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Introduction

The professionalization process of a teacher generally starts with the university education and
continues with the acquisition of professional competencies during the university education and with
the experience of working as a teacher. Therefore, the professionalization process of the teacher is
accepted as a process that continues lifelong and that is constantly furnished with new information and
skills (Jalongoe, Isenberg & Gerbracht, 1995; Kosko & Wilkins, 2009). The professional competencies of
teachers should be improved and planned accordingly in order to increase the quality in education, to
apply new methods and techniques in an effective manner and to set up the pedagogical climate of
schools according to needs of students (Evans, 2002; Little, 1993). In this regard, it is inevitable that the
teacher training and development creates a historical culture. While this historical culture varies by
country, it also becomes different according to the requirements of societies.

It can be said that the teacher training process in Turkey started with the establishment of the
Republic of Turkey in 1923. The modernization of the society was adopted as one of the most important
priorities of the founding teams of the Republic and education was accepted as a significant locomotive
for this. For this reason, the secularization, which was accepted as an important step to the
modernization of the society, required structural arrangements both in the field of education and in
other social and economic areas (Gakiroglu & Cakiroglu, 2003). This structural arrangement was
centralized by making education a complete division of the Ministry of National Education (MoNE) with
the Law on Unification of Education enacted in 1924, and it was resolved that structural reforms and
laws related to education, programs applied in schools, and the teacher training and appointments be
carried out by the MoNE (Toran, 2012). While the teacher training programs in Turkey were conducted
by the MoNE until 1982, they started to be carried out by faculties of education after 1982. The duration
of the teacher training programs until 1989 was two years and after 1989, the competencies of teachers
were determined again and the duration was increased to four years but problems continued both with
meeting the need for teachers and increasing the quality (Baskan, Aydin & Madden, 2006; Sisman,
2009). As was the case with all fields of teaching, the preschool teaching field was also affected by these
changes. However, due to the fact that the literacy campaign was carried out effectively particularly
during the first years of the Republic, a less interest than that in the primary school level was shown but
the interest started increasing gradually especially as of the 1990s (Deretarla Gil, 2008). Goals were set
particularly related to the competencies of teachers in order to conduct studies for popularization of the
preschool education, to increase the quality and to implement effective models but such goals could not
be achieved due to many structural problems such as the problem of access to preschool education,
problems in teacher training, and the frequent change of the education policies (Toran, 2012).

Regarding the preschool education, structural problems as well as policies that were frequently
changed related to the pre-service processes and the increase of the professional competency of
preschool teachers were a significant obstacle and negatively affected the professionalization process
(Kavak, Aydin & Akbaba-Altun, 2007; Saylan 2013; the Council of Higher Education [YOK], 2018). On the
other hand, the fact that the central policies aimed at the provision of competencies suitable for the
requirements of teachers also in in-service processes were frequently changed pose problems in
increasing the competencies of teachers (MoNE, 2017). In-service training programs are prepared and
provided by the MoNE to teachers in order to provide preschool teachers with competencies in
compliance with the international standards, requirements and application.

In Turkey, the first example of in-service training programs started in 1937 with the traveling head
teachers who analyzed onsite the needs of the teachers working in villages and who provided them with
pedagogical assistance (Ginel & Tanriverdi, 2014). This application, which was realized to increase the
quality of teachers and to find a solution to problems that the teachers encountered in practice, started
to be implemented after being systematized with a central structure by the Department of In-service
Training within the MoNE as of 1960 (Ozer, 2004). With this central structure, it was tried to support the
professional development of teachers with face-to-face training and printed publications (books,
leaflets, etc.). Due to the fact that in-service training programs carried out by a central structure were
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particularly far from the requirements of teachers and did not respond to regional and socio-cultural
problems in terms of pedagogy, the duty to prepare and provide in-service training programs were
assigned in 1993 to the local provincial directorates of national education of MoNE, on condition of the
approval of the Ministry (Bayrakci, 2009; Giinel & Tanriverdi, 2014). Despite this transformation, it was
observed that the desired level of benefit could not be obtained from the in-service training for various
reasons such as little interest in in-service training programs, failure to meet teachers’ needs, trying to
implement a standard program and insufficient teaching environment and physical opportunities. As a
result, in 2006, a more dynamic in-service training model started to be implemented with the
cooperation of non-governmental organizations, universities and private educational institutions as well
as the industry, provided that the audit and approval process was carried out by the MoNE, and this
model is still implemented today (Bumen, Ates, Cakar, Ural & Acar, 2012). Despite these structural
improvements, aimed at quality and quantity, made in the in-service training in Turkey, the fact that the
content of the in-service training was intended not for the needs in practice but for the objectives set in
the education policies led to the continuation of the teachers' lack of interest in the in-service training
(Karasolak, Tanriseven & Konokman, 2012). In many researches made, it was revealed that the in-service
programs provided to teachers were not deemed sufficient in terms of both physical and pedagogical
aspects, and that the participation in the in-service programs was not at a sufficient level due to many
reasons such as teachers' personal benefits, working conditions, professional burnout, confidence in the
in-service training, etc. (Demirel & Budak, 2003; Onen, Mertoglu, Saka & Giirdal, 2009). Moreover, it
was also determined that the in-service training program provided to preschool teachers was not a
determinant for the professional satisfaction and that the in-service training programs were not
effective in increasing the professional competencies (Oztiirk, Oztiirk & Kaya, 2016; Sen, 2011).

According to researches carried out (Akay & Gurgir, 2018, Seger, 2010; Usun & Cémert, 2003), the
in-service training provided by the public sector cannot satisfy the expectations of preschool teachers in
terms of increasing the professional competencies and are not planned according to the professional
needs of preschool teachers. Moreover, it has also been revealed that preschool teachers need such a
training which enriches particularly their pedagogical practices and which they can directly put into
practice (Toran, 2019).

In order to increase the quality in education and in order for it to be sustainable, teachers as the
implementers are expected to professionally accommodate themselves to social changes,
transformations and requirements, in general, and to have competencies to meet students' needs, in
specific (Guskey, 2002). To achieve such accommodation and competencies, both the pre-service and
the in-service processes of teachers are required to be carried out in parallel with each other and to
support each other (James, 1979). In this sense, the contribution by the professional competency of
teachers to social changes is possible if the pre-service and the in-service programs are integrated and
provided to teachers accordingly (Borko, 2004; Bygdeson-Larsson, 2006).

In this respect, updating the content of the in-service training programs, planning it according to the
requirements of preschool teachers and making it accessible to preschool teachers have great
importance in terms of the realization of quality applications in the preschool education. Furthermore,
the quality in-service training program provided is important not only to influence the professional
competency of teachers but also for preschool teachers to realize the effective applications suitable for
the changing needs of children. On the other hand, the fact that the alternative in-service training
programs provided particularly for the professional development of preschool teachers have not been
implemented in Turkey and that there is a limited number of researches related to the in-service
training makes this research important. Based on this importance, this study aims to determine the
opinions of the preschool teachers, who attend the courses in the preschool undergraduate program
regarding the process in order to support their professional development.
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Method
Research Design

The case study, one of the qualitative research designs, was adopted in the study. A case is defined
as a limited system and it is stated that it contains an event, an activity or a process (Johnson &
Christensen, 2014). In this study, the case was determined as the process of participation in the courses
in pre-school undergraduate programs for professional development. A case study research can be
defined as the description of a case where the researcher collects in-depth information through multiple
information resources about the real life, a current limited system (Creswell, 2013). Yin (1984) stated
that there were four types of case study (as cited in Akturan 2013, Yildirim & Simsek 2016), while Stake
(1995) explained that there were three types of it: intrinsic case studies, instrumental case studies and
collective case studies (as cited in Creswell 2013; Johnson & Christensen, 2014). The purpose of the
intrinsic case study is to understand a particular case. This design is a classical single-case design and the
aim of the researcher is to describe that particular case. Intrinsic case studies are very common in the
field of education and are frequently used particularly to describe a program and to see how effective it
is (Johnson & Christensen, 2014). The intrinsic case study was also employed in this study aiming at
describing preschool teachers' views about courses they attended in the undergraduate programs, and
ensuring an evaluation of the courses in the undergraduate programs by the teachers who participated
in the training.

Participants

Two different sampling strategies, the snowball and criterion sampling methods, were used for the
determination of the participants. In the first data collection step of the study, with the snowball
sampling method, the directors of the public independent preschools in Istanbul were informed about
the research and were requested to make an announcement to volunteer teachers who wanted to
participate in the study. As a result of the announcement made by the directors, 26 teachers from 6
different preschools voluntarily participated in the research. On the other hand, the participants of the
second data collection step comprised of 10 teachers who were selected among those 26 teachers with
the criterion sampling method. The key determinant criterion for the selection of the 10 teachers was
the maximum absence of 2 weeks during the 12-week in-service training process.

Since the main objective of the study is to support professional development as an alternative, the
evaluation of this process is based on the prediction that only the teachers who continued participating
in the in-service training will be the providers of more objective information. Table 1 shows detailed
demographic information of the participants.

In view of the demographic information on 26 teachers who participated in the study, it draws the
attention that the teachers have different ages ranging from 20 to 45 and that they represent a quite
young group of teachers. 18 of 26 teachers have a bachelor's degree while 8 of them have an associate's
degree and it has been determined that 8 of 26 teachers with a bachelor's degree were graduated from
the non-formal education. Moreover, it has been determined that 11 teachers work as permanent
teachers and that the other teachers work as substitute/paid teachers.

Research Process

Following the determination of the volunteer participants of the study, the participants were
provided with information on the courses included in the spring term of the Undergraduate Program of
Preschool Education Teaching of the Faculty of Education of the university where the researchers work,
as well as on the course hours and instructors lecturing such courses. The teachers were asked to select
maximum 4 courses, among the specified courses, in line with their own requirements. The feedback
provided by the teachers was evaluated, and it was determined that they wanted to participate in the
following courses: "Play and Toy Design", "Creativity and Its Education", "Inclusion in Preschool
Education" and "Special Education". The courses were carried out face to face and practically, and there
was no special application for the preschool teachers who attended the courses. After the
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determination of the courses, the instructors of these courses were informed and the process of
following the courses of the undergraduate program started for the teachers. During this process, the
teachers attended the courses on the days and time of the courses and in the classes of these courses
together with the undergraduate program students. Among the 4 courses determined, the courses of
Play and Toy Design and Creativity and Its Education are lectured by the same instructor while the
courses of Inclusion in Preschool Education and Special Education are lectured by another instructor.
Both instructors have worked in terms of theory and practice for a long time in their fields of
specialization and they both have a PhD degree.

Table 1

Demographic Information about Participants.

Teacher Education Professional

Code Age Sex Education Level Type Seniority Staff Status

01 24 Woman Bachelor’s degree Formal 1 Permanent teachers
02* 25 Woman Bachelor’s degree  Formal 2 Paid teachers

03* 38 Woman Bachelor’s degree  Non-Formal 18 Paid teachers

04 24 Woman Associate Degree  Formal 4 Paid teachers

05 27 Woman Bachelor’s degree  Non-Formal 7 Paid teachers

06 45 Woman Bachelor’s degree  Non-Formal 6 Permanent teachers
07* 33 Woman Bachelor’s degree  Non-Formal 13 Paid teachers

08* 40 Woman Bachelor’s degree  Non-Formal 8 Permanent teachers
09 28 Woman Bachelor’s degree  Formal 6 Permanent teachers
010* 23 Woman Associate Degree  Formal 1 Paid teachers

011 25 Woman Associate Degree  Formal 6 Paid teachers

012 32 Woman Associate Degree  Formal 8 Paid teachers

013 25 Woman Bachelor’s degree  Non-Formal 7 Paid teachers

014* 25 Woman Associate Degree  Formal 6 Paid teachers

015 20 Woman Associate Degree  Formal 1 Paid teachers

016 26 Woman Bachelor’s degree  Formal 5 Permanent teachers
017* 28 Woman Bachelor’s degree  Formal 6 Permanent teachers
018 30 Woman Bachelor’s degree Formal 5 Permanent teachers
019 35 Woman Bachelor’s degree  Formal 12 Permanent teachers
020* 24 Woman Associate Degree  Non-Formal 2 Paid teachers

021 27 Woman Associate Degree  Non-Formal 9 Paid teachers

022* 24 Woman Bachelor’s degree Formal 2 Permanent teachers
023 26 Woman Bachelor’s degree Formal 5 Permanent teachers
024 25 Woman Bachelor’s degree  Formal 1 Paid teachers

025* 30 Woman Bachelor’s degree  Formal 6 Permanent teachers
026 26 Woman Bachelor’s degree Formal 2 Paid teachers

*-teachers who attended the courses regularly and participate in the second part of the research.
Data Collection and Analysis

The data of the study were collected through semi-structured interviews which were carried out in
two steps, before and after participating in the preschool undergraduate courses. Before the start of the
training for the participants, the researches met the teachers one by one, determined the days and time
suitable for them, and got an appointment with them for the pre-interview. Before the pre-interview,
the researchers sent pre-interview questions to two academicians who are experts in teacher education,
prepared interview questions in line with their opinions and they tested these questions by conducting
pilot interviews with 3 teachers. During the pilot interviews, the teachers confirmed that the questions
were clear, understandable and objective, and thus the questions were structured to be used during the
main interview. Following the pilot interviews, the pre-interview was made with 26 teachers. During the
pre-interview process, the questions aimed at determining the teachers' reasons for participating in the
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in-service training and their expectations from the training were asked. These questions are related why
preschool teachers need this kind of training, how they decided to attend these courses and what they
expect from this training process. Following the pre-interviews, the teachers were explained that a
second interview would be made following the end of the undergraduate courses attended, and the
process of attending the courses started. The teachers attended the courses for 12 weeks together with
the undergraduate program students and after the course process ended, the final interview was made
with 10 teachers who were volunteers and who had a maximum absence of 2 weeks. During the final
interview, questions were asked in order to determine the opinions and suggestions of the teachers
regarding the process and the level of satisfaction of their expectations. The second interview questions
determine the level of meeting the expectations, positive and negative experiences about the process,
similar or different aspects and suggestions from the in-service training programs the teachers
participated before.

In the study, since a case created by the researches would be described in detail, the descriptive
analysis technique was employed in analysing the data. During the analysis of the data, the face-to-face
interviews made with the teachers were written out and read one by one. The researchers realized their
reading studies and determined certain codes for each interview, by considering the aim of the research
and the interview questions. Coding can be defined as marking data in various directions. Coding should
be general and subjective, allowing similar codes to be made. In this context, the researchers made in-
vivo coding without changing the expressions of the participants in order to generalize the coding they
made subjectively in this study. In the coding process, the data were divided and the meaning integrity
was preserved. After the codings were created, all codes were reviewed, new codes were added or
combined with existing codes while each analysis was performed. While the coding process continued,
some codes expired and were deleted. When the coding process reached saturation, the coding phase
finished (Miles & Huberman, 2016; Roberts & Priest, 2006) and the determined codes were then
grouped under certain themes and were presented with direct quotes from the opinions of the
participants.

