STUDIES IN
SERD EDUCATIONAL RESEARCH
AND DEVELOPMENT

Vol. 2, Issue 1, June 2018

Teacher opinions about school and teacher professional

development 1-31

The impact of Jigsaw and STAD on social studies pre-
: . : . 32-46

service teachers’ academic achievement

Understanding interaction between reading performance
and message awareness, lexical awareness, and 47-70

phonological awareness

Kuantum égrenme modeline gére tasarlanmis ingilizce

o L ) ) 71-92
ogretim programi: 6rnek bir uygulama

e-ISSN: 2618-6063

Biannual peer reviewed scholarly journal



A

A‘JN

ARTVIN CORUH
UNIVERSITESI
2007

SERD STUDIES IN EDUCATIONAL
RESEARCH AND DEVELOPMENT

Vol. 2, Issue 1, June 2018

Studies in Educational Research and Development (SERD) is
a biannual peer reviewed scholarly journal.

Publisher
On behalf of Artvin Coruh University, Prof. Dr. Fahrettin Tilki, President

e-ISSN
2618-6063

Editors
Mustafa Cansiz, Artvin Coruh University, Turkey
Ertugrul Ozdemir, Artvin Coruh University, Turkey
Ulas Ustiin, Artvin Coruh University, Turkey

Publication Date
June 29, 2018

Language of the Journal
English and Turkish

Disclaimer
It is the authors’ responsibility to avoid any kind of plagiarism. SERD does not
accept responsibility for any unethical issues within the articles.

Contact Information
serd@artvin.edu.tr
http://serd.artvin.edu.tr
Artvin Coruh University, City Campus, Faculty of Education
08000, Artvin



SERD STUDIES IN EDUCATIONAL
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Vol. 2, Issue 1, June 2018

Editorial

As a biannual peer-reviewed journal, the first issue of Studies in Educational Research
and Development (SERD) was announced about six months ago and now we are glad
to publish another issue of SERD in June, 2018. We believe any scientific journal
should be developed in an iterative process just as science itself is advanced
progressively. In this sense, we keep trying to improve the quality of SERD in each
issue.

Regarding the improvements following the previous issue, first of all, an e-ISSN has
been reserved for SERD. In addition, SERD has started being indexed in Google
Scholar including the first issue. Last but not least, we have conducted some minor
format changes in the journal to enhance its readability and the appearance.

As we declared before, although the primary language of SERD is English, the articles
in Turkish are accepted to get published in SERD as well for now. However,
considering all the progress we have made up to now, we are planning to publish all
the articles (only) in English starting the first issue in 2019. As another essential step
to create a high quality international journal, we are in the application process of
being indexed in some other comprehensive international academic indices. We
believe SERD will be a respected peer-reviewed journal in education in near future.

We would like thank all the authors and referees who helped us to publish the current
issue of SERD.

If you have any feedback about anything related to format and/or content of SERD, as
the editorial team, we would be more than happy to hear them.

We hope you all enjoy reading the articles.

Sincerely,

The Editorial Team
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SERD ‘ Teacher opinions about school and teacher
professional development

Evren Erzen!

Abstract

This study aims to evaluate teacher opinions about the professional development. The
sample consists of 8 teachers from different branches. These teachers were selected from
two schools with the best and the worst professional development conditions in line
with extreme or deviant case sampling. Semi structured interview form was employed
as the data collection tool. Firstly, the study analyses self-development opportunities of
the teachers within the education system and the schools. Secondly, it addresses the
perceptions of the teachers about the teacher development roles in the schools. Lastly, it
investigates the professional development problems of the teachers that should be
resolved and the difficulties encountered in this process. Within the qualitative research
framework, the data obtained was analysed via descriptive analysis, content analysis
and constant comparison method. The findings illustrate that professional development
of the teachers is largely unsystematic and varies from one school to another. The
implications of the interviews are that the number, accessibility and quality of the in-
service trainings should be enhanced.

