff, in activities designed
particularly to increase the effect and influence of their shared work (Maurer &
Davidson, 1998). For the purpose of this study, professional development, staff
development, and teacher training will be used interchangeably to refer to the entire
process of planning, implementation, and follow up/support in efforts to improving

teachers’ technological skills and andragogical knowledge.

Traditional professional development: Refers to professional development
activities that have short duration, that are not related to content, curriculum
purposes, that do not have deep purposes and do not satisfy cooperation (Maurer &
Davidson, 1998).

10



Effective professional development: Refers to professional development that is
“intensive, ongoing, and connected to practice; focuses on the teaching and learning
of academic content; is connected to other school initiatives; and builds strong

relationships among teachers” (Maurer & Davidson, 1998).

Private Night High Schools: PNHSs are the institutions (non-formal) where people
who could not continue their regular high school education (formal) for some sort of
reasons can enroll and receive high school diploma (Official Gazette no: 25292,
2003).

School Based Professional development: It is a type of professional development
that proposes (MoNe SBPD Manual, 2007);
1. Teachers can develop their own professional development regarding their
students’ needs and school obligations
2. Teachers’ professional development needs will be covered within their
professional community
3. Teachers will be in charge of their own development.
4. Teachers will share their experiences and they will be encouraged to support
less-experienced colleagues.

5. Schools will make use of teachers’ experiences

11



CHAPTER 2

LITERATURE REVIEW

The reviewed literature related to adult learning theory, professional development
and educational technologies are presented in this chapter. It starts with the detailed
examination of adult learning theory and its relation to professional development of
teachers. Then, the professional development and its models are presented. In the

third section, educational technologies issue is handled.

2.1 Adult Learning Theory (Andragogy)

2.1.1 What is adult learning theory (andragogy)?

Taking the definition of pedagogy as the starting point, Knowles defined andragogy
(adult learning theory) as “art and science of helping adults to learn” (1990, p.54).
Therefore, to understand andragogy, one must begin with what it means to be an
‘adult’. There is the dictionary definition: “a fully grown person who is formally in
charge of their actions” (Oxford Advanced Learner’s Dictionary, 2000). However,
from educational point of view Knowles (1970) suggested that these two questions
should be answered: (1) who behaves as an adult (social definition) and (2) whose
self-concept is that of an adult (psychological definition). For the first question, the
person has roles (such as parent, teacher or a doctor) that have been generally known
as adult roles. For the second one, a person becomes an adult psychologically at the
point at which his concept of himself changes from one of dependency to one of
autonomy. It means an adult "perceives herself or himself to be primarily responsible

for her or his own life, actions and decisions” (Knowles, 1970, p. 24).

For the past 40 years, andragogy has become a fundamental adult education
framework for the adult teaching practices (Wilson, 2005). There are six assumptions

of andragogy and define an adult learners as someone who (1) wants to learn the
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things that they think they need to learn, (2) has an independent self-concept and who
can direct his or her own learning, (3) has accumulated a reservoir of life experiences
that is a rich resource for learning, (4) has learning needs closely related to changing
social roles. (5) is problem-centered and interested in immediate application of
knowledge, and (6) is motivated to learn by internal rather than external factors
(Merriam, 2001). Instructors of adult learners have to be aware that there are some
principles of adult learning if they want to be effective in the learning process, and

they can be explained as the following (Knowles, et al., 2005);

(1) The need to know: adults want to learn that why they are learning something
in particular, and also why they need to learn that thing.

(2) The learners’ self-concept: adults think that they responsible for their own
actions, decisions, and their own lives. The idea of taking responsibility for
learning is one of the basic ideas of andragogy which suggests that adults are,
and should be, capable of managing, planning, implementing, and evaluating
of their own learning (Wilson, 2005).

(3) The role of learners’ experiences: adult learners come into an educational
setting with both a greater number of and a different quality of experience
from that of young learners. For adults, life experience carries significant
meaning to learning; to think about a subject and reflect through logic and
theory is not sufficient for the adult mind (Santos, 2012). The adult learner’s
life experience identified by Knowles (1970) is also shared by Paulo Freire’s
(1970) analogy of “banking” as an approach to adult education. According to
these ideas, it is crucial to involve adults into learning process by considering
their prior experiences. The idea that learners are like empty bank accounts
that need to be filled by instructors with information is not applicable for
adult learning. It is essential that instructors connect theoretical concepts to
the adult learner’s life and that they acknowledge the value of experience in
learning (Santos, 2012).

(4) Readiness to learn: Adults become ready to learn those things they need to
know and be able to do in order to cope effectively with their real life
situations. Darkenwald and Merriam (1982) found readiness is influenced by
the need to “perform the roles and tasks inherent in adulthood” (p. 99). They

also stated that readiness is influenced by freedom of choice, in that “adults
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are not only volunteers in the learning process, but the subjects or skills they
learn are voluntarily chosen and it is this freedom of choice in regard to what
is learned that is a characteristic of adult education” (Darkenwald & Merriam,
1982, p. 123).

(5) Orientation to learning: adults learners are task/life/problem centered in their
orientation to learning, while young learners are more subject centered.
Therefore, it can be claimed that adult learners have better learning
experiences when these experiences are transferred to real life problems
(Wilson, 2005).

(6) Motivation: adults are affected by external motivation, but their basic
motivation source is their internal forces. Smith (2001) found that if an adult
learner makes a connection between his learning and his life or work, his

degree of motivation increases.

Although there are considerable amount of criticism about the andragogy, Lawson
(1997) stated that “the paradigm of andragogy continues to be a powerful influence
in the field (of adult education) by its effects on shaping how we think about the
delivery of services to adults” (p. 10). However, between 1970 and 1980 Knowles
revised his idea of andragogy for adults and pedagogy for children, and proposed a
continuum ranging from teacher-directed to student-directed learning. He stated that
both approaches are appropriate with children and adults, depending on the situation.
For example, if an adult knows very little about some certain topic he will be more
dependent on his teacher, but if a child who is naturally curious can be more self-
directed (Knowles et al, 2005). This acknowledgment by Knowles resulted in
andragogy being defined more by the learning situation than by the learner.
Therefore, Hadley (1975, p.123) described the situation of integrating andragogical
principles into adult learning activities results in learning experiences that “challenge
students to choose increasingly complex objectives which induce the learner to test
and expand their abilities rather than settling for compliance with fixed standards”.

There are at least three ways in which andragogy is contributing to our understanding
of adult learning; (1) the adult learner should be seen as a whole, (2) the learning
process is much more than the systematic acquisition and storage of information, and

(3) the context in which learning occurs has taken on greater importance (Merriam,
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2001). Andragogy embraces adult specific instructional strategies that utilize an
interactive and facilitative approach to learning that is said to be one of the most
effective methods of adult learning (Blackwood & White, 1991). Effective adult
education, therefore, seems dependent upon recognition of the fact that specific adult
learners’ needs differ from children, who are learning dependent; whereas adults are
assumed to be independent decision-makers who have control over their educational
needs (Darkenwald & Merriam, 1982).

Based on these assumptions, Knowles stated the importance of teacher in the adult
learning process, claimed that teacher is the most significant member of an
educational setting, and the teacher has the most influence on this learning
environment (Knowles, 1970). Despite the existence of different teaching styles, a
considerable amount of the adult education literature supports the collaborative and
cooperative mode as the most effective and suitable style for teaching adults (Conti,
1985). In this view, the writings of Lindeman, Bergevin, Kidd, Houle, Knowles, and
Freire exhibit many commonalities in the basic assumptions of adult teaching and
learning. They all argue that the curriculum should be learner-centered, that learning
episodes should emphasis the learner’s experience, that adults are self-directed, that
the learner should participate in needs assessment process, goals formations, and
outcomes evaluation, that adults are problem-centered, and that the teacher should
serve as a facilitator rather than a knowledge person providing the facts (Conti,
1985).

However, adult learning research has failed the education community in several areas
(Wilson, 2005); (1) First, it has not yet produced a standardized, psychometric
measurement tool that isolates and measures the six principles of andragogy, (2)
Secondly, research has also failed to rigorously and empirically test the theory of
andragogy, and (3) Thirdly, research efforts have produced too few studies that have

adequately examined andragogy and its impact on actual learning outcomes.

In 1994, Rachal made a review of the research literature on andragogy and looked at
18 studies (15 unpublished dissertations and 3 journal articles). 10 of these studies
found no significant differences between control and experimental groups and 2 of

them found the control or "traditional™ group performed better than the “andragogy”
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group considering cognitive gain or skill performance. Then, one study found
significant differences favoring the andragogical group; three found no significant

differences regarding satisfaction with the learning variable.

However, regarding these studies reviewed there is a problem of andragogical
“purity”. Most of the studies can claim that they are testing andragogy without a
clear description of what an andragogical treatment includes. For instance,
Richardson and Birge (1995) compared an “andragogical” university class in
physiology with a more traditional pedagogical approach to the same course. The
“andragogical” class still used 75% of class time in “didactic teacher-centered lecture
format”; the remaining time was spent in group discussions of instructor-selected
topics. Students were required to write essays rather than take the multiple-choice
exams of the controls. There were no differences in learning, although students liked
the “andragogical” class more. In this study, the essential features of andragogy were
missing. Indeed, this study was not a fair test of andragogical effectiveness, because

it was not clear that andragogical principles were actually being tested.

Similar to this, Rachal (1994) included the study by Black (1989) that nine college
mathematics instructors used learning contracts and they taught one control class and
one experimental class. Students both took pre-test and post-test as their final exam.
There were no statistically significant differences in achievement in mathematics
when comparing the mean differences of scores for the control sections and the mean
differences of scores for the treatment sections. Although using learning contracts
can be considered as one of the features of andragogy as it provides the learners with
self-direction, the writer claims that the contract was an agreement between learner
and the instructor which specified a minimum test average and the study just testing
learning contracts rather than andragogy. Moreover, In Rachal’s systematic review
(1994) operational definitions of andragogy varied greatly. For instance, for one
study andragogy meant small group discussion while pedagogy defined as lecture.
For another study, pedagogy again meant classroom lecture while andragogy defined

as programmed instruction sheets that students studied on their own.

Clardy took this situation as a problem and made another systematic review in 2005

and review experimental and quasi-experimental studies that manipulated some or all
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of the critical features of andragogical methods. For example, DiVesta (1954) tested
the effects of instructor-centered and student-centered approaches to teaching on
learning achievement tests, attitudes about leadership and behaviors in a 20-hour
human relations training program for 118 Air Force personnel. While not a test of
andragogy per se, the student-centered program included many of the elements of
andragogical practice, including extensive student involvement in planning and
carrying out learning activities, experiential learning, individual problem focus and
extensive peer interaction. Both methods produced more learning, attitude and
behavior change than the control group. However, there were no significant
differences in learning between the two instructional approaches, although the
instructor-centered program did tend to produce more learning and change than did
the student-centered program. Of 11 experimental and quasi-experimental studies, 7
found no difference between andragogical and pedagogical methods, 1 favored
pedagogical orientation and 3 found higher learning in andragogical group in

Clardy’s study.

When we consider the systematic reviews of Rachal (1994) and Clardy (2005)
together, we can conclude that the research results are very inconsistent. Studies tend
to show that andragogical approaches to adult learning and education often do not
perform as predicted and while some studies find andragogical gains over other
approaches, it is not clear when or why these differences exist. In general, the
findings from available studies on the effectiveness of this adult educational
technique are weak and inconclusive at best. Indeed, the evidence suggests that
andragogical approaches are, as often as not, no better than and often less effective
than the more traditional pedagogical alternative when it comes to learning.
Likewise, the effects of andragogical programs on affective attitudes about the
program are inconsistent. There was some little evidence that andragogical programs

improved learner motivation.

However, at this point it is important to consider the publication years of this
reviewed studies. In Rachal’s study there are studies published before 1991 and in
Clardy’s study, the latest one was published in 1994. Therefore, for better
interpretation of the effects of andragogy on achievement it is required to consider

recent studies as advances in educational technologies create a change in teaching
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practices and more interactive and constructivist environments are favored (Sharifi,
Soleimani & Jafarigohar, 2017). It means there is a shift from pedagogical practices

to andragogical practices in the educational setting.

In one of the studies, the influence of electronic portfolio evaluation was
investigated. For this aim, 66 students who were randomly assigned to the e-
portfolio group and the traditional assessment group and the experimental group kept
an e-portfolio while the traditional assessment group did not, and then it was found
out that experimental group have better results in post-test that traditional group on
vocabulary learning (Sharifi, Soleimani & Jafarigohar, 2017). When we look at the
andragogical assumptions of e-portfolio it can be said that it is a learner-centered

method and it increases students’ engagement.

To compare students’ achievement on a pharmaceutical topic, one group of students
were taught in traditional lecture (pedagogical model) and other group was taught in
flipped classroom (andragogical model) and it was found out that means of students’
exam scores in the flipped classroom model were better than those in the lecture
model (Anderson, Frazier, Anderson, Stanton, Gillette, Broedel-Zaugg & Yingling,
2017). The flipped classroom model leverages the collaborative learning process.
Classroom time provides students opportunities for concept application through
active processes. Students complete problem sets, solve cases, participate in debates,
or engage in a variety of other active learning methods during course meetings.
These active processes provide students with chances of using benefits of group
learning as they can discuss their problems, compare and contrast the ideas, and
determine the possible outcomes and these are all opportunities provided by an

andragogical model (Anderson et al., 2017).

In another study, randomly assigned groups were used and they were traditional
lecture (C), face-to-face demonstration (DP), on-line lecture capture (OP), and the
combination of the last two (OP+DP) groups and the aim was to enhance culinary
arts students’ application skills related to sodium usage in food preparation. There
was no statistically significant difference in performance between DP, OP, and
OP+DP groups on each subscale. However, each of these methods performed

significantly better than the control group (C). DP, OP, and OP+DP methods were
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superior to the control group (C). Thus, it can be argued that a program based on
andragogical principles is far more suitable for the culinary arts professionals as
compared to lecture-style material delivery, and it is effective for improving learning
outcomes for culinary arts students (Abdulsalam, Condrasky, Bridges & Havice,
2017).

2.1.2 Adult learning theory (andragogy) and professional development of

teachers

Research that describes how adults acquire and use new information, collectively
called adult learning theory (andragogy), has potentially important implications for
facilitating such adult learning experiences as educators’ professional development.
The lack of attention to these adult learning principles may provide one explanation
of why current professional development efforts have not necessarily realized
intended changes in educators’ outcomes (Weber-Mayrer, 2016). Professional
development has been identified as an opportunity for educators to learn and improve
on aspects of research-based practices through the advancement of knowledge and
reflective practice (Guskey, 2002). Therefore, Zepeda (2012) define professional
development as an adult learning process which have influence on administrator,

teacher and student.

Educators’ professional development is a form of adult learning that happens while
they are working on their job, on seminars or trainings (Zepeda, Parylo, & Bengston,
2014). As adult learners, teachers also should be given responsibility of their own
professional development. What encourages them? What would they like to learn in
deep? What do they think about their needs? Having teachers to identify what route
their professional development will take will greatly improve the success of the

teachers in their experience to be lifelong learners as adults (Trotter, 2006).

Andragogy as one of the theories of adult learning suggests that integrating adult
teaching practices such as a disorienting dilemma (trigger event), prior experiences,
reflection, motivation and engagement, and relationships would lead to increased
engagement, changes in teachers’ knowledge, beliefs, and classroom practices.

Addressing how best to facilitate the learning of teachers may reveal opportunities

19



for educators to examine and improve current professional development practices
(Weber-Mayrer, 2016). However, several studies made it obvious that most of the
practices for adult teachers did not include adult learning principles and they treat
them as they are young learners therefore teachers could not satisfy the knowledge

transfer to their teaching setting (Puteh, Kaliannan, & Alam,2015).

Schwandt and Tobin (1999) refer to three basic principles in addressing adults’ needs
in staff development programs. First, such programs must include self-directed needs
of adults. Second, because teachers use practice and knowledge in their practice, staff
development programs must have reflective activities which provide them with the
opportunity of practicing and internalizing what they have learned. Finally, these
professional development activities should involve teachers’ past experiences which
are valuable for them. Although there is a significant call for having more authentic
and cooperative learning models for teachers, staff development is surprisingly
traditional. One-shot workshops which are mostly on general topics and little
reflective activities still compose of the majority of professional development

experiences.

Several sources indicate that teachers have little or no input in either the topics or the
format of their professional growth programs (Karagiorgi, Kalogirou, Theodosiou,
Theophanous, & Kendeou, 2008). In a study by Kember, Kam-Por, and Ledesma
(2001), although instructors viewed teachers as adult learners different from other
types of learners, they continue to teach them as the way they consider as good. For
instance, Beder (2001) stated that teacher educators expressed learner-centered
practices are more suitable with teachers, but when they were observed it was seen
that they still used teacher-centered methods. Thus, although instructors were
observed that they used learner-centered methods in their personal relationships with
the teachers, their teaching was still teacher-directed and they considered learner-
centered teaching issue as an expression of values, but not a teaching method
(Karagiorgi, et al., 2008).

Contrary of what is believed; teachers often are disappointed with the trainers’
teaching style and the format of the lesson, rather than the ideals of staff

development. Because of these poor teaching strategies executed by the presenters,
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teachers constantly overlooked or unheard the valuable information, as they were not
included in the decision process. Brookfield cites the “disjunction of learning and
teaching styles” and “apparent irrelevance of the learning activity” as two reasons
that can attribute to resistance to learning (Brookfield, 1990, pp. 151-152). Certainly,
having an effective professional development program is the main purpose of any
educational institution. There are considerable number of sources and studies about
the features of effective professional development; however, these models can be
quite extensive and potentially overwhelming to an administrator who already has
enough other tasks to occupy their time, but only taking a few basic principles
established within the field of adult education into consideration, teacher professional

development can enormously increase its effectiveness (Beavers, 2009).

A study was investigated the adult learning principles issue for teachers professional
development and found out that teachers want to cooperate with their colleagues,
have problem-solving activities, and learn the things which they can integrate their
classroom practices (Trotter, 2006). Providing that environment that teachers need
and offering them the opportunity of sharing experiences, brainstorming, building a
community atmosphere and considering teachers as unique adult learners are some of
the keys of effective professional development for teachers. There are lots of theories
for the best professional development. However, that most of the schools are not
eager to use these strategies as they have many other daily struggles. However,
Beavers (2009) suggested that just by integrating some adult learning practices into
the professional development programs they already have in place may be developed

and these following these guidelines may be helpful in this case;

1. Allow teachers to have decisions about the topics of professional
development

Use teachers’ past experiences

Topics should be practical rather than theoretical

Facilitate dialogue and direct them to problem-solving

Consider different learning styles

Encourage teachers to direct the learning activities

Create a comfortable atmosphere

© N o ok~ D

Support all the reflections
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Teacher professional development must understand that teachers have different needs
and appreciate that practicing is an important dimension for teachers. If directors of
professional development want to better teaching practices, they should be aware of
the fact that teachers are also self-directed. Ultimately, educators, as Houle urges,
“should involve learners in as many aspects of their education as possible and in the

creation of a climate in which they can most fruitfully learn” (Merriam, 2001, p. 6).

2.2 Professional Development and Its Models

2.2.1 Definitions and characteristics of effective professional development

It is necessary to clear what is meant by professional development of teachers before
writing about its effective characteristics. Guskey is known throughout the world for
his work related to professional development in education and he defines
professional development as a organized effort to satisfy change in the classroom
practices of teachers, change in their beliefs and attitudes, and change in the
achievement of students (1986). He also adds that professional development is an
“intentional, ongoing and systemic process” in one of his later works (Guskey, 2000,
p.16). Therefore, it can be stated that effective professional development is not an
accidental process. It requires planning in the beginning, needs analysis of teachers,
clear aims and measurable goals and objectives (Linn, Gill, Sherman, Vaughn, &
Mixon, 2010).

Professional development is the personal improvement of one’s occupational role.
Avalos (2011) pointed out that teachers can gain experience through professional and
personal development. Professional workshops and formal meetings help define
professional development experiences (Ganzer, 2000). Professional development
mostly occurs through periods of job training activities (Avalos, 2011). Moreover,
professionally designed in-service trainings support the growth of teachers, evaluate
the content of practices, assess the occurrence of each process, and evaluate each

developing progression (Guskey, 2000).

When it comes to the effective characteristics of professional development, it can be

stated that there are different views on that issue. In their comprehensive work,
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Birman, Desimone, Porter, and Garret (2000) surveyed 1,000 teachers who
participated in a professional development program and they determined six features
of professional development as form (type of the program), duration (necessary time
needed for the program), participation (teachers involvement), content focus (subject
of the program), active learning (interactive techniques) and coherence (relevancy of
the program) and they specified characteristics of each feature for an effective
professional development. Traditional formats are less effective compared to reform
approaches such as learning communities, mentoring or coaching. Although
traditional forms of professional development are quite common, they are widely
criticized as being ineffective in providing teachers with sufficient time, activities,
and content necessary for increasing teacher's knowledge (Loucks-Horsley, Hewson,
Love, & Stiles, 1998).

When it comes to duration, the researchers stated that longer durations have more
opportunities for active learning and coherence compared to shorter durations, and
longer activities provide more opportunity for teachers to have discussions and
absorb the content (Birman, et al., 2000). Collective participation is more meaningful
for teachers and there is an increasing attention in professional development that is
designed for groups of teachers who are working in the same school or same
department, or same grade level (Birman, et al., 2000). Participants find activities
that emphasis teaching methods without regarding their content area also useless and
Holland (2005) also stated similar importance and specified that effective
professional development develops teachers’ knowledge related to their specific
content area that they are teaching, and also it raises teachers’ awareness about their

students thinking in that subject matter.

Teachers who experienced active learning such as observing an expert teacher, to be
observed by another teacher, developing new curriculum materials, planning new
teaching methods, reviewing students works, leading discussions, engaging in
written work, and giving reflections report enhancement in their knowledge and
skills (Lieberman, 1995). Relevancy with other professional experiences is also
found to be effective and professional development for teachers is frequently

criticized that the provided activities are not linked to each other and in other words,
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individual activities do not provide a coherent program that support teachers learning

and development (Garret, Porter, Desimone, Birman, & Yoon, 2001).

Guskey (2002) developed a consensus perspective. He took 11 different lists about
the features of powerful professional development. He determined the characteristics

that are common in all of these lists and they are as following;

a) Increasing the content and pedagogical knowledge of teachers
b) Ensuring enough time

C) Supporting cooperation

d) Containing evaluation procedures

e) Making it school or site based

2.2.2 Professional development models

The area of teachers’ professional development has always been an area of interest in
the field of education, but while there are important number of studies on
professional development of teachers, there is a shortage in addressing the models of
these programs (Kennedy, 2005). Professional development of teachers can be
structured and organized in a number of different ways, and for a number of different
reasons. Most professional development experiences of teachers might be considered
as means of knowledge, skills and attitudes enhancement, but they are all doing this

in their own way (Kennedy, 2005).

If the purpose of professional development of teachers is development of attitudes of
teachers then changes in intellectual and motivational aspects as well as functional
development are also considered, thus we should consider how they can be facilitated
(Evans, 2002). Therefore, Kennedy (2005) provided an analytical framework and
suggested that professional development of teachers can be located along a
continuum and through this way, models can be categorized as ‘transmissive’,
‘transitional’ or ‘transformative’. Models of professional development of teachers
where the purpose is considered to be transmissive, they put emphasis on teacher
development by externally delivered knowledge mostly by the ones who are accepted

as expert in that area and these transmissive ones focus on technical aspects of the
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teaching rather than issues relating to values, beliefs and attitudes (Fraser, Kennedy,
Reid, & McKinney, 2007). Models that can be named under this category include the
training model, the award-bearing model, the deficit model, and the cascade model
(Kennedy, 2005). Coaching/mentoring can be classified under the transitional models
as these types of professional development can be both transmissive and

transformative based on the form and philosophy that is aimed (Kennedy, 2005).

At the other end of this continuum of professional development models, there are
transformative professional learning activities and they provide strong connection
between theory and practice, internalization of concepts, reflection, construction of
new knowledge and its application in different situations, and an awareness of the
professional and political context. Transformative models of professional
development of teachers have the capacity to support considerable professional
autonomy at both individual and profession-wide levels (Fraser, Kennedy, Reid, &
McKinney, 2007). The action research model and the school based professional

development model can be listed under this category (Kennedy, 2005).

2.2.2.1 The Training Model

The training model is universally known and has always been the dominant model in
professional development of teachers (Little, 1994; Kelly & McDiarmid, 2002). This
model supports a skills-based and technical view of teaching whereby it provides
teachers with the opportunity to develop their skills in order to be able to
demonstrate their competence. It is commonly given by an expert to the teacher and
its agenda identified mostly by this expert and it places teachers into a passive role
throughout the process. Generally, training takes place separate from other
professional activities, and it is based on the input provide by the expert who is also
an outsider (Burbank & Kauchak, 2003). While the training can take place within the
educational institution of the teachers participated, it is generally delivered in
different places, and because of this situation trainings are criticized not having
connection with the classroom context and teachers’ daily practices (Kennedy,
2005).
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2.2.2.2 The award-bearing model

An award-bearing model underlines the importance of completing a program mostly
given by the universities and having an award at the end of it (Kennedy, 2005). This
is similar with the training model to some extent, but there is an outcome such as
accreditation or award from an outsider in this model, and this outcome ensures the
credibility in terms of quality. Therefore, this model provides the opportunity of
introduction of new areas but the impact of top managers in this model is too high as
they get easily auditable evidence of training and development (Kennedy, 2005).

2.2.2.3 The deficit model

Professional development can be designed particularly for addressing a determined
deficit in the performance of teachers (Kennedy, 2005). This professional model can
be called as performance management and Rhodes & Beneicke (2003) pointed out
that performance management can be viewed as a means of raising standards or ‘as
an element of government intervention to exact greater efficiency, effectiveness and
accountability” (p. 124). Nonetheless, performance management requires that
somebody takes charge of evaluating and managing change in teacher performance,
and this includes, where necessary, attempting to remedy perceived weaknesses in
individual teacher performance (Kennedy, 2005).

However, Rhodes & Beneicke (2003) suggest that the root causes of poor teacher
performance are related not only to individual teachers, but also to organizational and
management practices. Also, blaming only the teacher for poor performance means
that neglecting the collective responsibility (Kennedy, 2005). Boreham (2004, p.9)
discusses this issue of individual and collective responsibility issue and suggests
some leadership features which supports specific situations such as; (1) making
collective sense of events in the work environment; (2) improving and using a

collective knowledge; (3) developing a sense of interdependency
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2.2.2.4 The cascade model

In order to have development in school curriculum and more powerful teaching and
learning methods, cascade model is widely preferred by educational ministries as it
provides large-scale changes in the classroom level (Hayes, 2000). Cascade model is
widely used when something major in education will be introduced as training first is
conducted at several levels. In this model, trainers are chosen from the system and
they train the level below and it has a number of advantages which make it attractive
to planners of change on a large scale such as (1) it is cost effective, (2) it does not
require long periods out of service, and (3) it uses existing teaching staff as co-
trainers (Gilpin, 1997, p.185).

There are three crucial criteria that should be considered while designing cascade
training; (1) the training should be reflective and experiential, (2) the training must
be open to reinterpretation, and (3) a cross-section of stakeholders must be involved

in the preparation of training materials (Kennedy, 2005).

2.2.2.5 Coaching/mentoring

Both coaching and mentoring are learning and development activities that share
similar roots and based on the situation and the relationship a good coach will also
mentor and a good mentor will coach too (Serrat, 2017). Unlike traditional training,
coaching and mentoring suggest these ideas; (1) they focus on the learner not on the
subject, (2) they focus on development not on imposing, (3) they support reflection
rather than direction, (4) they are mostly not one time events. For any coaching and

mentoring practices, there should be cycle of these six steps (Kennedy, 2005);

1. The mentor/ coach and the client should know each other very well in order
to have clarity in the process

They should discuss the coaching and mentoring style

They should explore available options

They should have a pace the client is comfortable with

o B~ w0 N

The client should engage in the agreed actions with the support of and clear

feedback from the mentor/coach
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6. The mentor/coach and the client consider what has been learned and how

they might build on that knowledge

2.2.2.6 The action research model

Action research is a model that has most of the features of powerful professional
development and it gives teachers the role of scientific researcher by which they can
make decisions based on the needs of their schools and students (Burbank &
Kauchak, 2003). Action research is considered as a strategy that provides teachers
with more professional work and to accomplish this, teachers can get benefit of
research methods in social sciences and improve their classroom practices (Ponte,
AX, Beijaard, & Wubbels, 2004). Creating knowledge both personally relevant and
meaningful for teachers is often missing in research studies conducted by others, but
by action research teachers can provide this necessary knowledge for themselves
(Kennedy, 1997).

2.2.2.7 School based professional development

Professional development of teachers can be an individual process, such as acquiring
higher education or attending professional workshops outside of the school (Feiman-
Nemser, 2001). However, in recent years there has been a strong emphasis on
professional development as a learning process that takes place on the school
environment (Bleicher, 2013). This model is the most comprehensive one as it has
some certain types of implications almost from all types of professional development
activities and models. Joyce and Calhoun (2010) put this model under the family of
collaborative and cooperative models, and state that the school as an organization is
on stage in this model with the development of teachers and principals into learning
communities. In 2008, SBPD was presented as the main model of teacher

development in Turkey by MONE.

In this model teachers develop a personal and professional development plan by
analyzing their needs, capabilities, observation and self-assessment. Teachers make
several meetings with the school administrator at the beginning, middle, and end of

the process with regard to their needs for improvement. Teachers who implemented
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their plan and completed the activities by compensating the related need could plan
and implement another activity for a different kind of need, thus a cyclical process is
created to ensure continuity of development (Kaya & Kartallioglu, 2010). This model
was piloted in 2010-2011 educational year and there are very few research studies on
this implementation. Moreover, the implementation of this model could not be
continued as it requires more efforts compared to one-shot professional development
models like training and workshops (Yiiksel & Adigiizel, 2012).

Investigating the effectiveness of SBPD by looking at perceptions, attitudes, and
suggestions of teachers or school administrators has been the major research area. In
one of the studies, a SBPD program for Tanzanian primary school teachers launched
and then evaluated. It set out to investigate the effectiveness and efficiency of the
pilot program in changing pedagogical practices before it was scaled up nationally. It
was found that teachers who had participated in the school-based training showed
significant differences in their pedagogical practices. They demonstrated a positive
attitude towards their training and their pupils, and saw teaching and learning as an
interactive, communicative process (Hardman, et al., 2015). In Turkey, one of the
studies aimed to determine the views of teachers regarding SBPD model. The
participants of the study were 114 primary school teachers from different fields. Data
of the study were collected through self-evaluation survey and it was found out that
majority of the participants recommended the further use of SBPD in other schools
as well (Yiiksel & Adigiizel, 2012)

Effects of SBPD on students’ achievement are also investigated. In one of the
studies, the relationship between teacher participation in SBPD and student
achievement in science were investigated. Findings in this study revealed the positive
influence of SBPD on student achievement, and this result pointed out that this kind
of professional development may eliminate the problems in teaching and learning
science (Johnson, Kahle, & Fargo, 2006).

Avidov- Ungar (2016) examined the relations between SBPD and the organizational
learning of the teachers working at that school. 196 teachers participated in the study
and teachers’ involvement in SBPD process was found to be positively and

significantly related to the level of organizational learning at school. Examination of
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the school-based program’s effects on specific learning organization characteristics
revealed that SBPD contributed to a more effective learning process, particularly for
the dimension of distribution of information and knowledge. This study sheds light
on SBPD not only as a tool for advancing teachers’ learning and development but
also on the organizational level as a tool that can help create organizational learning
processes at school. Thus, a SBPD program has the potential to facilitate a transition

from “individual learning” to “organizational learning” (Austin & Harkins, 2008).

Professional development increases curiosity, motivation of teachers and provides
new ways of thinking (Kent, 2004). For sustaining this, the focus must move from a
location being primarily outside the school through training by experts to being in
school where learning is embedded in the classroom (Hutchens, 1998). Successful
professional development must be continuing and directly related to everyday
teaching practices of teachers (Mahruf, Shohel, & Banks, 2012). Continuous
professional development is efficient in the most educational systems when it is
implemented in the setting where teachers are working because it creates the
opportunity of including all the people in the school especially in any time they
needed (Inasaridze, Lobzhanidze, & Ratiani, 2015).

Professional development which are conducted in an outside environment might
have many drawbacks such as (1) they are less based on specific personal needs, (2)
they are identified by external authorities, (3) they take place in various locations and
these locations are mostly far from the place where teachers work and live and (4)
they take place in a time that is generally inconvenient for the participants
(Inasaridze, Lobzhanidze, & Ratiani, 2015). It is considered that SBPD encourages
creating new knowledge and improving teachers’ practice, also creating shared
professional language that is understandable for all members of teaching community,
vision and standards, having sustainable school culture (Mancera & Schmelkes,
2010). Externally taken professional development activities, such as trainings,
seminars or workshops, were dominant in Georgia and in order to change this system
SBPD that was initiated by National Center for Teacher Professional Development
and at the beginning piloting process took place in 206 public schools of Georgia and

approximately 10% of schools throughout of Georgia were chosen to participate in
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the program from applied motivated schools. The goal of the program was to

delegate responsibility and autonomy of schools through:

1. Identifying teachers’ professional needs and promote continuous
professional development at school level.

2. Increasing teachers’ involvement and responsibility in planning,
conducting and evaluation process of their own professional development.