Validity-Reliability of the Research and Ethical Issues

In order to ensure the validity and reliability, multiple strategies were employed in the study. The
first one of these strategies is the pilot interview made with 3 teachers and the finalization of the
interview form in accordance with the feedback provided by the teachers, before starting the data
collection process.

The second one is the multiple interviews made with the teachers who participated in the research.
During the research, each teacher was interviewed twice and then the strategies such as dealing with
the collected data for a long time, making in-depth descriptions, receiving feedback from the
participants, using the statements of the participants without making any change to them, and checking
the notes and voice records were used. Moreover, in terms of the research ethics, the ethical principles
such as being impartial in the determination of the participants, clearly informing all teachers about the
aim and content of the research, taking volunteering as a basis during the data collection process,
preparing codes such as Teacher 1 and Teacher 2 in order for the real names and identification
information of the teachers not to be used in the research, etc. were taken into account.

Results

The findings obtained in the study conducted to determine the opinions of the teachers, who
attended undergraduate courses in a preschool department, about the process with intent to support
their professional development were grouped under three main themes. These themes are
requirements, experiences and suggestions.
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Requirements of the Preschool Teachers

When the "Requirements" theme, obtained following the analysis of the opinions of the preschool
teachers who attended undergraduate courses was examined, it was observed in particular that there
were many reasons driving the teachers to participate to these courses. Graduation from open
education undergraduate program, insufficiency of the undergraduate/associate's degree education,
need for professional development, and finding solutions to problems encountered in practice were
among these reasons. Among the teachers who participated to undergraduate courses in preschool
department, particularly the teachers who graduated from the open education emphasized that the
training would eliminate the professional insufficiency caused by the fact that they could not have a
face-to-face formal education. They also highlighted that the open education process did not provide
them with the academic competencies during their academic professionalism process.

"As | am an open education graduate and | could not have one-to-one courses, | have many
deficiencies. And | actually fill such deficiencies through Instagram, social media, etc. but sometimes
| have questions to ask to a specialist... Because | always feel incompetent as my education, as | am
an open education graduate, as | want to make something only to develop myself." Teacher 3

When the statements of the Teacher 3 are examined, it is observed that s/he emphasizes that as
s/he could not have one-to-one courses during the open education, this makes him/her feel
incompetent in terms of profession, that s/he sometimes needs to seek advice of a specialist, and that
s/he tries to eliminate his/her professional incompetency by using particularly the internet-based social
networks. Moreover, the Teacher 8, who is likewise an open education graduate, highlights that
particularly the teaching internship applications of preschool teachers are insufficient and that they
cannot realize an effective internship practice. In addition, the Teacher 6 underlines that the formal
education in a campus environment is more effective than the open education.

"As we graduated from the open one [open education], there was not adequate opportunity to do a
teaching internship, etc. and after all, we could not have an education like formal education, we
have the lack of it, too... That is, we are very deficient in this regard... Of course, it's a good feeling, |
mean, even sitting at that desk, it's something like... When you are in the university environment, it's
better." Teacher 8

"As | graduated from the open education, | love to participate in such studies where | can develop
myself and | can be active... Besides, it has always been my unfulfilled desire, as | have said, being an
open education graduate, you know, that university environment, etc., that's why it excited me."
Teacher 6

As it can be seen in the statements of the Teacher 8 and the Teacher 6, it reveals that the preschool
teachers wanted to participate to undergraduate courses in preschool program both due to the fact that
their open education graduation did not support their professionalization process at a sufficient level
and in order to benefit from a process where they could feel active with university culture in a university
environment.

Regarding the professionalization of the preschool teachers, the fact that courses they took during
their undergraduate education were provided in theory and were not aimed at practice and caused
them to have difficulties in putting such theoretical competencies into practice is revealed in the
statements of the Teacher 20 and the Teacher 25. In addition, they indicated that courses given during
the undergraduate courses in preschool department and courses needed in the field were not provided
to them during their undergraduate education and accordingly caused them to feel professionally
incompetent in this regard.

"...let me explain, that theoretical information you learnt in university doesn't work much here, that
is, yes, it is correct at some point but is very different at other points. In fact, you learn as you gain
experience, you learn as you live, you learn what it is and yes, you learn it in theory but you cannot
be involved in it, in that subject but here, as you are in person involved in the problem, you learn
better and you gain experience." Teacher 20
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"...the courses in theory are different from the situations in the profession... As | have said, the
courses in theory are forgotten. You know, we should put them into practice after a long time. We
see that we don't have enough mind then... For example, as | have just mentioned, it remains in
theory in special education, you know, | expect courses that are aimed a little at practice, that is,
while saying courses aimed at practice, | mean the quality courses where we can address the
problems we have now in the school or where we can conduct studies for such problems. For the
special education, instead of, for example, saying only that the characteristics of the children with
Down's Syndrome are these, etc., there should be something that we can also apply, as | have said..."
Teacher 25

It was observed that the professional need for putting theory into practice, as revealed in the
statements of the Teacher 20 and the Teacher 25, was determinant for the preschool teachers for their
participation in the undergraduate courses in preschool department. It was seen that the preschool
teachers preferred to participate to these courses with the need for enhancing their professional
competencies not only to become practical in finding solutions to problems they encounter in schools
but also to provide a suitable learning process to children having individual differences, such as children
with special needs.

It was highlighted that the desire of the preschool teachers to particularly enrich activities they make
during the learning process in their classes, to be aware of the developmental requirements of children,
and to realize creative, non-monotone and effective applications by paying regard to the high benefit for
children was determinant for their participation in the undergraduate courses in preschool program.

"Let me explain, sometimes you, a teacher, something happens to you in a play or drama course that
you say what | can give much to the children, not monotone, but how | can improve this play, this
drama course, this activity; | mean, | started out aiming this, for this reason. What other things can |
do for the children so that it becomes attractive for them? In fact, that's what's on my mind; | mean,
a monotone activity, or a more exciting and catchier activity? Of course, | prefer the second one,
that's the reason..." Teacher 21

It is disclosed in the expression of the Teacher 21 that the wish of the preschool teachers to diversify
activities they apply in the education environment, to make such activities enjoyable for children, and to
professionally improve themselves affected their participation in the undergraduate courses. It was
determined furthermore that the preschool teachers participated in the undergraduate courses in order
to improve themselves in terms of profession, to learn up-to-date information and practices in the
preschool education, and to develop a different point of view, other than the standard applications of
the preschool education.

"Because development does not have a limit, the world is constantly changing, there are new
developments; in order to follow them, in order to improve myself a bit more, that's the reason..."
Teacher 2

"I hope to improve myself, it can give a new point of view. | think that what we learn here is always
gain because you know, one's talents can lie fallow after some time, | didn't want to experience this,
in short... It has been 6 years, | thought that it might be a recall, | might know different teachers;
after all, the teaching styles of teachers are different. While teaching a lesson, we can teach it from
very different aspects. | believe that this will give different perspectives.” Teacher 16

It is underlined in the statements of the Teacher 2 and the Teacher 16 that the preschool teachers
participated in the undergraduate courses in preschool program being aware of their requirements
related to the competency of updating their own professional competencies over time, closely following
changing paradigms in the preschool education, and reflecting them in their practices. In addition, it was
indicated that their desire to improve themselves in parallel with changes and transformations in
education and to include them in their own educational practices were also determinant for their
participation in such an in-service training.
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While it was observed that the requirements of the preschool teachers, who participated to the
preschool undergraduate courses, vary by their own professional competencies, it was also determined
that they need a university-based in-service training process.

Views on Experiences in Undergraduate Courses Attended

The opinions of the preschool teachers, who continued to the preschool undergraduate courses for
12 weeks, about their experiences and their suggestions to increase the quality of the training in which
they participated were received and evaluated. In this regard, the "experiences" theme was created.
The preschool teachers stated that their experiences during the training process were focused on theory
to practice and on interaction in the training process.

The preschool teachers, who participated to the undergraduate courses, declared that they found
their experiences in the training process important, that they put competencies they gained in the
training process into practice, that they planned the activities, in which students participate actively,
together with students, and that they realized activities included in the daily flow in a more effective
and quality manner.

"...I applied the things | learned and | saw that they were practicable and | saw that they were liked
much by the children, | mean, this amazes me. The simple things attract their attention very much.
For example, | took attendance, | applied to my class the technique for taking attendance that the
instructor taught in the class, it is awesome. The children still do that with pleasure... Following the
course we took in the in-service training, we made candy jars with Eva foam. | made candies and |
attached the pictures of the children on them. | prepared a schedule from Monday to Friday. The
children took the candies by seeing their names and attached them under their names. They do this
by themselves. The children are actively involved; they include themselves in the work. That is, it was
the theme that "your presence in the class is very important for me" and we did this with candy jars
and the children became very happy. Joining the lines in a different way, in the meaning of
respecting the diversity, this was emphasized much. The instructor showed us in 2-3 studies the
respect for diversity, thinking in a different way, creative thinking, etc., they are very simple things
and | applied all of them. | mean, with the sticks and pictures, very simple pictures the instructor
showed us, the diversity was taught, | applied all of them..." Teacher 3

As stated by the Teacher 3, the teachers explained that the pedagogical competencies gained during
the training process were transferred directly into the class environment and in this sense, even routine
activities were transformed into non-monotone and more amusing activities where the participation of
children was higher. Moreover, it was declared by the teachers that they felt more competent in terms
of planning the creative teaching process and this process facilitated the adaptation of children to
learning. They also stated that they did not feel competent in terms of planning aimed at children with
special needs and in terms of the process of inclusive education but they improved themselves during
the training process and they reflected this to their practices.

"I have a special education student. In the past, | used to respond to the student like this: For
example, | used to try to have the student make something that the student didn't want to make.
But our instructor gave an example while teaching that this should not be done. For example, our
instructor, wiping the mouth of the child with a wet wipe may not please the child, but there is not a
situation like this anymore, anything that is not liked by the child is removed. | learned that there
must not be any such forced things, for instance." Teacher 7

It was revealed in the statement of the Teacher 7 that the preschool teachers who participated in
the training aimed at the inclusive education students successfully overcame difficulties they had in
practice; following the training, they eliminated wrong practices, which they used to apply before the
training, and they updated their wrong or missing knowledge.
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When the experiences of the preschool teachers, who participated to the undergraduate courses,
are evaluated, it was revealed that there was a positive interaction between the teachers and the
undergraduate program students, this interaction made differences in the perspectives of the preschool
teachers, and the mutual interaction was at a high level, unlike the in-service training provided by the
MoNE.

"In the beginning, when we went to the class, being with students, for example, was a different thing
for us, it was nice for us. Because normally, the in-service training provided to us was always with
teachers. We used to look at situations always from a teacher perspective, now we have seen the
situations also from their perspective and with things they encounter when they are just students.
We have looked from the perspective of the teachers who will graduate soon and who have not
started working yet and this has enriched us and broadened our viewpoint in fact..." Teacher 2

It is understood from the explanations of the Teacher 2 that the interaction the preschool teachers
had with the undergraduate program students gave a different point of view to them, being with the
undergraduate students during the training eliminated their monotony and the preschool teachers
shared their experiences with the undergraduate students by placing themselves in the centre of a
dynamic learning.

"It's very different, | have felt myself some valuable during this seminar. They would benefit from my
experiences, as a teacher, and they said this, they asked a few questions, and | told my own
experiences during the seminar as | am an active implementer. The other seminars are totally
different and they are provided single-sided, in a monolog style, here it's totally different... Far
better, absolutely far better, | didn't think that it would be like this, | didn't think that | could take
part more actively but during each class, thanks to our instructor who allowed us to speak, asked our
opinions, and we had the opportunity to understand what we practiced, it has been beyond my
expectations." Teacher 3

As mentioned in the opinions of the Teacher 3, the preschool teachers participated in such an in-
service training for the first time, the interaction was high in the preschool undergraduate courses, and
an effective process that was dominated not by a monolog but a mutual dialog was carried out
compared to the previous in-service training they received in the past. Furthermore, the preschool
teachers indicated that they shared their experiences and practices in the class environment and they
found solutions to problems they had in practice with a plural participation. On the other hand, it was
determined that the preschool teachers had a high level of interaction not only with the undergraduate
program students but also with the instructors providing the training and this motivated the preschool
teachers more particularly in practice.

Suggestions for In-Service Programs

In view of the opinions of the preschool teachers who participated to the undergraduate courses, it
was observed that the teachers developed suggestions for the model provided to them and such
opinions were evaluated under the "suggestions" theme. When the suggestions of the preschool
teachers were evaluated, it was seen that they emphasized the "duration of the training" and the
"quality of the instructors".

The preschool teachers stated that courses spread over the term as they preferred was an advantage
for them, short time in-service training in which they participated in the past did not provide any benefit
for them, and this degree program was more functional as it was spread over time. Furthermore, it was
highlighted, in the opinions of the Teacher 8 and the Teacher 6, that the preschool teachers would
prefer to participate in the suggested functional in-service training programs spread over time, and in-
service training programs to be provided by other institutions must be designed in a similar manner.

"I don't believe that the training we have in meeting rooms or anywhere for a few hours is very long-
lasting or catchy. This kind of continuous training in which we can participate for a long time... | wish
that all seminars were like this, so we will participate in them." Teacher 8
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"Of course, that was good that it was spread over the term. In terms of the process, | had at least the
opportunity to compensate and make something, | don't know how to say, more different, | mean, |
had the opportunity to catch up with the other when | missed a subject. In this respect, that was nice
that it was spread over the process." Teacher 6

On the other hand, it was that the preschool teachers, who participated to the undergraduate
courses, emphasized not only the duration and functionality of the in-service training but also the
quality of the instructor providing the in-service training.

"l often participate in in-service training programs. | also participated in those provided by the
Ministry of National Education and | found some deficiencies there. For example, fully
comprehensive answers were not given to our questions, the trainer might have lack of knowledge
and | thought that it was somewhat formality, but this seminar, as | have said, has been very
different from the seminars provided to us by the Ministry of National Education. For example, we
liked it very much that we were much involved in this training interactively as participants, but the
other training programs were always provided with the projection of slides..." Teacher 3

"First of all, | believe that the trainer to provide this in-service training is important. S/he must be a
really well equipped person in terms of knowledge, the content is important; what will it give to us,
how current are topics, how much does it follow the development? These are important but, in my
opinion, the most important of all is the trainer and the knowledge of the trainer." Teacher 2

It was observed that the preschool teachers consider that in-service training programs of the MoNE
they received in the past were provided in a monotone manner, the contribution of such training
programs to their professional competencies was weak, and they consider themselves passive receivers.
However, the preschool teachers indicated that the undergraduate courses training in which they
participated was different from the in-service training provided by the MoNE because they felt more
active in this training, and they improved their professional competencies with up-to-date subjects and
practices. It was disclosed, with the opinions of the Teacher 2 and the Teacher 3, that the preschool
teachers, who participated in the in-service training program, emphasized the importance of in-service
training to be provided by other institutions in the same manner, in-service training provided by the
MoNE should be revised in this respect and competencies such as qualified, interactive, participative,
being able to follow current information and practices should especially be taken into consideration in
the selection of the trainer.

