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Bas Editorden

Egitim Programlari ve Ogretim alaninda gelisen, déniigen ve dénustiren bir dergi
olma idealine sahip olan ‘IJOCIS’ TR Dizin ve diger bazi indekslerce taranmaktaydi.
Bunlara ek olarak, yaptigimiz bagvurular Uzerine Turkiye'de Egitim Bilimleri Temel
Alani i¢in dogentlik alan indekslerinden sayilan ‘Education Resources Information
Center’ (ERIC) tarafindan 2018 yilindan itibaren taranmak Utzere davet aldik. Pek
yakinda guncel listede yerimizi alacagimiz bildiriimigtir. Bu gelismeyle birlikte
dergimize yuklenen makale sayisinda artis oldugunu da memnuniyetle belirtmek
isterim.

2021 yihinin ikinci sayisini yayimladigimiz “Uluslararasi Egitim Programlari ve
Ogretim Calismalari Dergisi’nin 11. Cilt 2. sayisinda yayimlanan makalelere
bakildiginda ‘hizmet ici egitim programi gelistirme, matematik kaygi incelemesi,
kapsayici egitimde yasanan sorunlar, pandemi surecinde yuksekogretim
ogrencileri, pandemi surecinde ogretmen rolleri’nin incelendigi nicel-nitel alan
arastirmalarinin yaninda; ‘tasarima dayali anlama modeli ve ders imecesi'ne
yonelik iki meta sentez ¢alismasi ve bir de ‘egitim programi kuramlari’ Uzerine bir
derleme galismasina da yer verildigi gorulmektedir.

Bu saylya katkida bulunan tim yazarlarimizi ¢galismalarindan dolay! tebrik ediyor ve
bagarilarinin devamini diliyorum. Ayrica basta Egitim Programlari ve Ogretim
alanindan hakemlik tekliflerimizi geri g¢evirmeyip, makaleleri titizlikle inceleyen
alanlarinda uzman tum akademisyenlerimize ve editorler kuruluna bu sayinin
hazirlanmasi i¢in yapmis olduklari 6zverili katkilarindan dolayi tesekkir ederim.

IJOCIS dergimizin daha nitelikli ve taninir veri tabanlarinda dizinlenmesi igin her
zamankinden daha fazla titizlik, ciddiyet ve tutarlilik icinde c¢alismaya devam
ediyoruz. Egitim Programlari ve Ogretim alaninda calisan Ulkemizdeki ve diinyadaki
tum egitimcileri dergimize bilimsel niteligi yuksek ve 6zgun ¢aligmalar gondermeleri
icin gagrida bulunuyoruz.

Esenlik dileklerimle.

Prof. Dr. Kerim GUNDOGDU



From the Editor-in-Chief

'IlJOCIS', which has the ideal of being a developing and transforming journal within
the field of Curriculum and Instruction, has been indexed by TR Dizin and different
education indexes. In addition, upon our applications, we were invited to be indexed
by the 'Education Resources Information Center' (ERIC), which has been
considered as one of the associate professorship promotion indexes for
Educational Sciences in Turkey, since 2018. Soon we will take our place on the
updated list. With this progress, there has been an increase in the number of
articles uploaded to our journal.

In the 11" volume of the 2" issue of the "International Journal of Curriculum and
Instructional Studies", which we published in 2021, quantitative and qualitative field
studies on ‘in-service training program development, mathematics anxiety analysis,
problems in inclusive education, higher education students during the pandemic
process, examining the roles of teachers in the pandemic process’ as well as two
meta-synthesis studies on ‘design-based understanding model and lesson study’
and a review study on ‘curriculum theories’ have taken place.

We congratulate all the authors who contributed to this issue for their work and wish
them continued success. In addition, | would like to thank all our academicians who
are experts in their fields, who do not reject our review assignments from the field
of Curriculum and Instruction, and the editorial board, who meticulously examine
the articles, for their devoted contributions to the publication of our journal.

We continue to work with more diligence, seriousness and consistency than ever
before so that our IJOCIS journal is indexed in more qualified and recognizable
databases. We invite all educators working in the field of Curriculum and Instruction
in our country and around the world to submit original and scientific studies to our
journal.

With my best regards. 5
Prof. Dr. Kerim GUNDOGDU

Vi
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Peer bullying is a problem that is difficult to notice and is increasingly
affecting the health of society. Responding to peer bullying requires the
determination and intense effort of school administrators, teachers,
parents, and other school staff. Teachers who feel more competent about
bullying are more likely to intervene in situations of bullying and
victimization situations. However, many teachers have difficulty
diagnosing bullying, do not know how to cope with bullying, or have
trouble applying coping methods. This study aims to introduce the in-
service teacher training program to prevent peer bullying. This program
was developed using a problem-centered education program design. The
content was determined with a thematic approach. The values
emphasized by this program, the tools and methods it proposes, and the
outcomes of the program reflect the progressive and existentialist
perspectives. As a result of the evaluation of the program, it was seen
that the in-service training program effectively improved teachers'
competencies by increasing their awareness of peer bullying and
combating bullying. It is recommended that future studies should be
conducted in broad scope, including developing the competencies of
teachers in dealing with cyberbullying that increased during online
education.

To cite this article: Taneri, P. 0., Ozbek, O. Y., & Akduman, N. (2021). In-service teacher training
program development study to prevent peer bullying. International Journal of Curriculum and
Instructional Studies, 11(2), 147-166. DOI:10.31704/ijocis.2021.008

Introduction

Today, school violence, especially peer bullying, which is frequently emphasized to prevent and
reduce, continues to be a global problem. Large-scale international studies conducted in recent years
(Organisation for Economic Co-operation and Development [OECD], 2017; United Nations
International Children's Emergency Found [UNICEF], 2018; Yildirim, Ozgiirliik, Parlak, Génen & Polat,

! This article is produced from the project numbered 'EF150219B08: Is It Possible to Cope With Peer Bullying? Development
of a teacher program to prevent bullying'. Cankiri Karatekin University Scientific Research Projects Commission.
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2016) reveals that bullying, especially among primary and secondary school students in Turkey, is an
undeniably widespread problem. Bullying is the deliberate and regular use of force, coercion,
psychological or physical harm, or threatening by an individual to behave aggressively towards,
dominate or suppress another individual they consider less powerful than themselves.

Exposure to bullying negatively affects the psychological, social, spiritual, and emotional state of
the individual in childhood, youth, and even adulthood for a long time. Studies in both education and
psychology show that bullying causes many health problems and mental problems in victims, bullies,
and bystanders (Alikasifoglu & Ercan, 2007; Copeland, Wolke, Angold & Costello, 2013; delara 2016;
2019; DeVooght et al., 2015; Espelage, Hong & Mebane, 2016; Lehti et al., 2011; Lereya, Copeland,
Costello & Wolke, 2015; Ttofi, Farrington, Losel & Loeber, 2011; UNICEF, 2018). Regardless of role,
being involved in a bullying situation can increase the risk of developing psychotic experiences during
adolescence (Wolke, Lereya, Fisher, Lewis & Zammit, 2014). Both short-term and long-term adverse
effects of bullying on the health and behavior of the three actors-bully, victim and bystander - involved
in the bullying incident are summarized below.

The Effects of Bullying on Victims, Bullies, and Bystanders

Victims of bullying often experience low academic achievement, higher rates of depression,
decreased self-esteem, and difficulties with lifelong interpersonal relationships. Victims may also show
disappointment, anger, and aggressive behavior. In addition, the physical health of children exposed
to bullying is adversely affected (Bogart et al., 2014). Baldwin, Arseneault and Danese (2015) state that
children who experience continuing bullying experience more obesity problems. Victims may also have
sleep disorders, gastrointestinal problems, headaches, palpitations, and chronic pains (Chen, Chen,
Zhu, Chan & Ip, 2018; Ford, King, Priest & Kavanagh, 2017; Gini & Pozzoli, 2013; Hunter, Durkin, Boyle,
Booth & Rasmussen, 2014; van Geel, Vedder &Tanilon, 2014).

Children who bully are at higher risk of developing psychosomatic disturbances (e.g. aches and
pains, insomnia, indigestion) than peers who do not bully (Gini & Pozzoli, 2009). Bullies are more prone
to commit suicide than individuals who have never been involved in bullying, and children displaying
bullying behavior have a greater risk of developing depression (Roland, 2002). According to
psychopathology, which examines the causes, development, course, classification and treatment of
mental disorders, bullying is one of the lowest level disorders. Bullies have a purpose (e.g. to hurt
someone, to become more popular, to achieve and/or maintain hegemony) and for this purpose they
plan how to attack their victims, that is, they use aggression instrumentally (Rodkin, Espelage & Hanish,
2015; Vaillancourt, Hymel & McDougall, 2003).

Studies show that, as well as victims and bullies, bystanders/witnesses/viewers may also be at
psychological risk. Bystanders' physical health, mental health, and even academic success are affected
by the bullying incident (Polanin, Espelage & Pigott, 2012). Witnessing bullying causes many emotions
and stress that can harm the bystander, such as anxiety, fear of uncertainty, and guilt (Sprigg, Niven,
Dawson, Farley & Armitage, 2019). Students who witness bullying avoid intervening and helping out
because they may become victims, and the bully might retaliate (Musher-Eizenman et al., 2004;
Unnever & Cornell, 2003).

The problems caused by the exposure of bullying events are not limited to school life, on the
contrary, the negative effects of bullying last throughout the lives of individuals and negatively affect
public health (Copeland et al., 2013; Wolke et al.,, 2015). The fact that bullying has negative
consequences, up to the suicide of the individual, makes bullying a syndrome in schools (Yaman, Eroglu
& Peker, 2011; Yelboga & Kogak, 2019). Since peer bullying is a complex and increasing problem, the
assumption that bullying is a harmless and insignificant situation arising from the nature of childhood
and ignoring its adverse effects can cause irreversible social problems. Training programs are
developed and implemented in many countries to prevent, reduce and combat bullying.
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School-Based Anti-Bullying Programs

The international literature shows that school-based anti-bullying programs effectively reduce both
bullying and victimization of bullying (Gaffney, Ttofi & Farrington, 2019; Salmivalli, Poskiparta, Ahtola
& Haataja, 2013; Thompson & Smith, 2014). Anti-bullying programs are widely implemented in public
schools in Australia and the United States in many European countries, especially in Scandinavian
countries (Finland, Norway), Greece and Italy. Norwegian researcher Olweus was the person who
carried out the first systematic study of the bullying intervention program in the 1980s. The Norwegian
Government supports this program aims to decrease bullying by rearrangement school classes and
reward positive behavior. The KiVa program used in Finland, on the other hand, uses virtual learning
methods and assigns students who defend victims and stand up to bullies as high-status peers
(Thompson & Smith, 2014).

Violence and peer bullying in schools has become a national problem in Turkey.The Turkish Ministry
of National Education (MoNE/Milli Egitim Bakanhgi [MEB]) issued circulars in 1995, 2003, 2005 and
2006 to prevent violence in schools. In line with the 2006 circular, a "Committee for the Prevention of
Violence" was established in each school in order to develop action plans for the prevention of violence
(MEB, 2014). When the literature examined, it has been recognized that the number of studies on
combating bullying in Turkey is limited, and primarily experimental studies are based on small samples
and there are initiatives at a local level (Délek, 2002; Karatas, 2011; Kartal & Bilgin, 2007). In 2013,
Ankara-Cankaya Counseling Research Center attempted to initiate a national anti-bullying program.
However, this program could not be successfully implemented, as comprehensive training for teachers
and guidance counselors could not be provided and the content of the program could not be
determined precisely (Ertung, Yogev & Kilig, 2013). Although peer bullying in schools is seen as a
fundamental problem in the Turkish Education System, action plans could not be implemented at the
national level, and teachers were not provided with adequate support in this regard. VSC bullying
prevention is an evidence-based prevention program that promises success, but it is suitable for
secondary school level (Dogan et al.,, 2017). The increase in violence in schools makes these
institutions, not places where safe education can be obtained (MEB, 2015).

Preventing or reducing peer bullying requires the commitment and intensive effort of school
administrators, teachers, parents, and other school staff. Bullying will continue when any bullying
prevention/response program is implemented without adult leadership. Bullying cannot be addressed
as an individual's self-regulation, so adult involvement and emphasis are required. Adults are the
cornerstone of combating bullying. They are effective both in developing the bullying prevention
program, implementing the program, and reinforcing students' positive attitudes towards bullying
(Padgett & Notar, 2013).

On the other hand, when adults view bullying as part of development, normalize and ignore it, the
likelihood of bullying increases. The lack of awareness of adults about peer bullying and their
incomplete or misconceptions about the nature and extent of bullying makes it difficult to identify and
prevent cases of bullying. According to (Brendtro, 2001) most teachers (96%) ignore subtle forms of
aggression (such as verbal bullying) even if they notice the behavior, hoping or thinking that students
will solve the problem on their own. If adults at school underestimate, ignore, or tolerate bullying, it
causes victims to adopt the unspoken message that adults underestimate their worth and bring that
message to maturity (Clarke & Kiselica, 1997).

In other words, bullying incidents result more negatively when parents ignore the problem and tell
children to stop spying or solve the problem on their own (Davis & Nixon, 2011). Similarly, Yoon and
Bauman (2014) state that teachers have an important responsibility in the management of classroom
bullying. Teachers must not underestimate the seriousness of reported or observed bullying to
identify, reduce and solve the verbal and nonverbal bullying (Rose, Monda-Amaya & Espelage, 2011).

However, teachers have difficulties identifying/diagnosing bullying and do not know how to cope
with bullying, and even if they do, they have problems applying these methods (Mishna, Scarcello,
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Pepler, & Wiener, 2005). The fact that bullies are attractive members of the peer group or rank high in
valued qualities and competencies such as being good athletes (Farmer, Estell, Bishop, O'Neal & Cairns,
2003; Kaloyirou & Lindsay, 2008; Rigby & Slee, 2008; Vaillancourt et al., 2003) makes it difficult for
teachers to identify/ diagnose bullies. Teachers do not know the methods of coping with bullying, and
even if they do, they have problems applying these methods. Since some bullies are loved/famous
students at school or classroom, teachers sometimes fail to recognize their bullying behaviors orignore
the behaviors of these students (Hammel, 2008). In addition, although teachers can easily recognize
physical and direct bullying because it is visible, they have trouble recognizing indirect bullying
(Dedousis-Wallace & Shute, 2009). The fact that bystanders as well as the bullies and the victims in the
bullying cases make these events even more complicated. Therefore, teachers feel perplexed,
uncertain of what to do, and behave inefficiently (Gerber & Solari, 2005).

The literature shows that teachers intervene more when they believe they can reduce bullying
(Duong & Bradshaw, 2013; Williford & Depaolis, 2016; Yoon & Bauman, 2014). It is vital to involve
teachers in programs or studies that try to comprehend and stop bullying (Bauman, Rigby & Hoppa,
2008; Kochenderfer-Ladd & Pelletier, 2008) because when it comes to lack of education, knowledge,
or competencies, teachers are unsuccessful in struggling with bullying (Fekkes, Pijpers & Verloove-
Vanhorick, 2005).

Han and Weiss (2005) state that teachers' self-efficacy, the level and type of education they receive,
and their perceived efficacy beliefs affect their adoption and use of intervention methods aimed at
behavioral and emotional change of students. Teachers become more effective and confident in
dealing with victimization issues, especially if they deal with bullying issues and actively participate in
prevention projects. In this respect, the study aims to introduce the bullying prevention in-service
teacher training program, developed to support teachers and school staff who want to uncover the
frequency, type, and causes of bullying in schools, seeking ways to create a peaceful classroom and
school atmosphere to enhance a safer learning and teaching process.

In-Service Teacher Training Program to Prevent Peer Bullying

Teachers should consider themselves competent to determine the frequency and types of peer
bullying events in schools and intervene in peer bullying. When teachers feel knowledgable and
competent about bullying, they are more likely to intervene in situations of bullying and victimization
situations. Teachers can develop their competencies through unique training opportunities that focus
on identifying the bullying situation, highlighting the dynamics of the problem, and offering the best
intervention strategies (de Luca, Nocentini & Menesini, 2019). Taneri, Ozbek, and Akduman (2020)
developed an in-service teacher training program within the scope of the Scientific Research Project
to improve teachers' competencies in combating peer bullying. The program development process is
described in detail below:

Method

Development Process of In-service Teacher Training Program to Prevent Peer Bullying

The development process of In-service Teacher Training Program to Prevent Peer Bullying involves
the selection of objectives (outcomes), content, learning, and teaching experiences (e.g., teaching
methods, techniques, and materials), as well as organizing and evaluating these experiences to reveal
how effective they are in achieving the set goals. As this program aims to provide teachers with
knowledge and experience on dealing with and solving peer bullying, care has been taken to make it a
flexible and inclusive program that emphasizes social justice, democratic lifestyle, equality, and social
peace, and is open to change.

Problem-centered curriculum design was used in the development of the in-service teacher training
program. Learning, which is an integrated, active, and constructive process, is not independent of
social and contextual factors (Vasuthavan & Kunaratnam, 2017). Problem-centered curriculum design
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is a design that "...empowers learners to research, integrate theory and practice, and apply knowledge
and skills to develop a viable solution to a defined problem" (Savery, 2006, p.12).

While determining the components of the in-service teacher training curriculum for the prevention
of peer bullying, the social processes and social relations that have the potential to affect peer bullying
were examined by making use of the findings of both sociology, psychology and educational sciences.
In this context, theories about child development, violence and peer bullying from sociological
perspective, school climate and exposure to bullying are discussed. In addition, current research on
the relationship between staying together, developing a peaceful, safe and meaningful society,
inclusive education, democratic education, effective learning-teaching principles, behavior and
classroom management, conflict resolution methods, and effective bullying intervention programs is
reviewed.

This training program aims to help teachers develop skills that can be transferred to the natural
classroom environment, take the initiative to prevent bullying, and become a part of the solution. In
this respect, while designing the learning and teaching component of the curriculum, the training
needs of teachers were taken into account. Teachers need a new political and pedagogical language
to address the problems facing schools. In this respect, this training program has been designed with
the critical perspective defined by Giroux (2004). In other words, this training program aims to provide
teachers with the skills, knowledge, and competencies they need to create a peaceful environment at
school, recognize exclusionary and discriminatory behavior patterns, and fight bullying in school and
the classroom, and act accordingly.

In-Service Teacher Training Program to Prevent Peer Bullying is expected to help teachers accept
their responsibilities in reducing and preventing bullying and how the methods used in responding to
cases of bullying affect the course of bullying. The curriculum development process took about three
years. It includes one year of preparation and literature review, one year of needs analysis,
development and determination of teaching materials, and one year of implementation and evaluation
of the program's impact. The steps of the development process of the In-Service Teacher Training
Program to Prevent Peer Bullying shown in Figure 1 are explained in detail below:

Rearrangement reparation of
f the curriculum he curriculum

Evaluation of the mplementation of
curriculum the curriculum

Figure 1. Curriculum development process
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Stage I: Planning the Curriculum

This study started with examining the literature on the increase in bullying events in schools in
Turkey. The literature on the increase in peer bullying incidents and intervention studies in Turkey and
the world was reviewed, and it was seen that the role of adults, especially teachers, was emphasized
in the success of intervention programs. In order to determine the need for a teacher training program
for the prevention of peer bullying, participants of this study were determined by the convenience
sampling method. In convenience sampling, members of the universe are sampled because they are
"convenient" data sources for researchers. In other saying, convenience sampling is a non-random or
nonprobability sampling in which the members of the population planned to be reached are selected
as suitable for the study if they meet predetermined criteria such as convenience at a specific place, a
particular time, easy accessibility, geographical closeness, or eagerness to volunteer (Lavrakas, 2008).
In this study, schools close to the institution where the second researcher works were selected. In the
telephone interview with Cankiri Provincial Directorate of National Education, three primary schools
with the highest number of students and guidance teachers in the city center were determined. So as
to increase the generalizability of the research findings, the only private school in the province was
included in the study. The study group of this research consists of 115 participants working in three
public primary schools and a private school in the Cankiri province. The participants consist of 99
classroom teachers, 14 school counselors, and two school administrators. Most of the participants
(89%) work in public schools.

A work schedule was developed by establishing a program development team for preventing peer
bullying. The planning stage is shown in Figure 2.

Figure 2. The Planning Stage of Curriculum development process

In order to establish the objectives of the in-service teacher training program realistically, a needs
analysis was conducted through interviews with teachers, school administrators, and school
counselors, unstructured observations, document analysis, informal discussions, and conversations. In
addition, the current situation regarding the handling of the issue of peer bullying has been examined.
First, the national and international literature on the definition, types, causes, and consequences of
peer bullying was reviewed (Arslan, 2015; Cankaya, 2011; Délek, 2002; Karatas, 2011; Kartal & Bilgin,
2007; Piskin, 2010; Unalmis & Sahin, 2012). Then, peer bullying intervention programs were examined,
and the characteristics of successful programs were reviewed. There are many different bullying
intervention methods in the literature, but according to Taneri, Ozbek and Sahin (2019), the most
commonly used bullying methods are school-based, peer-supported, and group intervention methods.
As a result of the literature review, it was seen that the programs in the fight against bullying, which
focused on a single actor of bullying, were unsuccessful.

As a result of the literature review, it has been revealed that the characteristics of successful
intervention programs are as follows: having a school-wide approach, evaluating bullying frequently
(e.g., administering an anonymous bullying survey to students), involve staff and parents in the new
bullying program, creating a team for coordination, providing leadership for implementing a bullying
program, adopting an anti-bullying policy at school, establishing and enforcing school rules, and having
supervisors where bullying occurs most often, conducting follow-up meetings to determine the
effectiveness of the implementation of the bullying prevention program, and integrating the bullying
program into the curriculum (Bossenmeyer, 2014; Olweus, 1993; Wang, Berry & Swearer, 2013).
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Stage Il: Preparation of the Curriculum

The determination of the program's objectives (outcomes), content, teaching methods, techniques
and materials, and evaluation methods was realized at this stage. Philosophy is the beginning of the
decision-making process regarding the curriculum and is the basis for all subsequent decisions
regarding the curriculum (Goodlad, 1979). In this respect, the values emphasized, the tools and
methods proposed, and the outcomes of the curriculum were determined to reflect the progressive
and existential perspective. In this curriculum developed with a thematic approach, emphasis is placed
on the importance of change, individual differences, learning by doing-living and lifelong learning,
critical thinking, group work, collaborative learning, development of social skills, adoption of
democratic values, and the emancipation of individuals. However, the freedom mentioned here
focuses not only on the free choices of the individual but also on being an individual who feels
competent and autonomous in the face of social problems. Since the target audience of the training
program is teachers, care has been taken to ensure that it is a curriculum that can respond to individual
differences, needs, attitudes, values, beliefs, and interests of the teachers are connected with real-life
experiences. They are consistent and compatible with working conditions.

In line with the needs determined in the planning phase of the curriculum, it was foreseen which
issues should be included in the in-service training program. In the In-Service Training Program, which
is planned to last for three days, 26 outcomes are planned to be achieved in 6 lesson hours per day (18
lesson hours in total) (Table 1).

The content of the training program includes (1) raising awareness about peer bullying, (2) types of
peer bullying, (3) national and international statistics on peer bullying, (4) definition of peer bullying,
(5) well-known mistakes about peer bullying, (6) introduction of bibliotherapy as an intervention
method with peer bullying, (7) sample bibliotherapy applications, (8) integration of bibliotherapy
method with the official curricula of the Ministry of Education, (9) introduction and design of teaching
materials to be used in the classroom to recognize and prevent peer bullying, and (10) introducing the
primary school education program to prevent peer bullying.

In the literature examined while preparing the learning-teaching activities of the curriculum, it was
seen that the widely used approaches in adult education programs are self-directed learning (Tough,
1971), andragogy (Knowles, 1988), perspective transformation theory (Mezirow, 1978); and
experiential learning (Candy, 1980). Considering that each of the teachers participating in the training
program has different learning styles, the focus has been on providing various ways to ensure that all
teachers achieve the program's goals. The curriculum included creative drama and bibliotherapy
activities that allow participants to choose activities according to their learning styles and preferences,
share and provide mutual assistance, require active participation such as creating and producing ideas
and behaviors and provide feedback. Bibliotherapy and creative drama are effective methods in
combating peer bullying (Taneri, Ozbek, Sahin, & Akduman, 2019). In this respect, besides traditional
teaching methods like a lecture, question, and answer), creative drama techniques such as warm-up
games, still images, creative writing, animation, painting, and group work were frequently included in
this curriculum. Although the most valuable teaching material used in the activities is the imagination
and creativity of the participants, background cardboard, crayons, different sized papers, scissors,
videos on peer bullying, picture books, and PowerPoint presentations were also used.
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Table 1. Outcomes of In-service Teacher Training Program for Preventing Peer Bullying

Day Hours  Outcomes
1. Explains the basic concepts of peer bullying.
2. ldentifies three essential elements (willfulness, power imbalance, and
persistence) that determine a behavior as bullying.
3. Defines the actors involved in peer bullying (bully, victim, audience).
4. Defines the types of peer bullying.
5. Realizes the frequency of peer bullying.
1 Six 6. Gives examples from his own life about peer bullying.
7. Discusses the well-known mistakes of peer bullying.
8. Explains the difference between peer bullying and violence.
9. Realizes the areas where peer bullying occurs most frequently in
school/classroom.
10. Determines the precautions to be taken in the areas where peer bullying
occurs most frequently in the school/classroom.
1. Discusses the reasons for peer bullying.
2. Realizes the behavioral, psychological, and physiological effects of peer
bullying.
3. Realizes the victimization of students who are exposed to peer bullying and
watching.
4. Explains the ways of compensating students who are exposed to peer bullying
2 Six and watching.
5. Discusses the features of peer bullying prevention programs.
6. Defines the stages of the bibliotherapy method.
7. Realizes how to use the bibliotherapy method to prevent peer bullying in the
classroom.
8. Discusses the ways of integrating the bibliotherapy method with the official
curricula of the Ministry of Education.
1. Defines the teacher's responsibilities in dealing with peer bullying.
2. Plans activities that will develop conscious awareness of peer bullying in
students.
3. Prepare activities for selected storybooks using the bibliotherapy method to
prevent peer bullying.
4. Designs materials to increase awareness of peer bullying (various poetry,
3 Six poster, slogan, billboard).
5. Compares the physical and emotional characteristics of the actors involved in
peer bullying.
6. Examines the Primary School Peer Bullying Prevention Curriculum. *
7. Examines the storybooks recommended to be used in the Primary School Peer
Bullying Prevention Curriculum.*
8. Willing to implement the Primary School Peer Bullying Prevention Curriculum*

in his/her classroom.

*The curriculum in question was developed by the researchers who wrote this article.

This curriculum's measurement and evaluation dimension, which was prepared with a problem-
centered approach, was inclusive. During the evaluation of the teachers' level of reaching outcomes
determined in the curriculum, the focus was on the process rather than the product. In this respect,
”...the participants were encouraged to express themselves by establishing an effective communication
and planning their future learning by recognizing their strengths and weaknesses” (Taneri, 2019,
p.105). Therefore, alternative assessment methods and techniques such as self-assessment, poster

154



International Journal of Curriculum and Instructional Studies, 11(2), 2021, 147-166 Taneri, Ozbek, & Akduman

preparation, exhibition, creative writing, which are more inclusive, are used instead of traditional
assessment methods.

Stage llI: Testing the Curriculum

A prepared teacher training program was implemented between 19-21 November 2019 with 115
participants, consisting of classroom teachers and guidance counselors from four primary schools (3
states and one private) selected from Cankiri province. This in-service training program, which aims to
support teachers' professional development, aims to create a flexible and sensitive space of trust and
respect that encourages participants to think about, assimilate, practice, and try out strategies where
they can explore and share. The theoretical and application-based content of the training program has
been arranged in a balanced way. The program's theoretical parts were carried out using traditional
teaching methods with the joint participation of all participants, and the application parts were carried
out in different sessions by dividing the participants into two groups. Each program session is planned
as a 40+40-minute block schedule and six lessons a day with 10-minute intervals. The program was
implemented between 09.00-13.30 hours (approximately 4.5 hours), and training lasted three days.

Interactive lessons include bibliotherapy, creative drama, group discussions, and practice
opportunities. The knowledge and skills obtained from the sessions were reviewed by discussing the
experiences of the participants. In the last session, participants were asked how they plan to integrate
peer bullying intervention strategies into their curriculum in the in-service training program.

Stage IV: Impact Evaluation of the Curriculum

In the evaluation of the curriculum, it was focused on whether there was a change in teachers'
conceptualization of peer bullying and their strategies to prevent bullying, their views on the content
of the in-service training program, how they experienced the implementation of the curriculum,
changes they made in classroom practices, changes in student experiences and changes in the school.

After the curriculum was implemented, individual and small group interviews were done with the
participants, and their opinions about the program were determined. In addition, art-based data such
as poetry, painting, story, and animation were collected to determine participants' awareness of peer
bullying during creative drama activities. In addition, the participants were asked to write the most
liked, disliked, and most curious aspects of the program. Participants were asked for their opinions on
the prevention of peer bullying in the arts-based activities implemented during and after the program
was completed. It was observed that the training program increased teachers' awareness of bullying
and their self-confidence in organizing classroom activities to prevent bullying. As can be seen from
the examples below from the poems that the teachers wrote together, after the training, the teachers
were able to express the actors, types quickly and likely consequences of bullying, the places where it
was most frequently experienced, and the three criteria to be considered for an event to be called
bullying:

Bullying*

The three actors in bullying are

the bully, the victim, and the bystander,

What separates bullying from fighting is
persistence, willingness, and an imbalance of power.

Bad words hurt more than slaps and kicks,

Wounds are invisible from the soul of the kids,

It was a child fight that that was over.

It will be surprising to see the child start biting nails,
not wanting to go to school.

It would be deceiving to underestimate bullying.

Bullying is hard to see,
The most common place is the secret corridor,
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Pushes, pokes, pulls bullies,
If the bystanders do not support,
the victims are doomed to be saddened and crushed.

*Note: The lines and stanzas in the poems written by different participants were combined. Some
rhymes have been lost because they were translated from Turkish.

Pictures 1 and 2 are example drawings of the participants during the in-service training activities.
These illustrations show the emotions of the three actors of bullying —the bully, the victim, and the
bystander. In these drawings prepared during bibliotherapy activities, Pako represents the victim and
Umberto, the bully.

Picture 1. Drawings of the participants about the actors of the bullying

o 'gl %’ - | > »
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Picture 2. Drawings of the participants about the actors of the bullying

Participants stated that their awareness of the areas where peer bullying occurs most frequently at
school/classroom has increased, and they discussed the measures to be taken in these areas. Most of
the participants stated that they had not heard of bibliotherapy before this in-service training. They
stated that the bibliotherapy method would be effective in preventing peer bullying in the classroom.
During the training, the participants wrote practical bibliotherapy applications for the picture books
provided to them.

With the third author of this study, who was also a primary school teacher, the participant teachers
have thought about the ways of integrating the bibliotherapy method with the official curricula of the
Ministry of Education and concluded that the activities of the Primary School Peer Bullying Prevention
Curriculum could be easily applied in lessons such as Turkish, visual arts, physical education, and free
activities.
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The participants think that the subject of this in-service training is suitable for their personal and
professional development and that the suggested strategies are applicable and can contribute to the
solution of the problem of peer bullying. At the end of the in-service training program, the teachers
stated they felt more knowledgeable about diagnosing peer bullying and intervening in bullying
incidents. In addition, they stated that the educators who provide in-service training try to be good
role models for them.

All but six participants were willing to implement the Primary School Peer Bullying Prevention
Curriculum in their classroom. However, it has been observed that participant teachers have various
concerns about implementing a curriculum on combating peer bullying in their classes, in terms of the
approach of the school administration, the high number of students in their classrooms, and access to
the materials recommended in the curriculum. After all activities in the curriculum were implemented,
various educational materials, two sets of 16-children's books, and a peer bullying prevention book
were donated to the schools participating in the in-service training program. In addition, teachers'
guide booklets, which were prepared by the researchers who conducted this study, including the
Primary School Peer Bullying Prevention Curriculum, were distributed to all teachers who participated
in the study.

The teachers evaluated the effectiveness of in-service training and as decision-makers in the parts
of the curriculum that needed to be organized. Since the in-service training program was evaluated
and rearranged in cooperation with teachers, teachers who participated in this training attributed
more value to in-service training.

At this stage, it was also planned for the researchers to visit the classrooms of teachers participating
in the in-service training program to observe how the teachers implemented the curriculum - changes
in teachers' classroom practices, changes in student experiences, and changes in the school - in order
to identify the problems encountered in the implementation of the primary school peer bullying
curriculum. As a result of the closure of schools and transition to distance education due to the Covid-
19 outbreak, only a tiny part of these studies have been carried out.

Stage V: Correction and Improvement of the Curriculum

At this stage, only the findings obtained from the unstructured interviews with the teachers and
the evaluations made during the activities were used. This study reveals that teachers prefer in-service
pieces of training that allow peer interaction and active participation and inform them about current
trends and innovations. In general, teachers are satisfied with the in-service teacher training program's
goals/outcomes and evaluation component to prevent peer bullying. However, they think that the
theoretical explanations in the curriculum are complex. They find traditional methods such as the
narration in the education-teaching situations component boring, teaching activities based on
practices, and active participation. Based on their preferred findings, the content of the curriculum
and education activities were rearranged to meet these needs.

Discussion, Conclusion, and Implications

The in-service training program described in this study increases teachers' awareness of peer
bullying and effectively improves teacher competencies in combating bullying. Interactive teaching
approach in-service training has been shown to provide teachers with readily valuable strategies on
making the classroom environment more democratic, more inclusive, and more peaceful, and how to
make students feel safe at school and in the classroom.

The research highlights the unavoidable importance of teacher education in recognizing and
responding to bullying incidents (Craig, Henderson & Murphy, 2000; Townsend-Wiggins, 2001). A
successful bullying prevention program on a national scale is only possible by raising teachers, school
counselors, students, other staff, and families working in the school and their struggle together.
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Therefore, to create a school culture that does not allow and does not allow peer bullying, it is
necessary to include all educational components in the anti-bullying program.

Teachers' self-efficacy beliefs affect their professional practices (Han & Weiss, 2005; Hoy, Hoy &
Davis, 2009). When teachers have sufficient knowledge and skills to deal with bullying, they can be
more confident, develop strategies to deal with bullying more effectively, and reduce class bullying. As
Nicolaides, Toda and Smith (2002) stated, teachers, need more training to increase their self-
confidence and competence to recognize and intervene in peer bullying. In this respect, teachers'
preparation of in-service training programs will reduce and prevent peer bullying in schools. The
literature shows that in-service training for teachers is beneficial both institutionally and individually
(Durmus, 2003; George & Lubben, 2002; Kanh & Yagbasan, 2002; Seferoglu, 2001). In-service training
programs are instrumental for teachers to reflect on their classroom experiences and develop them.

The most substantial aspect of implementing this in-service teacher training program is that it
allows teachers to be a part of the development process of the primary school education program to
prevent peer bullying. During this training, the teachers analyzed current practices, applied the
theoretical knowledge with a critical eye, and made suggestions to improve the proposed training
program. It is thought that the inclusion of all school components in the process will be effective in
reducing teachers' anxiety about implementing a training program on combating peer bullying in their
classrooms. In this respect, it would be appropriate to implement anti-bullying training programs for
parents, school staff such as janitors, canteen workers, security guards, and school administrators in
parallel with the teacher training program.

In-service Teacher Training Program to Prevent Peer Bullying was implemented only with teachers
working in four schools selected in Cankiri province. In this study, since the curriculum development
process is considered an active process that constantly repairs, renews, adapts, and develops itself, it
is recommended that the curriculum be disseminated throughout the country. Necessary changes and
arrangements should be made before, during, and after its dissemination. In-service training programs
to teachers to intervene in future peer bullying may also include helpful intervention strategies,
especially for students exposed to cyberbullying during distance education, have disabilities, and learn
Turkish as a second language. The adoption of appropriate teaching methods for online education in
subsequent studies may also increase the prevalence of the programs.
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Akran Zorbaligini Onlemek igin Hizmet ici Ogretmen Egitimi Programi Gelistirme
Calismasi

Giris

Gunlmiuizde engellenmesi ve azaltilmasi lzerinde sikga durulan okul siddeti, 6zellikle akran
zorbaligl, klresel gapta bir sorun olmaya devam etmektedir. Son yillarda yapilan genis 6lgekli
uluslararasi ¢alismalar (Organisation for Economic Co-operation and Development [OECD], 2017;
United Nations International Children's Emergency Found [UNICEF], 2018; Yildirnim, Ozgiirliik, Parlak,
Gonen, & Polat, 2016) akran zorbaliginin Tirkiye'de 6zellikle ilk ve ortaokul 6grencileri arasinda
yadsinamayacak Olg¢lide yaygin bir sorun oldugunu ortaya koymaktadir. Zorbalik, bir bireyin
kendisinden daha gligstiz gordigli baska bir bireye karsi saldirgan bir sekilde davranmasi, lzerinde
egemenlik kurmak veya onu sindirmek i¢in kasitli ve diizenli olarak gli¢ kullanmasi, zorlamasi, psikolojik
ya da fiziksel olarak zarar vermesi veya tehdit etmesidir.

Zorbaligin, zorbalik olayina karisan Ug¢ aktorin - zorba, magdur ve izleyici - saghg ve davraniglari
Gzerinde hem kisa hem de uzun vadeli olumsuz etkileri bulunmaktadir. Magdurlar hayal kirikligi, 6fke
ve saldirgan davranislar gosterebilmektedir. Ayrica, zorbaliga maruz kalan ¢ocuklarin fiziksel saghgi da
olumsuz etkilenmektedir (Bogart et al., 2014). Zorbalarin psikosomatik sorunlar sergileme riski,
zorbalik yapmayan akranlarina gére daha yliksektir (Gini & Pozzoli, 2009). Zorbaliga tanik olanlarin
fiziksel sagligi, zihinsel saghgr ve akademik basarisi zorbalik olayindan etkilenmektedir (Polanin,
Espelage & Pigott, 2012).

Arastirmalar, okul temelli zorbalikla miicadele programlarinin hem zorbalg hem de zorbalik
magduriyetini azaltmada etkili oldugunu géstermektedir (Gaffney, Ttofi, & Farrington, 2019; Salmivalli,
Poskiparta, Ahtola & Haataja, 2013; Thompson & Smith, 2014). Turkiye'de zorbalikla micadele
konusunda az sayida, sinirh 6érneklemlere dayanan, yerel diizeyde girisimler bulunmaktadir (Dogan,
Keser, Sen, Yanagida, Gradinger & Strohmeier, 2017; Délek, 2002; Karatas, 2011; Kartal & Bilgin, 2007).

Akran zorbahgini 6nlemek ve/veya azaltmak, okul yoneticilerinin, 6gretmenlerin, velilerin ve diger
okul calisanlarinin kararlihgini ve yogun c¢abasini gerektirir. Ancak yetiskinlerin akran zorbalig
konusundaki farkindaliklarinin yetersiz olmasi, zorbaligin dogasi ve kapsami hakkinda eksik ya da yanls
kavramsallastirmalari zorbalik olaylarinin tanimlanmasini ve 6nlenmesini zorlagtirmaktadir. Alan yazin
o6gretmenlerin zorbaligin azalmasina katkida bulunabileceklerine inandiklari zaman daha ¢ok miidahale
ettiklerini gbostermektedir (Duong & Bradshaw, 2013; Williford & Depaolis, 2016; Yoon & Bauman,
2014). Bu bakimdan galismanin amaci okullardaki zorbaligin sikhigini, tliriini ve nedenlerini ortaya
¢ikarmak isteyen, daha giivenli bir 6grenme ve 6gretme siirecini gelistirmek igin bariscil bir sinif ve okul
atmosferi yaratmanin yollarini arayan 6gretmenleri ve okul personelini desteklemek igin gelistirilen
zorbaligi 6nleme hizmet ici 6gretmen egitim programini tanitmaktir.
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Yontem

Ogretmenlerin akran zorbaligi ile miicadele etmede 6gretmen yetkinliklerini gelistirmek icin Taneri,
Ozbek ve Akduman (2020) tarafindan Bilimsel Arastirma Projesi kapsaminda, hizmet i¢ci 6gretmen
egitim programi gelistirilmistir. Program gelistirme sireci asagida ayrintili olarak agiklanmaktadir:

Hizmet igi 68retmen egitim programinin gelistirilmesinde sorun merkezli egitim program tasarimi
kullanilmistir. Sorun merkezli program yaklasiminda 6grenme, sosyal ve baglamsal etkenlerden
etkilenen aktif, bltlinlesik ve yapici bir sirec olarak gortilmektedir (Vasuthavan & Kunaratnam, 2017).

Program Gelistirme Calismasinin Planlamasi

Akran zorbaligini 6nleme program gelistirme ekibi kurularak is zaman cgizelgesi gelistirilmistir.
Program gelistirme ekibinde bir 6lgme degerlendirme uzmani, bir program gelistirme uzmani ve bir
sinif 6gretmeni rol almistir. Ayrica program gelistirmenin farkli asamalarinda psikolojik danisma ve
rehberlik alanindan uzmanlarin gérislerine de yer verilmistir. Egitim programinin hedeflerinin gergekgi
bicimde olusturulmasi amaciyla dokliiman analizi, 6grenciler, 6gretmenler ve okul yoneticileri ile
miulakatlar, yapilandiriimamis goézlemler, gayri resmi tartismalar ve sohbetler yoluyla ihtiya¢ analizi
yapilmistir. Bu asamada akran zorbaligi konusunun ele alinisi ile ilgili var olan durum incelenmistir. ilk
olarak akran zorbaliginin tanimi, g¢esitleri, nedenleri ve sonuglari konusunda ulusal ve uluslararasi alan
yazin taranmistir. Daha sonra akran zorbaligi miidahale programlari elestirel bir bakis acisi ile
incelenerek (Taneri, Ozbek, & Sahin, 2019) basarili programlarin ézellikleri gozden gegirilmistir.

Bu galisma, Tiirkiye'de okullarda zorbalik olaylarinin gérilme sikhiginin artisina iliskin literatiiriin
incelenmesiyle baslamistir. Tirkiye'de ve diinyada akran zorbaligi olaylarinin artisina ve miidahale
¢alismalarina iliskin literatir taranmis ve miidahale programlarinin basarisinda yetiskinlerin, 6zellikle
de oOgretmenlerin roliiniin vurgulandigr goérilmdistir. Akran zorbaliginin énlenmesine yonelik bir
O6gretmen yetistirme programina duyulan ihtiyaci belirlemek amaciyla bu arastirmanin katilimcilari
kolay ulasilabilir 6rnekleme yéntemiyle belirlenmistir. Kolay ulasilabilir érnekleme, ulasiimasi
planlanan evren lyelerinin cografi yakinlik, belirli bir yere uygunluk, belirli bir yere uygunluk, belirli bir
zaman, kolay erisilebilirlik veya gonilltlik gibi 6nceden belirlenmis Olgltleri karsilamalari halinde
arastirmanin amacina uygun olarak secildigi tesadlfi olmayan veya olasilik disi 6rnekleme tlridur
(Lavrakas, 2008). Bu arastirmanin ¢alisma grubunu Cankiriilinde bulunan Gg resmi ilkdgretim okulunda
ve bir 6zel okulda gérev yapan 115 katilimci olusturmaktadir. Katilimcilar 99 sinif 6gretmeni, 14 okul
psikolojik danismani ve 2 okul yoneticisinden olusmaktadir. Katilimcilarin %89'u devlet okullarinda
calismaktadir.

Programin hazirlanmasi

Programin kazanimlarinin, igeriginin, 6gretim yontem, teknik ve materyallerinin ve degerlendirme
yontemleri bu asamada belirlenmistir. Programin vurguladigi degerler, 6nerdigi araglar ve yontemler
ile programin sonunda elde edilecek kazanimlar, ilerlemeci ve varoluscu bakis agisini yansitacak
bicimde belirlenmistir. Tematik bir yaklasimla gelistirilen programda degisimin 6nemi, bireysel
farkhliklar, yaparak-yasayarak ve yasam boyu 6grenme, elestirel diisiinme, grup ¢alismalari, isbirligine
dayali 6grenme, sosyal becerilerin gelistirilmesi, demokratik degerlerin benimsenmesi ve bireylerin
Ozgurlestirilmesine vurgu yapilmaktadir. Egitim programinda 26 kazanim yer almaktadir.

Egitim programinin igeriginde (1) akran zorbaligi konusunda farkindalik yaratma, (2) akran zorbalig
turleri, (3) akran zorbaligi konusunda ulusal ve uluslararasi istatistikler, (4) akran zorbalginin tanimi,
(5) akran zorbaligi konusunda dogru bilinen yanlislar, (6) akran zorbaligi ile miidahale yontemi olarak
bibliyoterapinin tanitimi, (7) 6rnek bibliyoterapi uygulamalari, (8) bibliyoterapi yonteminin Milli Egitim
Bakanliginin resmi egitim programlariyla bitinlestirilmesi, (9) akran zorbaligini fark etme ve énlemek
icin sinif icinde kullanilacak 6gretim materyallerinin tanitilmasi ve tasarlanmasi ve (10) akran zorbaligini
onleme ilkokul egitim programinin tanitilmasi konularina yer verilmistir.
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Programin 6grenme-6gretme etkinlikleri hazirlanirken incelenen alan yazinda yetiskinlere yonelik
egitim programlarinda yaygin olarak kullanilan yaklasimlarin; kendi kendine 6grenme (Tough, 1971),
andragoji (Knowles, 1988), perspektif donisim teorisi (Mezirow, 1978) ve deneyimsel 6grenme
(Candy, 1980) oldugu goralmastir.

Sorun merkezli bir yaklagimla hazirlanan bu egitim programinin é/¢cme ve dederlendirme boyutunun
kapsayici olmasina calisilmistir. Bu bakimdan “...katilimcilarin etkili bir iletisim kurarak kendilerini ifade
etmeleri, gliclii ve zayif yanlarini fark ederek gelecekteki 6grenmelerini planlamalari tesvik edilmistir”
(Taneri, 2019, s. 105). Geleneksel degerlendirme yontemleri yerine daha kapsayici olan 0z-
degerlendirme, poster hazirlama, sergi, yaratici yazma gibi degerlendirme yéntemleri ve tekniklerine
yer verilmistir.

Programin Denenmesi

Hazirlanan 6gretmen egitim programi 19-21 Kasim 2019 tarihleri arasinda Cankiri ilinden segilen
dort ilkokulun (3 devlet 1 6zel) sinif 6gretmenleri ve rehber 6gretmenlerinden olusan toplam 115
katilimci ile uygulanmistir. Programin her bir oturumu 40+40 dakikalik blok ders ve 10 dakikalik aralarla
bir ginde 6 ders olacak sekilde planlanmistir. Program 09.00-13.30 saatleri arasinda (yaklasik 4,5 saat)
uygulanmis ve egitimler Ug glin stirmstir.

Programin Etkisinin Degerlendirilmesi

Egitim programi uygulandiktan sonra katilimcilarla bireysel ve kiiglik grup gérismeleri yapilmis,
program hakkindaki gorusleri belirlenmeye c¢alisiimistir. Program esnasinda uygulanan sanat temelli
etkinliklerde ve program tamamlandiktan sonra katilimcilarin akran zorbaligini 6nleme programi
hakkindaki gorisleri sorulmustur.

Programin Diizeltmesi ve iyilestirilmesi

Bu asamada 6gretmenlerle yapilan yapilandiriimamis goriismeler ve etkinlikler sirasinda yapilan
degerlendirmelerden elde edilen bulgular kullanilmigtir. Bulgulardan hareketle programin igerigi ve
egitim-6gretim etkinlikleri yeniden diizenlenmistir.

Tartisma, Sonug ve Oneriler

Bu calismada agiklanan hizmet igi egitim programi, 6gretmenlerin akran zorbaligi konusundaki
farkindaliklarini artirmakta ve zorbalikla miicadele etme konusunda 6gretmen yetkinliklerini etkili bir
sekilde gelistirmektedir. Etkilesimli bir 6gretim yaklasimi benimseyen bu hizmet ici egitimin,
ogretmenlere sinif ortamini nasil daha demokratik, daha kapsayici ve daha bariscil hale getirecekleri
ve Ogrencilerin okulda ve sinifta glvende hissetmelerini nasil saglayacaklari konusunda kolay
uygulanabilir stratejiler sagladigi gorilmustir.

Ogretmenler zorbalikla bas etme konusunda yeterli derecede bilgi ve beceriye sahip olduklari
zaman kendilerine daha fazla glivenmekte, zorbalik sorunuyla daha etkili bir sekilde ilgilenmek igin
stratejiler gelistirmekte ve sinif zorbaliginin azalmasini saglayabilmektedirler. Bu bakimdan,
o6gretmenlere yonelik hizmet ici egitim programlarinin hazirlanmasi okullarda akran zorbaliginin
azaltilmasini ve 6nlemesini saglayacaktir. Arastirmalar, 6gretmenlere sunulan hizmet ici egitimlerin
hem kurumsal hem bireysel bakimdan yararli oldugunu géstermektedir (Durmus, 2003; George &
Lubben, 2002; Kanli & Yagbasan, 2002; Seferoglu, 2001).

Gelecekte akran zorbaligina midahale etmek igcin 6gretmenlere sunulacak hizmet ici egitim
programlarinin, 6zellikle uzaktan egitim slirecinde siber zorbaliga maruz kalan, engeli olan ve ikinci dil
olarak Tirkce 6grenen 6grenciler icin yararli miidahale stratejilerini de icermesi onerilebilir. Sonraki
¢alismalarin gevrim igi egitim icin uygun Ogretim yontemlerini benimsemesi de programlarin
yayginhginin artmasini saglayabilir.
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Introduction

Teachers increasingly take a more active role as program makers in line with the expansion of
teaching philosophies. Whether it is a textbook-based curriculum or a document-based curriculum that
encourages learning, or a curriculum based on innovative program design models, it can be stated that
they comprehensively participate in the planning process. Although there are many planning models
and approaches, most of these include key elements such as aims, goals, and concepts that guide
students' learning, (2) strategies and processes that address these concepts, (3) learning experiences
related to goals and concepts, (4) teaching and learning resources (5) as well as evaluation
strategies/processes/products. While many teachers discuss some of these components in their
mental schema or plans, they explain the other components in their written unit plans (Langenbach,
Hinkemeyer & Beauchamp, 1999; Schomberg, 1995).
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These unit planning components involve being interconnected for dynamic teaching and
meaningful learning. Each planning element is practical only to the extent that it relates to the entire
unit. Traditionally, unit planning first requires focusing on the subject, defining the basic concepts and
generalizations. Then, activities are designed to enable teachers to learn the concepts described. Once
strong correlations are established between these components, students will have the opportunity to
develop their targeted literacy skills or subject area knowledge. A robust and effective lesson design
helps students’ research concepts, access and synthesize information, and configure and solve
problems (Seamon, 1999). In the planning of the traditional program, lesson, or unit, the program
designer first; (1) defines the objectives of the lesson, (2) determines the learning experiences related
to the objectives, (3) then organizes the experiences and activities, and (4) finally, evaluates the goals.
This teaching method leads to subject-oriented teaching in which the subjects are controlled. In
addition, it may lead to assessment at the end of a lesson, not to see whether students have
understood the subject but because it is compulsory (Daugherty, 2006).

Moreover, John (2007) has argued that while program planning logic based on rational logic offers
a limited perspective on teaching and learning, it is also a limited approach model in learning to teach.
On the other hand, the Understanding by Design encourages transforming educators' perspectives
from content-focused design to result-focused design. This design model is becoming increasingly
popular as it is functional in effectively teaching the subject area and performance standards. (a)
demonstrating teachers’ knowledge in content and pedagogy, (b) showing students' learning, (c)
choosing appropriate teaching objectives, (d) applying their material knowledge, (e) designing
coherent teaching, (f) assessing student learning. It stands out that this design model differs from the
traditional forward-based program design model in terms of design understanding, framework and
logic. Eventually, the current meta-synthesis research examined this model's reflections and
contributions and aimed to provide a holistic and in-depth knowledge of the model.

The Model of Understanding by Design

Understanding by Design (UbD) by Wiggins and McTighe (1998) is a curriculum design model that
focuses on students' understanding and transferring to learning in a diverse context. The UbD takes
place in three stages as shown in Figure 1 (Desired Results, Acceptable Evidence, Learning Plan)
(Wiggins & McTighe, 1998).

Defining desired results ---

Determining acceptable r
evidence P

Planning learning

experiences and instruction

Figure 1. Stages of Understanding by Design Model

This design model provides a robust evaluation-focused design framework that contributes to people
engaged in program development in that it allows them to design their programs in a systematic,
planned, and purposeful manner, regardless of their level. In UbD, teachers involve presenting their
goals or standards as a shred of assessment evidence before planning a unit or lesson. This process

168



International Journal of Curriculum and Instructional Studies, 11(2), 2021, 167-194 Uluginar

begins with 'what evidence should | accept' for students to realize the desired learning and
competencies before planning the teaching and learning experiences. Teachers who adopt this design
model stated that it contributes to them in that it allows them to clarify the thought process about
learning evidence like an evaluator and plan the teaching and learning process in a more effective
manner.