3. Establishing culture of collaboration among schools.

4. Increasing quality of teacher’s work with help of mutual teaching way.
And eventually it will improve the quality of teaching (Inasaridze,
Lobzhanidze, & Ratiani, 2015).

Result of the monitoring showed that program was successful in166 schools (or
80%), where SBPD was in process stated that school culture enhanced, and other 40
school members can’t recall the program activities and give an evaluation to the
program as partially successful or even unsuccessful. 94% of the schools
successfully implemented an ongoing practice of improving cooperation between the
teachers, its mechanisms (teams used the training materials as a source for
transferring knowledge from the trainings into practice). SBPD program was
successful in this direction as within the first year, 74% of the schools conducted
joint projects (Inasaridze, Lobzhanidze, & Ratiani, 2015).

2.3 Technology and Professional Development

In today’s world it is really hard to reject the importance of technology presence in
schools. Wenglinsky (1998) has lots of research studies considering field of
technology and student achievement and in one of his studies; he found that students
whose teachers used technological tools especially for the students’ higher-order
thinking skills performed better than students whose teachers did not use. Another
interesting finding of this study is that students whose teachers received professional
development in technology outperformed those whose teachers did not. At the end of
his study, he suggested that one of the most crucial obstacles to influential usage of

technology in educational institutions is a lack of professional development.
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Bybee and Starkweather (2006) reviewed reports on recommendations related to
what changes are required in the purposes, policies, programs, and practices for
better technology integration in education? If the educators wanted to prepare a 21°%
century workforce by using technology, this would require long-term changes in
educational purposes, educational policy, school curricula, and classroom practices
for teachers and teaching, content and curricula, and assessments and accountability.
For instance, in order to have high quality teachers and teaching the purpose should
be that teachers have adequate knowledge and skills to improve student achievement
in technology. For programs, continued professional development should be
supported and it should be aligned with curricula and assessment. For policies
technology specialists should be hired, qualified technology teachers should be hired
and differentiated pay for them should be provided. For practices, teachers should

incorporate technology skills in their teaching.

However, before talking about train the main users of technology it could be better to
mention the vicious circle presented by Cuban (1986) that we experienced in the
presentation of new technology: “exhilaration, scientific credibility, disappointment,
teacher-bashing” (p. 5). Cuban explained that each time a new technological tool was
introduced for educational purposes, some people deeply advocated of it for the
benefit of educational contexts. Then, considerable amount of studies were
conducted in order to support its credibility and effectiveness. However, after the real
users started to use this tool and saw that it failed to do what had been promised,
there mostly occurred a tendency to find someone to blame. As it can be guessed the
first person to blame was teachers in most of the cases because one of the major
reasons for the failure of technology integration was teachers’ resistance (Winn,
1991). This situation makes the teachers as easy targets. However, despite this
tendency of blaming teachers, there are also other factors such as contextual
variables, poor leadership, administrative problems, and lack of necessary
professional development for teachers (Cuban, 1986).

Maurer and Davidson (1998, p. 225) describe professional development in
technology as a “moving train, technology is the train, the train never stops. It never
even slows down. Teachers who ride the train reap the benefits.” Therefore, it is

really hard to catch this train without technology-oriented professional development.
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However, there is an important problem that for teachers learning the appropriate
usage of technology and integrating this knowledge into their teaching is more
difficult and time consuming than often thought (Meltzer, 2006). There is still not an
agreement on what kind of professional development is most helpful (Norman,
1999). Maurer and Davidson (1998) reported that teachers attending professional
development in technology do not always complete their learning and transfer these
new skills to their everyday teaching in order to support their student achievement.
Especially, when we look at the professional development activities related to
technology integration, we can see very little number of reported successes (Meltzer,
2006).

The investigation area of researchers includes powerful models about professional
development in educational technologies and also the requirement of having
evaluation practices for the effectiveness of these models (Borko, 2004). The quality
of professional development opportunities has long been an issue in the field of
education. Corey (1957) reported that there was a recognized need for teacher
professional development, but the things which are done for this purpose are still
uninspiring and ineffective. Almost 60 years later, teachers continue to report lack
and inefficiency of professional development related to technology integration
(Borko, 2004).

Professional development in education has three major goals for Guskey (1986);
enhancing classroom practices of teachers, changing their beliefs and attitudes
towards teaching, and increasing the achievement of students. Ertmer, Flanagan, and
Jacobsen (2003) outlined that effective professional development on technology
integration is a key component of meaningful technology use for teacher in their
classrooms. Although Herff Jones (2014) claimed that professional development is
not the only reason that teachers chose to integrate technology into their curriculum,
it does play a crucial part in supporting the appropriate design and delivery of a
technology infused curriculum. Though not focused on technology, Borko (2004,
p.4) discussed the requirements of a successful professional development program
and outlined the elements needed in order to create a program that could be

successfully implemented elsewhere;
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The professional development model

The teachers as the learners

The facilitator who helps teachers in their constructing new knowledge and
practices

The setting in which the professional development occurs

Similar to the Borko’s study there are also some studies that focus on the elements

needed in order to create an effective program for technology integration. Brand

(1997) reviewed the current literature and identified the following features for an

effective professional development in technology;

Allocate substantial time outside the school day.

Take into account varying individual differences of teachers.

Provide flexible professional development opportunities such as flexible
scheduling, in-class collaborations, small group instruction and instructional
variety.

Provide support such as a full-time technology resource teacher in the school
or district.

Develop a collaborative environment that includes peer coaching and
modeling.

Provide remuneration and teacher recognition.

Plan for long-term staff development that is ongoing and systematic.

Link technology and educational objectives so the teacher training has an
instructional focus.

Develop staff development instruction to be a professional stimulation that

engages teachers.

10. Administrators must take supportive action in the staff development

Bradford (1999) studied the elements that have influences on elementary school

teachers’ process of integrating technology into their teaching and he found out that

although billions of dollars have been spent on computer technology few of the

teachers were successful in integrating technology into their teaching. After a survey

and interviews of teachers in 14 elementary schools, he also found out that schools

administrative may fail to provide teachers with adequate equipment, training,
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support and leadership. Therefore, Bansavich (2005, p.136) suggested that in order to
improve professional development in technology; workshops where faculty can see
examples of how technology can be integrated into the curriculum should be
provided, additional technology training should be organized, best practices should
be shared, and more opportunities for adjunct and full-time faculty to collaborate
should be provided. Catchings (2000) also found out that if teachers have positive
attitudes towards technology, if there is a school-based technology integration plan,
and if the necessary leadership is provided, teachers’ abilities to integrate technology

into their teaching are enhanced.

Cuban (2001) argued that computers are sold widely and purchased by the schools,
but teachers do not use these tools in the expected level, and Cuban added that
although teachers are using computers in their daily lives commonly, they do not
successfully integrate them in their daily teaching. From Cuban’s perspective, the
problem has two important faces; (1) teachers do not have clear understanding of
technology integration and (2) schools do not provide necessary assistance for
teachers in this case.

In another study, Cuban, Kirkpatrick, and Peck (2001) studied the technology usage
in classroom issue with two high schools located in the heart of technological
progress, Northern California’s Silicon Valley. They found out that although teachers
have wide access to equipment, they do not use them constantly, and when they use
technology they do not change their occasional teaching methods. They offered two
possible reasons for this case; firstly, despite the tremendous changes in educational
technologies, traditional high school structure and the lack of time led teachers not
use technology efficiently. Teachers stated in their interviews that they did not have
adequate time to integrating computers into their daily teaching and they added that
the technology itself is unreliable and they have fear about those machines that often
break down (Cuban, Kirkpatrick, & Peck, 2001). Most of the researchers who
studied the technology integration issue claimed that in order to integrate educational
technologies into everyday classroom the biggest factor is the role of teachers
because they are the direct influencer of what happens behind that closed classroom
doors rather than the external factors (Bitner & Bitner, 2002).
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Lam (2000) studied with ten second language teachers and made interviews with
them in light of the following questions: (1) What are the reasons behind those
teachers’ decisions to use technology for teaching? (2) Why do some of those
teachers choose not to use computers in their teaching? (3) What factors influence
these decisions? Teachers mostly used technology for utilitarian perspectives such as
simplifying their everyday tasks and they used it in supportive and supplementary
roles. The reasons for not to use computers were; lack of knowledge about teaching
L2 with computers, lack of access to computers, lack of confidence in computer
skills, and the perception that computers could not meet the students' needs. And the
biggest factor influence these decisions was the inadequate training for teachers on
using and particularly on integrating technology into the classroom. Based on the
results of this study it would be unfair to label the teachers as 'technophobic’ as
teachers never cited fear of using technology as a reason for not using it. It is likely
that if they had the chance of training in technology, they would be willing to use
them. There are also other studies which have consistent results with Lam’s study.
Al-Juhani (1991) found a correlation studied with 60 teachers of English as a foreign
language in Saudi Arabia and after the teachers received in-service training on
computer-assisted language instruction, they had more positive attitudes towards
using technology in their teaching. Similarly, 12 American language teachers gained
more confidence in their knowledge about technology after two-week workshop in
technology (Leh, 1995).

Although it may seem computer and Internet are widespread in the educational
contexts, there are lots of teachers that are reluctant to use computer technologies in
their classrooms as they have crucial doubts and questions about them. Cuban (2001)

lists some of these questions:

Can | learn the hardware and software tools quickly?

Can | use them more than one situation?

What can be impact of these tools for my students’ motivation?

Do they have the skills that are related to things that I will be teaching?
Are they reliable?

o a k~ w0 N RE

Who will help me in case of a system break down?
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7. Will the time | have to spend in learning to use those tools yield a comparable
return in my students’ learning?

8. Will student use of these tools decrease my classroom authority?

Based on these concerns and questions, it can be concluded that if a significant
progress in technology integration is desired, they should be seriously considered
especially in the designing process of professional development in technology for
teachers (Wang & Reeves, 2003). Therefore, based on the literature reviewed
particular features those contribute to successful models of technology related

professional development can be summarized as following;

1. Professional development in technology design must focus upon content, be
provided within context, and allow for active learning and collegial
collaboration (Klingner, 2004).

2. Support, both technical and pedagogical, can be demonstrated in a number of
ways: by administration, including technology leaders; through utilization of
peer coaches or mentors; and by being aligned with organizational goals
(Klingner, 2004).

3. Participant centered professional development in technology is focused but
flexible, respects the autonomy of the teacher, provides time to practice and
plan, is pedagogically driven, and encourages teacher ownership nourished by
professional learning networks (Klingner, 2004).

4. There should be significant number of contact hours to influence pedagogy
and practice to improve students’ learning (Darling-Hammond et al., 2009).

5. Professional development in technology must not only be well designed and
delivered, but must be maintained and fostered over time (Richardson et al.,
2007)

6. Professional development in technology focusing on pedagogical applications
of technology in the classroom, including time to collaborate, converse with
peers, and reflects about successes and challenges of implementation, is what
increases effective implementation and transforms teaching practices
(Brinkerhoff, 2006).

7. Technology based professional development should provide hands-on

practice, but not step-by-step instruction, as that does not allow for
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internalization of skills for retrieval of that knowledge at a later date (Bowe &
Pierson, 2008).

2.4 Summary of the Literature Review

Literature review part of this current study has three parts in particular; adult learning
theory (andragogy), professional development and technology. In the adult learning
theory part characteristics of adults and what is meant by being an adult were
clarified first. And then, andragogy which is the main adult learning theory of this
study was explained in detail with its crucial principles asserted by Knowles. There
are six assumptions of andragogy and define an adult learners as someone who (1)
wants to learn the things that they think they need to learn, (2) has an independent
self-concept and who can direct his or her own learning, (3) has accumulated a
reservoir of life experiences that is a rich resource for learning, (4) has learning needs
closely related to changing social roles. (5) is problem-centered and interested in
immediate application of knowledge, and (6) is motivated to learn by internal rather
than external factors (Merriam, 2001). Related research studies especially on the

effectiveness of andragogy were reported.

Later, importance of adult learning theory in terms of professional development of
teachers was discussed as the teachers are already adult learners. The lack of
attention to adult learning principles in professional development of teachers may
provide one explanation of why current professional development efforts have not
necessarily realized intended changes in educators’ outcomes (Weber-Mayrer, 2016).
Professional development has been identified as an opportunity for educators to learn
and improve on aspects of research-based practices through the advancement of
knowledge and reflective practice (Guskey, 2002). Therefore, Zepeda (2012) define
professional development as an adult learning process which have influence on

administrator, teacher and student.

In the second part of the literature part professional development issue and its models
were examined. Definitions of professional development and effective characteristics
of it were provided. Then, several professional development models (the training

model, the award-bearing model, the deficit model, the cascade model,
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coaching/mentoring, the action research model, and school based professional
development model) based on the framework proposed by Kennedy (2005) were
explained. SBPD model was explained in detail with the relevant research studies as
it was also used in this study.

In the last part educational technologies issue was handled from the professional
development perspective. Its importance for todays’ students was discussed and how
teachers can be able to successfully integrate technology into their classrooms was
reported. Findings of the studies supported that students whose teachers received
professional development in technology outperformed those whose teachers did not.
Those studies also suggested that one of the most crucial obstacles to influential

usage of technology in educational institutions is a lack of professional development.
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CHAPTER 3

METHOD

This chapter is related to method followed in this study. It starts with the explanation
of the design of the study and presentation of the research questions. After that,
subjects of the study and their characteristics are provided. Then, detailed
descriptions of all the instruments used are given. Finally, data collection and

analysis procedures, trustworthiness and limitations of the study are presented.

3.1 Research Design

This research is a case study including both quantitative and qualitative data
collected through principles of adult learning scale (PALS), questionnaire for
educational technologies (QEdTech), semi-structured interviews, observations of
group meetings, and classroom observations. Yin (2014) stated that when the focus is
on the reasons; the researcher cannot manipulate the behavior of participants in the
study; boundaries are not clear between the phenomenon and context, and the
researcher wants to cover contextual conditions, case study should be used to
investigate the phenomenon in its real-world context. This study was conducted at a
particular PNHS in Istanbul. This school was renamed as Spring Private Night High
School (SPNHS) by the researcher for the clarity of reporting. Therefore, this target
school acted as a case for this study and educational technologies and adult learning
theory issues were studied in this real life context. Istanbul was chosen the main
province as there are lots of PNHSs (40 in total) and it is possible to work with
considerable amount of students, teachers, administrators and other people in relation
with PNHSs if necessary. In this study, SPNHS was purposefully chosen as it is a
representative of typical PHNSs in Turkey. Teachers of SPNHS participated in a
SBPD process aimed at developing their technological skills and andragogical
knowledge. Procedure of the study is explained in Figure 3.1 explaining all the steps

in detail.
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Step 1:

Identifying Review of Literature on educational technologies and adult
needs on learning theory
educational
technologies
and adult . I .
learning Construction and piloting of data collection instruments
theory (semi-structured interview schedule, group meetings
observation forms, classroom observation form, PALS,
and QEdTech)
Observation: Observation of four teachers’ classrooms from
different fields and Administering PALS, and QEdTech to
other PNHSs
Observation of group Meeting 1: Presentation of
meetings related to needs of ~ SBPD model by the
SPNHS researcher
Meeting 2: Discussing the
results of PALS, and
QEdTech
Step 2:
Determining

Observation of group
meetings related to features

Meeting 3-Educational

the features of Technologies

professional

development of desired program

programs

Meeting 4-Adult Learning
Theory (Andragogy)

Step 3: Designing
a professional
development
program based on
the teachers’ needs
and decisions.

Using Silberman’s five stage active training design

Step 4: Implementation of the developed program

Step 5: Individual interviews with all teachers

Figure 3.1. Procedure of the study
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When it comes to the researcher role I am both an insider and outsider of the current
study. First of all, | administered PALS and QEdTech to the teachers of other
selected PNHSs. As an observer, | participated in the classroom of four teachers in
the SPNHS. As an insider, | also participated in the group meetings of teachers (both
with and without the school principal) and I directed those meetings. One of the
teachers volunteered to take notes throughout the meetings and those notes were used
as data sources for needs analysis and for designing a professional development
programs for the target school. As a researcher, | had ethical responsibilities as |
collected data and interpreted them, thus | also took an outsider perspective and

made my interpretations.

3.2 Research Questions

In this study the following research questions were investigated and tried to be
answered appropriately;

4. What are the needs of teachers in PNHSs in terms of educational technologies
and adult teaching practices?

5. What are the preferences of teachers in SPNHS for content and delivery
methods for the professional development related to educational technologies
and adult teaching practices?

6. What are the views of teachers in SPNHS related to the changes and
improvements in using educational technologies and adult teaching practices

in their teaching after they completed a SBPD program?

3.4 The Context

Night schools for adult learners are not a new concept in Turkish education system.
The first night high school was opened within the VVefa High School which was also
the first non-military high school in Turkey. PNHSs are the institutions (non-formal)
where people who could not continue their regular high school education (formal) for
some sort of reasons can enroll and receive high school diploma (Official Gazette no:
25292, 2003). There is no age restriction in these schools. The schools start at 17.00
pm, but the other things like the curricula, classroom attendance, absenteeism and

discipline applied at regular high schools are also applied at PNHSs. There is no age
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restriction in these schools, and almost all students are either young adults or adults.
However, private night high school issue is relatively new because they had been
closed in 2000 by MoNE as it was claimed that these schools were just for getting
high school diploma in return of considerable amount of money. However, with a
new regulation in 2003, they were opened again. And since then PNHSs have
attracted many middle school graduates who could not continue their high school

education for some sorts of reasons.

By authorities from MoNe, it was stated that with this regulation opportunities would
be provided for those who had to work while in the age of education, who failed at
regular secondary education institutions, who dropped out of secondary education,
and who passed the age of enrolling a regular secondary education institution. Some
of the items from the regulation issued in November 17, 2003 regarding PNHSs are
as follows (Official Gazette no: 25292, 2003);

1. These schools teach after work hours on weekdays or any hour on Saturdays
and Sundays

2. Course schedules and educational programs of regular high schools are
applied in these schools.

3. The duration of an academic year is the same with that of regular high
schools.

4. In order for a student to be able to enroll these schools, he must have
graduated from primary basic education, be older than 18 years of age, or be
excluded from the regular (formal) education system.

5. The exams that are essential for the evaluation of student success in courses
other than those requiring special skills such as visual arts, music and
physical education are carried out centrally by the General Directorate of

Educational technologies.

The 5™ regulation article was added in order to get rid of the criticisms about the
exams carried out in this school. However, in 2007 this article was changed and
PNHSs started to prepare their own exams. And then, in 2013 MoNE decided to
carry out the exams centrally by the General Directorate of Educational technologies

again as there were again a lot of criticisms about the quality of the exams carried out
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by the PNHSs. In two years, most of the PNHSs had to be closed because their
students could not be successful in the central exams. In 2015, most of the founders
of PNHSs became worried about this situation and with the negotiation carried out
with MoNE, PNHSs started to prepare their own exams one more time. In
conclusion, PNHSs have been responsible for carrying out their own exams since
2015.

The target school, SPNHS, is one of the PNHSs located in Istanbul. It has 17
teachers and 1 principal. There is not any vice-principal but one of the teachers
comes to school earlier than others in order to help principal in administrative issues.
There are two classrooms for each grade, thus there are eight classrooms in total. The
classrooms have got projection machines but do not have any smart boards or
computers. There is only one teachers’ lounge in the school and there is also one
small room besides it which can be also used by teachers. There is a small canteen
for students at the top floor of the school. There is not any library or any other spot

for students to use both for academic and social purposes.

3.4 Subjects/Participants of the Study

In this study, there were three different groups of participants and different sampling
strategies were utilized namely; convenience sampling, criterion sampling and
cluster random sampling. As there are different steps in this study it can be
appropriate to call this study both as exploratory and descriptive. In the exploratory
step, the needs of teachers in PNHSs were determined based on the quantitative data
collected through PALS and QEdTech. There are 40 PNHSs in Istanbul and 25 of
them were selected via cluster random sampling. The names of the schools were
written on a piece of papers and they were pulled out one by one and each time a
school was pulled out, it was put back into the bag in order to sustain the equal
probability of being chosen. Researcher went to these 25 schools individually and
227 teachers in total answered the scale and the questionnaire. The numbers of the
teachers participated in the study from each school were provided in Appendix N.

The names of the school were not provided for ethical considerations.
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This group of teachers consists of 227 teachers from other PNHSs in Istanbul. The
number of female (n= 112, 49.3%) and male (n= 115, 50.7%) teachers is very close
to each other. Majority of the teachers have undergraduate degree (n= 201, 88.5%).
Moreover, teachers with experience years between 1 and 5 represented the majority
of the participants (n= 134, 59%). PNHSs have 12 subjects in total and it can be said
that participants are evenly distributed except Literature (n= 35, 15.4%), Math (n=
25, 11%), and Language (n= 26, 11.5%). Only 33 of 227 teachers of PNHSs have
more than five years experiences (14.5%). When it comes to having professional
development on technology, 140 teachers out of 227 did not have any experience

(61.7%). Table 3.1 summarizes the demographics of the teachers in other PNHSs.

Table 3.1
Demographics of Teachers in Other PNHSs, Istanbul

Background Information f %

Gender
Female 112 49.3
Male 115 50.7

Education Level
Undergraduate 201 88.5
Master 26 11.5

Years of Teaching Experience
1-5 134 59
6-10 49 21.6
11-15 11 4.8
16-20 20 8.8
20+ 13 5.7

Subject Field
Literature 35 15.4
Math 25 11
Physical Education 10 4.4
Philosophy 15 6.6
History 17 7.5
Geography 16 7
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Table 3.1 (Cont’d)

Biology 19 8.4
Physics 19 8.4
Art 14 6.2
Chemistry 16 7
Religion 15 6.6
Language 26 11.5
Years of Teaching Experience in PNHS
1-5 194 85.5
6-10 33 14.5
Professional Development on Technology
None 140 61.7
1-2 70 30.8
3-4 10 4.4
4-5 6 2.6
5+ 1 0.4

Secondly, in the descriptive part of the study, SPNHS was acted as a case. The main
study (classroom observations, SBPD process and interviews) was conducted in this
school with 17 teachers and 1 principal. This target school, SPNHS, was chosen via
convenient sampling as the researcher had an access to this school and its teachers.
As a researcher, | was careful about including information on demographics and
other characteristics of sample studied in order to prevent any researcher bias and for
the generalizability of the results obtained from this sample. Lastly, for classroom
observations 4 teachers out of 17 were selected based on determined criterion and
this was a criterion sampling. The subject area of the teacher was the criterion. In
order to have diverse data and observe different classroom practices four teachers
from different branches were observed. Two teachers from social sciences and two
teachers from science courses were chosen and each of them was observed for three
course hours with ninth graders. For ethical considerations further information

related to these four teachers like their subject fields were removed.

The main study group of participants includes 17 teachers of SPNHS. In this school
female teachers (n= 10, 58.8%) slightly outnumbered male teachers (n= 7, 41.2%).
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Majority of the teachers have undergraduate degree (n= 14, 82.4%) while only 3
(17.6%) of the teachers have master’s degree. Teachers with 1 and 5 years
experiences represented the majority of the participants (n= 10, 58.8%). When it
comes to subject field, it can be stated that there is only one teacher for each subject
except Literature (n= 3, 17.6%), Math (n= 2, 11.8%), History (n= 2, 11.8%), and
Chemistry (n=2, 11.8%). Only 2 of the teachers have experience in PNHS more than
five years (11.8%). Lastly, none of the teachers had any professional development
experience in educational technologies and adult teaching practices. Table 3.2

summarizes teacher demographics.

Table 3.2
Demographics of Teachers In Spring Private Night High School
Background Information f %
Gender
Female 10 58.8
Male 7 41.2
Education Level
Undergraduate 14 82.4
Master 3 17.6
Years of Teaching Experience
1-5 10 58.8
11-15 1 5.9
16-20 1 5.9
20+ 5 29.4
Subject Field
Literature 3 17.6
Math 2 11.8
Physical Education 1 59
Philosophy 1 59
History 2 11.8
Geography 1 5.9
Biology 1 5.9
Physics 1 5.9

47



Table 3.2 (Cont’d)

Art 1 5.9

Chemistry 2 11.8

Religion 1 59

Language 1 5.9
Years of Teaching Experience in PNHS

1-5 15 88.2

6-10 2 11.8
Professional development on Technology

None 17 100

3.6 Data Collection Instruments

Data collection instruments were QEdTech, PALS, observation forms for group
meetings, observation forms for classroom observations, and semi-structured
interview schedule for teachers. Except PALS, all the data collection instruments

were constructed by the researcher.

3.6.1 Questionnaire for Educational technologies

First of all, the QEdTech was developed in order to depict the general picture of
educational technologies usage by collecting data from as many teachers as possible.
There are several questions for teachers to rate their knowledge and usage of some
educational technologies (both hardware and software) in their classroom. This
questionnaire has three separate parts. The first one is related to demographic
information about the teachers and has several questions such as their branches and

years in teaching.

The second part has items concerning hardware and software and it asks teachers to
rate them according to their level of knowledge and usage in their classroom. In the
level of knowledge part, the teachers were asked to rate their level of knowledge of
the stated hardware and software from 0 (None) to 4 (Very Good). In the level of
usage part, the teachers were asked to rate their classroom usage of the stated

hardware and software from 0 (Never) to 4 (Always). Hardware includes Smart
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phone, laptop, PC, smart boards, etc., and the software includes MOODLE, office

programs, mobile applications, social networks, etc.

The last part is related to the type of professional development program that the
teachers would like to attend. Teachers were asked whether they prefer to learn by
themselves, with group work or if they would prefer someone else to teach them.
They rated their preferences from 0 (No interest at all) to 2 (Very strongly
interested). Expert opinions for the QEdTech were taken from three different experts
in the field (two professors from Middle East Technical University in the
Educational Sciences department, one professor from Middle East Technical
University in Computer Education and Instructional Technology department, and one
assistant professor from Bagkent University in the Educational Sciences department)
and necessary adjustments were made. For instance, number of the stated hardware
and software programs were decreased considering the current context of PNHSs.
Hardware and software programs were grouped under their general names for clarity.
For the face validity of the instrument, seven teachers who are working in different
PNHS had a look over the instrument and stated their comments related to its clarity,
arrangement of the questions and the parts that they did not understand. Full version

of the QEdTech consists of each three part is provided in Appendix B.

3.6.2 Principles of Adult Learning Scale

PALS was adapted to Turkish and was used to rate the teachers’ andragogical
knowledge and their usage of it in their classrooms. It is an instrument that was
developed by Conti in 1978 and is a 6 point scale. Its factors were determined by a
study in 1983 and the final versions of the factors were determined in 1998 by the
researcher (Conti, 1978, 1998). The 7 factors of the scale were learner-centered
activities, personalizing instruction, relating to experience, assessing students’ needs,
climate building, participation in the learning process, and flexibility for personal
development. The PALS is based upon principles found in current adult education
literature. With the help of this instrument, we can understand whether teachers in
PNHS are using adult learning principles in their teaching or not. In order to be able
to identify the specific classroom behaviors that make up an individuals’ teaching

style, PALS is divided into seven factors that are consistent with the literature. The
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PALS instrument was chosen because of the dimensions that it measured and
because it has been identified as a reliable and valid instrument regarding the adult
education settings. The test-retest method established a reliability coefficient of .92

for the original instrument (Conti, 1978).

Turkish adaption of the scale was done by the researcher through backward
translation method. First of all, the scale was translated into Turkish by the
researcher who is also an English instructor at police vocational college in Ankara.
This Turkish version was translated into English again by an English instructor
working at Hacettepe University. Then, this English version was translated to
Turkish by a research assistant at Middle East Technical University whose
undergraduate degree was in English Language Teaching. Final Turkish version of
the scale was reviewed by three experts in the field (two professors from Middle East
Technical University in the Educational Sciences department and one assistant
professor from Bagkent University in the Educational Sciences department) for small
adjustment regarding Turkish education context. For instance, as there is not any
concept like learning episodes in the curriculum of PNHSs as in the original scale,

the translation of the term ‘units’ were used instead of learning episodes.

The pilot study was conducted by the researcher with 193 teachers working in
PNHSs. Exploratory factor analysis (EFA) was performed based on the data gathered
from 193 PNHS teachers to analyze the factor structure of the Turkish version of the
PALS. For this aim, EFA was conducted through principal axis factoring (PAF) with
direct oblimin rotation. IBM SPSS 22.0 was used for data analysis. Correlation
matrix was examined for preliminary judgments about the factorial structure. KMO,
Bartlett’s test of sphericity, and correlation matrix were examined to determine to
conduct EFA for the data. Factor structure, and pattern matrices, total variance
(eigenvalues-total/cumulative percentage), scree plot tables and graphs were obtained
and examined to select and retain the factors. Interpretations and naming the factors
were made. Finally, internal consistency was checked through required Cronbach’s

alpha tests.

The correlation matrix was examined to check the appropriateness of the factor

analysis for this data set. According to Tabachnick and Fidell (2013), correlation
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coefficients between the correlated items should be over .30. In this study, the
correlated items had a correlation value over .30. Then, factor analysis is an

appropriate statistical method to be utilized for this data set.

Two initial conditions of factor analysis are specified as adequate sample size and
moderate relationships between factors. For the adequacy of sample size, Hair et al.
(2010) and Nunnally (1978, as cited in Field, 2009) suggested that the number of
participants should be at least three times more than the number of variables. For this
study, adequacy of sample size for EFA was confirmed since the lower limit of
advised sample size corresponded to 132. Adequacy of sample size was also verified
by Kaiser-Meyer-Olkin (KMO) test value of .92 which refers to a ‘‘great’ value for
factor analysis (Field, 2013).

It was also questioned that if there were too high correlations among the items, this
could cause multicollinearity. Since the correlation values of the correlated items
were below the value of .90, we can say that there was not a highly correlated item
pair (Field, 2009). More importantly, Bartlett’s test of sphericity, x2 (561) = 4439.97,
p = 000, which was highly significant (Field, 2009) asserted that the correlation
matrix is statistically different from the identity matrix; therefore, the correlations
among the items are suitable for conducting factor analysis (Field, 2009). As the next
step, multivariate normality was checked through Mardia’s test. As it is violated,
PAF was preferred and due to the correlated nature of factors direct oblimin rotation

was utilized.

In the next step, the most appropriate data extraction method was determined to
reduce items into factors. Kaiser (1960) recommended retaining all factors with
eigenvalues greater than 1. Based on this criterion, eight factors were extracted from

this data set and the eigenvalues are provided in Table 3.3.
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Table 3.3

Eigenvalues, Percentages of Variance, and Cumulative Percentages

Factor Eigenvalue % of variance Cumulative %
Factor 1 16.05 36.49 36.49
Factor 2 4,71 10.70 52.51
Factor 3 2.34 5.32 56.34
Factor 4 1.69 3.83 56.34
Factor 5 1.50 3.41 59.75
Factor 6 1.31 2.97 62.72
Factor 7 1.18 2.68 65.39
Factor 8 1.04 2.37 67.77

However, since Kaiser’s criterion is likely to overestimate the number of factors,
items loaded these eight different factors were examined and the structure was
founded to be problematic. Some of the factors had only two items and the items that
were supposed to be grouped together theoretically did not load the same factor. As
Field (2009) insistently advised the Cattell’s scree plot test, the figure of it was also
examined. Then, with the reference of inflexion point of the scree plot in Figure 3.1,
four factors were determined as the strong contributor of the variance in the data set.
Therefore, EFA was repeated with the fixed number of factors and four factor
solution was founded to be meaningful both theoretically and statistically. As the
variables that were loading on the same factor made sense together, they could be
named the concept they represent thus, that is indicative that the four factor solution

was a reasonable one.
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Figure 3.2. Scree plot of principles of adult learning scale

In order to interpret and name the factors, the pattern of the factor loadings was
analyzed. According to Field (2009) factor loadings greater than .40 are considered
necessary for practical significance. Regarding this reference items were loaded
significantly on four factors. Items 3, 5, 11, 17, 24, 32, 35, 37, 41, and 42 were
manifested under the factor “Personalizing Instruction” while the second factor,
namely “Learner-Centered Instruction” consisted of items 2, 6, 7, 9, 13, 16 19, 26,
29, 30, and 38. Items 12, 14, 34, 39, 43, and 44 were manifested under the factor
“Relating to Experience”. Lastly, items 1, 10, 15, 23, 25, and 36 were grouped under
the factor “Participation in the Learning Process”. Items 4, 8, 18, 20, 21, 22, 27, 28,
31, 33, and 40 did not load to any of these factors and they were excluded from the
scale. Modified version of the PALS is provided in Appendix C. Loaded items and

their factor loadings are presented in Table 3.4.
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Table 3.4

Factor Loadings for the Items of Principles of Adult Learning Scale

Factor Loadings

1 2 3 4
35. | allow a student's motives for participating in continuing
education to be a major determinant in the planning of learning .85 -11  -.04 -.00
objectives.
5. I help students diagnose the gaps between their goals and their
.69 -01 -19 -.05
present level of performance.
42. | use different materials with different students. -.67 09 .16 .07
37. 1 give all my students in my class the same assignment on a
. . .65 .05 -.04 -.05
given topic.
41. | encourage competition among my students. .65 .03 .06 -.06
11. | determine the educational objectives for each of my
.63 -08 -.18 .18
students.
24. 1 let each student work at his/her own rate regardless of the
o ) -.59 12 .28 -.05
amount of time it takes him/her to learn a new concept.
17. 1 use different techniques depending on the students being
-55 18 .37 -.10
taught.
3. I allow older students more time to complete assignments
] -53 02 .04 .05
when they need it.
32. | gear my instructional objectives to match the individual
o -53 12 .39 -.02
abilities and needs of the students.
26. I maintain a well-disciplined classroom to reduce interference
) -21 70 .12 -.35
to learning.
13. | get a student to motivate himself/herself by confronting
. ) . . . -.03 64 -.16 31
him/her in the presence of classmates during group discussions.
38. | use materials that were originally designed for students in
-.07 63 .03 -.07
elementary and secondary schools.
30. I use tests as my chief method of evaluating students. .05 58 -24 .25
29. | use methods that foster quiet, productive desk work. -.09 53 -.10 -.02
2. luse disciplinary action when it is needed. 22 47 .25 -.07
16. | use one basic teaching method because | have found that
o ] 37 47 -17 .28
most adults have a similar style of learning.
9. | use lecturing as the best method for presenting my subject
] .36 47 -01 13
material to adult students.
7. | stick to the instructional objectives that | write at the
o 14 46 .16 -.16
beginning of a program.
6. | provide knowledge rather than serve as a resource person. .39 43 .09 A3
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Table 3.4 (Cont’d)

43. | help students relate new learning to their prior experiences. -17 -13 .78 -.02

12. 1 plan units which differ widely as possible from my students'
) ) .01 A3 71 -.02
socio-economic backgrounds.