Conclusion and Discussion

Some important findings were obtained in this study aiming to determine the opinions of the
preschool teachers about the undergraduate courses they attended in a preschool program with the
purpose of supporting their professional competencies. The first finding is that the preschool teachers
needed an in-service training. It was observed that there were many reasons driving the preschool
teachers to participate in these undergraduate courses. Graduation from open education undergraduate
program, insufficiency of the undergraduate/associate's degree education, need for professional
development, and finding solutions to problems encountered in practice were among these reasons.
They indicated that they needed the suggested alternative in-service training due to the fact that the
open education system neither adequately supports the professionalism process of preschool teachers
nor provides an active participation for preschool teachers during the learning process. On the other
hand, in the research of Gultekin (2006), it was stated that preschool teacher candidates from the open
education faculty have a positive perception for their learning process and they gain their teaching
competencies. Likewise, Gultekin (2010) indicated that the visual, audio and written sources provided to
preschool teacher candidates in the open education process are considered sufficient by the preschool
teacher candidates studying in the open education system, and furnish their academic competencies.
However, in this study, the preschool teachers declared that the reason for the professional problems
they have particularly in practice is the learning processes based on the open education. It was
determined that preschool teachers who graduated from the open education faculty have problems in
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terms of classroom management and adopt an authoritative attitude (Gol-Guven, 2009) and preschool
teachers who are open education graduates practice negative strategies against children with
problematical behaviors (Uysal, Altun & Akgiin 2010). Moreover, preschool teachers, who are open
education graduates, were found as having fewer competencies compared to those who graduated
from the formal education in terms of applying in-class activities and particularly making preparations
for school (Bay & Alisinanoglu, 2012; Gable & Halliburton, 2003). In the study conducted by Aktan Kerem
and Comert (2005), preschool teachers stated that one of the problems they have in terms of their
profession is the type of education from which they graduated, the open education graduates do not
feel competent in the practice, and they want to participate in in-service training programs to develop
themselves in this regard.

It was observed in this study that the factors such as the desire of the preschool teachers to
enrichactivities they make during the learning process in their classes, to be aware of the developmental
requirements of children, to realize creative, non-monotone and effective applications by paying regard
to the high benefit for children, and to find solutions to problems they encounter in their schools were
determinant for their participation in the undergraduate courses. Researches conducted (Egert, Fukkink
& Eckhardt, 2018; Scarinci, Rose, Pee & Webb, 2015; Vu, Han & Buell, 2015) unveil that quality
preschool education practices are associated with the pedagogical competencies of teachers. It has
been emphasized that teachers preferred to participate in the in-service training program in order to
increase their professional competencies, to enrich effective activities in the class, and for their belief
that the in-service training would improve their competencies.

It was determined that the preschool teachers taking part in this study participated in the suggested
in-service training program with the purpose of providing a suitable learning process and applying an
effective inclusive education for children having individual differences such as children with special
needs. In the study of Seger (2008), it was determined that the preschool teachers who participated in
the in-service training enriched their inclusive education practices and their perspective for children
with special needs was changed in a positive way following the in-service training provided. In the
research conducted by Sharma, Forlin and Loreman (2008), the attitudes of preschool teachers, from
different countries, both towards children with special needs and inclusive education were found to be
changed positively following in-service training for inclusion provided with the aim of carrying out
appropriate inclusion practices for children with special needs.

The preschool teachers, who attended the undergraduate courses, declared that they found their
experiences in the in-service training process important, they put competencies they gained with these
experiences into practice, and they planned creative teaching activities, in which children participate
actively, together with children. The preschool teachers stated that practices they realized facilitated the
adaptation of the children to the process, they performed an effective classroom management,
activities in class were transformed into non-monotone activities and evolved into a more amusing
process, and the participation of the children was also at a high level. Previous research (Burchinal,
Cryer, Clifford & Howes, 2002; Dunst, 2015; Honig & Hirallal, 1998; Toran, 2019; Vu et al., 2015;
Williams, 2010) determined that in professional development programs, preschool teachers
transformed themselves in a positive manner, this transformation also rapidly reflected to the quality in-
class practices, and the professional satisfaction of teachers increased. In this study, on the other hand,
it was highlighted that the preschool teachers noticed certain wrong practices they realized before the
in-service training and by leaving such wrong practices, they realized more effective practices paying
regard to the high benefit for children. In the study conducted by Hadley, Waniganayake and Shepherd
(2015), it was determined that an alternative in-service training program provided to preschool teachers
was effective and preschool teachers started using different strategies in their professional practices.
Likewise, in another study carried out by McMillan, Walsh, Gray, Hanna, Carville and McCracken (2012),
it was found that the professional development model developed for the professionalization of
preschool teachers was effective and increased their professional competencies. In an action research
conducted by Cain and Milovic (2010), it was stated that preschool teachers who participated in the in-
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service training program allowed a positive change to take place in the preschool education and
preschool teachers gained a lifelong learning competency.

The preschool teachers, who attended the undergraduate courses in the preschool department,
stated that they did not feel competent in terms of planning aimed at the children with special needs
and in terms of the process of inclusive education but they improved themselves during the in-service
training process they received and they reflected this to their practices. Past research (Akay & Gurgir
2018; Bruder, Mogro-Wilson, Stayton & Dietrich, 2009; Mitchell & Hegde 2007; Ozaydin & Colak, 2011;
Secger, 2010), revealed that preschool teachers having a child with special needs in their class required
an in-service training related to inclusive education, and, when their such requirement was met with the
mentorship system and face-to-face in-service training programs, they showed a positive attitude
towards children with special needs and applied an inclusive education suitable for children with special
needs.

The teachers stated that as the preschool undergraduate courses were spread over a long period,
this was an advantage for them compared to other in-service training programs in which they
participated in the past. They emphasized that this process activated the preschool teachers and
increased their professional competencies with up-to-date subjects and practices. The preschool
teachers criticized, in particular, the fact that the in-service training programs they received in the past
were for a short time and they were passive participants in those trainings. The preschool teachers, who
participated in the in-service training program, emphasized the importance of in-service training to be
organized by other institutions in the same manner, in-service training provided by the MoNE should be
revised in this respect. In the study conducted by Diamond and Powell (2011), it was observed that the
interactive and participatory professional development program, which was designed for preschool
teachers, was effective and preschool teachers employed competencies obtained from such training
effectively in their professional practices. Moreover, previous research (Gianina-Ana, 2013; Fuligni,
Howes, Lara-Cinisomo & Karoly, 2009; Kretlow, Cooke & Wood, 2012; Rudd, Lambert, Satterwhite &
Smith, 2009) revealed that preschool teachers participate, with a high participation rate, not in classical
in-service training programs but in in-service training programs that are more dynamic, in which
preschool teachers are involved in the process, that are designed based on a mentorship/coaching
system, and that are effective and suitable for their intended purpose, in order to improve their
professional development in an effective manner and to see the results thereof in the practice.

The teachers indicated that, for in-service training, it is important that the trainer provides the
training in a quality, interactive and participatory manner, and it is required that the trainer has the
competencies to follow up-to-date information and practices. The preschool teachers stated that the
trainers, who were in charge of the preschool undergraduate courses they attended, satisfied these
competencies and the other institutions, and particularly the MoNE, should make the selection of
trainers more carefully. Past research revealed that trainers who directly interact with teachers in in-
service training programs, who provide teachers with mentorship and coaching, and who are specialists
of their fields have an importance in conducting an effective in-service program and in-service training
programs having trainers with these qualifications are preferred more by teachers (Bygdeson-Larsson,
2006; Egert et al., 2018; McMiillan et al., 2012; Williams, 2010).

In conclusion, it was determined that, for their professional development, the preschool teachers are
interested in in-service training models that are different from those provided as standard, that are
dynamic and have a high level of interaction, and that are designed in line with the requirements of
preschool teachers. As a result of the interviews made with the preschool teachers who attended the
preschool undergraduate courses, it was observed that the teachers have expectations for the content
and quality of in-service training programs. The preschool teachers emphasized that the in-service
training programs in which they directly participate and turn the new information they learn into
practice, and which have a high level of interaction with the trainer are more effective, unlike the
classical in-service training programs in which they feel passive, which are monotone and in which they
are not active participants. It was established that the preschool undergraduate courses provided to the
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preschool teachers met both the professional competencies in the program process and those
competencies which they must have gained before and that the professional competencies they needed
in practice were satisfied with the theoretical information. In addition, during the process, it was
highlighted that the planning should be made according to the requirements of preschool teachers in
practice in order to increase the quality of in-service training programs, and it was also observed that
the quality of the trainer to provide the in-service training is also a determinant for the implementation
of the in-service training.

Suggestions and Limitations of Study

In line with the findings of this study, suggestions can be made under three headings regarding in-
service training of teachers. The first of these is to prepare in-service training programs to be offered to
teachers in line with the needs of teachers. However, it is recommended that in-service training
programs to be prepared in line with the requirements are prepared by making multi-dimensional need
analyses. Secondly, it is recommended to evaluate teachers' in-service training program processes, take
into account their experience and update in-service programs in line with these experiences. Thirdly,
given the structural suggestions developed by teachers for in-service training, it is recommended to
review in-service training programs completely in line with the needs of teachers and renew this
dynamic structure in a continuous cycle. In general, it is recommended to develop in-service training
programs that will support the solution of problems encountered by preschool teachers in practice.

The most important limitation of this research is that it is limited to preschool teachers attending
undergraduate courses. However, since the opinions of the teachers are related to the courses in the
undergraduate program they attend, the findings obtained are limited to these views.
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Turkish Version

Girig

Ogretmenin mesleki gelisim siireci genel olarak (iniversite egitimi ile baslamaktadir. Universite
egitimi stirecinde mesleki yeterlilikler edinilmesi ve 6gretmen olarak ¢alisma deneyimi ile de bu siireg
devam etmektedir. Dolayisiyla 6gretmenin mesleki gelisim slreci yasam boyu devam eden siirekli yeni
bilgi ve beceriler ile donatilan bir siireg olarak kabul edilmektedir (Jalongoe, Isenberg & Gerbracht, 1995;
Kosko & Wilkins, 2009). Ogretimde niteligin arttirilabilmesi, yeni yéntem ve tekniklerin etkili bir sekilde
uygulanabilmesi, okullarin pedagojik ikliminin &grencilerin ihtiyaglari Uzerine kurgulanabilmesi igin
O0gretmenlerin mesleki yeterliliklerinin gelistiriimesi ve buna uygun olarak planlanmasi gerekmektedir
(Evans, 2002; Little, 1993). Bu baglamda o6gretmen vyetistirme ve gelistirmenin tarihsel bir kdltir
yaratmasi da kaginilmazdir. Bu tarihsel kiltiir Glkeden Glkeye degisiklik gostermekle birlikte toplumlarin
ihtiyacina gore de farkhlasmaktadir.

Tirkiye’de 6gretmen yetistirme silirecinin 1923’te Turkiye Cumbhuriyeti’nin kurulusu ile basladig
soylenebilir. Toplumun modernizasyonu cumhuriyetin  kurucu kadrolarinin en 6nemli 6ncelik
alanlarindan biri olarak benimsenmis ve bunun igin egitim 6nemli bir lokomotif olarak kabul edilmistir.
Bu sebeple toplumun modernlesmesinin 6nemli bir adimi olarak kabul edilen sekiilerlesme hem egitim
alaninda hem de diger sosyal ve ekonomik alanlarda yapisal diizenlemeleri gerektirmistir (Cakiroglu &
Cakiroglu, 2003). Egitimde bu yapisal dizenleme 1924 yilinda cikarilan Tevhid-i Tedrisat Kanunu ile
egitim tamamen Milli Egitim Bakanligi'na (MEB) baglanarak merkezilestirilmis ve egitimle ilgili yapisal
reformlarin, vyasalarin, okullarda uygulanan programlarin, Ogretmen vyetistirme ve Ogretmen
atamalarinin MEB tarafindan yuritilmesine karar verilmistir (Toran, 2012). Tirkiye’de Ogretmen
yetistirme programlari 1982 yilina kadar MEB tarafindan, 1982’den giliniimiize kadar ise Universitelere
bagh egitim fakilteleri tarafindan yuritiimektedir. 1989 yilina kadar 6gretmen yetistiren programlarin
suresi iki yil iken, 1989 yilindan sonra 6gretmen yeterlilik alanlari yeniden belirlenerek dért yila gikariimig
ancak hem 6gretmen ihtiyacini karsilama hem de niteligi arttirma konusunda sorunlar devam etmistir
(Baskan, Aydin & Madden, 2006; Sisman, 2009). Ogretmenligin tiim alanlarinda oldugu gibi okul dncesi
o6gretmenligi alani da bu degisimlerden etkilenmistir. Ancak 6zellikle cumhuriyetin ilk yillarinda okuma
yazma seferberligi etkin bir sekilde yurutildigiinden dolayi ilkokul kademesine verilen ilgiden daha az
ilgi gosterilmis olup 6zellikle 1990’lardan itibaren ilgi giderek artmaya baslamistir (Deretarla Gul 2008).
Okul ©ncesi egitimde vyayginlastirma ¢alismalari, niteliginin arttirlmasi ve etkili modellerin
uygulanabilmesi icin 6zellikle 6gretmen yeterliliklerine yonelik hedefler olusturulmus ancak okul 6ncesi
egitime erisim sorunu, 6gretmen yetistirmede sorunlar, egitim politikalarinin siklikla degistirilmesi gibi
yapisal bircok sorunlardan dolayi bu hedeflere ulasilamamistir (Toran, 2012).

Okul 6ncesi egitimde yapisal sorunlarla birlikte hizmet 6ncesi sireglerde okul 6ncesi 6gretmeninin
mesleki yeterliliginin arttirilmasinda siklikla degistirilen politikalar dnemli bir engel olarak mesleki gelisim
stirecini olumsuz etkilemistir (Kavak, Aydin & Akbaba-Altun, 2007; Saylan 2013; Yiuksekogretim Kurumu
[YOK], 2018). Bununla birlikte hizmet ici siireclerde de dgretmenlerin ihtiyaglarina uygun yeterliliklerin
kazandirilmasina yonelik merkezi politikalarin sikhkla degistirilmis olmasi 6gretmen vyeterliliklerini
arttirmada sorun yaratmaktadir (MEB, 2017). Okul Oncesi 6gretmenlerine uluslararasi standartlara,
ihtiyaclara ve uygulamaya uygun yeterliklerin kazandirilmasi icin hizmet ic¢i egitim programlari
hazirlanmakta ve MEB tarafindan 6gretmenlere sunulmaktadir.