Defining the Desired Results

The first stage of the curriculum design model involves defining the results or performances that
students are expected to achieve or obtain at the end of the program. Some questions should be
addressed when planning the program at this stage:

Institutional > Transfer goals
/national goals

p
Meaning goals «» Essential questions J

Acquisition goals

[ Knowledge goals J L Skills goals }

Figure 2. Components of the Stage ‘Defining the Desired Results’

(a) What long-term transfer goals will the students achieve? (b) What learning objectives will
students achieve at the level of understanding? (c) What fundamental questions are asked to support
students' learning at the level of understanding? (d) What acquisitions (knowledge and skills) will more
basic students have? The basic idea of UbD, 'understanding' at its focus, is reflected within the
framework of these questions discussed in Stage 1. It comes first from students gaining basic
knowledge, facts, concepts, and skills, then making inferences between these concepts and facts,
understanding relationships through comprehension, and, ultimately, effectively applying and
transferring the knowledge and skills learned to new situations. Figure 2 shows components of the
stage 'defining the desired results.

Identifying Acceptable Evidence

Unlike the traditional design model, the UbD focuses on determining evaluation evidence regarding
students' performance before planning the learning and teaching process. At this stage, the designer
thinks like an "evaluator" to identify the foreseen evidence to determine to what extent the
knowledge, skills, and insights identified in the first stage have been achieved. The essence of UbD is
to demonstrate in a logical line to which assessment evidence (stage 2) and teaching plan (stage 3) the
objectives identified in the first stage point (Wiggins & McTighe, 2011). The processes and elements of
the stage ‘Identifying acceptable evidence’ are reflected in Figure 3.
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Figure 3. The Processes and Elements of the Stage ‘Identifying Acceptable Evidence’

Wiggins and McTighe (1998) proposed several assessment methods shown below while planning
to gather evidence concerning the design model's desired results. These methods include the tools
that identify understanding (verbal questions, observations, dialogues, student records, self-
assessments, and peer reviews), traditional quizzes, tests, open-ended exams, performance tasks, and
projects. These methods differ in scope (from simple to complex), time-focus (from short- to long-
term), environment (from out-of-context to authentic contexts), and structure (from well-structured
to poorly structured) (Wiggins & McTighe, 1998). In each unit designed, assessment methods suitable
to the desired results are adopted. Performance tasks and projects aimed at the practical realization
of the learning objectives envisaged at the level of understanding and transferring are used to evaluate
the complex situations and problems that reflect the issues and difficulties adults face daily. The
conditions adopted in these tasks are close to reality (authentic). Cases involving multi-stage projects,
from short-term to long-term assignments, require a concrete product or performance.

Appropriate Planning of Learning Experiences and Teaching

The final stage of UbD design is planning the program's learning experiences and teaching. At this
stage, the aim is to reveal which learning experiences are needed to achieve the desired results. More
importantly, the ultimate task for developing a detailed and serial lesson plan is to ensure that the
program aligns with the objectives and evaluations (Wiggins & McTighe, 2011). Figure 4 demonstrates
the stage ‘Appropriate planning of learning experiences and teaching’.
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Figure 4. Components of the Stage ‘Appropriate Planning of Learning Experiences and Teaching’

At this stage, Wiggins and McTighe (1998) abbreviated the learning and teaching process as
"WHERETO." and followed this order. First, (Where) students are explained where the study will go
and daily studies' aims. During the (Hook and Hold) phase, they will participate in activities that enable
students to be more willing to research the basic ideas. In the third phase (Explore and experience,
enable and equip), the teacher equips students with the knowledge and skills necessary to perform
the final tasks successfully, research a topic and share basic ideas. The 'Reflect, rethink, revise' phase
allows students to rethink basic ideas by reviewing their work again. The evaluation of work and
progress enables students to make self-assessment regarding their performances, whereby the results
are evaluated, and action plans are developed. Moreover, throughout tailor and personalizing the
work, the designer differentiates teaching that considers the needs, learning styles, prior knowledge,
and interests of students at different levels of development. In the last stage (Organize for optimal
effectiveness), the thinking process is discussed what sort of ordering style in learning experiences
facilitates students' understandings.

Reviewing Studies on UbD in Turkey

Although the studies on UbD in Turkey are not as much as the studies conducted in the international
arena, there has been an increase in the number of these studies in our country in recent years. These
studies focus on UbD-based unit design training as part of teachers' professional development
(Yurtseven, 2016; Yurtseven & Altun, 2018; Yurtseven & Dogan, 2018) or the impact of UbD-oriented
instructional design within a discipline on students (Durmaz, 2014; Geylan, 2021; Oflaz, 2019; Ozyurt,
Kan & Kiyikel, 2021; Ulucinar, 2018; Ulucinar & Ding, 2021; Yurtseven, 2016; Yurtseven & Dogan, 2018;
Yurtseven, Dogan & Altun, 2013;). Although it is stated that the results of these studies contribute to
the professional competencies of teachers and significant developments in the characteristics of
students such as success and attitude, it is observed that in most studies on UbD in Turkey, the basic
steps and principles of UbD are not followed sufficiently or explanations about these processes are not
made. In most studies, it is seen that the pattern of UbD is exceeded and the achievements are not
expressed following the level of UbD's goals’ classifications. In the second stage, it comes to the fore
that the design of performance tasks related to evaluation evidence is not planned before the teaching

171



International Journal of Curriculum and Instructional Studies, 11(2), 2021, 167-194 Uluginar

process and that explanations about these performances are insufficient. In general, the inability to
realize this feature of UbD that distinguishes it from other models makes it difficult to transfer what is
learned due to the nature of UbD (Wiggins & McTighe, 1998). Moreover, in the third stage, although
the WHERETO process was clearly followed in the learning process in some studies, in some studies
this process was not followed sufficiently or some of the studies only followed these stages. In the
reviews, it can be said that very little research has enabled all elements of UbD to be implemented
effectively with peer reflection and feedback in groups under the action research method.

Applicability and Use of UbD in the International Area

The application area of the UbD model is quite broad and widespread. Many studies have
demonstrated the applicability of the model, unit development studies based on the model and its
effectiveness. For example, Kang and Yi (2013) evaluated the second version of the UbD model's
applicability. The results proved that the applicability of the version that Wiggins and McTighe (1998)
proposed as Template 2 was influential in the change of teachers' understanding and their own
formation community culture. It also facilitates students to use their talents in other contexts to
acquire their knowledge and skills in the study. Additionally, it is stated that teachers improve their
competence as program designers and practitioners as well as facilitate students' learning.

There are two main reasons for preferring the UbD in this meta-synthesis. Firstly, the UbD has been
widely adopted in different disciplines or courses in recent years. As shown in the body of literature,
many researchers conducted UbD based instruction design studies in several areas or themes such as
art education, physical education, education for gifted children, STEAM applications, ratio-graphics in
mathematics education, multiple intelligence education, and music education (Al-Abdulaziz, Chova,
Belenguer & Martinez, 2011; Choi & Kang, 2008; Kang, 2014; Kim & Lee, 2013; Lee & Lee, 2015; Sohn,
2016). Secondly, instructional design studies on the UbD model, a wide range of usage in countries
such as America, China, and Japan affect teachers' professional competence and also students'
development. In particular, studies have found improvements in teachers' professional competencies
as program designers, evaluators, and instructional designers (Cho, 2005; Choi, 2012; Kang, 2014; Kang
& Yi, 2013; Park, 2013; Sohn, 2016; Viera & Magma, 2013). Furthermore, in a study by Aldridge (2010),
a positive change was achieved in educators' attitudes and instructional strategies through the UbD-
based professional development program.

What is more, Kang (2015) revealed that UbD based instructional design studies help develop
responsible and professional school programs. At the same time, improvements were observed in
teachers' pedagogical content knowledge (Park, 2013; Boozer, 2014), especially in their practical
knowledge and skills. As a result, their self-efficacy beliefs and motivations also increased (Boozer,
2014; Wiessa, 2011). Units designed and implemented based on UbD seem to improve students'
various knowledge and skills. For example, in his study, Cho (2005) found that UbD-based teaching
improved students' high-level thinking skills. Similarly, Lee and Lee (2015) also revealed that UbD
enables improvement in problem-solving skills. Moreover, it has been determined that UbD increases
students' capacity to develop conceptual understanding, character and thought development, and
gifted students' ability (Kang, 2014; Lee & Lee, 2014; Scott, 2015). The meta-synthesis focuses on this
curriculum design model with a wide range of application and development areas. The present study,
which was constructed in the qualitative meta-synthesis logic, focuses on studies that are designed,
implemented, and evaluated qualitatively, specifically based on this model. Therefore, these three
matters were taken into account as a criterion to include the studies; as a result of this review, unit
development studies that provide qualitative data have been included. The reason for focusing on
qualitative data is that due to qualitative research's exploratory nature, the phenomenon reveals the
cause-effect relationships in detail and in-depth (Silverman, 2018).

Through the qualitative findings of the studies analyzed in meta-synthesis, a more holistic
perspective on the effects of UbD on the teacher experiences and students' development was
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obtained. It is thought that the meta-synthesis study carried out on the UbD model can guide teachers
and researchers. In this way, it is expected that their pedagogical knowledge and skills can be increased
by minimizing the problems they have encountered in the UbD supported instructional design process.
Since UbD is a curriculum design model that few researchers have used in Turkey, exploratory,
comprehensive, and holistic findings in the present meta-synthesis will provide a foundation for
instructional design to improve teachers' professional developments and increase students' academic
achievements. Hence, the meta-synthesis study enables to close the pedagogical gap that teachers
and teacher educators have encountered in curriculum development areas and guide them for their
instructional studies.

Research Questions
The study sought the following research questions.

1. How does the UbD-based instructional design training affect teachers' experiences and
developments?

2. How does UbD-based instruction affect students' development?
Method

This study aims to systematically combine and synthesize qualitative research findings based on the
Understanding by design model. As a result of the findings revealed by the model, it aimed to provide
a comprehensive and holistic perspective on the model. Following the goal, the study was designed by
using the qualitative meta-synthesis method. In this method, researchers aim to systematically review
and integrate the findings of the studies set up in qualitative data-based design such as
phenomenology, grounded theory, action research, case study (Gough, Oliver & Thomas, 2012; Hannes
& Lockwood, 2012; Saini & Shlonsky, 2012). Ultimately, they reach more general conclusions and
inferences about the phenomenon approached. While conducting a qualitative meta-synthesis study,
the following steps were followed: (a) posing the research problem, (b) locating and obtaining
resources from databases using keywords, (c) reviewing and identifying resources, (d) developing
criteria for inclusion and exclusion of resources, (e) selecting and analyzing resources in line with
relevant criteria, (f) creating common themes and sub-themes of these themes, revealing their
similarities and differences, by analyzing the selected studies, (g) making inferences by synthesizing
the findings obtained within the framework of the themes, and (h) reporting the process and findings
in detail (Polat & Ay, 2016). The detailed explanations of these steps are presented in the headings
below:

Literature Review and Accessing Resources

In this research, accessing and obtaining empirical studies on the UbD model mentioned above is
the first step of the meta-synthesis study. The priority of this step is to decide which databases will be
accessed. Thus, international databases (outside Turkey) have been preferred in scanning studies on
the relevant model as little research is conducted in Turkey in unit or activity design based on the
specified models. Hence, the scanning process was conducted on EBSCO, ERIC, ISl, Science Direct,
WQOS, and PROQUEST. The keywords, 'Understanding by design, UbD or Backward design,' which
identify this model, was entered in databases and scanned. We saved available documents with full
text in a folder as a result of the scanning. The documents were classified by the databases reviewed
in the folder, and the number of studies on each database was reported. Table points out the numbers
of studies on UbD by databases.

Table 1. The Numbers of Studies on UbD by Databases

EBSCO ERIC IS/ Proquest Science direct Wwos Total
Backward design 5 14 15 10 1 3 48
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As a result of the search, a total of 48 studies were accessed from 6 databases. Elimination criteria
were designed to evaluate the accessed studies in terms of their suitability for the purpose and scope
of this current study. These criteria are constructed as follows:

Preliminary criterion: Not to be repeated in other databases.
Criterion 1. It is a unit design or an example based on the relevant program design model.
Criterion 2. Designed in the relevant program design model; testing it on a study group.

Criterion 3. Designed in the relevant program design model; implemented; qualitative evaluation
of application results with data.

The graphical display explaining the evaluation of studies based on UbD-based units following the
inclusion criteria is as follows.

Backward
design

48

41

Figure 5. The study exclusion process on the criteria

A total of 48 studies have been accessed regarding this design model. In the first stage, seven
studies were eliminated due to repetition. The evaluation process was initiated with 41 separate,
unique studies. The first of these criteria is that the study is a sample or a unit study designed. Seven
studies in the form of a literature review introducing the outline of the model were excluded from the
study as they were not in line with this criterion. Criterion 2, on the other hand, covers the
implementation of a study designed according to this model on a working group. Three studies were
excluded from the study at this stage because how a unit would be designed based on the relevant
model was explained in a one-course process only, and it did not include the application. The third
criterion focuses on studies that qualitatively demonstrate the model's effects in studies that remain
after two criteria. As a result of this process, 18 studies that quantitatively tested the effects of the
model using an experimental method were also excluded from the analysis. At the end of this
elimination process, 12 units or program studies designed and tested based on this model, whose
findings were evaluated qualitatively, were obtained and included in the study.
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Table 2. The Study Characteristics Involved in the Meta-Synthesis
Study Identity Study type Focus point Moderator Research design Study group Study  group Data gathering  Analysis type Validity/
factor size tools reliability
Young (2005) Doctoral Understandings of model UbD & CBAM Action research High school 39 [S], [1], [OB], [D] Thematic analysis [DT],[RV],
dissertation teachers [LTP],[AT],
[RB]
Boozer (2014) Doctoral Planning processes UbD & PCK Action research Pre-service 5 [1], [FN], [LP] Grounded theory [DT]
dissertation teachers cod.
Acar, Ercan & Altun  Article Attitudes of instruction UbD Embedded High school 52 [1] Descriptive [MT], [DT]
(2019) experimental students analysis
2 Graff (2011) Article Planning experiences UbD & PBL Action research Pre-service 30 [0G] Open coding [CCA]
2 teachers
=
':—u; Herro (2018) Doctoral Planning experiences UbD Case study Teachers 4 [FN], [LP], [S] Content analysis [DT]
o dissertation
)
_g’ Walters (2018) Doctoral Planning processes UbD Case study In-service & pre- 4 [S], [1], [OB], [SP] Content analysis [DT]
2 dissertation service
©
8
g Rubrica (2018) Doctoral Attitudes, and UbD Action research Middle school 90 [S], [1], [SD] Content analysis [DT]
2 dissertation achievement of students
3 instruction
=
% Yurtseven & Altun Article Motivation and opinions UbD Mixed method Students 10 [SD] Content analysis [RV], [CR]
o° (2016) of model
2
2 Yurtseven & Altun Article Understandings of model UbD Action research In-service & pre- 10 [AT], [1], [LP] Content analysis [CR],[LTP], AT]
fg (2017) service
o
Jozwik & Lin (2017) Article Planning experiences UbD Case study Pre-service 37 [FN], [SD], [1] Content analysis [DT]
teachers
Ostinelli (2016) Article Planning processes UbD Action research Teachers 2 [S], 1] Content analysis [DT]
Peters-Burton Doctoral Planning processes UbD Grounded theory In-service & pre- 4 in-service & [LP], [OB], [FN] Grounded theory [CR], [DT]
(2012) dissertation service teachers 18 pre- coding
Seeger, Wood & Article Planning processes UbD &Inquiry  Action research Pre-service 4 [1] Content analysis
Romans (2018) strategy teachers

CBAM: Concern-based adoption model, PCA: Pedagogical content knowledge, PBL: Problem-based learning, RBISM: Research-Based Instructional Supervisory Model.

Data gathering tools: [S]: Survey, [I]: Interview, [FG]: Focus group, [LP]: Lesson plans, [OB]: Observation, [D]: Document, [FN]: Field notes, [SW]: Students work, [TD]: Teacher daily

Validity & reliability: [DT]: Data triangulation, [MT]: Method triangulation, [RV]: Respondent validity, [LTP]: Long term participation, [AT]: Audit trail, [RB]: Researcher bias, [CR]: Coding reliability.
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After explaining the studies' evaluation process based on UbD with three relevant criteria, a data
entry form including the identification information of the studies contained in the research and the
research process information was structured. This login form includes identity information, study type,
improved targeted structure (concept), research design, study group, size of the study group, data
collection tool, data analysis format, and validity/reliability processes. This information regarding the
studies included in the meta-synthesis research is shown in Table 2, respectively.

Data Analysis and Visualization

The analysis and visualization process of the studies included in this meta-synthesis research was
conducted in six steps as below.

(a)Reading and refining codes. First of all, the findings of each research were read separately. Since
the categories revealed in some qualitative studies are presented in a narrative format due to the
nature of qualitative research, the meanings derived from the expressions read were coded. A
hierarchical structure was established between the extracted codes and categories. The aim is to
systematically and accurately combine or synthesize the research findings thanks to this arrangement.

(b)Re-reading the codes. The code and category structure of each research that was read and edited
in itself was carefully re-read.

(c)Classifying codes by focal point. Studies specific to the nature of the study group (teacher,
prospective teacher, student) were classified. For example, as seen in Table 2, teachers' and
prospective teachers' experiences related to the UbD model were described as 'planning experiences'.
In the case they emphasize the effects of this model on teachers' skills, they were described as
'planning skills.' On the other hand, if a middle school or high school student group was taught using
this model, they were held subject to analysis separately with classifications such as attitude, success,
motivation. This process also facilitated the combination of the codes.

(d)Combining and re-reading codes by classification. These codes, classified by labels like planning
experiences, planning processes, and student reflections, were brought together. Then, findings were
re-read and prepared for categorization.

(e)Transformation of codes into categories and the constant comparison method. The method was
used while re-coding to combine similar and different codes and categories between studies (Neuman,
2009).

(f)Visualizing and reporting categories. Concept networks were drawn to reveal the correlations
between the research identity, code, category, and themes found as a result of the coding and
categorization process. In this way, the opportunity was found to see the causality related to the
processes taking place from a holistic perspective.

Reliability and Validity of the Research

In this meta-synthesis study, audit trail and coding reliability were adopted to address reliability
and validity issues.

Audit Technique

Since this meta-synthesis study is based on a systematic scanning and documentation process, the
audit technigue was used to ensure that each process has a specific reason and is clear and
understandable. It includes the logic underlying the documentation and selection of the strategies
used in each step of the research, its use, and development. This documentation process increases the
study's credibility by transparentizing the steps taken and the judgments made throughout the
research (Sandelowski & Barroso, 2007). The meta-synthesis processes were followed in this research
as well for the UbD model. However, the documents accessed were stored in electronic folders
because they systematically revealed the model's effects for research purposes. Each work saved in
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the folders has been given pseudonyms such as authors' surnames and dates (e.g., Boozer (2014)).
Inside these folders, a file folder was created for each criterion (e.g. not design; not applied; not
qualitative). As a result of the elimination process from one criterion to another, these studies were
placed in the relevant file folder. The characteristics, focal points, and strategies used in the studies'
methodological processes included in the research as a result of examination and evaluation based on
these criteria are reflected in a table. Via the technique, it seems possible to say that the systematic,
intense and transparent description of all these processes is credible.

Coding Reliability

The findings of the studies in the meta-synthesis were subjected to content analysis and coded with
an inductive understanding. Two researchers carried out this coding process at different times, thereby
ensuring the reliability of coding. The coding formula (Coding reliability = Number of agreed
codes/Number of agreed codes + number of disagreed codes) proposed by Miles and Huberman (2016)
was adopted. In the coding process carried out on this formula, the number of agreed codes = 151; the
number of disagreed codes is 7. A total of 158 codes were examined. Therefore, a coherence of 96%
was achieved using the coding reliability = 151/151+7 * 100. Coding reliability of 80% consistency is
accepted as reliable. Besides, the findings of the student group were similarly coded by another
researcher. It has been concluded that it is 98% reliable (Miles & Huberman, 2016).

Results and Discussion

In this section, the findings of the studies are presented and interpreted. In the present meta-
synthesis study, considering that the results and conclusions can be replicated, the results were
collected under a single heading by discussing via the previous research findings.

The Findings and Discussion of the Effects of UbD-Based Instructional Design Training on Teachers’
Experiences and Developments

The findings and discussion of the effects of UbD on teachers’ experiences and developments
regarding the first research problem were included in this section. The reflections on the teachers’
processes of curriculum design based UbD model of teachers were gathered under 12 themes. The
categories and codes specified under the themes mentioned later in this section were interpreted and
discussed in light of the data in the body of literature. The graphical representation on synthesizing
the findings of teachers' experiences and developments is shown in Figure 6.
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Theme 1: Model inexperience

Model inexperience comes first among the factors affecting teachers' and prospective teachers'
planning processes and skills. The categories of the lack of information about the model, inability to
use the concepts and principles of the model, and the difficulty of the model's structure were reached.
It was also found that this model was a new experience for them; they did not have prior knowledge
and could provide an ambiguous explanation of the model's processes (Boozer, 2014). In the context
of their inadequacy to use the model's concepts and principles, it was observed that they were unable
to use the model's design principles and could not explain how the primary questions are to be used
(Peters-Burton, 2012). Another indicator explaining the inexperience of the model is the difficulty of
the model's general structure. They mostly had problems in using the model and that the model
required structuring the unit with a holistic approach instead of the modular approach they were
accustomed to (Peters-Burton, 2012).

Contrary to the rational planning models designed in line with the objective, content, teaching
process, and assessment, a retrospective design approach is in a model like UbD. As mentioned earlier,
UbD is a retrospective planning in the form of primarily identifying the desired outcomes, performance
tasks, and assessment evidence aimed at determining students' learning and planning teaching
(Wiggins & McTighe, 2011). Therefore, as the model's framework is comprehensive, detailed, and
systematic in terms of the concepts, processes, and principles it contains, it appears to be a challenging
model for teachers to understand and apply (Wiggins & McTighe, 1998).

Theme 2: Insufficient pedagogy knowledge

Another factor affecting teachers' unit planning is the insufficiency of pedagogy knowledge. This
theme revealed that teachers are inadequate, generally in the pedagogical sense, for making
preparations suitable to students' class level, and their understanding of making a plan according to
specific standards and strategies is insufficient (Graff, 2011). Teachers' low self-efficacy perception is
another factor that affects their planning skills (Ostinelli, 2006). Ramaligela (2012) revealed that
prospective teachers could not design a unit about a subject within their professional courses' scope.
As a result of this study, it was understood that prospective teachers have deficiencies in necessary
pedagogical knowledge and skills in the context of lesson design skills.

Similarly, the meta-synthesis study showed that many factors are affecting teachers'/prospective
teachers' inadequacy concerning planning. In parallel with this finding, in their research, Al-Awidi and
Aldhafeeri (2017) tried to identify the obstacles faced by Kuwaiti teachers in implementing the
education program. The study revealed that time constraints, lack of pedagogical knowledge and skills,
lack of infrastructure, and technical support make it difficult to implement the program. As mentioned
earlier, it is a fact that teachers cannot apply the concepts and principles of the model correctly as the
UbD model is relatively difficult to understand compared, particularly to rational planning models, and
because they are not familiar with the model which has such intricate processes.

Theme 3: Facility/ situations

The most critical factor affecting unit planning adversely is the current challenges and conditions.
These challenges include teachers' lack of practical planning strategies and lack of good resource books
on unit planning. Teachers have a heavy lesson load at school. Thus, they do not have enough time for
unit planning beyond their time giving their lessons. Even if they plan a unit based on such a model, it
has been found that the time required for students' learning processes will increase (Boozer, 2014;
Graff, 2011; Walters, 2018; Yurtseven & Altun, 2017). With these findings, in their grounded theory
study, Jantarach and Soontornwipast (2018) explained the lesson planning processes of prospective
teachers. Personnel and institution officials, from whom they received feedback on a lesson plan's
components, revealed that factors such as pedagogy and subject area knowledge, principles related
to the draft and form of the plan, the intensity of lesion load, and school conditions affect planning.
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Theme 4: Occupational stagnation

Occupational stagnation appears as a factor affecting teachers' planning processes. Teachers being
closed to innovation or change are included under this theme. In this context, there are four essential
issues underlying teachers' planning based on UbD. Accordingly, teachers are used to using existing
materials and are mainly dependent on the currently used programs. Moreover, that relatively more
experienced teachers working in schools encouraging new teachers to use what exists prevents their
use of UbD.

Furthermore, the school system formed due to dependency on this traditional structure limits
teachers' understanding of UbD and unit planning in the general sense (Graff, 2011; Peters-Burton,
2012; Yurtseven & Altun, 2017). Moreover, teachers' professional stagnation can also adversely affect
their unit planning skills. This is because teachers who reach a particular stage within the professional
cycle become stagnant at the point of developing themselves (Huberman, 1989). Because teachers'
burnout levels adversely affect their self-efficacy, job satisfaction, and teaching beliefs (Gholami, 2015;
Skaalvik & Skaalvik, 2010), it is possible to say that motivation and likelihood to allocate time for lesson
planning are low.

Theme 5: Emotional States

The emotional states experienced by teachers during the UbD planning processes also adversely
affect their planning. It was understood that teachers with characteristically intense or states of
concern, uneasiness, and confusion experienced for the first time with this model reduced their
planning performances (Boozer, 2014).

Theme 6: Determining evaluation evidence

'Determining Evaluation Evidence,' an element of the UbD program design model, was adopted as
atheme in the study. Teachers and prospective teachers use evaluation processes and evaluation tools
effectively and have some inadequacies concerning the evaluation process. In the context of the first
category, they showed teachers' performances in systematically gathering their evidence, using the
course material as an element of evaluation, and evaluating the course material (Graff, 2011). On the
other hand, teachers could effectively use the model's evaluation processes for formative and
summative evaluation. Moreover, teachers used them as an authentic measurement tool of students'
ability to transfer what they learned to everyday life. Some teachers identified what students learned
with assessment tools such as checklists (Boozer, 2014; Herro, 2018).

On the other hand, teachers' inadequate performance in the assessment and evaluation process is
also classified into separate categories. Teachers were unable to use the evaluation element at all, so
they could not make an evaluation compatible with the determined targets. The understanding that
the evaluation process in the UbD happens before the planning of learning was also not established.
Finally, some teachers could not establish any connection between the assessment evidence and the
teaching plan (Boozer, 2014).

Theme 7: Defining the desired results

The process of defining the desired results was specified as a theme in this study. Inadequacy for
understanding the objectives' functionality and the objectives/standards are observed during this
process. Defining the desired results in the first category allows teachers to see the big picture and
that these objectives are student-centered. Furthermore, teachers have been able to grasp where to
use the standards in knowing the ultimate goals expected to be reached and in constructing objectives.
Another of the skills determined is that they can see the connection of lesson completion criteria with
goals (Boozer, 2014; Herro, 2018). Teachers have some performance deficiencies. For example,
inability to set goals for each standard, inability to create an interdisciplinary plan, inability to explain
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the plan's reason, and inability to establish a standard suitable for the final goal can be listed (Boozer,
2014).

Theme 8: Planning the instruction

Teachers have exhibited their performances concerning planning teaching according to the goals
and principles, defining and organizing instruction, correct use of the model's concepts and principles,
and planning student-centered teaching. It was understood that teachers considered the principles of
ordering activities from simple to complex and making a connection with previous learnings (Boozer,
2014; Herro, 2018). In defining and organizing teaching, they fulfilled tasks such as defining and
planning the teaching needs, adapting the instruction, and monitoring the instruction (Boozer, 2014;
Graff, 2011). Another category is their ability to use the model's concepts and principles correctly. It
was found that teachers could use the concepts correctly, plan within a certain time interval and
integrate and evaluate the topics (Peters-Burton, 2012). The last category includes planning student-
centered teaching. They used the methods of organizing instruction suitable to the student, developing
activities based on learning and getting the students to participate, planning based on cooperation,
and differentiating teaching based on interest and ability (Herro, 2018).

Theme 9: Essential questions

Like UbD components, this element was also defined as a theme in research findings. The effective
use of learning-supported essential questions based on the inquiry strategy integrated into the UbD
model enabled the acquisition of the following skills: (a) being able to ask thought-provoking questions,
(b) self-regulatory learning, (c) associating questions with goals, and, (d) its impact on deep learning.

In the context of the thought-provoking question category, they can ask questions, grasp the
importance of inquiry, prepare questions that encourage the student to think and ask open and
discussion questions about unit planning with a broader understanding. Another category is self-
regulatory learning skills. Teachers gained the ability to learn and evaluate themselves according to
specific measures by developing and assessing the skills appropriate for the student and enabling
learning. Thirdly, teachers demonstrated the ability to relate the questions to the goals by considering
the goals desired to be achieved by focusing on the concepts and questions in constructing meaning.
Finally, it was revealed that the UbD instructional design study supported by inquiry strategy affects
teachers' in-depth learning skills. In this context, teachers gained the skill to understand the extent
correlation between concepts and application has developed, understand the importance of giving
students time to think, establish meaningful correlations between subjects, establish discourse in
classrooms, comprehend critical concepts and issues, and evaluate the suitability of the content to
their interests (Seeger, Woods & Romans, 2018).

Theme 10: Factors affecting unit planning skills

The integrative results indicated that teacher pedagogy knowledge, teacher experience, motivation
and attitude towards improving the design, and personality traits facilitate unit planning skills based
on UbD. Among these factors, knowledge and skills related to the field and teaching methods and
technical expertise of teachers and professional development constitute pedagogical knowledge.
Another factor that facilitates unit planning is teacher experience (Walters, 2018). In this regard, the
differences between teachers and prospective teachers in unit planning are mentioned in goal
orientation in teaching, ordering and organizing the instruction, and perception of teaching. For
example, while prospective teachers focus on state standards, teachers focus on measuring student
learning.

Moreover, prospective teachers begin planning lessons with state goals and plan the activities
accordingly. They consider state standards in their lesson plans; however, they have begun to form
activities to measure what students have learned. Teachers plan to teach by considering students' prior
knowledge in line with the UbD model while prospective teachers adapt the instruction by the subjects.
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Moreover, instead of explaining the content, teachers start the lesson with student participation and
participate in student activities. On the other hand, prospective teachers think students must learn the
basic information before implementing the activities (Peters-Burton, 2012).

Motivation and attitude aimed at improving design is another factor that facilitates unit planning
skills. Positive developments are observed in the UbD-based unit planning skills of teachers, who, in
particular, are eager to come to class, make the lessons interactive and participatory, recognize the
value of activity planning that is interesting and engaging, and suggest new ideas. Innovation- and
science-oriented attitude and motivation, open-mindedness, and positive thinking facilitate unit
planning abilities (Jozwik & Lin, 2007; Ostinelli, 2006; Walters, 2018).

Teachers' beliefs, practices, and attitudes are essential in understanding and improving their
education processes. This is because they are closely related to their strategies in dealing with the
problems they face in their professional life and their general well-being. These factors shape students'
learning environment and boost student motivation and success (Organization for Economic Co-
operation and Development, OECD, 2009). The findings also concluded that teacher personality traits
are a feature that facilitates planning processes. Moreover, teachers' traits are a variable that both
contribute to and prevents UbD-based unit planning. It was found that those who have a comfortable
and calm trait structure are self-confident in planning and do not need to get help from someone else
for planning. Similarly, those who are silent and shy do not need approval from others; they do not
need to ask questions and direct support. On the other hand, teachers who are frustrated and
outspoken need help because their characteristics of being detailed and perfect in planning are
dominant (Boozer, 2014; Graff, 2011).

Theme 11: Reflective teacher competencies

UbD-based planning activities help to improve their reflective teacher competencies. Any increase
was observed in teachers' adopting participatory understanding, self-evaluation, and cooperative
learning skills. While preparing plans, particularly in adopting participatory understanding, they carried
out meaningful and relevant actions that meet community and program needs and encourage a sense
of social participation (Jozwik & Lin, 2007). It was found that teachers develop reflective thinking skills
in the UbD-based planning process based on action research and that this process allows them to
renew and evaluate themselves. It also enabled action research processes to review teaching practices
(Jozwik & Lin, 2007; Yurtseven & Altun, 2017). An indicator of teachers' reflective teacher
competencies is cooperative learning in unit planning. Mentoring teachers, peer support, and
experiences improved teachers' unit planning skills. There was, therefore, an increase in collaborative
learning and teaching approaches (Boozer, 2014; Ostinelli, 2006; Yurtseven & Altun, 2017). It is seen
that the unit planning studies included in the research are primarily designed in the action research
pattern. Action research is a way for teachers to understand their practices and improve student
success. Such a professional learning community involving teachers is an effective platform where
teachers share their knowledge, interact and learn from each other based on their applications (Chou,
2011). Action research provides practitioners the opportunity to assess their instructions' quality
effectively. Action research supports the development of knowledge in the teaching profession (Yuen-
Ling, 2008). Therefore, it can be said that teachers can increase their reflective teacher competencies
in the process of action research in which they participate in designing, improving, and evaluating their
lesson planning strategies (Carr & Kemmis, 2002).

Theme 12: Pedagogical content knowledge

After the unit planning processes based on UbD, it was seen that teachers' pedagogical content
knowledge improved. For example, improvement in using problem-solving methods, establishing new
learning goals for the unit plan, determining evidence for students' learning, as well as choosing
appropriate and differing performance and teacher awareness took place in the context of pedagogy
knowledge (Horzum, Akgiin & Oztiirk, 2014; Walters, 2018). The research conducted by Walters (2018)
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demonstrated that there was an increase in teachers' mathematics knowledge as the pedagogy
knowledge. Seeger, Woods & Romans (2018) showed that UbD contributed to improving teachers'
lesson planning skills. The pedagogical content knowledge that teachers develop is the knowledge,
skill, and experience gained from UbD. They also gained the ability and expertise to prepare the unit
plan using the model. Furthermore, they developed an authentic teaching approach to teach their
students how to use language in everyday life, guiding them in completing the subjects that are not in
their textbooks and improving their speaking skills (Yurtseven & Altun, 2017).

The Findings and Discussion of the Effects of UbD-Based Instruction Training on Students’
Experiences and Developments

The findings and discussion of the effects of UbD on students' experiences and developments
related to the second research problem were presented. Figure 6 shows the graphical representation
on synthesizing the findings of students' experiences and developments.
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The report on the impact of UbD based instructional design on students' outcomes revealed seven
themes: (a) factors affecting student motivation, (b) readiness, (c) effective factors, (d) understanding
of the teaching design, (e) cognitive acquisition, (f) participatory understanding, and (g) goal-oriented
satisfaction.

Firstly, teacher and student characteristics appear to affect student motivation (Yurtseven & Altun,
2017). Affective elements influencing students' participation in the course designed on UbD were
described as themes. Students adopted the attitude that it was pleasant, exciting, and enjoyable (Agar,
Ercan & Altun, 2019). Students' attitudes towards the course also positively affected their attendance
or motivation (Acar, Ercan & Altun, 2019; Yurtseven & Altun, 2015). It offers effective teaching and
collaborative teaching. The lesson on visual material and great activity-based discussion and exchange
of ideas offer active learning (Acar, Ercan & Altun, 2019; Yurtseven & Altun, 2017). According to Troum
(2015), effective learning happens with a good lesson plan. He also states that such a lesson plan allows
both teachers to organize their classes effectively and students to focus on their lessons consistently.
Also, it provides students the opportunity to learn better and develop a more positive attitude towards
their performance (Manyarara, 2015). It also provides students with collaborative learning
opportunities based on peer assistance and exchanging ideas. The UbD affects students' cognitive
development. As students regard this teaching design as simple, understandable, and practical, it is
easier for them to understand the subjects (Acar, Ercan & Altun, 2019). They could also transfer their
knowledge by extending what they learned to daily life and using the spoken language (Rubica, 2018;
Yurtseven & Altun, 2015). They learned to fulfill their duties and responsibilities by gaining patience
and careful understanding via UbD (Rubica, 2018). Finally, this experience gained by students who
achieved cognitive acquisition and participatory learning enabled them to feel happy due to their goals
by following the project guidelines. Therefore, it contributed to their achievement of goal-oriented
satisfaction (Rubica, 2018).

Conclusion and Implications

The results of the study demonstrated that UbD based instructional design positively affects
teachers' professional development and students' successes. Students' outputs doubtfully depend on
teachers' capabilities of designing UbD based instruction rigidly and effectively. It was concluded that
internal and external factors could impact their unit planning abilities. External factors include agents
that affect teachers' unit planning, but they do not directly result from them. For instance, external
factors are the schools' conditions and facilities where teachers have worked. Interrelated internal
factors cover professional stagnation, inexperience and insufficiency in UbD, lack of pedagogy, and
mood, which resulted from external factors. Working at schools where the studies were carried out in
the current meta-synthesis, teachers extensively employ available curricula prepared by the National
Council of Curriculum Development. Since attempts about school-based curriculum development are
absent, it causes teachers' professional stagnation, inexperience and insufficiency in UbD, lack of
pedagogy, and mood. It was found that teachers and teacher candidates who are self-confident, self-
renewing, open to learning, and highly motivated and attitude, either individually or as a group, can
design effective and powerful teaching using UbD.

The meta-synthesis study combined and synthesized the qualitative findings revealed by studies
that carried out UbD-based unit design, application, and evaluation research. In this context, based on
the results, suggestions were made for teacher educators, teachers, and teacher candidates and
researchers.

Suggestions for Teacher Educators

One of the most important aspects of this model that distinguishes it from other design models is
that it is an evaluation-oriented design model. That is, the teachers should consider authentic
performance tasks related to possible issues the students can encounter in their daily life before
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planning the instruction. Considering these performances before teaching, in the synthesized findings,
is one of the most common problems that teachers have encountered during the application process
of the model. For this reason, it is recommended to implement professional development programs
focused on authentic learning and assessment for teachers and student teachers. In these programs,
for teachers and student teachers to understand the theoretical background of this model, they should
focus on situational learning and problem-based learning along with authentic learning. In these
learning approaches, students should be able to think about real problems and understand the nature
of hands-on activities. Apart from this, they need to design authentic performances more concretely,
especially on subjects in disciplines that are more related to daily life (science, social studies,
mathematics, etc.).

The scholars should also implement regional professional development projects and new program
design and practices like UbD for teachers to ensure that all teachers reach the integrity of their
knowledge, skills, and understanding of instructional design. Besides, these designs and practices
should be audited and evaluated with specific standards and accreditations. In this way, it can be
ensured that its use becomes widespread by obtaining a holistic understanding of UbD as a design
model.

Suggestions for Researchers

As mentioned above, one of the most important problems is the inability to design the performance
tasks envisaged to achieve the transfer targets. Therefore, it is recommended that teachers examine
the source of the underlying causes of their pedagogical inadequacy in designing these performances.
To improve teachers' competencies in this regard, by organizing action research projects, teachers'
design practices based on UbD should be monitored and recorded. It is suggested to reveal the errors
and/or deficiencies observed through the common feedbacks of the researchers/s and colleagues,
taking into account the UbD design standards of the teacher's design process with the video recording
watched in this process. For this reason, it is thought that the effective implementation of cooperative
action research in which the microteaching method is integrated can be a way to overcome the
pedagogical gaps or inadequacies encountered in the model.

Suggestions for Decision-makers

In the results, it is seen that apart from the pedagogical inadequacies of the teachers, the factors
affecting the UbD-oriented design skills of the teachers are the occupation stagnancy and mood and
the current conditions. For this reason, it is envisaged that as designer teachers, they should be open
to innovation on UbD, feel good, be curious, and therefore, the current conditions should be favorable
for self-development. For this reason, it is recommended that school principals and administrators
encourage teachers to participate in UbD-oriented unit design studies and provide the necessary time,
opportunity, and conditions in this regard. An opportunity should be provided to develop teachers'
attitudes and understandings towards renewing their teaching processes after improving teachers'
current conditions.
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Tasarima Dayali Anlama Modeline Dayali Nitel Arastirmalarin Bulgulari: Bir Meta-
Sentez Calismasi

Giris

Wiggins ve McTighe (1998) tarafindan gelistirilen ve kapsami ortaya konulan Tasarima Dayali
Anlama Modeli, anlamayl merkeze alan bir program tasarim modelidir. Bu tasarim modeli, program
gelistirme calismalari ile ugrasan kisilerin hangi seviyede olursa olsun programlarini sistematik, planh
ve amaclh bicimde tasarlamalarina katki saglayan degerlendirme odaklh gli¢lii bir tasarim cercevesi
sunar. Oldukga genis bir uygulama alanina ve gelisim alanlarina sahip bu program tasarim modeli, bu
meta-sentezin odaginda yer alir. Nitel meta-sentez mantiginda kurgulanan arastirma, 6zellikle bu
modeli temel alarak tasarlanmis, uygulanmis ve bulgulari nitel olarak degerlendirilmis ¢alismalara
odaklanmistir. Bu ylizden, calismalari dahil etme 6lgiti olarak bu Gg husus dikkate alinmis; bu inceleme
sonucunda nitel veri sunan (nite gelistirme calismalari dahil edilmistir. Nitel verilere odaklaniimasinin
sebebi ise, nitel arastirmalarin kesfedici dogasi nedeniyle olgunun neden-sonug iligskilerini ayrintili ve
derinlemesine bir sekilde ortaya koymasidir (Silverman, 2018). Meta-sentezde analize tabi tutulan
¢alismalarin nitel bulgulari sayesinde, modelin 6gretmen deneyimleri ve gelisimleri ile 6grencilerin
gelisimlerine iliskin daha butincul bir bakis agisi elde edilmistir. Bu bakis agisi ve anlayisin bu modele
dayali Gnite tasarim galismalarini kolaylastiracagi distintlmektedir.

Yontem

Bu arastirma; Tasarima Dayali Anlama (Understanding by Design) modeline dayali nitel
arastirmalarda ortaya konulan bulgular sistematik bir sekilde bir araya getirmeyi ve sentezlemeyi
amaclamistir. Dolayisiyla, modelin ortaya koydugu bulgular sonucunda modele iliskin kapsaml ve
batlncll bir perspektif ortaya koymayi hedeflemistir. Bu amag dogrultusunda arastirma nitel meta-
sentez yontemi ile kurgulanmistir. Bu yontemde arastirmacilar; fenomenoloji, gdmulu teori, eylem
arastirmasi, durum calismasi gibi nitel veriye dayali desenlerde kurgulanan ¢alismalarda ortaya konulan
bulgulari sistematik olarak gézden gecirmeyi ve butlinlestirmeyi amacglarlar (Sandelowski ve Barroso,
2007). Nihayetinde ise ele alinan olgu ile ilgili daha genel sonug ve ¢ikarimlara varirlar (Saini ve
Shlonsky, 2012). Bir nitel meta-sentez ¢alismasi gerceklestirirken su adimlar takip edilmistir: (a)
arastirma problemini olusturma, (b) anahtar kelimeler kullanarak veri tabanlarindan kaynaklari bulma
ve elde etme, (c) kaynaklari gézden gecirme ve tanimlama, (d) kaynaklari dahil etme ve hari¢ tutma
Olgltleri gelistirme, (e) ilgili 6lcutler dogrultusunda kaynaklara uygun olarak kaynaklari se¢me ve analiz
etme, (f) bu temalarin ortak temalarini ve alt temalarini olusturma, segilen galismalari analiz ederek
benzerlik ve farkhliklarini ortaya gikarma, (g) temalar gergevesinde elde edilen bulgulari sentezleyerek
cikarimlarda bulunmaile (h) slireci ve bulgulari detayli olarak raporlama (Polat ve Ay, 2016).

Bu meta-sentez arastirmasina dahil olan ¢alismalarin ¢ézimlenme ve gorsellestirme slreci alti
adimda gergeklesmistir: (a) kodlari okuma ve rafine etme, (b) kodlari yeniden okuma, (c) kodlari odak
noktasina gére siniflama, (d) siniflamaya gore kodlari birlestirme, (e) kodlari kategoriye dénistiirme ve
surekli karsilastirmali analiz yontemi ile (f) kategorileri gorsellestirme ve raporlastirma. Bu meta-sentez
¢alismasinda glivenirlik ve gegerlik sorunlarini ele almada denetleme teknigi (audit trail) ile kodlama
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glvenirligi benimsenmistir. Bu kodlama islemlerine gére 6gretmenlerin gelisim sireci ile ilgili bulgular
icin kodlama glivenirliginin %96; 6grenci basarisina iliskin bulgularin glvenirliginin ise %98 oraninda
oldugu bulunmustur.

Bulgular

Bu nitel meta-sentez ¢alismasinda ulasilan verilerin analizi sonucunda UbD modelinin 6gretmen ve
dgretmen adaylarina olan yansimalari 12 tema altinda toplanmistir. Ogretmen ve 6gretmen adaylarinin
planlama becerilerini olumsuz olarak etkileyen 5 temaya ulasilmistir: (1) model deneyimsizligi, (2)
yetersiz pedagoji bilgisi, (3) imkanlar / kosullar, (4) mesleki duraganlik ve (5) duygu durumu. ikinci tema
blogu ise planlama siireglerinde modelin bilesenleri olan (6) istenilen sonuglari tanimlama, (7)
degerlendirme kanitlarini belirleme, (8) 06gretimi planlama, (9) temel sorulari kullanabilme
temalarindan olusmaktadir. Ogretmen ve 6gretme adaylarinin gelisimlerine etkileri; (10) yansitici
ogretmen yetkinlikleri ve (11) pedagojik alan ve becerileri temalarinda toplanmistir. (12) Planlama
becerilerini gelisimini kolaylastiran etmenler de son tema olarak yer almistir. UbD temel 68retim
tasariminin 6grencilerin gelisimlerine etkisini inceleyen arastirmalarin nitel bulgulari incelenmistir. Bu
inceleme sonucunda, UbD ile ilgili ulasilan 7 tema: (a) 6grenci motivasyonunu etkileyen faktorler, (b)
hazirbulunusluk durumu, (c) duyussal faktorler, (d) 6gretim tasarimi anlayisi, (e) bilissel edinim, (f)
katilimci anlayis ile (g) amag yonelimli doyumdur.

Tartisma, Sonug ve Oneriler

Bulgulara bakildiginda 6gretmenlerin bu modele dayali Unite planlamada, 6zellikle 6grenme
surecinin planlanmasinin éncesinde degerlendirme kanitlarinin belirlenmesi ile hedef/ standartlarin
iliskisini kurmada yetersizlik yasadiklari goriilmektedir (Boozer, 2014). Ramaligela (2012) galismasinda
o6gretmen adaylarinin mesleki dersleri kapsaminda bir konu ile ilgili bir Gnite tasarlayamadiklarini
ortaya cikarmistir. Bu ¢alisma sonucunda 6gretmen adaylarinin ders tasarlama becerisi baglaminda
gerekli pedagojik bilgilerden ve becerilerden yoksun olduklari anlasilmistir.

Ayrica 6gretmenlerin ¢alistigl okullarda sorumluluklarindaki is ylkinin fazla olusu ve yeterince
surelerinin kalmayisi, Gnite planlamalarini engelleyen unsurlar olarak gosterilmektedir (Boozer, 2014;
Graff, 2011; Walters, 2018; Yurtseven & Altun, 2017). Dahasi okullarda pratik stratejilerinin yoklugu,
planlama ile ilgili kaynaklarin yoklugu gibi mevcut kosullar/ olanaklar da 6gretmenlerin planlama
becerilerinde yetersizlige neden olabilmektedir.

Dahasi, 6gretmenlerin mesleki acgidan duraganligi da Unite planlama becerilerini olumsuz
etkileyebilmektedir. Clinki mesleki déngi icerisinde belirli bir asamaya gelen 6gretmenler, kendilerini
gelistirme noktasinda duragan bir hale gelmektedir (Huberman, 1989). Bu mesleki duraganhk kidemli
O0gretmenleri mevcut programlari ve ders kitap ya da kaynaklarini kullanmaya yéneltirken, ayni
zamanda yeni 6gretmenleri de hali hazirdaki program ya da kaynaklari kullanmaya sevk etmektedir.
Nitekim bulgularda da mesleki olarak duraganliga gecen 6gretmenlerin daha geleneksel bir 6gretmen
anlayisinda oldugu, bunun da yeni 6gretmenleri de UbD gibi program planlama modellerini kullanmada
tembellige ittigi bulunmustur (Graff, 2011; Peters-Burton, 2012; Yurtseven & Altun, 2017).

UbD temelli Gnite gelistirme calismalara ait nitel bulgular, UbD’nin 6gretmenlerin pedagojik alan
bilgilerinde 6nemli artisa katki sagladigini géstermistir. UbD’nin 6gretimi planlama siirecinde ortaya
koyduklari performanslari yansitan bulgularda da gorilecegi gibi, 6gretmenler 6grencilerin 6grenme
diizeyine uygun olarak 6gretimi diizenleyebilme, 6grencinin performansini nasil dlgecegini bilme,
o0grencilerin 6zelliklerine gore uygun 6gretim stratejileri, yontemleri ve teknikleri secebilme gibi
pedagoji bilgisini gésterip bu bilgilerini iyilestirebilmislerdir (Horzum, Akgiin & Oztiirk, 2014; Walters,
2018;). Ayrica, 6gretmenlerin kendi disiplin alanindaki yeni gelismeleri ilgili bilgi kaynaklarindan takip
ederek kavramlari 6grenmesi de alan bilgisinin iyilestigini géstermistir (Horzum, Akgiin & Oztiirk, 2014;
Walters, 2018).
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UbD’nin 6gretmen deneyimlerine olan etkilerinin disinda 6grencilerin edindigi yasantilara ve
gelisimlerine de etkileri s6z konusudur. Boyle bir modele dayali tasarlanan 6gretimin onlarin
arkadaslari ile fikir aligverisi yapmalarini sagladigi ve bdylece onlara akran destegi aldiklari is birlikli bir
dgrenme ortami sundugu gdze carpmaktadir (Agar, Ercan, & Altun, 2019). Ogretmenin bilgileri bol
miktarda 6rnekle agiklayip gorsellerle destekledigi, ayrica 6grencilerin birbirleriyle fikir alisverisi yaptig
uygulamali etkinliklere dayah etkin bir 6gretim tasarimi saglamaktadir (Acar, Ercan, & Altun, 2019;
Yurtseven & Altun, 2017).

Bu baglamda, 6gretmenlerin mesleki gelisimlerinin bir parcasi olarak program tasarimina daha fazla
dahil olmalari énerilmektedir. Ogretmenlerin mevcut kosullarini iyilestirdikten sonra 6gretmenlerin
dgretim siireclerini yenilemeye yénelik tutum ve anlayislarini gelistirme firsati saglanmalidir. Ogretmen
egitimcileri de onlara bu modelin diger klasik modellerden farkh oldugunu 6gretmelidir. Bu modelin
kullanimini tegvik etmek igin 6zellikle kidemli 6gretmenler igin seminerler dizenlemelidirler. Bu
sekilde, kidemli 6gretmenlerin hazir programlari ve materyalleri kullanmak yerine bir program
tasarimcisi gibi disiinmelerini saglamak icin hazirbulunusluklari ve motivasyonlarini artirmalari ile
kendilerini yenilemeleri 6nerilmektedir.
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The aim of this research study is to determine how students define their
anxiety about learning mathematics, to determine the symptoms of
anxiety and to define how anxiety occurs. The phenomenology research
design was used in the study. A semi-structured interview form was used
as a data collection tool in the research. The data were analyzed through
the content analysis. The study group of the research consists of four male
and four female 8th graders in two public secondary schools in Uluborlu
district of Isparta. According to the results, students predominantly
defined mathematics anxiety as frightening/scary. Also, students
identified the symptoms of mathematics anxiety mostly as the theme of
physical/physical symptoms. Students stated that sociological,
psychological and philosophical dimensions were effective in the
emergence of mathematical anxiety. Some students expressed common
views on the sociological dimension-psychological and psychological-
philosophical dimension. The effects of mathematics anxiety have been
examined under two titles as the effects related to the psychological and
sociological dimensions. While the effects related to the psychological
dimension are discussed in terms of course achievement and effects on
themselves, the effects related to the sociological dimension are discussed
in terms of their effects on their relationship with their family and friends.
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Introduction

For many years, the concept of anxiety that has persisted since the existence of humanity has been
considered. According to Cliceloglu (2005), anxiety is defined as a concept that includes one or more
of the emotions such as fear, grief, distress, feeling of failure, inability and judgment. Many definitions
have been made in the literature about the concept of anxiety until today. According to Kierkegaard,

? This study was produced from the first author's master's thesis "Investigation of the Mathematical Anxiety of
Middle School 8th Grade Students" and this study was presented as an oral presentation at the Eighth
International Congress on Curriculum and Instruction, 25-27 March 2021.
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who first stated that people have an anxious existence and researched this situation, anxiety is the
mood that people create to get rid of the feeling of nothingness they are in (Manav, 2011). According
to Heidegger, who is also one of the representatives of existentialist philosophy, anxiety is a long inner
distress that will last until death. Baltas (2004) defines the concept of anxiety as fear of uncertain
source; Baymur (1989) expresses anxiety as the tense emotional state that occurs in individuals in the
face of unmet need. As for Tekindal (2009), he stated that anxiety disrupts human behaviors, prevents
effective learning from occurring, and this situation harms individuals. Anxiety, which is accepted as
one of the basic emotions of human beings, emerges as a situation that negatively affects effective
learning. Due to mathematics anxiety, it is thought that individuals stay away from mathematics lesson
because they think that they do not like, hate and cannot do mathematics (Baloglu, 2001). As a result,
there is insecurity in individuals due to, their thoughts and abilities that they cannot do mathematics
(Yenilmez & Ozbey, 2006). It is inevitable that students who move away from the mathematics course
do not succeed in this course. It is thought that investigating the underlying causes of anxiety causing
failure is important in achieving the desired level of success in mathematics education both in terms
of students and school education. Considering the related literature, the causes of mathematics
anxiety can be examined under three groups. These are sociological, psychological and philosophical
dimensions (Bayram, 2020).