Keywords: Teacher, professional development, in-service training, difficulties

Introduction

For many years researchers have studied how to overcome difficulties related to
improving teacher qualifications. In this context, concepts such as school
development and teacher professional development gain more importance every
day. Hopkins (1987) stated that there are different definitions of school development,
the first of these two concepts, are available in the current literature. In one of these
definitions, school development refers to improving schools for better learning.
However, the second definition, which is more comprehensive, regards school
development as a strategy. Applying this strategy, student outputs and management
capacity of the schools can be enhanced. All these are educational transformation

strategies (as cited in Hopkins 1996). Another definition in the same vein is that

1 ORCID: 0000-0001-9726-2688, Artvin Coruh University, Department of Basic Education, evrenerzen@hotmail.com
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school development is used to mean changing education/learning conditions to
achieve educational requirements and make schools more effective (Balci, 2007).
When school development is achieved concepts such as school transformation,
efficiency, and culture are affected, and these concepts are interactive (Hargreaves,
1995). For example, if the school does not attach importance to the job satisfaction of
the teacher and if the teachers are unhappy, they may not want to develop their own
expertise. Or the educational institution is not innovative and lacks a vision based on
professional development may also cause the teacher to perceive the professional
development as unnecessary. So the professional development of teachers cannot be

ignored within this interactive network.

Professional development of teachers can be defined both ideally and realistically.
An idealistic definition is given by Billings. Billings (1977) states that the professional
development of the teachers is a continuous process encompassing the needs of the
personnel. This is a planned process that provides professional satisfaction
opportunities to teachers. According to this definition, personnel are aware of the
development opportunities, experience professional satisfaction and the needs and
actions of personnel appear to be consistent (as cited in Bell, 1991). With a variety of
prepared programs professional development has been proven to increase the
qualifications of teachers (Gaikhorst, Beishuizen, Zijlstraa & Volman, 2015). As a
result, professional development is a factor affecting increases in teacher

qualifications.

The professional development of teachers can be summarized in four steps. These are
participation in in-service training, changes in the knowledge and beliefs of the
teacher, the changes in in-class practices and increases in the quality of the output
(Clarke & Hollingsworth, 2002). Another point of view that summarizes teachers'
expertise is the Lewin model. According to this point of view, there are three steps in
teacher development. These are unfreeze which refers to the teacher abandoning old
beliefs, change which refers to teacher's acquiring new information and refreeze which
refers to assimilating and using the new information (Lewin, 1947). People generally
have difficulty abandoning their beliefs. In other words they accept what they believe
as true and they have a tendency to defend their beliefs. E le Roy (1917) stated people

begin to believe the truth of their dogma, indicating the presence of this tendency.



Studies in Educational Research and Development, 2018, 2(1) 3

Teachers, though not defenders of middle age mentality, are very reluctant to add
new information to what they obtained during training or to accept that their
information may not be up-to-date. However, the information they refuse to update
makes them feel insufficient and the feeling of insufficiency is a factor that negatively
affects people’s motivation (Pajeras, 2003). As a result, a change in teachers” beliefs
provides observable outputs of teacher daily lives. On the way of being more
effective teacher, professional development may lead teachers to update their
knowledges. Via professional development teachers can develop new abilities that

can change the surface of old uneffective education.

Professional development has many outputs for teachers. Some examples of these
outputs are improvement in ability, knowledge, understanding and efficiency in
school (Rhodes & Brundrett, 2009). Schlager and Fusco (2003) do not consider in-
service training merely a course. According to them, in-service training is a learning
process of putting what is learnt into practice. Consequently, professional
development of teachers aims to obtain better student outputs through enhancing the
competence of the teachers (Hampton, Rhodes, & Stokes, 2004). Therefore, it is
necessary to transform schools into more efficient places. As stated by Louise Stoll
(1992), teachers should be efficient researchers to acquire contemporary information,
cooperating partners in the decision-making mechanisms of the schools and be
involved in a continuous learning process to render schools efficient. In the literature,
the key components to successful change are defined as a high level of teacher
cooperation and teachers” involvement in the decision-making mechanisms (Holden,
2002; as cited in Rhodes & Brundrett, 2009). Nevertheless, different components
should also develop to allow change because the change process of the school
encompasses multiple factors such as leadership and management. The effect of
management of the school is related to the leadership at the school. It seems that
management, directly or indirectly, affects the educational quality of the school
(Hallinger & Heck, 2003; Leithwood & Jantzi 2000). School management plays a
crucial role in the development of schools; however, management are only one of the
tens of factors within the ideal systematic structure. Accordingly, for the school to
exhibit a holistic development it is necessary that the multidimensional system gain