Turkiye’de hizmet ici egitim programlarinin ilk 6rnegi 1937 yilinda gezici baségretmenler tarafindan
koyde gérev yapan 6gretmenlerin, ihtiyaglari yerinde analiz edilerek pedagojik destek saglama seklinde
baslamistir (Glinel & Tanriverdi, 2014). Ogretmen niteliginin arttirilmasi ve &gretmenin uygulamada
yasadigl sorunlara ¢6ziim tretmek icin gergeklestirilen bu uygulama, 1960 yilindan itibaren MEB’e bagli
Hizmetigi Egitim Daire Baskanhgi tarafindan merkezi bir yapi ile sistematik hale getirilerek uygulanmaya
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baslamistir (Ozer, 2004). Bu merkezi yapi ile 6gretmenlerin mesleki gelisimleri yiiz ylze egitimler ve
basili (kitap, kitapgik vb) yayinlar ile desteklenmeye calisiimistir. Merkezi bir yapi tarafindan yaritilen
hizmet ici egitim programlarinin 6zellikle 6gretmenlerin ihtiyaglarindan uzak olmasi, bdlgesel ve
sosyokultirel sorunlara pedagojik olarak yanit verememesi sebebiyle hizmet igi egitim programlarinin
hazirlanmasi ve sunulmasi 1993 yilinda bakanlk onayi olmak sarti ile MEB’e bagh yerel il milli egitim
middrliklerine birakilmistir (Bayrakci, 2009; Glinel & Tanriverdi, 2014). Bu dénlisiime ragmen hizmet igi
egitim programlarina ilginin az olmasi, 6gretmenlerin ihtiyacini karsilayamamasi, standart bir programin
uygulanmaya calisilmasi, 6gretim ortami ve fiziksel yetersizliklerin olmasi gibi nedenlerden 6tiirii hizmet
ici egitimlerden istenilen diizeyde fayda saglanamadigi gérulmustur. Dolayisi ile denetim ve onay siireci
MEB’de olmak sarti ile Sivil Toplum Kuruluslar, Universiteler ve Ozel Ogretim Kurumlari ve sanayi ile
2006 yilindan itibaren isbirligi yapilarak daha dinamik bir hizmet igi egitim modeli uygulanmaya ¢alisiimis
ve glinimiizde de bu sekilde uygulanmaktadir (Bimen, Ates, Cakar, Ural & Acar, 2012).

Tirkiye’de hizmet ici egitimde gerceklestirilen nitelik ve nicelige yonelik bu yapisal iyilestirmelere
ragmen hizmet ici egitimlerde icerigin uygulamadaki ihtiyaclar yerine egitim politikalarinda belirlenen
hedeflere yonelik olusturulmasi 6gretmenlerin hizmet ici egitimlere karsi ilgisizliginin devam etmesine
neden olmustur (Karasolak, Tanriseven & Konokman, 2012). Yapilan pek ¢ok arastirmada, 6gretmenlere
sunulan hizmet i¢i programlarinin gerek fiziksel gerekse pedagojik olarak yeterli gorilmedigi,
O0gretmenlerin 6zIuk haklari, galisma kosullari, mesleki tiikenmislik ve hizmet ici egitime inang gibi birgok
nedenden dolayi hizmet i¢i programlarina katilimin yeterli dizeyde olmadigi ortaya konmustur (Demirel
& Budak, 2003; Onen, Mertoglu, Saka & Giirdal, 2009). Bununla birlikte okul &ncesi &gretmenlerine
sunulan hizmet i¢i egitim programinin mesleki doyum lzerinde belirleyici olmadigi, mesleki yeterlilikleri
arttirmada hizmet igi egitim programlarinin etkili olmadigi da ayrica saptanmistir (Oztiirk, Oztiirk & Kaya,
2016; Sen, 2011). Yapilan arastirmalar (Akay & Gurgur, 2018, Seger, 2010; Usun & Comert, 2003) mesleki
yeterliligi arttirmada kamu tarafindan sunulan hizmet ici egitimlerin okul 6ncesi 6gretmenlerinin
beklentilerini karsilayamadigl ayni zamanda da okul 6ncesi 6gretmeninin mesleki ihtiyacina gore de
planlanmadigi yonindedir. Bununla birlikte okul ©6ncesi 06gretmenlerinin 6zellikle pedagojik
uygulamalarini zenginlestiren; dogrudan uygulamaya donustirebilecekleri egitimlere ihtiya¢ duyduklari
da ortaya konulmustur (Toran, 2019).

Egitimde niteligin arttirlmasi ve bunun surdurilebilir olmasi igin uygulayici olarak 6gretmenlerin
genelde toplumsal degisime, dénisime ve ihtiyaclara mesleki olarak uyum saglamasi; 6zelde ise
6grencinin ihtiyaglarini karsilayacak yeterliliklere sahip olmasi beklenmektedir (Guskey, 2002). Bu uyum
ve yeterliliklerin edinilebilmesi icin 6gretmenin hem hizmet dncesi hem de hizmet igi siireglerinin birbiri
ile paralel vyuritilmesi ve birbirini desteklemesi gerekmektedir (James, 1979). Bu anlamda,
ogretmenlerin mesleki yeterliliginin toplumsal donlstime katki sunmasi hizmet O6ncesi ve hizmet ici
programlarin bitlnlestirilmis bir sekilde 6gretmene sunulmasi ile mimkiin olabilmektedir (Borko, 2004;
Bygdeson-Larsson, 2006).

Bu baglamda, hizmet ici egitim programlarinin iceriginin glincellenmesi, okul 6ncesi 6gretmenlerinin
ihtiyaglarina gore planlanmasi ve okul 6ncesi 6gretmenleri tarafindan erisilebilir olmasi okul dncesi
egitimde nitelikli uygulamalarin gercgeklestiriimesinde biyilk bir énem tasimaktadir. Ayni zamanda
sunulan nitelikli hizmet igi egitim programi 6gretmenin mesleki yeterliligini etkilemede 6nemli olmakla
birlikte okul oncesi 6gretmenlerinin c¢ocuklarin degisen ihtiyaglarina uygun etkili uygulamalari
gerceklestirebilmelerinde de 6énem arz etmektedir. Bununla birlikte Tirkiye’de 6zellikle okul oncesi
o6gretmenlerinin  mesleki gelisimleri icin sunulan alternatif hizmet ici egitim programlarinin
uygulanmamis olmasi ve hizmet ici egitime yonelik sinirh arastirmalarin (Akay & Gurgir, 2018, Secer,
2010; Usun & Comert, 2003) olmasi da bu arastirmayi énemli kilmaktadir. Bu énem (zerinden mevcut
arastirmada mesleki gelisiminin desteklenmesi igin okul 6ncesi lisans programindaki tercih ettikleri
derslere katilan okul 6ncesi 6gretmenlerinin siirece iliskin gorislerini tespit edilmesi amaglanmaktadir.
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Yontem
Arastirma Deseni

Arastirmada nitel arastirma desenlerinden durum galismasi (case study) benimsenmistir. Durum,
sinirlandiriimis bir sistem olarak tanimlanmakta ve bir olayi, bir etkinligi veya bir sireci icerdigi
belirtiimektedir (Johnson & Christensen, 2014). Mevcut arastirmada durum, mesleki gelisim igin okul
oncesi lisans programlarinda yer alan derslere katilim sireci olarak belirlenmistir. Durum calismasi
arastirmasi, arastirmacinin gergcek yasam, glincel sinirli bir sistem hakkinda coklu bilgi kaynaklari
aracihgiyla derinlemesine bilgi topladigi bir durumun betimlenmesi olarak tanimlanabilir (Creswell,
2013). Yin (1984) durum galismalarinin dort tirt oldugunu belirtirken (akt. Akturan, 2013; Yildirm &
Simsek, 2016) Stake (1995), ise Ug¢ turli oldugunu ifade etmistir (akt. Creswell, 2013; Johnson &
Christensen, 2014) ve bu tirleri i¢gsel durum galismalari, aragsal durum calismalari ve ortak durum
calismalari olarak ayirmistir. igsel durum calismasinin amaci, 6zel bir durumu anlamaktir. Bu desen klasik
tek durumlu bir desendir ve arastirmacinin amaci bu 6zel durumu derinlemesine betimlemektir. igsel
durum c¢alismalari egitim alaninda son derece yaygin olup, 6zellikle bir programi betimlemek, ne kadar
etkili oldugunu goérmek icin siklikla kullanilmaktadir (Johnson & Christensen, 2014). Bu ¢alismada da,
durum c¢alismasi tiirlerinden igsel durum g¢alismasi kullanilmis olup, 6gretmenlerin katildiklari lisans
programlarindaki derslere iliskin gorislerini betimlemek ve egitime katilan 6gretmenler tarafindan lisans
derslerinin degerlendirilmesinin yapilmasinin saglanmasi amaglanmistir.

Katilimcilar

Arastirmanin katihmcilarinin belirlenmesinde kartopu ve 6l¢iit 6rnekleme yontemi olmak Gzere iki
farkh o6rnekleme stratejisi kullanilmistir. Arastirmanin birinci veri toplama asamasinda kartopu
drnekleme yéntemi ile istanbul’da kamuya bagli bagimsiz anaokulu yéneticilerine arastirma hakkinda
bilgi verilmis ve calismaya katiimak isteyen gonilli 6gretmenlere duyuru yapilmasi rica edilmistir.
Yoneticilerin duyurusu sonucunda 6 farkli anaokulundan 26 6gretmen arastirmaya gonilli olarak
katilmigtir. Arastirmanin ikinci veri toplama asamasinin katilimcilari ise, yine bu 26 6gretmen igerisinden
oOlgiit 6rnekleme yontemi ile segilmis 10 6gretmen olusturmustur. Bu 10 6gretmenin segimindeki temel
olgit, 12 haftalik hizmet ici egitim slrecinde en fazla 2 hafta devamsizlik temel belirleyici 6l¢iit olarak
uygulanmistir. Arastirmada temel amac¢ mesleki gelisimi alternatif olarak desteklemek oldugundan, bu
sireci degerlendirmek ancak hizmet ici egitime devamliligi olan 6gretmenlerin daha nesnel bilgi
saglayicisi olacaklari 6n gorisiinden kaynaklanmaktadir. Tablo 1’de arastirmaya katilan katilimcilara
iliskin demografik bilgiler yer almaktadir.

Arastirmaya katilan 26 6gretmene iliskin demografik bilgiler incelendiginde; 6gretmenlerin 20 ile 45
yas araliginda degisen yaslara sahip olduklari ve olduk¢a geng bir 6gretmen grubunu temsil ettikleri goze
carpmaktadir. 26 6gretmenden 18'i lisans mezunu ve 8 tanesi ise 6n lisans mezunudur ve lisans mezunu
26 Ogretmenden 8 tanesinin yaygin 6gretim mezunu oldugu belirlenmistir. Bununla birlikte
o6gretmenlerin 11’nin kadrolu ve diger 6gretmenlerin ise Ucretli 6gretmen statlisiinde calistiklar tespit
edilmistir.

Arastirma Siireci

Arastirmanin gonilli katilimcilan belirlendikten sonra, katiimcilara arastirmacilarin gérev yaptiklar
Universitenin Egitim Fakiltesi Okul Oncesi Egitimi Ogretmenligi Lisans Programi bahar déneminde yer
alan dersler, ders saatleri, dersi veren 6gretim elemani bilgileri iletilmistir. Ogretmenlerden belirtilen
derslerden en fazla 4 tanesinden kendi gereksinimleri dogrultusunda tercih yapmalari istenmistir.
Ogretmenlerden gelen déniitler degerlendirilmis ve “Oyun ve Oyuncak Tasarimi”, “Yaraticilik ve Egitimi”,
“Okul Oncesi Egitimde Kaynastirma” ve “Ozel Egitim” derslerine devam etmek istedikleri belirlenmistir.
Dersler yiiz ylize ve uygulamali olarak sunulmus, derslere katilan 6gretmenlere yonelik 6zel bir uygulama
yapilmamistir. Dersler belirlendikten sonra dersin ilgili 6gretim elemanina bilgi verilmis ve 6gretmenlerin
lisans derslerini takip etme siiregleri baslamistir. Bu sliregte 6gretmenler dersin giin ve saatinde lisans
ogrencilerinin oldugu sinifta, onlarla birlikte derslere katilim gostermislerdir. Belirlenen 4 dersten Oyun
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ve Oyuncak Tasarimi ile Yaraticilik ve Egitimi derslerini ayni 6gretim elemani yiritmekteyken benzer
sekilde Okul Oncesi Egitimde Kaynastirma ve Ozel Egitim derslerinin ikisi de baska bir 6gretim elemani
tarafindan yuritulmektedir. Her iki 6gretim elemani da kendi uzmanlik alanlarinda uzun zaman teorik ve
uygulamali olarak ¢alismis ve her ikisi de doktora derecesine sahiptir.

Tablo 1.