The Sociological Dimension

At the heart of the social dimension, which is defined as people being afraid of being criticized,
humiliated by others in social settings and therefore avoiding these environments, is mostly the
negative experiences that students have experienced with their environment (such as the teacher,
family and friends) (Zorbaz, 2013). Teachers' attitudes and behaviors such as lecture methods,
competence in the subject matter, and leaving the student in a passive state are seen as important
factors in the formation of anxiety in students (Deniz & Uldas, 2008). Another factor affecting the
sociological dimension is the family dimension. Parents have high expectations of their children, and
accordingly, their attitudes and behaviors such as pressure, benchmarking, and punishment cause
anxiety in students (Alkan, 2011).

The Psychological Dimension

The first person to look at anxiety from a psychological perspective was Sigmund Freud, the founder
of psychoanalytic theory. According to Freud, anxiety is a psychological process and a reflection of the
ego which performs tasks such as warning people against the stimuli coming from the social and
physical environment, adapting to the situation, and continuing on with their lives (Gegtan, 1992). Yet,
negative experiences are important factors that reveal anxiety in human beings (Arem, 2010).

Once again, the attitudes towards mathematics lesson, subject matter competency, and working
methods are also shown to be among the reasons for the anxiety (Bekdemir, 2007). The inability of the
students to ask their teachers what they do not understand during the lesson, their prejudice towards
the lesson, their giving up immediately in the face of hard-to-solve problems, and as a result, low
motivation are the dimensions of the psychological factors stemming from the individual.

The Philosophical Dimension

According to Kierkegaard, who is considered among the founders of existentialism, anxiety is
defined as a mood that a person creates to get rid of the feeling of nothingness, an inevitable part of
life and a disease that can last until death (Manav, 2011). In this dimension, factors such as students'
prejudices towards mathematics, lack of knowledge, beliefs that mathematics is unnecessary, low
motivation, and giving up quickly are the philosophical dimensions that create anxiety. Again, the fact
that the mathematics is abstract and logical in nature makes it difficult for students to understand this
lesson. According to Eldemir (2006), the fact that Maths, which is already defined as difficult by the
students, is not offered by the teachers with appropriate learning methods also causes further anxiety.
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Therefore, teachers are expected to take individual differences of students into account in the
instructional processes and to organize the educational environment in a way that they can better
understand Maths.

The Research Context

Most research studies in the literature on the level of mathematics anxiety, gender, grade level,
parents’ educational status, overall success of teachers, attitude, and socio-economic status have been
examined with quantitative research methods (Adal & Yavuz, 2017; Akgil, 2008; Ates & Giiler, 2016;
Baban, 2018; Borlat, 2018; Bozkurt, 2012; Dogru & Arslan, 2008; Eldemir, 2006; Kilig, 2011; Sentdirk,
2016; Tasdemir, 2013; Tuncer & Yilmaz, 2016; Yenihayat, 2007). According to the findings of these
studies, no significant differences were found in the attitudes and anxiety of the students towards the
mathematics lesson based on gender. A negative moderate correlation was found between students'
mathematics course grades and their mathematics anxiety. Examining the grade level variable, it was
seen that as the grade level increased, the anxiety level of the students also increased. In their study
titled “Content analysis of graduate theses conducted with mathematical concern in Turkey”, Toptas
and Gozel (2018) concluded that only quantitative methods were used in all of the 43 graduate theses
obtained from the National Thesis Center database. Again, Bayram (2020) in his master's thesis named
“Evaluation of research on anxiety in mathematics education”, he found that 84 studies on
mathematical anxiety between 2005 and 2018 were conducted using six qualitative, two mixed, and
76 quantitative methods.

In the light of relevant literature review above, it can be said that the number of studies on
mathematics anxiety is considerably high. However, it is seen that the studies are generally carried out
using quantitative research methods, while qualitative research methods are less in number. Based
solely on quantitative studies, it may not be sufficient on its own to explain what mathematics anxiety
means for the student, what triggers and how it emerges, and what effects it has on students' friends,
family, and course success. Therefore, qualitative research methods which focus on such questions
and reveal in depth what mathematics anxiety means are of significance (Yildirrm & Simsek, 2005).
Thus, the aim of the present study is, by utilizing qualitative methods, to determine how students
define their anxiety about learning mathematics, to determine which symptoms of anxiety, and how
anxiety occurs.

The purpose of the study is to examine how the psychological, sociological, and philosophical
dimensions together affect the formation of mathematics anxiety and to define the resulting effects
which have not been quite emphasized until now. Again, it is aimed to reveal how mathematics anxiety
affects students’ relationship with themselves as well as with their environment. In this context, the
problem to be adressed by the present study is "How do middle school eighth grade students define
their Mathematics anxiety?" In accordance with this problem, answers were sought for the following
research questions:

1. How do students describe the mathematics anxiety they experience?

2. What are the components of the resulting anxiety and how do they relate?

3. How do students describe the effects of their mathematics concerns on their course success,
family and environment, and themselves?

Method

In this study, it is aimed to recognize anxiety as a meaning structure and to define the formation
and transformation processes of anxiety. In this respect, phenomenological research design as is one
of the qualitative research methods was utilized in the study since it allows for identification based on
the experiences, narratives, and opinions of students with mathematics anxiety problems. The
phenomenon we work on in the research is the fear of Maths. We tried to define this phenomenon
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within the context of learning mathematics aths and operationalized it as to be able to answer
Mathematics questions in the lesson and in the exams. We also tried to define how the mathematics
anxiety occurs, as well as its components and consequences.

Participants

The data source to the study consisted of 8th grade students studying in two secondary schools
affiliated to the Ministry of National Education in the Uluborlu district of Isparta. The data have been
collected during the second semester of the 2019-2020 academic year. Four male and four female
participants have been included in the study sample. Parents’ permission has been sought.

Participants were selected using convenient sampling where the researcher identifies cases that
are close to him and are easy to reach (Yildirim & Simsek, 2005). The researcher normally attends the
classes of 40 students at the school, but since eight of the students stated that they had mathematics
anxiety and that they could participate in the study voluntarily, these students constituted the cases
in the study. Since these students were going to sit in the national High School Entrance Exam, they
were readily available as anxious about learning mathematics. Due to research ethics, students' real
names were not included, instead, code names have been assigned to each case.

Data Collection Instrument

In this study, we collected data from middle school 8th grade students on the phenomenon of
"mathematics anxiety" by using a semi-structured interview form. Before the interview form was
prepared, pilot interviews were conducted with 3 students in order to check the suitability, clarity, and
understandability of the questions. After the pilot interviews, the interview form was finalized in line
with the student views and the recommendations of an expert on qualitative research. The form
consisted of 3 questions that guided the interviews:

1. What does mathematics anxiety look like?

2. How does mathematics anxiety occur (influencing factors and who triggers it)?

3. How does mathematics anxiety affect your Mathematics success, your relationships with
friends and family?

No information about mathematics anxiety has been shared with the students before the
interviews. Only questions about whether they experienced mathematics anxiety or not have been
posed to determine their anxiety level. The interviews were recorded with permission and transcribed
for the main analysis. The transcribed interviews were then asked to be confirmed by the participants
in order not to leave any room for any kind of misunderstanding.

Data Analysis

Each participant’s perspective was examined separately according to the case study method, and
then the relationships between events were analyzed to establish semantic connections between
them. To this end, data were analyzed through content analysis. The basic process in content analysis
is to gather similar data around specific themes and codes and transfer them in a way that the reader
can understand. This thematizing and coding process was carried out according to Colaizzi's (1978)
phenomenological data analysis approach which consists of seven stages. Audio recordings and notes
taken during the interview were transcribed by the researcher. As a result of individual interviews,
meaningful data that can be an answer to the research questions were determined by the researcher,
and then codes and themes were created in the content analysis process. In order to find the common
themes, the codes have been put together and studied first. Themes were created by finding similar
aspects among the codes. The themes have been categorized under main headings. We then
summarized and interpreted the generated codes, themes, and categories through graphs and tables.
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Results

The results of the study are presented in line with the research questions.
Results of the First Research Question

The first research question of the study was “How do students describe the mathematics anxiety
they experience and what are the components of the resulting anxiety and how do they relate?” and
has been examined in four sub-headings. In the first part, we included student views on how
mathematics anxiety is defined and what its symptoms are. The other part covers what are the
components of the resulting anxiety and the relationships between them.

Defining mathematics anxiety.

Students' views on the definition of mathematics anxiety have been grouped under three themes:
Difficult, scary/creepy, and emotional/mental state. The data obtained can be seen in Table 1.

Table 1. Analysis of the Answers Given by the Students for the Definition of Mathematics Anxiety

Themes Codes Participants
Dog Hilmi
Insect Eda
Vortex Mustafa

1. Grisly/Scary (n = 5)
Thinner and fire Mustafa
Drowning Berna
Horror Nalan
Fishing Nalan

2. Difficult (n = 3) Labyrinth Veli
Mountain Furkan
Stress Nalan

3. Emotional/Mental State (n = 3) Bias Havva
Aggressive, depressed Mustafa

When Table 1 is examined, five of the students have been observed to tend towards the grisly /scary
theme, three to the difficult theme, and three to the emotional/mental state theme. It was seen that
the students predominantly expressed their views on the frightening/scary theme. In addition,
students expressed their mathematics anxiety as a difficult and emotional/mental state.

Some quotes from the students who define their mathematics anxiety as scary/frightening and the
assigned codes are as follows:

Hilmi: “Mathematics anxiety is the fear of being ruined if | can't do it in our future exams. | can
compare mathematics anxiety to a dog. Just like a dog, mathematics anxiety can bite us and get
rabies." [code: dog]

Mustafa: “Mathematics anxiety is like a whirlpool for me. The more you try to do it, the more you
getinto it; the more you get into it, the more your hope and determination run out and the vortex
swallows it. As a result of this vortex, | am afraid of mathematics." [code: swirl]

Eda: “Mathematics anxiety is being afraid that | will not be able to solve mathematics and that | will
not be able to do it in the future. The insect looks a lot like anxiety in my opinion. Being afraid of
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the insect as if the insect will bite you is just like what | have experienced in mathematics."” [code:
insect]

Quotes and codes from students who define mathematics as difficult are as follows:

Veli: “I think Mathematics anxiety is like an unknown labyrinth. | am having a hard time reaching
the result in mathematics.” [code: labyrinth]

Furkan: “I compare the anxiety of mathematics to a mountain because it is easy to climb the
mountain first, that is, the subjects are few and easy, but the mountain gets steeper and more
difficult. It becomes unattainable." [code: mountain]

Quotations and codes from students who define mathematics as emotional/mental states are as
follows:

Nalan: "As the fear of not being able to complete the mathematics questions continues over time,
it creates stress for me and when | see the mathematics questions, | get around my feet." [code:
stress]

Havva: “For me, mathematics anxiety is a prejudice originating from thinking that | cannot do it. So
my situation is a bit psychological." [code: bias]

Symptoms of mathematics anxiety.

Based on data from student interviews, the symptoms of mathematics anxiety were collected under
three themes. These are physical/physical symptoms, cognitive symptoms, and affective symptoms.
The data obtained are presented in Table 2.

Table 2. Analysis of the Answers Given by Students for the Symptoms of Mathematics Anxiety

Themes Codes Participants
Headache and dizziness Mustafa
Nausea Hilmi

1. Physical/Physical Sweating, abdominal pain Veli

symptoms (n = 6) Cold sweating Havva

Freezing of hands and feet due to cold sweating, abdominal pain Berna
Being unable to breathe due to depression Eda

2. Cognitive symptoms (n = 1) Low motivation Furkan

3. Affective symptoms (n = 1) Feeling of failure Nalan

When Table 2 is checked, 6 of the students chose the Bodily/Physical Symptoms theme, one of the
students the Cognitive Symptoms theme, and one of the students the Affective Symptoms theme. The
majority of the students stated that the symptoms of mathematics anxiety were mainly the
physical/physical symptoms.

Some of the quotations and codes from students who physically/physically expressed the
symptoms of mathematics anxiety are as follows:

Mustafa: "My head hurts a lot and my head starts spinning, especially when | can't do Mathematics
questions." [code: headache and dizziness]

Hilmi: "The anxiety that arises when | am not sure, it is as if you eat pastry and sit on your stomach
and then you get sick.” [code: nausea]
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Berna: “When | see Mathematics questions, and especially when I'm between two choices, | get cold
sweat, my hands and feet are freezing, my stomach hurts." [code: cold hands and feet due to
cold sweat, abdominal pain]

Quotations and codes from students who cognitively expressed the symptoms of mathematics
anxiety are as follows:

Furkan: “Mathematics, which is the lesson | have difficulty with, seems to me like climbing a
mountain. This leads to a low motivation for my lessons." [code: low motivation]

Quotations and codes from students who affectively expressed the symptoms of mathematics
anxiety are as follows:

Nalan: “Hurrying through an exam | want to train can cause anxiety. This creates the idea that |
cannot do the questions and | cannot get rid of this thought. This creates a feeling of failure in
me." [code: feeling of failure]

Dimensions of mathematics anxiety.

Students' views on the emergence of mathematics anxiety were grouped under three themes:
sociological dimension, psychological dimension, and philosophical dimension. The data obtained are
presented in Table 3.

Table 3. Analysis of the Answers Given by Students for the Emergence of Mathematics Anxiety

Themes Codes Participants
Circle of friends Furkan
Class climate Havva
Social media news Berna

1. Sociological dimension (n = 5) The family's commitment to the idea that the child cannot meetthe Berna
expectations of the child by comparing it with others

Teacher's attitude towards doing wrong Nalan

Boredom of teachers' teaching style - students' disaffection from Mustafa

lessons
Hard or even impossible barrier Furkan
Lack of acceptance/self-esteem Hilmi

2. Psychological dimension (n = 4)
Failing Eda
Prejudiced attitude of students towards mathematics lesson Veli

3. Philosophical dimension (n = 2) Feeling worthless and losing the meaning of his existence Hilmi, Eda

When Table 3 is examined, it can be seen that five of the students highlighted the sociological
dimension theme, four of them highlighted the psychological dimension theme, and two of them
highlighted the philosophical dimension theme. According to the opinions of the students, it is
observed that the sociological dimension and the psychological dimension themes are predominant in
the emergence of mathematics anxiety.

Some of the quotations and codes from the students who expressed the emergence of mathematics
anxiety as a sociological dimension are as follows;

Havva: “The biggest reason for my mathematics anxiety to arise is to talking to each other in the
classroom environment about the difficulty of mathematics lessons. Also, in the 6th grade, our
teacher wrote a problem on the blackboard. Those who knew the question would go to the
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recess, and those who did not would sit in the classroom. | did not know the question and my
friends were making fun of me from the classroom door." [code: classroom climate-social
dimension, humiliation through teasing-psychological effect]

Berna: “I am always reminded by my family of successful children on TV news or people who are
successful in their lessons in our immediate environment (e.g. our neighbor's son). Seeing what
my family has done in their time of lack of resources and saying that everything is complete but
you are not working increases my anxiety." [code: The family's processing of the idea that the
child cannot meet the expectations from the child by comparing it with others-social dimension-
crush-psychological effect]

Mustafa: "when | said that the subjects were going well, all of a sudden there were things like
equations, numbers, coordinate systems, and all the desire for the lesson went away. The teacher
talks all the time, and you listen all the time. After a certain period of time, you already ignore
what the teacher says. | think the reason for the anxiety is the teachers, because they do very
boring lessons." [code: the boredom of teachers' way of processing lessons-the cooling off of
students from lessons - the social dimension]

Quotes and codes of students expressing the emergence of mathematics anxiety as a psychological
dimension are as follows;

Eda: "It comes up in situations where we want to do but can't. When fear and anxiety are combined
together, | can't stop thinking that I'll never succeed in mathematics, which makes me move
away from mathematics. Again, when | try to solve a question, the number of questions | solve
daily also decreases. It can also be called anxiety about not being able to raise it in trials. Rushing
a test | want to train can cause anxiety. That's the idea that | can't do the questions, and | can't
get rid of that thought. " [code: Fail/Fail-psychological dimension]

Veli: "I think the main reason for mathematics anxiety is our prejudices in our minds. It's impossible
to solve mathematics questions when we can't get rid of these prejudices." [code: students'
biased approaches to mathematics course-psychological dimension]

Speech quotations and codes of students who express the emergence of mathematics anxiety as a
philosophical dimension are as follows;

Hilmi: “Unless a person can do mathematics, his work does not come, and when he does, | cannot
do it anyway. This situation affects me psychologically and | do not even come to mathematics
class, it is heartbreaking. | feel worthless about mathematics. It so happens that | am left alone
in the world, as if there is no purpose for me to be in the world. These situations also make me
feel bad." [code: failure/failure - psychological effect, feeling worthless and losing the meaning
of his existence - philosophical dimension]

Eda: “Mathematics is a difficult course or it is difficult for me, | don't know. But | am sure that
mathematics is a lesson that | failed. The mathematics class | failed makes me feel worthless.
Because as | see people who are successful in mathematics class, the thought of being the only
one that comes to mind. So, the thought arises that | have one short-coming from the people
who are successful in this course. This makes me feel worthless and aimless." [code:
acceptance/lack of self-confidence-psychological effect, feeling worthless and losing the
meaning of his existence- philosophical dimension].

Results of the Second Research Question
Components of emerging anxiety and the relationship between these components.

The second research question of the study is "What are the components in the formation of
mathematics anxiety?" Regarding this problem, the findings were examined under three themes,
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namely the psychological dimension, the philosophical dimension and the sociological dimension, and
which or which of these dimensions were effective together was evaluated within the framework of
the opinions of the students to the first question. The distribution of the common components of the
anxiety is presented in Figure 1.
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Figure 1. Distribution of Common Components of Emerging Anxiety

When Figure 1 is analyzed, it is understood that the students Furkan, Havva, Berna, and Nalan
stated that the formation of mathematics anxiety is both sociologically and psychologically two-
dimensional. For example, the student named Eve points out that the social dimension that emerges
as mocking him within the framework of the classroom climate created by his classmates triggers the
effects of the psychological dimension in the form of embarrassment, boredom and humiliation.
Berna, on the other hand, stated that she had low self-esteem within the framework of the social
dimension formed by her family and social media news and emphasized the relationship between the
social dimension and the psychological dimension.

It is understood from the students that Hilmi and Eda stated that mathematics anxiety is two-
dimensional both philosophically and psychologically. These students stated that the reason for
mathematics anxiety is the psychological effect of not being able to do it in the social environment and
the feeling of being worthless and losing the meaning of their existence by going beyond. In these
students, it is observed that the psychological effect caused by failure to do the mathematics lesson
and the psychological effect triggering the philosophical dimension, losing the meaning of their
existence.

Mustafa, one of the students, stated the reason for the occurrence of mathematics anxiety only as
a sociological dimension. Also, one of the students, Veli, expressed the reason for mathematics anxiety
as the psychological dimension.

Results of the Third Research Question

The third research question of the study was "How do students define the effects of their
mathematics anxiety on their academic achievement, family environment and themselves?". The
second sub-problem has been examined under two subtitles. The first part examines the effects of
anxiety in relation to the psychological dimension while the other covers the effects of anxiety related
to the sociological dimension.
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Effects of mathematics anxiety related to psychological dimension.

The effects of anxiety related to the psychological dimension are examined under two sub-
headings. These are in terms of course success and in terms of self/personal effects.

Perceptions of the effects in terms of course success.

Students' perceptions of the effects of mathematics anxiety on academic achievement were found
to emerge under two themes, positive and negative. Three codes were determined for the theme
determined as negative. These are poor performance, not attending the lesson, and the effect on other
lessons. The data obtained are presented in Table 4.

Table 4. Analysis of the answers given by students to the effects of mathematics anxiety on academic achievement

Themes Codes Participants

Low performance Hilmi, Veli, Nalan, Furkan, Havva, Berna, Eda
1. Negative effects (n = 7) Reluctance to attend class Hilmi, Veli, Nalan, Havva, Berna

Effects on other lessons Hilmi, Furkan, Eda
2. Positive effects (n = 1) A motivating power Mustafa

Increasing willingness to study Mustafa

When Table 4 is examined, all of the students except Mustafa stated that mathematics anxiety has
a negative effect on academic success. Again, all of the students in the negative effects theme stated
that mathematics anxiety caused them to decrease performance. 5 students stated the reluctance to
participate in the course code under the negative effective theme, and 3 students stated the code for
the effect on other courses.

Some quotes and codes for the negative effects theme are presented below.

Hilmi: “Thinking about mathematics at any time due to anxiety about mathematics or taking only
mathematics as a lesson can cause my performance in other courses to decrease. Because of this
over thought, your brain is very full and can cause frequent headaches. The headache dulls my
desire to study mathematics. As a result, | am not studying this course and | am failing." [code:
low performance, reluctance to participate in classes, effects on other lessons]

Nalan: “Mathematics anxiety has a negative effect on my academic performance, of course.
Actually, | can solve the questions with our teacher in the classroom, but | cannot do the
questions, especially in the trials for LGS. Because these questions are very difficult for me and |
do not want to do the questions. At that moment, my anxiety is so high that | don't even go to
mathematics class later. In the end, this anxiety causes me to fail because it slows down my
willingness to work." [code: low performance, unwillingness to attend class]

Eda: “Mathematics anxiety starts the moment | attend the class at school. In the lesson, thoughts
such as if | cannot understand the subject or if | cannot do it begin and this prevents me from
listening and understanding the lesson. As a matter of fact, this emotional state affects my lesson
performance in mathematics negatively and decreases my course performance. This situation in
mathematics can be generalized to all lessons later. Especially when | see something about
numbers in science class, | leave that subject and | fail." [code: low performance, reluctance to
participate in classes, effects on other lessons]

The theme of positive effects was determined only by Mustafa from the participants. The speech
excerpt and codes of this student are presented below.

Mustafa: “Mathematics anxiety has many aspects in terms of academic success, both good and bad.
It affects me in a good way. Because the good thing is, the constant thinking of mathematics in
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my mind and inside me prompts me to study. This situation is a force that constantly pushes me."
[code: a motivating force, increased willingness to study]

Perceptions in terms of self/personal effects.

Students' perceptions of the personal effects of mathematics anxiety were grouped under four
themes: comparing themselves with others, fear of making mistakes, negative experiences, and
inability to meet expectations. The data obtained are showed in Table 5.

Table 5. Analysis of the Answers Given by Students for the Personal Effects of Mathematics Anxiety

Themes Codes Participants

Avoiding mathematics Furkan, Mustafa, Havva, Berna

Being in continuous moral-mood disorder  Furkan, Mustafa, Havva, Berna

1. Fear of doing wrong (n = 4) due to failure

Lack of self confidence Furkan, Mustafa, Havva, Berna
Failure to meet family expectations Eda, Hilmi
2. Failure to meet expectations (n = 2)
Failing to meet individual expectations Eda, Hilmi
3. Comparing themselves with others Comparing themselves to others Nalan
and negative experiences (n = 2) . . .
Negative experiences Veli

When Table 5 was examined, four of the students stated the theme of fear of doing wrong, two of
failure to meet expectations, two of comparing themselves to others and negative experiences.
According to the opinions of students, their perception of the personal effects of mathematics anxiety
is mainly dominated by the fear of making mistakes.

Here are some quotes and codes from students who express their perception of the personal
effects of mathematics anxiety as a fear of making mistakes;

Mustafa: "It leads to a lack of self-confidence. It scares me to be treated like an idiot by those around
me, especially if my name is in the last place on the lists that hang as a result of the exams. So, |
think it really affected us as a personality. We can also be in an introverted mood, or we can also
be in an aggressive state. This, in turn, significantly reduces my course success, and | don't even
want to go to mathematics class. Even if | go to class, | often worry that | will make mistakes."
[code: lack of self-confidence, abstinence from mathematics, constant morale-mood disorder
based on failure]

Berna: “I am happy when | do the mathematics questions, and when | cannot, | become unhappy,
depressed, and anxious. This causes a loss of self-esteem. After all, it makes me an unhappy
person and | don't want to solve mathematics questions anymore. I've become afraid of
mathematics." [code: being in constant morale-mood due to failure, lack of self-confidence,
avoiding mathematics]

Some of the quotations and codes of students who express their perceptions of the personal effects
of mathematics anxiety as not meeting the expectations are as follows;

Hilmi: “The people around me and myself have a lot of expectations from me, so | work hard in order
not to upset them. But when | can't pay for my work, | go crazy and go crazy." [code: family and
individual Failure to meet expectations]

Eda: “Of course, mathematics anxiety has a lot of effects on myself. Especially when | cannot do the
questions, | get nervous, sad and my self-confidence decreasesd. As these feelings grow over
time, of course | cannot do the mathematics. When | fail, | regret that the efforts of my teachers
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and my family will be wasted. | don't want to be embarrassed about them." [code: family and
individual Failure to meet expectations]

Quotations and codes of students who express their perceptions of the personal effects of
mathematics anxiety as comparing themselves with others and negative experiences are as follows;

Nalan: “I put a lot of effort into mathematics lessons. However, when those who do not make as
much effort get higher marks than me, | get very angry and anxious. | feel depressed when | see
students who get better grades than me. Thoughts like“He's doing it, why can't | do it?” eat off
my brain. Since | constantly compare myself with others, | avoid solving questions in
mathematics." [code: do not compare themselves with others]

Veli: “I do not like and do not understand mathematics lesson. The reason for this lies in the fact
that | have bad experiences with mathematics lessons in the past, and this affects today. My
teachers have a great influence on these events | have experienced. | do not understand what he
is telling me and when he asks me a question and cannot answer, they get very angry with me. |
am sad when | fail, and if this does not improve as time passes, there is silence in the lessons."
[code: negative experiences]

Effects of mathematics anxiety related to the sociological dimension.

The effects of anxiety related to the sociological dimension are examined under two subtitles. These
are the perception of its effects in terms of relations with family and relationships with friends.

Perceptions of its effects in terms of relations with the family.

Students' views on the effects of mathematics anxiety on family relationships were grouped under
three themes: criticism, high expectation, and comparison with others. The data obtained are
presented in Table 6.

Table 6. Analysis of Students' Answers Regarding the Effects of Mathematics Anxiety in Terms of Relations with
Family

Themes Codes Participants

. . High expectation Nalan, Havva,
1. High expectation (n = 4) Berna Eda. Hilmi

Getting angry, no willing to study Furkan

2. Comparison with others (n = 2) Comparison with siblings, lack of self-confidence, thinking Mustafa
not being hardworking, getting angry, no willing to study,
worry about what if | don't read/not like them

Warning, fear, inability to say something, inner stress Berna
3. The theme of criticism (n = 2)
Pressure, punishment, breaking ties with family Veli

When Table 6 is studied, five of the students stated the theme of high expectation, two of them to
compare with others, and two of them to be criticized. Accordingly, the participants mostly
commented on the high expectation theme.

Some of the speech quotations and codes of the students who express their perceptions about the
effects of mathematics anxiety on family relations as high expectations are as follows;

Berna: “My family has expectations from me in mathematics class. | believe there is verbal
intelligence too, but they expect me to enroll in science high school in numerical field. However,
I cannot do the mathematics. The more | succeed in mathematics, the higher my value in their
eyes; the more the failure the less my value. Since my father is a construction worker, he works
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day and night without complaining about if it’s winter and there’s snow and he always tells me
you study and don’t experience financial difficulties like me. | do not want to frustrate my father's
efforts. That's why I'm very worried if | can't do it either." [code: high expectation]

Eda: "Mathematics class is the biggest problem affecting my family relationships. Because when
you do mathematics, you don't have any problems in other classes. My parents are very upset
that | failed. | can't stand seeing them sad, and I'm very sad. My parents really want me to read,
especially my mom. My mother never went to school, and my daughter tells me that | couldn't
read, you read. So | especially want to fulfill my mother's expectations of me." [code: high
expectation]

Hilmi: "Because my mother and father are teachers, especially because my father is a mathematics
teacher, | constantly get warnings from my parents that | should study, and they do not tolerate
even 1 mistake. My father keeps saying that I'm the son of a mathematician, and that's why |
have to do mathematics. It makes me worry so much, I'm so worried about what I'll say to my
father if | do it wrong on exams. Because of the way | think about it, | can't concentrate too much
on other questions. | wish my parents weren't teachers..." [code: high expectation]

Some of the quotations and codes of the students who express their perceptions about the effects
of mathematics anxiety on family relations as a comparison with others are as follows;

Furkan: “Mathematics negatively affects my family relationships. When | get a low score in
mathematics experiments, he immediately starts to compare with our neighbor's son Hasan.
Here is Hasan, good and good words like this annoys me. This situation makes me very
uncomfortable and causes both my anxiety to increase and not to study." [code: getting angry,
not wanting to study]

Mustafa: “I am the youngest child of my family. My brother is studying medicine and my sister is
studying law. This is why my family is always comparing me to them. You don't work like your
brother or sister; | hear words like they work hard. This situation really lowers me. Okay, | am not
hardworking like them, but it annoys me that they always compare me with them and | do not
study because of this situation. | am constantly thinking about myself; if | cannot study like my
older sister, | am worried...” [code: comparison with siblings, lack of self-confidence, thinking that
they are not hardworking, getting angry, not wanting to study, or worrying if | do not read like
them]

Speech quotations and codes of students who express their perception of the effects of
mathematics anxiety on family relations as being criticized are as follows;

Berna: “When | score low on mathematics exams and tests, | am subject to harsh verbal warnings
by my family. | can not say anything about these conversations, but it is eating up my heart. | am
very scared and intense. This generally affects my relationships with my family (in terms of
communication) negatively." [code: warning, fear, inability to say anything, constriction]

Parent: “Academic failure, especially in the mathematics lesson, causes pressure from my family.
They constantly warn me why you are not working, why you are not successful, you will not be
successful. Later, it causes some prohibitions against me. There are penalties such as taking the
phone and computer away from me and not allowing me to go outside with my friends. This
causes the bond between me and my family to break, and tension builds up between us." [code:
repression, punishment, break with family]

Perceptions about the effects in terms of relationships with friends.

Students' views on the effects of mathematics anxiety in terms of their relationships with friends
were grouped under two themes: having an effect (mocking and being excluded from the group) and
no effect. The data obtained are presented in Table 7.
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Table 7. Analysis of the Effects of Students' Mathematics Anxiety in Terms of Their Relationship with Friends

Themes Codes Participants

Being ridiculed (n = 3) Nalan, Havva, Eda
1. Has an effect (n = 6)

Exclusion from the group (n = 3) Furkan, Mustafa, Hilmi
2. No effect (n =2) Does not affect Berna, Veli

When Table 7 is analyzed, three of the students stated the theme of being ridiculed and three of
them were excluded from the group. Two of the students stated that mathematics anxiety did not
have any effect on relationships with friends.

Quotations and codes of students who express their perceptions of the effects of mathematics
anxiety in terms of their relationships with friends as mocking are as follows;

Havva: “The biggest reason my mathematics anxiety arises is the classroom environment. Our class
is very crowded. Although there are many people in our class, the number of students
participating in the class is very small. | do not want to throw myself in the middle of the class
because few people participate. If | jump and do it wrong, | don't want to be the subject of fun
of my friends. That's why | do not participate in the lesson very much." [code: mocked]

Eda: “Of course, it affects my friendships. As people with mathematics anxiety, we tend to be
aggressive, angry, and violent towards all people around us. We treat all our friends badly; |
mean bad behavior. | use strong language even if | do not speak to them. Because failing
something pisses me off. | also do not get a voice in the classroom. Especially, | am afraid that
my friend next to me will make fun of me." [code: mocked]

The quotations and codes of the students who express their perceptions of the effects of
mathematics anxiety in terms of their relationships with friends as exclusion from the group are as
follows;

Furkan: “Mathematics anxiety affects the circle of friends. Since | can do mathematics, | have a
better quality and orderly circle of friends around me. This will positively affect my career in all
aspects and | want to be a leader in the group. The way to do this is that | am very good at
mathematics. However, | also know that when | cannot do mathematics, | will be ignored by my
circle of friends." [code: exclusion from the group]

Mustafa: “/ am unsuccessful in mathematics class, but | am a leader person who is listened to in a
friendly environment. In my circle of friends, | do not open much of the conversations about
mathematics, | change the subject if there is any. Because | know this lack will hurt me. | don't
want my place in the group to change. In the eyes of my friends, | am a person who knows and
does everything and | do not want this to change. That's why | took mathematics out of my life."
[code: exclusion from the group]

Speech quotes and codes of students who express their perception of the effects of mathematics
anxiety in terms of their relationship with a friend as having no effect are as follows;

Berna: "Friends don't affect my relationships because all my friends usually fail Mathematics."
[code: does not affect]

Veli: "It has no effect on my friend relationships. Because we don't talk about lessons in a friendly
environment, and even if we do, it doesn't affect our relationship." [code: does not affect]
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Discussion, Conclusion and Implications

Students compared mathematics anxiety to scary/frightening situations. In addition, students
express their mathematics anxiety as a difficult and emotional/mental state. Considering the codes
created based on the opinions of the students; it is seen that students are afraid of mathematics lesson;
they have difficulty and this affects their emotional state. In parallel with our study, there are studies
in the literature that show that mathematics lesson is difficult (Basar, Unal, & Yalcin, 2002; Baykul,
2004). Again, in the study conducted by Isik, Ciltas and Bekdemir (2008), students in our country and
around the world stated that they were afraid of, disliked, and anxious about mathematics. Studies
that found mathematics anxiety as scary and frightening by students (Lewis & Aiken, 1970; Baloglu,
2001; Bourne, 1995; Chipman, Krantz, & Silver, 1992; Gierl & Bisanz, 1995; lzard, 1972; Skiba, 1990;
Sahin, 2004; Tobias, 1978; Zettle & Houghton, 1998) support the results of the current study. Again,
some of the students who participated in the study described mathematics anxiety as difficult. Mc
Leod and Adams (1989) and Yetkin (2003) stated in their study that students had difficulties in
understanding and learning the mathematics lesson.

It has been determined that the emergence of anxiety has physical/physical, cognitive and affective
symptoms. In the relevant literature, parallel to the study, it is stated that anxiety has physical/physical,
cognitive and affective symptoms (Ciiceloglu, 2005; Deniz & Uldas, 2008; Kdknel, 1989; Kéroglu, 2006;
Semerci, 2007; Tolan, 2002; Yesilyurt, 2006). As a result of the interviews with the students, the
symptoms of mathematics anxiety were stated as physical/physical symptoms. Students who describe
the symptoms of the emergence of anxiety as physical/physical; They reported sweating, dizziness,
abdominal pain, ice cold hands and feet, inability to breathe, and nausea. In the study of Cliceloglu
(2005), there are physical symptoms of anxiety and these are; sweating, headaches, dizziness, dry
mouth, chest tightness, shortness of breath, heart palpitations. Again, Deniz and Uldas (2008) stated
that anxiety causes the emergence of some physiological symptoms such as anxiety, panic, fear, stress,
stomach problems, difficulty in breathing, sweating of the palms, and shame. These negative situations
that arise due to anxiety cause the academic success of students to be limited.

Another result of the study is "What are the dimensions in the formation of mathematics anxiety?"
Concerning this problem, the findings were examined under three themes: psychological dimension,
philosophical dimension, and sociological dimension. In this sub-problem, which was created based on
the answers given by the students to the first question, it is seen that the students mostly expressed
their opinions on the sociological dimension and psychological dimension themes. In the subthemes
of the sociological dimension; friend circle and classroom climate, family and teacher, in the sub-
themes of the psychological dimension; A flat wall that is difficult or even impossible to overcome, lack
of acceptance/self-confidence, Failure/Failure, Prejudiced attitudes of students towards mathematics
lesson. In the research studies, it is expected that there will be an increase in their academic success
with the increase in social support perceived by students (Erden & Akgil, 2010; Yildirim, 2006). Social
support perception is a powerful factor in solving, preventing, and treating individuals' sociological and
psychological problems (Yildirim, 2006). Therefore, the social support system is a situation that can
decrease or increase the mathematics anxiety levels of individuals. Alkan (2011) stated in his study
that students who do not receive support from their families have mathematics anxiety. Again, Uzman
(2004) stated that families 'supportive role is an important factor in students' overcoming anxiety.
Social support offered to students not only improves psychologically and physiologically but also has
positive contributions to academic success (Erden & Akglil, 2010; Ergene & Yildirim, 2003; Yildirim,
2006). When students’ perception of social support increases, students' motivation levels also increase
(Sentirk, 2016). It is thought that students who are supported by their friends, families, and especially
teachers will be well motivated in the education process.

Considering the results regarding the relations between the dimensions of the emerging anxiety;
the sociological-psychological dimension and the psychological-philosophical dimension themes occur
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together or trigger each other. This shows the complexity of the concept of anxiety. In the studies
conducted so far, the concept of anxiety has been examined through scales prepared in the form of
dimensions-factors. However, life itself is not a rather simplified form of anxiety, but rather a state of
complexity, seen as, for example, lowering the dignity and status of the family; The family, which is
called the immediate social environment, does not trust the child or accept him as it is, and this
situation leads to the child's self-confidence-psychological deficiency and this situation also causes
them to feel himself as a threat to their existence, which is a worthless-philosophical dimension.

One of the findings of the interviews with the students is that they negatively expressed the effect
of mathematics anxiety on academic achievement. Students who stated that it had a negative effect
on course achievement stated that mathematics anxiety caused situations such as low performance,
not attending the class, and its effect on other lessons. All of the students who stated that mathematics
anxiety affected negatively stated that mathematics anxiety caused poor performance. In the relevant
literature, there are studies explaining that there is a negative and significant relationship between
academic achievement and mathematics anxiety (Arikam, 2004; Bekdemir, 2007; Erden & Akgidil, 2010;
Erktin, D6nmez, & Ozel, 2006; Erol, 1989; Oksal, Durmaz, & Akin, 2013; Peker & Sentiirk, 2012;
Richardson & Suinn, 1972; Sapma, 2013; Sahin, 2004; Sentiirk, 2010; Tan & Solak, 2015; Yenilmez &
Ozbey, 2003). Studies and this research show us that students with high levels of anxiety fail in
mathematics lessons. As a matter of fact, when students are anxious, they fail in mathematics lesson,
when they fail, they are afraid of mathematics and this failure situation becomes permanent. Yiksel
and Sahin (2004) concluded in their study that as the level of success of students increases, their
anxiety levels decrease. Therefore, it is seen that the mathematics performance of students with
mathematics anxiety decreases and there is a negative relationship between anxiety and achievement.

The students stated that the reason for their mathematics anxiety might be their own. The students
especially stated that they had a fear of making mistakes and they attributed this to their lack of self-
confidence. It can be seen in this finding that students have a self-efficacy problem against
mathematics lesson. Due to this self-efficacy problem, students do not solve mathematics problems
and do not even want to attend classes. It is an expected but psychologically unwanted result that
students do not want to solve mathematics problems and avoid class, and therefore worry. The
students stated that they had a lot of difficulty especially in the questions that require logic and
reasoning, which were asked under the name of new generation questions, and their anxiety levels
increased more when these questions were asked in the mathematics and mock exams. They stated
that as a result of the bad results, they were mentally and physically worn out, and this caused
communication disorders with their environment. As a matter of fact, the anxiety levels of the students
towards the mathematics lesson increase due to the decrease in the self-confidence of the students.
The category of perceiving oneself as worthless as a result of the study also shows us that anxiety is an
ontological concept. According to Kierkegaard, ontology is defined as a threat to its existence (hurt,
feeling bad, insecure person, hence perceiving as worthless) (Flow, 2014). What is meant by the threat
here is that the family, which we will call the close social environment, does not trust the child or
accept him as it is, and the feeling of self-worth due to the lack of self-confidence in the child. Isik,
Ciltas and Bekdemir (2008) stated in their study that because of the fear of mathematics, students
cannot learn mathematics knowledge in lessons and instead memorize the information. In the findings
obtained from the study, the students stated that their anxiety would decrease when they have a good
command of the field knowledge and they have confidence in themselves. Doruk, Oztiirk and Kaplan
(2016), on the other hand, found in their research that as students' self-confidence increased, their
anxiety would decrease. Aschraft and Krause (2007) stated that the reason why students with high
anxiety level fail in mathematics lesson is not only anxiety, but also insufficient mathematics
knowledge will increase anxiety. Again, low self-esteem and memory deterioration in people are also
a factor that increases anxiety. Koca (2011) stated in his study that students who consider themselves
competent have lower mathematics anxiety. As a result, the reason behind the students' fear of doing
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wrong is the lack of self-confidence. The anxiety levels of the students decrease with the increase of
their self-confidence, and their anxiety levels increase with the decrease of their self-confidence.

When the effects of mathematics anxiety in terms of family relations are examined, it is seen that
the mathematics lesson is effective in the deterioration of students' family relationships. The students
stated that their relations with their families had deteriorated due to the mathematics lesson. Students
stated that their anxiety increased especially because their families had high expectations from them.
According to Bayer (2005), Money and reputation are among the reasons for families to have high
expectations from their children. People who have fame, reputation and money in the society are
regarded as "a man", while those who are the opposite are regarded as "nothing". Alain de Botton
(2003) stated that not having high status does not only mean financially limited, individuals' self-
esteem decreases. Material gains come at the top of the status understanding in modern societies.
Changing this dominant thought in societies is as difficult as changing the direction of rotation around
the sun. Therefore, it is inevitable that people who do not have high status will receive limited respect
from others in the society. Indeed, according to Alain de Botton (2003), high status is like a key that
opens the door to many wealth. Families today also support the statements of Alain de Botton and
expect their children to be individuals of high status. Therefore, families put pressure on their children.
Again, the students stated that their anxiety increased due to the situation of being compared with
others and being criticized by their families. According to the information received from the students,
families put pressure on students, whether they want to or not. It is observed that there are oppressive
demands by their families that students should always get the highest score. For this reason, parents
want students to spend more time in mathematics lesson and to be successful. However, families do
not realize that these behaviors will further increase the level of anxiety in their students. As a matter
of fact, one of the results of our study revealed that the students were more anxious due to these
oppressive attitudes of the families and they also moved away from the mathematics course. Children
of families with oppressive attitudes have a lack of self-confidence (Sertelin Mercan & Yavuzer, 2007).
An individual with low self-esteem is more likely to experience anxiety than a person with high self-
esteem (McKay & Fanning, 2008). Therefore, when parents take an active role in their children's
education, the sense of trust in their children will develop.

As a result of interviews with students, it is seen that mathematics anxiety has negative effects on
friendship relations. The students who stated that it had negative effects on their friendships defined
this situation as being mocked and excluded from the group. Students are not able to actively
participate in the lesson, not even wanting to speak in the classroom environment, especially because
they fear being ridiculed. Again, because students match their place in the peer groups with being good
or bad in mathematics lesson, they think that being successful in mathematics lesson is very important
for them and if they fail in mathematics lesson, they will be excluded from peer groups. Therefore,
students stated that people who are successful in mathematics lessons are respected in their peer
groups, their words are listened to and they are seen as leaders. In addition, the students stated that
they were angry, quarrelsome, and contemplative due to their math anxiety and that this situation
negatively affected their friendship relations. In these times we live in the communication age,
everyone or everything has positive or negative effects on our lives. Students' thoughts of getting
reactions from their friends in the classroom and feeling themselves under pressure can lead to
mathematics anxiety. In the studies conducted in the literature, it has been determined that the
mathematics anxiety levels of the students who are not seen as hardworking by their friends and who
think that they will be mocked by them will increase (Alkan, 2011; Bekdemir, 2007; Cantimer, 2016).
As a result of this study, it was found that the students had mathematics anxiety because they feared
being mocked and excluded by their friends, and this is similar to the results of the studies in the
literature.

Based on the results related to the first problem, the social help the students get from their friends,
families and teachers increases their academic successes. Therefore, the people in the social help
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extent should make the students feel that they help her. One of the reasons of mathematics fear seen
on the students is that the mathematics is seen frightening and difficult. There is a common belief that
Mathematics lesson is difficult in Turkey. This shows that there is a prejudgement against the
Mathematics lesson among the students. So exercises related to get rid of this prejudgement can be
done. One of the reasons of the fear the students feel is to have mistakes and be laughed at. It's mostly
the teacher’s duty to get rid of this fear. The teachers should prepare democratic and supportive
classroom environment to reduce the fear of making mistakes and make the students reply with
courage. The current study is limited with the eighth grade students and phenomenology research
design. Different class levels with other qualitative designs may be studied in the future.
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TURKGE GENIiS OZET
Sekizinci Sinif Ogrencilerinin Matematik Kaygilarinin incelenmesi
Giris

insanhigin var olusundan itibaren siiregelen kaygi kavrami lzerinde uzun yillar distinilmistir.
Clceloglu’'na (2005) gore kaygi; korku, tasa, sikinti, basarisizhk hissi, acizlik, yargilanma gibi
duygulardan birini veya bircogunu iceren kavram olarak tanimlanmistir. insanlarin temel
duygularindan biri olarak kabul edilen kaygi, etkili 6grenmeyi olumsuz bicimde etkileyen bir durum
olarak karsimiza ¢ikmaktadir. Matematik kaygisi nedeniyle bireylerin matematik dersini sevmedikleri,
nefret ettikleri ve bu dersi yapamayacaklarini disinmeleri sebebi ile matematik dersinden
uzaklastiklari diisiiniilmektedir (Baloglu, 2001). Bu durumlarin sonucu olarak da bireylerde giivensizlik,
matematigi yapamayacagina dair distince ve yeteneklerinin farkina varamama durumlari olusmaktadir
(Yenilmez & Ozbey, 2006). Matematik dersinden uzaklasan 6grencilerin bu dersten basarili olmamalari
da kacinilmaz bir durumdur. Basarisizliga yol agan kayginin altinda yatan nedenlerin arastiriimasinin,
matematik egitiminde gerek 6grenciler gerekse okul egitimi bakimindan istenen basari diizeyine
erisebilmek icin 6nemli oldugu disinilmektedir. Literatlirdeki ¢ogu arastirmada 6grencilerin
matematik kaygi diizeylerinin cinsiyet, sinif diizeyi, anne baba egitim durumu, genel basari durumu,
O0gretmenlerin tutumu ve sosyo ekonomik diizeyleri arasinda degisiminin nicel arastirma yéntemleriyle
incelendigi gorilmektedir (Adal & Yavuz, 2017; Akgiil, 2008; Ates & Giler, 2016; Baban, 2018; Borlat,
2018; Bozkurt, 2012; Dogru & Arslan, 2008; Eldemir, 2006; Kilig, 2011; Senttirk, 2016; Tasdemir, 2013;
Tuncer & Yilmaz, 2016; Yenihayat, 2007). Matematik kaygisiyla ilgili yapilan galismalarin sayi
bakimindan azimsanmayacak kadar ¢ok oldugu sdylenebilir. Ancak yapilan galismalarin genellikle nicel
arastirma yontemlerinin kullanilarak yapildigi, nitel arastirma yontemlerinin ise géz ardi edildigi
gorilmektedir. Yapilan bu nicel arastirmalar; matematik kaygisinin 6grenci igcin ne anlama geldigini,
matematik kaygisini nelerin tetikledigini ve nasil ortaya ¢iktigini ve 6grencilerin arkadas, aile, ders
basarilarinda nasil bir etkiye sahip oldugunu agiklamada tek basina yeterli olmayabilir. Bu ylizden nitel
arastirma yoéntemleri bu tir sorulara odaklanarak matematik kaygisinin ne anlama geldigini
derinlemesine ortaya gikarmaktadir (Yildinm & Simsek, 2005). Nitekim nitel yontemler kullanilarak
yaptigimiz bu calismanin amaci, 6grencilerin matematik 6grenmeye yonelik kaygilarini nasil
tanimladiklarini saptamak, kayginin hangi belirtilerinin oldugunu belirlemek ve kayginin nasil ortaya
giktigini tanimlamaktir. Arastirmada matematik kaygisinin olusmasinda psikolojik, sosyolojik ve felsefik
boyutlarin birlikte nasil etkili oldugu incelenerek simdiye degin izerinde durulmayan bileske etkilerin
tanimlanmasi amaclanmaktadir. Bu kapsamda c¢alismanin problem climlesi “Ortaokul sekizinci sinif
ogrencileri matematik kaygilarini nasil tanimlamaktadir?” olarak ifade edilmektedir. Bu arastirmaya
uygun olarak asagidaki alt problemlere yanitlar aranmistir:

1. Ogrencilerin yasadiklari matematik kaygisi nasil tanimlanmaktadir?

2. Matematik kaygisinin bilesenleri nedir ve aralarinda nasil bir iliski bulunmaktadir.

3. Ogrenciler yasadiklari matematik kaygilarinin ders basarilarina, aile ile cevresine ve kendisine
yonelik etkilerini nasil tanimlamaktadir?
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Yontem

Calismamizda nitel arastirma yontemlerinden fenomenoloji arastirma deseni kullanilmistir.
Katihmcilar, amach ve kolay ulasilabilir durum 6rneklemesi teknigiyle belirlenmistir. Her bir katilimci,
ornek olay yontemine gore ayri ayri incelenmis, sonrasinda aralarinda anlamsal baglar kurmak igin
olaylar arasi iliskiler saptanmaya calisilmistir. Arastirmada veri toplama araci olarak yari yapilandiriimis
gorisme formu kullanilarak ortaokul sekizinci sinif 6grencilerinin “matematik kaygisi” olgusu hakkinda
veri toplanmasi amaglanmistir. Gérisme formu hazirlanmadan 6nce sorularin amaca uygunlugu,
acikhigr ve anlasilabilirligini kontrol etmek amaciyla 3 6grenci ile pilot gorlisme gergeklestirilmistir.
Veriler, icerik analizi teknigi yoluyla ¢oziimlenmeye calisiimistir. Tema ve kodlama sireci Colaizzi'nin
(1978) yedi asamadan olusan fenomenolojik veri analizi yaklasimina gore yuritilmustir.

Bulgular

Arastirmada elde edilen bazi 6nemli bulgular asagida sunulmaktadir:

e Ogrencilerin matematik kaygisini agirhkl olarak Urkiitiici/korkutucu durumlara yénelik
tanimladiklari goriilmektedir.

e Ogrenciler matematik kaygisinin belirtilerini bedensel/fiziksel belirtiler olarak belirtmislerdir.

e Matematik kaygisinin ortaya ¢ikmasinda sosyolojik ve psikolojik boyutun baskin oldugu
gozlenmektedir.

e Ortaya ¢ikan kayginin boyutlari arasindaki iliskilere bakildiginda; sosyolojik- psikolojik boyut ve
psikolojik-felsefik boyut temalarinin birlikte ortaya ¢iktigi veya birbirini tetikledigi
gorulmektedir.

o Ogrenciler matematik kaygisinin ders basarisi acisindan olumsuz bir etkiye sahip oldugunu
belirtmislerdir.

e Ogrenciler yasadiklari matematik kaygisinin nedenini kendilerinden kaynakl olabilecegini
belirtmislerdir. Ogrenciler 6zellikle yanhs yapma korkusu yasadiklarini séylemislerdir ve bunun
gerekgesini de kendilerindeki 6zguiven eksikligine baglamiglardir.

e Ogrenciler matematik dersinden dolayi aileleriyle iliskilerinin bozuldugunu ifade etmislerdir.
Ogrenciler &zellikle ailelerinin kendilerinden yiiksek beklenti icerisinde olmalarindan dolayi
kaygilarinin ¢ok arttigini ifade etmislerdir.

e Ogrencilerle yapilan gérismeler neticesinde matematik kaygisinin arkadaslk iliskilerine
olumsuz etkileri oldugu goriilmektedir. Arkadas iliskilerine olumsuz etkilerde bulundugunu
belirten 6grenciler bu durumu alay edilme ve gruptan dislanma olarak tanimlamaktadirlar.

Tartisma, Sonug ve Oneriler

Ogrenciler matematik kaygisini korkutucu/urkitiici olan durumlara benzetmislerdir. Ayrica
Ogrenciler matematik kaygisini zor ve duygusal/ruhsal durum olarak da ifade etmektedirler.
Ogrencilerin goruslerinden hareketle olusturulan kodlara bakildiginda; ©grencilerin matematik
dersinden korktuklari, zorlandiklari ve bunun duygusal durumlarina etkilerde bulundugu
gorulmektedir. Calismamizla paralel olarak alan yazinda da matematik dersinin zor olduguna yonelik
bulgulara sahip arastirmalar bulunmaktadir (Basar, Unal, & Yalgin, 2002; Baykul, 2004).