functionality.
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A systematic development plan is required in order to achieve sufficient school
development. Within this development plan, the development of the teachers'
expertise takes an important place. To this end, there are 4 professional development
models; these are apprenticeship, course-based, school-based, and school-centred
models. As can be understood from the name of the apprenticeship model, which is
the first of these models, this model is based on the fact that educating teachers in
line with an apprentice-expert relationship may be beneficial. The second model, the
course-based model, proposes that it is possible to create development through
courses such as in-service training, which are currently undertaken in the Republic of
Turkey (Bagc1 & Simsek, 2000, MEB, 1996). It is evident that these two models are
based on individual initiatives. The other two models are based on group
approaches. One is the school-based education model which states that schools
should determine their needs and run a development programme in line with these
needs. The school-centred model emerged out of the need to correct the deficiencies
of the school-based model and advocates that each school needs to put a
development model into practice for personnel. In the school-based model, the
school personnel are responsible for determining all educational needs and running
the development programme. Nonetheless, in this model the school is able to
determine its own needs; however, the trainings performed are more centralized at
institutions like schools (Bell & Day, 1991). In many education systems, one of these
models is used for professional development of teachers. In Turkey, the course-based
model is commonly preferred. The Ministry of National Education figures reveal that
16483 teachers participated in in-service training with 36.6% participation rate in
2009 (MEB, 2009). The 36.6% participation rate might be considered a significant
value but if the aim is to achieve a clear professional development goal, this rate and
in-service training perceptions do not appear to be satisfactory compared to levels in
developed countries. Further, in 2015 and 2016 in service training activity report of
National Ministry of Education (MEB, 2015; 2016), most of the aims of trainings seem
reached, but complaints have still being continuing (Sahin & Tiirkoglu, 2017). Thus,
although in-service training participation rates are acceptable, it can be said that the
effectiveness levels are low. This indicates that in-service training is not effective for

development.
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As seen in the literature, school development and teacher professional development
are intertwined concepts. So it is necessary to consider the other developments in
order to explain the change and development of one. As mentioned above, many
factors, including the attitudes of the students in the school, the in-service training
conducted by the Ministry of National Education and the working atmosphere of the
schools, can be reflected positively or negatively on the professional development of
the teachers. From this point of view, it is aimed in this study that the development
of the teacher professional development and the obstacles to the development of the

teachers are showed.

Method

This study was carried out via a qualitative research method. A phenomenological
research pattern was used in the study. The phenomenological research method is
used with the aim of analysing the perceptions and attitudes of the individuals to

certain subjects, based on their experiences in detail (Creswell, 2012).
Sampling

The extreme or deviant case sampling method was used in the study. Extreme or
deviant case sampling is used when extreme cases can provide rich information
(Neuman, 2007). This sampling method was preferred in this study because
examination of the extreme opposite examples helps explain the limits of a case and
provides detailed information about the subject. Accordingly, two schools in the
Eastern Black Sea Region, Turkey with good and bad working conditions and
professional development opportunities were included in the sampling. Four

volunteer teachers from each school were included in the study.
Participants

In this study, good and bad working conditions, intentional and offensive politics of
school administration to break the motivation of teachers, reduce professional
satisfaction and cooling out. The statements of good and bad working conditions

belong to participants. All participants stated the same opinions about the working



Studies in Educational Research and Development, 2018, 2(1) 6

conditions of schools” which are in the same region. When these two schools were
selected, interviews were made with the teachers from different branches working on
the ground, and the name of the two schools came to the fore in terms of the working
atmosphere. This was followed by interviews with the teachers at the designated
schools and the validity of this classification among the teachers was tested. At this
stage, the opinions of the participants were used in the classification of working
conditions. Teachers in both schools classified both their own schools and other
schools and observed that the best and worst school assessments overlap with each

other in terms of working atmosphere.