44, | teach units about problems of everyday living. -.23 -14 64 -.19

39. | organize adult learning episodes according to the problems
] ] -.27 -03 59 -17
that my students encounter in everyday life.

34. | encourage my students to ask questions about the nature of
. ] -11 -19 58 -.04
their society.

14. 1 plan learning episodes to take into account my students'
) ) .34 07 -42 -27
prior experiences.

36. | have my students identify their own problems that need to
-.04 -02 -16 .76
be solved.

25. | help my students develop short-range as well as long-range
o -10 04 -24 .69
objectives.

10. I arrange the classroom so that it is easy for students to
) -14 -12 -14 .63
interact.

15. I allow students to participate in making decisions about the
) . ) .35 .00 -.22 -46
topics that will be covered in class.

Table 3.4 (Cont’d)

1. I allow students to participate in developing the criteria for
) ) ] .37 10 -.24 -41
evaluating their performance in class.

23. | have individual conferences to help students identify their
.05 .09 -36 40
educational needs.

Factor Correlations

Factor 1 -
Factor 2 23 -

Factor 3 -.53 .04 --

Factor 4 -.23 -05 .09 --

Note. Extraction Method: Principal Axis Factoring. Rotation Method: Direct
Oblimin.

All these findings revealed that four factor-structure explains the connections among
all the items of the scale. Therefore, the final interpretation on the factors and the

relevant items can be concluded as the following;

e Personalizing Instruction: Items 3, 5, 11, 17, 24, 32, 35, 37, 41, and 42
significantly loaded on this factor. This factor includes items that are related
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to meeting the unique needs of various learners by using different strategies
and methods allowing the learners to progress at their own pace.

e Learner-Centered Instruction: This factor consists of the items 2, 6, 7, 9,
13, 16 19, 26, 29, 30, and 38. This factor includes items that are related to
arranging the classroom environment so that the learners can initiate action,
help set their own learning objectives, and take responsibility for their own
learning.

e Relating to Experience: Items 12, 14, 34, 39, 43, and 44 are identified as the
items of this factor. This factor includes items that are related to encouraging
the learner to relate new material to their previous experiences and planning
lessons to relate to the everyday problems of the learners.

e Participation in the Learning Process: Items 1, 10, 15, 23, 25, and 36 were
grouped under this factor. This factor includes items that are related to
allowing learner to identify the problems to be solved and materials to be
included thus encouraging high levels of learner involvement in decision
making.

Finally, to check the internal consistency of the scale Cronbach’s alpha coefficients
were calculated as .84 for Personalizing Instruction factor, .71 for Learner-Centered
Instruction factor, .86 for Relating to Experience factor, and .89 for Participation in
the Learning Process factor. Cronbach’s alpha coefficient was .89 for whole
instrument. Each item also revealed high correlation with the corresponding factor,
as a confirmation for the internal consistency of the scale regarding criterion of .70
stated by Nunnanly (1978). Cronbach’s alpha if item deleted values for each item are
not above the Cronbach’s alpha coefficients of relevant factors which means no item
causes a substantial decrease in a value. Therefore, there does not seem any problem
regarding internal consistency of the factors.

3.6.3 Group Meetings Observation Forms

Observation forms for group meetings were constructed by the researcher based on
the type of group meetings held by teachers and the principal. The researcher
directed all of the meetings and a volunteer teacher took notes via these observation
forms. First two group meetings were on determining the needs of the teachers, and

the third and fourth meetings were related to features of desired program, thus there
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were several observation forms for each type of meeting. The second meeting was
related to the needs of the teachers thus there were different parts in the form such as
‘technology needs stated by the teachers’, ‘andragogy needs stated by the teachers’,
and ‘discussion of the results of QEdTech and PALS’. There were also parts for
general issues such as problems encountered or general attitudes of teachers towards
the meeting (see Appendix D). The features of desired professional development
program were discussed in the third and fourth meetings. In the observation form
there were several parts such as opinions related to delivery of the program, duration
of the program, and general features of the program. There were also parts regarding

general issues such as contribution of each teacher to the meeting (see Appendix E).

3.6.4 Classroom Observation Form

Classroom observation form was developed by the researcher. It was prepared as a
detailed form, not to miss any important point in the flow of the lesson. It has several
parts such as teaching methods used, students’ responses, and appropriateness of the
classroom for technology use, educational technologies used, adult learning
principles used, and problems encountered (see Appendix F). Furthermore, for the
practices of teachers for their adult learners a checklist was prepared for each time
the teacher showed the determined behavior. The checklist includes practices such as
s/he includes students in the learning process, s/he acts like a facilitator, s/he checks
students’ previous learning, and s/he provides clear and understanding learning

objectives and so on (see Appendix G).

3.6.5 Semi-Structured Interview Schedule

As the last instrument, semi-structured form for individual interviews with each of
the teacher about their views related to the SBPD program process was used, and it
was developed by the researcher. For validity and reliability of these instruments,
expert opinions were taken after construction of the necessary items and for the face
validity of the form and clarity of the questions seven teachers who are working in
different PNHS had a look over the instrument and stated their comments related to
its clarity, arrangement of the questions and the parts that they did not understand

(see Appendix H). In order to answer the research questions of this study seven
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different instruments were used and three different groups of participants were

selected. They are summarized in Table 3.5 below.

Table 3.5

Research Questions, Participants, and Data Collection Instruments
Research Questions Participants Data Collection

Instruments

What are the needs of teachers 227 teachers in QEdTech, PALS,
in PNHSs in terms of PNHSs, 17 observation forms of group
educational technologies and teachers in meetings and classroom
adult teaching practices? SPNHS, and 4 observation

teachers out of

17
What are the preferences of 17 teachers in QEdTech and observation
teachers in SPNHS for content ~ SPNHS forms of group meetings
and delivery methods for the
professional development
related to educational
technologies and adult teaching
practices?
What are the views of teachers 17 teachers in semi-structured interview
in SPNHS related to the SPNHS schedule for teachers

changes and improvements in
using educational technologies
and adult teaching practices in
their teaching after they
completed a SBPD program?

3.7 Data Collection Procedures

In February 8, 2018 permission from the Ethics Committee of METU (Appendix A)
was taken and data collection process began in March 2018. In this study, there were
five different steps, and different data collection procedure for each step was

explained in detail below.
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Step 1: The main aim of this step was to identify the needs of teachers in PNHS on
technology use and principles of adult learning. This step consists of several sub-
steps. It started with review literature to have an idea about the general situation of
the field. Literature on educational technologies and adult learning theory was
examined in detail in order to understand the overall pattern and practices. This
review was also beneficial for construction data collection instruments (semi-
structured interview schedule, group meetings observation forms, classroom
observation form, PALS, and QEdTech)

Then, observations of four teachers’ classrooms from different fields were conducted
with the help of classroom observation form and checklist prepared. In order to
depict the general practices of teachers in SPNHS, initial classroom observations
were done between 12 and 30 March 2018. Four different teachers were chosen from
different subject fields. Each of the teachers was observed for three hours.
Observation forms which were prepared in advance were filled. The teaching
methods used, students’ reactions, appropriateness of classroom for technology use,
educational technologies used, problems encountered, practices regarding adult
learners, and the flow of the lesson were observed. For the practices of teachers for
their adult learners a checklist was prepared for each time the teacher demonstrated
the determined behavior. The checklist includes practices such as, s/he includes
students in the learning process, s/he acts like a facilitator, s/he checks students’
previous learning, and s/he provides clear and understanding learning objectives and

SO on.

After this, Turkish adoption of the PALS was done by the researcher and piloting of
the Turkish version was conducted between 12 and 30 March 2018. The researcher
contacted with each of these schools individually (15 in total) and eventually 193
teachers were reached. Later, exploratory factor analysis was performed based on the
data gathered from 193 PNHS teachers to analyze the factor structure of the Turkish
version of the PALS. After the pilot study of PALS, other 25 PNHSs in Istanbul
participated in the main study. The researcher contacted with each of these schools
individually and eventually 227 teachers were reached. The main study was
conducted between 31 March and 15 April 2018.
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The first meeting was held on April 11, 2018 in the teachers’ lounge of the SPNHS.
There are 17 teachers in this school and all of them participated in the first meeting.
The researcher prepared a power point presentation about SBPD and it lasted for
almost 40 minutes. Necessary hand-outs were given for future use. Actually, this
meeting served as a presentation session in which teachers were informed about
SBPD.

The second meeting was held on April 18, 2018 in the teachers’ lounge of the
SPNHS after the main study of QEdTech and PALS was conducted. All of the
teachers participated in the second meeting. The meeting lasted for almost 2 hours.
First of all, they were asked about their opinions related to possible results of the
QEdTech and PALS. Later, the prepared documents for the results were distributed
and each of the items in these instruments was discussed one by one. In this process
one of the teachers volunteered to take notes about the contribution of each teacher

as they did not give permission to record the meetings.

Step 2: In this step, the features of desired professional development program were
determined through two meetings. The third meeting was held on April 19, 2018 in
the teachers’ lounge of SPNHS. 15 of the teachers participated in the third meeting.
The meeting lasted for almost 50 minutes. The fourth meeting was held on April 20,
2018 in the teachers’ lounge of SPNHS. 14 of the teachers participated in the fourth

meeting. The meeting lasted for almost 75 minutes.

Step 3: This step was quite different from other steps because it required
development of professional development program based on the teachers’ needs and
decisions by the researcher alone. It is important to highlight that the program was
developed based on the teachers’ needs and decisions determined through four group
meetings conducted previously. This step will be explained in the professional

development program design in the next part.

Step 4: This step was related to implementation of the developed professional
development programs. The professional development for technology session was
held on 28-29 April 2018, almost 2 hours for each day. A friend of the researcher

who is a research assistant in Computer Technology Education Department in one of
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the universities in Turkey gave the training. All of the teachers participated in both
trainings. Almost all the teachers brought their laptops and some of them followed
the lesson from their smart phones. The first lesson for adult teaching practices was
held on May 2, 2018 and it was lasted for almost 2 hours. The researcher gave the
training and it was about mainly the learning characteristics of adult learners.
Moreover, their physical and psychological characteristics were mentioned. The
second lesson was held on May 8, 2018 and it was related to activities that can be

used with adult learners.

Step 5: Individual teacher interviews was conducted on 14-31 May 2018. There was
a small room next to the teachers’ lounge in SPNHS and the interviews were
conducted in this room. At the beginning of each interview, the teachers were
provided with the information and permission form and they were asked whether
they accept the session to be recorded. All of them gave the permission, and all the

interviews were recorded. The interviews lasted between 17-45 minutes.

3.8 Designing Professional Development Programs

After needs assessment process done by classroom observations, application of
PALS and QEdTech, and four different group meetings, development of professional
development programs started. Because of the model (SBPD) used in this study,
findings gained by group meetings (especially third and fourth ones) acted as basic
sources of information for the designing process. Teachers of SPNHS are adult
educators, but they are also adults as well. That is also why SBPD model was chosen
and implemented in this study. Besides, it was very crucial to consider adult learning
principles, while designing both the technology and adult teaching practices
professional development programs. The process suggested by Silberman (2006) in
his popular book Active Training was followed, because it was found suitable for this
specific case of professional development process of SPNHS’s teachers. At the
beginning of his book, Silberman (p. 2) made an interesting entrance and stated that
he changed the Confucius’s popular wisdom as follows for the adult learners;

“When | only hear, | forget.

When | hear and see, | remember a little.
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When | hear, see, and ask questions and discuss with someone else, | begin to
understand.
When | hear, see, question, discuss, and do, I acquire knowledge and skill.

When I teach someone, I master what [ have learned.”

As the brains of adults have a vast number of networks because of their previous
learning experiences, they do not just receive the information and keep it; they
process this information and this processing has an effect on their learning style
(Silberman, 2006). That’s why it is crucial to integrate active learning into
professional development programs of adult learners. Silberman (2006) proposed the
following sequence for designing an active training program and this sequence was

followed in this study;

4 N\ N\ N\ N\ )
Defining . . Arranging Concluding
the needs Devallgplng P%rgg;rirr:gg lectures an active
for active ‘L : with training

training objectives EXercises activities program

\_ / L / L / L /. J

Figure 3.3. Silberman’s design

3.8.1. Designing a Professional Development Program on Social Media in

Teaching
In this part, the process of designing active professional development program on

Social Media in Teaching is reported based on the Silberman’s developing active
training framework (2006).
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3.8.1.1 Defining the needs for active training

This step was fulfilled through Step 1 and 2 of the study which included classroom
observations, application of QEdTech, and four different group meetings and the
findings gathered from this process were reported in the first part of the Result
section.

3.8.1.2 Developing the objectives

After need assessment process, program objectives were written considering all the
aforementioned points that are believed to help teachers reach certain proficiency in
terms of using social media in teaching. For this purpose, a total of 23 cognitive and
affective objectives were created and they are provided in Appendix | and J, in the
complete presentation of lesson plans. These objectives were written based on the
teachers’ views stated in the group meetings regarding social media. Moreover, as
none of the observed teachers used educational technologies in their teaching during

classroom observations, this was also considered in writing objectives.

3.8.1.3 Performing opening exercises

Opening exercises are very crucial in designing an active training program because it
allows participants to get the initial knowledge about the program (Silberman, 2006).
As this group of teachers have already known each other, activities including team
building were not suitable for the group; therefore, the method called active
knowledge sharing was chosen for the first day of the program. It is a good way to
engage participants directly into the subject matter. At the beginning of the program,
teachers were asked to make meaningful guesses about the interesting statistics
regarding social media tools (Twitter, Instagram, YouTube, Facebook, Blogs and
Podcats) in order to make them realize the great impact of these technological tools
and platforms especially on adults and young adults. For instance, how much of the
Facebook users check their account at least 5 times a day or which type of people are
the most active on social media were asked to the teachers and they made several
guesses and then the correct statistics were provided. All of the questions are

provided in Appendix I in the complete presentation of the lesson plan of Day 1.
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In the second day of the program as the teachers got already familiar with the topic
opening a discussion method was used to make them think more about using the
social media tools that they learned previous day in their teaching. Teachers tried to
find different answers to the question of “What are the possible ways of integrating a
particular social media tool in to your teaching regarding the content you teach?” All
of the questions are provided in Appendix J in the complete presentation of the

lesson plan of Day 2.

3.8.1.4 Arranging lectures with activities

In such kind of professional development programs, after opening exercises usually
there is a need to present the information that should be covered. If you want to
convey general information to a large group, lecturing is the most powerful and
efficient way (Silberman, 2006). However, lectures have the potential problem of
putting participants into a passive mode. Nonetheless, by using interactive and
participative techniques, lecturing can have an important place in the active training
program (Thiagarajan, 2005). Therefore, in order to convey crucial information about
social media in teaching, lecture format was used through PowerPoint presentation

by integrating some participative techniques for the teacher.

At the beginning of the presentation of Day 1, interesting and funny cartoons about
social media addiction were used in order to gain the audience interest through
showing the impact of the social media in our lives. In order to maximize
understanding and retention of the participants, opening summary method was also
used. At the beginning of the presentation of Day 2, a short video clip showing how
to use social media in teaching was showed. Then, the lecture’s major points and
conclusions were stated to help participants organize their listening in both days. In
order not to put the participants into a mode of passive listeners, some ways to
involve participants into lecture can be used. In the first day, after the presentation of
each social media tool, teachers were asked to repeat the procedures on their own
laptops or cell phones such as opening an account on Facebook or if they have an
Instagram account, sharing a photo on Instagram, etc. In the second day, teachers
were encouraged to be active listeners by being asked how they can adapt the

presented activity to the content of their course. All of the procedures used in lectures
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of both days are provided in Appendix | and Appendix J in the complete presentation

of the lesson plan of Day 1 and Day 2.

3.8.1.5 Concluding an active training program

Silberman (2006) proposed that when a program is about to finish, participants are
not willing to state their questions or concerns because they think that this may
lengthen the time of the program but this situation should be eliminated because
illuminating these questions and concerns is very valuable in active training process.
Therefore, a final question-and-answer period was held with the teachers of SPNHS.
For this purpose, blank index cards were handed and each participant was requested
to write down a question. Then, the questions of teachers were tried to be answered
as correct as possible by the presenter with the help of other teachers.

3.8.2 Designing a Professional Development Program on Adult Teaching

Practices

In this part the process of designing active professional development program on
Adult Teaching Practices are reported based on the Silberman’s developing active

training framework (2006).

3.8.2.1 Defining the needs for active training

This step was fulfilled through Step 1 and 2 of the study which included classroom
observations, application of PALS, and four different group meetings and the
findings gathered from this process were reported in the first part of the Result
section.

3.8.2.2 Developing the objectives

After needs assessment process, program objectives were written considering all the
aforementioned points that are believed to help teachers reach certain proficiency in
terms of using adult teaching practices, and consequently, a total of 26 cognitive and
affective objectives were created. They are provided in Appendix K and L, in the

complete presentation of lesson plans. In the classroom observations, it was observed
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that teachers do not perform any adult teaching practices and in the group meetings
they stated that they did not know how to teach adults and they even did not know
the characteristics of adult learners. Therefore, these crucial points were carefully
considered while writing the objectives of the program.

3.8.2.3 Performing opening exercises

The first day of the program was mainly on the characteristics of adult learners. As
this group of teachers have taught adult learners at least for a year, it would be
appropriate to start with their experiences considering the adult learners in their
schools. Therefore, as an opening exercises active knowledge sharing was used as it
may draw participants immediately into the subject matter in Day 1. They were
requested to share the problems that they had encountered or to state the particular
characteristics that they had spotted in their students. This activity could also make

the teachers determine the characteristics of adult learners regarding their students.

The second day of the program was mainly on the adult teaching practices and
activities that can be used with adult learners. As the teachers got already familiar
with the adult learners, opening a discussion method was used to make them think
more about how they can teach considering the characteristics of this age group of
students. Besides, they were also requested to share the techniques or methods that
they had used and found suitable for their students. This made the teachers think
more about their teaching experiences; therefore it made possible to integrate adult

teaching practices into their teaching easier.

3.8.2.4 Arranging lectures with activities

At the beginning of the presentation of Day 1, initial case problem was used in order
to gain the participants interests. A teaching case which includes problems caused by
the specific features of adult learners was distributed and teachers were invited to
discuss the problems. Then, in order to maximize understanding and retention of the
participants, opening summary method was used and the lecture’s major points and

conclusions were stated to help participants organize their listening. In order not to
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put the participants into a mode of passive listeners, some ways to involve
participants into lecture were used. In the first day, after the presentation of features
of adult learners, teachers were asked to think about these features and to compare
them with their students and give specific examples. All of the procedures used in
lectures of first day are provided in Appendix K in the complete presentation of the

lesson plan of Day 1.

At the beginning of the presentation of Day 2 a short video clip showing how to use
adult teaching practices was showed. On the second day, teachers were assigned
active listeners mode and they were asked how they could adapt the presented
activity to the content of their course. Then, in order to maximize understanding and
retention of the participants, opening summary method was used and the lecture’s
major points and conclusions were stated to help participants organize their listening.
In order not to put the participants into a mode of passive listeners, some ways to
involve participants into lecture were also used. In the second day, after the
presentation of several activities, teachers were asked to think about how they can
integrate this activity considering the content of their course. All of the procedures
used in lectures of first day are provided in Appendix L in the complete presentation

of the lesson plan of Day 2.

3.8.2.5 Concluding an active training program

A final question-and-answer period was held with the teachers of SPNHS in both
days of professional development on adult teaching practices. Blank index cards
were handed and each participant was requested to write down a question. Then, the
questions of teachers were tired to be answered as correct as possible by the

presenter and together with the other teachers.
3.9 Data Analysis
This case study had both quantitative and qualitative data collected through 5

different steps. Therefore, there were several data analysis procedures for each step

and they are explained in detail below.
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Step 1 and Step 2: First of all, qualitative data collected through classroom
observation were analyzed by using content analysis. The observation forms that
were filled by hand throughout the observations were carefully examined and the
transcripts were coded by two researchers separately regarding the research
questions. Later, emerging codes from two coding processes were determined and
crosschecked; the majority of the codes were consistent. The inter-coder reliability,
which was calculated by using MAXQDA 18.0.8, was reached with 82.93%
agreement on all of the eight codes and according to Neuendorf (2002) .80 or greater
would be acceptable in most situations. These categories are methods of teachers
used, students’ reactions, technology use, adult learning principles usage. For
classroom observation a checklist was also used. When the teachers practiced the
specified action, a sign was put on that behavior each time and then the frequency of
these behaviors was determined. For the pilot study of PALS, the quantitative data
collected were analyzed by using IBM SPSS 22.0. Exploratory factor analysis was
conducted. In the main study, quantitative data were collected through QEdTech and
PALS. The data collected through these instruments were analyzed by using IBM
SPSS 22.0 through descriptive analyses.

In the first part of the QEdTech, teachers’ demographic information was determined
by frequency analysis. The frequency and percentages of teachers’ genders, teaching
years, education levels, subject fields, teaching years in PNHS, and the number of
professional development courses were determined. Second part of QEdTech has
different kinds of items about hardware and software and it asks teachers to rate them
according to their level of knowledge and usage in their classroom. Descriptive
analyses were conducted for this part and means and standard deviations were

calculated for each hardware and software.

The last part related to the type of professional development program that the
teachers would like to attend. Teachers are asked whether they prefer to learn by
themselves, with group work or they prefer someone to teach them. Thus, both
descriptive and frequency analysis were conducted for this part and the number of
responses was calculated for each three answers; No interest at all, Interested and

Very strongly interested. The other instrument, PALS is a 6 point Likert scale with
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33 questions. Means and standard deviations for each item were calculated thus

descriptive analyses were conducted for analyzing the data collected through PALS.

The other qualitative data sources in the first step were first two group meetings.
Later in the Step 2 of the study, two additional group meetings were done in order to
determine the features of professional development program. Coding and content
analysis of notes of qualitative data was used in this study. Different categories were
determined and the notes taken throughout the observations of those meetings were
examined based on those categories which are general attitudes of the teachers,

general contributions of the teachers, and problems encountered

Step 5: Qualitative data were collected through semi-structured interviews in this
step. All the recorded interviews were transcribed carefully and categories were
determined through content analysis. The transcripts were coded by two researchers
separately regarding the research questions. Later, emerging codes from two coding
processes were determined and crosschecked; the majority of the codes were
consistent. The inter-coder reliability, which was calculated by using MAXQDA
18.0.8, was reached with 82.35% agreement on all of the eight codes and according
to Neuendorf (2002) .80 or greater would be acceptable in most situations. In the
end, four separate categories for three research questions emerged regarding the
codes which are general views on SBPD process, professional development on
educational technologies, professional development on adult teaching practices, and
points to improve and suggestions. Each of the transcribed data was examined

carefully according to these categories and relevant phrases were also determined.

3.10 Limitations of the Study

Limitations in case studies include participant restraint, researcher bias, and lack of
generalizability of results (Merriam, 2002). Participants may be restrained in their
responses because they are concerned about sharing information about themselves
and their schools that the researcher ultimately might report in a negative way. In this
regard, it is possible that participants in this study may have been reserved in their
responses because they did not want critique their performance in SBPD process. To

encourage participants to be forthright in their responses to the interview items, |
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clearly expressed that their responses would be kept confidential and their identities

would not be revealed in the final document.

Qualitative research has greater potential for introducing researcher bias than
quantitative research because in qualitative research, the researcher is the primary
data collection instrument and, as such, has greater potential for introducing bias
during the data collection process (Merriam, 2002). Because the data analysis
process in qualitative research is based on researcher interpretation rather than
mathematical calculation, there is also potential for research bias to be introduced
during the data analysis process (Merriam, 2002). In particular, | recorded the
participant interviews to ensure that accurate responses were captured, and | used
member checking and peer review to ensure that accurate interpretations of the
collected data were reached.

Because data generated during interviews are particular to individual participants,
generalizations about those participants cannot be made using this type of data
(Merriam, 2002). However, the primary intent of case study research is to describe a
particular case rather than to reach general conclusions about larger or similar
populations (Merriam, 2002). In this study, the purpose of generating and analyzing
data was to determine the perspectives of teachers in the SPNHS who participated in

the interviews.

3.11 Trustworthiness

Providing reliability and validity in the qualitative study requires different steps to
take comparing to guantitative ones and it is a very crucial step to take. Lincoln and
Guba (1986), proposed some guidelines for the trustworthiness of a qualitative study
and they were utilized for the present study considering its credibility, transferability,
dependability, and confirmability. Specifically, in the present study, the supervisor
and two other professors in the thesis examining committee scrutinized the research
design and provided continuous feedback during the research process regarding the
preferences and interpretations. Credibility, dependability, and also confirmability in
this study were satisfied by these debriefing sessions which enabled gathering

different point of views.
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Participant checks were used to provide credibility; each participant was asked to
read the interview document after transcription. Spending adequate time in the field
and collecting data carefully also were other ways of ensuring credibility in the
study. Moreover, peer scrutiny was use for credibility and qualitative data were also
coded by a peer of the researcher and emerging codes were evaluated and their
consistency was determined. As part of meeting dependability and transferability,
research methods, sample, and findings were presented and described. These
descriptions can be used another researcher to replicate the current study and

evaluate the applicability of the results to other samples and contexts.
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CHAPTER 4

RESULTS

This section is related to findings of the study. First of all, there is a needs
assessment process and it includes results of QEdTech and PALS, classroom
observations and group meetings. Secondly, gathered through semi-structured
interviews, the views of the teachers of SPNHS for the whole process of SBPD are

provided.

4.1 Teachers’ Needs on Educational Technologies

4.1.1 Level of Knowledge and Classroom Use

In this part of the questionnaire, teachers were asked to rate their level of knowledge
and classroom use regarding stated 21 hardware and software in 5 different
categories. These categories are hardware tools, learning management systems,
social media tools, Google applications, and software tools. Teachers’ responses

regarding these categories are presented below separately.

4.1.1.1 Hardware tools
In this part, participants were asked to rate their knowledge and classroom use
regarding the stated hardware tools which are phone, personal computer, projection

machine, smart board, and tablet. Mean scores and standard deviations for both

knowledge level and classroom use level are provided in Table 4.1.
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Table 4.1

Participants’ Responses on Hardware Tools

Knowledge Classroom Use
M SD Hardware Tools M SD

2.75 .85 Phone 1.14 .85
2.67 .82 Personal Computer 1.24 97
2.14 1.03 Projection Machine 1.00 1.01
1.88 1.18 Smart Board 97 1.38
1.81 1.25 Tablet .69 .85

For knowledge level 0 stands for ‘none’ and 4 stands for ‘very good’. When Table
4.1 is examined, it can be seen that phone (M = 2.75, SD = .85) has the highest mean
score and tablet (M = 1.81, SD = 1.25) has the lowest mean score. As the other tools
also have mean scores near or above 2, it can be stated that teachers of PNHSs have
medium level of knowledge considering the hardware tools. When it comes to the
classroom use level, the mean scores are a bit lower than the knowledge level and
personal computer (M = 1.24, SD = .97) has the highest mean score and tablet (M =
.69, SD = .85) has the lowest mean score. In this part 0 stands for ‘never’ and 4
stands for ‘always’. Therefore, it can be seen that participants never or seldom use

these tools in their classroom setting.

4.1.1.2 Learning management systems
In this part, participants were asked to rate their knowledge and classroom use
regarding the stated learning management systems which are moodle, edmodo, and

kahoot. Mean scores and standard deviations for both knowledge level and classroom

use level are provided in Table 4.2.
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Table 4.2

Participants’ Responses on Learning Management Systems

Knowledge Classroom Use

M SD Learning Management Systems M SD
.08 43 Moodle .04 32
.06 33 Edmodo .02 22
13 57 Kahoot .02 22

Although three of the systems have very low means in knowledge level part, kahoot
(M = .13, SD = .57) has the highest mean score and edmodo (M = .06, SD = .33) has
the lowest mean score. Based on these mean score it can be acknowledged that
teachers do not have any information regarding these tools. For classroom use level
mean scores are even lower as moodle (M = .04, SD = .32) has the highest mean
score and edmodo (M = .02, SD = .22) and kahoot (M = .02, SD = .22) have the same
mean scores. It can be claimed that these teachers never use learning management

systems in their teaching.

4.1.1.3 Social media tools
In this part, participants were asked to rate their knowledge and classroom use
regarding the stated social media tools which are facebook, twitter, instagram,

youtube, blogs, and podcasts. Mean scores and standard deviations for both

knowledge level and classroom use level are provided in Table 4.3.
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Table 4.3

Participants’ Responses on Social Media Tools

Knowledge Classroom Use
M SD Social Media Tools M SD
2.34 1.09 Facebook .26 .76
2.08 1.17 Twitter .18 .64
2.23 1.03 Instagram .20 .69
2.47 1.18 YouTube .85 1.96
.64 1.12 Blogs 11 50
.33 7 Podcasts .06 37

When Table 4.3 is examined, it can be seen for knowledge that while facebook (M =
2.34,SD =1.09), twitter (M = 2.08 , SD = 1.17), instagram (M = 2.23, SD = 1.03),
and YouTube (M = 2.47 , SD = 1.18 ) have means scores above 2, blogs (M = .64,
SD = 1.12) and podcasts (M = .33, SD = .77 ) have mean score below 1. This means
that while teachers have medium level of knowledge regarding facebook, instagram
and YouTube, they have even no knowledge for blogs and podcasts. For classroom
use, there is a considerable amount of difference between knowledge level and
classroom use level. YouTube (M = .85, SD = 1.96) has the highest means score
which is very close to 1 thus it can be claimed that teachers seldom use YouTube.
However, the other five social media tools have very low mean scores so these

teachers never use these tools in their classroom setting.

4.1.1.4 Google applications
In this part, participants were asked to rate their knowledge regarding the stated
Google applications which are drive, docs, forms, and scholar. Mean scores and

standard deviations for both knowledge level and classroom use level are provided in
Table 4.4.
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Table 4.4

Participants’ Responses on Google Applications

Knowledge Classroom Use

M SD Google Applications M SD
.93 1.07 Google drive 21 .63
a7 .96 Google docs 15 52
.68 .89 Google forms A1 A7
.60 .79 Google scholar .05 29

Four of the applications have mean scores below 1 both for knowledge level and
classroom use level. In the knowledge level part drive (M = .93, SD = 1.07) has the
highest mean score and scholar (M = .60, SD = .79) has the lowest mean score. This
is also same for classroom use level part as drive (M = .21, SD = .63) has the highest
mean score and scholar (M = .05, SD = .29) has the lowest mean score. Therefore, it
can be asserted that teachers neither have knowledge regarding Google applications,

nor they use them in their teaching.

4.1.1.5 Software Tools

In this part, participants were asked to rate their knowledge regarding the stated
software tools which are Microsoft office programs, mobile applications, and
computer simulations. Mean scores and standard deviations for both knowledge level

and classroom use level are provided in Table 4.5.