Kayginin ortaya ¢ikmasinin fiziksel/bedensel, bilissel, duyussal belirtileri oldugu saptanmustir. ilgili
literatirde de calismamiza paralel olarak kayginin fiziksel/bedensel, bilissel, duyussal belirtilerinin
oldugu ifade edilmektedir (Ciiceloglu, 2005; Deniz & Uldas, 2008; K&knel, 1989; Koéroglu, 2006;
Semerci, 2007; Tolan, 2002; Yesilyurt, 2006). Kayginin ortaya ¢ikmasinin belirtilerini fiziksel/bedensel
olarak tanimlayan 6grenciler bu belirtilerin; terlemek, bas dénmesi, karin agrisi, el ve ayagin buz gibi
olmasi, nefes alamamak, mide bulantisi olarak belirtmislerdir.
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Ogrenciler matematik kaygisinin ortaya c¢ikmasinda sosyolojik ve psikolojik faktorlerin etkili
oldugunu belirtmiglerdir. Sosyal destek algisi bireylerin sosyolojik ve psikolojik sorunlarinin
¢6zimlenmesinde, dnlenmesinde ve tedavi edilmesinde gligli bir etkendir (Yildirim, 2006). Uzman
(2004), ailelerin destekleyici roliinde olmasinin 6grencilerin kayginin Ustesinden gelmesinde dnemli bir
faktér oldugunu belirtmistir. Ogrencilere sunulan sosyal destegin psikolojik ve fizyolojik olarak iyi
gelmesinin yaninda akademik olarak da basarisina olumlu katkilari bulunmaktadir (Erden & Akgiil,
2010; Ergene & Yildirim, 2003; Yildinm, 2006). Ogrencilerdeki sosyal destek algisi arttigi zaman
ogrencilerin gtdilenme dizeyleri de artmaktadir (Sentiirk, 2016). Arkadaslari, aileleri 6zellikle de
O0gretmenleri tarafindan desteklenen &grencilerin egitim slirecinde iyi motive olacaklari
distnilmektedir.

Ortaya c¢itkan kayginin boyutlari arasindaki iliskilere iliskin sonuglara bakildiginda; sosyolojik-
psikolojik boyut ve psikolojik-felsefik boyut temalarinin birlikte ortaya ciktig1 veya birbirini tetikledigi
gorilmektedir. Bu da kaygi kavraminin karmasikligini géstermektedir. Zaten simdiye degin yapilan
arastirmalardaki incelemelerde kaygl kavramina boyutlar-faktorler seklinde hazirlanmis olgekler
aractligiyla bakilmistir. Oysa hayatin kendisi kayginin oldukga basite indirgenmis haliyle degil, tersine
ornegin ailenin itibarini-statlisiint disirme seklinde gorilen kaygl tam bir karmasiklik halidir; yakin
sosyal cevre olarak adlandirilan ailenin ¢ocuk Uzerindeki giivenmeme veya onu oldugu gibi kabul
etmeme ile bu durumun ¢ocukta 6zgliven - psikolojik eksikligine ve bu durum ayni zamanda kendini
degersiz - felsefi bir boyut olan ontolojik baska bir ifadeyle varligina tehdit olarak hissetmesine yol
acmaktadir.

Ogrencilerle yapilan goériismelerin bulgularindan biri de matematik kaygisinin ders basarilari
Uzerindeki etkisini olumsuz olarak ifade etmeleridir. Ders basarilarina olumsuz etkileri oldugunu
belirten 6grenciler matematik kaygisinin performans distkligline, derse katiimama durumuna, diger
derslere etkisi gibi durumlara yol actigini belirtmislerdir. Ogrencilerden matematik kaygisini olumsuz
etkiler seklinde belirtenlerin tamami matematik kaygisinin performans dusukligine yol agtigini
belirtmislerdir.

Ogrenciler yasadiklari matematik kaygisinin nedenini kendilerinden kaynakli olabilecegini
belirtmislerdir. Ogrenciler &zellikle yanlis yapma korkusu yasadiklarini séylemislerdir ve bunun
gerekgesini de kendilerindeki 6zgliven eksikligine baglamislardir. Calismamizin sonucunda olusan
kendini degersiz olarak algilama kategorisi de bize gosteriyor ki kaygi ontolojik bir kavramdir.
Kierkegaard’a gore ontoloji, varligina yonelik (incinme, ko6t hissetme, gliven vermeyen kisi, dolayisiyla
degersiz olarak algilama) tehdit olarak tanimlanmaktadir (Akis, 2014). Buradaki tehditten kasit, yakin
sosyal cevre olarak adlandiracagimiz ailenin ¢ocuguna glivenmemesi veya onu oldugu gibi kabul
etmemesi ile bu durumun gocukta olusturdugu 6zgliven eksikligine bagh olarak ortaya ¢ikan kendini
degersiz hissetme durumudur.

Matematik kaygisinin aile ile iliskiler agisindan etkileri incelendiginde, 6grencilerin aile ile
iliskilerinin bozulmasinda matematik dersinin etkili oldugu goérilmektedir. Ogrenciler &zellikle
ailelerinin kendilerinden yliksek beklenti icerisinde olmalarindan dolayi kaygilarinin ¢ok arttigini ifade
etmislerdir. Alain de Botton’a (2003) gore ailelerin ¢ocuklarindan yilksek beklenti icerisinde olma
nedenleri arasinda para, Un ve itibar gelmektedir. Alain de Botton’a (2003) gore yiiksek statli birgok
zenginligin kapisini acan bir anahtar gibidir. Ginlimuzdeki aileler de Alain de Botton’un anlattigi
ifadeleri destekler nitelikte hareket etmekte ve c¢ocuklarinin yiksek statlli bireyler olmalarini
beklemektedirler. Bu ylizden de aileler cocuklari Gizerinde baski kurmaktadirlar.

Ogrencilerle yapilan gériismeler neticesinde matematik kaygisinin arkadaslik iliskilerine alay edilme
ve gruptan dislanma olarak olumsuz etkileri oldugu goriilmektedir. Ogrenciler 6zellikle alay edilme
korkusu vyasadiklari icin sinif ortaminda s6z hakkl dahi istemeyerek derse aktif katihm
gosterememektedirler. Yine 6grenciler arkadas gruplarindaki yerlerini matematik dersinde iyi ya da
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kot olmakla eslestirdikleriicin matematik dersinde basarili olmanin onlar igin ¢ok 6nemli oldugunu ve
eger matematik dersinde basarisiz olurlarsa arkadas gruplarindan dislanacaklarini disiinmektedirler.

Calismanin birinci alt problemine yonelik elde edilen sonuca gére 6grencilerin arkadas ¢evresi, aile,
ogretmenler tarafindan algiladiklari sosyal destek akademik basarilarini arttirmaktadir. Bu ylizden
sosyal destek kapsami icerisindeki kisiler, ©grencilere destek olduklarini hissettirmelilerdir.
Ogrencilerde olusan matematik kaygisinin sebeplerinden birisi matematik dersinin korkutucu ve zor
olarak gorilmesidir. Zaten Turkiye’de matematik dersinin zor olduguna dair yaygin bir inanis vardir. Bu
da 6grencilerde matematik dersine karsi bir 6nyargi oldugunu gostermektedir. Bu ylizden 6grencilerde
bulunan bu 6n yargilarini ortadan kaldirmaya yénelik etkinlikler yapilabilir. Ogrencilerde olusan
kayginin sebeplerinden birisi de ders esnasinda yanlis yapma ve alay edilme korkusudur. Burada olusan
kayginin ortadan kaldirilmasi icin en biyik gorev &gretmenlere diismektedir. Ogretmenlerin
demokratik ve destekleyici sinif ortami olusturmalari 6grencilerin yanls yapma korkularini giderecektir
ve cesaretle cevap vermelerini saglayacaktir. Calisma sekizinci sinif 6grencilerle ve fenomoloji
deseniyle sinirlandiriimistir. Farkli sinif diizeyleri ve diger nitel arastirma desenleri kullanilarak da
calisilabilir.
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who answered an online questionnaire. Results indicated that students’
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Results also showed that the students experienced the following challenges
during emergency online learning: not benefiting from online classes, lack of
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finances, increased levels of homework, and problems related to Internet
access. In terms of positive experiences, students indicated spending more
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examining life and personal existence, increase in the level of academic
development due to homework assignments, and increase in grade-point-
average. Students’ answers also revealed that their instructors may have
been going through some difficulties as well. Students highlighted
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getting in touch with their instructors. Implications are discussed.
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Introduction

The global COVID-19 pandemic, which started in the first quarter of 2020 and continues presently, has
affected education globally (Dhawan, 2020). Educational institutions around the world had to rearrange



International Journal of Curriculum and Instructional Studies, 11(2), 2021, 219-236 Hermida, Avci & Poyrazli

their academic calendars and education methods (Liguori & Winkler, 2020). This rearrangement has also
entailed a transition to online learning in higher educational institutions in terms of learning methods
(Aguilera-Hermida, 2020). This transition has manifested as an abandonment of traditional learning
methods in the classroom and a focus of faculty members on the transition to online education in a short
period of time (UNESCO, 2020). Academic institutions have also started to consider factors in the adoption
of online learning methods, as well as educational quality (Liguori & Winkler, 2020).

Before the pandemic, many higher education institutions that offered online education had a
supportive infrastructure for learners and teachers, but during the pandemic, all institutions had to
implement something called emergency online learning (Hodges, Moore, Lockee, Trust, & Bond, 2020).
The institutions with limited technological infrastructure or knowledge faced challenges as they tried to
deliver high-quality education (Crawford et al., 2020). As the literature indicates, delivery of effective
online education requires planning and a consideration of the needs of different entities (e.g., students,
instructors, administrators, etc.) involved in the process (Aguilera-Hermida, 2020; Hodges et al., 2020;
Muller, Goh, Lim, & Gao, 2021).

Online learning is defined as learning activities carried out in online environments through the use of
various devices with Internet access (Singh & Thurman, 2019). Rapid developments in technology have
increased diverse methods of the delivery of education, which also led to the use of different terminology
to describe these methods (McBrien, 2009; Singh & Thurman, 2019). Some of these terms that are also
used in this article are online learning, open learning, web-based learning, computer-aided learning, and
blended learning (Cojocariu, Lazar, Nedef, & Lazar, 2014). The two common characteristics of all of these
terms are having an electronic device to access online content and participating in online learning from
any physical place (Cojocariu et al., 2014).

Online teaching can be delivered through synchronous learning environments or asynchronous
learning environments. Littlefield (2018) defines synchronous learning as the participation and interaction
of students and teachers in live courses where this interaction results in real-time communication and
feedback. In defining asynchronous learning, on the other hand, Littlefield (2018) states that this type of
learning does not include live interaction as course content is accessed at different times based on the
student’s availability. Littlefield (2008) also explains the advantages of synchronous learning as providing
an opportunity for social and academic interaction among the instructor and the students, ensuring that
students participate in the course interactively, and making it possible to return to in-person courses once
it is safe to do so. The disadvantages of synchronous learning, however, are that it requires having Internet
access to online platforms, having knowledge of how to use these platforms, and having a computer
and/or mobile phone to access live lectures (Basilaia, Dgebuadze, Kantaria, & Chokhonelidze, 2020).

Due to the COVID-19 outbreak, education stakeholders (students, academic personnel, etc.) are
required to consider various factors such as emotions and thoughts, technological infrastructure,
presentation of the course curriculum, and measurement and assessment to adapt to this mandatory
transformation period in higher education (Chick et al., 2020). Among these factors, it is emphasized that
students’ perceptions about online learning are important to ensure their adaptation to the process and
increase their efficiency (Song, Singleton, Hill, & Koh, 2004). Problems like the lack of social interaction in
the learning process, theoretical course content not allowing for functional practice, and structuring only
presentation-oriented course contents cause negative perceptions about online learning (Song et al.,
2004). Complexity, lack of information, and the unexpected beginning of the transition to online education
may particularly bring about feelings such as disappointment and failure.
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Young et al. (2021) analyzed the emotional experiences and coping strategies between younger and
older adults during the pandemic. The authors found that older adults showed a greater perception of
vulnerability, but younger adults experienced more stress and negative affect in response to the pandemic.
Similarly, the literature indicates that the pandemic had a negative effect on young adults. Zhang and Ma
(2020) found that the pandemic had a mild stressful impact on adults’ lives. More than half of the
participants in their study felt horrified and apprehensive, but they did not feel helpless, probably because
they were with family members and had more time to rest and relax. Kazmi, Hasan, Talib, and Saxena
(2020) explored the impact of COVID-19 on the mental health of adults between 15 and 50 years old. Their
study found that young adults between 21 years to 25 years showed the highest levels of stress and anxiety
compared to the other age groups. Other studies in the literature indicate that college students
experienced distress due to the uncertainty and abrupt transition to online learning. Many students had
to cease their internships and/or delay graduation (Zhai & Du, 2020). In one particular study, Denisov,
Petrenko, Koretskaya, and Bencic (2021) compared the levels of anxiety and depression of higher
education students in Russia and Turkey. Both groups had similar levels of anxiety and depression at the
beginning of the pandemic, but in November 2020, Turkey enforced more restrictive rules (e.g., schedules
for going outside based on age, curfew, etc.). The authors collected a second set of data in December 2020
and found that Turkish students had a significant increase of depression and anxiety compared with
Russian students after the COVID-19 restrictions became stricter. This study made it clear that the
pandemic and the governmental measures had a negative effect on students’ mental health.

The emotional state of learners while pursuing online learning affects their learning outcomes (Pekrun,
2014; Yu, Huang, Han, & Li, 2020). Students experience emotions (while learning), or they bring them from
life outside school. These emotions can be positive or negative and vary in intensity and frequency. Both
positive and negative emotions influence learning by affecting students’ attention, motivation,
metacognition, and self-regulation (Yu et al., 2020). Positive emotions are those experienced as pleasant
such as enjoyment, satisfaction, hope, sense of belongingness, and feelings of competency. Positive
emotions enhance flexible thought, increase motivation, and positively appraise one’s competence. Sense
of belongingness is associated with social connectedness: an individual’s opinion of self in relation to
others. Social connectedness also plays a positive role in developing confidence and higher-order thinking
skills among university students (Sultan, Hussain, & Fatima, 2020). Yu et al. (2020) found that, in the online
learning environment, social connectedness increases the students’ willingness to complete learning
objectives and tasks (learning persistence) and decreases students’ anxiety. Similarly, Sultan et al. (2020)
found that the use of the internet for learning purposes increases students’ social connectedness and life
satisfaction. Both, use of the internet and social connectedness, were positively connected with learning
achievements.

Conversely, intense and/or frequent negative emotions obstruct students’ learning. Negative emotions
such as anxiety, stress, shame, apathy, or boredom are perceived as unpleasant. Experiencing these
emotions reduces interest, attention, and the use of learning strategies in both face-to-face (Pekrun, 2014)
and online learning (Engelmann & Bannert, 2019; Yu et al., 2020). Experiences of low control about online
learning can decrease students’ positive emotions and lower their motivation for completing online
academic qualifications. Furthermore, anxiety has a negative association (Heckel & Ringeisen, 2019).
Therefore, it is important to analyze students’ emotional states because they might affect students’
learning and cognitive processes (Engelmann & Bannert, 2019; Heckel & Ringeisen, 2019).

The literature indicates that there was a different set of international responses to COVID-19. China,
which reported the first case of COVID-19, is considered a country that has had a short time to prepare for
online higher education (Qu, 2020). In Germany, for example, Crawford et al. (2020) stated that similar to
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many other countries, each university first acted on its own to figure out how to respond to the outbreak.
One German university suspended residential education in March, with a decision to return to residential
education toward the end of April 2020. However, the German government’s ban on social contact at a
later time forced all higher education institutions to act in a more uniform way. Previous experience with
SARS in Hong Kong and previous experience with MERS in South Korea, on the other hand, helped
universities in these places to quickly respond to COVID-19 and know what steps to implement for a
smoother transition to emergency online learning (Crawford et al., 2020). In Georgia, the higher education
system, which was face-to-face, was challenged when, from March 2nd of 2020, the education process
was suspended in universities and schools countrywide due to the spread of COVID-19 at the
recommendation of the National Center of Disease Control of Georgia (Basilaia et al., 2020). Countries and
institutions that had a better technological infrastructure also responded more effectively to the outbreak
and experienced a relatively smooth transition to emergency online learning (Crawford et al., 2020).

Following global trends, the universities of Turkey also started to rapidly apply online education.
Previously, 123 out of 207 universities had Distance Education Application and Research Centers (UZEM)
and had experience in distance education. These universities continued their education via a complete
distance education. However, many others started to provide distance education with only 3 weeks of
preparation (Tosun, 2021). The Council of Higher Education in Turkey announced its first resolution on
distance education on March 18, 2020. In this resolution, which was presented as a road map for distance
education, distance education was structured in terms of regulation, infrastructure, human resources,
content, and implementation. It was specified that universities would be able to use synchronous and
asynchronous teaching methods in practice. Undergraduate and associate degree programs were asked
to particularly focus on asynchronous practices depending on the difficulties that arise in the process
(Higher Education Council [YOK], 2020).

In Turkey, different studies analyzed the experiences of teachers and administrators of K-12 public
schools during the transition to emergency online learning (Albiser et al., 2020; Cilek, Ugcan, & Ermis, 2021;
Han, Demirbilek, Demirtas, 2021). Regarding higher education, Tuson (2021) presented an analysis of the
problems and solutions that the Turkish universities faced during the transition to online learning. Karadag
(2021) analyzed how the pandemic affected grade inflation in higher education and found that during the
pandemic, students received higher grades than before. Glven and Ugar (2021) evaluated the opinions of
students at a college of education who were taking an internship course and completing their pre-service
internship training at a K-12 school. The results of their study showed that these pre-service interns
perceived emergency online learning as having deficiencies in terms of communication and they were
concerned that emergency online learning was not preparing them enough for the real world. They,
however, found their college instructors to be competent in this process. In another study, Kahya (2021)
analyzed the students’ acceptance or rejection of the emergency online learning. However, to the extent
of our knowledge, there are no studies that explored the students’ experiences and emotional states in
Turkey during the transition to emergency online learning due to the pandemic. In the literature, there are
studies about the students’ experiences and challenges during the transition to online learning, but the
results vary depending on the country or the students’ particular circumstances. Trout (2020) examined
the perception of the transition among ninety-two U.S. college students who have not taken online
courses in the past. In Trout’s study, students reported a decline in motivation due to the absence of in-
person interaction with peers and instructors. However, the willingness to take courses in the future
depended on their experience during the pandemic. Students who perceived that online classes were
effective and increased their schedule flexibility were more likely to take future online courses.
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Students’ experiences vary based on the country and the accessibility to technology. Lassoued,
Alhendawi, and Bashitialshaaer (2020) explored the students’ experiences in distance learning during
COVID-19, but they focused on a few Arab universities and their respective countries. They found that the
major obstacle to achieving quality distance learning was the lack of capabilities to communicate remotely
(devices, internet, apps), problems with the internet flow (speed), and students’ difficulty understanding
some subjects due to the absence of classroom interaction. Similarly, Adnan and Anwar (2020) conducted
research to review the opinions of university students studying in Pakistan on the transition to online
education during the COVID-19 outbreak. The results showed that online learning was challenging for
students due to lack of access to the internet, ineffective technology, and difficulty of interaction (contact
between students and professors). Adnan and Anwar (2020) concluded that online learning may not be
effective for “underdeveloped countries like Pakistan” (p. 49), because of difficulty accessing the internet.

Emergency online learning created unique circumstances. The process of the transition to online
education during the COVID-19 pandemic has affected university administrators, students, and academics
at different levels (Toquero, 2020; Tosun, 2021). Therefore, it is emphasized that academic institutions
should determine and evaluate the needs and thoughts of all parties involved in this transition process.
Among these parties, students are the ones who are affected the most. The current research study is a
follow-up analysis of an international research project aimed to determine the students’ use and
acceptance of online education during the transition period of the COVID-19 pandemic (Aguilera-Hermida
et al., 2021). The current study aimed to explore the experiences of Turkish students during COVID-19, the
specific challenges that they faced, and how students’ positive and negative emotional states changed.
We defined positive emotional states as life satisfaction, happiness, feeling competent, and social
connectedness. We defined negative emotional states as anxiety, stress, and apathy. Therefore, our
research questions were (1) what were the challenges and positive aspects that the Turkish college
students experienced while studying online due to COVID-19, and (2) did students perceive changes in
their emotional states?

Method
Research Design

This was a cross-sectional quantitative study with a qualitative component. The study analyzed the
experiences of Turkish students while studying in emergency online learning due to COVID-19. A
guestionnaire asked students to indicate their experiences related to different variables.

Participants

Participants of this research study consisted of 125 undergraduate students studying in Turkey,
recruited using convenience and snowball sampling methods. Seventy-eight students were from one
university located Ankara where one of the authors is a lecturer, and 47 students were from 29 other
universities around the country. Students were enrolled in the departments of the faculties of education,
science and letters, engineering, health sciences, economics, administrative sciences, and law. The sample
included 108 (86.4%) women and 17 (13.6%) men. Students’ ages ranged from 19 to 26 years, and 88.8%
of the students were living with their families during the COVID-19 outbreak. Among the students
participating in the research, 20.8% were in their first year of the degree program, 44% in the second year,
28.8% in the third year, and 6.4% in the fourth year.

Data Collection Instruments

Online Questionnaire (Self-Report) — Data were collected using Google forms during Fall 2020, when
Turkish students were receiving education completely online. The questionnaire was developed by the
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first author to capture the students’ experiences with online learning during the emergency online learning
due to COVID-19. Answers were based on students’ perceptions (self-report). The online survey asked
students about activities, attitudes, emotions, and their educational experience after they transitioned to
emergency online learning. The questionnaire had the informed consent on the first screen/page and
indicated that the study was exploring college students’ perceptions about how COVID-19 government
measures (stay-at-home orders and/or physical distance) and remote learning has affected their learning
process. It included demographic information such as the year of study, sex, age, department of study,
university, and the students’ living situation.

Information about the variables related to positive emotions (life satisfaction, happiness, feeling
competent, social connectedness) and negative emotions (stress, anxiety, apathy) was also gathered
through this questionnaire. The instructions said,”Describe how your emotional states have changed after
the stay-at-home period related to Covid-19 ” and each emotional state was listed with a brief description
(e.g., feeling competent — able to do things; anxiety — feeling of apprehension, uneasiness). Students were
asked to indicate the change that they experienced for each of them based on a 5-point scale: (1)
decreased significantly, (2) decreased slightly, (3) no change, (4) increased slightly, and (5) increased
significantly. Students were not asked about their emotional states before the COVID-19 outbreak. They
were asked about their perception of change related to their emotions after COVID-19 happened.
Therefore, no change (3) was considered neutral.

In addition, there were two open-ended questions in the questionnaire which made up the qualitative
component of the study. These questions were as follows: “Please explain the difficulties you experienced
related to your online education during the COVID-19 outbreak” and “What are the positive aspects of the
online education process you started due to the COVID-19 outbreak?”

The questionnaires were answered anonymously. Students could stop participating in the study at any
time. No monetary rewards were given for completing the questionnaire.

Data Collection Process

Permission from the Ethics Commission of a large public university was received before starting to
collect the data. An email was sent through a listserv to invite students to participate in the survey. The
link to the online questionnaire was included in this email. Furthermore, we asked the students to send
the information about the study and the link to the survey to other students that they knew. Once a
participant clicked on the link to access the online survey, they were first presented with a consent form.
After they read the form and agreed to participate in the study, next they were shown the questionnaire.

Data Analysis

For the quantitative portion of the study, statistical analyses were performed using SPSS to analyze the
data. Means, standard deviations, and frequencies (percentages) were calculated for each variable.
Moreover, the means were compared using a t-test and number 3 (no change) to observe if the level of
variables related to positive emotions and negative emotions increased or decreased. Even though we had
a strong Cronbach’s Alpha for both constructs (positive emotions, .84; negative emotions, .86), we
considered it more helpful to analyze the items individually. One student was not included in some of the
analyses because the participant did not answer the majority of questions but answered the open-ended
guestions and items related to the demographics.

For the qualitative the data, we used content analysis and used codes to review facts from the text,
and then presented the findings in the form of frequency of key categories or themes (Bengtsson, 2016).
More specifically, the answers from the two open-ended questions were analyzed manually with the use

224



International Journal of Curriculum and Instructional Studies, 11(2), 2021, 219-236 Hermida, Avci & Poyrazli

of Excel (Microsoft Office). Codes for data were created and analyzed. Four stages were followed: 1)
encoding data, 2) finding themes, 3) arranging codes and categories, and 4) identifying and interpreting
findings (Yildirnm & Simsek, 2013). Answers were encoded by two researchers; then codes and categories
were collected and arranged by the same researchers. Statements were counted, and then frequency was
obtained. As an additional step, the data were triangulated to ensure trustworthiness. The third researcher
reviewed the categories and codes against the original data to confirm the validity of the analysis (Long &
Johnson, 2000).

Results
Changes to the Emotional States

All of the results were significant when the positive and negative emotions were compared with the
value 3 (no change). Students’ responses showed that life satisfaction, happiness, feeling competent, and
being socially connected significantly decreased while learning online due to COVID-19. On the contrary,
negative emotions that were expressed as stress, anxiety, and apathy increased significantly (see Table 1).

Table 1. Emotions Compared with Neutral (3)

Iltem n M SD t

Life satisfaction 124 2.49 1.26 -4.49 *k
Happiness 124 2.24 1.15 -7.34 *x
Feeling competent 124 2.75 1.40 -1.99 ok
Socially connected 124 1.79 1.00 -13.49 *k
Stress 124 4.12 1.20 10.40 *k
Anxiety 124 4.10 1.12 10.94 *k
Apathy 122 3.74 1.24 6.50 *ok

*Significant at the p < .05 level, ** Significant at the p <.001 level

As mentioned before, during COVID-19, people had to stay at home and reduce social contact as much
as possible. Many students expressed that the feeling of being socially connected decreased significantly
(M=1.79,5D=1,t=13.49, p<.001). This item was so important that we analyzed the correlation between
being socially connected and the other items through Spearman correlation analyses. Being socially
connected showed a moderate positive correlation with life satisfaction (M = 2.49, r, = .47, p < .001),
happiness (M = 2.24, r,= .50, p < .001), and feeling competent (M = 2.75, r, = .40, p < .001).

Social connectedness showed a low negative significant correlation with stress (M =4.12, r,=-.19, p <
.05) and anxiety (M = 4.10, rs = -.20, p < .05), but not with apathy. The lack of social interaction not only
had a role in the feeling of connection with others, but also the students’ emotions. There was a negative
moderate relation between the constructs of positive and negative emotions (r; = -.37, p < .001). This is
very relevant because all positive emotions decreased and negative emotions increased significantly.

Difficulties and Positive Aspects Related to COVID-19

We analyzed students’ responses to the open-ended questions about the difficulties and positive
aspects they experienced while studying online during the COVID-19 concerning their emergency online
learning. We looked at the challenges and positive aspects and reported the frequency, so we can see the
most prominent challenges and positive aspects.
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Among the 125 students, nine students indicated not having any difficulties, but the rest did. The five
most common themes based on the students’ responses were 1) not being able to benefit from online
classes, 2) a lack of motivation in following online classes, 3) observations related to the academic
personnel, 4) problems related to family life and finances, and 5) increased homework assignments. The
coded categories with examples of the students’ statements are presented in Table 2.

Table 2. Difficulties Students Faced

Categories f % Sample statements from the participants
Not being able to benefit 34 27.2 “Since | study in the department of social services, face-to-face
from classes education is much more beneficial to us. In this way, | think we cannot

understand the basics of courses completely. So, | think online
education will not be good for us”.

Lack of motivation in 31 24.8 “I could not be as serious about my courses in online education as in
following classes face-to-face education. I felt like | wasn’t a student anymore. | ignored
my courses and did not take them seriously”.

Observations related to 22 17.6 “Instructors’ lack of attention to their courses”; “Some teachers did
the academic personnel not hold class meetings”; “Difficulty in reaching instructors”;
Problems related to 19 15.2 “Problems related to family life increased and financial income
family life and finances decreased”

Increased homework 15 12 “Class meetings are not productive, and instructors are not so
assignments attentive; courses have become much more difficult with the

increased level of homework assignments”.

Difficulties in 12 9.6 “We had difficulty with getting in touch with the academic personnel”.
communicating with

instructors

Problems related to 12 9.6 “Even though the instructors did not hold synchronized class meetings
having more for each class and | ended up getting better grades because the
asynchronized  classes learning assessment was based on class notes the instructor

and fewer synchronized uploaded, the foundational knowledge | needed to establish as a first-
classes year student could not be accomplished”.

Time management 12 9.6 “Not being able to manage the time in terms of participation in online
problems classes”.

None 9 7.2 “None”

Difficulties related to 9 7.2 “I have a younger sibling and | do not have my own room, so | had
synchronized class difficulty in focusing and studying”.

meetings as a result of
the student not having
access to a computer or
to a private room

The second open-ended question aimed to determine what types of positive experiences students may
have had as a result of the emergency online learning they had started. Four students did not answer the
guestion. It is important to emphasize that 20 students (16%) answered that there were no positive
aspects of the online education process, and this response was the third highest in terms of frequency.
Among the other most common themes were: 1) the opportunity to create time for hobbies and personal
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development, 2) an increase in the level of academic development due to homework assignments, 3) an
increase in grade-point-average (GPA), 4) an increase in quality of time with family, and 5) examining life
and personal existence. In Table 3, we list all categories and frequencies in order.

Table 3. Positive Aspects of the Online Education Process

Categories f % Sample statements from the participants

Opportunity to create time 28 224 “I learned to do yoga. | read more and focused on my hobbies”
for hobbies and personal
development

Increase in the level of 20 16 “I' accomplished a deeper level of knowledge related to different
academic development due subjects by doing homework on a regular basis”.
to homework assignments

None 20 16 “No positive aspects” “There's not a single situation that I've
experienced in a positive way, but on the contrary, | feel
completely alienated from life”.

Increase in  grade-point- 16 12.8 “My average academic score increased thanks to assignment-
average (GPA) weighted courses”.

Spending more quality time 16 12.8 “Our family bonds strengthened”.

with family

Examining life and personal 15 12 “I started to think about the meaning of life and my place in the
existence world”.

Development of competence 14 11.2 “I' learned how to be organized”.

in time management

Discussion

This research study asked a group of Turkish university students to share how their emotional states
changed during COVID-19 as they transitioned to emergency online learning. Students were also asked to
indicate the difficulties they experienced and the positive aspects of the online education process they
started during the COVID-19 outbreak.

The quantitative results showed that the students’ emotions were affected. Similar to what other
researchers have found (e.g., Denisov, et al., 2021), the pandemic had a strong effect on the emotional
state of the Turkish students. In this study, positive emotions decreased, and negative emotions such as
stress, anxiety, and apathy increased. As shown by the qualitative responses from the students, there are
many reasons that may have influenced the increase of students’ negative emotions. As one study by
Kilingel, Kilingel, Muratdagi, Aydin, and Usta (2021) showed, anxiety among adolescents in Turkey
increased during the pandemic. The main reasons associated were having a COVID-positive patient in the
vicinity or having previous mental health issues. The authors also found a positive correlation between
loneliness and anxiety. This indicates that the pandemic itself represents a stressor that has to be
considered as a part of the educational process.

We found that the level of social connectedness decreased the most among the positive emotions.
Sense of connectedness reflects emotional connection and is a subdimension of sense of community.
Connectedness is highly contingent on face-to-face contact and is a central human need (Landmann &
Rohmann, 2021). The results of this study show that contact restrictions, such as those adopted during the
COVID-19 pandemic, contributed to a decrease in the feeling of being socially connected in Turkish
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students. This is similar to a study developed in Germany where the researchers found that feeling
connected positively predicted psychological well-being and negatively predicted perceived stress
(Landmann & Rohmann, 2021). The decrease in social connectedness is associated with students’ lowered
levels of life satisfaction, happiness, and feeling competent.

Our study also identified that students’ level of social connectedness was positively correlated with
happiness, life satisfaction, and feeling competent. The students who had higher levels of social
connectedness also had higher levels of happiness, life satisfaction, and feeling competent. Social
connectedness is relevant for the overall wellbeing of students.

Sense of connectedness may vary depending on the type of group with whom people maintain contact,
with family being the most important one (Landmann & Rohmann, 2021). But we should not assume that
students’ level of social connectedness will not be affected if they have continuous contact with their
family members. Because, as the findings showed, the students reported enjoying their family life, but
their level of feeling of being socially connected still went down.

Related to the qualitative portion, this study showed students believing that the experiential learning
they were accomplishing in a classroom setting was missing from online education. They were concerned
that the foundational knowledge/experience they needed to succeed in their career may be missing.
Students also found themselves not taking their online classes as seriously as they did their face-to-face
classes. This finding is in line with previous research developed in Turkey where students found emergency
online learning to be inadequate (Gliven & Ugar, 2021). The transition from the face-to-face education
process to the online education process may bring about cognitive difficulties and this may affect students’
motivation toward learning (Bower, 2019). In addition, as Heckel and Ringeisen (2019) state, high anxiety
is a factor affecting motivation and success. As the data indicated, students in our study experienced more
anxiety due to COVID-19 and this anxiety, in turn, may have affected their level of motivation in following
their online classes.

Students emphasized their complaints related to their instructors’ lack of interest in teaching,
instructors not holding lectures or uploading class notes or slides, and difficulties in getting in touch with
their instructors. This indicates that, similar to students, instructors may have also been negatively
affected by COVID-19. This finding is in line with a previous research study (Flaherty, 2020) that identified
that instructors experienced anxiety at the beginning of the COVID-19 outbreak which later turned into
chronic stress. The same study identified that while dealing with the challenges of emergency online
learning, many professors had a lack of knowledge related to online technologies and online teaching, felt
incompetent, and experienced burnout and financial difficulties and challenges related to childcare. As
Tosun (2020) stated, the rapid transition to emergency online learning may have negative effects on
faculty members and students.

Results also identified that students suffered from problems related to family life and finances.
They stated that due to COVID-19, their income decreased. In addition, they needed to attend to the
chores at home, which took time away from studying. The presence of guests and small children caused
noise. All these challenges may have negatively affected students’ learning. The instructors may need to
be informed about these new difficulties students face as they are trying to navigate their learning in a
challenging environment and financial situation so that these instructors could respond to these students
in a more holistic way rather than only from a teaching focus.

Regarding homework and grades, the qualitative results showed that some students complained about
having to face an increased amount of homework assignments when they transitioned into emergency
online learning. It is possible that the instructors may have relied on an increased level of homework to
promote learning. But other students considered among the positive experiences an increase in the level
of academic development due to homework assignments and an increase in grade-point-average (GPA).
Some students enjoyed completing more homework as it led to regular studying and learning the relevant
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knowledge at a deeper level. Because the grading was changed from being exam-based to assignment-
based during COVID-19, some students found it easier to get higher grades in their courses. This is an
important factor that requires more research. Karadag (2021) analyzed the effects of COVID-19 on grades
and, compared with a year ago, there was a 41% increase in the highest grade (AA) in Turkey. The author
mentioned that instructors may have tried to compensate (lenient grading) for the negative circumstances
experienced by the sudden switch to emergency online learning. This would explain why students were
not satisfied with the level of knowledge acquired even though they reported an increase in their GPA.

Students also expressed difficulty related to accessing the internet and a computer. These experiences
were likely mentioned by the students whose household could not afford a separate computer for each
student or subscribe to an internet service that could support several electronic devices at the same time.
This particular finding is in line with previous research which also identified that students in Turkey (Han
et al., 2021) and in different parts of the world experienced difficulty having access to a computer device
and accessing the Internet due to socioeconomic conditions (Adnan & Anwar, 2020; Zhong, 2020).
Particularly in Turkey, The Council of Higher Education encouraged universities to offer open access to
digital course content and, while all universities transitioned to emergency online learning, not all of them
had the same resources to support students and faculty members (Tosun, 2021). So, how could these
students be helped? One university we know, for example, lent a laptop to students in need and expanded
the Wi-Fi connection to the parking lots on campus for students to use. Similar solutions could be utilized
by institutions and local agencies to facilitate the learning process for students in need. Furthermore, it is
important to continue analyzing students’ experiences during the pandemic and after the pandemic. The
Council of Higher Education should continue supporting universities so knowledge can be accessible to
everyone.

When COVID-19 is under control and the restrictions are lifted, it is likely that online education will
continue. In addition, having experienced the level of online education and seeing endless online teaching
possibilities, we could assume that there will be more online education after this particular pandemic
compared to the level of online education before the pandemic. Therefore, education stakeholders need
to pay close attention to technological accessibility and the physical learning environment so that
students’ learning could be facilitated in the best way possible.

Besides the problems mentioned above and the decrease in their level of positive emotions, our results
also showed that some positive experiences came from the COVID-19 outbreak and emergency online
learning. Students mentioned the most common positive experiences as having the opportunity to create
time for hobbies and personal development, increase in quality time with family, and an examination of
life and personal existence. It may be that living under the COVID-19 restrictions helped students have the
extra time to reflect on their lives. They also took advantage of this extra time to learn new activities, such
as yoga, and engage more in their hobbies. It also seems like the COVID-19 conditions helped strengthen
the family bonds for some students. Some students were able to see that good things could also come
from unfortunate situations. A sign of resilience is to be able to survive in a stressful/unexpected situation
by being able to adapt to change and focus on the positive things in a person's life.

Conversely, some students were not able to find any positive experiences to share. In addition, as an
answer to the item about the positive aspects of the COVID-19 process and the emergency online learning,
some students wrote more negative aspects that they were experiencing. This result may be related to
students’ mental health. As we found in the study, the pandemic increased students’ levels of stress and
anxiety. These students may have felt overwhelmed with these negative emotions and not be able to see
any positive aspects of the COVID-19 process as the other students did. The pandemic has had a strong
impact on students’ emotions (Denisov et al., 2021).
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Implications for Practice

Based on the findings in this study, there are additional implications and recommendations the higher
education institutions should consider. As Filius et al. (2019) posit, an effective online education is complex
and goes beyond simply showing PowerPoint slides or giving assignments. Utilizing and including other
types of instructional methods, such as oral interaction between the students through audio peer feedback
or videotape of a short lecture, could provide the students with a sense of community, increase interaction
time among the professors and the students, and increase students’ level of social connectedness.

Furthermore, it is important that instructors seek periodic feedback from their students related to their
course and make modifications accordingly so that the students’ feelings of being overwhelmed could be
decreased while, at the same time, ensuring that the targeted level of learning is reached, and a fair grade
is obtained. Professors can promote students’ enjoyment and excitement with different approaches such
as creating an art piece or a unique product that can be used to fulfill the teaching and educational needs
in their own settings. Also, depending on the preference and access of the individuals involved, different
options such as the use of ‘TikTok’ for short videos, use of a smartphone, or a voice recording are among
these options. Versatility will promote interaction even during the use of an online environment.

Higher education institutions need to particularly pay attention to online programming to increase the
level of social connectedness. This programming might help students with other positive emotions, which,
as the literature mentioned (e.g., Engelmann & Bannert, 2019; Heckel & Ringeisen, 2019), could help with
a better learning process.

Limitations and Future Research

While our study presents important findings, these findings should be interpreted in light of its
limitations. Due to the sampling method we used (majority of students from one university), and the self-
report questionnaire, the generalizability of our results is limited. Furthermore, this study focused on the
perception of change in the students’ emotions. Therefore, there was not an objective measure that can
compare emotions before the pandemic and during or after. In addition, the sample came only from
Turkey. Therefore, the results should be interpreted cautiously when applying the findings to other
countries. Future research could examine how online learning has transformed as a result of the current
pandemic and in what ways online learning will continue to exist after the pandemic is over. Future studies
could also examine how the number of online learning activities could be increased to facilitate more social
interaction among the students, which then might increase students’ level of social connectedness.

Conclusion

Different countries had different experiences during the COVID-19 emergency online learning
transition based on access to technology, previous experience with online learning, and the major of study
students might be pursuing. Emergency online learning was especially difficult for countries like Turkey
who did not have much experience and infrastructure related to online education. Emphasizing that
emotional states will have an impact on the learning process, we invite instructors and students to
approach online learning and teaching as a fun exploration of different options that create a culture that
raises students’ confidence, promotes positive emotions, and encourage social interaction. As Sultan et
al., (2020) mentioned, student-student online interaction is the strongest predictor of feeling socially
connected.

Individual circumstances need to be considered in the creation of teaching/learning methods that
would address the unique needs of institutions, depending on the country and the students, including
becoming aware of the changes in emotional states that they may experience. We are recommending that

230



International Journal of Curriculum and Instructional Studies, 11(2), 2021, 219-236 Hermida, Avci & Poyrazli

institutions design online teaching to be inclusive of especially disadvantaged groups. When that is the
case, then, every student will end up benefiting from online education and may feel more socially
connected.

The COVID-19 process has shown college institutions that teaching/learning can be handled in many
different ways. Even if the pandemic is under control and we go back to fully residential learning, online
technologies will continue to be used to supplement residential teaching. So, continued faculty training is
a must.
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TURKGE GENIiS OZET

COVID-19 Salgini, Tiirkiye'deki Universite Ogrencileri ve Acil Durumda Cevrim igi
Ogrenme

Giris

COVID-19 salgini, egitim sistemini kiresel diizeyde derinden etkilemigtir. Tum egitim kademelerinde
ylz ylze egitim yontemi askiya alinarak kisa siirede gevrim ici egitime farkli yéntemlerden yararlanilarak
gecis yapilmak zorunda kalinmistir (Dhawan, 2020). Rieley (2020), diger egitim kademelerinde oldugu gibi
ylksekogretimde de kisa slirede gecis yapilan cevrim ici egitim slrecinin ortaya cikabilecek olumsuz
sonuglarini en aza indirmek igin yiksekdgretim kurumlarinin etkili akademik politikalar Gretmelerinin
gerekliligine isaret etmektedir. Cevrim ici 6grenme, internet erisimi olan ¢esitli cihazlarin kullaniimasiyla
cevrim ici ortamlarda gerceklestirilen 6grenme etkinlikleri olarak tanimlanmaktadir (Singh & Thurman,
2019). Cevrim igi egitimde iki temel nokta, ¢evrim ici icerige erismek igin elektronik bir cihaza sahip olmak
ve herhangi bir fiziksel bir mekandan gevrim i¢i 6grenmeye katilmaktir (Cojocariu, Lazar, Nedef ve Lazar,
2014). Cevrim igi 6grenme, es zamanli (senkron) O0grenme veya es zamansiz (asenkron) 6grenme
araciligiyla saglanabilir. Littlefield (2018), es zamanli 6grenmeyi, derslere 6grenci ve 6gretim elemanlarinin
es zamanh katildig ve buna bagh olarak da es zamanl iletisim ve geri bildirimin gerceklestigi ¢evrim igi
ogrenme sekli olarak tanimlamaktadir. Diger taraftan es zamansiz 6grenme, es zamanl etkilesimi
icermedigi, ders iceriklerine 6grencilerin kendilerinin belirledigi zamanlarda erisebildigi cevrim igi egitim
sekli olarak tanimlanmaktadir (Littlefield, 2018).

COVID-19 salgini nedeniyle, egitim paydaslarinin (6grenciler, akademik personel, vb.) yasadigl bu
zorunlu degisime uyum saglamalarini kolaylastirmak icin tim paydaslarin duygu, diisliince ve algilari,
teknolojik altyapi ve bu alt yapiya ulasim, 6gretim programi, 6lgme ve degerlendirme gibi faktorlerin ele
alinmasi gerekliligi vurgulanmaktadir (Chick ve dig., 2020). Bu faktérler arasinda 6grencilerin ¢evrim igi
o0grenmeye yonelik algilarinin belirlenmesinin etkili bir gevrim igi egitim sisteminin yapilandiriimasinda en
onemli faktorlerden biri olarak gérilmektedir (Song, Singleton, Hill ve Koh, 2004).

Turkiye’de de diinyada birgok tilkede oldugu gibi COVID-19 salginiyla birlikte yiksekogretimde hizh bir
sekilde gevrim ici egitime gecis yapilmak zorunda kalinmistir. Yiksekogretim Kurulu, 18 Mart 2020'de
uzaktan egitime iliskin ilk kararini agiklamistir. Uzaktan egitime iliskin yol haritasi olarak sunulan bu kararda
Universitelerin mevcut alt yapilarina bagh olarak es zamanli ve es zamansiz ¢evrim igi egitim yontemlerini
kullanabilecekleri ifade edilmistir (Ylksekégretim Kurulu, 2020).

Sonug olarak COVID-19 salgini sirasinda gevrim igi egitime gegis slreci Universite yOneticilerini,
ogrencileri ve 06gretim elemanlarini farkh dizeylerde etkilemektedir (Toquero, 2020). Bu nedenle
akademik kurumlarin bu gegis siirecine dahil olan tiim taraflarin ihtiya¢ ve dislincelerini belirlemesi ve
degerlendirmesi gerektigi onemli goriilmektedir. Bu arastirmada da buna baglh olarak Tirkiye’de 6grenim
goren lisans 6grencilerinin COVID-19 salginiyla birlikte gegis yaptiklari cevrim ici egitime iliskin gérislerinin
belirlenmesi amaglanmaktadir.
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Yontem

Bu calismada, ¢evrim ici egitim almaya baslayan lisans 6grencilerinin bu siiregle ilgili deneyimlerini ve
duygu durumlarindaki degisikligi belirlemek amaciyla nicel ve nitel arastirma yontemi kullanilmistir.
Arastirmanin katilimcilari, Turkiye'deki 31 Universitede farkli fakllte ve bélimlerde 6grenim goren 125
lisans Ogrencisinden olusmustur. Katilimcilara arastirmanin amaci dogrultusunda iki agik uglu soru
sorulmustur. Ayrica da yedi ayri alanla ilgili duygu durumlarinin nasil degistigini belirtmeleri istenmistir.
Pozitif duygu durumlari yasam memnuniyeti, mutluluk, kendini yetkin hissetmek ve sosyal bagliliktan
olusmustur. Negatif duygu durumlari stres, anksiyete ve ilgisizlik olarak belirlenmistir. Ogrencilerin, yas,
Universite, sinif, bolim, fakilte ve yasadiklari yeri belirlemeye yonelik kisisel bilgi formu kullaniimistir. Veri
toplamaya baslamadan 6nce etik komisyon izni alinmis ardindan gevrim igi platformda 6grenciler agik uglu
sorulari yanitlamislardir. Agik uglu sorulardan elde edilen veriler bilgisayara aktarildiktan sonra kodlar ve
kategoriler belirlenmistir. iki arastirmaci tarafindan elde edilen kod ve kategoriler karsilastirilarak veriler
dizenlenmistir.

Bulgular

Ogrencilerin, COVID-19 siirecinde cevrim ici egitim siirecleriyle ilgili olarak yasadiklari zorluklarla ilgili
acik soruya verdikleri yanitlari incelendiginde 15 kategori bulunmustur. ilk bes kategori; 1) Cevrim igi
derslerden yararlanamama, 2) Cevrim ici derslerde motivasyon eksikligi, 3) COVID-19 salgindan etkilenen
akademik personelle ilgili gbzlemler, 4) Aile yasami ve finansmani ile ilgili sorunlar, 5) Artan ev ddevleri,
seklindedir. Ogrencilerin COVID-19 siirecinde gevrim ici egitim siirecleriyle ilgili olarak yasadiklari olumlu
deneyimleri belirlemeye yonelik yoneltilen agik soruya verdikleri yanitlar incelendiginde ise 13 kategori
bulunmustur. ilk bes kategori olarak 1) Hobiler ve kisisel gelisim i¢cin zaman yaratma firsati, 2) Ev 6devleri
nedeniyle akademik gelisim diizeyinde artis, 3) Not ortalamasinda (GPA) artis, 4) Aile ile gegirilen zamanin
kalitesinde bir artis ve 5) Yasami ve kisisel varolusu incelemek seklindedir. Son olarak, istatiksel analizler
ogrencilerin pozitif duygu durumlarinin algaldigini ve negatif duygu durumlarinin da ylkseldigini
gostermistir. Ogrenciler, COVID-19 nedeniyle pozitif duygu durumlarinin (yasam memnuniyeti, mutluluk,
kendini yetkin hissetmek ve sosyal bagllik) algaldigini ve negatif duygu durumlarinin (stres, anksiyete ve
ilgisizlik) yukseldigini belirtmistir.

Tartisma, Sonug ve Oneriler

Bu arastirmanin sonucunda, 6grencilerin COVID-19 salginiyla gegis yaptiklari cevrim igi egitim ile ilgili
yasadiklari zorluklara iliskin ilk sirasinda ¢evrim igi derslerden yararlanamama ardindan g¢evrim igi dersleri
takip etmede motivasyon eksikligi bulgusu elde edilmistir. Bir diger bulgu ise sinif ortaminda
gerceklestirilen egitim sirecine gore ¢evrim igi egitimin yetersiz olduguna iliskin gorustiir. Cevrim igi
derslerin ylz ylze dersler kadar ciddiye alinmadigi tespit edilen bir diger noktadir. Bu bulgu, yiz yize
egitim slirecinden ¢evrim igi egitim sirecine gegisin bilissel zorluklara yol agabilecegini ve bunun
O6grencilerin  6grenmeye yonelik motivasyonunun olumsuz sekilde etkilenebilecegini godsteren
arastirmalarla uyumludur (Bower, 2019).

Duygu durumlarindaki degisiklige bakildiginda, en ¢ok degisikligin sosyal baghlikla ilgili oldugu
gorilmustir. Ogrencileri her dort alandaki pozitif duygu durumlarinin algaldigini belirtmekle birlikte, en
fazla sosyal bagllikta algalma oldugunu belirtmislerdir. Bu nedenle, yliksek 6grenim kurumlari, 6grencilere
online ortamda sosyal baglilik duygusu yasayabilecekleri farkli programlar sunmalidir.

Arastirmada elde edilen bir diger énemli bulgu ise 6gretim elemanlarina iliskindir. Ogretim
elemanlarinin COVID-19 salginindan muhtemel etkilenmeleri 6grenci ifadeleriyle dolayli olarak ulasilabilen
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bir diger bulgudur. Ogrenciler zorluklar kapsaminda 6gretim elemanlarinin 6gretime yonelik ilgisizligi, ders
islememe, 68retim elemanlari ile iletisim kurmada ortaya ¢ikan sikintilar oldugunu ifade etmektedirler. Bu
durum Ogrenciler gibi 6gretim elemanlarinin da COVID-19 siirecinden olumsuz etkilenmis olabilecegini
gostermektedir. Bu bulgu COVID-19 sirecinde 6gretim elemanlarinin baslangigcta anksiyete olarak
ardindan kronik stres yasadiklarini gbsteren arastirma bulgularini desteler niteliktedir (Flaherty, 2020).
Elde edilen bir baska bulgu, 6grencilerin bu sirecte aile hayati ve olumsuz ekonomik durumlara bagh
ortaya cikan zorlanmalardir. COVID-19 nedeniyle ekonomik gelirin azalmasi gibi stres kaynaklarinin
o6grencileri olumsuz olarak etkiledigi ortaya ¢ikmistir. Cevrim ici egitim sirecinde artan 6dev yuku, internet
ve bilgisayar kaynaklarina ulasimda yasanan zorluklar, gergeklestirilen benzer g¢alisma bulgulariyla
uyumludur (Adnan & Anwar, 2020; Zhong, 2020).