T1, working at good school in the chosen region, complained about previous in-
service trainings attended and the lack of quality. Although they are happy with the
attitude of the school management, they suggested that there was not a healthy
cooperation between teachers and school administration. Displaying a comfortable
attitude during the interview, T1 stated they were not afraid of encountering any
problem in the future due to what they would say, and that they would express the

current problems in the most open fashion.

Working at same school with T1, T2 had attended in-service training for their area
and saw the most significant problem of in-service training as insufficient quantity
and quality. Happy with the comfortable attitude of the school management, T2 was
nervous during the interview and contrary to assurances about the confidentiality of
information shared, found it difficult to express their opinions easily. When asked
about the possibilities for professional development at the school, they could not give
a clear answer but said the school was successful in this regard, displaying a

tendency to avoid stating contrary opinions.

Working at the school with bad atmosphere in the region, T3 was an excitable and
energetic person. Before the interview they stated they had experienced severe
bullying. They complained about the lack of seriousness of in-service training
attended in their first years in the profession. They complained that the school had
no possibility for development, in fact even purposely prevented development.
During the interview T3 was observed to be willing to talk about topics of complaint,
reflecting the comforting effect of expressing themselves in gestures and facial

expressions.
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T4 said that she had a different political perspective from management. She added
because of that management would take an unfair action because of her responses.
So she said she was anxious. They worked at the school with good conditions in the
region. With the tension reduced slightly by assurances about the confidentiality of
any answers given before the interview, T4 appeared to be avoiding by only touching
on interpretations and opinions. They stated they were not sufficiently happy with

in-service training received.

Working at the school with bad conditions in the region, T5 was very eager to give
their opinions. Stating they were overwhelmed by severe bullying experienced at the
school and extreme workload, T5 complained that in-service trainings lack quality
and seriousness. Additionally they complained of the intimidating effect of the
school’s lack of any organisation for self-development and that this effect had nearly

caused them to lose interest in their profession.

T6 comfortably participated in the interview with a calm appearance and confident
behaviour. Working at the school with good conditions, T6 complained that the
school presented no opportunities for self-development, and that in-service trainings
attended lacked seriousness and aim. Stating they had experienced less bullying in
the school than their colleagues due to being newly assigned there, T6 still thought

the situation was unacceptable.

T7 worked at the school with good conditions in the region. They talked with
comfortable attitude, stating themselves in a sure manner. They had not attended in-
service training; however, due to what they had seen and heard second-hand, they
thought this training lacked seriousness and did not believe there was any benefit to
it. Though the conditions at the school were good, they stated there was no
supportive vision for expert development and stated that though they had not
exerted any pressure themselves that did not mean they were ignoring the problems

in the system.

T8, working at a school with good conditions, expressed their opinions comfortably
with open statements and body language. They complained that in-service training
received was given by non-experts and lacked seriousness. On the other hand, if they

could use their excess time and energy after working productively (though this was
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very difficult due to tiredness, workload and stress), they thought they would

provide partial personal development with their own means.
Procedure

For teachers working under oppressive and intimidating conditions, the interviews
were conducted in their homes in order for them to express themselves freely, not
feel under pressure and to be free from the anxiety of being labelled. Confidentiality
and school management being aware of the interviews were the primary concerns
voiced by the volunteer participants. In this way, confidentiality was ensured and
school managers were not aware of the interviews. The interviews with teachers
from the second school with good working conditions and where the teachers have
professional development opportunities were held in an empty room allocated for
the interview by the school. This is because teachers stated that carrying out the
interviews in the interview hall allocated by the school would not create any

problems. The characteristics of the participants are presented in Table 1.