Table 4.5
Participants’ Responses on Software Tools
Knowledge Classroom Use
M SD Software Tools M SD
2.57 .86 Microsoft Office 1.51 1.12
1.92 1.19 Mobile Applications .80 .98
1.09 1.20 Computer Simulations 43 .82
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When Table 4.5 is examined, it can be seen that Microsoft office programs (M =
2.57, SD = .86) has the highest mean score and computer simulations (M = 1.09, SD
= 1.20) has the lowest mean score for knowledge level. This is also same for
classroom use level as Microsoft office programs (M = 1.51, SD = 1.12) has the
highest mean score and computer simulations (M = .43, SD = .82) has the lowest
mean score. For knowledge level it can be said that teachers have medium or little
knowledge regarding these software tools but they seldom use them in their

classrooms.

4.1.2 Delivery of the Program

In the last part, participants were asked about their preferences related to the delivery
of the program. They had three options in this part; no interest at all, interested, very
strongly interested. Having someone to teach has the highest mean score (M = 1.51,
SD =.83), and 127 (%55.9) of the participants chose very strongly interested option.
Learning on my own (M = .75, SD = .83) has lower mean score than having someone
to teach, and 112 (%49.3) of the participants chose no interest at all option. Group
work has the lowest mean score (M = .68, SD = .85), and 130 (%57.3) of the
participants chose no interest at all option. Table 4.6 provides the mean scores and

the Table 4.7 presents the frequencies of the responses.

Table 4.6

Participants’ Responses on Types of the Program

Type of the Programs M SD
Having someone to teach 151 .83
Learning on my own a5 .83
Group work .68 .85
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Table 4.7

Frequencies of Participants’ Responses on Types of the Program

Variable f %
Having some to teach
No interest at all 53 23.3
Interested 47 20.7
Very strongly interested 127 559
Learning on my own
No interest at all 112 493
Interested 59 26
Very strongly interested 56 24.7
Group Work
No interest at all 130 57.3
Interested 40 17.6
Very strongly interested 57 25.1

4.2 Teachers’ Needs on Adult Learning Principles

Descriptive analysis of the participants’ responses for each factor was done, and

means and standard deviations for each item are provided for each factor separately.

4.2.1 Personalizing instruction

Personalizing instruction factor has 10 of the items from the scale. This factor
includes items that are related to meeting the unique needs of various learners by
using different methods, strategies, materials, and allowing the learners to progress at
their own pace. Letting students to work on their own pace or using different
strategies and methods regarding the students being taught indicate that teachers are
trying to personalize the instruction. Item 27 and 30 are negatively worded items in
this factor. Table 4.8 presents the mean scores and standard deviation values of 10

items which were related to the personalizing instruction factor.
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Table 4.8

Descriptive Statistics for Personalizing Instruction Factor

Items M SD
3. I allow older students more time to complete assignments when
_ 248 141
they need it.
4. | help students diagnose the gaps between their goals and their 263 140
present level of performance. ' '
9. I determine the educational objectives for each of my students. 1.76 1.65
15. I use different techniques depending on the students being
1.75 1.78
taught.
18. I let each student work at his/her own rate regardless of the 254 146
amount of time it takes him/her to learn a new concept. ' '
23. | gear my instructional objectives to match the individual 270 128
abilities and needs of the students. ' '
25. | allow a student's motives for participating in continuing
education to be a major determinant in the planning of learning 315 1.28
objectives.
27. 1 give all my students in my class the same assignment on a
) ) 341 1.19
given topic.
30. I encourage competition among my students. 222 1.76
31. I use different materials with different students. 154 161

Note: The lowest and the highest mean values were given in bold.

In this factor, item 27 which is a negatively worded one has the highest mean score
(M = 3.41, SD = 1.19). Most of the participants accepted that they gave the same
assignment to all of their students. Using diverse teaching materials with the different
students is one of the ways of personalizing instruction, but item 31 has the lowest
mean score (M = 1.54, SD = 1.61). 1n this scale 0 stands for ‘never’ and 5 stands for
‘always’. Therefore, it can be claimed that teachers almost never use diverse teaching
materials. Item 25 has the second highest mean score (M = 3.15, SD = 1.28) and this
is favorable for teachers as they often consider students’ motivations in the process
of education. Item 9 (M = 1.76, SD = 1.65) and 15 (M = 1.75, SD = 1.78) almost has
the same mean score which is also one of the lowest scores and demonstrates that
teachers in PNHSs neither determine specific objectives for different students nor

they use different techniques regarding the students being taught.
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Item 30 (M = 2.22, SD = 1.76) is one of the negatively worded items and its mean
score asserts that teachers seldom encourage competition among their students. Item
3 (M =248, SD = 1.41), Item 4 (M = 2.63, SD = 1.40), Item 18 (M = 2.54, SD =
1.46), and Item 23 (M = 2.70, SD = 1.28) have mean scores near 2.50 or slightly over
2.50 thus it can be acknowledged that teachers of PNHSs seldom use ways of
personalizing instruction such as using instructional objectives that match with the

individual abilities and needs of the students as in Item 23.

4.2.2 Learner-centered instruction

Learner-centered instruction has 11 of the items from the scale. This factor includes
items that are related to arranging the classroom environment so that the learners can
initiate action, help set their own learning objectives, and be in charge of their own
learning. In this factor, all of the items are negatively worded. It means that lower
mean scores indicate that participants favor learner-centered instruction more. Table
4.9 illustrates the mean scores and standard deviation values of 11 items which were
related to the learner-centered instruction factor.
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Table 4.9

Descriptive Statistics for Learner-Centered Instruction Factor

Items M SD
2. | use disciplinary action when it is needed. 1.79 1.28
5. I provide knowledge rather than serve as a resource person. 3.65 1.32
6. | stick to the instructional objectives that | write at the beginning
3.63 1.33
of a program.
7. 1 use lecturing as the best method for presenting my subject
: 3.41 1.41
material to adult students.
11. I get a student to motivate himself/herself by confronting 236 L67
him/her in the presence of classmates during group discussions. ' '
14. | use one basic teaching method because | have found that most 577 158
adults have a similar style of learning. ' '
16. | use written tests to assess the degree of academic growth 351 123
rather than to indicate new directions for learning. ' '
20. I maintain a well-disciplined classroom to reduce
) ) 3.73 1.04
interference to learning.
21. | use methods that foster quiet productive desk work. 3,51 1.22
22. | use tests as my chief method of evaluating students. 3.52 1.23
28. | use materials that were originally designed for students in
3.25 1.33

elementary and secondary schools.

Note: The lowest and the highest mean values were given in bold.

When Table 4.9 is examined it can be clearly seen that, except the mean scores of
three items (2, 11, and 14), all of the mean scores are over 3. Maintaining a well-
disciplined classroom has the highest mean score (M = 3.73, SD = 1.04). Using
disciplinary action when it is needed has the lowest mean score (M = 1.79, SD =
1.28). This means that most of the participants favored well-disciplined classroom,
but they did not use disciplinary action. Being a resource person (Item 5), sticking to
instructional objectives (Item 6), using lectures (Iltem 7), using writing tests for
assessing academic success (Item 16), fostering quiet productive desk work (Item
21), using tests as a chief method of evaluating students (Item 22) are not favorable
for making instruction learner-centered, However, as these items have mean score

over 3, this means that teachers of PNHSs often or almost always use other
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techniques rather than the ones sustain learner-centered instruction. Item 14 (M =
2.77, SD = 1.58) has one of the lowest mean score but still it demonstrates that
teachers often or seldom use one basic teaching method. The other item which has
mean score below 3 is Item 11 (M = 2.36, SD = 1.67) and it can be claimed that

teachers do not favor group discussions as a way of motivating students.

4.2.3 Relating to experience

Relating to experience has 6 of the items from the scale. This factor includes items
that are related to encouraging the learner to relate new material to their previous
experiences, and planning lessons to relate to the everyday problems of the learners.
Item 10 in this factor is a negatively worded, and it has the lowest mean score (M =
1.15, SD = 1.48) which means that participants prefer units similar to their students’
socio-economic background. Encouraging students to ask questions about the nature
of their society has the highest mean score (M = 3.51, SD = 1.27).

Table 4.10
Descriptive Statistics for Relating To Experience Factor
Items M SD
10. I plan units which differ widely as possible from my 1.15 1.48

students' socio-economic backgrounds.

12. | plan learning episodes to take into account my students' 2.86 1.46
prior experiences.

24. 1 encourage my students to ask questions about the 351 1.27
nature of their society.

29. | organize adult learning episodes according to the problems 2.99 1.37
that my students encounter in everyday life.

32. | help students relate new learning to their prior 3.29 1.31
experiences.

33. | teach units about problems of everyday living. 3.26 1.40

Note: The lowest and the highest mean values were given in bold.

Item 33 (M = 3.26, SD = 1.40) and Item 32 (M = 3.29, SD = 1.31) have mean scores
over 3 and this means that teachers often consider everyday living problems and

prior learning of the students. Similarly, Item 29 (M = 2.99, SD = 1.37) has a mean
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score very close to 3 and it can be concluded that problems that the students
encounter in their everyday life are often addressed in the classroom. Moreover, Item
12 (M = 2.86, SD = 1.46) has a mean score slightly above 3 and prior experiences are
often addressed as it is demonstrated in Item 32 as well. Therefore, it can be
concluded that teachers of PNHSs often refer to everyday living problems and prior

experiences of students.

4.2.4 Participation into learning process

Participation into learning process has 6 of the items from the scale. This factor
includes items that are related to allowing learner to identify the problems to be
solved and materials to be included in order to encourage high levels of learner
involvement in decision making. All of the items in this factor are positively worded.
Except the item 8 which has also the highest mean score (M = 3.05, SD = 1.27), all of
the items have mean scores below 3. Having individual conferences with students
has the lowest mean score (M = 1.74, SD = 1.77) in this factor.

Table 4.11
Descriptive Statistics for Participation into Learning Process Factor
Items M SD

1. I allow students to participate in developing the criteria for 241 169
evaluating their performance in class ' '
8. I arrange the classroom so that it is easy for students to interact. 3.05 1.27

13. I allow students to participate in making decisions about the topics

) _ 2.40 1.46
that will be covered in class.
17. 1 have individual conferences to help students identify their 174 179
educational needs. ' '
19. I help my students develop short-range as well as long-range
o bmy P J J1ang 2.56 1.48
objectives.
26. | have my students identify their own problems that need to be
2.53 1.32

solved.

Note: The lowest and the highest mean values were given in bold.
Iltem 1 (M =2.41, SD = 1.69) and Item 13 (M = 2.40, SD = 1.46) have almost the
same mean scores and this means that teachers of PNHSs seldom allow their students
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to participate in evaluation process and making decisions on the topics that will be
covered in class. Item 19 (M = 3.29, SD = 1.31) and Item 26 also have almost the
same mean score which is slightly over 2.50 and as they are related to giving
responsibility to the students it can be claimed that teachers do not offer prefer giving

students responsibility of their own learning.

4.3 Teachers’ Needs Derived from Classroom Observations

Classroom observations were also done in order to determine the needs of teachers in
terms of educational technologies and adult teaching practices. For diverse data four
different subject fields were chosen; and two teachers from social sciences and two
teachers from science courses were observed. The qualitative data gathered through
observation were examined based on four different categories; teaching methods,
students’ reactions, educational technologies, and adult teaching practices. They are
reported below based on these categories and teachers were named as T1, T2, T3,

and T4 for not to violate the confidentiality.

4.3.1 Teaching Methods

Each of the four teachers used several teaching methods, but generally they all can be
called as teacher-centered methods as the teachers were dominant throughout their
teaching. T1 used dictation method for the first two hours of the observation. S/he
read from the notebook some information and students wrote down each word one by
one. In the last hour of observation, T1 used question and answer method and s/he
wanted students to make some comments on the example s/he showed. However,
s/he directed the students’ answers most of the time, and s/he gave the right answer
before the students in most of the occasions. T2 used question and answer method in
three hours of observation. S/he handed out a worksheet at the beginning of the
lesson, and they answered the questions written on that sheet together on the board.
This was also same for the T3. Students tried to solve the questions on the board
written by the teacher. Both of the teachers provided some room for students to
express their own solutions, but they wrote the correct solution on the board in the

end even if students could not solve the problem.
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Lessons of T4 were a bit different from other lessons. Although T4 used lecture
method, s/he made it more interactive by asking short-answer questions to students
throughout her presentation. From time to time, s/he made students note down the
important things s/he mentioned on their notebooks, and s/he also note them down on
the board. In each of the four courses, teacher retained the full control of the
classroom and its activities. It can be said that while teachers talked all the time,
students listened and they barely made contributions. Instruction occurred with the
whole class, for example in the lessons of T2 and T3 students tried to solve the
problems together not on their own. Most of the time, teachers did not allow students
to express themselves, ask questions or direct their own learning. For example, when
one of the students in lesson of T1 said that he did not want to write down those
things as he found this very boring, teacher replied that he was a student, he had
some obligations, and he had to write.

4.3.2 Students’ Reactions

Another section in the observation was related to students’ reactions especially based
on the teaching methods used and the topic of the particular lesson. Generally,
students were not active throughout the courses as the teachers preferred teacher-
centered methods most of the time. Because of that, students were also not interested
in the lesson and they were distracted by many other things. For the first two hours of
observation in the lesson of T1, students wrote down the things that their teacher read
from her/his notebook, and they seemed really bored. Some of them complained
about this situation from time to time, but their teacher wanted them to keep on
writing as this was their obligation. In the last hour of observation, when teacher
changed her way of teaching, the mood of students changed accordingly. They
seemed more interested when teacher wanted them to examine the examples on the
board and share their opinions. They seemed entertained while sharing their
opinions. However, some of the students stopped sharing their answers after a while

as they had made several wrong guesses.

This situation was a little bit different in the lesson of T2. T2 used question and
answer method. Students were more interested in the lesson and they tried to

participate as much as possible. The teacher solved the questions on the board
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together with the whole class and almost every student in the class shared their
opinions. T3 also used the same method, but the students’ reactions were a little bit
different. At the beginning of the course, T3 began to solve the problems in the
worksheet s/he handed out. Some of the students tried to solve the problems, but
after a while they started to complain about their difficulty. Later, they stopped
sharing their answers. When the teacher realized that s/he started to write down more

simple questions on the board and students started to participate again.

However, for the general of the three hours of observation of T3, s/he continued
her/his lesson with the students who were more eager to solve the problems and
share their answers. T4 also used question and answer method in her/his teaching,
but students were more willing to contribute to the lesson and answer the questions.
The teacher created a warm atmosphere in the classroom that even if a student gave a
wrong answer; he or she tried to remember the correct version of it and kept on
giving answers. The way the teacher responded the students’ wrong answers was
very kind and s/he seemed that s/he did not want to make the students feel bad about
their answers. S/he also gave additional information after s/he corrected the wrong
answer and that made students to listen to the explanation of the teacher. Also, the

jokes that the teacher made from time to time entertained students.

4.3.3 Educational Technologies

There was a projection machine in the classroom, but not any computer or internet
connection. Teachers had to bring their own personal computers and made the
necessary connection. The shape of the classroom and the arrangement of the desks
were not appropriate for the use of technology because it was really hard for the
students to see the board from the back seats. Only T1 used the projection machine in
the classroom. She brought her laptop and she projected some examples to the board
which s/he saved in her laptop in advance. Actually, this was also the same with
writing the example on the board. T1 had some problems with making necessary
connections and this cost her/his losing some time. T2, T3, and T4 did not use
projection machine or their laptops, they just wrote the examples or the solutions of
the problems on the board. Other than the projection machine or laptop teachers did

not use any other educational technologies tools.

86



4.3.4 Adult Teaching Practices

The last category in the classroom observation was the adult teaching practices of the
teachers used. Teachers did not use any specific practices related to adults, and they
were like teaching to young students most of the time. T1 used some rude words to
her/his students and s/he directed the students about what to do or what not to do
most of the time. Considering the practices in the checklist it can be said that T1 did
not use any of them. S/he did not include students in the learning process as s/he just
stated what they were going to do in the following hours and by doing this s/he also
did not consider their interest as s/he did not ask their opinions. There was not any
referring to the previous learning of the students and also s/he did not consider their
past experiences. At the beginning of the lesson, s/he just stated that they were going
to learn a particular topic about the course, so there were not any clear objectives for
the students. Classroom atmosphere was also very tense most of the time, and s/he
did not respect to ideas of the students. For example, when one of the students stated

that he did not want to write anymore s/he responded to him by saying “shut up”.

T2 was a little bit different from the T1 considering the way s/he behaved to the
students. S/he was more respectful and kind, but it still seemed like s/he was teaching
to younger students. Giving appropriate feedback, respecting students’ ideas and
creating a comfortable classroom atmosphere could be given as examples of the T2’s
adult teaching practices. S/he solved the problems together with the whole class and
s/he tried include every student in the learning process. However, s/he did not
provide clear objectives or any explanations related to future benefits of their
learning. For example, in the last hour of observation, at the beginning of the lesson
s/he stated that these problems were very similar to the one they confronted in their
daily lives. It was a good beginning, but s/he did not make any further explanations,

and he did not make the learning relevant to the students’ daily lives.

Compared with the other teachers T3 was not different from the T1 as s/he did not
use any of the adult teaching practices. Unlike T1, T3 was not rude to her/his
students, but s/he also did not show any interest to her/his students. For instance, one

of the students became very happy when he solved the physics problem correctly,
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and he wanted to share his happiness with his teacher, but the teacher did not give

any attention and even s/he did not respond to her/his student.

T4 can be named as the best teacher among four teachers considering the adult
teaching practices. First of all, s/he created a warm class atmosphere in which s/he
respected her/his students’ ideas, and s/he constantly gave feedback without
humiliating them when they gave wrong answers. Moreover, s/he considered the
interests of the students and tried to make the lesson more entertaining to draw their
attention. For instance, s/he gave several examples from popular movies. One of the
important practices of the teacher was that s/he tried to trigger students’ pervious
learning by asking small questions and giving small clues about them. This also
made the lesson more interactive.

Considering all the dimensions of the classroom observations (teaching methods,
students’ reactions, educational technologies that used and adult learning principles

that addressed), basic practices are summarized in Table 4.11 below.
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Table 4.12

Summary of the Classroom Observation Results

Teaching Methods -teacher-centered methods
-dictation
-question and answer
-full control of the classroom

-whole classroom instruction

Students’ Reactions -not interested
-distracted
-signs of boredom
-some complains

-willing to contribute (T4)

Educational Technologies -did not use
-not appropriate environment
-T1 only used laptop and projection

machine

Adult Teaching Practices -not any specific practices
-not respectful to students
- used some rude words
-comfortable classroom atmosphere
(T2, T4)
-giving feedback (T4)
-referring previous learning (T4)

4.4 Teachers’ Needs Derived from Group Meetings

In order to determine the needs of teachers in terms of educational technologies and
adult teaching practices two group meetings were conducted. Later in the Step 2 of
the study, two additional group meetings were done in order to determine the
features of professional development program. Different categories were determined
and the notes taken throughout the observations of those meetings were examined
based on those categories which are general attitudes of the teachers, general
contributions of the teachers, and problems encountered. They are reported below

based on each meeting.
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First meeting was the presentation of SBPD. At the end of the presentation teachers
asked their questions and necessary explanations were made. They asked about their

responsibilities in the process and they were informed about that.

In the second meeting, teachers were asked their opinions related to possible results
of the QEdTech and PALS at the beginning. Later, the prepared documents for the
results were distributed and each of the items in these instruments was discussed one
by one. Then, agreements and disagreements related to results were determined and
they were asked about their opinions related to their exact needs. Before stating their
needs about technology and adult teaching practices teachers stated some problems
that they constantly encountered in their school. These problems can be listed as

follows;

Students do not have necessary background knowledge about the courses
There is a problem of absenteeism as most of the students have to work

It is really hard to educate adult students

A w0 e

Adult students consider themselves as the rivals of their teachers because of
the similarity in their ages

There is lack of technological equipment

Teachers start teaching in these schools without any training

There are differences among students because of the variety in their ages

© N o O

Teachers of this schools do not have any courses related to adult students in
their undergraduate studies

9. Most of the teachers are new in teaching therefore they are not capable
enough to handle the problems about adult students

10. Most of the students are older than their teachers

Based on those problems that the teachers mentioned and the results of the QEdTech
and PALS, teachers stated that they need to learn the qualities of adult students first
because, they need to know more about their students before learning how to treat
and teach them. Then, teachers stated that they need to know adult teaching practices
especially the activities that they can use in their teaching easily. As they do not have
any experience about adult students they stated that they want someone to teach them

and show the specific way.
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When it comes to educational technologies, teachers talked about the
inappropriateness of their classrooms to use technology and their lack of facilities.
Therefore, they talked about using technology by integrating students’ daily lives.
One of the teachers stated that there was a difference between the knowledge level
and usage level considering social media based on the QEdTech results. Most of the
teachers confirmed that they have general knowledge on how to use social media, but
they do not use them in their classroom. Another teacher added that this could be
because they do not have any idea about how to integrate it into their teaching. Most
of the teachers agreed with these two teachers and they admitted that they did not
think about utilizing social media in their teaching before. At the end of the
discussion they stated that they want to learn how to use social media in their
teaching and similar with the adult teaching practices they stated that they want
someone to teach them.

In the third meeting, considering the hardware and the software listed in QEdTech
teachers agreed that all of them use the social media tools in their daily lives, but
they did not consider using these tools in the classroom for teaching purposes.
Moreover, considering the profile of the adult learners in their school, they stated that
it would be interesting for them. They wanted someone to teach them about the
important points related to using social media tools in their teaching and related
activities. They added that as they did not have any previous knowledge regarding
this topic it would be better to learn it with the help of an expert. Therefore, third
meeting was started with a discussion on their knowledge about the stated social
media tools (Facebook, Twitter, Instagram, YouTube, Blogs, and Podcasts). Unlike
two of the teachers, 13 of them stated that they had enough information about using
Facebook, Twitter, Instagram, and YouTube and also they had their own accounts in
these platforms. However, 15 of them stated that they heard Blogs and Podcasts for
the first time in this questionnaire and they did not have any information about how
to use it. Several teachers volunteered for teaching how to use Facebook, Twitter,
Instagram, and YouTube to the other two of the teachers and they could get personal
accounts for them. Therefore, they agreed that professional development program
should start with brief refreshment on Facebook, Twitter, Instagram, and YouTube

and then it continued with full explanations of Blogs and Podcasts. Later, activities
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related to integrating these social media tools into teaching could be shared. They

stated that they want to see vivid examples to understand their functioning.

In the needs analysis meeting (second meeting) they stated that they wanted to learn
the characteristics (physical, psychological, and learning) of adult learners as they
wanted to get to know their students, and it was stated that the first topic of the
professional development for andragogy should be related to this issue. Therefore,
the fourth meeting was started with a discussion on the high school curriculum that
they have to follow as teachers in the other regular high schools. They mentioned
that they had different students and different class hours (the school starts after 17.00
pm) but they have the same curriculum and it is really intense and it is really hard to
complete. They have to cover the curriculum quickly and they mostly have no time
for special practices for adult learners. Moreover, it was mentioned that they did not
get any training or education related to adult learners before. Therefore, it was stated
that the second topic of the professional development for andragogy should be
related to activities that they can integrate into this busy curriculum. Later, we talked
about the ways of having this training related to adult teaching practices, but they
insisted on having someone to teach them as it happened in technology meeting as

this topic is also very new to the teachers.

4.5 Views of the Teachers on Professional Development Programs

After the implementation process in order to take the teachers’ views on the changes
and improvements in using educational technologies and adult teaching practices in
their teaching, individual interviews were conducted. Detailed information about the
conducted interviews is presented in Appendix M. Interviews were conducted with
17 teachers of SPNHS. At the beginning of each interview brief information was
given about the process, and then general information about the participants was
asked. Their educational background and previous attendance to a program on
educational technologies or adult teaching practices were asked. Their background
information was provided in the subjects/participants of the study of method section.
And, none of the teachers had any experience of having a professional development

in educational technologies or adult teaching practices.
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In the second part of the interview, opinions of teachers related to SBPD process
were asked and in the last part their views on professional development programs on
educational technologies and adult teaching practices were requested. Four separate
categories for three research questions emerged regarding the codes which are
general views on SBPD process, professional development on educational
technologies, professional development on adult teaching practices, and points to
improve and suggestions. Each of the transcribed data was examined carefully
according to these categories and relevant phrases were also determined. Findings
are presented based on these categories below. Teachers’ subject fields or names are
not provided for confidentiality, and they were presented with the initial of teacher as
T and a number. To avoid misinterpretation, T1 in the classroom observations is not

the same teacher with the T1 in the interviews.

4.5.1 General views on SBPD process

Teachers of SPNHS have participated in such a SBPD process for the first time. As
they did not have any experience regarding such kind of process, their opinions
related to it were asked in the interview. What they think about the process in
general, what the positive or negative features of the process are for them, whether
they want to join such kind of process or not were asked to the teachers. By and
large, teachers’ answers were very positive about the process, but they also stated
some negative issues that should be fixed for the ones which could be held in the
future. T3 stated that s/he wanted to join such kind of activity again, as s/he found it

very illuminating and informative and s/he added that;

It was a great opportunity for us to have the chance of discussing
our biggest problems in a more formal situation and try to solve
them. We frequently discussed these issues in teachers’ room, but

this was not more than chatting in a causal way.

Five of the teachers have teaching experiences over 40 years, and it was the first time
that they have participated in such an activity. Generally, they talked about how they
realized that there were lots of things that they did not know about teaching even

after all of those years. T4 summarized those views in these words;
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This is my 45" year in teaching and | have realized that there
are still lots of things about teaching that | have to learn. We
as teachers are adult learners as well, my 45 years of
experience is valuable, but I should be open to new ideas as

well. Thus, this was a perfect opportunity.

7 of the teachers stated that they found this process very beneficial for them as they

have very different students’ profiles. One of the teachers (T10) explained that;

Our students are working in very difficult jobs and when they
come to classroom, they are already exhausted. It is really hard to
attract the attention of such kind of students. Therefore, learning
different activities and techniques expanded our views on drawing

attention of these students.

Another teacher (T11) also talked about the similar issue with T10 and s/he made an

emphasis on their learner role as a teacher;

We talked about that adult learners are self-directed and
independent in their learning. | am also an adult learner. After this
SBPD process, | thought that improve myself especially in adult
teaching practices. | think participating in such kind of an activity

created this awareness for almost all of my colleagues.

4.5.2 Views on professional development on educational technologies

17 teachers of SPNHS stated their views on the professional development program
related to using social media in teaching. All of them remarked that they found this
4-hour program very beneficial and interesting as well. Each of the participants
evaluated this program considering their subject fields, and talked about how they

can integrate social media in their own courses. T2 stated that;

I really enjoyed being informed about that side of using social
media. | thought that together with my students we can create

Instagram or Twitter accounts for our famous poets or authors.
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Then, we can share their works from these accounts and | am sure

that this will be very interesting and entertaining for my students.

Although the teachers found using social media topic very interesting, there were
also some hesitations regarding using it in their classrooms. T6 was one of those

teachers and actually s/he summarized the other teachers’ hesitations as well;

I have never used a social media tool in my daily life. The idea of
using it in teaching is very strange for me. | have learned how to
use them in the training, they are not so complicated, but I am not

sure when | will be ready to integrate them into my lesson.

Regarding teachers’ reluctance to use technology in their classrooms one of the
teachers (T1) made a referring the profile of the students and stated that;

Students’ do not have the necessary background knowledge and
they come here just for having a high school diploma. For instance,
if they had goal of being successful in universities exams, social
platforms would be very beneficial for me to share questions and
make a weekly follow-up. However, | do not think that the current

students will be enthusiastic about my posts.

However, there were also some teachers who were really enthusiastic about using
social media in their teaching as they found it very beneficial and appealing. T11 was

one of them and s/he stated that;

I am using social media tools actively in my daily life, but | have
never thought about using it in my teaching. In the training, | have
learned that we can set up an Instagram live broadcast. | excited

me a lot and | cannot wait to do this with my students.
4.5.3 Views on professional development on adult teaching practices

17 teachers of SPNHS stated their views on the professional development program

related to adult teaching practices. All of them remarked that they found this 4-hour
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program very beneficial for different reasons. T16 mentioned that learning more

about adult learners made her/his feel comfortable when communicating with her/his
students because s/he thought that;

I am younger than almost all of my students and this issue makes
me feel very uneasy while talking with my students even for daily
purposes. | notice that senior teachers are better than new teachers

like me, thus learning how to treat them made me feel relieved.

One of the senior teachers (T13) shared the same views with this young T16 and
expressed that;

We have several young teachers in our school and most of the time
they ask us how to treat the students who are older than them when
we are together in the teachers’ room. I think learning about adult

learners will help them a lot.

4 of the teachers indicated that they had not heard the term ‘andragogy’ before and
this is a very unacceptable situation for teachers who are working at PNHS and
whose main job is teaching to adult learners. T17 confessed that;

| am embarrassed to state that but | have heard the term
‘andragogy’ for the first time. I am a teacher but | am a learner as
well and | am going to read more about teaching adult learners,

thus this training was a big step for me to improve myself in that
field.

T7 provided a very different perspective and talked about how this program created

awareness about his/her previous teaching practices. S/he stated that;

After we talked about adult teaching practices and activities |
started to evaluate my teaching and | realized that | have already
used some of the techniques but | also realized that how
inappropriate was some of my teaching behaviors. | decided to

stick on the correct ones, improve them and add new ones as well.
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Same as T7 some of the teachers shared their experiences in which they had used
some kind of adult teaching practices. In their interviews, they expressed that they
were very happy to learn more about them. T12 talked about the importance of using
past experiences of adult learners and s/he stated that s/he was glad to learn the role
of the background knowledge of the adult learners. S/he shared one of her/her

classroom experiences;

It is very impressive to discuss historical issues with my students,
especially the political ones. They have seen 3-4 governments
more than me and their comments are valuable for me. However,
because of time restrictions we cannot have the chance of doing
this kind of discussions. After this training, | will try to spare more

time for this kind of activities.

Almost all the senior teachers in SPNHS accepted that they are using lecturing as a
basic teaching method, because they think that most adults have a similar style of
learning, and it is the best method while presenting subject material to the adult
students. However, as the adult teaching practices which were mentioned in the
professional development program provided them with a several different teaching
methods, they emphasized how surprising it was for them and T8 addressed this

issue for his/her colleagues as well;

I understood that we should use student-centered teaching methods
for adult learners. When | started to teach almost 45 years ago, we
do not use it in modern Turkish now, but we call the method as
‘takrir (lecture)’ was the basic method. Things have changed a lot
since then, but | continued to use this method as | think this was
the best for both my adult students and content of my course. Now,
| realized that there are lots of activities that can also be integrated
to my lessons. If | have the chance of teaching in upcoming years, |

definitely want to use some of them.
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4.5.4 Points to improve and suggestions

At the end of the interview, teachers were requested to share their suggestions and
some points that need to be improved both in professional development programs or
general SBPD process for them. Generally, all the teachers stated that regarding the
facilities of their school, everything went well both in the programs and the general
process. However, they added small suggestions for the future use of such kind of

activity. T10 pointed out that;

Our teaching staff is very diverse regarding the teaching
experiences, there are both senior and new teachers. Therefore,
while discussing our needs especially related to technology, it was
really hard to come to an agreement. Several programs may be

developed for different groups of teachers.

There was a common point that almost all the teachers mentioned in the interviews
and that was related to practicing the things that they have learned in their
classrooms. Although how they can integrate adult teaching practices was discussed
in the training, they thought that it would be more beneficial to prepare at least a
demo lesson on one of the techniques regarding their content of the course. T14
offered that;

I think the professional development programs were lack of
practicing part. For instance, | should have prepared at least a
demo lesson and my colleagues and you should have observed me
and stated your comments. This would be more beneficial for me
to understand how to integrate social media and adult teaching

practices into my teaching.

However, one of the teachers (T5) took this point and move it a little bit forward
because s/he thought that teachers of PNHS should be competent enough in applying

those adult teaching practices and added that;

I think teachers of PNHSs should have a certificate of teaching to

adult learners because these schools are completely different from
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regular high schools. I mean, this cannot be satisfied with

particular professional development programs.

Similar to this point of view, T9 also talked about the different profiles of the adult
learners of PNHSs from other adult learners and s/he stated that there should be
particular trainings on special characteristics of PNHSs’ students, s/he clarified

her/his views that;

| accept that we are dealing with adult learners but they are
completely different from the one you described in the trainings.
They have adult roles in life such as being a worker or apparent but
in an educational setting they are completely young learners, as
they do not have the necessary background. Actually, I do not
expect them to be self-directed for instance. Therefore, it would be

better for us to be prepared for such kind of adult learners.

T15 also talked about the unique characteristics of their learners and added some
crucial problems. S/he stated that participating in such kind of professional
development programs were obviously beneficial, but they have some problems with
their students that they cannot handle. S/he pointed out that;

We have the students who were somehow excluded from regular
educational system mostly because of their severe problems like
personal disorders or drug addiction. We are just teachers not
psychiatrists. There should be special treatments for students also.
While teachers are developing themselves through such kind of
professional development programs, there should be some similar

activities for students as well.