Olumlu deneyimler ise; hobiler ve kisisel gelisim icin zaman yaratma firsatina sahip olma, aileyle
gecirilen zaman kalitesinin artmasi, yasam ve kisisel varolusun incelenmesi kategorileri oncelikli
kategorilerdir. COVID-19 kisitlamalari altinda yasamak, 6grencilerin hayatlarini sorgulamak ve agisindan
etki saglamis olabilir. Olumlu deneyimler arasinda, ev 6devleri nedeniyle akademik gelisim diizeyinde artisg
ve not ortalamasinda (GPA) artis elde edilen diger bulgulardir. Filius ve ark. (2019), etkili bir ¢evrim igi
egitimin sadece sunum odakli degil i¢ ice gecmis bir yapida oldugunu ifade etmektedir. Ornegin sesli akran
geribildirimi, farkli 6gretim yontemlerinden yararlanmak 6grencilere topluluk duygusunu hissettirebilecek
iletisim kanallarindan yararlanmak 6énemli gorilmektedir. Kisa slirede gevrim ici egitime gecis alt yapi
ihtiyacini beraberinde getirmektedir. Bu durum Tiirkiye gibi daha 6nce benzer deneyim yasamamis ve alt
yapi eksikligi ceken Ulkeler agisindan zorlanmali bir durum ortaya koymaktadir. Bu nedenle kurum ve
politika yapicilarin 6zellikle dezavantajh gruplari kapsayacak sekilde tasarlanmasi 6nemli gorilmektedir.
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The aim of this literature review study was to examine the historical
development of the concept of curriculum theory, its reflections on
curriculum development studies, and teaching-learning processes and also
to attract the attention of the researchers to the area of curriculum theory

which was seen to be left aside for years. The research was designed by
reviewing the literature, and different theoretical perspectives on
curriculum development studies in the USA which historically dominated the
field since the early 1900’s and Turkey were examined. In the first phase, the
explanation of the concepts of curriculum, theory, curriculum theory, the
chaotic structure, and discussions in the literature regarding the terminology
of these concepts were given. It was concluded that in the literature the
concept of curriculum theory has been used synonymously with the
concepts of curriculum beliefs, educational value orientations, curriculum
ideologies, and curriculum orientations. In addition, the classification of
curriculum theories, curriculum development studies in which the
reflections of curriculum theories could be seen, and the studies conducted
in Turkey and abroad on this subject were included in the study. Taking the
limited number of studies on curriculum theories and their lack of variety
into account, future studies on curriculum theory are considered to feed the
intellectual background of the field and attract the attention of the
researches to theories of curriculum, which will fill the gap in the literature.
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Introduction

The curriculum is the constitution of education that directs an education system and defines the
individuals to be raised in the society. Curricular decisions offer important clues that will affect the
entire teaching-learning process. During the curriculum-developing process, what knowledge is of
most worth, what should we teach? (Spencer, 1884); why should we prefer to teach one thing over
another?, who can reach what knowledge?, in order to obtain a whole from the different parts of the
curriculum, how should these parts be interrelated? (Kliebard, 1977) are important questions to
answer. In addition, what should be taught and to whom, under what conditions, for what purpose
should it be taught, and what processes should be exploited when taking curriculum decisions? are
also the other important questions to be asked (Null, 2016). There is a need for deep inquiries and
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guestions asked to curriculum are of great importance. Such questions include: Is the nature of the
knowledge in the curriculum sourced from didactic teachings, individual interpretations, abilities and
competencies, or cultural and moral perspectives? Is learning handled from the perspective of the
person receiving the knowledge or the person transmitting it? Are the students passive or active
subjects of the teaching-learning environment? Are the teachers in the role of the transmitter or the
supervisor of the teaching and learning environment? What is the goal of evaluating students? Is it to
determine their future success in the discipline, to show that a student has certain skills, to determine
students’ capacities to ease their growth, or to evaluate students’ development in their abilities?
(Schiro, 2012) The questions like these can find their answers only after intense thinking processes
(Null, 2016).

These deep inquiries show which intellectual planning, infrastructure, ideological and philosophical
perspectives are at the heart of the curriculum. This process is shaped around the answers obtained
during the curriculum making process. In this sense, curriculum theory deals with these ideological
views and beliefs which form the infrastructure of curriculum within a systematic thinking. In order to
touch on points, such as: What is curriculum theory, what are the different curriculum theories, what
are the principles of these theories?, how curriculum theories were handled and are being handled in
the world and in our country, primarily, it is necessary to explain what the concept of curriculum theory
is.

After elaborating on what curriculum theory is and its classifications by different curricular
theorists, how curriculum theory reflected on Turkish and American education systems was touched
on. The field of curriculum emerged in the United States in the early 1900s, and the American scholar
Bobbit’s (1918) works were seen as the birth of the field. In addition, the start of the curriculum theory
field was also regarded to have roots in the conference held in Chicago in 1947 (Klein, 1992; Kliebard,
1977; Tyler, 1977). As seen, there is a huge impact of American scholars and studies on the field of
curriculum and the development of the concept of curriculum theory. Because of these reasons, in this
study the historical perspective of the curriculum theory was examined within the American and
Turkish contexts. In addition, in order to see and analyze how curriculum theory was addressed in the
studies from a broader perspective, both the national and international research on the curriculum
theory was examined.

Method

This study is in the form of a literature review, which was prepared by examining the studies on the
concept of curriculum theory in the literature. As a result of the examinations in the literature, both
national and international articles and theses were taken into consideration. To review the studies on
curriculum theory, key words, such as "curriculum theory", "curriculum orientation", "curriculum
ideologies" were used, and a literature review was conducted based on articles and theses published
in ScienceDirect, Jstor, Google Scholar, Proquest and the National Thesis Center of the Council of
Higher Education. When the studies were examined; the year and the country of publication, the title,
the purpose, the sample of the studies, data collection instruments, the data collection processes,
findings and the implications of the studies were taken into account.

Conceptual Framework
What is Curriculum?

Before elaborating on the concept of curriculum theory, first of all, the word curriculum and then
the concept of theory should be explained (Beauchamp, 1982). The concept of “curriculum” has been
defined in many different ways like the word “education” (Demirel, 2005; Dewey, 1986; Durkheim,
1956; Ertlirk, 2016; Sonmez, 2015; Tyler, 2014). For this reason, the terminology of the word
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curriculum has a quite chaotic structure (Beauchamp, 1972; Ellis, 2015; Goodlad,1979; Jackson, 1992,
Walker, 1982).

Mizikaci (2017) stated that curriculum terminology should be evaluated at two extremes in terms
of curriculum and currere concepts. Curriculum corresponds to listing and ordering items one by one
in Arabic, while the word currere has a post-positivist meaning that expresses action rather than
passivity. Currere has evolved from the meaning of running to the metaphor of the path followed (Ellis,
2015). The curerre meaning of the curriculum has a rich background, and it has been affecting the field
of curriculum (Bintz & Dillard, 2007).

Considering the different definitions of the curriculum before and after positivism, different
terminological structures can be found for the word curriculum. Dewey (1902) accepted the
standardized curriculum definitions but stated that the curriculum should start from the child. He also
stated that the teacher should establish a link between the child and the curriculum. Therefore, Dewey
defined the curriculum as a composition of planned experiences. In 1918, Bobbit made a more
comprehensive definition and stated that in addition to planned experiences, unplanned experiences
should also be included. Bobbit (1918), emphasizing adult life skills in the definition of the curriculum,
defined the curriculum as a structure that includes a series of actions and skills that children and young
people need to acquire in order to do the jobs making up the adult life well. Kliebard also expanded
Bobbit's definition by identifying unplanned experiences as hidden and null curriculum (Kridel, 2010).
While Taba (1932) defined the curriculum as the whole of experiences at school, Tyler (1975) described
the curriculum as the whole of student experiences at school, both planned and unplanned.

One of the narrow-scoped definitions of the curriculum defined by very different perspectives and
viewpoints belongs to Phenix (1962). He described curriculum as content or subject area learned at
the school. A definition in the same direction belongs to Squires (1990), and he defined the curriculum
as “what is taught”. Dealing with the curriculum as opportunities, Saylor and Alexander (1974) defined
the curriculum as a structure encompassing all learning opportunities provided by the school. In the
same direction, according to Oliva (1988) curriculum is the series of experiences that the student
encounters at school, the discipline, subject, and materials taught at schools, that is, it is everything
planned by the school. Bilbao, Luncido, Lringan, & Javier (2008) also defined the curriculum not only
as learning experiences at school, but as all learning experiences in the society. Ornstein & Hunkins
(2016) considering the curriculum as a system and making a definition close to Oliva’s explained the
curriculum as a structure in which objectives, subject area, learning experiences, and evaluation
techniques are planned.

When the definitions of the curriculum in Turkish literature were analyzed, it can be found that
Varis (1996, p.14) defined the curriculum as all the activities of an educational institution provided for
children, youth, and adults towards the realization of objectives of the National Education and the
institution. It can be also concluded that Ertlirk (2016) used the Turkish word “yetisek” for curriculum
and described it as a systematic mechanism for teaching-learning processes which aim at educating
students in a certain period of time. It can also be stated that according to Demirel (2006), the
curriculum is a written document or an action plan in which strategies are set to achieve desired goals
and behaviors.

When looking at the various definitions of the curriculum in the literature, it is possible to see that
the concept of curriculum has been handled as what is taught in schools, a subject area, content, a set
of materials, everything planned by the school, and a set of experiences gained by students in a school
(Marzooghi, 2016). Although there are curriculum definitions from different perspectives in the
literature, it can be easily seen that there has been a constant effort to make a better and single
definition. When the definitions are examined, it is clear that some of the definitions focus on the
experiences of the students, some of them take the competencies required for preparation for adult
life to forefront; while some definitions consider the curriculum as a system, some deal with the word
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curriculum as a content. Bintz & Dillard (2007) stated that the curriculum was defined as a lived
experience, as a tool to prepare students for life, as a system, as a plan for a specific subject area, as a
content, as an activity or opportunity, as a tool helping teachers to make decisions on teaching, and as
a belief system by various researchers in the literature. These definitions different from each other are
undoubtedly due to the fact that both education and curriculum have a changeable structure in line
with the current needs of the society. The various definitions of the curriculum in the literature (Bellack
& Kliebard, 1977; Kliebard, 1989; Oliva, 1977; Portelli, 1987; Rasco, 2016; Schubert, 1986) were
interpreted positively as the different meanings of the curriculum concept is considered to feed the
area of curriculum and curriculum studies, and there is also an opinion that these different definitions
indicate the problems waiting to be solved in the curriculum area, so this situation is regarded to create
awareness of these problems (Goodlad, 1979; Jackson, 1992; Posner, 1995; Tanner & Tanner, 1975).
For this reason, it has been stated that the effort to reach a uniform and the most accurate definition
is in vain (Goodlad, 1979; Rasco, 2016; Varis, 1996).

What Is Theory?

In an effort to answer the question “What is curriculum theory?” as Beauchamp (1982) also stated
it was necessary to clarify in what sense and how the word “theory” was used in the concept of
curriculum theory. In the dictionary of Turkish Language Society, the word theory has been defined in
different ways. According to the dictionary, theory has been described as an abstract information
handled practice-free; collection of thoughts or opinions on a particular subject, and a set of rules and
laws that explain many systematically organized events which are the basis of science. In the Oxford
dictionary, theory has been defined as a set of formal ideas intended to explain why something
happens or exists, a set of principles which belongs to a particular topic, and an idea or thought that is
believed to be true but not proven. Beauchamp (1982), on the other hand, defined theory as an
integrated structure of assumptions and general assertations from which a set of testable hypotheses
on a particular topic could be logically deduced.

When the different definitions of theory were analyzed, it was seen that the theory has a wide
range of terminology just like the concept of curriculum. Theory has been conceptualized, applied and
discussed in many different ways (Beauchamp, 1972; Nestel & Bearman, 2015). As Beauchamp (1972)
states there may be differences in the definitions of the theory, but the word theory gains a meaning
specific to the field in which it is theorized. For this reason, the word theory within the concept of
curriculum theory has evolved into a meaning specific to the field of curriculum.

Curriculum Theory

When looking at the history of the concept of curriculum theory, it is necessary to draw attention
to the conference (Klein, 1992; Kliebard, 1977; Tyler, 1977) held at the University of Chicago in 1947.
After the conference Herrick and Tyler wrote the article “Toward Improved Curriculum Theory” in 1950
(Klein, 1992). With this study, the concept of curriculum theory started to attract more attention. In
the article and the conference, it was emphasized that curriculum development would be incomplete
without curriculum theories, and the importance of curriculum theories was dwelt on (Klein, 1992;
Kliebard, 1977).

Macdonald (1971) stated that curriculum theory is one of the least understood concepts in the
curriculum area, but it basically means examining what kind of a learning environment to have.
Beauchamp (1982) defined curriculum theory as a set of propositions which add meaning to a school's
curriculum acting in relation as a whole. McCutcheon (1982) also considered curriculum theory as a
set of analysis, interpretation and understanding of curriculum phenomenon. Curriculum theory is
defined in the Encyclopedia of Curriculum Studies as an interdisciplinary curriculum study that deals
with the curriculum in historical, sexist, political, racial, international, post-modern, autobiographical,
and religious dimensions (Kridel, 2010). For this reason, curriculum theory, which is closely related to
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our views on what is true and important about ourselves and our world, actually extends to our
individual, social and cultural depths (Walker & Soltis, 2004).

When Schiro (2020)'s book was examined, it was seen that he also used the concepts of ideology,
philosophy, belief, vision, and perspective while referring to the terminology of curriculum theory. He
used the concept of curriculum ideology instead of the concept of curriculum theory and explained the
word ideology that he used intensely as “a community of ideas, a comprehensive view, a way of looking
at things, or a world view that represents people or groups who believe that the world should be
organized and function” (Schiro, 2020, p.10).

When viewed from this respect, the conceptual structure of the word “curriculum theory” has a
chaotic structure like the sub-words composing it. As Walker (1982, p. 62) states curriculum theory is
many things to many people. In the literature, curriculum theory has been expressed in the same way
with concepts, such as curriculum beliefs, educational value orientations, curriculum ideologies,
curriculum orientations, but no information has been found in the literature as to the fact that these
expressions have different meanings from each other (Cheung & Wong, 2002; Schiro, 2012; Yilmaz,
2021).

Schiro (2020) stated that curriculum ideology was related to the effort made when people deal with
the curriculum and question the problems of it. Cheung & Wong (2002) who used the expression
curriculum orientations for the concept of curriculum theory, on the other hand, referred to this
concept as a collective set of beliefs about elements, such as curriculum objectives, content,
instructional strategies, and evaluation.

Classification of the curriculum theories

The views of curriculum theorists and the reflections of these different curriculum theories on
teaching-learning processes differ from each other (Huebner, 1975; Macdonald, 1971; Morris &
Hamm, 1976). Curriculum theories handled in different ways and named differently have been in an
effort to create a system of thought about the curriculum. Although put in different categories by
different theorists, it will be seen that the different curriculum theories express the same ideas in terms
of meaning and content when examined in detail (Huenecke, 1982).

The first classification for curriculum theories that will be examined in this study is Eisner and
Vallance’s (1974). Eisner & Vallance (1974) identified academic rationalism, technology, cognitive
processes, self-actualization, and social reconstruction-relevance theories. Academic rationalism
curriculum theory is the most traditional one and emphasizes students' commitment to Western
cultural elements. Itis important for the students to have access to great ideas and objects. Technology
curriculum theory, on the other hand, focuses on predetermined goals. For this theory, it is important
to ensure systematic planning and effective teaching. Cognitive processes theory, on the other hand,
argues that students' mental processes should be improved, and according to the proponents of this
theory, the focus should be on the “how” rather than “what” of the curriculum. The other two
curriculum theories in Eisner & Vallance’s (1974) classification are “the self-actualization curriculum
theory”, which sees education as a process that ensures individual freedom, and “the social
reconstruction-relevance theory”, which sees social needs more important than the individual's needs.

In McNeil's (1977) curriculum theory classification, there are academic, technological, humanist,
and social reconstructionist curriculum theories. According to humanist curriculum theory, it is
important to provide students with fundamentally useful experiences. Social reconstructors, on the
other hand, focuses on improving social values and developing critical thinking processes with the help
of the curriculum. Theorists advocating the technological curriculum theory, on the other hand,
consider predetermined and measurable goals important. According to advocators of the academic
curriculum theory, students should learn the details of a discipline.
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Posner's (1995) curriculum theories can be analyzed in five groups as traditional, experiential,
disciplines (structure of the disciplines), behavioral and constructivist curriculum theories. Traditional
curriculum theory emphasizes the necessity of transferring cultural heritage. Experiential theory, on
the other hand, focuses on all of the student's intramural and extramural experiences. According to
the disciplines curriculum theory, students should learn the fundamentals of the discipline. Behaviorist
curriculum theory advocates that what students can do should be decided at measurable levels, and
the performance of them should be measured periodically. In constructivist curriculum theory, the
curriculum starts with what students already know. Students build their own knowledge themselves,
and this knowledge is used in meaningful activities.

According to the intellectual traditionalists, the first curriculum theory of Schubert (1996), primary
sources and textbooks must be reached in order to generate ideas. Secondly, social behaviorist
curriculum theory thinks that the behaviors of students and teachers should be observed, and thus the
answer to how the student can learn better can be found. Experientialists, on the other hand, focus on
student experiences, and finally, critical reconstructionists emphasize the importance of students’
taking an active role against racial, class, and cultural differences in schools and reorganizing society.

Ornstein & Hunkins (1998) grouped curriculum theories as “technical and scientific” and
“nontechnical/nonscientific”. Technical and scientific curriculum theories are behaviorist, managerial,
system, and academic curriculum theories. In the category of non-technical and non-scientific
curriculum theories, there are humanist and reconceptualist/postmodern curriculum theories.

Kliebard (2004) stated that “the humanist curriculum theory” focused on the idea of providing
liberal education for all. It focuses on teaching academic subjects, the power of reason, and adherence
to traditions. According to Kliebard’s (2004) “child study curriculum theory”, the curriculum should be
arranged in accordance with the child's natural development by taking the child's interests and needs
into account. Thirdly, “social efficiency curriculum theory” emphasizes that the curriculum should
equip students with future competencies in society and prepare them for their future roles. Finally,
“the social meliorist theory” gives importance to social change and social justice concepts. It
emphasizes addressing the problems in the society.

The three curriculum theories identified by Ellis (2004) are “knowledge-centered/academic”,
“learner-centered”, and “society-centered” curriculum theories. According to “the knowledge-
centered curriculum theory”, students should receive liberal education, and an academic education
should be prioritized. “The learner-centered curriculum theory” focuses on the interests and needs of
students. “Society-centered curriculum theory”, on the other hand, thinks that problems of the
community should be discovered and solved through curriculum.

According to “the scholar academic curriculum theory of Schiro” (2012), children should learn the
accumulated knowledge of culture, and an effort should be made to understand an academic discipline
in depth. “Social efficiency theory”, on the other hand, emphasizes the importance of preparing
students for their future roles in order to grow up properly as adults of the future. “The learner-
centered curriculum theory” advocates that the natural development of students should be ensured
by considering their intellectual, social, emotional, and physical features through the curriculum.
Finally, “social reconstruction curriculum theory” thinks that awareness should be created about social
problems and injustices arising from racial, sexual, social, and economic inequalities. Through the
curriculum, a fairer society structure should be provided.

Null (2016) classified curriculum theories as liberal, systematic, existentialist, radical, pragmatic,
and deliberative theories. According to “the liberal curriculum theory”, it is considered important to
raise intellectually and morally complete individuals, and the development of the mind should be
ensured through curriculum. “Systematic curriculum theory”, on the other hand, focuses on
accountability in student performance, standardized tests, and the roles that students should fulfill as
adults in the future. “The existentialist curriculum theory” particularly attaches importance to
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students’ gaining emancipatory experiences and setting out on an inner journey of liberation. “Radical
curriculum theory” focuses on social change and reconstruction. “The pragmatic curriculum theory”,
on the other hand, attaches importance to the students’ gaining meaningful experiences through the
curriculum. Finally, “deliberative curriculum theory”, concerned more with curriculum-making
process, focuses on finding practical solutions to the problems of the curriculum through deliberation.

Considering the different classifications of the curriculum theories, it can be seen that the views,
aims, and principles advocated by different curriculum theories converge on the same points despite
being named differently from each other. For example, according to technological, social efficiency,
behavioral, social behaviorist, managerial, system, and systematic curriculum theories, objectives of
the curriculum should be determined as observable skills, the curriculum shaping people's behavior
should be designed, performance standards should be determined, and the skills that will prepare
students for future life should be provided. Although named differently from each other, self-
actualization, humanist, experiential, constructivist, learner-centered, pragmatic, and existential
curriculum theories all prioritize organizing curriculum around the needs and interests of individuals,
acquiring first-hand experience, focusing on the nature of the child, and the autonomy of the students.
The principles of social reconstruction, critical reconstruction, social meliorism, and society-centered,
and radical curriculum theories have the idea that education has the necessary power to restructure
the society, it is possible to raise individuals who can understand the problems of the society, offer
solutions to these problems, and approach to community problems critically. Academic rationalism,
academic disciplines, intellectual traditionalists, scholar academic, humanist, knowledge-centered,
and liberal curriculum theories see the main purpose of the school as acculturation of students in the
world of knowledge, consider the curriculum as a reflection of the disciplines, and think that the
development of the mind and teaching the disciplines in detail are important (Eisner & Vallance, 1974;
Ellis, 2004; Kliebard, 2004; Mcneil, 1977; Null, 2016 Ornstein & Hunkins, 1998; Posner, 1995; Schiro,
2012; Schubert, 1996).

Another important point in the classification of curriculum theories is about the deliberative
curriculum theory included in Null’s (2016) classification. This curriculum theory has taken its place in
the curriculum theory classification as a theory which has principles about the process of curriculum
making not about the teaching-learning process. In contrast to the curriculum theories named
differently, but corresponding to similar principles, Kliebard’s (2004) humanist curriculum theory has
the same principles like liberal education-oriented curriculum theories although its name connotates
learner-centered theories. In Table 1, the different and same points of the curriculum theories can be
examined in more detail, and the theories discussed in this study can be seen as a whole picture.
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Table 1. Curriculum Theorists and Their Curriculum Theory Classifications

Coskun Yasar, & Aslan
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Reflection of the Curriculum Theories on American and Turkish Education Systems

In the early 1900’s, the curriculum field was launched in the USA with developments in scientific
research methods, psychology, the child studies movement, industrial efficiency, and the progressive
movement influencing the education between 1918-1949 (Ornstein & Hunkins, 2016). In this period,
curriculum started to be seen as a planning instead of just ordering the courses and defining the time
allocated to the them. Taylor, examining the working conditions in the factory was influenced by
scientific management theory and stated that efficiency and productivity would increase by paying the
workers taking their own output and productivity into account. Along with Taylor's views, the idea of
efficiency and production influenced by business and industry also had an impact on the views of
Bobbit and Charters.

The most fundamental consequence of this situation in terms of the curriculum field was that
Bobbitt combined Taylor's approach with curriculum development. Bobbit wrote the book “The
Curriculum” with the idea of activity analysis (Posner, 2004; Null, 2016). In the USA, Franklin Bobbitt
(1918) emphasized the need to set the goals of the curriculum clearly, as he thought the age of science
demanded precision and clarity (Kelly, 2004). He described a range of tasks that children and young
people must do and experience in order to develop skills that would be required in their future lives
(Ornstein & Hunkins, 2016). Charters, like Bobbitt, adopted activity analysis steps, but he updated that
practice to teacher training. He examined teacher education curriculum contents and teacher activities
between 1925 and 1928. At the end of that examination, a mastery list was created in which 1001
teacher traits were listed (Null, 2016).

Considering the ideas of Bobbit, Charters, and Taylor, an approach attracts attention that
instructional efficiency is at the forefront, predetermined learning goals are taken into account, goals
and student-teacher behaviors are clearly listed, and the curriculum content is sequentially arranged.
Itis possible to see the reflections of technological, systematic, social efficiency, and social behaviorism
curriculum theories in the views and practices of those curriculum researchers.

During this period, John Dewey's work at the University of Chicago Laboratory School from 1894 to
1904 drew the attention into his ideas on education for democracy, community participation in
learning, student empowerment, and applied problem solving. Dewey persistently argued that
education was based on the continuous restructuring of experiences that emerge through student
interest and active inquiry (Ellis, 2004).

Kilpatrick (1918), who had similar ideas with Dewey, introduced “the Project Method” to the
curriculum field. The curriculum should be organized around social activities and group work in
classroom and school. He argued that the learner should take part in curriculum planning. At this point,
Kilpatrick differs from Dewey, who puts more emphasis on the teacher. While reading, writing,
arithmetic skills, and learning academic disciplines are important in traditional education, Kilpatrick
argues that the purpose of education is to complete the child's development in social context (Ornstein
& Hunkins, 2016).

Bobbit and Charters were at the University of Chicago, while Tyler was a graduate student at the
same university, and he was Charters' assistant. Thus, Tyler was also heavily influenced by the
behaviorist ideas of Bobbit and Charters. Tyler's four main curriculum components (objectives,
learning experiences, organization of methods, and evaluation) were influenced by the ideas of Bobbitt
and especially Charters (Bellack, 1969; Ornstein & Hunkins, 2016). Tyler's approach is actually a
combination of behaviorism (focusing on goals) and progressivism (considering student needs) (Null,
2016; Ornstein & Hunkins, 2016;).

The Eight-Year Study, marking curriculum field in the USA between 1932-1940, was carried out as
a comparison of progressive schools and their curriculum from traditional schools and their curriculum.
According to the results of the study, progressive methods were found to be at least as successful as
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traditional methods (Ellis, 2004; Ornstein & Hunkins, 2016). The Eight-Year Study paved the way for
Tyler's (1949) book "The Basic Principles of Curriculum and Instruction" (Ornstein & Hunkins, 2016). As
it can be understood, the period between 1918-1930 was a period that can be thought as the
culmination of the effect of progressive, learner-centered, and humanist curriculum theories (Ellis,
2004). According to the Hadow Report published in 1931, it was stated that the primary school
curriculum should not be considered as knowledge, content, and product to be acquired, in contrast,
it should be considered in terms of activity and experience emphasizing the process (Kelly, 2004).

After the rise of progressive ideas in curriculum, Counts, at the conference held by Progressive
Education Association in 1932, criticized the progressive approach quite harshly in his speech titled
“Dare the school build a new social order?” (Counts, 1978; Null, 2016). He stated that the progressive
education detaches the child from the real life, and it doesn’t contribute much to the sociality of the
child (Counts, 2013). With those views, Counts stated that the progressive approach didn’t serve any
social purpose, and child-centered education supported classism rather than fighting against it, which
caused the conference to be canceled (Null, 2016). Counts argued that schools could be used either to
eliminate social inequalities or to reform culture and society. When viewed from this aspect, Count’s
ideas have roots in critical reconstruction, social meliorists, society-centered theory, and radical
curriculum theories.

By the middle of the 20" century, there was an atmosphere of panic in American education when
Russia launched its satellite Sputnik into space during the cold war between America and Russia in
1957 (Kridel, 2010; Null, 2016). With this event, the country made an effort to develop a curriculum
that focused on science and technology (Kelly, 2004). Thus, this event led to a decrease in the influence
of the humanist, experiential, learner-centered curriculum theory views in the United States (Tanner
& Tanner, 1975).

Since the mid-1960s, there had been a period in which the theoretical legitimacy of the field had
been questioned (Blimen & Aktan, 2014). In those periods, the influence of economists and politicians
on the curriculum grew significantly, and an education approach that focused on student achievement
and test scores instead of critical and independent thinking began to dominate the field (Ornstein &
Hunkins, 2016). For those reasons, the 1970s was a period when the field of curriculum went through
a paradigm shift, and the field was reconceptualized (Pinar, Reynolds, Slattery, & Taubman, 2004).
Schwab stated in 1969 the curriculum field was moribund, and it could not continue with the current
methods and principles. He also said that new and more effective principles and methods should be
sought by giving more weight to practice (Bimen & Aktan, 2014; Null, 2016; Pinar, 2004 et al.; Schwab,
1969). The reconceptualization movement, whose most important advocator was William F. Pinar,
emerged in the USA in the 1970s and opposed the traditional curriculum development approach
(Bimen & Aktan, 2014).

When all these developments are examined from the perspective of curriculum theories, the
understanding of curriculum development made with predetermined goals and prescriptive methods
and based on social efficiency, social behaviorist, and systematic curriculum theories, was bornin 1918
and died in 1969. An effort to understand curriculum with the reconceptualization movement started
in 1970 (Bimen & Aktan, 2014; Pinar et al., 2004).

The reconceptualization movement, shaped by the thoughts of Michael Apple in the 1970s, argues
that the curriculum should be understood as a political, racial, phenomenological, postmodern,
biographical, aesthetical, religious, organizational, and universal text (Bliimen & Aktan, 2014). Apple
has written actively in the curriculum field since the early 1970s and has criticized American education
and its curriculum heavily. He stated that American schools had inequal and classist behaviors towards
minority groups, and education in the country wasn’t organized according to the needs of those
groups. For this reason, the need for radical curriculum theories emerged in educational institutions
and curriculum field in the United States (Null, 2016).
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After mentioning “the social reconstruction curriculum theory approach” advocated by Apple, the
curriculum approach of the Brazilian educator Paulo Freire with radical and social reconstruction view
of the curriculum like Apple and how and in what way his ideas affected the curriculum area should be
addressed. In the “Pedagogy of the Oppressed” that he wrote in the 1970s, he discussed terms like
dialogue, banking concept, and consciousness. He stated that the banking model controls students'
thinking and actions and limits their creativity. Instead of the corrupt banking model in education,
educators should implement teachings based on dialogues (Null, 2016; Ornstein & Hunkins, 2016).
Freire's critique of that dominant education model led to an education aware of social problems and
a more democratic approach (Ornstein & Hunkins, 2016).

In the 1980s, it can be said that the “Back to Basics Movement” started in curriculum field in the
United States (Ornstein & Hunkins, 2016). As its name signifies, along with the view that retracted the
curriculum understanding to the systematic, social efficiency, and social behaviorist curriculum
theories the reflections of “the Back to Basics Movement” were as follows. In 1983, NCEE published a
report called “A Nation at Risk”. It was stated that the country was under economic threat, and the
current education system, and curriculum were responsible for that situation. The poor test scores
compared to other countries made it necessary for the curriculum to wend its way towards
perfectionism and more challenging academic courses (Posner, 2004). The next “Back to Basics
Movement” was the establishment of clearly defined National Goals for Education created in 1990 and
reorganized in 1994 and 1998 in the hope of putting the country among internationally competitive
ones (Ornstein & Hunkins, 2016; Porter, 1990).

The “No Child Left Behind” (NCLB) movement emerged in 2001 aimed to increase the student
success and close the proficiency differences among students via tests done yearly (Darling-Hammond,
Noguera, Cobb, & Meier, 2007). According to this approach, curriculum should be written precisely
just like writing a prescription, and there should be no ambiguities in it. This movement argued that
when the curriculum was kept under control, same effect on students’ academic success could be
ensured (Null, 2016). The aim of providing equal education rights for the disadvantaged students with
the help of standardized tests, evaluation, and accountability methods were expressed as the aims of
the movement (Hursh, 2004). In relation to all that information, the ever-increasing performance
evaluations and accountability requirements in education seemed to be made for the benefit of
minority groups, but in fact, they took the curriculum understanding back to systematic approaches.

The intellectual, periodic and social background elements determining the structure of the
curriculum studies affect the decisions about the curriculum (Mizikaci, 2019). In this regard,
understanding of the curriculum in Turkey should not be considered as disconnected from the
developments in the other countries. When looked at the historical framework of curriculum
development, with the proclamation of the Republic, the question “What knowledge is of most
worth?” was answered quite differently within the effect of positivism and secularism (Aktan, 2013).
A nation that had just come out of the war in the 1920s was trying to rise again, and education and
curriculum studies were of great importance.

Efforts to make curriculum in Turkey started after the proclamation of the Republic, but its
transformation into a systematic structure corresponds to the 1950s (Akinoglu, 2005; Demirel, 1992;
Orakgi, Durnali, & Ozkan, 2018). With the proclamation of the Republic, the curriculum began to be
considered as a more political text. Since curriculum studies done in that period were mostly aimed at
reconstructing the society, it can be said that those curricula were a kind of social engineering projects
(Bimen & Aktan, 2014). In this context, it can be said that because of aforementioned feature of the
curricula in the first years of the Republic, they were mostly made with the understanding of radical,
social reconstruction curriculum theories.

The 1924 curriculum was the curriculum prepared as a project considering the needs and conditions
of a newly established country and remained in practice for two years (Gozltok, 2013b). John Dewey’s
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visit to Turkey in 1924 and his report on Turkey’s education were the government’s important projects
for the newly recovering country’s education and curriculum. The reflections of his recommendations
could be easily seen in the primary school curriculum and teacher training. In general, the ideas of
teacher-centered instruction were more visible in the 1924 curriculum (Aktan, 2003).

The 1926 curriculum prepared for the first time in accordance with the broad fields design, is
accepted as a progressive curriculum (Aslan, 2000; Beyaztas). The ideas of Dewey were more visible in
1926 curriculum as the main target of the primary school curriculum was mentioned to bring up good
people by connecting the students to their environment. In addition, the relation between schools and
the community was very strong in the 1926 curriculum because it was thought that the schools were
seen as a form of reconstruction (Aktan, 2013). Likewise, in the 1936 curriculum; the points, such as
putting the student and his/her environment at the center, acting on the interests of the students,
gaining the knowledge and skills appropriate to their needs, and the cooperation taking an important
place in the curriculum (Beyaztas, et al., 2013; Tiire, 2013) can be accepted as some clues to learner-
centered and progressive curriculum theories. Aktan (2013) also stated that 1936 curriculum focused
on the nationalist ideology, and he also mentioned that the pragmatism idea seen in the curriculum
wasn’t a democratic but a more ideological one.

With “the Village Primary School Curriculum Project”, which was put into practice in the 1939-1940
academic year, practical lessons about village life were included in the curriculum of village schools,
and steps were taken to make the contents of some lessons suitable for village life. The Village
Institutes emerged with the idea of training teachers who would implement the new village school
curriculum (Gozutok, 2013b).

During the post-war period, the 1936 curriculum in practice during the Word War Il couldn’t answer
to the needs of that period as it was based on the single-party ideology (Aktan, 2013). Considering the
1948 curriculum, the transition to multi-party system coinciding with those years cannot be ignored.
The 1948 curriculum gave importance to democratic processes (MEB, 1948). Aktan (2013) also
commented that discourse of democracy substituted for the ideological focus in the 1936 curriculum.
In addition, he stated that in the 1948 curriculum the themes like social, individual, human affairs, and
economic life were seen important, which weren’t seen in the 1924, 1926 and 1936 curricula. The 1948
curriculum included alternative measurement methods, and gave importance to practical knowledge
and skills. For such reasons, it can be said that the 1948 curriculum also had reflections of the
progressive and pragmatist perspectives (Aktan, 2013; Beyaztas, et al., 2013). However, it could be
also said that the 1948 curriculum was based on knowledge teaching as the number of subjects and
units for each course were increased, and there was a loaded content (Gozlitok, 2013b).

The World War Il could be regarded as a turning point for Turkish curriculum studies. The curriculum
concepts from Continental Europe especially from Germany were holding the stage during the early
years of the Republic, but after 1945, German curriculum thought was replaced with USA ideas on
curriculum (Aktan, 2013). Watson Dickerman, John J. Rufi, Kate V. Wofford, Lester Beals, Ellsworth
Tompkins, Roben J. Maaske visited Turkey in 1950s and effected Turkish education and wrote reports
on civic education, primary education, secondary education, teacher education, and village schools’
education (Sahin, 1996). In 1950’s and 1960’s the educators, such as Selahattin Ertirk and Fatma Varis
were sent to the USA for their graduate studies, which paved the way for the USA impact on Turkish
curriculum and a perspective highlighting curriculum development, curriculum assessment, and
teaching methods (Aktan, 2013; Bimen, 2020).

After the 1950s, the curriculum understanding in the form of courses and a list of contents left its
place to the curriculum development approach (Demirel, 1992; Gozitok, 2013b). Pilot studies carried
out in Bolu and istanbul in 1953-1954, and the pilot school curriculum implemented in Istanbul Atatiirk
Vocational High School for Girls in 1954-1955 academic year were important steps in the curriculum
development studies (Akinoglu, 2005; Goziitok, 2013).
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The 1968 curriculum, on the other hand, was put into practice in order to be tested and developed
as a draft curriculum in 1962 for six years. Although the 1968 curriculum was considered important in
terms of reflecting novelties, such as group work, research, examination, and independent learning on
the curriculum, it was unsuccessful due to the inadequacy of the practices and the deficiencies in the
revision of the curriculum (Gozlitok, 2013b). As it was discussed earlier, 1970 was the year of the
reconceptualization movement. However, Aktan (2013) stated that the reconceptualization paradigm
in the curriculum field in 1970s was not realized in curriculum studies in Turkey focusing on technical
and scientific approaches and the idea of curriculum development rather than understanding the
curriculum.

In the 1980s, a search for a model began in curriculum development studies in Turkey (Akinoglu,
2005; Demirel, 1992). Some steps were taken for the standardization and continuity in curriculum
development (Goziitok, 2013b). After 1980, instead of collectively developing a curriculum in primary
education, subject area-based curricula were developed (Beyaztas, et al., 2013). In the 1990s,
Assessment, Evaluation and Curriculum Development Specialization Commissions were established
(Demirel, 1992; Goziitok, 2013b). That period were years when consistency and standardization could
not be achieved in curriculum development field (Goziitok, 2013b).

Before analyzing the curriculum theories in 1998 curriculum, it will be useful to mention the
background political events in order to see how the curriculum was shaped. It was stated that the
political parties represented for the first time between 1968-1998, the 1980 military coup, and the
1982 constitution were important political events (Mizikaci, 2013). The positive aspects of the 1998
curriculum were that it was made in accordance with the curriculum development model and had a
piloting (Sahin, 2013). The curriculum with aims and behavior statements was the product of the
behaviorist approach. However, with the behavioral approach in the curriculum, the
knowledge/culture transfer necessary for the predetermined desired citizenship was made, and it was
detected that the affective domain was covered at a high rate (ERG, 2005). In this respect, although
the effects of social efficiency, systematic, and social behaviorist curriculum theories are seen in the
curriculum, it can be interpreted that keeping knowledge and culture transfer at the forefront also
reflects the liberal curriculum theory.

In 2004, the Ministry of National Education started to work on the innovation of the primary
education curriculum (Beyaztas et al., 2013). It was stated that the goal statements of the 1924, 1926,
1936, 1948, 1962, 1968, 1998 curricula were written with a behavioral approach, whereas the
objectives were in the form of achievement expressions with the effect of the constructivist approach
in the 2005 curriculum (Akinoglu, 2005; Beyaztas et al., 2013). Gozutok (2013b) mentioned that the
curricula carried out in the Republican period before 2000 were developed with the influence of the
pragmatic philosophy and constructivism movement, but while the existence of those movements
could be mentioned theoretically, the practices were not in that direction. Orakgl, et al. (2018) stated
that the 2005 curriculum included many components maintaining both personal and social
development of the students. In opposition to this view, Beyaztas et al. (2013) stated that the view
that the elements of progressivism and constructivism only existed in 2005 curricula was wrong, and
that perspective was already present in the curricula developed since the proclamation of the Republic.
In addition, it was stated that there were some problems in the elements that allowed students to
construct knowledge actively in terms of achievements, teaching- learning processes, and evaluation.
Akinoglu (2005), basically having the same idea with Orakci et. al (2018), stated that the 2005
curriculum had elements that could not get rid of the influence of the behavioral approach. Mizikaci
(2019) stated that constructivism, which entered into the curriculum field by embellishing it with an
official and contemporary discourse through 2005 curriculum, actually deepened the current curricular
problems and became one of the reasons for today's program erosion. In addition, the fact that for the
first time in our country's curriculum development history, the curriculum was prepared without
consulting the curriculum development faculty members was criticized (Gozltok, 2013a, 2013b).
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With the 4+4+4 system implemented in the 2012-2013 academic year, compulsory education was
increased to 12 years (Gozltok, 2013a; MEB, 2012). There was no existing pilot scheme for the new
structure, and it was implemented gradually in the 2012 — 2013 academic year (Gozutok, Ulubey,
Akcatepe, Koger, & Riizgar, 2014). The new system was highly criticized for not having a scientific
rationale, lowering the age for participation in primary school to 60 months, leading to participate in
an open elementary or high school (Gozltok, 2013a).

In 2017 curriculum, the competencies and skills available in “the European Qualification Framework
Reference” were adapted to the conditions of Turkey and the needs of the society. The updates were
made regarding the competencies and skills for students in the form of “the Turkish Qualifications
Framework”, and they were included in the curriculum. Since there was no information on how to
associate “Turkish Qualifications Framework” with the curriculum, it was stated that the qualifications
were in the form of proforma amendment (Coskun, 2017).

The history of the USA and Turkey curriculum development has been examined in this study, and it
has been seen that the field of curriculum development has been in constant motion and change.
Social events, political events, economic crises, competitions among countries, wars and conflicts
among countries, national crises are reflected in educational practices and curriculum studies and
history. Therefore, these changes in the educational understanding of the country will definitely have
an impact on the curricula developed. Since these changes have been directed by the dominant
ideology, orientation, and intellectual infrastructure, curriculum theories have had an important place
at the focus of curriculum events.

International and National Studies on Curriculum Theories

When the foreign literature on curriculum theories was examined, it was seen that the studies
(Babin, 1978; Cunningham, Johnson & Carlson, 1992; Schiro, 1992; Lee, Adamson & Luk, 1995; Ryu,
1998, Cheung, 2000; Cheung & Wong, 2002, Crummey, 2007; Reding, 2008; Foil, 2008; Jenkins, 2009;
Mahlios, Friedman-Nimz, Rice, Peyton, & O'Brien, 2010; Salleh, Hamdan, Yahya, & Jantan, 2015;
Alsalem, 2018) were done mostly with the teachers, and they mostly aimed to reveal the curriculum
theories adopted by the teachers. Among the studies, there were also studies aiming to investigate
the curriculum theories of teacher candidates and school administrators, though in a small number. In
those studies, “A Curriculum Orientation Profile” developed by Babin (1978) and “Curriculum
Orientation Inventory” developed by Cheung (2000) and revised by Cheung & Wong (2002) were
generally used. It was also observed that the studies were generally based on McNeil (1977) and
Eisner's (1974) curriculum theory classifications.

It was concluded that the studies in Turkey (Eren, 2010; Gegitli, 2011, Bay, Glindogdu, Ozan, Dilekgi,
& Ozdemir, 2012 Yesilyurt, 2012; Abakay, Sebin, & Sahin, 2013; Tanriverdi & Apak, 2014; Tiire, 2017)
were mostly done with teacher candidates. When the studies were examined, it was seen that the
studies focusing on curriculum theories in our country have been carried out recently. In those studies,
the Curriculum Orientation Inventory, which was developed by Cheung & Wong (2002) and adapted
into Turkish by Eren (2010), was used. Eisner & Vallance (1974)'s curriculum theory classification was
used in almost all of the studies.

Discussion, Conclusion and Implications

In this review study, the conceptual structure of curriculum theories, different curriculum theories,
how these theories reflected on curriculum development processes in Turkey and the USA, and
international and national studies on curriculum theories were examined by reviewing the literature.
Examples of the definitions of curriculum, curriculum theories, and the variability in those definitions
were presented. Discussions about definitions take time and energy, but they also address important
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curricular issues (Ornstein & Hunkins, 2016). From this point of view, it can be concluded that different
definitions and chaotic terminology actually feed the field.

Each view, trend, vision, concept represented by the curriculum definition includes a certain socio-
political perspective about education, knowledge, social changes, students, and school (Tanner &
Tanner, 1975). This point of view leads us to curriculum theories. Curriculum theories include various
classifications in the literature, and within these classifications, there are overlapping theories of
different theorists. In some curriculum theories the content of the teaching is seen as more important
than the learning process, didactic teaching and learning approaches are used, providing information
and intellectual development that will ensure the development of societies is important. In others, the
curriculum is regarded as a way to change the society, the skills of solving real-life problems are tried
to be gained, and the critical analysis of social problems and inequalities is important. Curriculum
theories also ranges widely from the theories that allow students to realize themselves, provide
meaningful experiences, and focus on their interests and needs to a theoretical understanding in which
the curriculum is planned systematically and clearly defined goals manage the process, and
instructional effectiveness and performance tests are prioritized.

Each curriculum represents a choice and stance on how to approach students' education (Posner,
2004). Therefore, many of the curricula and educational reforms developed signify a stance,
perspective and choice towards the curriculum and teaching-learning process. In the light of this
information, in the present study, it has been tried to shed light on how the curriculum theories
directed the process in the USA and Turkey, and the ideological reflections on the curricula were
presented with examples.

In this review study, studies on curriculum theory in national and international literature were also
examined. It can be interpreted that the awareness of curriculum theories began earlier abroad.
Studies abroad generally aimed to reveal the curriculum theories of teachers, and studies in Turkey
generally of teacher candidates. The research method and measurement tools used in the studies on
curriculum theories were generally the same. For this reason, it is thought that curriculum theories,
which are thought to be one of the most important research topics that will feed the intellectual basis
of the curriculum area, will provide more fruitful results for the curriculum area by having different
study groups, methods and measurement tools in the studies. In addition, as few studies were found
dealing with curriculum theories and foreign sources were generally used during this review study, so
it is considered important to have studies addressing this issue in Turkey. Curriculum theory studies
that support deep questioning and critical thinking in the field of curriculum are also considered
important for the future of the field.

As Aktan (2013) stated there has been no macrocurricular approach in curriculum field, which
means curriculum studies lack the macrocurricular problems in their research. Instead, technical-
scientific-rationalist microcurricular perspectives have been used in the field. Macrocurricular
perspective focusing on gender discrimination, ideology, and curriculum history etc. should be the
topic of education and the field of curriculum. Taking this into account, with studies questioning the
theories of curriculum and thinking infrastructure behind the curricula and curriculum studies, the field
can keep itself away from the risk of coming to a deadlock.
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TURKCE GENIiS OZET
Egitim Programi Kurami: Bir Derleme Calismasi
Giris

Egitim programi, bir egitim sistemine yon veren ve toplumda yetistirilmek istenen bireyleri
tanimlayan egitimin anayasasidir. Program gelistirmeye iliskin alinan kararlar tim 6gretim surecini
etkileyecek onemli ipuglari verir. Programlar hazirlanirken “hangi bilgi en degerlidir, ne 6gretmeliyiz
(Spencer, 1884); neden bir seyi 6gretmeyi digerine tercih etmeliyiz, hangi bilgiye kim ulasabilir,
programin farkli pargalarindan bir bitin elde etmek igin bu pargalar arasi nasil iliski kurulmahdir”
(Kliebard, 1977) gibi sorular program gelistirme siregleri agisindan yanitlanmasi gereken 6nemli
sorulardir. Ayrica ne Ogretilmeli ve kime 0Ogretilmeli, hangi kosullarda 6gretilmeli, hangi amag
baglaminda 6gretilmeli, program kararlari alirken hangi stirecler kullaniimali (Null, 2016); programlarda
yer alan bilginin dogasi kaynagini didaktik 6gretilerden mi, bireysel anlamlandirmalardan mi, yetenek
ve yeterliklerden mi yoksa kultirel ve ahlaki bakis agilarindan mi almaktadir gibi derin sorgulamalara
ihtiyac¢ vardir. Bu sorulara bulunan yanitlar ise bizi egitim programi kuramlarina gotlirmektedir (Null,
2016).

Bu calismada egitim program kavramini tanimlamadan Once egitim programi ve kuram
sozcuklerinin kavramsal yapilari Uzerinde durulmustur. Egitim programi kavrami tanimlanirken
tanimlardan bazilari 6grencinin deneyimlerini, bazilari yetiskin hayatina hazirlik igin gerekli olan
yeterlikleri 6n plana alirken bazi tanimlar programin tim égelerini géz 6niinde bulundurarak programi
bir sistem olarak tanimlamakta, bazilari ise programi yalnizca icerik olarak ele almaktadirlar (Bilbao ve
dig., 2008; Bobbit, 1918; Demirel, 2006; Dewey, 1902; Ertirk 2016; Kliebard, 1989; Oliva, 1988;
Ornstein & Hunkins, 2016; Phenix, 1962; Squires, 1990; Saylor & Alexander, 1974; Taba, 1932; Tyler,
1975; Varis, 1996). Bu tanimlar incelediginde egitim programina iliskin alanyazinda ¢ok fazla tanim
oldugu gorialmekte (Bellack & Kliebard, 1977; Kliebard, 1989, Oliva, 1977; Portelli, 1987, Rasco, 2016,
Schubert, 1986) ve bu durum da egitim programi kavraminin kaotik yapisina isaret etmektedir.

Egitim programi kurami kavramini tartismadan once kuram kavrami da incelenmis ve ¢ok farkli
tanimlamalar oldugu sonucuna ulasiimistir (Beauchamp, 1982; TDK, 2021; OXFORD, 2021). Beauchamp
(1972)'in da belirttigi gibi kuram kavramina iliskin farkli tanimlar mevcuttur ancak kuram kavrami,
kuramin gelistirildigi alana 6zgl olarak kendine has bir anlam kazanmaktadir. Egitim programi kurami
kavramindaki kuram sézciigli de tam olarak bdyle bir sliregten gegmistir.

Egitim programi kuramindan ilk kez Chicago Universitesinde 1947 yilinda diizenlenen konferansta
ve ardindan yazilan “Toward Improved Curriculum Theory” makalesinde bahsedilmistir (Klein, 1992;
Kliebard, 1977; Tyler, 1977). Beauchamp (1982), egitim programi kuramini bir okulun programina
anlam katan iligkisel bir biitlin icinde hareket eden énermeler biitlinu olarak tanimlarken McCutcheon
(1982) da ayni bakis acisiyla egitim programi kuramini program olgusunun bir dizi analizi,
yorumlanmasi ve anlayisi olarak ele almistir.

Alanyazin incelendiginde, Egitim Programi Kurami (Curriculum Theory) kavraminin program
inanclari (curriculum beliefs), egitimsel deger yonelimleri (educational value orientations), program
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ideolojileri (curriculum ideologies), program yonelimleri (curriculum orientations) gibi kavramlarla ayni
seyi ifade eden farkh kavramlarla ele alindig1 gérilmistir (Cheung & Wong, 2002; Schiro, 2012; Yilmaz,
2021).

Egitim programi kuramlari farkh program kuramcilari tarafindan farkli sekillerde siniflandiriimis ve
isimlendirilmistir. Bu calismada Eisner & Vallance (1974), Mcneil (1977), Posner (1995), Schubert
(1996), Ornstein & Hunkins (1998), Kliebard (2004), Ellis (2004), Schiro (2012) ve Null (2016)’un egitim
program kuramlari siniflandirmasina yer verilmis ve agiklamalar yapilmistir. Arastirmada, egitim
programi kuramlarinin egitime ve egitim programi ¢alismalarina nasil yansidigini betimlemek igin yurt
disi ve yurt icindeki program tarihgesine kronolojik sirayla yer verilmis ve program tarihi icin 6nemli
olaylar farkh egitim programi kuramlari ile iliskilendirilmistir.

Egitim programi kuraminin yurt i¢i (Eren, 2010; Gegitli, 2011, Bay, Gindogdu, Ozan, Dilekgi, &
Ozdemir, 2012 Yesilyurt, 2012; Abakay, Sebin, & Sahin, 2013; Tanriverdi & Apak, 2014; Tiire, 2017) ve
yurt disi (Babin, 1978; Cunningham, Johnson & Carlson, 1992; Schiro, 1992; Lee, Adamson & Luk, 1995;
Ryu, 1998, Cheung, 2000; Cheung & Wong, 2002, Crummey, 2007; Reding, 2008; Foil, 2008; Jenkins,
2009; Mahlios, Friedman-Nimz, Rice, Peyton, & O'Brien, 2010; Salleh, Hamdan, Yahya, & Jantan, 2015;
Alsalem, 2018) arastirmalarda nasil ele alindigini betimlemek i¢in bu konuyu ele alan arastirmalar ve
tezler incelenmis ve yapilan arastirmalara iliskin bazi ¢ikarimlarda bulunulmustur.

Yukaridaki bilgiler dogrultusunda, egitim programi kuramlarinin kaotik olan kavramsal yapisini
sorgulamak, egitim programi kuramlarini detayli incelemek, egitim program galismalari ile kuramlarini
iliskilendirmek ve arastirmalara nasil yansidigini ortaya koymak amaciyla gerceklestirilen bu
arastirmada, egitim programi kuramlari konusunda yapilmis olan g¢alismalar incelenmistir. Bu amaci
gerceklestirmek icin  “egitim programi kurami nedir, egitim programi kuramlari nasil
siniflandiriimaktadir, egitim programi kuramlari ile program tarihi nasil iliskilendirilebilir ve egitim
programi kuramlarina iliskin nasil aragtirmalar yapiimaktadir?” sorularina yanit aranmistir.

Yontem

Egitim programi kurami kavraminin g¢alisildigi arastirmalarin incelenmesi yoluyla olusturulmus bu
¢alisma bir alanyazin derleme ¢alismasidir. Alanyazinda yapilan incelemeler sonucunda, yurt igcinde ve
yurt disinda yapilan calismalar dikkate alinmistir. Calismalar incelenirken arastirmalarin bashgi,
¢alismalarin yapildigi yil ve llke, arastirmalarin ¢alisma grubu, amaci, arastirmalarda kullanilan veri
toplama araglari, veri analizi siiregleri, arastirmalarin bulgulari, sonuglari ve dnerilerini iceren bir analiz
yapilmistir. Calisma kapsaminda olacak arastirmalar ScienceDirect, Jstor, Google Scholar, Proquest ve
Ulusal Tez Merkezi veri tabanlarinda ‘Egitim Programi Kuram/’, ‘Egitim Programi ideolojisi’ ve ‘Egitim
Programi Yénelimleri’ kelimeleri kullanilarak taranmistir

Ayrica yurt disinda 1900’lerin basindan itibaren program alanini gerek alanda ¢alisan Amerikal
egitim programcilari gerekse yapilan galismalar agisindan yogun bir sekilde etkilemis olmasi gerekgesi
ile Amerika’da ve Tirkiye'de egitim programi kuramlarinin bu iki tilkedeki egitim sistemlerini ne sekilde
etkiledigi bu alanda yapilan literatiir calismasi ile ortaya konulmaya ¢aligilmistir.

Tartisma, Sonug ve Oneriler

Bu derleme calismasinda egitim programi kuramlarinin kavramsal yapisi, farkh program kuramlari,
bu kuramlarin program calismalarina etkisi ve program kuramlari ile ilgili yurt igi ve yurtdisinda yapilan
¢alismalar alanyazin taramasi yapilarak incelenmistir.