Katilimcilara fliskin Demografik Bilgiler.
Ogretmenin Egitim Egitim
kodu Yasi Cinsiyeti Diizeyi Tarii Mesleki Kidem Kadro Durumu
01 24 Kadin Lisans Orgiin 1 Kadrolu
02* 25 Kadin Lisans Orgiin 2 Ucretli
03* 38 Kadin Lisans Yaygin 18  Ucretli
04 24 Kadin On lisans Orgiin 4 Ucretli
05 27 Kadin Lisans Yaygin 7 Ucretli
06 45 Kadin Lisans Yaygin 6 Kadrolu
07* 33 Kadin Lisans Yaygin 13 Ucretli
Og* 40 Kadin Lisans Yaygin 8 Kadrolu
09 28 Kadin Lisans Orgiin 6 Kadrolu
010* 23 Kadin On lisans Orgiin 1 Ucretli
011 25 Kadin On lisans Orgiin 6 Ucretli
012 32 Kadin On lisans Orgiin 8 Ucretli
013 25 Kadin Lisans Yaygin 7 Ucretli
014* 25 Kadin On lisans Orgiin 6 Ucretli
015 20 Kadin On lisans Orgiin 1 Ucretli
016 26 Kadin Lisans Orgiin 5 Kadrolu
017* 28 Kadin Lisans Orgiin 6 Kadrolu
018 30 Kadin Lisans Orgiin 5 Kadrolu
019 35 Kadin Lisans Orgiin 12 Kadrolu
020* 24 Kadin On lisans Yaygin 2 Ucretli
021 27 Kadin On lisans Yaygin 9  Ucretli
022* 24 Kadin Lisans Orgiin 2 Kadrolu
023 26 Kadin Lisans Orgiin 5 Kadrolu
024 25 Kadin Lisans Orgiin 1 Ucretli
025* 30 Kadin Lisans Orgiin 6 Kadrolu
026 26 Kadin Lisans Orgiin 2 Ucretli

*-derslere diizenli devam eden ve arastirmanin ikinci kismina da katilan 6gretmenler
Veri Toplama Siireci ve Analiz

Arastirmanin verileri, Universitede sunulan okul dncesi lisans derslerine katilmadan 6nce ve sonra
olmak Uzere iki asamada yirutilen yar yapilandiriimis goérismeler yoluyla toplanmistir. Katilimcilar
egitime baslamadan 6nce arastirmacilar 6gretmenler ile tek tek goriiserek uygun olduklari glin ve saati
belirleyip 6n goériismeyi yapmak iizere randevulasmislardir. On gériisme zamani gelmeden 6nce
arastirmacilar  6n gortisme sorularini  6gretmen egitimi konusunda uzman iki akademisyene
yonlendirerek, onlarin fikirleri dogrultusunda hazirlamis ve bu sorulari 3 6gretmen ile pilot gorliisme
gerceklestirerek test etmislerdir. Yapilan pilot goriismede sorularin agik, anlasilir, tarafsiz oldugu
ogretmenler tarafindan teyit edilmis olup, esas goriismede kullanilmak lzere yapilandiriimistir. Pilot
goriismelerin ardindan 26 6gretmen ile &n goriisme yapilmistir. On gdriisme siirecinde, dgretmenlerin
hizmet ici egitime katilma nedenleri ve beklentilerini tespit etmeye yonelik sorular sorulmustur. Bu
sorular, boyle bir egitim siirecine neden gereksinim duyduklari, stirece katilmaya nasil karar verdikleri ve
egitim sirecinden neler bekledikleri ile ilgili sorulardir. On goriismelerden sonra ogretmenlere
katildiklari lisans derslerinin bitiminin ardindan ikinci bir gérlisme yapilacagi belirtilmis ve derslere
katilim siireci baslatiimistir. Ogretmenler, 12 hafta boyunca lisans 6grencileri ile derslere katilmis ve ders
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sireci bittikten sonra, derslere en fazla 2 hafta devamsizlik yapan ve gonulli olan 10 6gretmen ile son
gorismeler yapilmistir. Son goérismelerde 6gretmenlerin slrece iligkin gorugleri, Onerileri ve
beklentilerinin karsilanma diizeyini tespit etmeye yénelik sorular sorulmustur. ikinci gériisme sorulari ise
daha cok beklentilerin karsilanma dizeyi, siirece iliskin olumlu ve olumsuz deneyimleri, daha 6nce
katildiklari hizmet ici egitim programlarindan bezer ya da farkh yanlari ve 6nerilerini belirlemeye yonelik
sorulardir.

Arastirmada, arastirmacilar tarafindan olusturulan bir durum ayrintilari ile betimleyeceginden
verilerin analizinde betimsel analiz teknigi kullanilmistir. Verilerin analizi asamasinda, 6gretmenlerle
yapilan ylz ylze goérigsmeler yaziya dokilmus ve tek tek okunmustur. Arastirmacilar, arastirmanin amaci
ve gorisme sorularini g6z 6niinde bulundurarak okumalarini yapmis ve her bir gériisme igin belirli kodlar
ortaya ¢ikmistir. Kodlama; verinin gesitli yonleri ile isaretlenmesi olarak tanimlanabilir. Kodlama 6znel
olabildigi kadar ayni zamanda da benzer kodlarin yapilabilmesine olanak saglayici sekilde genel olmalidir.
Bu baglamda bu arastirmada, arastirmacilar 6znel olarak yaptiklari kodlamalarin genelleyebilmesini de
saglamak icin katihmcilarin ifadelerini hi¢ degistirmeden yani in-vivo kodlama yapmislardir. Yine kodlama
surecinde hem veri pargalara ayrilmis hem de anlam bitinligl korunmustur. Kodlamalar
olusturulduktan sonra tiim kodlar gézden gegirilmis, her bir analiz yapilirken ya yeni kodlar eklenmis ya
da var olan kodlarla birlestirilmistir. Kodlama sureci devam ederken bazi kodlar gegerligi yitirmis ve
silinmistir. Kodlama siireci doygunluga ulastiginda kodlama asamasi bitmis (Miles & Huberman, 2016;
Roberts & Priest, 2006) ve ardindan, belirlenen kodlar belirli temalar altinda toplanmistir. Bulgular,
katilimcilarin gorislerinden dogrudan alintilar yapilarak sunulmustur.

Arastirmanin Gegerliligi- Gluvenirliligi ve Etik Hususlar

Arastirmada, gegcerliligin ve guvenirligin saglanmasi amaciyla birden fazla strateji kullanilmistir.
Bunlardan ilki, veri toplama siirecine baslamadan 6nce 3 6gretmen ile pilot goriisme yapilmasi ve
dgretmenlerden alinan donitler dogrultusunda gériisme formuna son halinin verilmesidir. ikinci olarak,
arastirmaya katilan 6gretmenler ile birden fazla géristlmesidir. Arastirmada her bir 6gretmen ile iki defa
gorilmis sonrasinda ise toplanan veriler ile uzun siire mesgul olunmasi, derinlemesine betimlemenin
yapilmasi, katilimcilardan geri bildirim alinmasi, katihmcilarin ifadelerinin degistiriimeden kullaniimasi,
notlarin ve ses kayitlarinin kontroli gibi stratejiler kullanilmistir. Bununla birlikte, arastirma etigi
acisindan, arastirmanin  katiimcilarinin - belirlenmesinde yansiz davranilmasi, tim 06gretmenlere
arastirmanin amacindan ve iceriginden acik¢a bahsedilmesi, veri toplama siirecinde gonulligin esas
alinmasi, 6gretmenlerin gercek isim ve kimlik bilgilerinin arastirmada kullanilmamasi icin Ogretmen 1,
Ogretmen 2 gibi kodlamalarin yapilmasi gibi etik ilkeler géz éniinde tutulmustur.

Bulgular

Ogretmenlerin mesleki gelisimlerinin desteklenmesi amaciyla okul éncesi lisans derslerine katilan
o6gretmenlerin sirece iliskin goruslerinin neler oldugunun tespit edilmesi amaciyla yapilan ¢alismada
elde edilen bulgular baslica (i¢ tema altinda toplanmistir. Bu temalar; gereksinimler, deneyimler ve
oneriler olarak saptanmistir.

Okul Oncesi Ogretmenlerinin Gereksinimleri

Okul 6ncesi lisans programindaki tercih edilen derslere katilan okul dncesi 6gretmenlerin gorislerinin
analizi sonucunda elde edilen “Gereksinimler” temasi incelendiginde; 6zellikle 6gretmenleri okul 6ncesi
lisans programindaki derslere katilmaya iten bircok nedenin oldugu goriilmistir. Bu nedenlerin agik
6gretim lisans programindan mezun olmak, lisans/6n lisans egitiminin yetersizligi, mesleki olarak kendini
gelistirmeye duyulan ihtiyag ve uygulamada Kkarsilagilan sorunlara ¢ozimler (retmek oldugu
saptanmistir. Okul Oncesi lisans programindaki derslere katilan 6gretmenlerden ozellikle agik
o6gretimden mezun olan 6gretmenlerin ylz ylze, 6rglin egitim alamamanin yarattigi mesleki yetersizligi
giderecegine vurgu yaparken, ayni zamanda agik 6gretim siirecinin akademik olarak kendilerinin mesleki
gelisim stirecinde akademik yeterlilik saglamadigini vurgulamislardir.
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“Ben agik 6gretim mezunu oldugum igin birebir dersleri alamadigim igin ¢ok eksigim var. Bu eksigimi
de aslinda instagram sosyal medya hani onun Uzerinden yapiyorum ama bir uzmana soracagim
sorular oluyor... Clinkii kendimi ben hep yetersiz hissediyorum agik 6gretim oldugum igin benim
egitimim sadece kendi kendimi gelistirme adina hep bir seyler yapmak istedigim icin” Ogretmen 3

Ogretmen 3’{in ifadeleri incelendiginde, acik 6gretimde birebir ders alamamanin kendisini mesleki
olarak yetersiz hissettirdigini bununla birlikte zaman zaman uzmana danisma ihtiyaci hissettigini ve
ozellikle internet tabanli sosyal aglari kullanarak mesleki yetersizligini gidermeye galistigini vurguladig
gorilmektedir. Bununla birlikte yine acik &gretimden mezun olan Ogretmen 8 ise, okul &ncesi
ogretmenlerinin  6zellikle staj uygulamalarinin yetersiz oldugunu, etkili bir staj uygulamasi
gerceklestiremediklerine vurgu yapmaktadir. Ayrica Ogretmen 6, kampiis ortaminda 6rgiin egitimin agik
ogretimden daha etkili oldugunu vurgulamaktadir.

“Aciktan [Acik Ogretim] mezun oldugumuz icin yeteri kadar bdyle staj yapma imkani falan yoktu
zaten yani normal 6rgin gibi okuyamadik onun da ¢ok eksikligi var... Bayagi bir eksigiz yani bu
konuda... Tabi ki, glizel bir duygu oluyor yani o sirada oturmak bile sey oluyor... Okul ortaminda
olunca daha iyi oluyor bdyle” Ogretmen 8

“Acik Ogretimden mezun olmamdan otiri kendimi gelistirebilecegim boyle aktif olabilecegim
calismalara katilmayi seviyorum... Zaten hep icimde bir ukdedir dedigim gibi agik 6gretimden mezun
hani o Uiniversite ortami falan bu yiizden heyecanlandirdi beni” Ogretmen 6

Okul 6ncesi 6gretmenlerinin agik 6gretimden mezun olmalarinin, hem mesleki gelisim sireglerini
yeterli dizeyde desteklememesinden hem de Universite ortaminda Universite kultirl ile birlikte
kendilerini aktif hissedebilecekleri bir siiregten yararlanabilmek igcin okul dncesi lisans programindaki
derslere katilmak istedikleri Ogretmen 8 ve Ogretmen 6’nin ifadelerinde agiga ciktigi gériilebilmektedir.

“Acikcasi soyle soylim okulda 6grendiginiz o teorik bilgiler burda cokta islemiyo yani evet bazi
noktalarda dogru ama bazi noktalarda cok ayri. Tecriibe sahibi oldukca aslinda 6greniyorsunuz,
yasadikca 6greniyorsunuz onun nasil bir sey oldugunu, evet teorikte 6greniyorsunuz ama tam onun
icine giremiyorsunuz o konunun ama burda bizzat birebir sorunun iginde oldugunuz icin daha iyi
dgreniyorsunuz tecriibe sahibi oluyorsunuz”. Ogretmen 20

“..teoride ki derslerle meslekteki durumlar farkhlik gosteriyor... Bir dedigim gibi teoride ki dersler
unutuluyor. Hani ¢cok zaman sonra uygulamaya dékmemiz gerekiyor. Bir bakiyoruz o zaman yeteri
kadar aklimiz da kalmamis... Mesela az 6nce de bahsettigim gibi 6zel egitimde teorikte kaliyor dedim
ya, ben biraz uygulamaya yonelik, uygulamaya yonelik derken gercekte bizim su an okulda
karsilastigimiz sorunlari ele alabilecegimiz ya da bunlara yonelik ¢alismalar uygulayabilecegimiz
nitelikte dersler bekliyorum. Sadece hani 6zel egitimde mesela Down Sendromlu cocuklarin
ozellikleri sunlardir sunlardir deyip gec¢cmek yerine biraz daha boéyle dedigim gibi bizim de
uygulayabilecegimiz seylerin olmasi...” Ogretmen 25

Okul o6ncesi 6gretmenlerinin mesleki gelisimleri icin kendi lisans 6grenimleri slrecinde aldiklar
derslerin teorik olarak sunulmasi ve uygulamaya dénik olmamasinin teorik yeterliliklerini uygulamaya
déniistiirmede zorluk yasamalarina neden oldugu Ogretmen 20 ve Ogretmen 25’in ifadelerinde agiga
cikmistir. Ayrica okul 6ncesi lisans programinda sunulan dersler ve sahada ihtiya¢ duyulan derslerin
kendilerine lisans 6grenimleri siiresince sunulmadigl bu baglamda mesleki olarak kendilerini yetersiz
gormelerine neden oldugunu belirtmislerdir.

Ogretmen 20 ve Ogretmen 25'in sdylemlerinde de acgiga c¢ikan; teorinin uygulamaya
donistirilmesine duyulan mesleki ihtiyacin okul 6ncesi lisans programindaki derslere katilmalarinda
belirleyici oldugu gorilmustir. Okul 6ncesi 6gretmenlerinin okullarda karsilastiklari sorunlara ¢éziimler
gelistirme noktasinda pratiklik kazanma ile birlikte 6zel gereksinimli ¢ocuklar gibi bireysel farkhliklara
sahip cocuklara uygun 6grenme siireci sunma noktasinda da mesleki yeterliliklerini zenginlestirmek
gereksinimi ile okul dncesi lisans programindaki derslere katilmayi tercih ettikleri gorilmustar.
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Okul oncesi 6gretmenlerinin okul oncesi lisans programindaki derslere katilmalarinda ozellikle
siniflarindaki 6grenme sirecinde gergeklestirdikleri etkinlikleri zenginlestirme, cocuklarin gelisimsel
ihtiyaclarinin farkinda olma ve cocuklarin yiiksek yararini gdzeterek yaratici, monotonluktan ¢ikmis etkili
uygulamalari gerceklestirme isteklerinin belirleyici oldugu vurgulanmistir.

“Ya ben soyle soylim size hani bazen bi 6gretmen bi oyun dersinde olsun drama dersinde olsun oyle
bisey oluyo ki hani monoton degil de daha ¢ok ¢ocuklara ne verebilirim hani bu oyunu bu drama
dersini ben etkinligi daha nasil gelistirebilirim hani buna yénelik bundan dolayi ben yola ¢iktim. Daha
baska ¢ocuklara neler neler yapabilirim ki onlara cazip gelsin diye aslinda benim aklimda olan bu hani
monoton bi etkinlik mi yoksa daha heyecanli daha ¢ok akilda kalici bir etkinlik mi tabi ki de ikincisini
tercih ederim ben bundan dolayi...”Ogretmen 21

Okul 6ncesi 6gretmenlerinin egitim ortaminda uyguladiklari etkinliklerin cesitlendirilmesi, ¢ocuklar
icin eglenceli hale getirilmesi ve 6gretmenlerin kendilerini mesleki olarak gelistirme istegi okul dncesi
lisans programindaki derslere katilimlarini etkiledigi Ogretmen 21’in ifadelerinde agiga ¢ikmaktadir.
Bununla birlikte okul dncesi 6gretmenlerinin kendilerini mesleki olarak gelistirme, okul dncesi egitimde
gincel bilgi ve uygulamalari 6grenme, okul 6ncesi egitiminin standart uygulamalarinin disinda farkh
bakis acilari kazanmak igin okul 6ncesi lisans programindaki derslere katildiklari belirlenmistir.