4.6 Summary of the Results

In the results section of the study, findings obtained through different data collection
instruments were reported. In the first part, teachers’ needs derived from
administering of QEdTech were provided. It was found out that teachers working in

PNHSs had very little knowledge regarding 21 hardware and software stated in the

99



questionnaire. Classroom use levels were even lower than the knowledge level.
Knowledge level part had slightly higher mean score than usage level part as 9
hardware and software had the mean scores over 2, 4 of them had the mean scores
below 2 and the other 8 of them had the mean scores below 1. Mean scores in the
usage level part were very low comparing to knowledge level, 12 of the 21 hardware
and software had the mean score below .50 and other 9 of them had mean score
below 1.52.

The second part of this section was related to findings gathered via administering of
PALS. In each factor, for positively worded items teachers did not have mean scores
over 4, which means almost always in this scale. The highest mean score belonged to
Item 20 (M = 3.73, SD = 1.04) in the learner-centered instruction factor, but as it is a
negatively worded item this means that teachers almost always maintain a well-
disciplined classroom to reduce interference to learning which is not a favorable for
maintaining a learner-centered instruction. In the personalizing instruction factor,
teachers had mean scores slightly close to 3, which means often in this scale.
Therefore, teachers working in PNHSs often or seldom use practices to personalize
instruction such as writing instructional objectives that match with the individual
abilities and needs of the students. In the relating to experience factor, referring to
prior experiences (M = 3.29, SD = 1.31) and everyday problems of students (M =
3.26, SD = 1.40) had mean scores over 3. Lastly, in the participation in the learning
process factor, giving responsibility to students for their own learning (M = 2.40, SD
= 1.46) and evaluation (M = 2.41, SD = 1.69) had lower mean scores compare to

other items.

In the third part, classroom observation results were presented. For teaching
methods, teachers mostly used teacher-centered methods such as dictation and
question and answer. They had the full control of the classroom and they preferred
whole classroom instruction. In relation with these methods, students were not
interested in the lesson and they were even distracted from time to time and showed
signs of boredom. Moreover, they had some complains. Only, in T4 classroom
students were willing to contribute. None of the teachers used educational
technologies and the classroom environments were not appropriate for using

educational technologies effectively. T1 only used laptop and projection machine but
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it was not a fruitful experience as well. Lastly, considering adult teaching practices,
teachers did not use any specific practices. They were even disrespectful to students’
ideas and some of them used some rude words. T2 and T4 provided a confortable
classroom atmosphere which was favorable in adult education. Moreover, T4 gave
feedback and referred to previous learning of the students but these were only small

incidents for adult education.

In the following part, teachers needs derived from group meetings were provided. At
the end of four meeting teachers of SPNHS concluded that they want to learn how to
use social media in their teaching and they stated that they want someone to teach
them. For andragogy, they stated that they wanted to learn the characteristics
(physical, psychological, and learning) of adult learners as they wanted to get to
know their students, and it was stated that the first topic of the professional
development for andragogy should be related to this issue. Then, it was stated that
the second topic of the professional development for andragogy should be related to
activities that they can integrate into their busy curriculum. Later, they discussed the
ways of having this training related to adult teaching practices, but they insisted on
having someone to teach them as it happened in technology meeting as this topic is

also very new to the teachers.

Lastly, views of the teachers working in SPNHS were presented in the results
section. By and large, teachers’ answers were very positive about the process, but
they also stated some negative issues that should be fixed for the ones which could
be held in the future. Most of them found this activity as a great opportunity to
discuss their biggest problems in a more formal situation. For instance, some of the
teachers stated their hesitations about using social media in their teaching, and after
this process they admitted that they were going to integrate these new practices into
their teaching. This is also same for adult teaching practices. Four of the teachers
accepted that they have heard the ‘andragogy’ term for the first time but after
realizing its importance, they have decide to have more information about it and

apply these strategies to their practices.
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CHAPTER 5

DISCUSSION

This chapter includes discussion of the findings of this current study in relation with
the relevant literature. Firstly, the needs assessment procedures of the study are

discussed and then views of the teachers gathered through interviews are interpreted.

5.1 Discussion of the Results

Rebora (2011) stated that there are lots of professional development activities, but
most of them did not get expected results or they did not have any positive profit
regarding school investment. Desimone (2009) pointed out that if the professional
development programs are designed well, they can enhance the achievement of both
the teachers and the learners. Therefore, considering the importance of addressing
teachers’ current needs and problems, SBPD model was chosen for the study to
provide collaboration for the teachers. Moreover, needs of teachers in technology
adoption and adult teaching practices were prioritized regarding current advances in
educational technologies and unique context of PNHSs. As the major aim was to
improve the effectiveness of teachers in PNHS, the main purpose of this study was to
make the staff in a PNHS develop and implement a SBPD program for their needs

and preferences in technology adoption and adult teaching practices.

This research study was designed as a case study including both qualitative and
quantitative data collected through principles of adult learning scale (PALYS),
questionnaire for educational technologies (QEdTech), semi-structured interviews,
and observations of group meetings, classroom observations, and field notes. There
are two different parts in this discussion section; (1) identifying needs on technology
integration and adult learning theory, and (2) views of the teachers on professional
development programs. Findings are discussed below based on these steps in which

they were gathered and in the light of relevant literature.
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5.1.1 Needs on technology integration and adult learning theory

In order to determine the needs of PNHS’s teachers regarding educational
technologies, QEdTech was conducted at first. There are three parts in this
questionnaire and in the first part, teachers were asked to rate their level of
knowledge regarding stated 21 hardware and software in 5 different categories;
hardware tools, learning management systems, social media tools, Google
applications, and software tools. In the second part, teachers were asked to rate their
level of classroom usage regarding stated 21 hardware and software in these five
different categories. Knowledge level part had slightly higher mean score than usage
level part as 9 hardware and software had the mean scores over 2, 4 of them had the
mean scores below 2 and the other 8 of them had the mean scores below 1. In the
knowledge part, ‘phone’ had the highest mean score (M = 2.75, SD = .85) and
Edmodo (M = .06, SD = .33) had the lowest mean score. Mean scores in the usage
level part were very low comparing to knowledge level, 12 of the 21 hardware and
software had the mean score below .50 and other 9 of them had mean score below
1.52. In the usage part, ‘Microsoft office’ had the highest mean score (M = 1.51, SD
= 1.12) and Edmodo (M = .02, SD = .22) and Kahoot (M = .02, SD = .22) had the
lowest mean score, as they had the same mean scores. Therefore, by looking at the
mean scores of both knowledge level and the classroom use level it can be claimed
that teachers of PNHSs both do not have enough information regarding hardware and
software tools stated and they do not use them for educational purposes in their

classrooms.

Another outstanding finding in this part was related to differences between
knowledge and usage part. For instance, YouTube had one of the highest mean score
in knowledge level (M =2.47, SD = 1.18), but it had mean score below 1 in the usage
level (M = .85, SD = 1.96). This situation was the same for all the hardware and
software tools in the questionnaire. That means although teachers stated that they
know how to use a certain tool, they also accepted that they did not use them in their
classrooms. That was also the reason why the teachers of SPNHS preferred a
professional development program on social media in teaching, as they noticed that
although they knew how to use social media in their daily lives, they had never

considered using them in their teaching. Moreover, the results of QEdTech about the
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classroom usage of educational technologies were also consistent with the classroom

observations results as only one of the four observed teachers used technology.

There are lots of research studies that advocate the underuse of educational
technologies despite the advances in technology. For instance, Cuban (2001) argued
that computers are sold widely and purchased by the schools, but teachers do not use
these tools in the expected level, and Cuban added that although teachers are using
computers in their daily lives commonly, they do not successfully integrate them in
their daily teaching. From Cuban’s perspective, the problem has two important faces;
(1) teachers do not have clear understanding of technology integration and (2)
schools do not provide necessary assistance for teachers in this case. This is also
consistent with the findings of the current study. For instance, in the classroom
observations it was noticed that all the classrooms had projection machines but none
of the teachers used them in their teaching. Moreover, the results of the QEdTech
unfolded that teachers of PNHSs had some sort of knowledge regarding some
hardware and software tools but they did not consider using them in their classroom
setting for educational purposes.

In another study, Cuban, Kirkpatrick, and Peck (2001) studied the technology use in
classroom setting with two high schools located in the heart of technological
progress, Northern California’s Silicon Valley. They found out that although teachers
had wide access to equipment, they did not use them constantly and when they used
technology they did not change their occasional teaching methods. They offered two
possible reasons for this case; firstly, despite the tremendous changes in educational
technologies, traditional high school structure and the lack of time led teachers not to
use technology efficiently. Those teachers stated in their interviews that they did not
have adequate time to integrate computers into their daily teaching and they added
that the technology itself is unreliable and they have fear about those machines that
often break down (Cuban, Kirkpatrick, & Peck, 2001). There is an obvious
discrepancy of opinions between the teachers who maintain the technology and those
who are going to use it (Lam, 2000). During the past decade, schools have invested
heavily in acquiring computer-based technologies but educational systems cannot get
benefit out of this investment if the actual users, teachers, are not prepared to use
them for their teaching practices (Russel, Bebell, O’Dwyer & O’Connor, 2003).
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Bitner and Bitner (2002) have developed eight areas that have significant influence
on teachers’ abilities in technology use. These areas are: (1) fear, anxiety, and
concern that teachers have about the possible altering in their teaching practices , (2)
professional development for teachers, (3) enhancing teachers’ personal productivity
skills (4) teaching practices by using technology for the enhancement of students’
success, (5) the main aim of the use of technology in the school must be learning, (6)
a warm atmosphere should be created, (7) motivation of the teachers should be
supported, and (8) ongoing and onsite support must be provided. Actually, when
these eight factors are carefully examined it can be clearly seen that all of them are

related to professional development of teachers, directly or indirectly.

PALS was another instrument that was used for the analysis of the needs of adult
educators. PALS was adopted in Turkish and was used to rate the teachers’
andragogical knowledge and their usage of it in their classrooms. Turkish adoption of
the scale was done by the researcher, and piloting of the Turkish version was
conducted. At the end of the EFA, four factors were determined; personalizing
instruction, learner-centered instruction, relating to experience, and participation in

the learning process.

In the personalizing instruction factor, item 27 (I give all my students in my class the
same assignment on a given topic), which was a negative one, had the highest mean
score (M = 3.41, SD = 1.19). Using different materials with different students was
one of the ways of personalizing instruction, but item 31 had the lowest mean score
(M =1.54, SD = 1.61). Item 15 (I use different techniques depending on the students
being taught) also had the second lowest mean (M = 1.78, SD = 1.75). Based on the
mean score obtained in this factor, it can be concluded that teachers of PNHS
experience problems in personalizing instruction which is an important dimension in
adult learning theory. Instruction is personalized when it focuses specifically on the
needs, talents, learning style, interests, and academic background of each learner, and
when it challenges each learner to grow and advance (Jenkins & Keefe, 2001). Ismail
and Azman (2010) conducted a study with 959 adult learners by using a modified
version of Conti’s PALS (1998), and instead of asking teachers of adult learners
about their practices, they asked adult learners about their preferences related to their

teachers. Considering the personalizing instruction factor, the results are very similar
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to this current study because students favor teachers who use different teaching
techniques depending on the students, letting each student work at his/her own pace
to learn a new concept (M = 4.43). However, it should be considered that it is
difficult for a program to provide materials which are sufficiently unique to meet
individual learner interests and needs. Teachers can learn to rewrite materials from a
wide spectrum of written materials selected to appeal to the interests and needs of
individual learners, and for doing this they need a professional development
(Dowling, 1974).

The learner-centered instruction has 11 negatively worded items; thus lower mean
scores indicate that participants favor learner-centered instruction more, but except
three of the items (2, 11, and 14); all of the mean scores were over 3. Maintaining a
well-disciplined classroom had the highest mean score (M = 3.73, SD = 1.04). Using
disciplinary action when it is needed had the lowest mean score (M = 1.79, SD =
1.28). Item 5 (I provide knowledge rather than serve as a resource person) had the
second highest means score (M = 3.65, SD = 1.32) and based on these mean score it
can be concluded that teachers of PNHSs have the tendency of using teacher-
centered method despite the fact that using learner-centered instruction is the core of
adult learning theory. Conti (1985), the developer of the PALS, stated that the
writings related to adult education by Lindeman, Bergevin, Kidd, Houle, Knowles,
and Freire exhibit many commonalities in the basic assumptions of adult teaching-
learning. They all argue that the curriculum should be learner-centered, learning
episodes should emphasis the learner’s experience, adults are self-directed, the
learner should participate in needs assessment, goals formations, and outcomes
evaluation, adults are problem-centered, and the teacher should serve as a facilitator
rather than a source of information providing the facts. Therefore, it can be easily
concluded that the instruction of adult learners should be learner-centered. However,
this is not applicable to teachers of PNHSs who were participated in the study and
the four teachers who were observed in SPNHS. Four of them used teacher-centered
methods such as lecturing or dictation, and they provided little room for students’

contributions.

Relating to experience has 6 of the items from the scale. This factor includes items

that are related to encouraging the learner to relate new material to their previous
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experiences and planning lessons to relate to the everyday problems of the learners.
Item 10 in this factor was a negatively worded item and it had the lowest mean score
(M = 1.15, SD = 1.48) which means that participants preferred units similar to their
students’ socio-economic background. Encouraging students to ask questions about
the nature of their society had the highest mean score (M = 3.51, SD = 1.27).
Comparing the other factors, the mean score in this factor were very close to 3 or
over 3; this could be mean that teachers had the awareness of the importance of adult
learners’ past experiences. However, the four teachers observed did not make any
referring to their students’ past experiences, and teachers of SPNHS stated that they
did not consider the importance of past experiences of adult learners both in the
group meetings and interviews. Adult learners come into an educational setting with
both a greater number of experiences from that of young learners and for adult
learners their past and life experiences carry significant meanings to learning
(Santos, 2012).

Participation into learning process has 6 of the items from the scale. This factor
includes items that are related to allowing learner to identify the problems to be
solved and materials to be included, thus encouraging high levels of learner
involvement in decision making. All of the items in this factor were positively
worded. Except the item 8 which had also the highest mean score (M = 3.05, SD =
1.27), all of the items have mean scores below 3. Having individual conferences with
students has the lowest mean score (M = 1.74, SD = 1.77) in this factor. Based on
these mean scores in this factor, it can be concluded that teachers were reluctant to
include adult learners into learning process. This situation was also observed in
classroom observations. However, adult learners are self-directed therefore they
would like to take the responsibility of their learning and participate in the decision
making process (Merriam, 2001). Moreover, because of some obstacles encountered
in learning situations, involving adult learners in the process of educational design
can be minimized (Wilson, 2005). Verlander (1986) reported that although
instructional practices are somehow designed according to learners’ needs, those

needs are not determined with the help of learner.

Classroom observations were also done for identifying the needs of adult educators

in terms of educational technologies and adult teaching practices. For educational
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technologies, only one of the teachers observed used a laptop and a projection
machine only for a very short time. Therefore, especially based on the statements of
teachers in the meetings as well, teachers of SPNHS did not use educational
technologies in their teaching. For adult teaching practices, it can be easily stated that
the observed lessons were the examples of how not to teach adult learners. Observed
teachers barely used the techniques specified in the checklist and they even violated
some of the adult learning principles such as having respect to students’ ideas or
including them to learning process. Teachers also accepted that they did not have
knowledge about both adult learners and adult teaching practices in the group
meetings. The results obtained from QEdTech and PALS were consistent with the
observation and group meetings results. The mean scores in QEdTech were very low
especially in the classroom usage part, and the teachers observed also did not use
educational technologies. In the group meetings, teachers stated that they had some
sort of knowledge regarding some tools, but they did not consider using them in their
teaching. In addition, mean scores in PALS were very low regarding each of the four

factors, and this was also observed in the classroom observations.

When the research studies based on adult teaching practices are examined, it can be
seen that they are mostly on the (1) teacher orientation to education or (2) teachers’
different teaching methods (Beder & Carrea, 1988). For instance, Wang (2002) also
used the Principles of Adult Learning Scale (PALS) and surveyed six adult
educators, and found out that adult educators served as a knowledge provider rather
than a facilitator, they relied more on teacher-centered methods, they were aware of
the importance of adult learners’ past experiences, and they underestimated the
significance of adult learners’ ability to participate in the learning. It can be claimed
that findings of the Wang’s study are very consistent with this current study
regarding teachers’ adult teaching practices. Wang (2002) also included 115 adult
learners in the study and asked them about their preferences, and found out the exact
opposite of the teachers’ practices as students wanted their teachers to consider their
learning needs, and to give a participative role in their learning experience. Perrin
(2000) also supported these findings in a study with adult employees who attended
the training program of Midwestern University in order to have career profits and
reported that those adult learners favored andragogical strategies such as self-

directedness, skill enhancement, choice, and a tailor-made education for their needs.
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Consisted with the relevant literature and based on the results of QEdTech, PALS,
classroom observations and group meetings, professional development programs on
educational technologies and adult teaching practices were designed in this study.
Geromel (1993) presented students’ feedback on adult teaching practices, and stated
that students found these types of activities more meaningful and beneficial, and they
were more satisfied with their educators, if they used such kind of activities.
Therefore, the professional development program on adult teaching practices
provided for the teachers of SPNHS will probably have better outcomes on students
of this school, if the teachers are willing to use the things they have learned. This is
also the same for the professional development program on educational technologies.
In 1995 California Model Technology Schools Project in Los Angeles was aimed to
make teacher use more instructional technology and at the end of the project,
increased use of technology in the classroom, and a willingness of teachers to share
their knowledge with their colleagues were reported (Bozeman & Baumbach, 1995).
It can be concluded that if teachers have an appropriate training on technology

integration, their tendency to use technology in their classrooms may increase.

5.1.2 Views of the teachers on professional development programs

After the professional development programs were provided, teachers of SPNHS
shared their views both about SBPD process and the programs through interviews.
By and large, teachers’ answers were very positive about the process, but they also
stated some negative issues that should be fixed for the ones which could be held in
the future. Most of them found this activity as a great opportunity to discuss their
biggest problems in a more formal situation. This is one of the effective features of
SBPD because the training is related to everyday teaching practices of teachers, as it
is practiced in the school setting (Shohel & Banks, 2012). It is considered that SBPD
encourages creating new knowledge and improving teachers’ practice, also creating
shared professional language that is understandable for all members of teaching
community, vision and standards, having sustainable school culture (Mancera &
Schmelkes, 2010). For instance, some of the teachers stated their hesitations about
using social media in their teaching, and after this process they admitted that they
were going to integrate these new practices into their teaching. This is also same for

adult teaching practices. Four of the teachers accepted that they have heard the
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‘andragogy’ term for the first time but after realizing its importance, they have
decide to have more information about it and apply these strategies to their practices.
Moreover, almost all the senior teachers in SPNHS accepted that they are using
lecture method as a basic teaching method, because they think that most adults have
a similar style of learning and it is the best method while presenting subject material
to the adult students. However, as the adult teaching practices which were mentioned
in the professional development program were against their points of view, so they
emphasized how they got shocked and they also claimed that they are going to be
more careful about both adult learners’ characteristics and the teaching practices

appropriate for them.

Regarding the points about the professional development programs that should be
improved there is a common point that almost all the teachers mentioned in the
interviews and that is related to practicing the things that they have learned in their
classrooms. Although how they can integrate adult teaching practices was discussed
in the training, they thought that it would be more beneficial to prepare at least a
demo lesson on one of the techniques regarding their content of the course. Teachers
who experienced active learning such as observing an expert teacher, being observed
by another teacher, developing new curriculum materials, planning new teaching
methods, reviewing students works, leading discussions, engaging in written work,
and giving reflections report enhancement in their knowledge and skills (Lieberman,
1995).

Moreover, Guskey (1986) defines professional development as a systematic effort to
satisfy change in the classroom practices of teachers, change in their beliefs and
attitudes, and change in the achievement of students. Therefore, it is quite acceptable
that teachers of SPNHS needed a practicing part in order to satisfy the changes in
their classroom practices. However, they still got the importance of educational
technologies and adult teaching practices for their schools and they asserted that they
were going to develop themselves in that direction as having individual efforts was

also one of the important parts of professional and personal development.

Another thing that the teachers commonly mentioned in the interviews was the

unique profile of the students of PNHSs. One of the teachers stated that their students
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have adult roles in life such as being a worker or apparent but in an educational
setting they are completely young learners, as they do not have the necessary
background. This may take us to the Knowles’ revision of his idea of andragogy for
adults and pedagogy for children and proposal of a continuum ranging from teacher-
directed to student-directed learning. He stated that both approaches are appropriate
with children and adults, depending on the situation. For example, if an adult knows
very little about some certain topic, he will be more dependent on his teacher; but if a
child who is naturally curious, he can be more self-directed (Knowles et al, 2005).
Therefore, we can conclude that teachers should be aware of this particular
continuum and make adjustment regarding the types of the learners. That is also why
Knowles referred to resemblance between constructivism and andragogy in terms of

their insistence on learner-centered methods (Knowles, 1990).

5.2 Implications for Practice

Findings of this research have implications for the adult educators especially for the
ones who are working at PNHSs. Considering these schools, instruction may be
improved after the teachers participate in the professional development programs
particularly on educational technologies and adult teaching practices. Other adult
educators in various educational settings like public education centers may benefit

from implementing such kind of programs as well.

The contents of the professional development programs had the potential of
influencing the teaching practices of the teachers of SPNHS. However, as they were
designed based on the needs analysis process which was conducted through
collecting data from as many PNHSs as possible, they can also be implemented in
other PNHSs. More specifically, those who would benefit most from the improved

instruction in PNHSs will be the students.

The introduction of using adult learning theory addresses the unique learning needs
of PNHSs’ educators and opens the door for the inclusion of adult learning principles
in other educators’ professional learning models. SBPD is an appropriate way of
realizing of teachers as adult learners; thus while designing professional development

programs for teachers, their unique characteristics as adult learners and adult learning
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theory principles should be considered. In the literature, it is consistently claimed
that how well an educator learns is related to how well that educator’s students learn
(Guskey, 2002).

Another dimension of this study was technology implementation. Considering the
adult learning theory for adult educators’ professional learning for technology
adoption provides new ways to think about professional learning by building a base
around the unique personal context of individuals. Teachers of SPNHS considered
their schools’ context both with its opportunities and shortcomings for educational
technologies, and then they determine their needs and preferences. That is why they
stated that they have found professional development programs beneficial in the
interviews. Therefore, this model of professional development can be utilized in
planning efforts for any type of teachers’ professional learning. "Teachers must be
the first ones consulted when assessing what is needed to improve the classroom and
learning” (Avargil, Herscovitz & Dori, 2012, p. 54). Teachers both want to be asked
and to be involved in the process. It is time for the people who are concerned with
developing professional development opportunities for teachers to pass the
responsibility to the teachers, because for most of the teachers, ownership of their

professional development process means being a genuine professional.

For most of the private schools, providing professional development opportunities
for their teachers means making difficult budgetary decisions. This current study can
be an example for those schools as this type of program could be a method of cutting
costs while inviting more teachers to be a part of the professional learning that
happens in their schools.

5.3 Implications for Further Research

This current research is the first study conducted at PNHSs. Actually, private night
high schools issue in Turkey is an important area to consider, as more and more
people want to have high school diploma with the increasing demands of business
world. Simply, if a middle school graduate worker wants his pension to be higher
when he retires, he most probably applies these schools to get a high school diploma.

These schools attract many people in this sense and this provides a number of topics
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to be investigated such as profiles of these students, the quality of instruction,
utilizing adult teaching practices, and etc. Therefore, this study can be regarded as a
starting point and more research studies should be conducted in order to investigate
and maximize the potential of these schools.

While this study applies to the professional learning needs of the target school,
further studies could be conducted in other PNHSs to make a comparison. Moreover,
other variables such as the impact of school size, demographics, and other factors on
professional development process could also be investigated. Another area that
requires further study is the possible connection between professional learning and
school climate. This study has proposed the importance of the school environment
for professional development but further studies may be needed to demonstrate the

connection.

In the interview part most of the teachers of SPNHS pointed out that the practicing
part was missing in the professional development programs. This issue should be
considered and practicing such as being observed by another teacher or an expert
should be included in the professional development part. Moreover, because of the
time restrictions, we had to exclude the post-classroom observation part; thus we
could only have the teachers’ views on SBPD process. Therefore, further studies
could be conducted in order to find out the possible effects of implemented
professional development programs on teachers through post-classroom

observations.

113



REFERENCES

Abdulsalam, N., Condrasky, M., Bridges, W., & Havice, P. (2017). The promise of
andragogy and experimental learning to improve teaching of nutrition concepts
to culinary arts students. Journal of Food Science Education, 16(2), 54-61.
https://doi.org/10.1111/1541-4329.12107

Al-Juhani, S. (1991). The effectiveness of computer-assisted instruction in teaching
English as a foreign language in Saudi secondary schools. Unpublished
doctoral thesis, University of Denver.

Altun, A., & Gok, B. (2010). Determining in-service training programs’
characteristics given to teachers by conjoint analysis. Procedia-Social and
behavioral sciences, 2(2), 1709 — 1714.

Anderson, H. G., Frazier, L., Anderson, S. L., Stanton, R., Gillette, C., Broedel-
Zaugg, K., & Yingling, K. (2017). Comparison of pharmaceutical calculations
learning outcomes achieved within a traditional lecture or flipped classroom
andragogy. American Journal of Pharmaceutical Education, 81(4).
https://doi.org/10.5688/ajpe81470

Austin, M. S., & Harkins, D. A. (2008). Assessing change: Can organizational
learning “work” for schools? Learning Organization, 15(2), 105-125.

Avalos, B. (2011). Teacher professional development in teaching and teacher
education over ten years. Teaching and Teacher Education, 27(1), 10-20.

Avargil, S., Herscovitz, O., & Dori, Y. J. (2012). Teaching thinking skills in context
based learning: Teachers’ challenges and assessment knowledge. Journal of
Science Education and Technology, 21(2), 207-225.

Avidov-Ungar, O. (2015). School-based professional development as a
organizational learning mechanism. 1JER,25(1), 16.

Baek, Y., Jung, J., & Kim, B. (2008). What makes teachers use technology in the
classroom? Exploring the factors affecting facilitation of technology with
Korean sample. Computers & Education, 50(1), 224-234.

114


https://doi.org/10.1111/1541-4329.12107

Bansavich, J. C. (2005). Factors influencing pre-service teachers’ readiness to
integrate technology into their instruction. Unpublished doctoral thesis,
University of San Francisco.

Beavers, A. (2009). Teachers as learners: Implications of adult education for
professional development. Journal of college teaching and learning, 6(7), 25.

Beder, H., & Carrea, N. (1988). The effects of andragogical teacher training on adult
students’ attendance and evaluation of their teachers. Adult Education
Quarterly, 38(2), 75-87.

Behar, L. S., & Ornstein, A. C. (1995). Contemporary Issues in Curriculum. Boston:
Alan and Bacon.

Ben-Peretz, M. (1990). The teacher-curriculum encounter: Freeing teachers from
the tyranny of texts. State University of New York Press, Albany.

Bielefeldt, T. (2001). Technology in teacher education: A closer look. Journal of
computing in teacher education, 17(4), 4-15.

Birman, B. F., Desimone, L., Porter, A. C., & Garet, M. S. (2000). Designing
professional development that works. Educational leadership, 57(8), 28-33.

Bitner, N., & Bitner, J. (2002). Integrating technology into the classroom:Eight keys
to success. Journal of Technology and Teacher Education, 10(1), 95 - 100.

Black, G. A. (1989). Effects of using learning contracts on student achievement in a
college laboratory fundamentals of mathematics course. Unpublished doctoral
thesis, Texas A & M University.

Blackwood, C. & White, B. (1991). Technology for teaching and learning
improvement. In Galbraith (Eds.), Facilitating adult learning: A transactional
process. Malabar, Fl: Krieger Publishing Co.

Bleicher, R. E. (2013). A collaborative action research approach to professional
learning. Professional Development in Education, 40(5), 802-821.

115



Bradford, D. (1999). A study of factors that influence experienced teachers in grades
kindergarten through five to integrate computer technology into the teaching
and learning process. Unpublished doctoral thesis, Oregon State University.

Brand, G. (1997). Training teachers for using technology. Journal of Staff
Development, 19, 1.

Brinkerhoff, J. (2006). Effects of a long-duration, professional development academy
on technology skills, computer self-efficacy, and technology integration beliefs
and practices. Journal of Research on Technology in Education, 39(1), 22-43.
doi:10.1080/15391523.2006.10782471

Brookfield, S. D. (1990). The Skillful Teacher. San Francisco: Jossey-Bass.

Bozeman, W. C., & Baumbach, D. J. (1995). Educational technologies: Best
Practices from America's Schools. Eye on Education, Larchmont, NY.

Boreham, N. (2004) A theory of collective competence: Challenging the neoliberal
individualisation of performance at work. British Journal of Educational
Studies, 52, 5-17.

Borko, H. (2004). Professional development and teacher learning: Mapping the
terrain.  Educational Researcher Journal, 33(8), 3-15.

Bowe, R., & Pierson, M. (2008). Professional development in educational
technologies: What have we learned so far. In A. Borthwick & M. Pierson
(Eds.) Transformative classroom practice: Professional development strategies
in educational technology (pp. 9-22). Eugene, OR: International Society for
Technology in Education

Burbank, M.D. & Kauchak, D. (2003) An alternative model for professional
development: Investigations into effective collaboration. Teaching and Teacher
Education, 19, 499-514.

Bybee, R. W., & Starkweather, K. N. (2006). The twenty-first century workforce: A
contemporary challenge for technology education. Technology and Engineering
Teacher, 65(8), 27.

116



Catchings, M. H. (2000). Models of professional development for teachers: factors
influencing technology implementation in elementary schools. Unpublished
Doctoral Thesis.

Cifuentes, L., Maxwell, G., & Bulu, S. (2011). Technology integration through
professional learning community. Journal of Educational Computing
Research, 44(1), 59-82.

Clardy, A. (2005). Andragogy: Adult Learning and Education at Its Best?. Towson
University, Maryland.

Collinson, V. (2010). To learn or not to learn: A potential organizational learning gap
among school systems? Leadership and Policy in Schools, 9(2), 190-219.

Conti, G. J. (1978) Principles of adult learning scale: an instrument for measuring
teacher behavior related to the collaborative teaching learning mode.
Unpublished doctoral thesis, Northern Illinois University.

Conti, G. J. (1983). Principles of adult learning scale: Follow up and factor analysis.
Proceedings of the 24th Annual Adult Education Research Conference, 63-68.

Conti, G. J. (1985). The relationship between teaching style and adult student
learning. Adult Education Quarterly, 35(4), 220-228.

Corey, S. M. (1957). Introduction. In N. B. Henry (Ed.), In-service education for
teachers, supervisors, and administrators: The fifty-sixth yearbook of the
National Society for the Study of Education, 56(Part 1). Chicago, IL: University
of Chicago Press.

Cranton, P., & King, K. P. (2003). Transformative learning as a professional
development goal. New Directions for Adult & Continuing Education, 98, 31.
https://doi.org/10.1002/ace.97

Cuban, L. (1986). Teachers and machines: The classroom use of technology since
1920. Teachers College Press.

Cuban, L. (2001). Oversold & underused: Computers in the classroom. Cambridge,
MA: Harvard University Press.

117



Cuban, L., Kirkpatrick, H., & Peck, C. (2001). High access and low use of
technologies in high school classrooms: Explaining an apparent paradox.
American Educational Research Journal, 35(4). 813-834.

Darling-Hammond, L., Wei, R. C., Andree, A., Richardson, N., & Orphanos, S.
(2009). Professional learning in the learning profession. Washington, DC:
National Staff Development Council.

Darkenwald, G. & Merriam, S. B. (1982). Adult education: foundations of practice.
New York: Harper & Row Publishers.

Desimone, L. M. (2009). Improving impact studies of teachers’ professional
development: Toward better conceptualizations and measures. Educational
researcher, 38(3), 181-199.

Diaz, L. B. (1999). Integrating technology. Learning & Leading with Technology,
27(3), 10-13.

DiVesta, F.J. (1954). Instructor-centered and student-centered approaches in teaching
a human relations course. Journal of Applied Psychology, 38(5), 329-335.

Dowling, W. D. (1974). Project to Train Adult Basic Education Teachers in
Personalizing Instruction. Final Report. Ohio State University.

Ertmer, P. A. (2005). Teacher pedagogical beliefs: The final frontier in our quest for
technology integration? Educational technologies Research and Development,
53(4), 25-39. doi:10.1007/BF02504683

Evans, L. (2002). What is teacher development?. Oxford review of education, 28(1),
123-137.

Feiman-Nemser, S. (2001). From preparation to practice: Designing a continuum to
strengthen and sustain teaching. Teachers College Record, 103(6), 1013-1055.