Egitim programi kuraminin kavramsal yapisi ele alinmis ve alanyazin incelemeleriyle bu kavrama
iliskin kaotik bir yapinin bulundugu saptanmistir. Egitim programi kurami, program yonelimleri,
program ideolojileri gibi farkli sekillerde ele alinan egitim programi kuramlari ve bu kuramlara ait
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siniflandirmalar incelendiginde farkli adlandirmalar olsa da kuramlarin ilkelerinin ayni seyleri ifade
ettigi sonucuna varilmigtir. Program kuramlari arasindaki bu benzerligi ortaya koymak igin farkli
kuramcilarin farkl siniflandirmalari genis bir tablo icerisinde sunulmustur. Egitim programlari alanina
yon veren 6nemli olaylarin kronolojik sira ile incelemesi yapilmis ve alan igin donim noktalar
sayllabilecek bu olaylarda farkli egitim programi kuramlarinin yansimalari goriilmustir.

Egitim programi kuramlarinin ¢alisildigi yurt disi ve yurt ici arastirmalar incelendiginde ise yurt disi
literatUrine gore program kuramlarina yonelik farkindahgin ¢ok daha ge¢ kazanildigi yorumu
yapilabilir. Yurt digi calismalari genel olarak 6gretmenlerin program kuramlarini betimlemek igin
yapilmis, yurt i¢i calismalar ise yogunlukla 6gretmen adaylarinin program kuramlarinin arastiriimasi
Uzerine yogunlagmistir.

Bu calismada egitim programi kuramlarinin ele alindigi ulusal yayinlarin ¢ok sinirli oldugu
gorulmustlir.  Egitim programi kuramlarini ele alan daha ¢ok calismanin (lkemiz alanyazinina
kazandirilmasi 6nemli gériilmektedir. Egitim Programlari ve Ogretim alaninin diisiinsel temellerini ve
art alanini besleyecegi disinulen egitim programi kuramini inceleyen ¢alismalar hem arastirmacilara
bu konuda veri saglayabilir hem de alanyazindaki boslugun doldurulmasina yardimci olabilir.
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Although studies on the lesson study experiences of English language
teachers have increased in Turkey in recent years, there is still a need for
further studies on integrating the model into the context. This study
examined qualitative research on the lesson study conducted with
English language teachers in Turkey. It was aimed to reach a synthesis to
ensure the proliferation of the model. The common databases were
searched with particular keywords, and specific inclusion criteria were
used. Selected studies were scored with a checklist to evaluate quality,
and eight studies (six articles and two doctoral dissertations) that
received the required score were included in the research. The analysis
followed the development of the first and second-order themes,
interpreting and synthesizing. The common findings in the studies show
that the lesson study provides significant contributions to English
language teachers despite the difficulties in the process. The synthesis
includes the initiatives at the individual and institutional dimensions. It is
concluded that English language teachers' pedagogical design capacity
and collaboration skills should be strengthened at the individual
dimension. At the same time, administrator, mentor/facilitator support
should be provided, and policy changes should be made in teacher
education at the institutional dimension. We also recommend examining
how the model can be adapted to Turkey's cultural-educational context,
teacher autonomy, and identity.

To cite this article: Baysal, H., & Biimen, N., T. (2021). The proliferation of lesson study for English
language teachers: A meta-synthesis study. International Journal of Curriculum and Instructional
Studies, 11(2), 261-286, DOI: 10.31704/ijocis.2021.013

Introduction

Lesson study, originating in Japan, is one of the professional development (PD) models providing
job-embedded and active involvement for teachers, and it has recently gained popularity in many
countries. Based on Vygotsky's (1978) Sociocultural Theory, lesson study entails teachers working
together with their colleagues to seek solutions to educational problems (Shabani, 2016). In this
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process, teachers collaboratively design instruction, implement, observe, discuss lessons, and give
feedback to make lessons more effective (Dudley, 2015; Lewis, 2000; Lewis, Perry, & Hurd, 2009).
Alternatively, teachers make a nexus between theory and practice, analyze their classroom practices
in depth based on theory, be reflective and work collaboratively (Orland-Barak & Maskit, 2017).

The lesson study begins with defining a problem that teachers have identified collaboratively
(Dersforges, 2015). Then, research is conducted on teaching materials and suitable methods for the
subject (Takahashi & Yoshida, 2004). A research lesson (usually three) is designed for the problem. In
research lessons, other teachers take on the role of the observer while a teacher is teaching (Dudley,
2015). In the observation phase, which is the essence of lesson study (Doig & Groves, 2011), teachers
record what students say, how they use the materials, and where they have difficulties (Lewis, Perry,
& Hurd, 2004). Finally, there is a discussion about the research lesson. While the discussions usually
involve the lecturers’ and observing teachers’ meetings, an outside educator or researcher may also
attend these meetings (Lewis, 2000).

Even though lesson study has a well-established history, it relatively newly finds an echo in Turkey
in other educational settings. Eraslan (2008) discusses it for the first time in the context of Turkey, and
he states that the model contributing to the PD of teachers should be used in Turkey as well. The model
generally focuses on mathematics education (i.e., Ozdemir Baki & Isik, 2018). There are, however,
examples in primary school education (Ayra & Kosterelioglu, 2021; Go6zel, 2017), art education
(Higyilmaz & Aykan, 2020), and preschool education (Tepetas & Tezcan, 2020). Besides, its use is
becoming more widespread among English language teachers (e.g., Bayram & Canaran, 2019; Gok,
2016; Orhan, 2020) and teacher candidates (Demirbulak, 2011; Yalgin Arslan, 2019). All these studies
are within the scope of graduate theses or scientific articles; no attempts by the Ministry of National
Education (MoNE) have been found. In other words, the lesson study is not a formal model
recommended by the MoNE in Turkey.

There are also findings related to PD in lesson study research conducted with English language
teachers. For example, lesson study is effective in the easy implementation of the changes made in
English curricula by teachers, and it also contributes to their cognitive, social, and emotional
development (Zhang, Yuan, & Liao, 2019). In addition, it allows the teachers to observe the classroom
from both the perspectives of a researcher and students, enabling them to implement changes in
teaching successfully (Tasker, 2014). Teachers interacted to gain new teaching methods and
techniques (Purwanti & Hatmanto, 2019). Likewise, peer observation and peer feedback contribute to
the PD of English language teachers by supporting the course design (Nami, Marandi, &
Sotoudehnama, 2016).

Although studies on lesson study providing PD of English language teachers in Turkey have
increased rapidly in recent years, many problems have been pointed out. For instance, teachers
implementing the research lesson have difficulty in arranging the lesson hours, preparing the lesson
plans (Yizbasioglu, 2016), and designing the curricular elements (aims, contents, teaching-learning
process, and evaluation) appropriately (Orhan, 2020). Moreover, they cannot think independently
from the textbooks (Ustuk & Costa, 2021). There are also problems such as lack of administrative
support (Bayram & Canaran, 2020), the misconception of the lesson study model (Bayram & Bikmaz,
2018), and teachers' inability to handle criticism (Karabuga & ilin, 2019). It seems demanding to
implement lesson study effectively in the PD of English language teachers until these problems are
resolved.

For the lesson study to be used effectively in the PD of English language teachers, there is a need
for further studies on integrating the model into the context in Turkey, beyond putting forward its
positive aspects (Bayram & Canaran, 2020). Therefore, it may be helpful to discuss and examine
previous studies comprehensively. For seeing beyond the meanings of prior findings, meta-synthesis
studies are carried out. A meta-synthesis study conducted to reach a new or improved understanding
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of the phenomenon under investigation may reveal new insights about the current state of the
phenomenon (Paterson, 2012). By comparing the findings obtained from qualitative studies, in-depth
and holistic information about the researched phenomenon can be obtained (Glimus, 2018). Through
meta-synthesis, the real reasons behind the difficulties experienced in the lesson study used in the PD
of English language teachers can be uncovered, and new solutions that can help the model proliferate
can be found. Although the meta-synthesis on lesson study is examined in the international context in
Turkey (Serbest, 2014) and mathematics teachers' experiences (Kincal & Beypinar, 2015), no meta-
synthesis on English language teachers has been conducted. This study aims to produce a synthesis to
proliferate the model by examining the studies on lesson study used as a PD of English language
teachers in Turkey. In this context, the following questions were formulated:

1. According to previous qualitative studies, what are the common points about lesson study
experiences of English language teachers?

2. Whatis the final synthesis to ensure the proliferation of lesson study as a PD for English
language teachers?

Method

The meta-synthesis was adopted to examine the studies on English language teachers’ lesson study
experiences in the study. Meta-synthesis is defined as the synthesis of findings in qualitative research
reports related to a particular topic or focuses for reaching a new or improved understanding of the
phenomenon under study (Paterson, 2012; Sandelowski & Barroso, 2007; Thorne, Jensen, Kearney,
Noblit, & Sandelowski, 2004). The synthesis produces interpretive results through comparison,
integration, and distillation of meanings, concepts, and theories across qualitative studies (Erwin,
Brotherson, & Summers, 2011; Finfgeld, 2003; Saini & Shlonsky, 2012; Zimmer, 2006). There are
different views on carrying out meta-synthesis (Erwin et al., 2011; Finfgeld, 20003; Howell-Major &
Savin-Baden, 2010; Noblit & Hare, 1999; Polat & Ay, 2016; Sandelowski & Barroso, 2007). In this study,
the steps (Erwin et al., 2011) followed are: (a) formulating research questions, (b) reviewing the
literature, (c) identifying studies to be included, (d) using analysis techniques for meta-synthesis, and
(e) presenting the synthesis. Below, these steps are explained in detail.

Formulating Research Questions

It is vital to select the research questions initially to determine how the research is carried out in
meta-synthesis (Erwin et al., 2011). The fact that the professional development needs of English
language teachers in Turkey cannot be adequately met (Uztosun, 2018) and that numerous problems
have been pointed out in the previous lesson study findings show that new solutions are needed.
Therefore, research questions were formed for creating a synthesis to proliferate the model in the PD
of English language teachers in Turkey.

Reviewing the Literature

After formulating the research questions, a literature review was conducted. In this process, the
start date has not been determined, and all studies until June 2021 have been examined. The keywords
(see Table 1) were searched in the National Thesis Center of the Council of Higher Education. The
databases (EBSCO, Elsevier, ERIC, Mendeley, SCOPUS, Springer, Taylor & Francis, Web of Science) at
the Ege University Library, and Google Scholar. First, the keywords related to the lesson study were
scanned, then these keywords combined with English language education and English language
teachers were searched. The searching process was carried out by both researchers separately, and a
total of 111 studies conducted in Turkey were reached.
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Table 1. Keywords Used in Searching Databases

Keywords related to the
professional development of
English language teachers

Keywords related to English

Keywords related to lesson study language education

EFL teacher, EFL instructor,
English language teacher,
teacher education, PD

lesson study, lesson study model, English as a foreign language,
research lesson, research lesson English language teaching,
model English teaching

Identifying Studies to be Included

Identifying studies to be included was carried out in three stages. In the first stage, a table with the
title, method, participants, and data collection tools of the studies was prepared. All lesson study
research conducted in Turkey was included in the table for not missing any study, and those not
relevant to English language education were excluded. In the second stage, the inclusion criteria were
determined (Table 2), and after reading the full texts of the remaining studies, the studies not meeting
the criteria were excluded. In the third stage, the studies were evaluated in terms of quality. The
including process is presented in Figure 1.

Table 2. Inclusion Criteria

Criteria Inclusion Exclusion
Language English and Turkish Studies in other languages
Time ... -June 2021 -

Context Studies conducted in Turkey Studies conducted in other

Research design

Participants

Type of document

Quality of the study

Qualitative

English language teachers and
lecturers

Articles, theses not converted into
articles

Studies with a score of 11-15 from
the checklist (Erwin et al., 2011)

countries

Quantitative, systematic analyses,
reviews, mixed methods

Pre-service English language
teachers and other subject
teachers

Theses converted into articles

Studies with a score of 1-10 from
the checklist (Erwin et al., 2011)
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eStudies reached in literature review (n=111)
-Studies not related to English education were excluded (n=88)

1%t Stage
eThe full text of studies read (n=23) \
-Theses converted into articles were excluded (n=4)
-Studies conducted with pre-service English language teachers were excluded (n=5)
-Systematic analysis were excluded (n=1)
24 Stage

-Proceeding texts were excluded (n=2)
-Studies not fit the context of the research were excluded (n=2)

eStudies included in the checklist (n=9)
-Studies not score between 11-15 points from the checklist were excluded (n=2)
-Although converted into the article, a thesis was included as its article did not receive the
required score (n=1)

<

39 Stage

<

Meta- | *Studiesincluded in meta-synthesis (n=8)

synthesis J

<

Figure 1. The Process of Including Studies in Meta-synthesis

As seen in Figure 1, in the second stage, articles were included first since they were subjected to
editorial and reviewer evaluations. In other words, the theses that were converted into articles were
excluded. However, since a doctoral thesis (Orhan, 2020) was not converted into an article, it was also
included in the research. The studies conducted with pre-service English language teachers (Altinsoy,
2020; Coskun, 2017; Demirbulak, 2011; Okmen & Kilig, 2021; Yalgin Arslan, 2019), systematic analyzes
(Ustuk & Comoglu, 2019), proceeding reports (Gok, 2016; Songiil, Delialioglu, & Ozkése Biyik, 2018)
were excluded. Studies that did not fit the research context were also excluded. One was online lesson
study research (Songiil, 2019), and the other was conducted with one participant (Karabuga & ilin,
2020).

In meta-synthesis, a judgment must be made about the quality of each study to be included (Erwin
etal., 2011). In the third step, a checklist adapted by Erwin et al. (2011) was used to identify the quality
of the studies. The checklist is expected to score according to the indicators of the clarity of the
research problem and the purpose of the study, the type of the method, the relevance of the findings,
the quality of the discussions, and suggestions. If the score range obtained from the checklist is 11-15,
it is classified as good quality, 6-10 as medium quality, and 1-5 as low quality.

Therefore, firstly, the items in the checklist were taken into a table and arranged so that the
indicators were put in the row and the studies were put in the column. The studies were then scored
independently by the researchers. Finally, the average of the scores was calculated, and seven studies
with a score between 11-15 were included. However, an article produced from a doctoral dissertation
did not receive the required score. Then the doctoral dissertation of this article was scored, and it was
included in the study as it received sufficient points. As a result, a total of eight studies, including six
articles and two doctoral theses, were included in the meta-synthesis.
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Although there is no exact number regarding the sample size of qualitative meta-synthesis, the
number varies between 3 and 292 depending on the scope of the subject (Finfgeld, 2003). However, it
is generally recommended to include between 8 and 12 studies in the sample (Polat & Ay, 2016). The
most crucial variable in determining the sample is the saturation of the coding categories (Finfgeld,
2003). So, the eight samples (studies) in the research might be sufficient for meta-synthesis to provide
data saturation as there are 304 codes and 55 categories in them. The main features of studies included
in the meta-synthesis are presented in Table 3.

Table 3. Main Features of the Studies Included in the Research

Author Purpose Method Participants

Yilizbasioglu To determine the effectiveness of the lesson study  Action research 13 English

(2016) model for PD of teachers language
teachers

Coskun (2017)

Bayram and
Bikmaz (2018)

Karabuga and
ilin (2019)

Bayram and
Canaran
(2019)

Bayram and
Canaran
(2020)

Ustuk and
Costa (2021)

Orhan (2020)

To increase lecturers' awareness of PD and to help
facilitate the integration of lesson study into both
curriculum and PD

To investigate how the lecturers implement the
lesson study, what the difficulties are, and its
reflections on PD

To shed light on the feasibility of the lesson study,
the difficulties experienced and observed by
English language teachers, the process of designing
lesson study, and whether lesson study benefits
teachers.

To determine how English language teachers make
lesson study and the effect of lesson study on their
PD

To investigate the lesson study process and how
English language teachers interpret it

Exploring how lesson study can contribute to the
development of transformative pedagogy for PD

To examine the social sharing organization
activities of English language teachers in the
context of lesson study and the changes related to
this process.

Action research

Phenomenology

Case study

Holistic single
case study

Multiple case
study

Ethnographic
study

Single case
study

Three English
language
lecturers and
18 students

Three English
language
lecturers

Five English
language
teachers

Three English
language
lecturers

20 English
language
lecturers

Four English
language
lecturers

Three English
language
teachers

Using Analysis Techniques for Meta-synthesis

Different analysis techniques can be used in meta-synthesis studies (Erwin et al., 2011; Sandelowski
& Barroso, 2007). This study followed the three-phased process proposed by Howell-Major and Savin-
Baden (2010). The first phase is analysis, in which the first-order themes are developed. Firstly, it is
necessary to determine the common findings in the studies included in the research (Howell-Major &
Savin-Baden, 2010). A data set was created in the Excel file to present and compare the findings of the
studies. The names of the researchers who carried out the studies are written in column A, direct
guotations of the participants of the studies are added as notes in column B.

Similarly, the comments made by the researchers who conducted the studies as direct quotations
were added as notes in column C. The codes and categories found in studies were also written in
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columns D and E, respectively (Figure 2). Thus, the first-order themes were developed based on the
codes and themes in the studies.

A B © D E F G H | J K L
1 First-Order Themes
.. ) Researchers'
. Participants' direct |, X .
Studies L interpretation of direct .
quotations in original . . Codes Categories
. quotations in original
articles )
2 articles " [Author:
3 | Bayram & Feelings of anxiety ’ "I have never created a lesson plan with one of my colleagues before. I
Bikmaz 2018 ask their ideas before I conduct lessons, but it is not like working on each
4 Workload _ == and every detail of a lesson plan like we did in Lesson Study. I have seen
Problems experienced With ] that everybody has his own way of designing a lesson and creating
conceptualizing and Challenges activities.” (Bsra)
5 — intefnalizing the model "Planning together was a great experience for me. I usually do not write
Problems experienced when 3 lesson plan because I don't have to, but this time we wrote it down
6 ” arforming the model and we did so all together. You know what they say ‘two heads are
p 8 better than one’ and I realzed it is so true in terms of lesson planning. If
7 Collaborative lesson planning I had planned it on my own, it would never be that good.” (Pelit)
Delivering less instructor- "I think you should definitely try planning lessons with your colleagues.
8 fronted lessons, You will never believe in the resuft. When three of us sat down and
Skillsand Gains | |pfanned our research lesson, it was lie a flow of many valuable ideas, and
9 Focusing more on students T was just trying to keep them in my mind so that I could use them later
L on. It was just amazing.” (Ayse)
Improving time management
10 skills 3 ,

Figure 2. Developing the First-Order Themes

The second-order themes are obtained in the second phase by aggregating the first-order themes.
It involves rereading the first-order themes and integrating similar meanings (Howell-Major & Savin-
Baden, 2010). The second-order themes were revealed by constantly comparing the existing codes and
categories by reading the studies at different times over four months. In the third phase, the findings
of the studies, the first and second-order themes are read repeatedly, and the third-order themes are
developed. Moreover, this stage involves critical thinking and inductive analysis, which requires
searching for subtexts hidden under the themes and building bridges between themes and concepts
(Howell-Major & Savin-Baden, 2010). The synthesis is accomplished by utilizing the bridges established
between the findings (Erwin et al., 2011). The final synthesis will be the justifications for the value of
the meta-synthesis; therefore, it should be made clear that the synthesis is greater than the parts that
compose it (Walsh & Downe, 2005). With the third-order themes developed by the researchers,
synthesis has been reached to proliferate the lesson study for PD of English language teachers. The
first, second, and third-order themes are presented in Figure 3.
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[ The First-Order Themes ] [ The Second-Order Themes ] The Third-Order Themes (The
Synthesis)

Peer collaboration ]

\

More focus on student learning l

Better detection on learning problems

Designing more effectiveinstruction

Learning time management The contributions of the lesson

l
l
[Improvement in reflective thinking skills
l
l

Classroom management techniques ] study J ( \
Increasing teacher motivation ] The initiatives at the
Development of instructional planning individual dimension
skills -Strengthening the
Creating a sense of professional pedagogical design capacity
refreshment of teachers
N -Enhancingthe collaboration

Providing a new, active and

collaborative professional development
experience The initiatives at the

7 . . . . .
institutional dimension

skills of teachers

.

-Providing administrator,
mentor / facilitator support
-Policy change in teacher

Negative initial reactions to the model

Requiring extra time and workload

education
Negative attitudes and amotivation over \ /
time The difficultiesin the
Difficulties in finding common free hours implementation of the lesson
and work environment study
\ J

Lack of supportin planning teaching and
research

Insufficient collaboration skills with
colleagues

Figure 3. The First, Second, and Third-Order Themes
Results

Findings Related to the First Research Question

The findings relating to the standard points about lesson study experiences of English language
teachers were gathered under the headings of “the contributions of the lesson study” and “the
difficulties in the implementation."

The Contributions of the Lesson Study

The results displayed that there were many contributions to the lesson study. One of the most
outstanding contributions of the lesson study is that it offers teachers a collaborative working
environment (Bayram & Canaran, 2020). Teachers, who often plan their lessons alone, design research
lessons by exchanging ideas with their colleagues. It has been remarked that feedback from colleagues
is significant in gaining different perspectives (Karabuga & ilin, 2019).

Another contribution of the lesson study is that the teachers have the opportunity to experience
getting immediate feedback, and they have more focused on student learning (Bayram & Bikmaz,
2018; Bayram & Canaran, 2019; Karabuga & ilin, 2019; Yiizbasioglu, 2016). Regarding this result,
Teacher 10 expressed: "Lesson study teaches you to step by step to be student-oriented. Through
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student observations, interviews, and video recordings, you have solid evidence of what students think
about a particular lesson, and you get to understand them better.” (Bayram & Canaran, 2020, p. 671).
The observations also enabled teachers to see whether the lesson they designed was working or not
(Bayram & Canaran, 2019; Yiizbasioglu, 2016). In addition, the fact that teachers observed from
different locations provided a better detection of the problems during the lesson. Thus, teachers could
better design the next research lesson (Coskun, 2017).

Meetings with peers provided teachers to hold a mirror to their teaching (Karabuga & ilin, 2019).
The teachers who previously considered only the content in the textbook instead of the curriculum
experienced the lesson plan and material preparation (Ustuk & Costa, 2021). Thus, teachers examined
the lessons thoroughly and became reflective (Bayram & Canaran, 2020; Ustuk & Costa, 2021). This
positively affected teachers' curriculum development (Orhan, 2020), time management (Bayram &
Bikmaz, 2018), classroom management skills (Karabuga & ilin, 2019), and motivation (Bayram &
Canaran, 2019):

Instead of just following the coursebook like a robot, various lessons and alternatives that are
content-wise and time-wise realistic could be planned. Probably we could also overcome the
timing problem at this institute by lesson study. We have problems covering the schedule
because we do not use the time wisely, which was probably the biggest realization about my
institution in lesson study. [Oya] (Ustuk & Costa, 2021, p. 10)

Lesson study enabled teachers to realize the mistakes they made in the first lesson and correct
them in the following course (Coskun, 2017). For instance, teachers who had difficulty writing goals in
the first lesson could express the objectives clearly in the third research lesson (Orhan, 2020). Another
example is that while the activities in the first lesson ended late or early as planned, they were
completed on time in the following courses (Bayram & Bikmaz, 2018). Similarly, teachers stated that
they improved in the following courses: "The second lesson was better since, after the previous
lesson's weaker points, the lesson study group developed the second lesson. Some mistakes made by
the first lesson were corrected." [Teacher 1] (Coskun, 2017, p. 158). The lesson study provided a
colleague group giving feedback to help teachers who were left alone with their students in the
classroom (Bayram & Bikmaz, 2018; Karabuga & ilin, 2019). It becomes a PD opportunity in terms of
refreshing the teaching methods and techniques learned during the undergraduate period:

| find the lesson study beneficial. These types of studies are kind of professional development.
In this way, teachers can learn a lot from each other. Teachers' methodological knowledge is
expected to become out-of-date after a certain period, and students' profiles change every
year. Therefore, lesson study is an excellent way to improve ourselves professionally. [Teacher
3] (Coskun, 2017, p. 158)

The goal of PD activities is that students learn better and more permanently (Guskey, 2002). In this
respect, lesson study allowed teachers to evaluate whether students have learned or not (Bayram &
Bikmaz, 2018). Moreover, it ensured teachers to evaluate their teaching as they take responsibility and
participate actively (Karabuga & ilin, 2019). In other words, teachers were able to identify the strengths
and weaknesses of their teaching by reflective thinking:

Although | enjoyed the meeting we held today, | also realized what was missing. | saw that |
entered the class automatically with the habit and experience of years, but when | had to put
planning and application on the subject | was talking about, | saw how stuck | could get. |
believe that this study will also develop me professionally. [Secin Teacher] (Orhan, 2020, p.
181)

Unlike the seminar and course model, lesson study provided an opportunity for English language
teachers who seek collaborative PD activities (Bayram & Canaran, 2020). Besides, the PD has become
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from the bottom up, and teachers ignited the fuse of PD (Ustuk & Costa, 2021). Therefore, teachers
have started to look warmly to practices that will contribute to their PD:

There was an openness to each other. For example, when a teacher comes to our classes and
wants to attend my class, | can look more positively now. | would not have reacted before, but
now | believe in the necessity of this a little more. | can tell my peer | have a problem with this
issue. How do you teach? Can | see? For example, | can say. [Participant 7] (Yiizbasioglu, 2016,
p. 139)

In the light of these findings, the studies revealed that the lesson study model contributed to English
language teachers in extensive ways. It positively affected the teachers' collaboration with their
colleagues and their reflective thinking skills. It also provided an opportunity to review their practices
in the classroom. Teachers were able to identify the problems in the teaching much more accessible
and design student-focused teaching. Hence, teachers who also improved in time management played
an active role in student learning, their motivation increased, and their perspectives towards PD
changed positively, unlike other PD practices. In this way, teachers experienced a sense of professional
refreshment.

The Difficulties in the Implementation of the Lesson Study

Examined studies indicated that there were some difficulties while implementing the model.
Teachers not accustomed to a PD model other than the course and seminar did not react positively
when the lesson study was introduced. Some teachers were not interested (Ustuk & Costa, 2021),
while others intimidated them (Bayram & Canaran, 2019). Additionally, teachers confused the lesson
study with other PD practices (Bayram & Canaran, 2020) and misconceptualized the model (Bayram &
Bikmaz, 2018). Therefore, understanding the model also required time:

The most challenging aspect was that it was a new concept for me. | did not hear about it
before. First, it needed much time and effort to grasp it, be a team member, and design it.
[Teacher 3] (Karabuga & ilin, 2019, p. 66)

Another difficulty was that the model required prolonged time and effort (Bayram & Bikmaz, 2018;
Bayram & Canaran, 2020; Coskun, 2017; Karabuga & ilin, 2019; Orhan, 2020; Yiizbasioglu, 2016).
Everything should be planned so that there is no problem in the implementation (Bayram & Canaran,
2019). This situation, combined with the heavy workload, required teachers to give up their free time
(Bayram & Bikmaz, 2018). Hence, teachers complained about this issue:

We have got a lot of other duties to fulfill. You know it is not only about teaching for 20 hours
a week. You do, maybe, 10 hours of other stuff, which leaves us with insufficient time to do
lesson study. [Ayse] (Bayram & Bikmaz, 2018, p. 321)

The time taken for lesson preparation was overloading the teacher, which negatively affected their
perspective to model. (Karabuga & ilin, 2019). Teachers completing the planning phase in the first
research lesson stated that the process became increasingly difficult for the second and third research
lessons (Orhan, 2020). Specific points not talked about during the planning phase caused problems in
the implementation (Ylzbasioglu, 2016). For example, regarding the completion time of the activities,
there were differences between the planned and actual time (Orhan, 2020; Yiizbasioglu, 2016).
Therefore, it was hard to find a willing teacher who would make such an effort for a single lesson
(Coskun, 2017), and it did not seem possible for every lesson (Bayram & Canaran, 2020):

We analyze an an-hour-long lesson plan and modify it so many times to make it look perfect. |
do not think it is worth all the hassle. It is impossible to do the same thing for all the lesson
plans we need to teach. So, | do not think lesson study is a sustainable model. [Teacher 13]
(Bayram & Canaran, 2020, p. 672)
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There were difficulties with teachers' meetings, arranging meetings for teachers, and synchronizing
the hours of the teachers who teach and observe. There was even a disagreement with the school
administration (Yiizbasioglu, 2016):

In the simplest term, we had the problem of coming together. Because we all have classes at
different times, everyone has a different life personally. That is why we had difficulty finding
an ordinary day or time. We also had a hard time finding a convenient environment because
we were looking for a quiet place at school where we could focus. There were problems like
this. We had trouble arranging the lessons. We tried to coincide with an hour when we were
completely free. It has been quite a problem for us as well. [Participant 11] (Ylzbasioglu, 2016,
p. 137)

In addition, the teachers had difficulties planning the objectives, content, learning experiences, and
evaluation (Orhan, 2020) and determining the research problem (Bayram & Bikmaz, 2018). Therefore,
teachers stated that they needed a mentor or a consultant teacher experienced in the model that they
could get support from in the process (Bayram & Canaran, 2019). Teacher 1 also expressed their
concern by stating: "l guess we should have had a person from whom we could get advice on issues
such as finding a research question, data collection tools, and data analysis. Without such support, |
have always felt we were doing something wrong." (Bayram & Canaran, 2020, p. 673).

Another problem was that teachers were worried about conducting their lessons before their
colleagues (Bayram & Bikmaz, 2018; Coskun, 2017). Furthermore, some teachers dominated the
meetings and were uncomfortable reporting their criticisms to offend their peers, which stood out as
difficulties (Karabuga & ilin, 2019).

It is sometimes challenging to criticize peers (which is entirely normal because you do not want
to offend other teachers). After conducting one of the lessons, | did not receive the feedback |
wanted (e.g., some negative points about my teaching). [Teacher 1] (Karabuga & ilin, 2019, p.
66)

In summary, the findings displayed some difficulties in implementing the lesson study. When the
model was first introduced to the teachers, they reacted adversely. Besides, teachers perceived
implementations as extra workload, time, and effort may be a first and foremost difficulty in the
implementation phase. The teachers' motivation regarding the implementation of the model
decreased in time. Another difficulty was experienced in the organization of the meetings and
observations. Insufficient support for teachers in planning research and teaching also made it
challenging to implement the model. Poor collaborative skills and lack of experience also seemed to
cause difficulties in practice.

Synthesis

The answers to the second question are discussed under the headings of “the initiatives at the
individual dimension” and “the initiatives at the institutional dimension” (see Figure 3).

The Initiatives at the Individual Dimension

The synthesis of initiatives at the individual level includes the titles of "strengthening the
pedagogical design capacity of teachers" and "enhancing the collaboration skills of teachers" for
proliferating the lesson study in the PD of English language teachers.

Strengthening the pedagogical design capacity of teachers

The first of the individual initiatives based on the findings is to strengthen the pedagogical design
capacity of teachers. The findings displayed that teachers had difficulties in preparing a lesson plan by
benefiting from the curriculum (Bayram & Bikmaz, 2018; Coskun, 2017; Orhan, 2020; Ustuk & Costa,
2021; Yizbasioglu, 2016). Moreover, teachers who perceived the textbook as part of a curriculum even
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stated that taking the book as a basis was a compulsion (Orhan, 2020; Ustuk & Costa, 2021). The
teachers realized that they should arrange the lessons according to the interests and needs of the
students with the lesson study (Bayram & Bikmaz, 2018; Bayram & Canaran, 2019; Coskun, 2017;
Karabuga & ilin, 2019; Yiizbasioglu, 2016). Therefore, all these difficulties point to a problem related
to the pedagogical design capacity of teachers.

Brown (2009) describes the pedagogical design capacity as a teacher's capacity to use curricular
resources consciously to achieve the objectives of the teaching. Curricular resources, defined as “a
genre of materials and tools, including, but not limited to textbooks, designed to guide, support, and
enhance teaching and learning in schools” (Remillard, 2018, p. 70), act as mediators between teachers
and the curriculum. Hence, the teacher-curriculum relationship is interactive; because while the pros
and cons of the curriculum affect the teacher, the teacher's perceptions and decisions affect the
curriculum (perhaps even change). Brown (2009) expresses this interactive relationship as "perceive"
and "mobilize” and defines "a teacher's capacity to perceive and mobilize existing resources in order
to craft instructional episodes" as "Pedagogical Design Capacity" (Brown, 2009, p. 29). Using curricular
resources is a skill to be developed rather than a simple task (Remillard, 2018), and the pedagogical
design capacity allows teaching to be seen as a design activity. The deliberate and conscious use of the
curriculum is only possible if the teacher's pedagogical design capacity is robust (Leshota & Adler,
2018). Accordingly, pedagogical design capacity is significant in teaching planning and adaptation skills.

Consequently, it is necessary to strengthen the pedagogical design capacities of teachers to
overcome the difficulties they experience during the lesson study. Moreover, a teacher with a solid
pedagogical design capacity can carry out instructional design successfully by benefiting from
curricular resources consciously (Brown, 2009). Some studies use the "backward design" (Westwood
Taylor, 2013) and PD programs based on different teacher roles (Penuel & Gallagher, 2009) to
strengthen the pedagogical design capacity of teachers. In addition, some studies present the
pedagogical design capacity of teachers (Schipper, Van der Lans, De Vries, Goei, & Van Veen, 2020)
and teacher candidates (Beyer & Davis, 2012) developed after lesson study. Teachers who adopt the
curriculum (Davis, Beyer, Forbes, & Stevens, 2011) less adhere to the curriculum and more design their
lessons (Amador, 2016) have a high pedagogical design capacity. Hence, teachers should be allowed
to adapt within the framework of the official curriculum and should be supported by being
autonomous in instructional design.

Additionally, in terms of teacher education, pedagogical design capacity can be supported by
providing opportunities for teachers to experiment and think about teaching (Knight-Bardsley &
Mcneill, 2016). Thus, studies can be conducted to strengthen the pedagogical design capacity of
teachers who will participate in the lesson study of English language teachers. For instance, backward
design (Wiggins & McTighe, 2007) and understanding by design (Altun & Yurtseven, 2020; Wiggins &
McTighe, 2011) for PD activities can lay a solid foundation for the knowledge and skills required in
lesson study. Similarly, PD for differentiated instruction (Avci & Yiiksel, 2018; Tomlinson, 2005) may
also serve to consider individual differences more in instructional design. Even by integrating these
two approaches (Tomlinson & McTighe, 2006), PD, including practical and follow-up studies, can be
organized to design lessons, especially by benefitting the curriculum. Consequently, the lesson study
model can proliferate with robust pedagogical design capacity teachers.

Enhancing the collaboration skills of teachers

Collaboration between teachers, the basic building block of the lesson study, is a concept that
makes the model effective and creates a problem. Therefore, it has been suggested to enhance the
collaboration skills of teachers as the second synthesis at the individual dimension. According to the
studies, there were some interpersonal disagreements during the lesson study, since teachers had not
participated in a collaborative PD activity before (Bayram & Bikmaz, 2018; Coskun, 2017; Karabuga &
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ilin, 2019; Orhan 2020). This situation displays that teachers should be supported in terms of
collaboration skills.

Grimsaeth and Hallas (2016) suggest that teachers participating in the lesson study should have a
common understanding of collaboration and its results. Additionally, they state that collaboration
should be examined in depth in the countries where the model will be implemented since the concept
of collaboration is very different in Japan. Perry and Lewis (2009) note that the teachers determining
the rules together enable them to reinforce collaboration by perceiving that everyone's opinion was
valuable. They also remark that teachers who start working with groups would become experts in
collaboration skills over time. Therefore, ensuring teachers work with groups in both pre-service
teacher education and PD in Turkey will develop collaboration skills. Lewis (2002) also argues that
teachers who isolate themselves from their colleagues and collaborate cannot effectively teach. Thus,
teachers should participate in out-of-school activities such as festivals, school trips, and sports
competitions to improve this skill. Consequently, if the necessary conditions for enhancing
collaboration skills are not provided, it does not seem possible to the lesson study as a commonly used
model.

The Initiatives at the Institutional Dimension

The synthesis of initiatives at the institutional level includes the titles of "providing administrator,
mentor/facilitator support" and "policy change in teacher education" for proliferating the lesson study
in the PD of English language teachers.

Providing administrator, mentor/facilitator support

In the studies, there are some problems with the administrators in arranging the weekly course
schedules of the teachers in a way allowing meetings and observations (Bayram & Bikmaz, 2018;
Bayram & Canaran, 2019; Bayram & Canaran, 2020; Yiizbasioglu, 2016). Similarly, teachers having
difficulties also need mentor or facilitator support in the lesson study (Bayram & Bikmaz, 2018; Bayram
& Canaran, 2019; Bayram & Canaran, 2020; Orhan, 2020). Hence, initiatives should provide the
administrator, mentor/facilitator support to proliferate the lesson study.

Chokshi and Fernandez (2004) state that administrators could support the lesson study by adjusting
schedules and providing financial support. The school administrator should also assume the role of a
leader, ensure that the model is sustainable, and transfer it to others (Perry & Lewis, 2009). Saito
(2012) remarks that the administrators who do not understand the purpose and meaning of the lesson
study made negative comments, which discouraged the teachers; however, the administrators
understanding the model see the positive aspects of the lesson study and make it familiar in other
schools. Therefore, administrators should create a positive synergy for teachers to work collaboratively
and be a part of the process when necessary (Muller & Hutinger, 2008). Lee and Madden (2019)
emphasized that especially principals must be involved in every step of the lesson analysis. Bieda,
Cavanna, and Ji (2015) state that the lesson study is implemented more successfully with the
experienced mentor. Mentors can also guide teachers to evaluate and shape the teaching (Chichibu,
2016).

Additionally, facilitator support is valuable as it ensures harmony between the teachers in lesson
study (Mynott, 2018). Facilitators can stimulate to reduce teachers' prejudices and reassure teachers
concerned about collaboration to participate in the lesson study (Lewis, 2016). Therefore, the
administrators need to be supportive, and it is essential to provide mentor or facilitator support for
proliferating the lesson study.

Policy change in teacher education

The findings display that the model needs to be included in the education policy for proliferating
the lesson study in Turkey; otherwise, teachers would not be willing to do lesson study (Bayram &
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Bikmaz, 2018; Bayram & Canaran, 2020; Coskun, 2017; Yiizbasioglu, 2016). Therefore, lesson study,
not practiced much in Turkey apart from academic studies (graduate theses and scientific
publications), should be included in education policies starting from national policy documents
(strategic plans, vision documents, progress plans).

Doig and Groves (2011) state that the teaching profession in Japan is open to peer observation and
interpretation, and therefore the lesson study is successful. According to Fujii (2014, p. 3), "lesson
study is like air, felt everywhere because it is implemented in everyday school activities”. However, the
teaching paradigm in Turkey is not like this. In other words, a school system in which teachers observe,
give feedback, and criticize each other traditionally does not exist. Hence, a policy change should allow
teachers in Turkey to monitor/evaluate their lessons by other teachers and make an instructional
design in collaboration. However, another emphasized issue is Japan's determination in education
policy. Accordingly, there was no change in the decisions taken about education for at least 20 years
(Lewis, 2002). In addition, lesson study is seen as a part of continuous PD in Japan (Murata, 2011).
Policymakers also participate in lesson study and change policy per the model in Japan (Lewis & Lee,
2018).

Similarly, Perry and Lewis (2009) remark that the lesson study lasting for four years in a school
district in America spread all over the country at the end of the fourth year. Rock and Wilson (2005)
state that the budget is taken to cover the experts' costs, hire substitute teachers, and pay the teachers
for the reports they prepare, which lead to the initiation of the PD work in their lesson study with the
university-school partnership. Maeda and Ono (2019, p. 56) note that schools should adopt “active
leadership," They do not stop trying to find solutions to their educational problems. The government
should support facilitating the lesson study as an educational innovation. Therefore, for the lesson
study to become prevalent in Turkey, the model should be included in medium and long-term strategic
plans. The administrative decisions should not be changed frequently, the practices should be
monitored, and its continuity should be ensured with moral and material support. In summary, the
synthesis we have reached is that initiatives should be made for proliferating the lesson study at the
individual and institutional dimensions. We conclude that initiatives at the individual dimension should
strengthen the pedagogical design capacity of teachers and enhance teachers' collaboration skills; on
the other hand, initiatives at the institutional dimension should provide administrator and
mentor/facilitator support and policy change in teacher education.

Discussion, Conclusion, and Implications

The meta-synthesis aimed at proliferating the lesson study used for PD of English language teachers
is presented for the first time in this study. Thus, beyond implementing the lesson study identically
and expressing its contributions and difficulties, the answer to the question of how the model could
be implemented effectively in Turkey must be found (Bayram & Canaran, 2020). In this study, the
synthesis has been put forward to see the truth underlying the contributions and difficulties of the
model and proliferating the lesson study.

The common findings of the studies reveal the contributions and the difficulties of lesson study for
PD of English language teachers. Lesson study enables teachers to be aware of what they do in the
teaching process (Dudley, 2014) and to be reflective (Perry & Lewis, 2009) with peer feedback (Lewis
et al., 2004). Collaboration with colleagues encourages teachers to benefit from each other in teaching
methods and techniques (Purwanti & Hatmanto, 2019). In addition, designing lessons (Elliott, 2019;
Takahashi & Yoshida, 2004) positively affects their other PD (Doig & Groves, 2011; Lewis et al., 2004).
The common findings of the qualitative research display that the contributions of the lesson study to
the teachers confirm the previous studies conducted internationally.

Similarly, the typical findings of the studies are consistent with previous research in terms of the
difficulties in implementing the model. For instance, teachers attribute different meanings to lesson
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study, making it difficult to understand the model (Chokshi & Fernandez, 2004; Fujii, 2014; Zhang et
al., 2019). During the implementation of the model, there are problems in bringing teachers together
(Muldur & Cevik, 2020). Furthermore, the model requires working in collaboration with colleagues
(Boran & Tarim, 2016; Muldar & Cevik, 2020), and teachers shape the teaching differently (Zhang et
al., 2019), while more experienced teachers dominate (Zhang et al., 2019), and make the process
difficult. Besides, the preparation of the lesson study, entailing a lot of time and effort, has reduced
the motivation level of the teachers (Mildir & Cevik, 2020). Similar problems in the literature serve
as a hoist in reaching the synthesis and shed light on this research for solving repetitive problems.

For the lesson study to become a prevalent model in Turkey, it is concluded that initiatives should
be made both at the individual and institutional dimensions. Teachers' difficulties in preparing a lesson
plan, perceiving the textbook as a curriculum, and needing support in designing instruction indicate
that their pedagogical design capacities need to be strengthened. It does not seem possible for
curriculum to come to life in classrooms unless teachers understand that the curriculum should be
based instead on the content of the textbooks (Cetinkaya & Tabak, 2019). Teachers with high
pedagogical design capacity know the characteristics of curriculum resources (Remillard, 2018) and
can use them consciously (Brown, 2009; Leshota & Adler, 2018). To achieve this, teachers need to put
their pedagogical knowledge into practice (Jukic Mati¢, 2019; Knight-Bardsley & Mcneill, 2016), adapt
the curriculum (Davis et al.,, 2011), and know how to use curriculum resources (Amador, 2016).
Moreover, PD for backward design (Westwood Taylor, 2013; Wiggins & McTighe, 2007),
understanding-by design (Altun & Yurtseven, 2020; Wiggins & McTighe, 2011), and differentiated
instruction (Avci & Yiiksel, 2018; Tomlinson, 2005) can pave the way for strengthening the pedagogical
design capacity. Blending these PDs (Tomlinson & McTighe, 2006) can also be helpful.

Another initiative at the individual dimension is to enhance the collaboration skills of teachers.
Although collaborative PD activities are the most effective way in the PD of teachers, collaborative
activities remain at 21% in Turkey (OECD, 2019) is quite thought-provoking. Similarly, teacher
observation and feedback play a key role in teacher collaboration; however, 59% of teachers in Turkey
have never done such a practice before (OECD, 2020). Emphasizing that collaboration is significant in
PD, Darling-Hammond, Hyler, and Gardner (2017) stress that every school can implement collaborative
practices in its way. Hence, steps should be taken to support teacher participation in collaborative PD
activities in their schools. Finally, it is suggested that there should be positive interdependence among
teachers. Each teacher should be evaluated individually to support teachers in working collaboratively
to internalize and apply the new knowledge in the long term (Johnson & Johnson, 2017).

In initiatives at the institutional dimension, on the other hand, the support of administrator,
mentor/facilitator, and a policy change in teacher education is needed for proliferating the lesson
study. The organization of non-teaching times, the existence of a "Research Steering Committee" in
each school, the annual meetings held with the groups, and the rooms allocated to the teachers for
lesson study, a routine in Japanese education, have been the facilitators of the model (Lewis &
Takahashi, 2013). Administrator support is fundamental for teachers to participate in PD, and it is
difficult for PD activities not supported by administrators to be successful (Eroglu & Donmus Kaya,
2021; ilgan, 2013). Therefore, administrators should motivate teachers sufficiently to ensure their PD
(Aydin et al., 2021; Goézler & Ozmen, 2008). Furthermore, in research conducted by the OECD (2019),
administrators state that mentoring is essential in the performance of teachers and students.
However, only 15% of newly qualified teachers (1-5 years) in Turkey have mentors (OECD, 2019). In
this respect, administrators bridge the gap between teachers wanting to be a mentor and teachers
needing mentor support. Expressing mentoring as a part of PD, Hudson (2013) asserts that mentors
can guide teachers about teaching methods, techniques, and materials. Mentors can help teachers
with the subjects they need, and thus improvement can be achieved in teaching (Onchwari & Keengwe,
2008). So, a facilitator in teacher workgroups provides their PD by presenting their knowledge and
skills to the group (Sierra Piedrahita, 2007). Becuwe, Tondeur, Pareja Roblin, Thys, and Castelein (2016)
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also highlight that a facilitator can support teacher groups in paperwork, communication by structuring
the process and collaborating with teachers.

Furthermore, the national education policy should include the lesson study model. No PD activity
becomes permanent without government policy (Abazoglu, 2014). Seleznyov, Goei, and Ehren (2021)
warn that if the lesson study, as a borrowed policy, is not handled carefully, local stakeholders may
show considerable resistance, and the model may have limited longevity. Therefore, there is a need
for a long-term (Lewis, 2002; Perry & Lewis, 2009) teacher education policy allowing peer observation
(Doig & Groves, 2011) and accepting lesson study as an extension of PD (Murata, 2011). Consequently,
there can be initiatives to develop collaboration skills in pre-service teacher education. Furthermore,
it is beneficial to consider covering the costs of the participants and giving additional payments (Rock
& Wilson, 2005).

It can be considered a limitation that this study only covers lesson study research conducted with
English language teachers in Turkey. Therefore, it may be valuable to examine studies implemented
internationally or with teachers from different branches in future meta-synthesis. In addition, how the
pedagogical design capacity of teachers affects the performance in the lesson study can be examined.
Similarly, how teachers perceive collaboration skills and reflect on the lesson study can be discussed.
What is more, how administrators impact lesson study might be examined in Turkey? Several findings
from international lesson study research display there are generally significant adaptations of the
model when applied in countries other than Japan (Seleznyov et al., 2021). For example, the Research
Lesson Study in the UK (Dudley, 2013), the Collaborative Lesson Research in the USA (Takahashi &
McDougal, 2016), the Learning Study in Hong Kong and Sweden (Holmqvist Olander & Nyberg, 2014),
and the Chinese lesson study (Huang, Fang, & Chen, 2017) are among these adaptations. In order to
develop the Turkish lesson study model (Turkish adaptation), long-term research should be carried out
in different courses and grade levels through research projects supported by TUBITAK. In other words,
it is valuable to examine how the model can be adapted to Turkey's educational-cultural context,
teacher autonomy, and identity. Research that will expand the synthesis presented in this study can
guide the adaptation of the model within the Turkish educational context, while the initiatives to
proliferate the lesson study in the PD of teachers can gain momentum.
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TURKGE GENIiS OZET

ingilizce Ogretmenleri icin Ders imecesinin Yayginlasmasi: Bir Meta-Sentez
Calismasi

Giris

Tirkiye’de ingilizce dgretmenlerinin mesleki gelisimini saglayan ders imecesi iizerine yapilan
calismalar son yillarda hizla artsa da siiregle ilgili bircok soruna isaret edilmektedir. Ornegin, arastirma
dersini uygulayan 6gretmenle gozlem yapan 6gretmenlerin ders saatlerinin ayarlanamamasi, uygun
ders planinin tasarlanamamasi (Ylzbasioglu, 2016), program oOgelerinin uygun bir sekilde
hazirlanamamasi (Orhan, 2020), ders kitabindan bagimsiz disiinememe (Ustuk & Costa, 2021),
yonetimsel destegin vyetersizligi (Bayram & Canaran, 2020), ders imecesi modelinin yanls
kavramsallastiriimasi (Bayram & Bikmaz, 2018), 6gretmenlerin elestiriyi kaldiramamasi (Karabuga &
ilin, 2019) gibi sorunlar 6ne g¢ikmaktadir. Bu sorunlar ¢dziime kavusturulmadan ders imecesinin
ingilizce 6gretmenlerinin mesleki gelisiminde etkili bir sekilde uygulanmasi zor gériinmektedir.

Bu baglamda, dnceki ¢alismalardan elde edilen bulgulardaki anlamlarin 6tesini gérebilmek adina
meta-sentez calismalari yapilmaktadir (Paterson, 2012). Meta-sentez sayesinde Ingilizce
o0gretmenlerinin mesleki gelisiminde kullanilan ders imecesinde yasanan zorluklarin arkasinda yatan
gercek nedenler ortaya cikarilarak modelin yayginlasmasina yardimci olabilecek yeni ¢6ziim yollari
bulunabilir. Tirkiye’de ingilizce 6gretmenlerinin ders imecesi deneyimleri (izerine bir meta-senteze
rastlanmadigindan bu calismada modeli yayginlastirmaya yonelik bir sentez Gretmek hedeflenmistir.
Bu baglamda, su sorulara yanit aranmistir:

1. Daha &nce yapilmis nitel arastirmalara gére, Ingilizce &gretmenlerinin ders imecesi
deneyimleriyle ilgili ortak noktalar nelerdir?

2. ingilizce dgretmenlerinin mesleki gelisiminde, ders imecesinin yayginlasmasini saglamaya
yonelik son sentez nedir?

Yontem

Calisma, meta-sentez yontemi ile yuratalmistir. Meta-sentez, incelenen goriingli (fenomen)
hakkinda yeni veya gelismis bir anlayisa ulagsmak igin belirli bir konu veya odakla ilgili olan nitel
arastirma raporlarindaki bulgularin sentezi olarak tanimlanmaktadir (Paterson, 2012). Meta-sentez
sirecinin ydratidlmesinde Erwin ve digerlerinin (2011) 6nermis oldugu adimlar takip edilmistir.
Arastirma sorulari olusturulduktan sonra, anahtar kelimeler veri tabanlarinda taratilmis ve Tirkiye'de
ylrutidlmus olan toplam 111 ¢alismaya ulasilmistir. Bu ¢alismalardan, arastirmanin baglamina uyan,
dahil etme Olgutlerini karsilayan ve kontrol listesinden gerekli puani alanlar arastirmaya dabhil
edilmistir. Altisi makale ve ikisi doktora tezi olmak tzere toplam sekiz ¢galisma meta-senteze alinmistir.
Calismalarin analiz edilmesinde Howell-Major ve Savin-Baden (2010) tarafindan 6nerilen (g asamali
siirec takip edilmistir. Son olarak, ingilizce 6gretmenlerinin mesleki gelisimde kullanilan ders imecesi
modelinin yayginlagsmasini saglamaya yonelik senteze ulagilmigtir.
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Bulgular

Birinci arastirma sorusuna yanit olarak elde edilen bulgular “ders imecesinin katkilar” ve “ders
imecesinin uygulanmasindaki zorluklar” basliklari altinda toplanmistir. Bulgulara gére ders imecesi;
ingilizce égretmenlerinin isbirligi icinde ¢alismasini, yansitici diisiinmesini, zamani etkili kullanmasini,
O0gretim tasarimini 6grenci odakli hale getirmesini saglamistir. Diger yandan, 6gretmenlerin modeli
yogun is yuki ve zaman gerektiren bir ¢calisma olarak gérmesi nedeniyle verdigi olumsuz tepkiler,
motivasyon diislikligu, toplanti ve gdzlemlerin diizenlenememesi gibi birtakim zorluklar yasanmistir.

Calismada ulasilan sentez, “bireysel boyuttaki girisimler” ve “kurumsal boyuttaki girisimler”
bashklari altinda ele alinmistir. Bireysel boyuttaki girisimlerde, ilk olarak “6gretmenlerin pedagojik
tasarim kapasitesinin gliclendirilmesi” 6nerilmistir. Bunu saglamak icin, sondan basa dogru tasarim,
anlamaya dayali tasarim, farkhlastiriimis Ogretim gibi konularda mesleki gelisim etkinliklerinin
yapilmasi ve 0Ogretmenlere Ogretim programini sinifa uyarlamada destek olunmasi gerektigi
sdylenebilir. ikinci olarak “6gretmenlerin isbirligi becerilerinin artirilmasi” énerilmistir. Bunu saglamak
icin, Turkiye’deki 6gretmen isbirligi anlayisinin gézden gegirilmesi, ziimrelerde grup g¢alismalarinin
tesvik edilmesi ve 6gretmenlerin festival, okul gezisi, spor misabakasi gibi okul disi faaliyetlere
katilmasi disindlebilir.