“Canka gelisimin bir sinirt yok devamli diinya degisiyor yeni gelismeler oluyor onlari takip etmek igin,
biraz daha kendimi gelistirmek icin bu sebeple...” Ogretmen 2

“Kendimi gelistirecegimi umut ediyorum yeni bi bakis agisi dogurabilir ne alirsak kar diye
distiniyorum ben ¢linkii hani insan bir siire sonra insan korebiliyo onu yasamak istemedim agikgasi...
Aradan 6 sene gecti hani tekrar bi hatirlatma olur farkli 6gretmenler tanirrm sonugta
ogretmenlerinde isleyisleri bile farkli biz bir konu islerken ¢ok farkli agilardan isleyebiliyoruz farkli
goriis agilari katacagina inaniyorum.” Ogretmen 16

Okul 6ncesi 6gretmenlerinin zamana karsi kendi mesleki yeterliliklerini giincelleme ve okul dncesi
egitimde degisen paradigmalari yakindan izleme ve bunu uygulamalarina yansitma gibi yeterliliklere
iliskin gereksinimlerinin farkinda olarak okul éncesi lisans programindaki derslere katildiklari Ogretmen 2
ve Ogretmen 16'inin ifadelerinde vurgulanmistir. Bununla birlikte egitimde meydana gelen degisim ve
donlisime paralel olarak kendilerini gelistirme istegi ve bunu kendi egitim uygulamalarina dahil etme
isteginin de boyle bir hizmet igi egitime katilmalarinda belirleyici oldugu dile getirilmistir.

Okul oncesi lisans programindaki derslere katilan okul dncesi 6gretmenlerinin gereksinimlerinin
kendi mesleki yeterliliklerine gore degisim gosterdigi goriilmekle birlikte ayrica Universite temelli bir
hizmet ici egitim surecine de gereksinim duyduklari belirlenmistir.

Katilinan Lisans Derslerindeki Deneyimlere Yonelik Goérisler

Okul 6ncesi lisans programindaki derslere 12 hafta boyunca devam eden okul dncesi 6gretmenlerinin
deneyimlerine ve katildiklari egitimin niteliginin arttirlmasina yonelik onerilerine yoénelik goérisleri
incelenmistir. Bu baglamda “deneyimler” temasi olusturulmustur. Okul ©6ncesi 6gretmenlerinin
katildiklari lisans derslerindeki egitim slrecinde teoriden uygulamaya ve egitim silrecinde etkilesime
odaklandiklarini belirtmislerdir.

Okul 6ncesi lisans programindaki derslere katilan okul 6ncesi 6gretmenlerinin egitim sirecindeki
deneyimlerini 6nemli bulduklari, egitim sirecinde edindikleri yeterlilikleri uygulamaya doénisturddikleri,
cocuklarin aktif katihm sagladiklari etkinlikleri birlikte planladiklari, bununla birlikte giinlik akista yer
alan etkinliklerin daha etkili ve nitelikli bir sekilde gergeklestirdiklerini belirtmislerdir.

“...0grendiklerimi uyguladim ve uygulanabilir oldugunu da goérdim ve cocuklar tarafindan ¢ok
sevildigini de gérdiim yani bu beni sasirtiyor basit seyler ilgilerini cok ¢ekiyor mesela yoklama yaptim
mesela onlara hocanin sinifta 6grettigi yoklamayi sinifima uyguladim miuthis hala keyifle yapiyor
cocuklar... Hizmet icinde aldigimiz dersten sonra seker kavanozu yaptik evadan. Sekerler yaptim
Gzerine resimlerini yapistirdim ¢ocuklarin ve bir cizelge hazirladim pazartesiden cumaya. Cocuklar
isimlerini gorerek alip sekerlerini isimlerin altina yapistirdilar. Kendisi yapistiriyor. Cocuk bilfiil icine

829



Mehmet TORAN, Sevcan YAGAN GUDER — Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 809-868

katiliyor isin igine kendisini katiyor. iste senin sinifta olman benim igin ¢ok énemli temasiydi ve biz
bunu seker kavanozlariyla yaptik cok mutlu oldu g¢ocuklar. Farkliliklara saygi anlaminda gizgileri farkli
sekilde birlestirme daha ¢ok bunun {izerinde durdu. Hoca 2-3 galismada hep farkliliklara saygi, farkl
diistinebilme, yaratici dislinebilmeyi gosterdi bize ¢ok basit seyler ve hepsini uyguladim yani bize
gosterdigi cubuklarla resimlerle ¢ok basit resimlerle seyi yaptik farkliliklari isledik yaptim hepsini
uyguladim ben ...” Ogretmen 3

Ogretmen 3’lin belirttigi gibi egitim siirecinde edinilen pedagojik yeterliligin dogrudan sinif ortamina
aktarildigi, bu anlamda rutin etkinliklerin bile monotonluktan ¢ikarilarak daha eglenceli ve gocuk
katiliminin da Gst diizeyde oldugu etkinliklere gegis yaptiklarini ifade etmislerdir. Bununla birlikte yaratici
ogretim silirecini planlamada kendilerini daha yeterli gérdiklerini ve bu siirecin ¢ocuklarin 6grenmeye
uyumunu kolaylastirdigi 6gretmenler tarafindan ifade edilmistir. Ayrica 6zel gereksinimli ¢ocuklara
yonelik planlamalarda ve kaynastirma egitimi sirecinde 6gretmenlerin kendilerini yeterli gérmedigi;
egitim surecinde kendilerini gelistirdiklerini ve bunu uygulamalarina yansittiklarini belirtmislerdir.

“Ozel egitim dgrencim var. Ogrenciyi daha éncelerde sdyle miidahale ediyordum. Mesela istemedigi
bir seyi ¢ocuga yaptirmaya calistyordum. Ama hocamiz yapilmamasi gerektigini anlatirken 6rnek
vermisti. Ornegin 6gretmenimiz 1slak mendille agzini silme ¢ocugun hosuna gitmeyebilir ama artik
dyle bir durum yok cocugun hosuna gitmeyen bir sey kaldirildi. Oyle zoraki bir sey olmamasi
gerektigini 6grendim mesela”. Ogretmen 7

Kaynastirma Ogrencilerine yonelik egitime katilan okul 6ncesi 6gretmenlerinin uygulamada karsi
karsiya kaldiklari glicliklerin Ustesinden basari ile geldikleri, egitim Oncesi gerceklestirdikleri yanlis
uygulamalari egitim aldiktan sonra giderdikleri, yanlis ya da eksik bilgilerini giincelledikleri Ogretmen
7’nin ifadesi ile agiga ¢ikmustir.

Okul o6ncesi lisans programindaki derslere katilan okul oncesi 6gretmenlerinin deneyimleri
degerlendirildiginde 6gretmen-lisans 6grencileri arasinda olumlu bir etkilesimin ortaya ¢iktigi bu
etkilesimin okul 6ncesi 6gretmenlerinin bakig agilarinda farklilik yarattig ayni zamanda Milli Egitim
Bakanligi (MEB) tarafindan sunulan hizmet ici egitimlerden farkh olarak karsilikli etkilesimin (st dizeyde
oldugu belirtilmistir.

“En basta biz sinifa gittigimizde 6grencilerle birlikte olmak mesela bize degisik geldi ve glizel geldi.
Clinkli normalde aldigimiz hizmeticleri genelde hep 6gretmenlerle oluyordu. Hep 6gretmen bakis
acisiyla olaylara bakiyorduk simdi daha 6grenciyken de onlarin da ilk basta karsilastiklari seylerle de
olaylara bakmis olduk. Daha yeni mezun olacak ise baslamayan 6gretmenlerin géziinden bakmis
olduk o bizi zenginlestirdi acikgasi bakis agimizi genisletti...” Ogretmen 2

Ogretmen 2’nin ifadelerinden anlasilan okul ©ncesi &gretmenlerinin lisans &grencileri ile
deneyimledikleri etkilesimin kendilerine farkh bir bakis acisi kazandirdigini ifade etmektedir. Bununla
birlikte egitim siresince lisans 6grencileri ile birlikte olmanin kendilerini monotonluktan kurtardigini ve
kendilerini dinamik bir 6grenmenin merkezine yerlestirerek mesleki deneyimlerini lisans 6grencileri ile
paylastiklarina zemin hazirladigini ifade etmislerdir.

“Cok farkh bu seminerde kendimi biraz degerli hissettim 6gretmen olarak tecribelerimden
faydalanacaklardi ve soylediler, sordular birka¢ sey sordular ben kendi tecribelerimi de bilfiil
uygulayici oldugum icin seminerde aktardim. Diger seminerlerde tamamen tek tarafli biraz monolog
tarzinda geciyor, burada tamamen farkl... Fazlasiyla, kesinlikle fazlasiyla boyle olacagini
disinmemistim daha aktif olarak katilabilecegimi disinmemistim ama ben her derste sag olsun
hocam bizi kaldirdi fikirlerimizi sordu uyguladigimiz seyleri anlatma firsatimiz oldu beklentimin
Ustiindeydi.” Ogretmen 3

Ogretmen 3’iin gorislerinde de dile getirdigi gibi okul dncesi dgretmenlerinin ilk defa bdyle bir
hizmet ici egitime katildiklari, okul 6ncesi lisans programindaki derslerde etkilesimin Ust diizeyde oldugu,
daha o6nce katildiklari hizmet ici egitimlerle karsilastirtildiginda monologun degil karsilikli diyalogun
hakim oldugu etkin bir stirecin yurattldigidir. Bununla birlikte okul 6ncesi 6gretmenleri deneyimlerini,
uygulamalarini sinif ortaminda paylastiklarini ve uygulamada karsilastiklari sorunlara ¢ogulcu bir
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katilimla ¢oziim Grettiklerini belirtmislerdir. Bununla birlikte okul dncesi 6gretmenlerinin sadece lisans
ogrencileri ile degil, ayni zamanda da egitimi veren 68retim uyesi ile de Ust dizeyde bir etkilesime
girdiklerini bunun &zellikle okul ©6ncesi 6gretmenlerini uygulamada daha fazla motive ettigi
belirlenmistir.

Hizmet i¢i Programlara Yonelik Oneriler

Okul oncesi lisans programindaki derslere katilan okul Oncesi 0Ogretmenlerinin goérusleri
incelendiginde 6gretmenlerin kendilerine sunulan alternatif mesleki gelisim siirecine yonelik 6neriler
gelistirdikleri gorilmis ve bu gorisler “Oneriler” temasi altinda degerlendirilmistir. Okul 6ncesi

O0gretmenlerinin Onerileri degerlendirildiginde “egitimin sliresi” ve “egitimcinin niteligine” wvurgu
yaptiklari goérilmustar.

Okul dncesi 6gretmenleri kendilerinin tercih ettikleri derslerin déneme yayilmis olmasinin kendileri
icin bir avantaj oldugunu, 6zellikle daha 6nce katildiklari hizmet ici egitimlerin kisa streli olmasinin
kendilerine bir yarar saglamadigini, bu lisans programinin zamana yayilmis olmasi ile daha islevsel
oldugunu belirtmislerdir. Bununla birlikte okul 6ncesi 6gretmenleri zamana yayilmis hizmet ici egitimlere
katilmayi tercih edeceklerini, baska kurumlar tarafindan yapilacak hizmet ici egitim programlarinin da
benzer sekilde tasarlanmasi gerektigi Ogretmen 8 ve Ogretmen 6’nin gorisleri ile vurgulanmistir.

“Yani gidip de toplanti salonlari ya da herhangi bir yerde bir iki saat gordiigimiz egitimin ¢ok kalici
olduguna inanmiyorum. Boyle devamliligi olan uzun sire gidebilecegimiz... Keske hep boyle olsa
biitiin seminerler biz de katiliriz, devam ederiz.” Ogretmen 8

“Déneme yayllmasi daha iyi oldu tabi. Siire¢ agisindan en azindan telafi etme ve bir seyleri nasil
desem daha farkl hani birini kagirdigimda birini yakalama imkanim oldu en azindan. O agidan siirece
yayllmasi giizeldi.” Ogretmen 6

Bununla birlikte okul 6ncesi lisans programindaki derslere katilan okul 6ncesi 6gretmenlerinin sadece
hizmet igi egitimin siresi ve islevselligine degil ayni zamanda da hizmet igi egitimi veren egitimcinin de
niteligine vurgu yaptiklari gérilmektedir.

“Hizmet i¢i egitimlere ben ¢ok katiyorum. Milli Egitiminkilere de katildim orda bazi eksiklikler
gordim. Mesela sorularimiza tam olarak kapsamli cevap verememisti egitimci kisi biraz bilgi eksikligi
olabilir ve biraz formalite gibi geldi bize ama bu seminer diyorum ya bizim milli egitimden aldigimiz
seminerlerden ¢ok farkliydi. Mesela bu egitimde ¢ok hosuma gitti biz interaktif olarak biz katilimci
olarak cok fazla o egitimin icindeydik ama diger egitimler hep boyle slaytla gosterim anlatma...”
Ogretmen 3

“Bir kere bu hizmet i¢i egitimi verecek egitmenin 6nemli oldugunu dusinidyorum. Gergekten
donanimli bir kisi olmali, icerik 6nemli bize ne kadar sey katacak, ne kadar giincel konular, gelisimi ne
kadar takip ediyor. Bunlar 6nemli ama 6nemlisi bence verecek kisi egitmen, egitmenin donanimi.”
Ogretmen 2

Okul 6ncesi 6gretmenlerinin daha 6nce katildiklari MEB hizmet ici egitimlerinin monoton bir sekilde
sirdagind, egitimin kendilerinin mesleki yeterliliklerine katkisinin zayif oldugunu, ayni zamanda
kendilerini pasif bir alici olarak degerlendirdikleri goriilmistiir. Buna karsin okul dncesi 6gretmenlerinin
katildiklari okul 6ncesi lisans programindaki derslerin MEB tarafindan sunulan hizmet igi egitimden farkh
oldugunu, kendilerini daha aktif hissettiklerini, glincel konular ve uygulamalar ile mesleki yeterliliklerini
arttirdiklarini belirtmislerdir. Hizmet igi egitim programina katilan okul 6ncesi 6gretmenlerinin baska
kurumlar tarafindan verilecek hizmet ici egitimlerin benzer sekilde verilmesinin 6nemine vurgu yaparak
ozellikle MEB tarafindan sunulan hizmet igi egitimlerin bu dogrultuda gézden gecirilmesi ve egitimcinin
seciminde ozellikle egitim silrecinin nitelikli, interaktif, katilimci, glincel bilgi ve pratikleri takip edebilen
yeterliliklerinin g6z 6niinde bulundurulmasi Ogretmen 2 ve Ogretmen 3’lin gérisleri ile aciga ¢ikmistir.
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Sonug ve Tartisma