Field, A. (2009). Discovering statistics using IBM SPSS statistics. London: Sage
Publications.

Hair, J. F., Black, W. C., Tatham, R. L., & Anderson, R. E. (2010).Multivariate data
analysis. Upper Saddle River, NJ: Prentice Hall

118



Fraser, C., Kennedy, A., Reid, L., & Mckinney, S. (2007). Teachers’ continuing
professional development: contested concepts, understandings and models.
Journal of in-service education, 33(2), 153-169.

Freire, P. (1970). Pedagogy of the oppressed. New York: Continuum.

Garet, M. S., Porter, A. C., Desimone, L., Birman, B. F., & Yoon, K. S. (2001). What
makes professional development effective? Results from a national sample of
teachers. American educational research journal, 38(4), 915-945.

Gayton, J. A., & McEwen, B. C. (2010). Instructional technology professional
development evaluation: Developing a high quality model. Delta Pi Epsilon
Journal, 52(2), 77-94.

Geromel, E. D. J. (1994). An investigation into the perceptions of graduates of an
executive  MBA program. Unpublished Doctoral Thesis. Michigan State
University.

Goksoy, S. (2014). Teacher’s comments on the process and the results of the in-
service training studies. Journal of Human Sciences, 11(1), 387-402.

Griffin, G. A. (1983). Introduction: the work of staff development, in: G. A. Griffin
(Eds.) Staff Development, Eighty-Second Yearbook of the National Society for
the Study of Education. Illinois: University of Chicago Press.

Guskey, T. R. (1986). Staff development and the process of teacher
change. Educational researcher, 15(5), 5-12.

Guskey, T. R. (2000). Evaluating professional development. Corwin Press.

Guskey, T. R. (2002). Does it make a difference? Evaluating professional
development. Educational leadership, 59(6), 45.

Guskey, T. R. (2003). What makes professional development effective? Phi delta
kappan, 84(10), 748-750.

Hadley, H. (1975). Development of an instrument to determine adult educators’
orientation: Andragogical or pedagogical. Unpublished doctoral thesis, Boston
University.

119



Hardman, F., Hardman, J., Dachi, H., Elliott, L., Ihebuzor, N., Ntekim, M., &
Tibuhinda, A. (2015). Implementing school-based teacher development in
Tanzania. Professional development in education, 41(4), 602—-623.

Hayes, D. (2000). Cascade training and teachers' professional development. ELT
journal, 54(2), 135-145.

Herff Jones, 1. (2014). Technology a widening frontier in professional development:
How well prepared are teachers and what more needs to be done to ensure
success. Herff Jones Achievement Series.

Holland, H. (2005). Teaching teachers: Professional development to improve student
achievement. Research Points, 3(1), 1-4.

Inasaridze, M., Lobzhanidze, S., & Ratiani, M. (2015). Successes and problems of
school based teacher professional development program (case study from
Georgia). Andragoski glasnik: Glasilo Hrvatskog andragoSkog drustva, 19(34),
65-72.

Ismail, W. C. N., & Azman, N. (2010). Diverse learning styles of non-formal adult
learners in community colleges in Malaysia. Procedia-Social and Behavioral
Sciences, 7, 139- 144,

Jenkins, J. M., & Keefe, J. W. (2001). Strategies for personalizing instruction: A
typology for improving teaching and learning. NASSP Bulletin, 85(629), 72-82.

Johnson, C. C., Kahle, J. B., & Fargo, J. D. (2007). A study of the effect of sustained,
whole school professional development on student achievement in
science. Journal of research in science teaching, 44(6), 775-786.

Joyce, B., & Calhoun, E. (2010). Models of professional development: A celebration
of educators. Corwin Press.

Kaiser, H.F. (1960). The application of electronic computers to factor analysis.
Educational and Psychological Measurement, 20, 141-151.

Karagiorgi, Y., Kalogirou, C., Theodosiou, V., Theophanous, M., & Kendeou, P.
(2008). Underpinnings of adult learning in formal teacher professional
development in Cyprus. Journal of In-Service Education, 34(2), 125-146.

120



Karasolak, K., Tanriseven, I., & Konokman, G. Y. (2012). Ogretmenlerin hizmetici
egitim etkinliklerine 1iligskin tutumlarinin belirlenmesi. Kastamonu Egitim
Dergisi, 21(3), 997-1010.

Kaya, S., & Kartallioglu, S. (2010). Okul temelli mesleki gelisim modeline yonelik
koordinatdr goriisleri. Abant Izzet Baysal Universitesi Egitim Fakiiltesi Dergisi.

Kelly, P. & McDiarmid, G.W. (2002) Decentralisation of professional development:
Teachers’ decisions and dilemmas, Journal of In-service Education, 28, 409—
425.

Kemper, D. Kam-Por, K., & Ledesma, J. (2001). Conceptions of good teaching and
how they influence the way adults and school leavers are taught. International
Journal of Lifelong Education, 20(5), 393-404.

Kennedy, A. (2005) Models of continuing professional development (CPD): a
framework for analysis, Journal of In-Service Education, 31(2), 235-250.

Kent, A. M. 2004. Improving teacher quality through professional development.
Education, 124(3), 427-435.

Klingner, J. K. (2004). The science of professional development. Journal of
Learning Disabilities, 37(3), 248-255.

Knowles, M. (1970). The modern practice of adult education: Andragogy versus
pedagogy. New York, NY: Association Press.

Knowles, M. S. (1990). The Adult Learner: A Neglected Species. Houston: Gulf
Publishing Co.

Knowles, M. S., Holton IlI, E. F., & Swanson, R. A. (2005). The adult learner: The
definitive classic in adult education and human resource development.
Routledge.

Lam, Y. (2000). Technophilia vs. technophobia: A preliminary look at why second-
language teachers do or do not use technology in their classrooms. Canadian
Modern Language Review, 56(3), 389-420.

Lawson, G. (1997). New paradigms in adult education. Adult Learning, 8(3), 10.

121



Leh, A. (1995). The reformation in foreign language instruction. In Proceedings of
the 1995 Annual National Convention of the Association for Education
Communications and Technology (pp. 333-342).

Lieberman, A. (1995). Practices that support teacher development. Phi delta
kappan, 76(8), 591.

Lincoln, Y. S., & Guba, E. G. (1986). But is it rigorous? Trustworthiness and
authenticity in naturalistic evaluation. New Directions in Program Evaluation,
30, 73-84. doi:10.1002/ev.1427

Linn, G. B., Gill, P., Sherman, R., Vaughn, V., & Mixon, J. (2010). Evaluating the
long- term impact of professional development. Professional Development in
Education, 36(4), 679-682.

Little, J. W. (1993). Teachers’ professional development in a climate of educational
reform. Educational evaluation and policy analysis, 15(2), 129-151.

Loucks-Horsley, S., Hewson, P., Love, N., & Stiles, K. (1998). Designing
professional development for teachers of mathematics and science. Corwin
Press: California.

Mahruf C. Shohel, M., & Banks, F. (2012). School-based teachers’ professional
development through technology-enhanced learning in Bangladesh. Teacher
Development, 16(1), 25-42.

Mahon, J. P. (2003). Professional development for K-12 reform. Principal
Leadership, 6, 51-53.

Mancera, C. and Schmelkes, S. (2010). Specific Policy Recommendations on the
Development of a Comprehensive In-Service Teacher Evaluation Framework,
OECD

Maurer, M. M., & Davidson, G. S. (1998). Leadership in instructional technology.
Merrill.

Meltzer, S. T. (2006). An analysis of professional development in technology for
elementary school teachers. Unpublished doctoral thesis. Florida Atlantic
University.

122



Merriam, S. B. (2001). Andragogy and self-directed learning: Pillars of adult
learning theory. New Directions for Adult and Continuing Education, (89), 3.

Merriam, S. B. (2002). Introduction to qualitative research. Qualitative research in
practice: Examples for discussion and analysis, 1, 1-17.

Norman, M. (1999). Beyond hardware: Why your schools should invest in
professional development - the human side of school technology. The American
School Board Journal.

Nunnally, J. C. (1978). Psychometric theory. New York: McGraw-Hill.

Oxford’s Learners Dictionary (6th Ed.). (2000). Oxford University Press.

Ozdemir, S. M. (2013). Exploring the Turkish teachers' professional development
experiences and their needs for professional development. Online Submission,
3(4), 250-264.

Perrin, A. L. (2001). The fit between adult learner preferences and the theories of
Malcolm Knowles. Unpublished doctoral thesis, University of Kansas.

Pine-Thomas, J. A. (2017). Educator's technology integration barriers and student
technology preparedness as 21st century professionals. Unpublished doctoral
dissertation, Walden University, Minneapolis, MN.

Rhodes, C. & Beneicke, S. (2003) Professional development support for poorly
performing teachers: Challenges and opportunities for school managers in
addressing teacher learning needs. Journal of In-service Education, 29, 123—
140.

Prensky, M. (2001). Digital natives, digital immigrants. On the Horizon, 9(5), 1-6.

Prensky, M. (2008). The role of technology in teaching and in the classroom.
Educational Technology.

Prensky, M. R. (2010). Teaching digital natives: Partnering for real learning.
Corwin Press.

123



Ponte, P., Ax, J., Beijaard, D., & Wubbels, T. (2004). Teachers’ development of
professional knowledge through action research and the facilitation of this by
teacher educators. Teaching and teacher education, 20(6), 571-588.

Puteh, F., Kaliannan, M., & Alam, N. (2015). Strategic professional development:
does it conform to adult learning perspective?. The 3rd International
Conference on Management, Leadership and Governance. Academic
Conferences and Publishing Limited.

Rachal, J. J. R. (1994). Andragogical and pedagogical methods compared: A review
of the experimental literature. Andragogical Methods, 30. Retrieved from
http://eric.ed.gov/?id=ED380566

Rebora, A. (2011). Guidelines on teacher learning revamped. Education week
teacher PD sourcebook: Advancing student learning, 4(1), 4.

Richardson, D. & Birge, B. (1995). Teaching physiology by combined passive
(pedagogical) and active (andragogical) methods. Advances in Physiology
Education, 13, 1, 66-74.

Richardson, J. S., Ertmer, P. A., Aagard, H., Ottenbreit, A., Yang, D., & Mack, N. C-
G. (2007). The digital age literacy professional development initiative: Factors
influencing teachers' implementation of skills and strategies. Teacher Education
and Practice, 20(3), 239-262.

Russell, M., Bebell, D., O'Dwyer, L., & O'Connor, K. (2003). Examining teacher
technology use: Implications for pre-service and in-service teacher preparation.
Journal of teacher Education, 54(4), 297-310.

Santos, R. (2012). Andragogy content knowledge technology: a training model for
teaching adults. Unpublished Doctoral Thesis, Arizona State University.

Schwandt, D., & Tobin, T. (1999). Report on Title VII, Subpart 1, professional
development activities.

Serrat, O. (2017). Coaching and mentoring. In Knowledge Solutions (pp. 897-902).
Springer, Singapore.

124


http://eric.ed.gov/?id=ED380566

Sharifi, M., Soleimani, H., & Jafarigohar, M. (2017). E-portfolio evaluation and
vocabulary learning: Moving from pedagogy to andragogy. British Journal of
Educational technologies, 48(6), 1441-1450. https://doi.org/10.1111/bjet.12479

Silberman, M., & Auerbach, C. (2006). Active Training: A Handbook of Techniques.
Designs, Case Examples, and Tips. Pfeiffer, San Francisco, CA.

Smith, B. (2001). Bridging the gap between adult education and education
psychology: Some important findings. AHRD Proceedings. 35(1), 848-855.

Tabachnick, B. G., & Fidell, L. S. (2013). Using multivariate statistics. Boston:
Pearson.

Thiagarajan, S. (2005). Thiagi's Interactive Lectures: Power Up Your Training with
Interactive Games and Exercises. American Society for Training and
Development.

Trotter, Y. D. (2006). Adult learning theories: Impacting professional development
programs. Delta Kappa Gamma Bulletin, 72(2), 8-13.

Ugar, R., & Ipek, C. (2006). The views of primary schools administrators and
teachers about in-service training programs in the Turkish educational
system. Yiiziincii Y1l Universitesi Egitim Fakiiltesi Dergisi, 3, 34-53.

Valli, L., & Hawley, W. D. (2002). Designing and implementing school-based
professional development. The keys to effective schools: Educational reform as
continuous improvement, 86—-96.

Verlander, E. (1987). The use of principles of adult education in six university
executive programs (Management, Human Resources Development, Andragogy,
Training, Career Development). Unpublished Doctoral Thesis. Columbia
University Teachers College.

Voogt, J., Erstad, O., Dede, C., & Mishras, P. (2013). Challenges to learning and
schooling in the digital networked world of the 21st century. Journal of
Computer Assisted Learning, 29, 403-413.

Wang, C. (2002). Instructional preferences of adult educators and perceptions of
their adult students in distance learning settings. Unpublished doctoral thesis,
University of Arkansas.

125


https://doi.org/10.1111/bjet.12479

Wang, F., & Reeves, T. C. (2003). Why do teachers need to use technology in their
classrooms? Issues, problems, and solutions. Computers in the Schools, 20(4),
49-65.

Weber-Mayrer, M. M. (2016). Early childhood professional development: An
experimental study of adult teaching practices derived from adult learning
theory. Unpublished doctoral thesis, The Ohio State University.

Wenglinsky, H. (1998). Does it compute? The relationship between educational
technologies and student achievement in mathematics. Princeton, NJ:
Educational Testing Service.

Wilson, L. S. (2005). A test of andragogy in a post-secondary educational setting.
Unpublished doctoral thesis. Louisiana State University

Winn, W. D. (1991). The assumptions of constructivism and instructional design.
Educational technology, 31(9), 38-40.

Yin, R.K. (2014). Case Study Research: Design and Methods (5" Edition). Los
Angeles: Sage Publications.

Yolcu, H., & Kartal, S. (2017). Evaluating of in-service training activities for
teachers in Turkey: A critical analysis. Universal Journal of Educational
Research, 5(6), 918—  926.

Yiiksel, 1., & Adigiizel, A. (2012). Ogretmenlerin okul temelli mesleki gelisim
modeline iligkin goriislerinin ¢esitli degiskenlere gore degerlendirilmesi.
Mukaddime, 6(6).

Zepeda, S. J. (2012). Professional development, what works (2nd Ed.). Larchmont,
NY: Eye on Education.

Zepeda, S. J., Parylo, O., & Bengtson, E. (2014). Analyzing principal professional
development practices through the lens of adult learning theory. Professional
Development in Education, 40(2), 295-315.

126



APPENDICES

APPENDIX A: Permission from Human Subjects Ethics Committee

UYGULAMALI ETiK ARASTIRMA MERKEZi > DORTA DOGU TEKNIK UNIVERSITESI
ARPURELETIIES SESFARGH RENTER MIDDLE EAST TECHNICAL UNIVERSITY

DUMLUPINAR BULVARI 06800

sayi, 48620816 (10

F: +90 312 210 79 59

ueam@metu.edu.tr 08 SUBAT 2018
www.ueam.metu.edu.tr
Konu: Degerlendirme Sonucu

Gonderen: ODTU insan Arastirmalari Etik Kurulu (AEK)

ilgi: insan Arastirmalari Etik Kurulu Bagvurusu

Sayin Prof.Dr. Meral AKSU ;

Danismanhigini yaptiginiz doktora 6grencisi Afra Nur AKSOY’ un “Ozel Aksam Liseleri Ogretmenlerinin
Teknolojik Becerilerini ve Andragojik Bilgilerini Gelistirmek igin Okul Temelli Mesleki Gelisim
Programi Gelistirme Calismasi” bashkl aragtirmasi insan Arastirmalan Etik Kurulu tarafindan uygun
goriilerek gerekli onay 2018-EGT-017 protokol numarasi ile 08.02.2018 - 30.09.2019 tarihleri arasinda
gegerli olmak lizere verilmistir.

Bilgilerinize saygilarimla sunarim.

Ch bars

Prof. Dr. S. Halil TURAN

C\JQ (i l

Prof. Dr. Ayhan SOL Prof. Dr. Ayhan Giirbiiz DEMIR
Uye Uye
Dog. asa’KONDAKE! Dog. a CITAK
Uye Uye
Yrd. [10 8 Mmar KAYGAN Yrd. Dog. Dr. Emre SELCUK
Uye Uye

127



APPENDIX B: Questionnaire For Educational Technologies

Egitim Teknolojileri Thtiya¢ Analizi Formu

Degerli Ogretmenim,

Bu form 6zel aksam liselerinde ¢alisan 6gretmenlerin egitim teknolojileri agisindan
ithtiyaglarin belirlemek amaciyla hazirlanmistir.

Liitfen her maddede sizin igin gegerli olan segenegi isaretleyiniz.

1. Cinsiyet: [JKadin [ Erkek

2. Ogretmenlik [ ] 1-5 [] 6-10 []11-15 []16-20 []20+
Siiresi:
3. Egitim []0On Ol [] Yiiksek [ Poktora
durumunuz: lisans Lisans Lis.
4. Bransiniz,
liitfen  .........
belirtiniz:
5. Kag yildir [] 15 [] 6-10 []11-15 []16-20 []20+
aksam
liselerinde
ogretmenlik
yapiyorsunuz
?
6. Simdiye []o []12 []34 []4-5 []5+
kadar
teknoloji ile
ilgili ka¢
mesleki
gelisim
kursuna

katildimiz?
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7. Asagida yer alan donamim ve yazilim araclarim bilginiz ve simf ici
ogretim amaciyla kullanma diizeyiniz acisindan degerlendiriniz.

a.) Bilgi diizeyiniz igin “Yok, Az, Orta, lyi, Cok Iyi” segeneklerinden birini
isaretleyiniz.

b.) Smifi¢i kullanma diizeyiniz i¢in “Hig, Nadiren, Bazen, Sik Sik, Her Zaman”
seceneklerinden birini isaretleyiniz. Belirtilen teknolojiyi giinliik yasaminizda
kullaniyor ancak sinif igerisinde 6gretim amaciyla kullanmiyorsaniz “Hig¢”

secenegini isaretleyiniz

Gruplar | Teknoloji Bilgi diizeyi Smif I¢i Kullanma
diizeyi
o c
S| N *g.-'é} 9%§§$§
> < |O|2 0O | E|Z| o @ T8

Donanim | Akilli telefon
Araclart | Laptop/PC

Projeksiyon

Akilli Tahta

Tablet
Ogretim | MOODLE
Yonetim | Edmodo
Sistemleri | Kahoot
Sosyal Facebook
Tletisim Twitter
Araclan Instagram

YouTube

Blogs

Podcasts
Google Google drive
Araclannt | Google docs

Google form

Google scholar
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Yazilm Office
Araglar1 | programlari
(Word, Excel,
Power Point)
Mobil

Uygulamalar

Bilgisayar

Simulasyonlar1

8. Teknoloji kullanma konusundaki mesleki gelisiminiz icin ne tiir bir
etkinlige katilmak istersiniz. Se¢tiginiz secenegin yanina nasil bir etkinlik

istediginizi belirtiniz.

Etkinlik tiirii

Hic
Istemem
isterim
Cok
Isterim

Biri bana 6gretsin (Ornek: Yiiz
ylize anlatim/Gdsterim/Web

konferansi)

Nasil? Liitfen belirtiniz.

Kendi kendime 6greneyim
(Ornek: Online kisisel
modiiller/ Bilimsel toplantilara

katilma)

Nasil? Liitfen belirtiniz.

Grup caligsmasi ile 6greneyim

(Ornek: Calistay -Workshop)

Nasil? Liitfen belirtiniz.

Diger, Liitfen belirtiniz.
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APPENDIX C: Principles of Adult Learning Scale (Turkish Version)

Yetiskin Ogrenme ilkeleri Olcegi
Degerli Ogretmenim,
Bu 6l¢ek yetigskin 6grencilere ders veren dgretmenlerin yetigkin 6grenme ilkeleri
kullanim sikliklarinin belirlenmesi amaciyla hazirlanmistir. Her bir madde igin,
litfen maddede aciklanan eylemi en sik uyguladiginiz sekilde yanitlaymn.
Secimleriniz Her Zaman, Neredeyse Her Zaman, Siklikla, Nadiren, Neredeyse Hic

ve Hi¢'dir. Eger madde sizin i¢in gegerli degilse Hi¢ segenegini isaretleyiniz.

Madde

Haor 7Zaman
Siklikla
NeredeyseHig

Her Zaman
Neredeyse
Nadiren

Hig

1. Ogrencilerin smif i¢i performans degerlendirme
olgiitlerinin gelistirilmesine katilmalarina izin

veririm.

2. Gerektiginde disiplin cezasi kullanirim.

3. Ihtiya¢ duyduklarinda yasca daha biiyiik
ogrencilere 6devlerini tamamlamalari i¢in daha

fazla stre tanirim.

4. Ogrencilere amaglari ile bugiinkii performans
seviyeleri arasindaki farkliliklar1 teshis etmelerinde

yardime1 olurum.

5. Bir kaynak kisi olarak hizmet vermek yerine bilgi

saglarim.

6. Bir programin basinda yazmis oldugum 6gretim

kazanimlarina bagli kalirim.
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7. Yetiskinlere konuyu sunarken en iyi yontem

olarak diiz anlatim yontemini kullanirim.

8. Sinif1 6grencilerin etkilesimini kolaylagtiracak

sekilde diizenlerim.

9. Her bir 6grencim i¢in kazanimlar belirlerim.

10. Miimkiin oldugunca 6grencilerin sosyo-

ekonomik ge¢cmislerinden farkli iiniteler planlarim.

11. Ogrencimi grup tartismalarinda sinif arkadaslari
ile kars1 karsiya getirerek kendisini motive etmesini

saglarim.

12. Unitelerimi, 6grencilerin daha énceki

deneyimlerini goz oniine alacak sekilde planlarim.

13. Ogrencilerin sinifta islenilecek konularla ilgili

kararlar vermelerine izin veririm.

14. Tek bir 6gretim yontemi kullanirim ¢ilinkii ¢ogu
yetiskinin benzer 6grenme tarzina sahip oldugunu

diisiiniiyorum.

15. Ogrencilere gore farkl teknikler kullanirim.

16. Yazili siavlari, 6grencilerin akademik

gelisimin derecesini 6l¢gmek i¢in kullanirim.

17. Ogrencilerin egitim ihtiyaclarini tespit
etmelerine yardim etmek amaciyla bireysel

goriismeler yaparim.

18. Yeni bir kavrami 6grenirken her 6grenciye
harcadig1 zaman1 gézetmeksizin kendi hizinda

calismasina izin veririm.

19. Ogrencilerime kisa siireli ve uzun siireli

hedefler gelistirmelerinde yardimei olurum.

20. Ogrenme siirecinin béliinmesini engellemek

amaciyla iyi disiplinli bir sinif ortami saglarim.

21. Sessiz, verimli masa basi ¢calismasini tesvik

eden yontemler kullanirim.
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22. Ogrencileri degerlendirmede baslica yontem

olarak testleri kullanirim.

23. Ogretim kazanimlarimi égrencilerin bireysel
yetenekleri ve ihtiyaclar ile eslesecek sekilde

diizenlerim.

24. Ogrencilerimi yasadiklar toplum ile ilgili

sorular sorma konusunda tesvik ederim.

25. Ogrenim kazanimlarini planlarken bir
ogrencinin yasam boyu egitime katilmasini

belirleyici faktor olarak diisiiniiriim.

26. Ogrencilerimin ¢dziilmesi gereken

problemlerini kendilerine tespit ettiririm.

27. Siniftaki tiim 6grencilerime belirli bir konuda

ayn1 ddevi veririm.

28. Ozellikle ilk ve orta dgretim okullarindaki

ogrenciler icin tasarlanmis materyalleri kullanirim.

29. Yetigkinler i¢in 6grenme durumlarini
ogrencilerimin giinlilk yasamlarinda karsilastiklar

sorunlara gore diizenlerim.

30. Ogrencilerim arasinda rekabeti tesvik ederim.

31. Farkli 6grenciler i¢in farkli materyaller

kullanirim.

32. Ogrencilere yeni 6grendiklerini onceki
deneyimleriyle iligskilendirmelerinde yardime1

olurum.

33. Giinliik yasam sorunlart ile ilgili konular

ogretirim.
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APPENDIX D: Observation Form for The Meeting on Needs Analysis

Ihtiya¢ Analizi Toplant1 Gézlem Formu

Gozlemci Ad1 Soyadi: Katilan Ogretmen sayisi:

Toplant1 No: Okul Miidiirt:

Toplant ile ilgili genel bilgiler

Toplant1 giinti:

Toplant1 saati:

Toplant: siiresi:

Toplant1 ortamu:

Toplant1 konusu:

Gozlem Kriterleri / Gozlenecek Konular

Toplanti sirasinda 6gretmenlerin genel tutumlari

Toplanti sirasinda karsilasilan sorunlar

Toplanti sirasinda her bir 6gretmenin toplantiya olan katkisi

Egitim teknolojileri ile ilgili ihtiyaclar

Yetiskin egitimi ile ilgili ihtiyaclar

Egitim teknolojileri ihtiya¢ analizi anketinin sonuc¢larinin tartisiimasi

Yetiskin egitimi ilkeleri 0l¢eginin sonu¢larimin tartisiimas

Toplant1 akis1 (bastan sona)

NOT:
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APPENDIX E: Observation Form for the Meetings on Professional

Development

Istenen Program ile ilgili Toplanti Gézlem Formu

Gozlemci Ad1 Soyadi: Katilan Ogretmen sayisi:

Toplant1 No: Okul Midiirt:

Toplanti ile ilgili genel bilgiler

Toplant1 giini:

Toplant1 saati:

Toplanti siiresi:

Toplant1 ortamu:

Toplant1 konusu:

Gozlem Kriterleri / Gozlenecek Konular

Toplanti sirasinda 6gretmenlerin genel tutumlar

Toplanti sirasinda karsilasilan sorunlar

Toplanti sirasinda her bir 6gretmenin toplantiya olan katkisi

Istenen program format ile ilgili goriisler

Istenen program siiresi ile ilgili goriisler

Istenen programin genel ozellikleri iizerine goriisler

Toplant1 akisi (bastan sona)

NOT:
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APPENDIX F: Classroom Observation Form

Smif i¢i Gézlem formu

Gozlemci Ad1 Soyadi: Gozlem No:

Dersin adi: Sinif Mevcudu:

Ogretmen ile ilgili bilgiler;

Adi Soyadi:

Mezun oldugu lisans programi:

Mezun oldugu yil:

Lisans egitiminde teknoloji veya yetiskin egitimi ile ilgili bir ders ald1 m1?

Meslege basladiktan sonra teknoloji veya yetiskin egitimi ile ilgili bir egitim

aldi m1?

Islenen konu:

Gozlem Kriterleri / Gozlenecek Konular

Ders sirasinda 6gretmenin kullandig1 6gretim yontemleri

Ders sirasinda dersin icerigi ve 6gretim yontemleri ile baglantil 6@renci
tepkileri (Ornek: Ilgililer mi? Stkildiar mi1? Katilim gosterdiler mi?
Eglendiler mi? vb.)

Sinifin egitim teknolojileri kullanimina uygunlugu

Ogretmenin ders sirasinda kullandig egitim teknolojileri

Ogretmenin ders sirasinda kullandig yetiskin 6gretim ilkeleri (Ornek:
ogrencilerin donceki deneyimlerine vurgu yapmak, égrenci merkezli

etkinlikler, é6grenci ihtiyaglarint belirleme)

Eger varsa kullanilan teknolojiler ile karsilasilan sorunlar

Yetiskin egitimi acisindan karsilasilan sorunlar

Ders akisi (bastan sona)

NOT:
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APPENDIX G: Checklist for the Classroom Observation

S/he includes students in the learning

process

S/he acts like a facilitator

S/he considers students’ interests

S/he considers students’ past

experiences

S/he relates the learning to students’

daily lives

S/he checks students’ previous learning

S/he provides clear objectives

S/he makes learning relevant

S/he explains future benefits of their

learning

S/he creates comfortable atmosphere

S/he respects students’ ideas

S/he provides feedback
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APPENDIX H: Semi-Structured Interview Schedule

Ogretmen Goriisme Formu

Merhaba ben Afra Nur Aksoy. Ortadogu Teknik Universitesi Egitim Bilimleri

Boliimii'nde Doktora yapmaktayim. Aksam liselerinde calisgan O6gretmenler icin

teknoloji ve yetiskin egitimi konularinda mesleki gelisim programi gelistirilmesi ve

etkilerinin incelenmesi iizerine bir ¢alisma yapiyorum. Vereceginiz bilgiler aksam

liseleri O6gretmenlerinin mesleki gelisimi acisindan Onemli bir yere sahiptir.

Gorlismeye baglamadan Once bir kag noktaya deginmek istiyorum.

1.

3.
4.
S.

Vereceginiz bilgiler tamamen gizli tutulacaktir ve isminiz hi¢ bir sekilde
kullanilmayacaktir. Tez yazilirken gerektigi durumlarda takma ad
kullanilacaktir.

Cok fazla zamaniniz1 almamak ve gorligme esnasinda sdylediklerinizi yaziya
gecirirken yapabilecegim hatalar1 en alt diizeye indirmek amaciyla izin
verirseniz goriismeyi kaydetmek istiyorum.

Goriismeye baslamadan 6nce sormak istediginiz herhangi bir soru var mi?
Goriismemiz yaklagik olarak 30 dakika siirecektir.

Hazirsaniz goriismeye baslayabiliriz.

A. GENEL BiLGILER

1.
2.

Akademik ve 6gretmenlik gecmisinizi kisaca 6zetler misiniz?

Daha once teknoloji veya yetiskin egitimi {izerine bir hizmet-ig¢i egitim
kursuna/seminerine katildiniz mi1? Evet ise agiklar misiniz?

Katildiginiz kursun/seminerin size ne gibi katkis1 oldu?

Ogrendiklerinizi sinif i¢ine ne diizeyde aktarabiliyorsunuz? (1°den 10 a kadar
bir puan verseniz kag verirdiniz aktariminiza? Neden?)

Katildiginiz kurs/seminer dolayli olarak 6grencilerinizin basarisina ne tiir bir

katkida bulundu? (1°den 10 a kadar bir puan verseniz kag verirdiniz? Neden?)

B. OKUL TEMELLI MESLEKI GELIiSIM PROGRAMI GELISTIRME
SURECININ DEGERLENDIRILMESI

1.

2.

Okul temelli mesleki gelisim programi gelistirme siirecini genel olarak nasil
degerlendiriyorsunuz? Eksi ve art1 yonlerini paylasabilir misiniz?

Ileride tekrar bu tarz bir ekinlige katilmak ister misiniz? Neden?

138



C. MESLEKI GELiSIM PROGRAMININ DEGERLENDIRILMESi

1.
2.

Uygulanan programi genel hatlariyla degerlendirir misiniz?

Uygulanan mesleki gelisim programinin egitim teknolojileri agisindan size ne
gibi bir katkis1 olmustur?

Bu programla 6grendiginiz sosyal medya araclarimi ve ilgili etkinlikleri
derslerinizde kullanmay1 diislinlir miistintiz? Evet is nasil? Hayir ise neden?
Uygulanan mesleki gelisim programimin yetiskin egitimi ilkeleri agisindan
size ne gibi bir katkis1 olmustur?

Bu programla 6grendiginiz yetiskin 6gretim ilkelerini ve ilgili etkinlikleri
derslerinizde kullanmay1 diisiiniir miisiiniiz? Evet is nasil? Hayir ise neden?
Uygulanan programda size gore gelistirilmesi gereken
boyutlar/boliimler/unsurlar nelerdir?

Bu programin kalitesini gelistirme adina tavsiyeleriniz nelerdir?

Bunlarin disinda belirtmek istediginiz noktalar var mi1?

Katilimiiz i¢in ¢ok tesekkiirler...
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APPENDIX I: Lesson Plan for Day 1 of Social Media in Teaching

Activity | Title Purpose/Objectives | Procedures Resources
Introduction | To familiarize the Handouts of Handouts
of the 2-day | participants to the the general of the
PD program | instructor and to the | program general
on social program information program

§ media in are distributed | information

é teaching and brief

= explanation is

B made
Active To draw participants | Following Handouts
Knowledge | immediately into the | questions including

Opening | Sharing subject matter about the these

exercises through making interesting questions as

meaningful guesses | statistics a guide and
about the interesting | regarding PowerPoint
statistics regarding social media presentation

social media tools
Objectives

-Listen to others with
respect

-Participate in group

discussions

tools are asked
-How much of
the Facebook
users check
their account
at least 5 times
a day?

-Which type
of people are
the most
active on
social media?

-How many
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videos are
viewed on
Facebook
daily?

-How many
tweets sent
each day?
-How many
hours of video
are uploaded
to YouTube

every minute?