Kurumsal boyutta ise ilk sentez olarak “y6netici, mentor/kolaylastirici desteginin saglanmasi”’na
yonelik girisimler onerilmistir. Yoneticilerin, 6gretmenlerin ders programlarini ayarlamasi, modelin
srdirilebilirligini saglamasi  ve okulda olumlu bir sinerji olusturmasi  bakimindan;
mentor/kolaylastiricinin ise yol gosterici olmasi ve Ogretmenler arasindaki uyumu saglamasi
bakimindan destekleyici olabilecegi soylenebilir. ikinci olarak “6gretmen egitiminde politika
degisikligi”ne ihtiyag duyuldugu sonucuna varilmistir. Turkiye’de ders imecesinin yayginlasmasi igin
modelin ulusal politika belgelerinde (stratejik planlar, vizyon belgeleri, kalkinma planlar vb.) yer
almasi, alinan yonetsel kararlarin siklikla degistiriimemesi, uygulamalarin izlenerek maddi ve manevi
desteklerle siirekliligini saglayacak bir politika degisikligi gerekmektedir.

Tartisma, Sonug ve Oneriler

Bu calismada modelin katkilari ve zorluklarinin altinda yatan nedenler irdelenerek ders imecesinin
yaygin bir model haline getirilmesini saglamak amaciyla bir sentez ortaya konulmustur. incelenen nitel
arastirmalarin ortak bulgulari, ders imecesinin 6gretmenlere sagladigi katkilarin yurt disinda yapilan
calismalarla (Doig & Groves, 2011; Dudley, 2014; Elliott, 2019; Lewis vd., 2004; Perry & Lewis, 2009;
Takahashi & Yoshida, 2004) benzer oldugunu gostermektedir. Modelin uygulanmasinda yasanan
zorluklar agisindan da uluslararasi ve ulusal arastirmalarin dogrulandigi goriilmektedir (Boran & Tarim,
2016; Chokshi & Fernandez, 2004; Fujii, 2014; Muldir & Cevik, 2020; Zhang vd., 2019). Alanyazinda
benzer sorunlara isaret edilmis olmasi, bu ¢alismada senteze ulasmada bir kaldirag gorevi gormus,
tekrarh sorunlarin ¢éziimune yénelik arayisimiza isik tutmustur.

Ders imecesinin Tirkiye’de yaygin bir model haline gelebilmesi igin bireysel ve kurumsal boyutta
girisimler sentezi ortaya koyulmustur. Bireysel boyuttaki girisimlerde, 6gretmenlerin pedagojik tasarim
kapasitelerinin glglendirilmesi ve isbirligi becerilerinin artirilmasi gerekmektedir. Pedagojik tasarim
kapasitesi yiuksek olan 6gretmenler, program kaynaklarinin (basili ve dijital tim egitim materyalleri)
ozelliklerini bilir (Remillard, 2018) ve onlari bilingli bir sekilde kullanabilir (Brown, 2009; Leshota &
Adler, 2018). Bunu saglamak icin; 6gretmenlerin sahip oldugu pedagojik bilgiyi uygulamaya dokmesi
(Knight-Bardsley & Mcneill, 2016; Jukic Matié, 2019), programi uyarlamasi (Davis vd., 2011) ve program
kaynaklarini nasil kullanilacagini bilmesi (Amador, 2016) gerekmektedir. Diger yandan, isbirligine dayall
mesleki gelisimin faaliyetlerinin 6gretmenlerin mesleki gelisiminde en etkili yol oldugu ifade edilmesine
ragmen, Tlrkiye'de isbirlikli faaliyetlerin %21’de kalmasi (OECD, 2019) ve 6gretmenlerin %59’unun
boyle bir faaliyeti daha once hi¢ gerceklestirmemesi (OECD, 2020) oldukg¢a distnduiriictdir. Oysa
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mesleki gelisimde ¢ok O6nemli gorilen (Darling-Hammond vd., 2017) isbirligi igin, 6gretmenler
arasindaki olumlu karsilikhh  bagimliik ve her 06gretmenin bireysel olarak degerlendirilmesi
Onerilmektedir (Johnson & Johnson, 2017).

Kurumsal boyuttaki girisimler igin ise yonetici, mentor/kolaylastirici destegi ve 6gretmen egitiminde
politika degisikligi onerilmistir. Yonetici destegi, 6gretmenlerin egitime katilmasinda olduk¢a 6nemli
olup yoneticiler tarafindan desteklenmeyen mesleki gelisim faaliyetlerinin basarili olmasi glctir
(Eroglu & Donmus Kaya, 2021; ilgan, 2013). Mentorlar da 6gretmenlerin ihtiyac duydugu konularla ilgili
yardimci olabilir ve bu sayede onlarin 6gretim siirecinde gelisme saglanabilir (Onchwari & Keengwe,
2008). Benzer sekilde, 6gretmen calisma gruplarinda kolaylastirici rol olan birinin sahip oldugu bilgi
ve becerileri gruba sunarak onlarin mesleki gelisimini sagladigi ifade edilmektedir (Sierra Piedrahita,
2007). Ote yandan hicbir mesleki gelisim faaliyeti devlet politikasinda yer almadan kalici bir hale
gelmemektedir (Abazoglu, 2014). Seleznyov ve digerleri (2021), 6dling alinmis bir politika olan ders
imecesinin dikkatlice ele alinmamasi durumunda, vyerel paydaslarin 6nemli Olglide direng
gOsterebilecegi ve modelin dmriiniin kisa olabilecegi uyarisini yapmaktadir. Dolayisiyla ders imecesini,
mesleki gelisimin bir uzantisi olarak géren (Murata, 2011) ve uzun vadeli (Lewis, 2002; Perry & Lewis,
2009) bir 6gretmen egitimi politikasina ihtiyag vardir.

Bu calismanin sadece Tirkiye’deki ingilizce ogretmenleriyle gerceklestirilen ders imecesi
¢alismalarini kapsamasi bir sinirhlik olarak distndlebilir. Dolayisiyla ileride yapilacak meta-sentez
arastirmalarinda, farkli branslardaki 6gretmenlerle yiritilmus calismalarin incelenmesi yararli olabilir.
Ayrica arastirmanin sonuclarindan hareketle, 6gretmenlerin pedagojik tasarim kapasitesinin ders
imecesindeki performansi nasil etkiledigi, 6gretmenlerin isbirligi becerilerini nasil algiladigl ve bunun
ders imecesine yansimalari ele alinabilir. Yoneticilerin ders imecesi slirecini nasil etkiledigini inceleyen
ulusal calismalar yapilabilir. Uluslararasi ders imecesi ¢alismalarindan elde edilen bazi bulgular,
Japonya disindaki Ulkelerde uygulandiginda modelde genellikle 6nemli uyarlamalar oldugunu
gosterdiginden (Seleznyov vd., 2021), modelin Turkiye’nin egitsel-kiltlrel baglami, 6gretmen 6zerkligi
ve kimligi agisindan nasil uyarlanabileceginin arastirilmasinda da ¢ok yarar vardir.
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This research study was conducted in order to determine the problems that
preschool teachers experience in the inclusive education processes and to
define the educational practices of teachers for students who benefit from
inclusive education. The study was designed as qualitative research and
purposeful sampling was used. In the study, semi-structured interviews
were conducted with 20 preschool teachers working with disadvantaged
children in different provinces of Turkey. In forming the questions in the
semi-structured interview form, the relevant literature was scanned and
the opinions of field experts were consulted. The data were analyzed by
content analysis technique. Results of the study showed that preschool
teachers do not feel professionally competent in inclusive education and
they do not receive enough practical training in undergraduate education.
It has been observed that teachers have some problems with children,
families, administrators, and legislation in the learning and teaching
process regarding inclusive education. In addition, it has been observed
that the teachers make various practices for children, families, and the
educational environment in order to create an inclusive education
environment. It is thought that teachers should be supported in terms of
knowledge and practice in inclusive education through in-service trainings
and prospective teachers should be offered opportunities to work with
children from different disadvantaged groups during undergraduate
education.
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Introduction

One of the fundamental rights of all individuals, guaranteed by national and international legal
regulations, is the right to education. With the Universal Declaration of Human Rights (1948), the

t*The application number 1397167 of this study was approved by Hacettepe University Ethics Committee on March 09, 2021.
In addition, this study is presented as oral presentation in The Eighth International Congress on Curriculum and Instruction
(ICCI-EPOK 2021), 25-27 March 2021, Burdur.
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United Nations [UN] Convention on the Rights of the Child (1989), the "(Revised)" European Social
Charter (2007) and the UN Convention on the Rights of Persons with Disabilities (2009), the necessity
of guaranteeing the right to education among all children without on gender, language, religion, and
race discrimination is clearly stated. Considering the national legislation, 10th and 42nd articles of the
Turkish Constitution emphasized that everyone is equal before the law and that no one can be
deprived of the right to education and training (Turkiye Cumhuriyeti Anayasasi [TCA/Turkish
Constitution], 1982). In the 12th and 46th articles of the Primary Education and Education Law No.
222, it is clearly stated that every child should benefit from education at the age of compulsory
education and children in the disadvantaged group will receive special education and training
(ilkdgretim ve Egitim Kanunu [IEK/Primary Education and Education Law], 1961). Again, in the 4th, 7th
and 8th articles of the Turkish National Education Basic Law numbered 1739, it is stated that every
child has the right to education and that special measures should be taken to raise children in need of
special education and protection (Milli Egitim Temel Kanunu [MEK/Turkish National Education Basic
Law], 1973). In addition, in Article 15 of the 5378 Special Education Law, it is stated that “the education
of the disabled cannot be prevented for any reason”(Engelliler Hakkinda Kanun [EHK/ Law on the
Disabled], 2005); in the 12th article of the Decree Law No. 573 on Special Education, it is stated that
“The education of individuals in need of special education is carried out with their peers in accordance
with individual education plans prepared by using appropriate methods and techniques in schools and
institutions of all types and levels” (Ozel Egitim Hakkinda Kanun Hikmiinde Kararname
[OEHKHK/Decree on Special Education], 1997).

It is emphasized that every child should have the right to education at national and international
level, but unfortunately, research shows that some children experience negative conditions. These
children have problems even with accessing basic resources and services. They either cannot benefit
from education, which is their basic right, or they have difficulties in accessing education (Burcu, 2017).
The children who have the most difficulties in accessing education are; refugees who have a low
socioeconomic level, those who live in rural areas or war zones far from the center, those who have to
come from different countries, female children, children of different ethnic origin, and those who are
in need of special needs (Stubbs, 2008). Children in this group are called disadvantaged children.
Investing in the disadvantaged students who are deprived of education will reflect on society as
positive results with higher education achievement, less unemployment, and sustainable
development. Therefore, in order to make the human resources of countries more efficient, an
equitable education system must be designed and implemented first (Egitim Reformu Girisimi
[ERG/Turkish Education Reform Initiative], 2014). To achieve this end, inclusive education policies have
started to be implemented in some countries around the world (United Nations International
Children’s Emergency Fund [UNICEF] and United Nations Educational, Scientific and Cultural
Organization [UNESCO], 2007).

Inclusive education is an education system that ensures equal education for all individuals (Aktekin,
2017). While inclusive education is a concept that is confused with the terms of mainstreaming
education and special education (Milli Egitim Bakanhigi Ozel Egitim ve Rehberlik Hizmetleri Genel
Mudirligti [MEBOERHGM/Ministry of National Education General Directorate of Special Education
and Guidance Services], 2013), today, it has turned into a structure that includes many issues, including
individual differences as well as gender-based inequalities, immigrants, refugees, asylum seekers,
cultural, and social differences (Celik, 2017). In this context, inclusive education is defined as providing
equal access to educational opportunities by eliminating the discrimination factor (Aktekin, 2017;
Celik, 2017; Department of Education and Training [DET], 2004; Florian, Young, & Rouse, 2010;
UNESCO, 2005).

The aims of inclusive education are to ensure the participation of all individuals in education and to
increase learning and to remove discrimination. It is to design the education system to respond to all
differences and to improve school environments (Booth & Dyssegaard, 2008). With inclusive
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education, the relationship between school and community is strengthened and education is
recognized as an important element for society. It is aimed to develop schools for both the students
and the staff. Inclusive education aims to benefit the whole school. When teachers take on the task of
making their classes and schools more inclusive, they become more skilled and better practitioners. In
this context, they help to overcome any barrier that prevents access to education and participation
(Mariga & McConkey, 2014).

There are some factors that hinder the implementation of inclusive education. Teacher's beliefs,
expectations, and attitudes, curriculum, teaching methods, and evaluation process can be counted
among these factors (MEB OERHGM, 2013). To eliminate these factors, it is necessary for teachers to
have the necessary competencies in inclusive education, to ensure that they receive quality education
in these subjects, to establish a link between academic knowledge and practical knowledge in teacher
education, to avoid discrimination among students, and to work on interdisciplinary cooperation
(Demirel-Kaya, 2019; ERG, 2016a; Navarro, Zervas, Gesa, & Sampson, 2016).

Teachers are key players in organizing educational environments to meet the diverse needs of
students and provide them with equal educational opportunities. This situation requires teachers to
be equipped with the competence to provide inclusive education (Navarro et al., 2016). For the
formation of an inclusive education system, not all responsibility is left to the teacher; collaboration of
other stakeholders of education such as students, teachers, parents, school administrators is also of
great importance (ERG, 2016a; Flem, Moen, & Gudmundsdottir, 2004). Therefore, active participation
and support of school administrators in the inclusive education process is also critical. There is a
significant increase in the level of awareness regarding the concept of inclusion in schools that receive
administrative support in inclusive education practices (Ali, Mustapha, & Jelas, 2006).

An important component of inclusive education is parents. Because there is no success in inclusive
education in a structure where parents' support and active participation cannot be provided (ERG,
2016b). In inclusive education, it is important to make some arrangements in the educational
environment. In this context, the use of appropriate technology and customized materials, the
preparation of flexible programs, small group educational applications, the use of special and
alternative models for students in assessment and evaluation, and the arrangement of school buildings
for students, etc. studies can be done (DET, 2004).

Among the objectives of UNESCO's Education for All Movement are to extend early childhood
education to include disadvantaged children and to ensure that children have access to free,
compulsory and qualified basic education (ERG, 2016a). In this context, it would be appropriate to start
inclusive education practices from the pre-school education stage. When the literature is examined, it
is seen that there are some studies conducted to determine teachers' and teacher candidates’ views
on inclusive education (Akbulut, Yilmaz, Karakog, Erciyas, & Aksin-Yavuz, 2021) and it can be seen that
preschool teachers are aware of the importance of inclusive education and have positive opinions
about inclusive education (Cengiz-Sayan, 2020; Erol-Sahillioglu, 2020; Kahriman-Pamuk, & Bal, 2019).
In addition, in the preschool period, there are studies that examine the opinions of teachers about the
problems experienced by children who do not speak Turkish (Atasoy-Cigek, 2017), immigrant children
(Avci, 2019; Aydin & Kurtulmus, 2018; Dicle, 2020; Guven, Efe-Azkeskin, & Yilmaz, 2018; Mercan-Uzun
& Biitlin, 2016) and children who benefit from inclusive education (Akkaya & Gugli, 2018; Dikici-
Sigirtmac, Hos, & Abbak, 2011; Dogu, 2017; Erbas & Coruk, 2021; Gok & Erbas, 2011; Ozaydin & Colak,
2011). However, no study has been found in the literature to determine the problems experienced in
the education of all children (with low socioeconomic level, living in rural areas, girls, refugees, children
with special needs, etc.) who are within the scope of inclusive education in the preschool period.

For this purpose, answers to the following questions were sought:

1. What are the problems that preschool teachers experience in the inclusive education process?
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2. What are the practices of preschool teachers in the inclusive education process?
Method

Research Model

This study, which was carried out to determine teachers' views on the problems experienced in
inclusive education in the preschool period, was designed in the phenomenology pattern, which is one
of the qualitative research methods. Phenomenology is a research design that gives us the opportunity
to examine in-depth phenomena that we are aware of, which are not completely foreign to us, but
that we cannot fully grasp (Yildirnm & Simsek, 2018).

Study Group

In phenomenology, the data are obtained from the person or persons who have experienced the
phenomenon in question and who can express their experiences about this phenomenon (Yildirm &
Simsek, 2018). The study group of this research consisted of pre-school teachers working in official
independent kindergartens and nursery classes in various provinces of Turkey in the 2020-2021
academic year. The aim of reaching preschool teachers working in different provinces of Turkey is to
determine the similarities and differences in the problems and practices in different provinces.
Voluntary or easily accessible teachers working in different provinces were reached by making use of
the easily accessible case sampling method (Yildirim & Simsek, 2018) in order for speed and practicality
in the research. Due to difficulties in reaching teachers during the Covid-19 pandemic process, 20
volunteer preschool teachers were reached. The personal information of the teachers participating in
the research is presented in Table 1.

When Table 1 is examined, 19 of the teachers participating in the study group are women and 1 of
them is a male participant. 7 of the teachers participating in the research work in independent
kindergarten and 13 in nursery class. It is seen that 3 teachers’ experience fall between 1-5 years, 10
between 6-10 years, 5 between 11-15 years, 1 between 16-20 years and 1 has been working for 21
years and over. It is observed that 19 of the teachers completed their education at the undergraduate
level and 1 at the Master level. It is observed that the participants did not take any courses for inclusive
education in pre-service training and they all work with children in the disadvantaged group. In
addition, itis found that 9 of the participants attended in-service training and 11 of them did not attend
any in-service training for inclusive education.

Table 1. Demographic Information About Preschool Teacher

Variable "
Female 19
Gender
Male 1
Independent Kindergarten 7
Type of Institution
Nursery Class 13
1-5 years 3
6-10 years 10
Professional Seniority 11-15 years i
16-20 years 1
21 years and over 1
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Table 1 (Cont.)

Undergraduate Degree 19
Education Level Master 1

Doctorate
Taking Courses for Inclusive Education Yes 0
Pre-service

No 20
Working Status with Children in Yes 20
Disadvantaged Group

No 0
In-service  Training on Inclusive Yes 9
Education

No 11

Data Collection Instruments

The data of the study were collected through the "Personal Information Form" and "Semi-
Structured Teacher Interview Form" developed by the researchers. In order to increase the quality and
credibility of the research, three different faculty members who are experts in the fields of pre-school
education, assessment and evaluation, and special education were consulted about the content
validity of the interview questions created by the researchers. After the expert opinion, the pilot
application of the interview form was made. The pilot application was carried out with five preschool
teachers. Necessary adjustments were made according to the expert opinions and pilot applications,
and the interview form was finalized. In the personal information form, there are seven questions
about the gender of the participants, the type of institution they work, the years of professional
seniority, and the level of education etc. There are six questions in the semi-structured teacher
interview form. The questions in the semi-structured interview form are included in the inclusive
education process of preschool teachers. It includes titles on the problems experienced by children,
families, learning-teaching process, administrators and legislation, and the practices of teachers
towards inclusive education.

Data Collection Process

After the data collection tools were developed, the necessary ethical permission was obtained for
the research. Prior to the interview, the participants were informed about the purpose of the study
and it was stated that their personal information would not be shared with third parties. The interviews
were conducted online by making an appointment with the preschool teachers. The interviews lasted
between 30-45 minutes. At this stage, in order to prevent data loss, the interviews were recorded with
a voice recording device with the permission of the participants. The recorded data was later turned
into a written document in computer environment.

Data Analysis

Research data were analyzed through content analysis. The purpose of content analysis is to reach
the concepts and relationships that can explain the collected data. In this type of analysis, meaningful
sections are coded within themselves, and the codes are classified into categories and themes are
reached from categories (Yildirrm & Simsek, 2018). The recordings made during the interviews with
the study group were transcribed and transferred to the computer as they were. This process was
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repeated for 20 preschool teachers. A separate file was opened for each question and the researchers
read the answers of the study group many times and produced codes from the data and a code list
was prepared. The data outside the research questions were excluded from the coding. Researchers
coded the same dataset and compared coding similarities and differences. Codes with meaningful
relationships were brought together to form categories. As a result of the research, 9 categories and
34 codes were reached. In the findings section of the study, codes such as "T1, T2, T3, ...,, T15" were
used instead of their real names when quoting the participants.

Validity and Reliability Studies

In order to ensure credibility in the research, the data were converted into a written document
after they were collected. Researchers have strived to remain neutral throughout the process. In
addition, the opinions obtained from the participants were presented directly in the research. Expert
examination was used at all stages of the study. In order to ensure transferability, the selection of the
working group, the development of the data collection tool and the data collection process are
described in detail. In order to ensure consistency, opinions and suggestions were received from
faculty members who are experts in the field, both during the process of creating the questions in the
interview form and during the coding of the data. In addition, for the reliability of the study, the same
data set was coded separately by the researchers and a consensus was reached among the researchers
in the coding (Huberman & Miles, 2002; Yildirim & Simsek, 2018).

Results

The findings of the research are presented in 2 parts taking the research questions into account. In
this section, findings regarding preschool teachers' problems and their practices in the inclusive
education process are included.

Findings Regarding the Problems Preschool Teachers Experienced in the Inclusive Education Process

The opinions of preschool teachers about the problems they experience in the inclusive education
process are given in Table 2.
Table 2. Problems Experienced by Preschool Teachers in the Inclusive Education Process

Category Code N
Classroom management problems 16
Problems arising from the educational environment and materials 12
Problems with taking security measures 9

Problems Experienced in
the Learning and Crowded class size problems 7
Teaching Process

Problems in event planning 4

Problems in evaluation 3

Total 51

Lack of experience in inclusive education 6

Teacher's Occupational Theoretical undergraduate education 5
Inadequacy in Inclusive inadequate education in special education 4

Education
Not working practically with a disadvantaged group in undergraduate education 1

Total 16
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Table 2 (Cont.)

Immigrant children with language problems 9
The long diagnosis process of the child 2
Problems Encountered Presence of undiagnosed children in the classroom 2
with Children Difficulty in providing individual education to disadvantaged children 2
Children of families with low socio-economic status have problems in accessing 1
the material
Total 16
Problems in cooperation with the family 9
Problems in family participation 8
Problems Encountered
with Families Problems caused by the family's refusal to accept their child's situation
Problems in language and communication with the family 3
Total 25
Lack of support for the problems faced by the teacher 5
Problems Encountered Administrator's failure to comply with the legislation on inclusive education 4

with Administrators The administrator's lack of awareness and knowledge about inclusive education 4

Total 13

Lack of professional staff working in different disciplines to support teachers in 3
the inclusive education process and not being employed

The lack of professional competence and supervision of special education 1

Problems Related to o .
teachers working in the Guidance Research Center

Legislation

Insufficient legal regulations regarding the special education type and level of 1
the child

Total 5

*The frequencies specified in the table depend on the number of opinions expressed by the teachers and do not reflect the
number of teachers in the study group.

When Table 2 is examined, when the category of problems encountered in the learning-teaching
process is examined, it is seen that there are six different codes related to this category. These are
problems in classroom management (f = 16), problems arising from the educational environment and
materials (f = 12), problems with taking security measures (f = 9), problems with crowded class size (f
=7), problems in event planning (f = 4) and problems in evaluation (f = 3). Some examples of direct
guotes from teachers' views for each code are as follows:

I had a hard time in the classroom management, should | deal with my student with autism or my
other students (T2)?

| can say that we have an insufficient number of inventories, even for reqular students, in most of
the classrooms. Therefore, it is a fact that we need inventories for our disadvantaged children
(T17).

One of my children had a tendency to take all the toys and throw to his friends. At that time | had
to remove all the materials. | had to organize the environment, | encountered such a problem
(T15).
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Due to crowded classes, it is difficult to give disadvantaged students enough time and attention
(T17).

The work done and the activities prepared can be above the skills of our child who requires special
education. For example, while a student with autism simply does not know the color red, you
have to work with other children to achieve different achievements. Therefore, the activities you
do in the classroom and the activities that the child needs may not overlap with each other
sometimes (T19).

Especially, diagnosed student went to Guidance Research Center [GRC] 2 days a week and could not
come to class. Our refugee students were especially coming 3 days a week. Unfortunately, | could
not observe too many evaluations because we were experiencing absenteeism problems (T1).

When the category of problems experienced by teachers in the study group due to their
professional inadequacy in inclusive education is examined, it is seen that there are four different
codes related to this category. These are coded as lack of experience in inclusive education (f = 6),
theoretical undergraduate education (f = 5), inadequate education in special education (f = 4), and Not
working practically with a disadvantaged group in undergraduate education (f = 1). Teachers' views for
each code can be exemplified as follows:

Of course, when we encountered disadvantaged students at the beginning of the profession, | had
difficulties due to inexperience, inability to establish proper communication with the family, and
lack of information (T12).

Maybe it would be different if | had been a little more experienced with my disabled student because
as you know, undergraduate education is not very sufficient in terms of practice (T9).

I am not a very competent teacher in special education. Because we only had a special education
course in this field at the university, and it was a theory-oriented one(T4).

An extra training could have been given to our fellow teachers who would work in the Eastern
Turkey. After the universities, most of us work in Eastern Turkey, no study has been done
regarding the conditions of these places (T13).

When we look at the category of problems that preschool teachers encounter with children in Table
2, it is seen that five different codes have been reached. These are Immigrant children have language
problems (f = 9), the long diagnosis process of the child (f = 2), presence of undiagnosed children in the
classroom (f = 2), difficulty in providing individual education to disadvantaged children (f = 2) and
children of families with low socio-economic status have problems in accessing the material (f = 1).
Examples of quotations obtained from teachers' opinions on this subject are given below.

Looking into our eyes, we don't speak each other’s language. He did not understand us, we did not
understand him, of course it is a problem that we do not speak different languages (T11).

When we have a student with disadvantages or a health problem, we refer him to the counseling
service. It directs to GRC. However, it takes a year to get the results, so the school year is over
because the process is too long (T18).

The undiagnosed student actually exhausts his teacher and other students more than the student
diagnosed. Because when the student is diagnosed, you progress systematically. Since he also
gets special education, we can get more successful results from the child when you communicate
with the special education teacher and support what he has done in special education sessions
(T18).

The children with autism and hearing impairment, | worked with had a lot of needs. Therefore, they
had to be reinforced mostly by individual training and individual studies. However, while there

294



International Journal of Curriculum and Instructional Studies, 11(2),2021, 287-308 Vural, Piskin, & Durmusoglu

are studies to be carried out with twenty students in the classroom environment, there is not
much time to be devoted to that child (T19).

There were children with low socio-economic status in our classes. They could not buy materials and
supplies. | was trying to meet many of them myself (T14).

When Table 2 is examined in the category of problems encountered with families, it is seen that
there are four different codes related to this category. These are problems in cooperating with the
family (f = 9), problems in family participation (f = 8), problems caused by the family's refusal to accept
their child's situation (f = 5), and problems in language and communication with the family (f=3). Some
of the opinions of teachers in this category are as follows.

The family and the school teacher cannot establish the necessary cooperation, so it is actually a
problem | am experiencing (T17).

The family did not participate at all. | did not see such a thing as family involvement. They came
from a distant village, maybe it had an effect too (T3).

If the family does not accept the child's situation, you cannot do anything. Anyway, they say that
my child is normal so the family does not take him to the doctor or special education. Depending
on these, there are situations where the teacher is insufficient (T10).

Especially in refugee families, there is a problem of communication and they do not know our
language. In other words, there is a problem in the dialogue and communication between the
family and the teacher (T16).

When Table 2 is examined in the category of problems encountered with the administrators, it is
seen that three different codes have been reached for this category. These are the lack of support for
the problems faced by the teacher (f = 5), the administrator's failure to comply with the legislation on
inclusive education (f = 4) and the administrator's lack of awareness and knowledge about inclusive
education (f = 4). Some of the opinions of teachers in this category are as follows.

As far as | have heard in the institutions where | work or around me, none of the administrators
support their teachers. They register for the school, then they do not follow the inclusive
education process. How the teacher communicates with that child or the teacher maybe has
trouble with the parent. Even when there are problems, the administration does not attempt to
help the teacher (T6).

As a problem with the administrators, normally two mainstreaming students are allowed in a ten-
person class or only one in a class of twenty, this is written in the regulations, but frankly, this is
not followed very much (T15).

School administrators should also be made aware of inclusive education. Many school principals are
unaware of how important inclusive education is. They should also support the teacher (T16).

When the category of problems related to legislation is examined in Table 2, it is seen that three
different codes related to this category have been reached. These are the lack of professional staff
working in different disciplines to support teachers in the inclusive education process not being
employed (f = 3), the lack of professional competence and supervision of special education teachers
working in the Guidance Research Center (f = 1), and insufficient legal regulations regarding the special
education type and level of the child (f = 1). The opinions of the teachers in this category are as follows:

It was very difficult for them to participate in the activities in the classroom because they expected
a lot of individual attention. So | needed someone to get extra help (T19).

There is a kindergarten teacher and a special education teacher in the classrooms of special
education kindergartens. But there are no special education teachers in kindergartens providing
normal education (T10).

295



International Journal of Curriculum and Instructional Studies, 11(2),2021, 287-308 Vural, Piskin, & Durmusoglu

Unfortunately they can work with teachers who graduated from different departments in special
education institutions because there is a lack of special education teachers, | think this is a
problem (T5).

Diagnosis process takes a lot of time during legal assessments. While the students we refer to GRC
should be given part-time mainstreaming, children with extreme levels are given full-time
mainstreaming, which makes it difficult for the teacher in the classroom (T20).

Findings Regarding Preschool Teachers' Practices in the Inclusive Education Process
Table 3 includes views on preschool teachers' practices in the inclusive education process.

Table 3. Preschool Teachers' Practices in the Inclusive Education Process

Category Code N

Developing and implementing activities according to developmental 16
appropriateness

Providing emotional and psychological support to the child benefiting from 6

L . inclusive education
Applications for Children

Making activities about respect for differences in the classroom 5

Providing peer support to the child benefiting from inclusive education 2

Total 29

Informing, educating and guiding parents 4

Applications for Families Parent visits 3
Total 7

Providing material support to a socioeconomically disadvantaged child 5

Applications  for  the Making necessary physical arrangements in the educational environment 3
Education Environment Preparing appropriate material for the needs of the child benefiting from 1

inclusive education

Total 9

*The frequencies specified in the table depend on the number of opinions expressed by the teachers and do not reflect the
number of teachers in the study group.

When Table 3 is examined, looking at the category of applications for children, it is seen that there
are four different codes related to this category. These are developing and implementing activities
according to developmental appropriateness (f = 16), providing emotional and psychological support
to the child benefiting from inclusive education (f = 6), making activities about respect for differences
in the classroom (f = 5) and providing peer support to the child benefiting from inclusive education (f
=2). Some of the teachers' views in this category are as follows:

| work according to what the child needs developmentally, for example, if there is no vocabulary, |
study speaking skills. If he does not have a eating habit, | am working on this (T5).

First of all, | stroke the hair of all the children during the day, but | hug the disadvantaged children
more so that they feel safe and trust me. Regardless of the disadvantage, you can save that
child’s life with a hug (T13).

I give explanations to the children about their friends, giving them information that will enable them
to think positively, maybe give them information about their friend's special situation when they
are absent, and make statements that will make the children a little more understanding and
loving towards him (T19).
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You try to put students with good diction in Turkish next to them (T13).

When Table 3 is examined in the category of applications for families, it is seen that there are two
different codes related to this category. These are informing, educating and guiding parents (f = 4) and
parent visit (f = 3). Some of the teachers' views in this category are listed below:

We had very good books and cards at our school. | shared it with parents in the past years. | used to
send a weekly book for my down syndrome student and for my student with language
development problems. | would say you will read them every night. | gave them language cards
from school. | said it will be worked at home in this way. | had this kind of dialogue with my
parents (T11).

I made family interviews more often, for example | made frequent home visits. In other words, the
child thinks that you are not a stranger and tries to behave closer to you when he is in closer
contact with the family (T18).

Looking at Table 3 in the category of applications for the educational environment, it is seen that
there are three different codes related to this category. These include providing material support to a
socio-economically disadvantaged child (f = 5), making necessary physical arrangements in the
educational environment (f = 3), and preparing appropriate material for the needs of the child
benefiting from inclusive education (f = 1). Some of the views of teachers in this category are as follows:

When he is a socio-economically disadvantaged child, | try to somehow provide him with material.
You know, | do not separate that student from the others because he has no material. Somehow
I assure (T14).

When we have children with hyperactivity or autism, of course, you need to organize the class. You
can put the materials that may harm the children on the upper shelves. There were times when
we adjusted the table and chair layouts for the physically handicapped (T11).

If there was a need for material, | was preparing a material for my specially educated student (T4).
Discussion, Conclusion and Implications

The results of the study, which aimed to determine the teachers' opinions about the inclusive
education process in the preschool period, are organized in two parts: within the framework of the
problems preschool teachers experience in the inclusive education process and their opinions about
the practices they make. In the first part of the research results, it was observed that the problems in
the process of learning and teaching were the primary problems experienced by teachers in the
inclusive education process. Teachers stated that they cannot meet the interests and needs of children
who need more support due to situations such as special needs, being refugees, being socially-
economically disadvantaged, and other children in the classroom at the same time. In addition, they
stated that this situation caused them to have difficulties in their classroom management skills from
time to time and that crowded classes increased the severity of this problem. This problem can be
solved by having a staff to support teachers in the classroom and reducing the class size. In parallel
with our research findings, 21.4% of the teachers who participated in the study by Basturan and Gorgi
(2020) stated that crowded class was a problem. In accordance with the National Pedagogical
Standards for Primary Education in Croatia, in case there are children with special needs in classrooms,
the size of the class is reduced and mobile teams consisting of experts such as teaching assistants and
sign language interpreters are established and various cooperation activities are carried out in the
inclusive education process (Bouillet, 2013). As can be seen, while the conditions that enable children
with special needs to acquire the necessary knowledge and skills are encouraged, this law also supports
the teacher by reducing the burden of the teacher in the inclusive education process. Cooperation is
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inevitable for the success of inclusive education. In Turkey, all responsibility should not be left to the
teacher and cooperation between stakeholders should be ensured in this process.

In the study, it was observed that because the educational environment and materials were
insufficient to meet the individual needs of all children, teachers had difficulties in planning activities
and arranging the educational environment to meet the needs of all children. The inclusive education
environment should contain materials for individual differences. (Abercrombie, 2009). Akalin, Demir,
Sucuoglu, Bakkaloglu, and iscen (2014) examined the needs of preschool teachers to support the
development of children with special needs in their classrooms and it was determined that preschool
teachers had problems arising from the lack of knowledge to use different teaching methods and lack
of materials. Similarly, in the study conducted by Tekin-Ersan and Ata (2017), preschool teachers stated
that crowded classrooms, lack of assistant teachers, and insufficient physical facilities cause problems
in the implementation of Individual Education Plans [IEP]. The results of these studies are similar to
the findings of the study. Municipalities in Finland sponsors the early childhood education and pre-
school education of all children residing in the region (European Agency for Special Needs and Inclusive
Education, 2020b). In this context, also in our country support from local governments and society can
be obtained for meeting the material needs of schools and pre-school education becoming
widespread.

Akalin et al. (2014), in their study examining the needs of preschool teachers in supporting the
development of children with special needs in their classrooms, concluded that nearly half of the
teachers participating in the study felt inadequate in classroom management, coping with problematic
behaviors, and evaluating children's situations. The results of these studies are parallel to the findings
of the study.

In the study, it was determined that teachers lack knowledge and experience about inclusive
education. Teachers stated that they received a theoretical education during their undergraduate
education, they did not receive enough training in special education and that they could not gain
enough experience with the children in the disadvantaged group during their teaching internship. This
finding indicates that teacher training programs should be reviewed. Teacher candidates should be
trained in a way to meet the needs of students in different disadvantaged groups with a practice-
oriented education as well as theoretical education. When the literature is examined, it has been
observed that there are studies that conclude that teachers' competencies in inclusive education are
weak (Ali et al., 2006; An, Hu, & Horn, 2018; Flem et al., 2004; Florian et al., 2010; Haug, 2017; Hay,
Smitt, & Paulsen, 2001). In the study conducted by Altun and Gilben (2009) with preschool teachers,
it was concluded that teachers felt inadequate in the field of special education and this was due to the
teachers' not getting enough training in special education in undergraduate education. Similarly, in the
study conducted by Sucuoglu, Bakkaloglu, Karasu, Demir, and Akalin (2013) to determine the
relationship between pre-school teachers' knowledge and attitudes towards mainstream education, it
was concluded that preschool teachers had a lack of knowledge about inclusive education. Likewise,
Unal and Aladag (2020) found in their study that teachers do not feel themselves competent. In the
study of Ertiirk, Ozen-Altinkaynak, Veziroglu, and Erkan (2014), it was determined that preschool
teachers had some problems while using most of the information they received during their
undergraduate education in their professional lives. All these studies clearly show the necessity of
making arrangements in teacher training programs in the context of children with special needs and
inclusion.

In the study, it was concluded that teachers had language problems with refugee children and their
families and could not communicate because they speak different languages. It has been determined
that there are many studies in the literature that indicate the language problem in inclusive education
(Aykiri, 2017; Cengiz-Sayan, 2020; Unal & Aladag, 2020). Due to the current geographical location of
our country, it is a necessity to solve the education problem of refugees. In order to solve this problem,
in 2014, education of refugee children was started in Temporary Education Centers [TEC] starting from
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pre-school education level. It can be said that the language problem could not be solved at the desired
level since this initiative is only in provinces where refugee children are concentrated.

Teachers who participated in the study expressed the presence of undiagnosed children in the
classroom and the fact that children with severe diagnoses continue their education full-time as a
problem. However, the understanding of inclusive education defends the right of all children to get
education and that children should not be discriminated against. The difficulty that teachers
experience when there are children with special needs in their classrooms may be due to their
inadequate education in their undergraduate education and the responsibility in their classrooms
being solely on them. Teachers also stated that they had difficulty in providing individual education to
disadvantaged children. Tiwari, Das, & Sharma (2015) support the inevitability of this problem in the
study, stating that it is not possible for teachers to take care of children with special needs in
overcrowded classes.

Although the cooperation between parents who best know children and teachers is an important
part of supporting the development of the child (Flem et al., 2004), it was concluded that families could
not cooperate with teachers adequately and did not attend family participation activities. It has been
concluded that families with disadvantaged children, especially those with children with special needs,
have difficulties in accepting the situation of their children and therefore do not respond positively to
cooperation. Teachers stated that they had communication problems with other families as well as
refugee children due to language problems and this situation negatively affected cooperation. Similar
to this result, it was found in the study of Altun and Guilben (2009) that families unconsciously reject
their children with special needs. In the study conducted by Tekin-Ersan and Ata (2017), it was
determined that most of the teachers participating in the study could not communicate with families
during the IEP process and no family was involved in the process. Durmusoglu (2013) stated in her
study that family education and participation activities are a good opportunity for parents to get to
know their children better and to strengthen communication with the child. In order for families to be
more involved in the education of their children and to accept their special situation in the inclusive
education process, more attention should be given to awareness raising and orientation activities in
schools and families should be educated.

Some teachers in the study stated that they did not receive sufficient support from school
administrators in the inclusive education process and that the administrators did not comply with the
regulations on the number of mainstream students required to be in the classroom. In addition, they
stated that there was a problem in the process due to the lack of knowledge and awareness of the
administrators about inclusive education. The primary person responsible for meeting the needs of
students in schools is school administrators (Dilekgi, 2019). Administrators have a great role to play in
creating a positive climate for inclusive education at school. In the study of Valeo (2008), most of the
teachers stated that school administrators do not provide leadership or support. Considering the
findings, the necessity of raising the awareness of managers about inclusive education stands out.
Necessary measures in this regard should be addressed urgently.

Teachers stated that there is no professional staff working in different disciplines such as special
education teachers that will support them in pre-school education institutions and that people
graduated from different departments work as special education teachers in GRC as problems arise
from the legislation in the inclusive education process. According to the policies and regulations of
countries such as Finland, Cyprus, France, the Netherlands, and Italy and Portugal, the needs of every
child should be recognized and met through inter-sectoral cooperation. In addition, the student-
related situations are discussed by the expert group, and this group includes school health services,
psychologists, and social workers in addition to the teaching staff (European Agency for Special Needs
and Inclusive Education, 2019; 2020a; 2020b; 2020c; 2020d; 2021). In Chile, students are provided with
different experts and resources to support their learning and development in line with their needs
(Tamayo, Rebolledo, & Besoain-Saldana, 2017). In this context, there are problems with professionals
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working in the inclusive education process and multidisciplinary studies in our country. Necessary
measures should be taken in this regard.

In the second part of the research results, it was determined that pre-school teachers made various
practices for children, families and the educational environment within the scope of their opinions
about the applications they made in the inclusive education process.

It was observed that teachers developed and implemented activities according to developmental
appropriateness in the inclusive education process, provided emotional and psychological support to
the child benefiting from inclusive education, engaged in activities related to respect for differences in
the classroom, and provided peer support to the child benefiting from inclusive education. In an
inclusive education approach, instruction must be designed to meet the unique needs of each child
(Tiwari et al., 2015). In the study, teachers stated that they provided information and guidance for
families and reinforced their support by visiting parents. In the educational environment, it was stated
that they tried to provide material support to the socioeconomically disadvantaged child, made the
necessary physical arrangements, and prepared materials in the educational environment according
to the needs of their students. Considering these findings, it is seen that teachers make an effort to
enable children to benefit from inclusive education. In Kirillmaz (2019)'s study, it was concluded that
classroom teachers benefited from peer education and classroom collaboration to involve refugee
students in the process, while Kahriman-Pamuk and Bal (2019) concluded that most teachers did not
make a special arrangements on inclusive education.

It has been concluded that teachers feel inadequate about inclusive education, although they use
various practices inside and outside the classroom to provide an inclusive education environment.
They try to find various solutions to the problems they experience in the inclusive education process,
but the fact that the training they receive before and after the service in inclusive education is not
sufficient to solve the problems they encounter may have caused the teachers to feel inadequate. In
addition, the differentiation of the needs of each child in the disadvantaged group may have affected
the teachers' feeling of inadequacy.

Based on the results of the research, the following recommendations can be made for practitioners,
administrators, policy makers and researchers:

* The research is limited to pre-school teachers working in official preschool education
institutions affiliated to the Ministry of National Education in the 2020-2021 academic year. In
further studies, the opinions of school administrators, guidance teachers, special education
teachers and families should be taken while determining the problems experienced in inclusive
education in the pre-school period.

* The research is limited to the semi-structured interview method and the items in the semi-
structured teacher interview form. In further studies, data diversity should be ensured by
collecting data using different data collection tools such as observations and questionnaires.

* Effective in-service training should be provided to increase teachers' awareness of inclusive
education, to eliminate their inadequacies and to develop a positive attitude.

* Undergraduate programs should be rearranged so that prospective teachers have high quality
internship experiences in inclusive education.

* An effective policy for inclusive education should be developed from a multi-disciplinary
perspective by producing various studies and projects in cooperation with different
institutions and organizations.

* Preschool education programs prepared within the framework of this policy should be revised
with a holistic perspective taking the best interests of all children into consideration.

* Administrators should support teachers, emphasize the importance of school-family
cooperation and family participation, and carry out joint work with them.
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TURKGE GENIiS OZET

Okul Oncesi Egitim Ogretmenlerinin Kapsayici Egitimde Yasadiklar
Sorunlar ve Uygulamalar

Giris

GinlUmuzde kapsayici egitim yaklasimi, basta bireysel farklliklar olmak Uzere, cinsiyet temelli
esitsizlikler, gogmenler, milteciler, siginmacilar, kiltirel ve toplumsal gesitliliklere kadar birgok konuyu
iceren bir yapiya blriinmustir. Bu baglamda kapsayici egitim; 6zel gereksinimi olsun ya da olmasin,
sosyal, kiltlrel, egitimsel, yasamsal aktivite ve firsatlara tiim toplum Uyelerinin esit diizeyde erisim
saglayabilmesi, ayrimcilik faktériinin ortadan kaldirilarak egitim olanaklarindan esit sekilde
yararlanabilmesini saglamak seklinde tanimlanmistir (Aktekin, 2017; Celik, 2017; United Nations
Educational, Scientific and Cultural Organization [UNESCO], 2005).

Ogretmenler, egitim ortamlarinin égrencilerin farkli ihtiyaclarini karsilayabilecek ve onlara esit
egitim firsatlari saglayacak sekilde dizenlenmesinde kilit oyunculardir. Bu durum 6gretmenlerin
kapsayici egitimi saglayabilecek yeterlilikte donatilmasini gerektirmektedir (Navarro, Zervas, Gesa, &
Sampson, 2016). Kapsayicli bir egitim sisteminin olusmasi icin tim sorumluluk Ogretmene
birakilmayarak, 6grenciler, 6gretmenler, veliler, okul idarecileri gibi egitimin diger paydaslarin isbirligi
icinde olmalarinin 6nemi buyulktir (ERG, 2016a; Flem, Moen & Gudmundsdottir, 2004).

UNESCO’nun (1990) Herkes igin Egitim Hareketinin 2015 yilina kadar gergeklestirilmesi planlanan
hedefleri arasinda erken ¢ocukluk egitiminin dezavantajli durumdaki cocuklari da kapsayacak sekilde
yayginlastirilmasi ve ¢ocuklarin Ucretsiz, zorunlu ve nitelikli temel egitime erismelerinin saglanmasi yer
almaktadir (ERG, 2016a). Bu baglamda kapsayici egitim uygulamalarina okul &ncesi egitim
basamagindan itibaren baslanmasi yerinde olacaktir. Alan yazininda okul éncesi donemde kapsayici
egitime iliskin 6gretmen goruslerini belirlemeye yonelik yapilan galismalara bakildiginda okul éncesi
ogretmenlerinin kapsayici egitimin 6neminin farkinda oldugu ve kapsayici egitimle ilgili olumlu
duslincelere sahip olduklari gérilmektedir (Cengiz-Sayan, 2020; Erol-Sahillioglu, 2020; Kahriman-
Pamuk & Bal, 2019). Ancak Ulkemizde okul dncesi dénemde kapsayici egitimde yasanan sorunlarini
belirlemeye yonelik bir calismaya rastlanmamistir. Bu baglamda lilkemizde kapsayici egitimle ilgili okul
Oncesi egitimde yasanan sorunlarin belirlenerek ¢éziim &nerilerinin gelistirilmesi kapsayici egitimin
niteligini arttirmak agisindan 6énem arz etmektedir. Bu tespitten hareketle yapilan ¢alismada okul
oncesi egitim o6gretmenlerinin kapsayici egitimde yasadiklari sorunlar ve uygulamalarin incelenmesi
amaclanmistir.

Yontem

Bu arastirma, nitel arastirma yontemlerinden olgu bilim deseninde tasarlanmistir. Arastirmanin
calisma grubu, 2020-2021 egitim 6gretim yilinda Tirkiye’nin cesitli illerinde resmi bagimsiz anaokullari
ve ana siniflarinda c¢alisan 20 okul 6ncesi O6gretmeninden olusmaktadir. Arastirmaya katilan
O0gretmenler amacgli 6rnekleme yontemlerinden kolay ulasilabilir durum 6rneklemesi yontemi
kullanilarak secilmistir. Arastirmanin veri toplama araglari 6gretmen kisisel bilgi formu ve yari
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yaptlandiriimis 6gretmen gortiisme formudur. Veri toplama araclari gelistirildikten sonra arastirma igin
gerekli etik izin alinmistir. Verilerin toplanmasi sirecinde 6gretmenlerle cevrimici gorlismeler
yapilmistir. Arastirmanin verileri icerik analiz teknigi ile analiz edilmistir.

Bulgular

Arastirma sonucunda okul 6ncesi 6gretmenlerin kapsayici egitim slirecinde yasadiklari sorunlar ve
uygulamalara iliskin elde edilen bulgular sunlardir:

e Ogretme siirecinde yasanan sorunlar, sinif ydnetiminde yasanan sorunlar (= 16), egitim ortami
ve materyallerden kaynaklanan sorunlar (f = 12), glivenlik dnlemi alma ile ilgili sorunlar (f = 9),
sinif mevcudunun kalabalik olmasi ile ilgili sorunlar (f = 7), etkinlik planlamada yasanan sorunlar
(f = 4) ve degerlendirmede yasanan sorunlardir (f = 3).

e Mesleki yetersizlikleri sebebiyle karsilastiklari sorunlar, kapsayici egitim konusunda deneyim
eksikligi (f = 6), lisans egitiminin teorik agirlikli olmasi (f = 5), 6zel egitim konusunda yeterli egitim
almama (f = 4) ve lisans egitiminde dezavantajl grupla uygulamali calismamadir (f = 1).

e Cocuklarlailgili karsilastiklari sorunlar, gégmen ¢ocuklarin dil sorunlarinin olmasi (f = 9), ¢ocugun
tanilanma sirecinin uzun olmasi (f = 2), sinifta tani almamis gocuklarin olmasi (f = 2), dezavantajli
cocuklara bireysel egitim vermekte zorlanilmasi (f = 2) ve sosyo-ekonomik acgidan diisik
diizeydeki ailelerin gocuklarinin materyale erisim sorunlarinin olmasidir (f = 1).

e Yoneticiler ilgili karsilagtiklari sorunlar, 6gretmenin karsilastigi sorunlara yonelik destek olmama
(f = 5), yoneticinin kapsayici egitim ile ilgili mevzuata uymamasi (f = 4) ve yoneticinin kapsayici
egitim konusundaki farkindalik ve bilgi eksikligidir (f = 4).

e Mevzuatla ilgili yasanan sorunlar, kapsayici egitim stirecinde 6gretmenleri destekleyecek farkl
disiplinlerde calisan profesyonel kadrolarinin olmamasi ve istihdam edilmemesi (f = 3), Rehberlik
Arastirma Merkezi’'nde ¢alisan 6zel egitim 6gretmenlerinin mesleki yeterliliklerinin olmamasi ve
denetlenmesi ile ilgili sorunlar (f = 1) ve kapsayici egitim alan ¢ocugun kaynastirma tlrQ ve
diizeyinden kaynakli yasal diizenlemelerin yeterli olmamasidir (f = 1).

e Cocuklara yonelik uygulamalar, etkinlikleri ¢ocuga gorelik ilkesine gore gelistirme ve uygulama
(f = 16), kapsayici egitimden faydalanan ¢ocuga duygusal ve psikolojik destek saglama (f = 6),
sinifta farkhliklara saygi ile ilgili etkinlik yapma (f = 5) ve kapsayici egitimden faydalanan ¢ocuga
akran destegi saglamadir (f = 2).

o Ailelere yonelik uygulamalar, velileri bilgilendirme, egitme ve yonlendirme (f = 4) ve veli
ziyaretidir (f = 3).

e Egitim ortamina yonelik uygulamalar, sosyoekonomik agidan dezavantajli ¢ocuga materyal
destegi saglama (f = 5), egitim ortaminda gerekli fiziksel diizenlemeleri yapma (f = 3) ve kapsayici
egitimden faydalanan ¢cocugun ihtiyacina uygun materyal hazirlamadir (f = 1).

Tartisma, Sonug ve Oneriler

Arastirmada 6gretmenlerin yasadigl sorunlarin basinda 6grenme 06gretme silirecinde yasanan
sorunlar yer almaktadir. Ogretmenler, 6zel gereksinimli, miilteci, sosyal-ekonomik agidan dezavantajli olma vb.
durumlardan dolayi destege ihtiyaci olan ¢ocuklar ve siniftaki diger cocuklarin ilgi ve ihtiyaglarini ayni
anda karsilayamadiklarini belirtmislerdir. Ayrica bu durumun ve siniflarin kalabalik olmasinin sinif
yonetimi becerilerinde zorlanmalarina neden oldugunu belirtmislerdir. Sinif igcinde 6gretmenlere
destek olacak bir personelin bulundurulmasi ve sinif mevcutlarinin diistiriilmesi bu sorunu giderebilir.

Ogretmenlerin kapsayici egitim konusunda kendilerini mesleki olarak yeterli hissetmedikleri ve
lisans egitimlerinde uygulamaya donuk yeterli egitim almadiklari belirlenmistir. Bu bulgu 6gretmen
yetistirme programlarinda 06zel gereksinimli ¢ocuklar ve kaynastirma dersleri baglaminda
dizenlemelerin yapilmasini gerektirmektedir.
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Yapilan ¢alismada 6gretmenlerin milteci ¢cocuklar ve aileleriyle dil ve iletisim sorunu yasadiklari,
ailelerin yeterince isbirligi yapmadiklari, aile katilim etkinliklerine gelmedikleri bulunmustur. Kapsayici
egitim siirecinde ailelerin bu konuda bilinglendirilmesi ve egitilmesi gerekmektedir.

Arastirmaya katilan bazi 6gretmenler, okul yoneticilerinin yeterli destegi gostermediklerni ve sinifta
bulunmasi gereken kaynastirma 6grencisi sayisinda yonetmelige uymadiklarini belirtmislerdir. Ayrica
yoneticilerin kapsayici egitim konusundaki farkindalik ve bilgi eksiklerinin sorun olusturdugunu ifade
etmislerdir. Bu baglamda yoneticilerin kapsayici egitim konusunda bilinglendirilmesi gerekliligi 6n
plana ¢ikmaktadir.