Table 1. Background information of participants

Teaching . Working  Received .
?
Code Gender experience Subject area Condition  INSETE? INSETE subject?
T1 Male 34 13 Physm.al Good Yes About branch
education
T2 Male 33 12 Classroom Good Yes About branch
teacher
Pre-school
T3 Female 24 3 . Bad Yes About branch
education
Ta Female 37 14 Classroom Cood Yes About branch and out of
teacher branch
Pre-school
T5 Female 27 5 . Bad Yes About branch
education
Té6 Female 26 4 Pre-schgol Bad Yes About branch
education
T7  Female 27 4 Pre-school Bad No .
education
T8 Female 31 3 Classroom Cood Yes About branch and out of
teacher branch

INSETE: In-service training
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Data Analysis

In the interviews, 9 semi-structured questions were asked. These questions were
thought to reflect the opinions of the teachers about professional development. The
responses obtained were examined though three different analysis methods. These
are (i) descriptive analysis method, which includes direct quotes for highlighting and
objectively reflecting the important points of the statements in the interview, (ii)
content analysis to determine the common themes in the interview records, and (ii7)

constant comparative method to compare opinions.

Participants were asked the following questions. i) How do you evaluate the
possibilities offered by the Ministry of National Education for your professional
development? i) How do you assess the opportunities your school offers for your
professional development? iii) How do you assess the role of teachers in the
development of your school? iv) How do you evaluate teachers' tasks in school
development? v) According to you, do you explain which one of the teacher and the
school develops the other? vi) Do you explain which model is more effective in your
professional development? vii) Which in-service trainings do you contribute more to
your professional development? viii) Can you explain the problems of in-service
training in Turkey? ix) Do you disclose your suggestions for resolving school

development problems?

There is a single encoder in the study. The responses of the participants to the
questions were recorded by voice and after they were transferred to the text, themes
were created by setting similar expressions in the records and the frequencies of
these themes were determined. After the coding process was completed, a
supervisor's opinion was taken to confirm the correctness of the themes and the final
format was given in the direction of the suggestions. In this way, the internal validity

of the work has been tried to be provided.
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Results
In the first phase of the study, participants were asked whether teachers had

systematic professional development opportunities through the Ministry of National
Education or not. The responses given are summarized in Table 2.

Table 2. Views on teacher professional development opportunities via Ministry of

Education
Code T T2 T3 T4 T5 Té6 T7 T8
I can find proper chances to
N
develop myself
I can partially develop myself in J J J J J

this system

No, there is no chance to develop in J J
this system

As Table 2 illustrates, the majority of teachers do not think that the Ministry of
National Education provides good opportunities to teachers for professional
development within the education system. It is worth noting that five teachers gave
partially in answer to the question (12, T4, T5, T6, T8) and complained that they could

not find opportunities for professional development within the system. T5 stated:

“We have a general organization and mass problem to do with in-service trainings. They
cannot resolve the mass problem. They train teachers from different branches at the same
time. Consequently, it inhibits practice. Only theory is taught but we all learnt the theory at

university.”

The same question including their schools was asked to teachers who stated that they
do not have professional development opportunities provided by the Ministry of
National Education with the aim of learning whether they have these opportunities
locally. The results are summarized in Table 3. Table 3 shows the responses about
professional development opportunities provided to the teachers by the schools. It is
evident that the majority of the teachers are unhappy and have complaints. The

striking point is that teachers said "I do not have professional development
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opportunities and I am also prevented from accessing them". The response indicates

the negative and unsupportive working atmosphere at the school.

Table 3. Views on the chance of developing in schools

Code T T2 T3 T4 T5 Te T7 T8
Yes, my school gives me opportunities J

to develop

I can find some partial opportunities N

for development in my school

No, there is no chance to develop J J J J
myself in my school

I can find no chance to develop myself,
I am even prevented from developing \/ l
myself