Mesleki gelisimin desteklenmesi igin okul 6ncesi lisans programindaki tercih ettikleri derslere katilan
okul 6ncesi 6gretmenlerinin sirece iliskin goruslerinin belirlendigi bu ¢calismada birkag dnemli bulgu elde
edilmistir. Bunlardan ilki, 6gretmenlerin hizmet igi egitime gereksinim duyduklarini belirtmeleridir. Okul
oncesi 6gretmenlerinin okul 6ncesi lisans programindaki derslere katilmaya iten birgcok nedenin oldugu
gorilmustir. Bu nedenlerin; acik 6gretim lisans programindan mezun olmak, lisans/on lisans egitiminin
yetersizligi, mesleki olarak kendini gelistirmeye duyulan ihtiya¢ ve uygulamada karsilasilan sorunlara
¢O6zimler Gretmek oldugu saptanmistir. Agik 6gretim sisteminin, okul dncesi 6gretmenlerin hem mesleki
gelisim surecini yeterli dizeyde desteklemedigini hem de 6grenim slirecinde okul dncesi 6gretmenlerine
aktif katihm sunmadiklari icin 6nerilen alternatif hizmet ici egitime gereksinim duyduklari belirtilmistir.
Buna karsin Gultekin (2006) tarafindan yapilan arastirmada agik 6gretim fakiiltesi okul 6ncesi 6gretmeni
adaylarinin 6grenim siirecine yonelik pozitif algilarinin oldugu ve 6gretmenlik yeterliliklerini kazandiklari
belirtilmistir. Benzer sekilde Gultekin (2010) acik 6gretim sirecinde okul oncesi 6gretmen adaylarina
sunulan gorsel, isitsel, yazili kaynaklarin agik 6gretimde okuyan okul 6ncesi 6gretmen adaylari tarafindan
yeterli bulundugunu ve onlarin akademik yeterliliklerini donattiklari belirtilmistir. Ancak bu arastirmada
okul 6ncesi 6gretmenleri 6zellikle uygulama ile karsi karsiya kaldiklari mesleki sorunlarin kaynaginin agik
o6gretime dayal 6grenim siregleri oldugunu belirtmislerdir. Agik 6gretim fakiiltesinden mezun olan okul
oncesi 6gretmenlerinin sinif yénetimi konusunda sorunlar yasadigi ve otoriter tutum sergiledikleri (Gol-
Guven, 2009), agik 6gretim mezunu okul 6ncesi 6gretmenlerinin gocuklarin sorun davraniglari karsisinda
olumsuz stratejiler uyguladiklari saptanmistir (Uysal, Altun & Akglin 2010). Bununla birlikte agik 6gretim
mezunu okul oOncesi 6gretmenlerinin sinif ici etkinlikleri uygulamada 6zellikle okula hazirlik
calismalarinda yeterliliklerinin 6rgiin 6gretim mezunu okul dncesi 6gretmenlerinden daha dislk oldugu
saptanmistir (Bay & Alisinanoglu 2012; Gable & Halliburton, 2003). Aktan Kerem ve Coémert (2005)
tarafindan yapilan arastirmada, arastirmaya katilan okul Oncesi 6gretmenlerinin mesleki olarak
yasadiklari sorunlardan birinin mezun olduklari 6grenim turd oldugunu, agik 6gretim mezunlarinin
uygulamada kendilerini yeterli hissetmedigini ve bu konuda kendilerini gelistirmek igin hizmet igi egitim
programlarina katilmak istediklerini belirtmislerdir.

Bu arastirmada okul oncesi 6gretmenlerinin okul oncesi lisans programindaki derslere katilmayi
tercih etmelerinde siniflarindaki 6grenme silrecinde gerceklestirdikleri etkinlikleri zenginlestirme,
cocuklarin gelisimsel ihtiyaglarinin farkinda olma ve cocuklarin yiksek yararini gozeterek yaratici,
monotonluktan c¢ikmis etkili uygulamalari gerceklestirme ve okullarinda karsilastiklari sorunlara
¢ozimler gelistirme gibi etkenlerin belirleyici oldugu goérilmustir. Yapilan arastirmalar (Egert, Fukkink &
Eckhardt, 2018; Scarinci, Rose, Pee & Webb, 2015; Vu, Han & Buell, 2015) nitelikli okul 6ncesi egitimi
uygulamalarinin 6gretmenlerin pedagojik vyeterlilikleri ile iliskili oldugunu ortaya koymaktadir.
Ogretmenlerin mesleki yeterliliklerini arttirmak, sinif ici etkili uygulamalari zenginlestirmek ve hizmet igi
egitimin yeterliliklerini arttiracaklarina olan inancglarindan dolayr hizmet i¢i egitime katilmayi tercih
ettikleri vurgulanmaktadir.

Arastirmaya katilan okul dncesi 6gretmenlerinin 6zel gereksinimli ¢ocuklar gibi bireysel farklliklara
sahip cocuklara uygun 6grenme siireci sunmak ve etkili kaynastirma egitimi uygulamak igin 6nerilen
hizmet ici programa katildiklar belirlenmistir. Seger (2008) tarafindan yapilan arastirmada hizmet igi
egitime katilan okul 6ncesi 6gretmenlerinin kaynastirma uygulamalarini zenginlestirdikleri ve alinan
hizmet i¢i egitim sonrasinda 6zel gereksinimli ¢ocuklara yonelik algilarinin olumlu yénde degistigini
belirlemistir. Sharma, Forlin ve Loreman, (2008) yaptiklari arastirmada farkl Ulkelerdeki okul 6ncesi
o6gretmenlerinin 6zel gereksinimli ¢ocuklara yonelik uygun kaynastirma uygulamalari gercgeklestirmek
icin sunulan kaynastirmaya yonelik hizmet ici egitim sonrasinda hem 6zel gereksinimli ¢cocuklara yonelik
tutumlarinda olumlu yonde degisimin oldugu gozlenmis hem de kaynastirma egitime yonelik
tutumlarinda degisim oldugu saptanmustir.

Okul 6ncesi lisans programindaki derslere katilan okul Oncesi 6gretmenlerinin hizmet igi egitim
slirecindeki deneyimlerini édnemli bulduklari, bu deneyimler ile edindikleri yeterlilikleri uygulamaya
donustlrdukleri, cocuklarin aktif katilim sagladiklari yaratici 6gretim etkinliklerini birlikte planladiklarini
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belirtmislerdir. Okul ©6ncesi 0Ogretmenlerinin gergeklestirdikleri uygulamalarin ¢ocuklarin sirece
uyumunu kolaylastirdiklan, etkili sinif yonetimi gergeklestirdikleri, sinif ici etkinliklerin monotonluktan
¢ikarilarak daha eglenceli bir siirece evirildigini ve ¢ocuk katiliminin da Ust dizeyde gergeklestigini
belirtmislerdir. Yapilan arastirmalar (Burchinal, Cryer, Clifford & Howes, 2002; Dunst, 2015; Honig &
Hirallal, 1998; Toran, 2019; Vu vd., 2015; Williams, 2010) okul 6ncesi 6gretmenlerinin mesleki gelisim
programlarinda kendilerini pozitif yonde dontstirdiklerini, bu donlsiimiin ayni zamanda sinif igi nitelikli
uygulamalara hizlica yansidigi ve 6gretmenlerin mesleki doyumunun yiikseldigi saptanmistir. Ote yandan
bu arastirmada, okul 6ncesi 6gretmenlerinin hizmet ici egitim 6ncesi gerceklestirdikleri bazi yanlis
uygulamalarin farkina vardiklari ve bu yanhs uygulamalari terk ederek daha etkin, ¢ocugun yiksek
yararini gozeten uygulamalar gergeklestirdikleri vurgulanmistir. Hadley, Waniganayake & Shepherd
(2015) tarafindan yapilan arastirmada okul 6ncesi 6gretmenlerine sunulan alternatif hizmet igi egitim
programinin etkili oldugu, okul Oncesi Ogretmenlerinin mesleki uygulamalarda farklh stratejileri
kullanmaya basladiklari tespit edilmistir. McMillan, Walsh, Gray, Hanna, Carville & McCracken (2012)
tarafindan yapilan bir baska arastirmada da okul oOncesi 6gretmenlerinin mesleki gelisimleri igin
gelistirilen profesyonel gelisim modelinin etkili oldugu ve okul Oncesi 6gretmenlerinin mesleki
yeterliliklerini arttirdigi bulunmustur. Cain ve Milovic (2010) tarafindan yapilan eylem arastirmasinda
sunulan hizmet igi egitim programina katilan okul éncesi 6gretmenlerinin okul éncesi egitimde olumlu
yonde bir degisimin gerceklesmesine olanak sagladigi ve okul 6ncesi 6gretmenlerinin yasam boyu
o0grenme yeterliligini kazandigini belirtmislerdir.

Okul o6ncesi lisans programindaki derslere katilan okul 6ncesi 6gretmenleri 6zel gereksinimli
cocuklara yonelik planlamalarda ve kaynastirma egitimi siirecinde kendilerini yeterli gérmedigi;
katildiklari hizmet ici egitim sirecinde kendilerini gelistirdiklerini ve bunu uygulamalarina yansittiklarini
belirtmislerdir. Yapilan arastirmalar (Akay & Gurgir 2018; Bruder, Mogro-Wilson, Stayton & Dietrich,
2009; Mitchell & Hegde 2007; Ozaydin & Colak, 2011; Seger, 2010) sinifinda dzel gereksinimli gocuk olan
okul dncesi 6gretmenlerinin kaynastirma egitimi ile ilgili hizmet i¢i egitime ihtiyac duyduklarini, bu
ihtiyaclari mentorlik sistemi ve yiiz yluze hizmet igi egitim programlari ile karsilandiginda 6zel
gereksinimli ¢ocuklara karsi olumlu tutum sergiledikleri ve 6zel gereksinimli ¢cocuklarin ihtiyaglarina
uygun kaynastirma egitimi uyguladiklarini ortaya koymustur.

Okul 6ncesi lisans programindaki derslerinin uzun bir slirece yayilmis olmasinin daha dnce katildiklar
diger hizmet ici egitim programlari ile karsilastirdiklarinda kendileri icin bir avantaj oldugunu
belirtmislerdir. Bu siirecin okul 6ncesi 6gretmenlerini aktif hale getirdigini, glincel konular ve
uygulamalar ile mesleki yeterliliklerini arttirdigini vurgulamislardir. Okul 6ncesi 6gretmenleri 6zellikle
daha once katildiklari hizmet ici egitimlerin kisa silireli olmasini ve sirecte pasif katimci olmalarini
elestirmislerdir. Hizmet i¢i egitim programina katilan okul Oncesi 6gretmenlerinin baska kurumlar
tarafindan verilecek hizmet i¢i egitimlerin benzer sekilde tasarlanmasinin 6nemine vurgu yaparak
ozellikle MEB tarafindan sunulan hizmet ici egitimlerin bu dogrultuda gozden gegirilmesi gerektigini
belirtmislerdir. Diamond ve Powell (2011) tarafindan yapilan arastirmada okul 6ncesi 6gretmenlerine
yonelik gelistirilen interaktif ve katilimci profesyonel gelisim programinin etkili oldugu, okul 6ncesi
O0gretmenlerin mesleki uygulamalarinda bu egitimden edindikleri vyeterlilikleri etkili bir sekilde
kullandiklarini gézlemlemislerdir. Ayrica yapilan arastirmalar (Gianina-Ana, 2013; Fuligni, Howes, Lara-
Cinisomo & Karoly, 2009; Kretlow, Cooke & Wood, 2012; Rudd, Lambert, Satterwhite & Smith, 2009)
okul 6ncesi 6gretmenlerinin mesleki gelisimlerini etkili bir sekilde ilerletmek ve bunun sonuglarini
uygulamada goérmek igin klasik hizmet ici egitim yerine daha dinamik, okul 6ncesi 6gretmeninin silirecte
yer aldigi ve mentorlik/kogluk sistemi ile kurgulanmis etkili ve amacina uygun hazirlanmis hizmet igi
egitim programlarina katilimi Gst diizeyde gergeklestirdiklerini ortaya koymustur.

Hizmet i¢i egitimde egitimi ylrGten egitimcinin siireci nitelikli, interaktif ve katilimci olarak
ylratmesinin 6nemli oldugunu ayrica gilincel bilgi ve pratikleri takip edebilen yeterliliklerinin olmasi
gerektigini belirtmislerdir. Okul 6ncesi 6gretmenleri katildiklari okul dncesi lisans programindaki dersleri
veren egitimcilerin bu yeterlilikleri karsiladigini basta MEB olmak Uzere baska kurumlarin egitimci
secimini daha dikkatli yapmasi gerektigi belirtmislerdir. Ogretmenlerle hizmet ici egitim programlarinda
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dogrudan etkilesime giren, 6gretmenlere mentorlik ve kogluk yapan, bununla birlikte alaninda uzman
olan egitimcilerin etkili hizmet i¢i programinin yirutiilmesinde 6nem tasidigl ve ayni zamanda da
O0gretmenler igin bu 6zellikleri tasiyan egitimcinin oldugu hizmet ici egitim programlarinin tercih sebebi
oldugu yapilan arastirmalarla ortaya konmustur (Bygdeson-Larsson, 2006; Egert vd., 2018; McMillan vd.,
2012; Williams, 2010).

Sonug olarak, okul dncesi 6gretmenlerinin mesleki gelisimleri icin standart olarak sunulan hizmet igi
egitim programlarindan farkli olarak dinamik ve etkilesimin tst diizeyde oldugu ifade edilmis, okul 6ncesi
ogretmenlerinin ihtiyaglarina uygun tasarlanmis hizmet ici egitim modellerine ilgi gosterdikleri
belirlenmistir. Okul 6ncesi lisans programindaki derslere katilan okul dncesi 6gretmenleri ile yapilan
gorismeler sonucunda hizmet igi egitimin igerigi ve niteligi konusunda beklentilerinin de oldugu
gorulmuistir. Okul 6ncesi 6gretmenleri klasik baglamda kendilerini pasif hissettikleri, monoton ve aktif
katilimci olmadiklari hizmet igi egitim programlari yerine dogrudan katilm sagladiklari ve ayni zamanda
da 6grendikleri yeni bilgileri uygulamaya donastirdikleri, egitimci ile etkilesimin st diizeyde oldugu
hizmet ic¢i egitim programlarinin daha etkili oldugunu vurgulamislardir. Okul 6ncesi 6gretmenlerine
sunulan okul 6ncesi lisans programindaki derslerin sadece 6gretim siirecinde degil, ayni zamanda daha
once edinmeleri gereken mesleki yeterlilikleri de karsiladigl, uygulamada ihtiyaglari olan mesleki
yeterliliklerin teorik bilgi ile birlikte karsilandigi belirlenmistir. Bununla birlikte siiregte okul éncesi
O0gretmenlerinin hizmet igi egitim programlarinin niteliginin arttiriimasi igin 6gretmenin uygulamadaki
ihtiyaglarina goére planlamalarin yapilmasi vurgulanmis ve hizmet igi egitimi verecek egitimcinin
niteliginin de hizmet ici egitimin uygulanmasinda belirleyici oldugu gorilmastdr.