Ogretmenler, kurumlarinda kendilerine destek olacak 6zel egitim 6gretmeni gibi farkl disiplinlerde
¢alisan profesyonel kadrolarin olmamasini ve RAM’larda 6zel egitim 6gretmeni olarak farkli branstan
mezun kisilerin g¢alismasini kapsayici egitim silirecinde mevzuattan kaynakli yasanan sorunlar olarak
belirtmislerdir. Ulkemizde kapsayici egitim siirecinde bu konuda da gerekli tedbirlerin alinmasi
gerekmektedir.

Arastirmadaki okul Oncesi 6gretmenlerin ¢ocuklarin kapsayici egitimden yararlanabilmesi igin
gocuklara, ailelere ve egitim ortamina yonelik olmak lzere gesitli uygulamalarda bulunduklar tespit
edilmistir. Bu bulgular 6gretmenlerin kapsayici egitimde farkli uygulamalara yer verdiklerini
gostermektedir.

Arastirmanin sonuglarindan yola gikilarak ogretmenlerin kapsayici egitim konusundaki farkindaliklari
arttirillarak, yetersizliklerinin giderilmesi ve olumlu tutum gelistirmeleri icin etkili hizmet ici egitimler
verilmelidir. Ogretmen adaylarinin kapsayici egitimle ilgili uygulamali deneyimler yasamalari icin lisans
programlari yeniden diizenlenmelidir. Kapsayici egitime yonelik etkili bir politikanin multi-disipliner bir
bakis acisi ile farkh kurum ve kuruluslarla is birligi yapilarak cesitli calisma ve projeler Uretilerek
olusturulmasi gerekmektedir. Bu politika dogrultusunda mevcut okul dncesi egitim programlari revize
edilmelidir.
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Introduction

Education is the most effective dynamic in resolving the existential pain of a society regarding its
present and future. There are strong relationships between the achievements of the individuals in the
educational processes and the fulfillment of the functions of the society. Therefore, functional education
practices are essential for healthy socialization. Professionally designed and implemented training
programs face some dilemmas in crisis situations, and emergency response actions are developed in these
situations.

With the emergence of the Covid-19 pandemic, societies tried to adapt to the changes in social,
cultural, economic and educational fields (Tzifopoulos, 2020). During the pandemic process, countries
have taken various measures against emerging problems (ETF, 2020). Along with Turkey, most countries
have suspended face-to-face education practices due to pandemic-related reasons and alternative
education practices have come to the fore. These reflexes shown in a crisis situation are interpreted as
successful; however, it is seen that there are scientific gaps in the analysis and evaluation of distance
education caused by the pandemic.

When the studies on educational practices during the Covid-19 pandemic process are examined, it is
seen that this process has been studied in terms of different topics. In these studies; Kaden (2020),
Adigiizel (2020), Kurnaz, Kaynar, Sentiirk Barisik and Dogrukok (2020), Demir and Ozdas (2020), Unal and
Bulunuz (2020) investigated teachers' views on the pandemic process; Zawacki-Richter (2020) studied the
impact of the Covid-19 pandemic on higher education; Duman (2020) and Paudel (2021) evaluated the
distance education process applied during the pandemic process; Arslan and Sumuer (2020) stated the
problems experienced by teachers regarding classroom management in online lessons in the distance
education process; Sari and Nayir (2020) include the problems faced by teachers during the pandemic
period education process; Muthuprasad, Aiswarya, Aditya, and Jha (2021) analyzed students' perceptions
and preferences regarding the online education process during the pandemic; Christian, Indriyarti and
Wibowo (2021) stated the effectiveness of the tools used in the e-learning process on students; Zhang,
Wang, Yang and Wang (2020) investigate the problems experienced in distance education with the
pandemic and the arrangements to be made in education policies related to it; Alper (2020) examined the
compatibility of teachers to distance education with the pandemic process. Studies in the literature shows
that the difficulties experienced during the pandemic process, the impact of the educational practices,
situation assessments of the experiences of teachers and students in the education process, and studies
on education policies are included. It is seen that the transition to distance education-based education
practices around the world with the pandemic has had an impact on the studies.

During the pandemic, most countries are making efforts to create distance education platforms, and
countries that have distance education platforms are making efforts to update the platforms (The
European Training Foundation [ETF], 2020; Organisation for Economic Co-operation and Development
[OECD], 2020; Unal & Cokyaman, 2021). Teachers and students continue their education processes with
distance education as much as before the pandemic. In distance education, teachers carry out a distance
education process that has its own characteristics with both individual differences, differences in their
branches, and educational differences created by the conditions brought by the pandemic process. Every
educational program in which the teacher is involved, no matter how excellent, is as functional as the
quality of the teacher. Therefore, the examination of teacher function in distance education applications
during the Covid-19 pandemic period stands out as a research topic.

The role of the teacher is defined by cultural and social events and the environment, as well as academic
and professional determinants. In addition to internal effects such as self-perception in the role of the
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teacher, the views and expectations of the teacher's role that emerge from other stakeholders such as
students, parents, colleagues, school leaders and society are also effective (Makovec, 2018). A teacher is
an education employee who has responsibilities to both her/his students and the community she/he is in,
tries to deal with the feelings and needs of his students, strives to understand people correctly, has
important responsibilities in improving school and teaching and raising students who meet expectations
(Can, 2004). Due to these responsibilities, different role definitions were made for the teacher.

From the past to the present, the roles of teachers have been discussed in many aspects within the
framework of different topics, within the scope of various competencies and characteristics. For example,
teacher roles include teacher professionalism (OECD, 2001), effective teacher skills in the teaching process
(Lemov, 2010; Melvin, 2011), standards for the use of technology in education (The International Society
for Technology in Education [ISTE], 2017) has been discussed within the scope of 21st century teacher
qualifications (Churches, 2008; Cox, 2015; Palmer, 2015).

OECD (2001) defined some of the professional professionalism of a good teacher as follows;

Expertise (A good teacher should be an important source of knowledge and understanding and be open
to constant updating.)

Pedagogical knowledge (In the framework of lifelong learning, teachers should become proficient in
imparting a range of high-level skills, including motivation to learn, creativity and collaboration,
rather than placing too much emphasis on recall of information or performance on tests.)

Understanding technology (A key feature of teacher professionalism in our time. The teacher must have
the ability to integrate technology into teaching strategies.)

Organizational competence and collaboration (Teacher professionalism should include the ability to
function as part of the 'learning organization'. The ability and willingness to learn from and teach other
teachers is perhaps the most important aspect of this trait.)

Flexibility (Teachers must accept that they can change throughout their careers)

Mobility (The ability to have the capacity and willingness to move in and out of other careers and
experiences that will enrich their abilities as a teacher)

Openness (It is important to be able to work with parents and non-teachers in complementary ways
rather than subverting other aspects of the teacher's professional role)

Lemov (2010) stated that the teaching process is a great art, that works of art are based on the mastery
and application of basic skills learned individually through diligent study. By saying "teach like a champion"
to teachers, he gathered 49 techniques that teachers should have in the learning process, under 7 titles.
These skills appear as teacher qualifications. According to Lemov (2010), determining high academic
expectations, planning for academic success, structuring and presenting the course, ensuring the
participation of students in classes, creating a strong classroom culture, setting and maintaining high
behavioral expectations, building character and confidence are the characteristics that teachers should
have.

Melvin (2011) stated that effective teachers have some responsibilities. These are organizing
environments for change, organizing physical space and materials, applying a reflective teaching model,
self-regulation, holding classroom meetings for success, using technology in the classroom, modeling as a
leader, practicing at recess, collaborating with parents, creating and maintaining a coherent environment.
Within the perspectives of Lemov (2010) and Melvin (2011) it can be said that a strong leadership quality
of the teacher should come to the fore for the functionality of the programs.
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Apart from these roles, teachers, who are the most important practitioners of the education system
with the intensive use of technology, have very important roles in the planning of education and training
activities. The International Educational Technologies Association (ISTE) (2017) has created ISTE Standards
for teachers and emphasized the importance of teachers' development in these standards, which will help
students become empowered learners. These standards are;

Learner; Teachers continually improve their practices by learning from and with others, and discovering
promising applications that leverage technology to improve student learning.

Leader; Teachers seek leadership opportunities to support student empowerment and success, and to
improve teaching and learning.

Citizen; Teachers inspire students to contribute positively and participate responsibly in the digital
world.

Collaborator; Teachers maintain and develop a culture of collaboration with both colleagues and
students to improve practice, explore and share resources and ideas, and solve problems.

Designer; Teachers design authentic, student-focused activities and environments that recognize and
accommodate student diversity.

Facilitator; Teachers facilitate learning with technology to support students' achievement of the ISTE
Student Standards.

Analyzer; Teachers understand and use data to guide their teaching and support students in achieving
their learning goals.

Considering the International Educational Technologies Association (ISTE) (2017) standards, it is seen
that the perspective of the teacher coincides with the prominent teacher roles in alternative education
programs such as learning teacher, designer teacher, leader teacher, guide teacher.

In some studies, the roles and responsibilities of the teacher among the 21st century teacher skills were
examined. Churches (2008) stated that 21st century teachers should have adaptive, visionary / creative,
collaborative, risk-taking, learner, communicator, model and leader roles. Cox (2015) underlines that
teachers must be in a position that “future-proof, a master of technology in the classroom, knows how to
collaborate, adapts (can adapt and adapt teaching styles to include different learning modes, adapt to
curriculum and requirements, and use their imagination to teach in creative ways), lifelong learner,
advocate of the profession (which keeps parents and students informed of what is going on in education
and addresses issues directly)”

Palmer (2015) identified 15 characteristic features for 21th century teachers. She stated that among
these characteristics, there should be teacher characteristics ‘who can apply student-centered classroom
and personalized teaching, make students productive, learn new technologies, globalize, collaborate, open
to innovations, and continue to learn’

Teaching, which is defined as a profession, has unique differences within the framework of the basic
characteristics of curriculums. For example, when the philosophy of education differs, the roles and
responsibilities of teachers also differ. In this regard, the need to examine possible changes in teacher
roles in distance education practices during the pandemic period necessitated this research. This study
differs from the researches in the literature examining the roles of teachers in distance education in that
it deals with distance education in a crisis situation (Covid-19 pandemic). In the study, it was aimed to
analyze the roles of teachers working in distance education applications during the Covid-19 pandemic
period and sought answers to the following questions:
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1. Whataretheroles of teachers working in distance education practices during the pandemic period
and what are the obstacles to the realization of these roles?

2.  What should be the characteristics of teachers working in distance education applications during
the pandemic period?

Method
Research Design

The purpose of the research is examined with the post-positivist paradigm and analyzed with the
phenomenology pattern, which is one of the qualitative research methods. Phenomenology defines the
common meaning of individuals' experiences with a concept or phenomenon (Creswell & Poth, 2018). It
is a method of inquiry in which the meaning and source of experiences are examined in depth (Manen,
2014). Phenomenology aims to analyze the interpretations of the participants about the phenomenon
examined based on their experiences. Therefore, the experiences of the teachers involved in distance
education applications during the Covid-19 pandemic process and their interpretations of teacher roles
are presented.

Study Group

The study group was determined by the criterion sampling technique, “in which all the cases are
sampled which fit a particular criterion being studied” (Cohen, Manion & Morrison, 2017). Participants
were selected among Mathematics, Foreign Language, Science, Turkish and Social Studies teachers who
teach at least 15 hours or more distance education per week in the 2020-2021 academic year. The
demographic information of the participating teachers according to the measurement processes
employed to solve the research problem is given in Table 1.

Table 1. The demographic information of the participating teachers

The demographic . Focus Group Individual
information Daily Interviews Interviews
Gender Woman 7 6 3
Man 4 2
Mathematics 2 3 1
Foreign Language 2 2 1
Lesson Science 3 3 1
Turkish 2 2 1
Social Studies 2 2 1

Cresswell and Poth (2018) stated that in the general characteristics of phenomenology studies, a
heterogeneous group was defined in terms of size ranging from 3-4 participants to 10-15 participants.
Starks and Brown Trinidad (2007) found that typical sample sizes for phenomenological studies ranged
from 1 to 10 individuals; Polkinghorne (1989) recommends that researchers interview 5 to 25 people who
have experienced the phenomenon (as cited in Cresswell & Poth, 2018). The size of the study group (11
people daily, 17 interviews) in this study is suitable for phenomenology studies.
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Data Collection Tools

In the study, diary and semi-structured interview forms were used for data diversity. Since the interview
focuses on the meanings of the individual's experiences, it is seen as an appropriate data collection tool in
phenomenological studies (Kvale, 1996). In phenomenological studies, it is important to collect and
explore the experiential definitions of individuals who can convey their experiences verbally or in writing
(Manen, 2016). For this reason, data were collected from written experiences with diaries and from oral
experiences with interviews. In addition, individual and focus group interviews were conducted using the
semi-structured interview form prepared by the researchers to ensure data diversity.

In the study, a semi-structured interview form prepared by the researchers was used to collect the
data. For the validity of the interview form, which was created by reviewing the literature, the evaluation
of two different field experts working in the field of Curriculum and Instruction was taken. In line with the
opinions of field experts, necessary corrections were made in terms of language and content, and
interview form was created.

Data Collection Process

The data collection process was carried out considering the pandemic conditions, and focus group
interviews and individual interviews were carried out through online applications.

In focus group interviews, all participants were simultaneously involved in the online meeting and a
researcher moderated the discussion. The entire meeting was recorded.

Within the scope of the research, 2 separate focus group studies (6x2) and one-to-one interviews were
conducted with 5 people on a voluntary basis.

With the aim of reflecting the experiences of the teachers in the distance education process in a sincere
way, 11 teachers reflected their experiences through diaries on 5 different days.

Data Analysis

The data analysis technique is the content analysis. Written diaries and data recorded in the semi-
structured interviews were converted into transcripts. In the coding of the data, each participant teacher
T1, T2, T3.... coded as. At this stage, the analysis process was carried out in four stages: coding the data,
finding the themes, arranging the codes and themes, defining and interpreting the findings (Yildirm &
Simsek, 2016). Similar data were tried to be brought together by following an inductive way within the
framework of certain concepts and themes. Transcripts were reviewed by the researchers and analyzed
separately for coder reliability. In the analysis, first the codes were created, then categorization was made
and the last themes were reached.

Validity Reliability Measures / Credibility

In the study, more than one data collection method was used by making data diversification. The
recorded data has been transcribed. While the transcripts were being created, care was taken to write
exactly the answers they gave to the interview questions. Findings supported by direct quotations. For
coding reliability calculation in the content analysis of the data collected in the research, Miles &
Huberman (1994) reliability formula was used: Reliability = Consensus / (Agreement + Disagreement). As
a result of the calculation, the reliability of the coding was 77%. Reliability calculations above 70 percent
are considered reliable for research (Miles & Huberman, 1994).

Lincoln and Guba (1985) suggest that long-term interaction, depth-based data collection,
diversification, expert review, and participant confirmation strategies can be used to ensure the credibility
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of qualitative research. In this research process, long-term interaction was made with teachers from 6
different branches, not only with focus or individual interviews, but also with teachers from as many
different branches as possible by using both methods. For depth-oriented data collection, the researchers
questioned whether they met the research questions by critically examining the diary and the data
reflecting the sincere feelings of the teachers in depth, and the data collected both in the focus group
interviews and in the individual interviews, by recording them in the process. In terms of diversity, while
the researchers tried to provide data diversity with diaries and interviews in the research, it was supported
to create diversity with different participants by trying to interview as many people as possible with a
group of teachers from six different branches and by keeping a diary. In terms of expert examination, the
researchers involved in the study bear the title of field experts. In terms of participant confirmation, it was
carried out by asking whether the findings obtained from randomly selected diaries and interviews
revealed the thoughts of the participants. In this research, it is seen that the necessary processes related
to credibility are provided.

Ethics Committee Approval Information

An application was made to Canakkale Onsekiz Mart University Scientific Research and Publication
Ethics Committee for data collection studies within the scope of the research, and ethics committee
approval was obtained with the decision of the Graduate School of Education Ethics Committee dated
30/03/2021 and numbered 06/28.

Results

The findings of the research are presented in this section. Within the scope of two research questions,
in the first part, the findings regarding the roles of teachers involved in distance education practices during
the pandemic period and the obstacles to the realization of these roles; in the second part, the findings
about what the characteristics of the pandemic period teacher should be are given.

The Roles of Teachers in Distance Education Practices during the Pandemic Period and the Barriers in
Realizing These Roles

In the study, it was seen that the roles of teachers working in distance education applications during
the Covid-19 pandemic period came to the fore as communicator, collaborator, learner and facilitator. The
obstacles to the realization of the teacher roles that the teachers wanted to display also differed according
to the roles. The analysis of these prominent teacher roles and the evaluations of the obstacles to the
realization of these roles are given in the figures below.

The role of the communicator teacher and the barriers to the realization of the role. It has been
observed that different dimensions have an effect on teachers' communication in the distance education
process. In the realization of the communicator role, dimensions such as the fact that communication is a
natural and necessary process brought by the pandemic, it is an internal responsibility, it is seen as a
solution in reaching students, it is used for the lesson, it is seen as a support for the solution of problems
by communicating with parents have come to the fore. The opinions of the teachers on this subject are as
follows;

A natural and necessary situation caused by the pandemic;

T3- “In this process, we were in contact with the school administration, other teachers, parents and
students separately. Even now, this process continues intensively. Our Whatsapp groups were used
extensively to ensure communication very often.”

Internal responsibility;

315



International Journal of Curriculum and Instructional Studies, 11(2), 2021, 309-332 Temelli, Kartal, Sahin, & Yazgan

T7- “When | started my teaching career, | preferred not to apply the features that | did not like in my
teachers. For example, we were afraid to ask questions. | didn't want to be like this with my students, |
always wanted them to ask me questions. | also struggled with this in distance education.”

T13- “The questions of the students who ask questions can be all week, sometimes even at very late
hours, so | answer their questions in detail as much as | can, my aim is to support them as much as
possible without breaking them out of the process. When | find an interested student asking questions,
| try to ensure that the process is beneficial in terms of efficiency.

Reaching students for the lesson;

T1- “We all floundered at first, and then we tried to reach the children as much as we could. Because
the biggest problem was reaching the children. We kept in touch by establishing social media groups to
reach children.”

T6- “I set up whatsapp groups to increase effectiveness. They ask questions from there, and | make a
voice narration. | try to keep them calm. I'm trying to encourage. Sometimes there are students who ask
questions even at 12 o'clock at night. | even answer them.”

A support for solving problems by contacting the parent;

T8- “I called the families of the students who did not attend my classes. | asked them if they knew that
their students did not participate, and if they did not, why did they not?.”

T3- “In this process, | met with the parents mostly, we didn't even know most of the parents when we
were at school, the two times a year we see at the parents' meetings. Now we are in constant
communication, we have telephones, we have a social media group.

T2-“In my parent groups, | try to guide them by being informed about course announcements and
assignments posted on eBay. | also post leaf tests and lecture notes on parents' phones. When his
parents are informed, he solves the majority.”

internal
responsibility (f: 4)

solving the

CaUSEd by 'fihe problems with
pandemic (f: 4) ‘ _ parents (f: 5)
communicator

AN

Barriers to the Role
Lack of time (f: 5)
Anxiety about finishing the curriculum on time (f: 6)
Student's technological inadequacies (f: 4)
Student's unwillingness to participate in the lesson (f: 5)

Figure 1. The role of the communicator teacher and the obstacles to the realization of the role
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Against the realization of the role of a communicator teacher in the distance education process; it has
been stated that different dimensions such as lack of time, anxiety about finishing the curriculum on time,
student's technological inadequacies and the student's unwillingness to participate in the lesson are
effective. Teachers' views on this subject are as follows:

T7- “The most troublesome situation of my course is the lack of time for students and teachers to express
themselves, the intensity of the curriculum and the anxiety of finishing the curriculum on time”

T15- “Not being able to reach some students makes me sad. When | ask their friends, they say they have
financial difficulties. Although | try to reach and support, it is difficult for us to communicate like other
students.”

Considering the opinions of teachers, it is seen that the role of teachers as communicator teachers in
the distance education process of the Covid-19 pandemic comes to the fore. Teachers emphasized their
communication skills in order to carry out the distance education process in a healthy way and to close
the existing deficiencies. In this process, due to the conditions caused by the pandemic, it is seen that
teachers have a responsibility of communicating with students or parents in the distance education
process, in the process of reaching students more easily. However, it has been observed that teachers who
want to communicate have student-based problems such as student's technological inadequacies or the
unwillingness of the student. On the other hand, it has been observed that teachers who want to
communicate more with their students in their classes, lack of time and the concerns of finishing the
curriculum on time prevent the formation of the communication process.

The role of collaborative teacher and barriers to realization of the role. It has been observed that
different dimensions have an effect on teachers having a collaborative role in the distance education
process. The collaborative role was carried out in solving problems with colleagues, in the processes for
parents and students, and in reflection on learning processes. The opinions of the teachers are given
below.

Solving problems with colleagues;

T4- “When there was a problem with the lesson, many of our teacher friends, like me, shared their
suggestions and solutions. We solved our problems in cooperation.”

T13- “Platforms were created in virtual environments where teachers support each other and
collaborate to do something useful for their students. | can describe this period as the period of
collaborations, which | will mention as beautiful next to the sentences that start with "l wish"..”

Processes for parents and students;

T9- “I am sharing the homework checklists back with the students in the distance education process. |
even share many of them with their parents. In this way, when they see the pros and cons, they follow
a regular homework because the excess of cons disturbs many.”

T6-“ Parent cooperation is also important in this process. | am writing to parents from our parent
groups. I'm trying to get them involved too. Like “Please check the solutions of the assignments
yourself”. Because it doesn't make much sense unless it's checked. I'm throwing out their solutions, |
want them to be included in the process.”

Reflecting on learning processes;
T9- “Unfortunately, having to teach unilaterally during the pandemic process does not give the desired

result. Therefore, | have worked on a process that can continue the education that children work in
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cooperation with children. They complete the presentations of homework, experiments and activities
together. In this respect, | both cooperated with the students and tried to support their cooperation in
this process.”

T10- “In social media groups, students offer advice and solutions to each other's questions. They learn
by collaborating until | give the answer.”

solving problems reflection on
with colleagues learning

(f: 4) ‘ ‘ processes (f: 4)

collaborator

N

Barriers to the Role
Parents’ apathy (f: 6) / Students’ apathy (f: 4)
Lack of communication (f: 3)

Figure 2. The role of the collaborative teacher and the barriers to the realization of the role

Against the realization of the role of a collaborative teacher in the distance education process; It has
been stated that different dimensions such as parents’ apathy, students’ apathy and lack of
communication are effective. The opinions of the teachers on this subject are as follows;

T17- “I tried to reach some parents, | sent a message, | tried every channel, | figured out how to use
zoom, and after a while, it got tired of this. The family does not provide that environment for the
student. When | couldn't reach some of them, | quit. | see myself as inadequate in this regard.”

T14- “Not getting the interaction | want from the student does not satisfy me. After a while, my
reluctance and the student's decrease in motivation affect the efficiency of the lesson.”

T26- “During the school period, problem detection was easier and your solution alternatives were much
more diverse. Now you are passive and ineffective unless you are constantly trying and communicating
with the student.”

T28- “...It was a pity that some of them remained silent and did not react even though | gave the right
to speak. In the classroom, | could see their reactions and choose an attitude accordingly, but | felt bad
because | couldn't see the unresponsive student. | wonder if the family joins forcibly, but does she go to
bed? or did | just become a teenager's fun in my own way?

When we analyze the opinions of the teachers, the collaborative teacher feature of the teachers came
to the forefront in the distance education process of the Covid-19 pandemic. In this process, it is
understood that teachers transfer their cooperation with their colleagues, which they sometimes perform
in the face-to-face education process, to the distance education process they are in, and try to find
solutions to the problems they encounter by collaborating. Involving the parents, one of the stakeholders
of the education process, in the distance education process, the teachers cooperated with the parents and
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ensured that the processes related to the teaching process such as homework follow-up and student
attendance are carried out in cooperation with their students. It has been observed that teachers with the
collaborative teacher model reflect their collaborative learning skills to the education processes in the
distance education process. Also, it was stated by the teachers that the difficulties experienced in
establishing communication prevented cooperation regarding to parents’ and students’ apathy.

The role of the learner teacher and the barriers to the realization of the role. It has been stated that
the role of the teacher learning in the distance education process is realized by the effect of different
dimensions such as seeing learning as an internal responsibility as a part of professional development and
being a necessity in the conduct of the distance education process. The opinions of the teachers are given
below:

Professional Development / Internal Responsibility;

T9- “I do not consider myself very competent in technology, but for this, | try to improve myself by
entering all kinds of learning environments where | can participate remotely. In this process, | used new
web 2.0 tools more and more.”

T13- “Being a teacher in this process makes your students feel that if you are very possessive, you should
understand that they are good or bad just from their voices and try harder for them. | called some of
my students a lot after class or | researched the reasons for my children not submitting their work. This
process developed me both professionally and in student psychology and showed that the teacher is not
just a lecturer but a guide that prepares me for life.”

T23- “I constantly examine the current process and try to find the missing and wrong. Of course, my
biggest and only supporters are my students. We work together as an R&D unit, discussing how we can
achieve our best learning. You feel the need to be renewed and updated every day because learning
that goes wrong bothers you.”

Obligation for Distance Education;

T8- “This process has given me incredible things. | used to be biased to the most used technology, |
would use it on a beginner level. | used it as long as it worked for me. In general, | think it is necessary
to teach the lesson live instead of online. But in the end, | learned a lot of things that | didn't know
before, and they contributed positively to me in this respect.

T14- “We had to learn web 2.0 tools to prepare better content in distance education. But | wish we
didn't have to, if we had learned beforehand what's going on. | am happy to have learned. | improved
myself a lot.”
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Figure 3. The role of the learner teacher and the barriers to the realization of the role

Against the realization of the learner teacher role in the distance education process; It was stated that
the insufficient knowledge of technology and anxiety about finishing the curriculum on time were
effective. The opinions of the teachers on this subject are as follows;

T19- “Sometimes | see some very nice apps while surfing the web. But since | don't know how to use
them in my live lesson, | can't add them to the lesson.”

T4- “My lack of technological knowledge and usage is too much, | don't know how to integrate
technology into the lesson.”

T17- “Our curriculum is very large. | have a hard time for finishing the curriculum on time. The feedback
| get is very little even though | teach the lesson so slowly and mutually. So, instead of spending time on
other things, maybe it's wrong, but | prefer to solve more questions. So i can't come up with a solution.

“

T22- “I could organize competitions and events with web 2.0 tools to make the learning environment
more fun, qualified and permanent during the distance education process. | have knowledge on this
subject, but unfortunately, the problem of not reaching the course topics on time prevents me. Maybe
more activities should be planned or the curriculum should be diluted, but there is no improvement at
the time”

When we analyze the opinions of teachers, it is seen that the Covid-19 pandemic distance education
process makes the role of learner teachers come to the fore. It has emerged in the opinions of the teachers
that the transition from face-to-face education to distance education provides compulsory learning of the
technological information necessary for the realization of distance education. It has been observed that
teachers who define themselves as learner teachers have responsibilities as teachers who research what
they can do to make the distance education process more effective, develop themselves and try to apply
what they do not know by learning. It has been stated that the ignorance of the teachers, who do not
reflect the role of the learning teacher, is an obstacle to their learning. It is seen that finishing the
curriculum intensive curricula on time that are not adapted to the distance education process and the
subject of learning and applying new things prevent them from being learner teachers.

The role of the facilitator teacher and the barriers to the realization of the role. It has been stated
that teachers' role as facilitator in the distance education process occurs with the effect of different
dimensions such as increasing student participation and student success, transferring the school
environment to digital and giving feedback. The opinions of the teachers are given below:
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Increasing Student Participation;

T8- “I have sent photos of the notes and events that | have written on their notebooks from the
whatsapp groups for the convenience of those who cannot attend.”

T5- “For those who do not understand the subject, | share the links of the lecture videos that | find on
the Internet at the end of the lesson every week, since it will be difficult for me to explain the subject
from the WhatsApp groups, so that those who do not understand the lesson have the opportunity to
listen again.”

T2- “I set up whatsapp groups to increase effectiveness. They ask me questions from there, and | make
a voice narration.”

Increasing Student Achievement;

T27- “Every week, | make a class-based hour to ask what they don't understand on Zoom for an hour.
At that time, | answer their questions before the next lesson comes. They ask here at school, like children
who ask what they don't understand during playtime.”

T2- “..I try to help children as much as possible without pushing them too hard. | sent a question to
those who wanted to solve a question in accordance with their level. It was kind of like individualized
teaching.”

T1- “In this process, | opened whatsapp groups in other classes | attended and opened a channel that
would allow me to reach them. In addition, | created a youtube channel. In order for the children not to
fall behind, | took a video at home with my own effords and sent these links to them.”

T24- “The distance education process was most productive for students with advanced individual
learning skills, but their efforts should be supported and their learning initiatives should be supported.”

Transferring School Environment to virtual environment;

T27- “We are trying to transfer the school environment to the digital environment during the pandemic
period. The distance education process is process-oriented, as in face-to-face learning. | am trying to
make the lesson more efficient by using digital platforms effectively in distance education.”

T3- “When we first started the pandemic period, | felt more responsibility. | immediately started
preparing lesson videos, | shared them on youtube or whatsapp groups. In the videos, | explained how |
explained in class.”

Giving Feedback;

T8-“I asked them to ask me what they did not understand on whatsapp. There have always been
situations where | sent a message with a voice recording and | replied in this way. | have many whatsapp
student groups, they always ask questions.”

T23- “Students write the questions they want to ask privately from social media tools until the time we
set. As long as they focus on their lessons, | return back in the mode of providing opportunities for them.”
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Figure 4. The role of the facilitator teacher and the barriers to the realization of the role

Against the realization of the facilitator teacher role in the distance education process; it has been
stated that different dimensions such as student's technological inadequacies, insufficient technological
equipment of the teacher and anxiety about finishing the curriculum on time are effective. The opinions
of the teachers on this subject are as follows;

T23- “The impossibilities of the students are a big problem. She/he needs to check the questions | sent,
again on the internet or on the IT device. This situation creates a problem for children who have siblings
at home or do not have these opportunities.”

T10- “I would like to reach children without technological means, but unfortunately we could not. You
call her/his family for this, She/he says she/he does not have opportunities, or when there is more than
one child at home, this is also a problematic situation.”

T4- “I'm not good at Web 2.0. | need a training for this process to be effective.”

T25- “I think I'm having trouble because of the deficiencies in technology or because | can't transfer
what | know to this online environment. | have a lot of theoretical knowledge, | say yes. But | can't
manage to transform some things, so | continued in a more classical way. | have a lot of technological
knowledge and usage deficiencies. | think | need more knowledge of integrating technology into the
classroom.”

T5- “We can create more understandable and enjoyable course processes for students, but for this, the
curriculum should be reduced compared to distance education. Otherwise, the topics will not be finished
on time.”

Teacher opinions have shown that the intensive use of technological tools in the distance education
process has become an integral part of the education process. It has been stated that web 2.0 tools,
especially social media tools, are used especially in the academic success of students, in their individual
learning and in informing about the course processes. In this way, the education process of the student
has been facilitated by technological tools. Teachers who are incapable of using these technological tools
or students who do not have these technologies prevent the realization of the teacher role that technology
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provides to the teacher. In addition, it has been stated that the teacher's attempt to facilitate learning by
diversifying the learning process by making online applications such as competitions and interactions is
prevented by the lack of time and therefore the anxiety of not being able to finish the curriculum on time.

Characteristics of Teachers Working in Distance Education Practices during the Pandemic Period

In the research, technopedagogical content knowledge, planning teaching activities, making distance
measurement evaluation and providing student motivation came to the fore in terms of the
responsibilities, duties or features that should be in an ideal teacher model for the teachers working in
distance education during the Covid-19 pandemic period. The opinions of the teachers are given below:

technopedagogical

content knowledge (f: providing student

7) teacherin ‘ motivation (f: 8)

distance
education

Figure 5. Features that should be in the pandemic period teacher model

T11- “web 2.0 tools have been my biggest savior in the process, | wish | could use these tools more often
and gain practicality. It is necessary to prepare a content and know how to use technology so that
distance education is effective. We need to know how to adapt it to any subject.”

T2- “So in the distance education, a teacher needs to be prepared to keep kids on the screen with lots
of interesting stuff. In other words, | think that something more active should be done rather than the
classical teacher-board-student relationship.”

T5- “As we experienced in the distance education process, our experience on how to design or do the
lesson increased. In this process, it is necessary for the teacher to prepare very well before the lesson.”

T7-“ In the lessons, the student-teacher should interact. In this process, | realized that the most
supportive thing for the motivation of the teacher is the interest of the students. Their effort to learn
triggers your effort to teach.”

T28- “It is difficult to clearly discern in distance education whether the subject is understood or not. It is
absolutely necessary to know how to do the evaluation processes instead of the systems that they send
tests and mark them in this process.”

T23-“ In distance education, students are unwillingly reluctant to take the course, except for exam
groups. Every teacher friend of mine complains about it. We need to be able to attract students to class.”

T4- “Distance education is actually an opportunity for individualized teaching. Instead of being behind
the class and getting away from the lesson, it is an opportunity to make up for the deficiencies of the
students at the same level. Thus, those students can be more motivated to the lesson. Teachers send
activities and questions to their students according to their level, and the student is not disconnected
from the process.”
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The opinions of the practitioners of the distance education process about the characteristics that the
teachers should have in the process are important. Especially in the technology-based education process,
in addition to technology and content knowledge, the processes in which students are handled
pedagogically are considered important. In this process, it is stated that it is important to plan the teaching
process and to ensure the motivation of the student. In addition to these, it is stated that teachers should
have knowledge about what to do in distance measurement and evaluation processes, which they have
not experienced before.

Discussion, Conclusion and Implications

According to the research findings, it was seen that the roles of communicator, collaborator, facilitator
and learning teacher came to the fore among the teachers participating in the study during the distance
education process in the pandemic period.

Effective communication skills are the method used to interact, convey an appropriate message, and
this transmission, and teacher's communication skills play an important role in classroom management,
pedagogy, and interaction with the classroom (Saunders & Mills, 1999). Khan, Khan, Zia-Ul-Islam and Khan,
(2017) concluded in their study that teacher communication skills play an important role in students'
academic success. Communication between the teacher and the students; helps students learn about their
experiences, needs, readiness levels, and attitudes towards learning, and thus increase the learning rate
by arranging the teaching process (Engin & Aydin, 2007). In the distance education applications that come
to the forefront during the pandemic process, the communication between the teacher and the students
and the interaction that emerges as a result of this communication is very important (Duman, 2020). There
are also studies in the literature showing that; in order to better educate students, to establish stronger
bonds with families and to develop a partnership with parents, efforts to improve and strengthen teachers'
communication with parents have a positive effect (Symeou, Roussounidou, & Michaelides, 2012) and
teachers' communication with parents has a positive effect on student success (Sirvani, 2007). Studies on
the teacher's communication skills reveal the importance of the teacher's need to adopt communication
skills in the education-teaching process.

Teachers' collaborative working methods allow many teachers to feel better about themselves and
their work and provide them with opportunities to learn from each other (Johnson, 2010); it contributes
positively to improving student achievement by providing teachers with opportunities to collaborate on
issues related to curriculum, instruction, and professional development (Goddard, Goddard, & Tschannen-
Moran, 2007); Teacher collaboration increases student achievement (Aim & Doganay, 2016; Ronfeldt,
Farmer, McQueen & Grissom, 2015), provides education and learning gaps (Wang, Wang, Li & Li, 2017),
provides professional job satisfaction (Olsen & Huang, 2018) contributed to the professional development
of teachers and the academic success of the school (Sertkaya, 2016). In addition, in the study conducted
on the cooperation of teachers and students in and out of the classroom, it was concluded that the
cooperation of teachers with their students creates a synergy inside and outside the school, and teachers
prefer cooperation with their students who act as participants and facilitators (Zalyaeva, & Solodkova,
2014).

It is seen that the role of the collaborative teacher is effective both in solving problems with the
stakeholders of the education process, in keeping communication channels open, and in the planning and
implementation of teaching processes.

In the professional development of teachers, the learning community formed by teachers contributes
to the development of teachers. It is considered important for teachers to exchange information, interact
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and learn from each other based on their practice as an effective approach to teachers' professional
development and how the teachers' learner community contributes to teachers' development (Chou,
2011). Studies have shown that through teachers' learning responsibilities, learner teachers improve
student learning (Darling-Hammond & Richardson, 2009); psychological factors (teachers' sense of self-
efficacy and internalization of school goals into personal goals) have strong effects on teachers'
participation in professional learning activities (Geijsel, Sleegers, Stoel, & Kriiger, 2009). Model studies in
which continuous professional development and learning activities are supported (Cordingley, 2015) also
show that it is important for teachers to provide professional development by learning.

With the effective use of technology in the education process, the facilitator roles of teachers have
become more evident. Technology has a supportive function in changing the role of teachers. Only by
carefully constructing their learning experiences will teachers be able to fully fulfill their facilitator roles
(Martinez & McGrath, 2014). The teacher acts as a consultant and facilitator, creative, cultural translator,
collaborator, student and school administrator in the online network environment (Xu & Wang, 2015).
Considering the effects of technologies on educational processes; students' academic success increases
(Cakir & Tan, 2017; Haris, Al-Bataineh & Al-Bataineh, 2016; Lopez, 2010; Xin & Sutman, 2011); it increases
the interest, participation and attention (Greene & Kirpalani, 2013; Jang, 2010; Yang & Teng, 2014) and
enables students to work according to their individual learning speeds (Dabbagh et al., 2016; Ellis-Behnke,
Gilliland, Schneider, & Schneider, 2003; Pimmer et al.,, 2016; Stickel, 2009) and also increased
communication, interaction and feedback between teacher and student (Avery et al., 2010; Koile & Singer,
2006; Yang & Teng, 2014) appears. It is important for the effectiveness of education that technology has
become indispensable in the education process with the Covid 19 pandemic and that teachers use this
technology as tools that facilitate education processes. In terms of the quality of distance education
applications, which come to the fore especially during the pandemic period, it is important to provide
teachers with the necessary training support on topics such as virtual classroom, presentation techniques,
blending technology, content production and effective use of technology (UNICEF, 2020).

According to the research findings, the teacher characteristics that should be present in the teachers
involved in the distance education process; technopedagogical content knowledge has come to the fore
as planning teaching activities, making distance measurement evaluation and providing student
motivation. With distance education, the face-to-face school environment is transferred to the distance
education process and technology-supported education comes to the fore. Therefore, while content,
pedagogy, technology, and teaching/learning contexts are each individually important, successful teaching
with technology depends on constantly creating, maintaining and re-establishing a dynamic balance
between all components (Koehler & Mishra, 2009). In OECD (2020) pandemic period studies, teachers'
professional cooperation, providing teachers' learning, providing access to online platforms and resources
for collaboration with other teachers, and teachers' support for students' learning are stated as the
characteristics that teachers should have in this process. UNESCO (2020) stated that, teacher education
processes should be modernized both curricularly and pedagogically; also, teachers should develop
student-centered applications, use information technologies and being digitally literate as important
characteristics that they should have with the pandemic. Ranellucci and Bergey (2020) stated that with
the pandemic, the characteristics that should be in teachers will help in their future teaching careers, and
emphasized the importance of emotional and motivational supports in teacher education, and the
creation of more resilient teachers who have high self-efficacy and have the necessary tools to support
student motivation.

It is an important result that teacher roles are realized in parallel with Education 4.0 and contemporary
teacher profile in distance education, which is carried out as education applications during the crisis
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period. It is noteworthy that the role of the traditional teacher did not come to the fore in the educational
practices during the pandemic period, where constructivist approach practices were more likely to
encounter the threat of traditional education practices due to the effects of the crisis period. Therefore, it
can be said that teachers exhibit a professional development performance by taking initiatives outside of
their defined roles and responsibilities. In the process of realizing these roles, there were some obstacles
that teachers had to overcome. While the lack of time, anxiety about completing the curriculum on time,
student's technological inadequacies and student's unwillingness to participate hinder the realization of
the role of the communicator teacher; the realization of the collaborative teacher role is hindered by
parents’ apathy, students’ apathy and lack of communication; student's technological inadequacies,
insufficient technological equipment of the teacher and anxiety about finishing the curriculum on time
prevent the realization of the facilitating teacher role; also it was stated that insufficient knowledge of
technology and anxiety about finishing the curriculum on time prevented the realization of the learning
teacher role. It has been observed that the obstacles in the realization of the roles of the teachers are in
the issues such as injustice / inequality in education, the subject-centered program approach, the structure
of the education program, professional development, student and parent apathy. Considering the results
of the research, it is important that the teaching profession stands out in crisis situations in a way that
reflects a contemporary teacher profile.

The research has some limitations. Due to the fact that it was a research carried out during the Covid-
19 pandemic, a more diverse and wider participant group could not be reached. It would be beneficial to
compare the results obtained with the results of the researches to be carried out by including different
participant groups in the field of teaching. In addition, it is suggested that the results should be questioned
with a quantitative research methodology, as in the hypothetico-deductive method.
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TURKGE GENIiS OZET

Covid-19 Pandemi Dénemi Egitim Uygulamalarindaki Ogretmen Rollerinin incelenmesi:
Olgubilim Calismasi

Giris

Pandemi slirecinde ¢ogu Ulke uzaktan egitim platformlari olusturmak icin, buna sahip olan ulkeler ise
bu platformlari glincellemek icin ¢caba sarf etmektedirler (ETF, 2020; OECD, 2020a). Diinya capinda ilk defa
karsilasilan bu durum uzaktan egitim sirecini 6n plana ¢ikarmistir. Uzaktan egitimde 6gretmenler hem
bireysel farkliliklar, hem bransa iliskin farkliliklar hem de pandemi siirecinin getirmis oldugu kosullarin
olusturdugu egitimsel farkhliklar ile kendine has ozellikleri olan bir uzaktan egitim slrecini
ylrutmektedirler. Her egitim programi, ne kadar mikemmel olursa olsun, uygulayicisi olan 6gretmenin
niteligi kadar islevseldir. Dolayisiyla, Covid-19 pandemi dénemi uzaktan egitim uygulamalarinda 6gretmen
fonksiyonunun incelenmesi bir arastirma konusu olarak 6ne ¢cikmaktadir.

Gegmisten glinlimize farkh konu basliklar gergevesinde 6gretmenlerin rolleri gesitli yeterlikler ve
ozellikler kapsaminda birgok agidan tartisiimistir. Teknoloji baglaminda 6gretmen standartlari (ISTE, 2017),
ogretimin etkili olmasi adina 6gretmenin sahip olmasi gereken teknikler (Lemov, 2010), performanslarina
yonelik ozellikler (Melvin, 2011) gibi 06gretmenlerin sahip olmasi gereken ve bu agidan
degerlendirilmelerini saglayacak 6zellikler belirlenmigtir.

Bir meslek olarak tanimlanan o6gretmenlik, egitim programlarinin temel karakteristik 6zellikleri
cercevesinde donanimsal farkliliklara sahiptir. Ornegin, egitim felsefesi farklilastiginda égretmen rol ve
sorumluluklari da farkhlasmaktadir. Bu dogrultuda, pandemi dénemi uzaktan egitim uygulamalarinda
o0gretmen rollerindeki olasi degisimlerin incelenmesi ihtiyaci bu arastirmayi gerekli kilmigtir. Arastirmada,
Covid-19 pandemi donemi uzaktan egitim uygulamalarinda gérev alan 6gretmenlerin rollerini analiz etmek
ve bu rollerin gerceklesmesindeki engellerin neler oldugunu belirlemek amaglanmaktadir.

Yontem

Covid-19 pandemi dénemi uzaktan egitim uygulamalarindaki 6gretmen rolleri post pozitivist paradigma
ile incelenmekte, nitel arastirma yontemlerinden olgubilim deseni ile ¢cozimlenmektedir. Calisma grubu,
Olglit 6rneklem teknigi ile belirlenmistir. Katilimcilar, haftada en az 15 saat ve lzeri uzaktan egitim dersi
veren Matematik, Yabanci Dil, Fen Bilimleri, Tirkce ve Sosyal Bilgiler dersi 6gretmenlerinden segilmigtir.
Veri gesitlemesi gergeklestirilen veri toplama sirecinde 6gretmenlerin (11 6gretmen) 5 gin boyunca
tuttugu guinltkler, bireysel gértiismeler (5 6gretmen) ve odak grup gortismeleri (6 kisilik gruplardan olusan
2 odak grup goriismesi; 12 6gretmen) ile gergeklestirilmistir. Transkript haline donUstirilen veriler, igerik
analizi teknigi ile analiz edilmistir. Puanlayici givenilirligi yliksek diizeyde ¢ikmigtir.

330



International Journal of Curriculum and Instructional Studies, 11(2), 2021, 309-332 Temelli, Kartal, Sahin, & Yazgan

Arastirma kapsaminda veri toplama calismalari icin Canakkale Onsekiz Mart Universitesi Bilimsel
Arastirma ve Yayin Etigi Kuruluna basvuru yapilmis, Lisanslisti Egitim Enstittist Etik Kurulu 30/03/2021
tarih ve 06/28 sayili karari ile etik kurul onayi alinmistir.

Bulgular

Arastirma bulgularina gore pandemi donemi uzaktan egitim silrecinde, calismaya katilan
o0gretmenlerde iletisimci, is birlik¢i, kolaylastirici ve 6grenen 6gretmen rollerinin 6n plana ciktig
gorulmustir. Bu rollerin gerceklesmesi slirecinde 6gretmenlerin asmak zorunda kaldiklari bazi engeller s6z
konusu olmustur. iletisimci 6gretmen roliiniin gerceklesmesine zaman yetersizligi, miifredat yetistirme
kaygisi, 6grencinin teknolojik imkansizliklari ve 6grencinin derse katilma isteksizligi engel olurken; isbirlikgi
0gretmen rollinin gerceklesmesine veli ve 6grenci ilgisizligi ile iletisimsizligin engel oldugu; kolaylastirici
o6gretmen roliiniin gerceklesmesine 6grencinin teknolojik imkansizliklari, 6gretmenin teknolojik donanim
yetersizligi ve miifredat yetistirme kaygisinin engel oldugu; 6grenen 6gretmen rolinin gergeklesmesine
ise teknoloji bilgisindeki yetersizlik ve miifredati yetistirme kaygisinin engel oldugu gorilmustir.

Arastirmada, Covid-19 pandemi donemi uzaktan egitim uygulamalarinda goérev alan 6gretmenlerin
sorumluluklari, gorevleri ya da uygulamalarina yonelik ideal bir 6gretmen modelinde olmasi gereken
Ozellikler agisindan teknopedagojik alan bilgisi, ©6gretim etkinliklerini planlama, uzaktan &lgme
degerlendirme yapabilme ve 6grenci motivasyonunu saglayabilme 6n plana ¢ikmistir.

Tartisma, Sonug ve Oneriler

Arastirma bulgularina goére, pandemi doneminde uzaktan egitim silirecinde arastirmaya katilan
O0gretmenler arasinda iletisimci, is birlikgi, kolaylastirici ve 6grenen 6gretmen rollerinin 6n plana ciktigi
goralmustdr.

Etkili iletisim becerileri; etkilesimde bulunmak, uygun bir mesaji iletmek icin kullanilan yoéntemdir ve
o0gretmenin iletisim becerileri, sinif yonetimi, pedagoji ve sinifla etkilesimde énemli bir rol oynamaktadir
(Saunders & Mills, 1999). Khan, Khan, Zia-Ul-Islam & Khan, M. (2017), yaptiklari gaismada 6gretmenlerin
iletisim becerilerinin 6grencilerin akademik basarilarinda 6nemli bir rol oynadigi sonucuna varmistir.
Pandemi sireci dikkate alindiginda uzaktan egitim uygulamalarinda 6gretmenin 6grencilerle iletisimi ve bu
iletisim sonucunda ortaya ¢ikan etkilesim ¢cok 6nemlidir (Duman, 2020).

Ogrencileri daha iyi egitmek, ailelerle daha giiclii baglar kurmak ve velilerle ortaklik gelistirmek icin
ogretmenlerin velilerle iletisimini gelistirmeye ve gligclendirmeye yoénelik ¢abalarin olumlu bir etkisi vardir
(Symeou, Roussounidou & Michaelides, 2012). Literatlrde 6gretmenlerin velilerle iletisiminin 6grenci
basarisini olumlu yonde etkiledigini gbsteren ¢alismalar da bulunmaktadir (Sirvani, 2007).

Ogretmenlerin isbirligine dayali calisma yéntemleri ile ilgili olarak cogu égretmenin kendileri ve
¢alismalari hakkinda daha iyi hissetmeleri ve onlara birbirlerinden bir seyler 6grenme firsat sagladigi
(Johnson, 2010); 6gretmenlere miifredat, 6gretim ve mesleki gelisim ile ilgili konularda isbirligi yapma
firsatlari saglayarak 6grenci basarisini gelistirmeye olumlu katki sagladigi (Goddard, Goddard & Tschannen-
Moran, 2007); 6gretmen isbirliginin 6grenci basarisini artirdigi (Allm & Doganay, 2016; Ronfeldt, Farmer,
McQueen & Grissom, 2015), 6gretim ve 6grenme bosluklarinin giderilmesini sagladigi (Wang, Wang, Li &
Li, 2017), mesleki is doyumunu sagladigi (Olsen & Huang, 2018), 6gretmenlerin mesleki gelisimlerine ve
okulun akademik basarisina katki sagladig (Sertkaya, 2016) sonuglarina yapilan galismalarda ulasiimistir.
is birlikci 6gretmen roliiniin egitim 6gretim siirecinin paydaslari ile sorunlarin ¢éziimiinde, iletisim
kanallarinin acik tutulmasinda, 6gretim sireclerinin planlanmasi ve uygulamalarinda etkili oldugu
gorulmektedir.
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Ogretmenlerin 6grenme sorumluluklari sayesinde 06grenen Ogretmenlerin 0grenci 6grenimini
gelistirdigi (Darling-Hammond & Richardson, 2009); siirekli mesleki gelisim ve 6grenme faaliyetlerinin
desteklendigi model calismalari (Cordingley, 2015) da 6gretmenin 0Ogrenerek mesleki gelisimini
saglamasinin 6nemli oldugunu géstermektedir.

Teknolojinin egitim siirecinde etkin kullanimi ile 6gretmenlerin kolaylastirici rolleri daha belirgin hale
gelmistir. Ogretmenler, ancak 6grenme deneyimlerini dikkatlice insa ederek kolaylastirici rollerini tam
olarak yerine getirebileceklerdir (Martinez & McGrath, 2014). Teknolojilerin egitim siireglerine yonelik
etkilerine bakildiginda 6grencilerin akademik basarilarinin arttigi (Haris, Al-Bataineh & Al-Bataineh, 2016;
Cakir & Tan, 2017; Lopez, 2010; Xin & Sutman, 2011), 6grenme ortaminda olumlu etki yaratarak
ogrencilerin derse olan motivasyonunu, ilgisini, katilimini ve dikkatini artirdigi (Greene & Kirpalani, 2013;
Jang, 2010; Yang & Teng, 2014), 6grencilerin bireysel 6grenme hizlarina gore ¢alismasina imkan saglayarak
ogrenmeyi sagladigi (Dabbagh vd., 2016; Ellis-Behnke, Gilliland, Schneider & Schneider, 2003; Pimmer vd.,
2016; Stickel, 2009;), 6gretmen ve 68renci arasindaki iletisimi, etkilesimi ve geri bildirimi artirdigi (Avery
vd., 2010; Koile & Singer, 2006; Yang & Teng, 2014) sonuclarina ulasiimistir. Covid 19 pandemisi ile birlikte
teknolojinin egitim siireglerini kolaylastiran araglar olarak kullanmasi egitimin etkililigi agisindan 6nemlidir.

Pandemi sirecinde 6gretmenlerin rollerini gergeklestirme silirecinde egitimde adaletsizlik/esitsizlik,
konu merkezli program yaklasimi, egitim programinin yapisi, mesleki gelisim, 6grenci ve veli isteksizligi gibi
engellerin oldugu goézlemlenmistir. Bununla birlikte uzaktan egitimde ideal bir 6gretmen modelinde
teknopedagojik alan bilgisi, 6gretim etkinliklerini planlama, uzaktan 6lcme degerlendirme yapabilme ve
0grenci motivasyonunu saglayabilme gibi 6zellikler 6n plana ¢ikmistir. Uzaktan egitimin olusturdugu
kosullar cercevesinde 6gretmenlerde olmasi gereken Ozelliklerin tanimlandigl séylenebilir. Bu ¢alisma
sonuglarina gore 6gretmenlerin uzaktan egitim rollerinin gelistiriime ve rollerinin dniindeki engellerin
kaldiriimasina yonelik dnlemler alinabilir. Uzaktan egitim siirecinde gerekli gorilen 6zelliklere yonelik
calismalarin ise 6gretmenlere mesleki gelisim siirecinde verilmesi 6nerilebilir.
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