Lecture

Lecture

Introduction
of social

media tools

To get across general
knowledge about
social media tools
(Facebook,
Instagram, Twitter,
YouTube, Blogs and
Podcasts)
Objectives

-List different social
media tools to be
used in their courses
-Select the most
suitable social media
tools for the content
of their courses
-Name the specific
features of each
social media tool
-ldentify the
technology needed in

using social media

- Interesting
and funny
cartoons about
social media
addiction was
used in order
to gain the
audience
interest
through
showing the
impact of the
social media
in our lives
-Opening
summary
method:
Lecture’s
major points
and

conclusions

PowerPoint
presentation
Handouts

of the
presentation
slides
Cartoons
about social
media
addiction
Personal
laptops and

cell phones
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tools

-ldentify the stages
of using social media
tools

-Discuss the
characteristics of an

engaging material

are stated to
help
participants
organize their
listening
-PowerPoint

presentation

-Compare different on social
social media tools media tools
-Choose the most -After the
appropriate social presentation of
media tool to create | each social
Lecture the content of their media tool,
courses teachers are
-To select the best asked the
social media tool repeat the
-Help other procedures on
participants to their own
perform a task laptops or cell
-Cooperate with phones
other participants
Questions To identify the -Blank index | Blank index
and answers | questions and cards are cards
period concerns and handed
eliminate them Each
Objectives participant is
-Listen to others with | requested to
respect write down a
S -Participate in group | question.
E discussions -As many of
§ these

questions are

answered
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APPENDIX J: Lesson Plan for Day 2 of Social Media in Teaching

Activity | Title Purpose Procedures Resources
Reviewing To help the Handouts of the Handouts
the previous | participants general of the

= day remember what | information about | general
% was taught social media tools | information
. previous day about social
media tools
Opening a To help the -Teachers are Handouts
discussion participants asked the including
think more about | following these
using the social | questions; questions as
media tools that | -What are the a guide

g they learned possible ways of

e . . . .

% previous day in | integrating a

£ their teaching particular social

:g»_ Objectives media tool in to

© -Listen to others | your teaching
with respect regarding the
-Participate in content you teach?
group
discussions

Lecture | Introduction | To get across -A short video on | PowerPoint
of how to use | general an example presentation
social media | knowledge about | regarding how to Handouts
in teaching how to use use social media in | of the

social media teaching is showed | presentation

tools in teaching | -Opening summary | slides

(Facebook, method: Lecture’s | Personal
Lecture Instagram, major points and laptops and
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Lecture

Twitter,
YouTube, Blogs
and Podcasts)
Objectives
-ldentify the
specific features
of each social
media tool
-Associate the
listed social
media tools with
their own
teaching
-Explain the role
of social media
in teaching
-Integrate social
media tools in
their daily
teaching
-Encourage their
students to use
social media
tools for their
learning
-Examine the
benefits and
drawbacks of
using social
media in
teaching

-To plan a lesson
to be

conclusions are
stated to help
participants
organize their
listening
-PowerPoint
presentation on
how to use social
media tools in
teaching

-Active listeners
mode: Participants
are asked how they
can adapt the
presented activity
to the content of

their course

cell phones
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Lecture

implemented
through selected
social media tool
-To prepare the
material to be
used utilizing
the chosen social
media tool

-To prepare
content to be
shared prior to
classroom
meeting through
selected social
media tool
-Help other
participants to
perform a task
-Cooperate with
other
participants

Conclusion

Questions
and answers

period

To identify the
questions and
concerns and
eliminate them
Objectives
-Listen to others
with respect
-Participate in

group
discussions

-Blank index cards
are handed

Each participant is
requested to write
down a question.
-As many of these
questions are
answered as time

permits

Blank index

cards
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APPENDIX K: Lesson Plan for Day 1 of Adult Teaching Practices

Activity | Title Purpose Procedures Resources
Introduction of | To familiarize Handouts of the Handouts of
- the 2-day PD | the participants general program | the general
% program on to the program information are program
'§ adult teaching distributed and information
E practices brief explanation
IS made
Active To draw -Teachers are PowerPoint
Knowledge participants requested to their | presentation
Sharing immediately into | experiences with

the subject matter
through sharing
their experiences
with their own
adult learners and
thinking about
their

the adult learners
in their schools
-Teachers are
asked what kind
of specific
features they

observed in their

§ characteristics students.
g Objectives
‘é’, -Listen to others
g)_ with respect
O -Participate in
group discussions

Introduction of | To get across -A teaching case | PowerPoint

Lecture | characteristics | general which includes presentation

of adult

learners

knowledge about
characteristics
(physical,
psychological,

problems caused
by the specific
features of adult

learners is

Handouts of
the
presentation

slides
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Lecture

social and
learning) of adult
learners
Objectives

-List the
characteristics
(physical,
sociological,
psychological) of
adult learners
-List the features
of adult learners
for educational
purposes
-ldentify the
specific features
of adult learners
-Associate the
characteristics of
adult learners
with their own
teaching
-Associate the
features of adult
learners for
educational
purposes with
their own
teaching
-Discuss the
characteristics of
an adult learner

-Compare

distributed and
teachers are
invited to discuss
the problems.
-The lecture’s
major points and
conclusions are
stated to help
participants
organize their
listening.
-Teachers are
asked to think
about the features
of adult learners
and compare
them with their
students and give
specific

examples.
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different adult
learners
-Differentiate an
adult learner

from another

Lecture type of learners
-Help other
participants to
perform a task
-Cooperate with
other participants
-Motivate others
to achieve their
goals
Questions and | To identify the -Blank index Blank index
answers period | questions and cards are handed | cards
concerns and -Each participant
eliminate them IS requested to
Objectives write down a
S -Listen to others | question.
E with respect -As many of
:S; -Participate in these questions

group discussions

are answered as

time permits
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APPENDIX L: Lesson Plan for Day 2 of Adult Teaching Practices

Activity | Title Purpose/Objectives | Procedures Resources
Reviewing | To help the Handouts of Handouts of
the previous | participants the general the general
day remember what was | information information

2 taught previous day | about about
2 characteristics | characteristic
. of adult s of adult
learners learners
Openinga | To help the teachers | -Teachersare | PowerPoint
discussion think more about asked to think | presentation
how they can teach | about how they
considering the can teach adult
characteristics of learners
this age group of considering
- students. their
% Objectives characteristics
% -Listen to others -Teachers are
2 with respect asked to think
é -Participate in group | about the
© discussions techniques or
methods that
they used and
found suitable
for adult
learners
Introduction | To get across -A short video | PowerPoint

Lecture | of adult general knowledge | on an example | presentation
teaching about adult teaching | regarding how | Handouts of
practices practices and related | to use adult the
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Lecture

activities
Objectives

-Name the
differences between
pedagogy and
andragogy

-Define different
activities suitable for
adult learners
-Explain the role of
adult teaching
practices in teaching
adult learners
-ldentify the
consequences of the
features of adult
learners for
educational purposes
in their teaching
-Integrate adult
teaching practices in
their daily teaching
-lllustrate adult
teaching practices
that they are using in
their teaching
-Examine the
benefits and
drawbacks of using
adult teaching
practices in their
teaching

-Plan a lesson to be

teaching
practices is
showed
-Teachers are
assigned active
listeners mode
and they are
asked how
they can adapt
the presented
activity to the
content of their
course -The
lecture’s major
points and
conclusions are
stated to help
participants
organize their
listening
-After the
presentation of
several
activities,
teachers are
asked to think
about how they
can integrate
this activity
considering the
content of their

course

presentation

slides
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Lecture

implemented
through adult
teaching practices
-Prepare the material
suitable for adult
learners

-Prepare content
suitable for adult
learners

-Design an activity
suitable for adult
learners

Choose the most
appropriate adult
teaching practices
for particular group
of adult learners
Rate the activities
for the benefit of
their students
-Help other
participants to
perform a task
-Cooperate with
other participants
-Motivate others to

achieve their goals

Conclusion

Questions
and answers

period

To identify the
questions and
concerns
Objectives
-Listen to others

with respect

-Each
participant is
requested to
write down a

question

Blank index

cards
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LAPPENDIX M: Detailed Information about Conducted Interviews

Participants | Location Collection Date Time
method

Teacher 1 Istanbul Recorded 15.05.18 28.04 min.
Teacher 2 Istanbul Recorded 15.05.18 17.03 min.
Teacher 3 Istanbul Recorded 15.05.18 27.57 min.
Teacher 4 Istanbul Recorded 15.05.18 18.50 min.
Teacher 5 Istanbul Recorded 15.05.18 24.31 min.
Teacher 6 Istanbul Recorded 17.05.18 24.58 min.
Teacher 7 Istanbul Recorded 17.05.18 24.42 min.
Teacher 8 Istanbul Recorded 17.05.18 31.07 min.
Teacher 9 Istanbul Recorded 22.05.18 35.11 min.
Teacher 10 | Istanbul Recorded 22.05.18 25.02 min.
Teacher 11 | Istanbul Recorded 22.05.18 45.11 min.
Teacher 12 | Istanbul Recorded 22.05.18 28.02 min.
Teacher 13 | Istanbul Recorded 22.05.18 22.04 min.
Teacher 14 | Istanbul Recorded 25.05.18 21.10 min.
Teacher 15 | Istanbul Recorded 25.05.18 29.18 min.
Teacher 16 | Istanbul Recorded 25.05.18 25.48 min.
Teacher 17 | Istanbul Recorded 25.05.18 30.12 min.
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APPENDIX N: The number of teachers from other PNHSs, istanbul

1. Atasehir

2. Atasehir X 9
3. Atasehir X 12
4. Atasehir X 11
5. Atasehir

6. Avcilar X 7
7. Bagcilar

8. Bagcilar X 13
9. Bagcilar

10. Bagcilar X 8
11. Bahgelievler

12. Bahgelievler X 10
13. Bahgelievler X 10
14. Bahgelievler

15. Bakirkdy X 9
16. Bakirkdy X 9
17. Bayrampasa X 7
18. Besiktas X 11
19. Besiktas

20. Beylikdiizii X 14
21. Beylikdiizii X 12
22. Biiyiikgekmece X 7
23. Biiyiikcekmece

24. Esenyurt

25. Esenyurt

26. Glingdren X 8
27. Kagithane X 9
28. Maltepe X 6
29. Maltepe
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30.

Pendik

31.

Pendik

32.

Pendik

33.

Sisli

34.

Sultanbeyli

35.

Umraniye

36.

Umraniye

37.

Umraniye

38.

Uskiidar

~N| ©f 0o O

39.

Uskiidar

X| X| X| X| X

40.

Zeytinburnu
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APPENDIX P:Curriculum Vitae

PERSONAL INFORMATION

Surname, Name: Aksoy, Afra Nur

Nationality: Turkish (TC)

Date and Place of Birth: 11 April 1988, Istanbul
Marital Status: Married

email: nur2634@gmail.com

EDUCATION
Degree Institution Year of Graduation
MS METU, Curriculum and 2015
Instruction (GPA: 4.00 out of 4)
BA Bogazici University, Foreign 2009
Language Education (GPA: 3,41
out of 4)
High School Ankara Hasan Ali Yiicel 2005

Anatolian Teachers Training
High School (1% rank)

WORK EXPERIENCE

Year Place Enrollment
2012- Elmadag Police Vocational English Instructor
Present Training Center

2009-2012 Ministry of National Education English Teacher

(Istanbul, Gaziantep, Tunceli)
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RESEARCH INTERESTS

Curriculum development, teacher training, attitudes of teachers and students, adult

education

CONFERENCE PRESENTATIONS

Evaluation of Human Rights, Democracy and Civics Curriculum through Eisner’s
Educational Connoisseurship and Criticism Model, 5" International Curriculum and
Instruction Congress (October, 2017), Mugla, TURKEY. (Together with Ozge
Karakus Ozdemirci, Prof. Dr. Ahmet Ok)

Cooperative Learning and Achievement at Faculties of Education: A Systematic
Review in Turkish, V. International Eurasian Educational Research Congress (May,
2018), Antalya, TURKEY. (Together with Prof. Dr. Meral Aksu)
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APPENDIX O: Turkish SummaryTiirkce Ozet

GIRIS

Ogretmenler, bagarili okullarin ana unsurlarindan bir tanesidir bu nedenle
ogretmenlerin bilgi ve becerilerini gelistirmek igin yatirim yapmanin ¢ok 6nemli
oldugu soOylenebilir. Egitim siirecinin en 6nemli yapi taslarindan biri 6gretmenler
oldugundan, egitim sisteminin kalitesini arttirmak i¢in Ogretmenlerin kalitesiyle
baslanmasi gerektigi sOylenebilir (Altun ve Gok, 2009). Bu nedenle, 6gretmenler i¢in
mesleki gelisim programlari, neredeyse tiim egitim sistemlerinde siirekli olarak
sunulmaktadir. Icerik ve formatlarinda biiyiik farkliliklar gostermelerine ragmen, bu
programlar ¢ogunlukla ortak bir amag paylasmaktadirlar; mesleki uygulamalarinin ve
ogretmenlerin tutumlarimin ve bilgilerinin belirli bir hedef dogrultusunda degismesi
(Griffin, 1983). Mesleki gelisim programlarini, ogretmenlerin  siif igi
uygulamalarinda 6grenci basarisinda degisiklik yapmaya yonelik sistematik ¢abalar

olarak tanimlamak yanlis olmayacaktir (Guskey, 2002).

Teknolojideki yeni ilerlemeler ile ogrencileri gelecekteki islerine hazirlamak,
Ogretmenler i¢in bazi zorluklar dogurabilir. Bir yandan ogrencileri igin gelisen
teknolojiyi kullanmalar1 diger yanda diger oOgretim yiikiimliiliikklerini yerine
getirirken bu degisimlere acgik olmalar1 i¢in uygun yollar bulmalar1 gerekir (Pine-
Thomas, 2017). Ogretmenlerin, teknolojideki beceri diizeylerinin yeterli oldugundan,
yoneticilerin de 6gretmenlerinin bu teknolojiyi kullanmak i¢in gerekli bilgiye sahip
oldugundan emin olmalar1 gerekmektedir. Ciinkii bugiiniin 6grencilerine
bakildiginda gegmisten ¢ok farkli bir dgrenci profili gériilmektedir. Ogretmenler ise
bu konuda birgok zorlukla karsi karsiya kalmaktadir ve bunun temel nedeni ise
egitim teknolojilerini derslerinde etkili bir sekilde kullanmalarini saglayacak mesleki

gelisim programlarinin eksikligidir.

Mesleki gelisim programlarinin asil igerigi, belirli egitim-0gretim ortamlarinin
bireysel ihtiyaglarina ve kosullarina gore degisir. Ozel aksam liseleri (OAL) bu

anlamda onemli &rneklerden birisidir. OAL’ler cesitli nedenlerle lise egitimine
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devam edemeyen kisilerin lise diplomasini aldiklar1 kurumlardir. Bu okullarda yas
siirlamasi yoktur. Okullar saat 17.00'de baslar, ancak normal liselerde uygulanan
egitim programlari, derse devam, devamsizlik ve disiplin gibi diger kurallar ayni
sekilde OAL’lerde de uygulanir. Bu okullarda yas kisitlamasi olmadig: i¢in hemen
hemen tiim 6grenciler yetiskin veya geng yetiskinlerdir. Bu nedenle, bu okullarin
ogretmenleri, 0grencilerinin birer yetiskin oldugunun ve diger liselerdeki bir¢ok
uygulamay1 aynen uygulamak durumda olsalar bile, onlardan ¢ok farkli 6grenci
profillerine sahip olduklarinin farkinda olmalidirlar. Bu 6gretmenler, eger egitim-
Ogretim siirecinde etkili olmak istiyorlarsa, bazi yetiskin 6grenme prensiplerinin
oldugunun farkinda olmalidirlar. Etkili yetiskin egitimi, yetiskin 6grencilerin kendi
egitim ihtiyaclar1 iizerinde bagimsiz kararlar alabildikleri i¢in gen¢ &grencilerden

oldukga farkli oldugu gergegine dayanmaktadir (Darkenwald ve Merriam, 1982).

Mesleki gelisim alanindaki uzmanlar, mesleki gelisimin etkili olabilmesi i¢in dahil
edilmesi gereken ¢esitli faktorlerin tamami hakkinda tam bir mutabakata
varmamiglardir. Ancak, Ogretmen katilimcilar arasinda profesyonel isbirliginin
saglanmasi gerektigi konusunda bazi fikir birliktelikleri vardir. Ogretmen, kisisel ve
mesleki gelisimini kendi ¢aligma alaninda gerceklestirirse, hem becerilerinde hem de
okulunda ¢ok 6nemli degisiklikler yapabilir (Lieberman, 1995). Okul temelli mesleki
gelisim programi (OTMG), O6gretmenlerin birbirlerinden bir seyler 6grenmek ve
birbirlerinin ¢abalarini desteklemek icin birlikte calisabilecekleri bu profesyonel
o0grenme topluluklarinin 6nemli orneklerinden biridir (McFarlen, 2016). OTMG
aracilifiyla okuldaki insani ve maddi o6zelliklerin etkin kullanimini saglamak igin
daha fazla sans saglamak amaciyla, 6gretmenlerin mesleki gelisim ihtiyaglar1 okul

blinyesinde ele alinmaktadir (MEB, 2007).

Arastirmanmin amaci: Bu caligmada, 6gretmenlerin mevcut ihtiyaglarini, sorunlarin
ve etkili mesleki gelisime yonelik yeterliliklerini ele almanin 6nemi dikkate alinarak,
ogretmenler icin igbirligini saglamak amaciyla OTMG modeli secilmistir. Ayrica,
egitim teknolojilerindeki mevcut ilerlemeler ve OAL’nin benzersiz baglami da goz
onlinde bulundurulmustur. Bu nedenle, egitim teknolojilerinin etkin kullanma ve
yetigskin 6gretim uygulamalarindaki 6gretmenlerin ihtiyaclari 6n plana ¢ikarilmistir.
OAL'deki dgretmenlerin bu alanlardaki etkinligini artirmak icin, bu calismanin temel

amaci, egitim teknolojilerini kullanma ve yetiskin 6gretim uygulamalarindaki
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ihtiyaclar1 ve tercihleri i¢in bir OTMG programi gelistirmek ve uygulamaktir. Bu
calismanin yukaridaki ana amaca dayanan birka¢ amaci daha vardir. Ilki, egitim
teknolojilerini kullanma ve yetiskin 6gretim uygulamalari ile ilgili olarak OAL’lerin
ihtiyag ve tercihlerini arastirmaktir. Ikinci amag, bir OAL'de ogretmenlerle bir
OTMG siirecini takip etmek ve grup toplantilar1 yapmak seklindedir. Son olarak ise,
belirlenen ihtiyaclara dayali bir mesleki gelisim programinin gelistirilmesi ve

uygulanmas1 amaglanmustir.

Arastirmanin  Onemi: Mesleki gelisim ile ilgili mevcut durum goz oOniine
alindiginda, bu calisma OTMG modeli aracilifiyla mesleki gelisimin etkili bazi
niteliklerini igeren bir profesyonel 6grenme firsati saglamaktadir. OTMG modeli;
isbirligi, yeterli zamanlama ve siire saglama, 6gretmenlerin gercek ihtiyaclarini ele
alma gibi etkili mesleki gelisim i¢in listelenen neredeyse tiim yeterliliklere sahiptir.
Bu c¢alisma, OTMG’nin yapildig1 alan olarak OAL'lerden birini igeren bir vaka
caligmas1 olarak tasarlanmigsa da, diger Ogretmenler de egitim teknolojilerini
kullanma ve yetiskin 6gretim uygulamalart ile ilgili ihtiyaclart hakkinda kendi
goriiglerini  bildirme sansina sahip olmustur. Daha sonra, belirlenen okulun
Ogretmenleri bu ihtiyaclar1 tartismig ve nihai bir anlagsmaya varmistir. Bu siireg
boyunca, bu calisma OTMG programin nasil uygulandigina ve bir OAL'de
Ogretmenlerin siniflarina bunu nasil entegre ettiklerine dair derinlemesine bir anlayis
gelistirmek icin bir firsat saglayacaktir. Ogretmenlerin OTMG ile ilgili goriislerinin
anlasilmasi, bu mesleki gelisimin kalitesi hakkinda bilgi verecek ve boylece tiim
paydaglarin gelecekteki mesleki gelisim uygulamalari hakkinda bilingli kararlar
almasina yardimc olacaktir. Ek olarak, bu anlayis, okul yoneticilerinin 6gretmenlik
pratiginin iyilestirilmesinde hem anlamli hem de etkili olan hizmet i¢i egitim

modellerine (OTMG) yonelmelerine yardimei olabilir.

Bu vaka caligmasi 6nemlidir, ¢iinkii egitim teknolojileri konusundaki gelismelere
iliskin olarak OAL o6gretmenlerinden bilgi toplayarak literatiirdeki bir bosluk
giderilmistir. Ayrica, daha dénce OAL ile ilgili baska bir ¢alisma olmadig: igin, bu
caligsma alanda bir ilk olma 6zelligi tagir. Egitim teknolojilerinde ¢ok sayida gelisme
oldugu i¢in, bu yeni teknolojilerin okula entegrasyonunu saglamak amaciyla egitim
sisteminin Ozellikle egitim programlarinda bazi degisiklikler yapmasi gerektigi

aciktir. Bu konuda 6gretmenleri bilgilendirmek ilk adimdir. Elimizdeki ¢alisma
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sayesinde, 0gretmenler teknolojinin benimsenmesiyle ilgili ihtiyaclarini belirlemisitr
ve daha sonra kendilerini bu alanda gelistirmislerdir. Bu etkinlik, hem 6gretmenler
hem de egitim teknolojleri {izerine mesleki gelisim faaliyetlerini gelistirme
prensipleri icin firsatlar sunabilir. Ogretmenler gerekli entegre icin becerilerini
gelistirebilirler ve sonunda 6grenciler smiflarinda teknolojiyi daha iyi kullanmanin

yollarini bulabilirler (Pine-Thomas, 2017).

Calismanin bir baska &nemli boyutu ise yetiskin dgrenme teorileridir. OAL'ler,
yetiskin veya geng yetiskin 6grencilere sahiptir ve bu nedenle diger liselerden farkl
bir 6grenci profiline sahiptirler. Bu durum g6z Oniinde bulunduruldugunda,
OAL'lerdeki egitim ve dgretimin diger okullardan farkli olmasi gerektigi sonucuna
varilabilir. Ogretmenler, dgretimde onlara yardimeir olabilecek temel ilkeleri ve
yetigkin ~ 6gretim  uygulamalarini  bilmelidirler. Dahasi, yetiskin =~ 6gretim
uygulamalarini smiflarina dahil ederek ilerlemelerini engelleyen konular hakkinda
bir fikirleri olmalidir. Bu ¢alismanin sonunda 6gretmenler, okulla ilgili ihtiyaglarin
belirleme sans1 bulmuslar ve bu ihtiyaclart OTMG yardimiyla gidermislerdir. Ustelik
OTMQG, yetiskinlere yonelik Ogrenme ilkelerini g6z Oniinde bulundurarak ve
ogretmenlerin 6gretimle ilgili ihtiyaclarini, degerlerini, inanglarini, varsayimlarini ve
diinyay1 gérme bi¢imlerini igerdiginden, 6gretmenler i¢cin anlamli bir mesleki gelisim

saglamistir.

Arastirma Sorulari: Bu ¢alismada asagidaki sorular arastirilmis ve uygun sekilde

yanitlanmaya calisilmistir:

1. Egitim teknolojileri ve yetiskin 6gretim uygulamalar1 acisindan 6zel aksam

liselerindeki 6gretmenlerin ihtiyaglari nelerdir?
2. Ozel Bahar Aksam Lisesindeki dgretmenlerin egitim teknolojileri ve yetiskin

O0gretim uygulamalar ile ilgili bir mesleki gelisim programinda icerik ve

bi¢gim yontemleri agisindan tercihleri nelerdir?
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3. Bir OTMG programini tamamladiktan sonra Ozel Bahar Aksam Lisesindeki
Ogretmenlerin egitim teknolojilerini ve yetiskin 6gretim uygulamalarini

kullanmalarindaki degisiklikler ile ilgili gortisleri nelerdir?

YONTEM

Bu arastirma, yetigkin 6grenme Olgegi (PALS), egitim teknolojileri anketi
(QEdTech), yar1 yapilandirilmis goriismeler, grup toplantilar1 gozlemleri ve siif
gozlemleri yoluyla toplanan nicel ve nitel verileri iceren bir vaka c¢aligmasidir. Bu
calisma Istanbul'da bir OAL de gerceklestirilmistir. Bu okul, arastirmaci tarafindan
Ozel Bahar Aksam Lisesi (OBAL) olarak yeniden adlandirilmistir. Cok sayida OAL
(toplam 40) oldugu igin, Istanbul ana il olarak secilmistir. Bu ¢alismada, OBAL,
Tiirkiye'deki diger OAL’lerin 6nemli &zelliklerini anlayabilmek igin yardimci

olmustur.

Cahisma Grubu: Bu calismada farkli adimlar oldugu i¢in bu c¢alismay1r hem
aciklayict hem de tanimlayici durum ¢aligmasi olarak adlandirabilmek miimkiindiir.
[lk adimda, OAL’ lerdeki 6gretmenlerin ihtiyaglarmni tespit etmek igin, Istanbul'da
calisan 227 6gretmene QEdTech ve PALS uygulanmistir. Bu kiime icin rasgele
ornekleme yontemi kullanilmistir. Istanbul'da 40 adet OAL bulundugu icin 25"
QEdTech ve PALS daki maddelerin sayisina gore rasgele secilmistir. Ana ¢alisma 17
ogretmen ve 1 miidiir ile Istanbul'daki OBAL da yapilmistir. Grup toplantilar1 17
ogretmenle gergeklestirilmistir. Siif gézlemi i¢in 17 6gretmenden 4 6gretmen daha
onceden belirlenmis kriterlere gore secilmistir. Farkli verilere sahip olmak ve farkli
sinif uygulamalarin1 gézlemlemek i¢in farkli branslardan dort 6gretmen gézlenmistir.
Sosyal bilimlerden iki 6gretmen ve sayisal bilimlerden iki 6gretmen secilmistir ve

her biri liger saat gdzlemlenmistir.

Veri Toplama Araclari: Bu calismada QEdTech, PALS, grup toplantilar1 i¢in
gozlem formlari, siif gozlemleri i¢cin gézlem formlart ve Ogretmenler igin yari
yapilandirilmis goriisme formu veri toplama araglari olarak kullanilmistir. PALS

harig, tiim veri toplama araglar1 aragtirmaci tarafindan olusturulmustur.
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Ik olarak, egitim teknolojileri {izerine gelistirilen bir anket olan QEdTech, miimkiin
oldugunca c¢ok sayida 6gretmenden veri toplayarak egitim teknolojileri kullaniminin
giincel durumunu belirlemek amacryla gelistirilmistir. Ogretmenlerin  kendi
siniflarinda bazi egitim teknolojilerini (hem donanim hem de yazilim) kullanmalarini
ve bilgilerini derecelendirmeleri i¢in hazirlanmis sorular icermektedir. Yetiskin
ogrenme ilkeleri 6lgegi olan, PALS, Ingilizceden Tiirkceye adapte edilmistir ve
Ogretmenlerin yetiskin 6grenme ilkeleri bilgilerini ve siniflarindaki kullanimlarim
degerlendirmek i¢in kullanilmistir. PALS Conti tarafindan 1978'de gelistirilmistir.
Acgimlayici faktor analizi (EFA), PALS'1n Tiirkce versiyonunun faktor yapisini analiz
etmek i¢in 193 OAL dgretmeninden toplanan verilere dayanilarak yapilmistir. Bunun
sonucunda orijinal 6l¢ekten farkli olarak 33 maddeden olusan dort faktorlii bir 6lgek
elde edilmistir. Bu faktorler; 0gretimi bireysellestirme, 6grenci merkezli 6gretim,
deneyimleri goz Oniinde bulundurma ve Ogrenme siirecine dahil etme olarak

adlandirilmustir.

Diizenlenen grup toplantilari i¢in hazirlanan gozlem formlart her toplantinin
ozelligine gore diizenlenmistir. Ihtiya¢ analizi icin yapilan toplantilar igin ayri,
istenilen program ile ilgili yapilan toplantilar icin ayr1 gozlem formlar
diizenlenmistir. Sinif goézlemi icin goézlem formu arastirmact tarafindan ders
akisindaki onemli olan noktalari kagirmamak igin ayrintili olarak hazirlanmistir.
Kullanilan 6gretim yontemleri, 6grencilerin tepkileri, teknoloji kullanimi i¢in sinifin
uygunlugu, kullanilan egitim teknolojileri, kullanilan yetiskin 6grenme ilkeleri ve
karsilasilan sorunlar gibi c¢esitli bolimleri vardir. OTMG program siireci ile ilgili
Ogretmenlerin goriiglerine iliskin bireysel gorlismeler i¢in yar1 yapilandirilmis bir

goriisme formu kullanilmistir ve bu ara¢ aragtirmaci tarafindan gelistirilmistir.

Genel olarak bu ¢aligmada veri toplama amaciyla kullanilan yedi farkli ara¢ vardir.
Arastirmanin her bir aragtirma sorusu i¢in farkli veri toplama araglari kullanilmis ve

bunlar asagida listelenmistir;
Arastirma Sorusu 1: Egitim teknolojileri ve yetigkin Ogretim uygulamalari

acisindan 6zel aksam liselerindeki 6gretmenlerin ihtiyaglari nelerdir?

Kullanilan Araglar: QEdTech, PALS, toplant1 ve sinif gozlem formlari
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Arastirma Sorusu 2: Ozel Bahar Aksam Lisesindeki Ogretmenlerin egitim
teknolojileri ve yetiskin o6gretim uygulamalar1 ile ilgili bir mesleki gelisim
programinda icerik ve bi¢im ydntemleri agisindan tercihleri nelerdir?

Kullanilan Araglar: QEdTech ve toplant1 gézlem formu

Arastirma Sorusu 3: Bir OTMG programmi tamamladiktan sonra Ozel Bahar
Aksam Lisesindeki Ogretmenlerin egitim teknolojilerini ve yetiskin 6gretim
uygulamalarin1 kullanmalarindaki degisiklikler ile ilgili goriisleri nelerdir?

Kullamlan Araclar: 6gretmenler i¢in yar1 yapilandirilmis goriigme formu

Veri Analizi: Bu c¢alismada hem nitel hem de nicel veri kullanilmistir ve her biri
farkli teknikler kullanilarak analiz edilmistir. QEdTech ve PALS kullanilarak
toplanan nicel veriler betimleyici analiz kullanilarak analiz edilmistir. Ortalama
degerler ve standart sapma degerleri verilmistir. Grup toplantilari, sinif gézlemleri ve

goriismeler ile edilen nitel veriler ise icerik analizi ile incelenmistir.

BULGULAR

Egitim Teknolojileri Anketi: Bilgi boliimii diizeyinde 6gretmenlerden, belirtilen 21
donanim ve yazilima iligkin bilgi diizeylerini 5 farkli kategoride derecelendirmeleri
istenmistir. Bu kategoriler donanim araglari, 6grenme ydnetim sistemleri, sosyal
medya araglari, Google uygulamalari ve yazilm araglaridir. Ogretmenlerin bu

kategorilerle ilgili ayr1 ayr1 yanitlart incelenmistir.

Donanim araglar1 kisminda katilimcilardan telefon, kisisel bilgisayar, projeksiyon
makinesi, akilli tahta ve tablet gibi belirtilen donanim aracglarina iligkin bilgilerini
degerlendirmeleri istenmistir. Bu boliimde, telefonun en yiiksek ortalama puana (M =
2.75, SD = .85) ve tabletin en diisiikk ortalama puana (M = 1.81, SD = 1.25) sahip
oldugu goriilmektedir. Ogretim yonetim sistemleri béliimiinde katilimcilardan
moodle, edmodo ve kahoot olarak belirtilen 6gretim yonetim sistemlerine iliskin
bilgilerini degerlendirmeleri istenmistir. Her ne kadar sistemlerin {i¢iiniin de ortalama
puanlari ¢ok diistik olsa da, kahoot (M = .13, SD = .57) en yiiksek ortalama puana ve
edmodo (M = .06, SD = .33) en diisiik ortalama puana sahiptir.
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Diger bir boliimde katilimcilardan, facebook, twitter, instagram, youtube, bloglar,
podcast gibi sosyal medya araglarina iligskin bilgilerini degerlendirmeleri istenmistir.
Facebook (M = 2.34, SD = 1.09 ), twitter (M = 2.08, SD = 1.17 ), instagram (M =
2.23, SD = 1.03 ), ve youtube (M = 2.47, SD = 1.18 ) araglarinin 2’nin {izerinde
ortalama puana sahip olduklar1 goriilmiistiir. Bir diger boliimde katilimcilardan
belirtilen Google uygulamalar1 ile ilgili bilgilerini derecelendirmeleri istenmistir. Her
ne kadar uygulamalarin dordiiniin 1'in altinda ortalama puanlar1 olsa da, Google
drive en yiiksek ortalama puana (M = .60, SD = .79) ve Google scholar en diisiik
ortalama puana (M = .93, SD = 1.07) sahiptir. Son béliimde katilimcilardan yazilim
araclartyla ilgili bilgilerini degerlendirmeleri istenmistir. Microsoft Office
programlarinin (M = 2.57, SD = .86) en yiiksek ortalama puana ve bilgisayar
simiilasyonlariin (M = 1.09, SD = 1.20) en diisiik ortalama puana sahip oldugu

gbzlenmistir.