Arastirmanin Onerileri ve Sinirliliklan

Arastirmanin bulgulari dogrultusunda 6gretmenlerin hizmet ici egitimine yonelik ¢ baslikta oneriler
gelistirilebilir. Bunlardan ilki 6gretmenlere sunulacak hizmet ici egitim programlarinin 6gretmenlerin
gereksinimleri dogrultusunda hazirlanmasi 6nerilmektedir. Bununla birlikte gereksinimler dogrultusunda
hazirlanacak hizmet igi egitim programlarinin ¢ok yonlG ihtiyac analizleri yapilarak hazirlanmasi
dnerilmektedir. ikincisi ise 6gretmenlerin hizmet ici egitim programi siireglerinin degerlendirilmesi,
deneyimlerinin dikkate alinmasi, bu deneyimler dogrultusunda hizmet ici programin giincellenmesi
dnerilmektedir. Uglinciisti ise 6gretmenlerin hizmet ici egitime yonelik gelistirdikleri yapisal &nerilerinin
dikkate alinarak tamamen 6gretmenlerin ihtiyaglari dogrultusunda hizmet ici egitim programlarinin
gozden gegirilmesi ve bu dinamik yapinin stirekli bir dongi icerisinde yenilenmesi dnerilmektedir. Genel
olarak okul 6ncesi 6gretmenlerinin uygulamada karsilastiklari sorunlarin ¢éziimiine destek olacak hizmet
ici egitim programlarinin gelistiriimesi dnerilmektedir.

Bu arastirmanin en onemli sinirhligi lisans derslerine katilan okul 6ncesi 6gretmenlerle sinirh
olmasidir. Bununla birlikte 6gretmenlerin gorisleri katildiklari lisans programindaki derslere iliskin
oldugu icin elde edilen bulgular bu gorislerle sinirlidir.

834



Mehmet TORAN, Sevcan YAGAN GUDER — Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 809-868

References

Akay, E., & Giirglr, H. (2018). Kaynastirma uygulamalarinda destek 6zel egitim hizmeti sunan
O0gretmenin mesleki gelisimi: Mentorlik. Egitimde Nitel Arastirmalar Dergisi - Journal of Qualitative
Research in Education, 6(1), 9-36.

Aktan Kerem, E., & Comert, D. (2005). Turkiye'de okul oOncesi egitimin sorunlari ve ¢dzim
onerileri. Eurasian Journal of Educational Research (EJER), 21, 155-172

Akturan, U. (2013). Ornek olay calismasi. In: T. Bas and U. Akturan, eds. Nitel Arastirma Yéntemleri. (2nd
ed). Ankara: Seckin Yayincilik, 181-195.

Baskan, G. A., Aydin, A., & Madden, T. (2006). Turkiye'deki 6gretmen yetistirme sistemine karsilastirmali
bir bakis. Cukurova Universitesi Sosyal Bilimler Enstitiisii Dergisi, 15(1), 35-42.

Bay, D. N., & Alisinanoglu, F., (2012). Ana sinifi 6gretmenlerinin okuma yazmaya hazirlik ¢alismalarina
iliskin yeterlilik algilarinin belirlenmesi. Karadeniz Sosyal Bilimler Dergisi, 4(6), 1-14.

Bayrakci, M. (2009). In-service teacher training in Japan and Turkey: A comparative analysis of
institutions and practices. Australian Journal of Teacher Education, 34(1), 10-22.

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

Bruder, M. B., Mogro-Wilson, C., Stayton, V. D., & Dietrich, S. L. (2009). The national status of in-service
professional development systems for early intervention and early childhood special education
practitioners. Infants & Young Children, 22(1), 13-20.

Burchinal, M. R., Cryer, D., Clifford, R. M., & Howes, C. (2002). Caregiver training and classroom quality
in child care centers. Applied Developmental Science, 6(1), 2-11.

Bimen, N. T., Ates, A., Cakar, E., Ural, G., & Acar, V. (2012). Turkiye baglaminda 6gretmenlerin mesleki
gelisimi: Sorunlar ve dneriler. Milli Egitim Dergisi, 42(194), 31-50.

Bygdeson-Larsson, K. (2006). Educational process reflection (EPR): An evaluation of a model for
professional development concerning social interaction and educational climate in the Swedish
preschool. Journal of In-Service Education, 32(1), 13-31.

Cain, T., & Milovic, S. (2010). Action research as a tool of professional development of advisers and
teachers in Croatia. European Journal of Teacher Education, 33(1), 19-30.

Creswell, J.W. (2013). Nitel arastirma yontemleri. Ankara: Siyasal Kitabevi.

Cakiroglu, E., & Cakiroglu, J. (2003). Reflections on Teacher Education in Turkey. European Journal of
Teacher Education, 26(2), 253-279.

Demirel, 0., & Budak, Y. (2003). Ogretmenlerin hizmetici egitim ihtiyaci. Kuram ve Uygulamada Egitim
Yénetimi, 33(33), 62-81.

Deretarla Giil, E. (2008). Mesrutiyet’ten giiniimiize okul dncesi egitim. Cukurova Universitesi Sosyal
Bilimler Enstitlisii Dergisi, 17(1), 269-278.

Diamond, K. E., & Powell, D. R. (2011). An iterative approach to the development of a professional
development intervention for Head Start teachers. Journal of Earlylintervention, 33(1), 75-93.

Dunst, C. J. (2015). Improving the design and implementation of in-service professional development in
early childhood intervention. Infants & young children, 28(3), 210-219.

Egert, F., Fukkink, R. G., & Eckhardt, A. G. (2018). Impact of in-service professional development
programs for early childhood teachers on quality ratings and child outcomes: A meta-
analysis. Review of Educational Research, 88(3), 401-433.

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

835



Mehmet TORAN, Sevcan YAGAN GUDER — Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 809-868

Fuligni, A. S., Howes, C., Lara-Cinisomo, S., & Karoly, L. (2009). Diverse pathways in early childhood
professional development: An exploration of early educators in public preschools, private
preschools, and family child care homes. Early Education and Development, 20(3), 507-526.

Gable, S., & Halliburton, A. (2003, June). Barriers to child care providers' professional development.
Child and Youth Care Forum 32(3), 175-193.

Gianina-Ana, M. (2013). Kindergarten Teachers’ Perceptions on in-service Training and Impact on
Classroom Practice. Procedia-Social and Behavioral Sciences, 76, 481-485.

Gol-Guven, M. (2009). Evaluation of the quality of early childhood classrooms in Turkey. Early Child
Development and Care, 179(4), 437-451.

Gultekin, M. (2006). The attitudes of preschool teacher candidates studying through distance education
approach towards teaching profession and their perception levels of teaching competency. Turkish
Online Journal of Distance Education, 7(3), 184-197.

Gultekin, M. (2009). Quality of distance education in turkey: preschool teacher training case. The
International Review of Research in Open and Distributed Learning, 10(2), 1-24.

Guskey, T. R. (2002). Professional development and teacher change. Teachers and Teaching, 8(3), 381-
391.

Gunel, M., &Tanriverdi, K. (2014). Diinya'da ve Turkiye'de hizmetici egitimler: Kurumsal ve akademik
hafiza (kayiplari) miz. Egitim ve Bilim, 39(175), 73-94.

Hadley, F., Waniganayake, M., & Shepherd, W. (2015). Contemporary practice in professional learning
and development of early childhood educators in Australia: reflections on what works and
why. Professional development in education, 41(2), 187-202.

Honig, A. S., & Hirallal, A. (1998). Which counts more for excellence in childcare staff —years in service,
education level or ECE coursework?. Early Child Development and Care, 145(1), 31-46.

Jalongo, M. R., Isenberg, J. P., & Gerbracht, G. (1995). Teachers' stories: From personal narrative to
professional insight. San Francisco: Jossey-Bass, Inc. Publishers

James, C. (1979). A programme for in-service education for teachers in the early childhood education
field. Journal of In-Service Education, 5(2), 42-44.

Johnson, B., & Christensen, L. (2014). Egitim arastirmalari: Nitel, nicel ve karma yaklasimlar. Ankara:
Egiten Kitap.

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

Kavak, Y., Aydin, A., & Akbaba-Altun, S. (2007). Ogretmen yetistirme ve egitim fakiilteleri (1982-2007).
Ankara: Yiiksek Ogretim kurulu Yayinlari No- 5.

Kosko, K.W., & Wilkins, J.L.M. (2009). General educators’ in-service training and their self- perceived
ability to adapt instruction for students with IEP’s. The Professional Educator, 33(2), 1-10.

Kretlow, A. G., Cooke, N. L., & Wood, C. L. (2012). Using in-service and coaching to increase teachers’
accurate use of research-based strategies. Remedial and Special Education, 33(6), 348-361.

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

McMillan, D. J., Walsh, G., Gray, C., Hanna, K., Carville, S., & McCracken, O. (2012). Changing mindsets:
the benefits of implementing a professional development model in early childhood settings in
Ireland. Professional development in education, 38(3), 395-410.

Miles, M. B., & Huberman, A. M. (2016). Genisletilmis bir kaynak kitap: Nitel veri analizi (Trans. Ed S.
Akbaba Altun & A. Ersoy,) Ankara: Pegem Akademi.

836



Mehmet TORAN, Sevcan YAGAN GUDER — Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 809-868

Milli Egitim Bakanhigi [MoNE]. 2017. General competencies for teaching profession [Online]. Retrived
April 22, 2018, from
http://oygm.meb.gov.tr/meb_iys_dosyalar/2018_06/29111119_TeachersGeneralCompetencies.pdf

Mitchell, L. C., & Hegde, A. V. (2007). Beliefs and practices of in-service preschool teachers in inclusive
settings: Implications for personnel preparation. Journal of Early Childhood Teacher Education, 28(4),
353-366.

Ozer, B. (2004). In-service training of teachers in Turkey at the beginning of the 2000s. Journal of in-
service Education, 30(1), 89-100.

Onen, F., Mertoglu, H., Saka, M., & Giirdal, A. (2009). Hizmet ici egitimin dgretmenlerin dgretim ydntem
ve tekniklerine iliskin bilgilerine etkisi: Opyep 6rnegi. Ahi Evran Universitesi Kirsehir Egitim Fakiiltesi
Dergisi, 10(3), 9-23.

Ozaydin, L., & Colak, A. (2011). Okul &ncesi 6gretmenlerinin kaynastirma egitimine ve “okul éncesi
egitimde kaynastirma egitimi hizmet ici egitim programi”na iliskin gériisleri. Kalem Egitim ve insan
Bilimleri Dergisi, 1(1), 189-226.

Oztiirk, T., Oztiirk, F. Z., & Kaya, N. (2016). Okul 6ncesi 6gretmenlerinin hizmet dncesi egitimlerine iliskin
gorisleri ve hizmet ici egitim durumlari. Erzincan Universitesi E§itim Fakiiltesi Dergisi, 18(1), 92-114.

Roberts, P., & Priest, H. (2006).Qualitative research in social sciences. Nursing Standard, 20, 41-45.

Rudd, L. C., Lambert, M. C., Satterwhite, M., & Smith, C. H. (2009). Professional development+ coaching=
enhanced teaching: Increasing usage of math mediated language in preschool classrooms. Early
Childhood Education Journal, 37(1), 63-69.

Saylan, N. (2013). Surekli degistirilen 6gretmen yetistirme sistemi. International Journal of Curriculum
and Instructional Studies, 3(6), 10-19.

Scarinci, N., Rose, T., Pee, J., & Webb, K. (2015). Impacts of an in-service education program on
promoting language development in young children: A pilot study with early childhood
educators. Child Language Teaching and Therapy, 31(1), 37-51.

Secger, Z. (2010). An analysis of the effects of in-service teacher training on Turkish preschool teachers’
attitudes towards inclusion. International Journal of Early Years Education, 18(1), 43-53.

Sharma, U., Forlin, C., & Loreman, T. (2008). Impact of training on pre-service teachers' attitudes and
concerns about inclusive education and sentiments about persons with disabilities. Disability and
Society, 23(7), 773-785.

Sen, B. (2011). Okul éncesi 6gretmenlerinin mesleki doyumlari ve hizmet ici egitim ihtiyaglari lizerine bir
arastirma (Usak ili 6rnedi) Unpublished doctoral dissertation, Selguk Universitesi Sosyal Bilimler
Enstitlsl, Konya.

Sisman, M. (2009). Ogretmen yeterlilikleri: Modern bir sdylem ve retorik. inénii Universitesi Egitim
Fakiiltesi Dergisi, 10(3), 63-82.

Toran, M. (2012). Early childhood education in Turkey: A critical overview. In K. Inal and G. Akkaymak
(Eds.), Neoliberal transformation of education in Turkey. (pp.191-204), New York: Palgrave
Macmillan.

Toran, M. (2019). Does sense of efficacy predict classroom management skills? An analysis of the pre-
school teacher’s professional competency. Early Child Development and Care, 189(8), 1271-1283.

Usun, S., & Comert, D. (2003). Okul oncesi 6gretmenlerinin hizmet ici egitim gereksinimlerinin
belirlenmesi. Gazi Universitesi Gazi E§itim Fakiiltesi Dergisi, 23(2), 125-138.

Uysal, H., Altun, S. A.,, & Akgiin, E. (2010). Okul o6ncesi 6gretmenlerinin gocuklarin istenmeyen
davranislari karsisinda uyguladiklari stratejiler. ilkégretim Online, 9(3). 971-979.

Vu, J. A, Han, M., & Buell, M. J. (2015). The effects of in-service training on teachers’ beliefs and
practices in children's play. European Early Childhood Education Research Journal, 23(4), 444-460.

837



Mehmet TORAN, Sevcan YAGAN GUDER — Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 809-868

Williams, J. (2010). Constructing a new professional identity: Career change into teaching. Teaching and
Teacher Education, 26(3), 639-647.

Yildirim, A., & Simsek, H. (2013). Sosyal bilimlerde nitel arastirma yéntemleri. (10th ed.) Ankara: Segkin
Yayincilik.

Yiiksekdgretim Kurulu [YOK], 2018. Okul 6ncesi 6Gretmenligi lisans programi [Online]. Retrived June 13,
2019 from http://www.yok.gov.tr/documents/10279/49665/okul oncesi.pdf/7df366cd-74f9-4e5¢c-
b3af-96482405f8bd

838


http://www.yok.gov.tr/documents/10279/49665/okul_oncesi.pdf/7df366cd-74f9-4e5c-b3af-96482405f8bd
http://www.yok.gov.tr/documents/10279/49665/okul_oncesi.pdf/7df366cd-74f9-4e5c-b3af-96482405f8bd

	6-867 etiket
	6-867