Kullanim diizeyi boliimiinde ise katilimcilardan yukarida belirtilen donanim ve
yazilimlar i¢in siif i¢in kullanim diizeylerini degerlendirmeleri istenmistir. Donanim
araglar1 boliimiinde kisisel bilgisayarin (M = 1.24, SD = .97) en yliksek ortalama
puana ve tabletin (M = .69, SD = .85) en diisiik ortalama puana sahip oldugu
gdzlenmistir. Ogretim yonetim sistemleri boliimiinde {i¢ aracinda ortalama degerleri
¢ok diisiik olmasina ragmen, moodle (M = .04, SD = .32) en yiiksek ortalama puana
ve edmodo (M = .02, SD = .22) ve kahoot (M = .02, SD = .22) aym ortalama
puanlara sahiptir. Sosyal medya aracglar1 boliimiinde siif i¢i kullanim diizeyi ¢ok
diisiiktiir. Ancak youtube (M = .85, SD = 1.96) en yiiksek ortalama puana sahiptir.
Google uygulamalar1 boliimiinde de ortalama puanlar ¢ok diisiiktiir. Google drive
(M =.21, SD = .63) bu boliimde en yiiksek ortalama puana sahiptir. Yazilim araglari
boliimiinde Microsoft Office programlari (M = 1.51, SD = 1.12) en yiiksek ortalama
puana ve bilgisayar simiilasyonlar1 ise (M = .43, SD = .82) en diisiik ortalama puana

sahip oldugu gozlemlenmistir.

Son boliimde katilimcilara programin tiirii ilgili tercihleri sorulmustur. Bu bdliimde
ic secenek vardir. Biri bana O0gretsin secenegi en yiiksek puan ortalamasimna (M =
1.51, SD = .83) sahiptir. Kendi basima 6greneyim segenegi (M = .75, SD = .83), biri
bana 6gretsin segeneginden daha diislik ortalama puana sahiptir. Grup ¢alismasinda

ogreneyim segenegi en diisiik ortalama puana (M = .68, SD = .85) sahiptir.
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Yetiskin Ogrenme Ilkeleri Olcegi: 4 faktorii bulunan bu &lgek ile edilen veriler her
bir faktdr igin ayr1 ayr1 incelenmistir. Ogretimi bireysellestirme faktoriinde 10 madde
bulunmaktadir. Olumsuz bir madde olan 27. Madde (Siniftaki tiim 6grencilerime
belirli bir konuda ayn1 6devi veririm) en yiiksek ortalama puana sahiptir (M = 3.41,
SD = 1.19). Farkli 6grencilerle farkli materyalleri kullanmay1 ongéren 31. Madde
Ogretimi bireysellestirmenin bir farkli yoludur fakat bu faktdrde en diisiik ortalama
puana sahiptir (M = 1.54, SD = 1.61).

Ogrenci merkezli Ogretim faktorii 11 maddeye sahiptir ve hepsi olumsuz
maddelerdir. Bu maddelerden alinan diisiik puanlar 6gretmenin 6grenci merkezli
Ogretimi tercih ettigini gostermektedir. Ancak bu bdlimde 8 madde icin
Ogretmenlerin ortalama puanlart 3’iin iizerindedir. Gerektiginde disiplin cezasi

kullanirim maddesi en diigiik ortalama puana sahiptir (M = 1.79, SD = 1.28).

Deneyimleri géz oniinde bulundurma faktoriinde, 10. Madde olumsuz bir ifadedir ve
en diigik ortalama puana (M = 1.15, SD = 1.48) sahiptir, bu da katilimcilarin
ogrencilerin sosyo-ekonomik ge¢misine benzer konulari tercih ettikleri anlamina
gelir. Ogrencilerin yasadiklar1 toplum ile ilgili soru sormalarimi tesvik etmek, en

yiiksek puan ortalamasina sahiptir (M = 3.51, SD = 1.27).

Ogrenme siirecine dahil etme faktdriindeki tiim maddeler olumlu ifadelerdir. En
yiiksek ortalama puani olan 8. Madde (Sinif1 6grencilerin etkilesimini kolaylastiracak
sekilde diizenlerim.) hari¢ (M = 3.05, SD = 1.27), tiim maddelerin ortalama puanlari
3'in altindadir. Ogrencilerin egitim ihtiyaclarini tespit etmelerine yardim etmek

amaciyla bireysel goriismeler yaparim maddesi ise en diisiin ortalama puana sahiptir
(M =1.74,SD = 1.77).

Sinif Gozlemleri: Sinif gézlemleri ile toplanan nitel veri 6gretmenlerin kullandiklar
yontemler, 6grenci tepkileri, egitim teknolojileri ve yetiskin 6gretim uygulamalar
olmak iizere dort baslik altinda incelenmistir. Dort 6gretmenin her biri gesitli 6gretim
yontemleri kullanmistir, ancak genel olarak dgretmenlerin dersleri boyunca 6gretmen
merkezli yontemler kullandiklar1 sdylenebilir. Genellikle, 6gretmenler ¢ogu zaman
o0gretmen merkezli yontemleri tercih ettikleri i¢in, 6grenciler ders boyunca aktif

degillerdi. Ogrenciler derse ilgi duymuyorlardi ve diger birgok sey tarafindan
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dikkatleri dagiliyordu. T1 disinda diger ii¢ 6gretmen derslerinde teknolojiyi
kullanarak bir etkinlik yapmadilar. T1 ise kendi bilgisayarin1 ve smifta yer olan
projeksiyon makinasini kullanarak tahtaya bir takim Ornekler yansitti. Yetiskin
o0gretme uygulamalar1 agisindan o6gretmenler herhangi bir etkinlik kullanmadilar ve
dersleri daha kiiciik yastaki 6grencilerle isliyor gibiydiler. Gozlem formunda yer alan

yetiskin 6grenme ilklerinden sadece bir kacini nadiren kullanmislardir.

Grup Toplantilari: ik grup toplantiss OTMG programu gelistirme siirecinin
tanitimini icermektedir. Bu toplant1 6gretmenler kendi sorumluluklar1 hakkinda bir
takim sorular sordular ve bu konuda bilgilendirildiler. Ikinci toplant1 da ise QEdTech
ve PALS sonuglar {izerinden 6gretmenlerin egitim teknolojileri ve yetigkin 6gretim
uygulamalar1 konusunda ki ihtiyaglar1 tartisildi. Thtiyaglar iizerine konusmadan dnce
ogretmenler kendi okullarinda karsilastiklar1 bir takim sorunlardan bahsettiler. Bu
sorunlardan yola ¢ikarak Ogretmenler genel olarak yetiskin 6grencilerin 6zellikleri
hakkinda ¢ok fazla bilgi sahibi olmadiklarini ve onlarla ne tarz etkinlikler
yapabileceklerini bilmediklerini belirttiler. Egitim teknolojileri iginse anketteki
sosyal medya araclarinin dikkatlerini ¢ektiginden, sosyal medyayr giinliik
yasamlarindan kullandiklarindan ama smif i¢i etkinliklerde kullanmay1 hig
diistinmediklerinden bahsettiler. Bu nedenle ii¢iinii toplantida da bu konuda uzman
birisinin onlara sosyal medyayr smif i¢i etkinlerde nasil kullanabileceklerini
anlatmalarin1 istediler. Son olarak, dordiincli toplantida yetiskin 6grencilerin
ozellikleri ve yetiskin 6gretim uygulamalar ile ilgili etkinlikleri bir bagkasinin onlara

Ogretmesini istediler.

Mesleki Gelisim Programlar1 icin Ogretmen Gériisleri: Yari-yapilandirilmis
goriisme formu kullanilarak 17 6gretmen ile yapilan goriismeler icerik analizi
kullanilarak incelenmistir ve dort ana baglik altinda raporlanmistir. Bu basliklar
OTMG siireci ile ilgili genel goriisler, egitim teknolojileri iizerine olan mesleki
gelisim programi, yetiskin 0gretim uygulamalar1 iizerine olan mesleki gelisim

programi ve Onerilerdir.

OTMG siireci ile ilgili olarak dgretmenler genelde olumlu goriisler bildirmislerdir ve

bircogu bu etkinligi bilgilendirici ve faydali bulduklari i¢in ileride tekrar bu tarz bir
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etkinlige katilmak istediklerini belirtmislerdir. Ogretmenlerden T3 bu goriisleri su

sekilde 6zetlemistir;

Bizim en biiyiik sorunlarimizi daha resmi bir sekilde tartigabilme
olanagi bulmamiz ve bunlar1 ¢6zmeye ¢alismamiz bizim i¢in ¢ok
biiyiik bir firsat oldu. Bu konular1 6gretmenler odasinda siklikla

tartisirdik ama bu tartigmalar giinliik konusmalarimizdan fazlasi

degildi.

Goriismeye katilan ogretmenlerden besi 40 yildan fazla bir siiredir 6gretmenlik
yapmaktaydilar ve ilk defa bdyle bir etkinlige katilmis olduklarini belirttiler. Genel
olarak, bu kadar yil deneyimden sonra bile 6gretim konusunda bilmedikleri birgok

seyin oldugunu nasil fark ettiklerini anlattilar. T4 bu goriisleri su sozlerle 6zetledi;

Bu, benim 6gretmenlikte 45. yilim ve 6grenmem gereken daha ne
kadar ¢ok sey oldugunu fark ettim. Ogretmen olarak biz de yetiskin
ogrencileriz, 45 yillik deneyimim degerlidir, ama yeni fikirlere de

acgik olmaliyim. Benim i¢in bu miikemmel bir firsatti.

Goriismeye katilan 6gretmenler sosyal medyay1 6gretimde kullanma ile ilgili mesleki
gelisim programi hakkindaki goriislerini de belirttiler. Hepsi bu 4 saatlik programi
cok faydali ve ilgin¢ bulduklarint belirtti. Katilimeilarin her biri kendi alanlarim
dikkate alarak bu programi degerlendirdiler ve sosyal medyay1 kendi derslerine nasil

entegre edebileceklerini anlattilar. T2 sunlar1 sdyledi;

Sosyal medyay1r kullanmanin bu yonii hakkinda bilgi sahibi
olmaktan gercekten keyif aldim. Ogrencilerimle birlikte, iinlii
sairlerimiz veya yazarlannmiz i¢in Instagram veya Twitter
hesaplarimi  olusturabilecegimizi diisiindim. Sonra, onlarin
eserlerini bu hesaplardan paylasabiliriz ve bunun 6grencilerim igin

cok ilging ve eglenceli olacagindan eminim.

Ogretmenler sosyal medya konusunu cok ilging bulmus olsalar da, siniflarinda
kullanmak adina baz1 tereddiitlerini de dile getirdiler. T6 bu 6gretmenlerden biriydi

ve diger 0gretmenlerin tereddiitlerini de su sekilde 6zetledi;
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Gilinlik hayatimda hi¢ bir zaman hicbir sosyal medya aracim
kullanmadim. Onu 6gretimde kullanma fikri benim i¢in ¢ok garip.
Onlart egitimde nasil kullanacagimi 6grendim, ¢ok karmagik
degiller ama onlar1 dersime entegre etmeye ne zaman hazir

olacagimi bilemiyorum.

Yetigkin O6gretim uygulamalar1 ile ilgili mesleki gelisim programi hakkindaki
goriislerini belirten 6gretmenler bu 4 saatlik programi farkli nedenlerle ¢ok yararh
bulduklarim belirttiler. T16, yetigkin 6grencilerle ilgili daha fazla sey 6grenmenin,
ogrencileriyle iletisim kurarken kendisini rahat hissetmesini sagladigini sdyledi ve
ekledi;

Hemen hemen tiim Ogrencilerimden daha gencim ve bu konu,
ogrencilerimle gilinlilk konular {izerine konusurken bile beni ¢ok
tedirgin ediyor. Deneyimli O6gretmenlerin benim gibi yeni
o0gretmenlerden daha iyi oldugunu diislinliyorum bu nedenle
yetiskin 6grencilere nasil davranmam gerektigini 6grenmek beni

rahatlatti.

Deneyimli 6gretmenlerden biri (T13), bu gen¢ T16 ile ayn1 goriisleri paylastigini

belirtti ve sunlar1 ifade etti;

Okulumuzda birka¢ gen¢ Ogretmenimiz var ve ¢ogu zaman
ogretmenler odasinda bir araya geldigimizde bizlere onlardan daha
biiyiik olan 6grencilere nasil davranacaklarini soruyorlar. Yetiskin
ogrenciler iizerine olan bu egitimin onlara ¢ok yardimei olacagini

diigiiniiyorum.

Ogretmenlerden 4 tanesi daha once ‘andragoji’ terimini duymadiklarmi ve bu
durumun OAL de g¢alisan ve asil isi yetiskin dgrenciler ile olan 6gretmenler igin

kabul edilemez bir durum oldugunu belirtmistir. T17 bu durumu su sekilde ifade etti;

Bunu belirtmekten utaniyorum, ama ilk kez ‘andragoji’ terimini

duydum. Ben bir 6gretmenim ama ayni zamanda bir 6grenciyim ve
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yetigkin 6grencilere 6gretme hakkinda daha fazla bilgi edinecegim,
bu ylizden bu egitim kendimi bu alanda gelistirmem ig¢in biiyiik bir

adimd.

OBAL deki deneyimli 6gretmenlerin neredeyse tamami, temel bir dgretim ydntemi
olarak sunum yoluyla 6gretim metodunu kullandiklarint kabul ettiler, ¢ilinkii ¢cogu
yetiskinin benzer bir 6grenme tarzina sahip oldugunu ve yetiskin 6grenciler i¢in s6z
konusu materyali sunarken en iyi yontemin bu oldugunu diisiiniiyorlar. Ancak,
mesleki gelisim programinda sozii edilen yetiskin 6gretim uygulamalar1 kendi bakis
acilarindan ne kadar farkli oldugunu gordiiklerini ve bu durumun onlar1 nasil

sasirttigin belirttiler. T8 bu durumu su sekilde 6zetledi;

Yetiskin 6grenciler i¢in 6grenci merkezli 0gretim ydntemlerini
kullanmamiz gerektigini anladim. Yaklasik 45 yil once ders
vermeye basladigimda, simdi modern Tiirk¢ede kullanmiyoruz,
ancak bu yontemi “takrir” olarak adlandirtyorduk. O zamandan
beri isler ¢cok degisti, ama bu y6ntemi kullanmaya devam ettim,
¢linkli bu hem yetiskin 6grencilerim hem de dersimin igerigi i¢in
en iyisi oldugunu disiiniiyordum. Simdi, derslerime entegre
edilebilecek bir¢cok etkinlik oldugunu anladim. Gelecek yillarda
ogretmenlik yapma sansim olursa, kesinlikle bir kismin1 kullanmak

istiyorum.

Goriismenin sonunda dgretmenlerin dnerilerini ve mesleki gelisim programlarinda ya
da genel OTMG siirecinde 1iyilestirilmesi gerektigini diisiindiikleri noktalar
paylagsmalar1 istenmistir. Genel olarak, tim ogretmenler, okullarimin olanaklar
diisiindiiklerinde, programlarda ve genel olarak OTMG siirecinde her seyin iyi
gittigini belirtmislerdir. Ancak, bu tiir bir islemin gelecekteki kullanimi i¢in kiigiik

oneriler eklediler. T10 soyle belirtti;

Ogretim kadromuz, 6gretim deneyimleri konusunda c¢ok farkli,
hem kidemli hem de yeni dgretmenler var. Bu nedenle, 6zellikle
teknoloji ile ilgili ihtiyaglarimiz1 tartisirken, bir anlasmaya varmak
gercekten zordu bu nedenle farkli 6gretmen gruplan igin gesitli

programlar gelistirilebilir.
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Tim o6gretmenlerin goriismelerde belirttikleri bir nokta bulunmaktadir. Neredeyse
tiim 0gretmenler 6grendikleri seyleri uygulama sansi olmamalarinin bu programlarin
eksik yan1 oldugunu belirttiler. Yetiskin O6gretim uygulamalarini derslerine nasil
entegre edebilecekleri egitimlerde tartisilmis olsa da, ders igerigiyle ilgili
tekniklerden en az bir dersin hazirlanmasinin daha faydali olacagini diisiinmiislerdir.

T14 sunu teklif etti;

Mesleki gelisim programlarinin  uygulamaya yoniiniin eksik
oldugunu diistiniyorum. Mesela en azindan bir demo dersi
hazirlamaliydim ve meslektaglarimi veya siz beni gézlemlemeli ve
yorumlarinizi belirtmeliydiniz. Sosyal medya ve yetiskin 6gretim
uygulamalarimi smmif i¢i uygulamalara nasil dahil edecegimi

anlamak benim i¢in daha faydali olurdu.

Ancak, 6gretmenlerden biri (T5) bu noktay1 ele aldi ve biraz daha ileriye tasidi,
ciinkii. OAL 06gretmenlerinin yetiskin 6gretim uygulamalarmi agisindan yetkin

olmalar1 gerektigini vurguladi;

Bence OAL ogretmenleri yetiskin Ogrencilere egitim-dgretim
verebilme sertifikas1 almalidir ¢iinkii bu okullar normal liselerden
tamamen farklidir. Yani, bu durum kiigiik capli mesleki gelisim

programlari ile saglanamaz.

TARTISMA

Rebora (2009) ¢ok sayida mesleki gelisim faaliyetinin oldugunu, ancak bunlarin
¢ogunun beklenen sonuclari alamadigini ya da okul i¢in olumlu faydalar
saglamadigint belirtmistir. Desimone (2009), mesleki gelisim programlarimin iyi
tasarlanmas1 durumunda, hem O&gretmenlerin hem de ogrencilerin basarilarim
arttirdigini belirtmistir. Bu nedenle, 6gretmenlerin mevcut ihtiyaglarini ve sorunlarini
ele almanin Onemini dikkate alarak, Ogretmenler arasinda isbirligini saglamak
amaciyla bu c¢alisma icin OTMG modeli se¢ilmistir. Ayrica, egitim teknolojisindeki

mevcut ilerlemeler ve OAL'lerin benzersiz baglami gz 6niinde bulundurularak
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egitim teknolojilerini kullanma ve yetigkin 6gretim uygulamalarini smif i¢i

etkinliklere entegre etme agisindan 6gretmenlerin ihtiyaglari 6n plana ¢ikarilmastir.

QEdTech kullamlarak elde edilen veriler OAL &gretmenlerinin egitim teknolojileri
bilgi diizeyinin ve sinif i¢i kullanma diizeylerinin olduk¢a diisiik oldugu goriilmiistiir.
Egitim teknolojisindeki gelismelere ragmen, egitim teknolojisinin ¢ok az
kullanildiginin savunan pek ¢ok arastirma calismasi vardir. Ornegin, Cuban (2001),
bilgisayarlarin yaygin olarak satildigin1 ve okullar tarafindan satin alindigini, ancak
ogretmenlerin bu araglar1 beklenen diizeyde kullanmadigini ve 6gretmenlerin giinliik
yasamlarinda bilgisayarlar1 yaygin olarak kullanmalarina ragmen, bunu basarili bir
sekilde derslerine entegre edemediklerini belirtmistir. Cuban’ a bu sorunun iki
onemli boyutu vardir; (1) Ogretmenler, teknoloji entegrasyonu hakkinda net bir
anlayisa sahip degildir ve (2) okullar bu durumda 6gretmenler i¢in gerekli yardimi

saglamamaktadir.

Teknolojiyi saglayanlar ile onu kullanacak olan 6gretmenler arasinda acik bir fikir
ayrilig1 vardir (Lam, 2000). Gegtigimiz on yil boyunca, okullar bilgisayar temelli
teknolojilere biiyiik yatirimlar yaptilar, ancak gercek kullanicilar, Ogretmenler,
ogretmenlik uygulamalar1 i¢in bunlar1 kullanmaya hazir olmadiklarinda, egitim

sistemleri bu yatirimdan faydalanamazlar (Russel, Bebell, O'Dwyer & O'Connor,
2003).

PALS Ingilizceden Tiirk¢e’ ye uyarlanmistir ve dgretmenlerin andragojik bilgilerini
ve smiflarindaki kullanimlarmi degerlendirmek icin kullamlmstir. Olgegin Tiirkce
uyarlamasi arastirmaci tarafindan yapilmis ve Tiirkge versiyonunun pilot uygulamasi
yapilmistir. EFA'"nin sonunda dort faktor belirlenmistir; 6gretimi bireysellestirme,
Ogrenci merkezli 6gretim, deneyimleri géz onilinde bulundurma ve 6grenme siirecine

dahil etme olarak adlandirilmistir.

Ogretimi bireysellestirme faktdriinde elde edilen ortalama puanlara dayanarak, OAL
Ogretmenlerinin, yetiskin 6grenme teorisinde 6nemli bir boyut olan Ogretimin
bireysellestirilmesi konusunda problem yasadig1 sonucuna varilabilir. Ogretim, her

Ogrencinin ihtiyaglari, yetenekleri, 6grenme stili, ilgi alanlar1 ve akademik gegmisine
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odaklandiginda ve her 6grencinin biiyltimesine ve ilerlemesine ortam hazirlandiginda

bireysellestirilebilir (Jenkins ve Keefe, 2001).

Ogrenci merkezli 6gretim faktdriindeki ortalama puanlara dayanarak, &grenci
merkezli egitimin yetiskin 6grenme teorisinin ana kaynagi olmasina ragmen, OAL
ogretmenlerinin 6gretmen merkezli yontemler kullanma egilimine sahip olduklari
sOylenebilir. PALS'!m gelistiricisi Conti (1985), yetiskin egitimi alaninda g¢alisan
Lindeman, Bergevin, Kidd, Houle, Knowles ve Freire gibi yazarlarin yetiskin egitim-
Ogretiminin  temel  varsayimlarinda  bir¢cok ortak  yonlerinin  oldugunu
belirtmektedirler. Hepsi miifredatin  6grenci merkezli olmasi, Ggrencinin
deneyimlerini  yansitmasi, yetiskinlerin kendi kendilerini = yOnlendirmesini
desteklemesi, 6grenciyi ihtiya¢ analizine dahil etmesi gerektigini vurgulamaktadirlar.
Ayrica 6gretmende gergekleri saglayan bir bilgi insan1 yerine bir yol gosterici olarak
hizmet etmelidir. Ancak, bu durum bu c¢alismaya katilan OAL 6gretmenleri ve
OBAL da gozlemlenen dort dgretmen icin gegerli degildir. Gdzlenen dgretmenler
sunum yoluyla Ogretme veya dikte etme gibi Ogretmen merkezli yontemleri

kullanmis ve 6grencilerin katkilarina yer vermemistir.

Diger faktorler ile karsilastirirsak, deneyimleri géz onilinde bulundurma faktoriindeki
ortalama puanlar 3’e ¢ok yakin veya 3’iin lizerindedir. Bu 6gretmenlerin yetiskin
ogrencilerin gecmis deneyimlerinin 6nemi hakkinda farkindalik sahibi olduklar
anlamma gelebilir. Ancak, gozlemlenen dort Ogretmen, Ogrencilerin gec¢mis
deneyimlerine atifta bulunmamistir ve OBAL 6gretmenleri, hem grup toplantilarinda
hem de goriismelerde yetiskin 6grencilerin ge¢cmis deneyimlerinin 6nemini dikkate
almadiklarin1  belirtmistir. Yetiskin Ogrenciler gen¢ Ogrencilerden daha fazla
deneyime sahiptirler ve onlar i¢in deneyimler Ogrenimlerini anlamli hale

getirebilmek i¢in ¢ok onemlidir (Santos, 2012).

Ogrenme siirecine dahil etme faktoriindeki ortalama puanlara dayanarak,
Ogretmenlerin yetigskin 6grencileri 6grenme siirecine dahil etme konusunda isteksiz
olduklar1 sonucuna varilabilir. Bu durum simif goézlemlerinde de gdzlemlenmistir.
Bununla birlikte, yetiskin 6grenciler kendi kendilerini yonlendirirler, bu nedenle
onlar kendi 6grenmelerinin sorumlulugunu almak ve karar verme siirecine katilmak

isterler (Merriam, 2001). Fakat Verlander (1986), 6gretim uygulamalarinin bir
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sekilde 6grencilerin ihtiyaglarina gore tasarlanmasina ragmen, bu ihtiyaglarin 6grenci

yardimi ile belirlenmedigini belirtmistir.

Egitim teknolojisi ve yetigkin 6gretim uygulamalarina yonelik mesleki gelisim
programlari bu ¢alisma ile ilgili literatiir ile uygun olarak ve QEdTech, PALS, simif
gozlemleri ve grup toplantilart sonuglarina dayanarak tasarlanmistir. Geromel (1993)
calismasinda ogrencilerin yetiskin 6gretim uygulamalarina iliskin geri bildirimlerini
sunmus ve dgrencilerin bu tiir etkinlikleri daha anlamli ve faydali bulduklarini ve bu
tir etkinlikleri kullanmalar1 halinde egitimcilerden daha memnun olduklarim
belirtmistir. Bu nedenle, OBAL 06gretmenleri igin verilen yetiskin dgretim
uygulamalarindaki mesleki gelisim programi, oOgretmenler 6grendikleri seyleri
kullanirlarsa, muhtemelen bu durum okuldaki 6grenciler i¢in daha iyi 6grenme ile

sonuclanacaktir.

Calismanin en sonunda OBAL 6gretmenleri hem OTMG programi gelistirme siireci
ile ilgili goriislerini paylagsmislardir. Genel olarak, 6gretmenlerin cevaplari siireg
hakkinda olumludur, ancak gelecekte yapilabilecek bu tarz etkinlikler i¢in
diizeltilmesi gerektigini diisiindiikleri bazi olumsuz noktalar1 da dile getirmislerdir.
Cogu bu etkinligi daha 6nceden sahip olduklar1 bir takim problemleri daha resmi bir
ortamda tartigma firsat1 bulduklarin1 ve bu durumdan ¢ok meniin olduklarini dile
getirmislerdir. Bu, OTMG’nin en etkili 6zelliklerinden biridir ¢linkii egitim, okul
ortaminda uygulandig1 icin, Ogretmenlerin giinliik 6gretmenlik uygulamalar1 ve

problemleri ile ilgilidir (Shohel ve Banks, 2012).

Ogretmenlerin miilakatlarda genel olarak bahsettikleri bir diger konu da OAL
ogrencilerinin  kendilerine 6zgii profilleri olmustur. Ogretmenlerden  biri,
ogrencilerinin hayatinda ebeveyn veya is¢i olmak gibi yetigkin rollerine sahip
olduklarini belirtmis; ancak egitim ortamlarinda gerekli altyapiya sahip olmadiklar
i¢cin tamamen geng 6grenciler olduklarini eklemistir. Bu bizi, Knowles'in yetiskinler
icin andragoji ve cocuklar i¢in pedagoji fikrinin gézden gecirmesine gotiirebilir.
Knowles bunun sonuncunda her iki yaklagimin da duruma bagl olarak ¢ocuklara ve
yetiskinlere uygun oldugunu belirtmistir. Ornegin, bir yetiskin belirli bir konu
hakkinda ¢ok az sey biliyorsa, 6gretmenine daha fazla bagimli olacak, ancak dogal

olarak merakli bir ¢ocuk kendi kendini yonetebiliyorsa 6gretmeninden bagimsiz bir
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sekilde ogrenme gerceklestirebilecektir (Knowles ve ark, 2005). Bu nedenle,
Ogretmenlerin bu durumdan haberdar olmalar1 ve 6grenenlerin 6zellikleri ile ilgili
ayarlama yapmalar gerektigi sonucuna varilabilir. Iste bu yiizden Knowles, 6grenen-
merkezli yontemleri savunurken yapilandirmaci ve andragojik egitimin benzerligine

vurgu yapmistir (Knowles, 1990).

Uygulama i¢in Oneriler: Bu arastirmanin bulgular, yetiskin egitimciler igin
ozellikle de OAL de calisanlar i¢in 6nemli anlamlar tasimaktadir. Ozellikle egitim
teknolojisi ve yetigkin O0gretim uygulamalar1 konusunda mesleki gelisim
programlarina katilan 6gretmenler bu okullardaki egitimin kalitesini arttirabilirler.
Halk egitim merkezleri gibi ¢esitli egitim ortamlarinda bulunan diger yetiskin

egitimciler de bu tiir programlarin uygulanmasindan yararlanabilirler.

Mesleki  gelisim programlarmim igerigi OBAL  &gretmenlerinin  dgretim
uygulamalarim1 g6z Oniinde bulundurularak gelistirilmistir. Ancak, miimkiin
oldugunca c¢ok sayida OAL den veri toplayarak yapilan ihtiyac analizi siirecine
dayanarak tasarlandiklar1 igin, diger OAL'lerde de uygulanabilirler. Uygulanan
mesleki gelisim programlarinin sonucundan en ¢ok yararlananlar ise yine dgrenciler

olacaktir.

Bu caligmada ayn1 zamanda kendileri de birer yetiskin 6grenci olan 6gretmenler icin
hazirlanan mesleki gelisim programinda yetiskin 6grenme teorileri de goz oniinde
bulundurulmustur. OTMG, o6gretmenleri yetiskin ~ 0grenciler olarak kabul
edebilmenin uygun bir yoludur, bu nedenle Ogretmenler i¢in mesleki gelisim
programlar1 tasarlanirken, yetiskin Ogrencilerin ozellikleri ve yetigkin 6grenme
kurami prensipleri gibi durumlar dikkate alimmalidir. Ciinkii literatiirde bir
Ogretmenin iyi bir 6grenme gerceklestirmesi o Ogretmenin Ogrencilerinin de iyi
ogrenmeler gerceklestirmeleriyle baglantili oldugu ¢okca bahsedilmektedir (Guskey,
2002).

Bu ¢aligmanin bir bagka boyutu da teknoloji uygulamasidir. OBAL 6gretmenleri,
hem okulun kendi imkanlarin1 hem de egitim teknolojisindeki eksiklikleri dikkate
aldmislardir ve sonra kendi ihtiyaglarini ve tercihlerini belirlemislerdir. Bu nedenle

gorlismelerde profesyonel gelisim programlarini faydali bulduklarini belirtmislerdir.
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Ayrica, bu mesleki gelisim modeli, her tiir 6gretmenin mesleki 6grenimi igin
planlama cabalarinda kullanilabilir. “Ogretmenler, siif ve 6grenmeyi gelistirmek
icin neyin gerekli oldugunu degerlendirirken danigilan ilk kisiler olmalidir” (Avargil,

Herscovitz & Dori, 2012, s. 54).

fleriki Cahsmalar icin Oneriler: Bu arastirma, OAL'lerde yapilan ilk ¢alismadir.
Aslinda, Tiirkiye'de 6zel aksam liseleri konusu giderek daha fazla insanin is
diinyasinin artan talepleriyle lise diplomasina sahip olmak istedigi icin dikkate
alinmasi gereken 6nemli bir alan haline gelmistir. Eger bir ortaokul mezunu isci
emekli olurken emekli maaginin daha yiiksek olmasini isterse, biiyilik olasilikla lise
diplomas1 almak i¢in bu okullara bagvuracaktir. Bu okullar, bu anlamda pek ¢ok
insan1 ¢ekmektedir ve bu, 6grencilerin profilleri, 6gretim kalitesi, yetiskin 6gretim
uygulamalari, vb. gibi arastirilacak bir dizi alan ortaya koymaktadir. Bu nedenle, bu
calisma bir baslangic noktasi olarak kabul edilebilir ve bu okullarin potansiyelini

arastirmak ve maksimize etmek i¢in daha fazla arastirma ¢aligmasi yapilmalidir.

Bu ¢alisma, hedef okulun mesleki 6grenme ihtiyaglar1 i¢in gegerli olmakla birlikte,
bir karsilastirma yapmak icin diger OAL'lerde de ayni tarz caligmalar uygulanabilir.
Ayrica okul biiytikliigliniin, 6grenci profillerinin ve diger faktorlerin mesleki gelisim
stirecine etkisi gibi diger degiskenler de arastirilabilir. Daha fazla ¢alisma gerektiren
baska bir alan, profesyonel 6grenme ile okul iklimi arasindaki olas1 baglantidir. Bu
calisma, okul ortaminin mesleki gelisim i¢in Onemini ortaya koymustur, ancak

baglantiy1 gostermek icin daha fazla ¢calismaya ihtiya¢ duyulabilir.

Goriisme boliimiinde OBAL dgretmenlerinin ¢ogu, uygulama boliimiiniin mesleki
gelisim programlarinda eksik olduguna dikkat cekmistir. Zaman kisitlamalar
nedeniyle mesleki gelisim programi sonrasi smif goézlemi ¢alismadan ¢ikartilmistir.
Bu nedenle, uygulanan mesleki gelisim programlarinin 6gretmenler iizerindeki olasi

etkilerini ortaya ¢ikarmak ic¢in daha ileri caligmalar yapilabilir.
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