Taking the opinions of the teachers into consideration, it is clear that teachers do not
think there is a professional development programme being implemented at the
schools. While 4 out of 8 participant teachers stated that they did not have
professional development opportunities, two of them stated that they both lack these
opportunities and are being hindered from development opportunities. Examining
the number who answered this question negatively, it is seen that 6 out of 8 teachers
revealed that no professional development programme is being implemented at the
schools. T1, the only teacher who answered this question positively, was asked about
studies carried out for professional development of teachers and stated that no
barrier exists for teachers who want to develop themselves and they were allowed to
participate in such activities. This response indicates that the limited autonomy given
to teachers seems satisfactory despite the absence of a professional development
programme for teachers within the system. Likewise, T2, who works at a school with
a positive environment, stated that their efforts are not being hindered saying that "I
can find partial opportunities to develop myself'. However, T4, who works at a school
with a positive environment, stated that there was no planned professional
development programme and only individual initiatives were being supported, and

responded negatively to the question.
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Looking at responses by T3 and T5, which are quite interesting examples, it is
possible to gain an impression about the presence of negative working conditions

and hindering attitudes.

T3: “There is no study. There are only obstacles. That is not true... Even when we would like
to participate in such activities, we experienced many difficulties. Difficulties in going,
reaching, and acquiring the information.... There are no such school services, support

services...”

T5 was in agreement with T3: “I don’t think that the school I work at provides many
opportunities. I can even say that they create disadvantages... More precisely, they de-
motivate the teachers. They prevent us from fulfilling what we could achieve. It is about their
perspective on education. They also consider the school a private school, it is not like a state

school; the families of the students have so much to say but the teachers are forgotten about...”

It is understood that management has an influence on these opinions. These opinions
are parallel with the literature studies on the impact of management on school
development. The studies reveal that improving working conditions of the teachers
maximises the impact of the leaders on the teachers (Leithwood, Day, Sammons,
Harris, & Hopkins; 2007). Successful managers are those who try to achieve
professional development at the school with a perspective embracing the personnel
and the students (Rhodes & Brundrett, 2009). It can be said that the study findings
are consistent with the literature. It is understood from the interviews that the
management who display irksome and obstructive attitudes lead to loss of
motivation of the teachers. On the contrary, it is observed that the teachers who work
at the school with a positive working atmosphere tend to ignore many drawbacks at
the school and support management. In brief, it can be observed that satisfaction of

the personnel is a prerequisite to achieving professional development.

At the end of the interviews, it was determined that the intimidating attitudes of
managers towards the teachers results in a loss of enthusiasm for their profession
and decreases the performance of the teachers. It was also specified that teachers who
faced such attitudes are less eager to support school development and are less

enthusiastic about professional development.
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The roles of the teachers in school development

Aln this part of the study, the teachers were asked what kinds of roles they assumed
in the development of the schools they are employed in. The purpose is to reveal
whether they have a role in school development or not. The responses of the teachers

to this question are summarized in Table 4.

Table 4. Ideas about the role of teachers in school development

Code T T2 T3 T4 T5 Té6 T7 T8
Implementing the requirements of

being a teacher is enough v v v v v v
Every kind of work should be done v

Teachers should develop themselves v Xl l

Teachers should participate in social J J

projects

It was understood from the previous questions asked to teachers who participated
into the study that the activities performed were insufficient in terms of professional
development of the teachers. Table 4 indicates that 6 out of 8 teachers (T1, T2, T3, T4,
T7, T8) expressed that it would be enough for the teachers to fulfill the requirements

of the teaching profession.

The second most frequent response was that teachers should develop themselves.
The responses clearly shed light on the fact that teachers consider themselves the

source of the problem and share the responsibility.

Another striking fact that arises when Table 3 and 4 are assessed together is that
many of the teachers believe that the school will develop if the teachers develop themselves
even though they think that the schools do not provide professional development
opportunities. This indicates that there are teachers conscious of problems in these

schools, however, management are incompetent and hinder development.
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T2: "If everyone is sincere, becomes aware of their duties and responsibilities, nothing is

impossible”

With the sentence above, T2 implies that teachers and management have an equal
role in achieving school development. Nevertheless, T2 chooses the word sincerity in
this statement and implies that he or she has some doubts over the meticulousness of
the management when performing their jobs. This situation indicates that teachers
do not trust the personnel at their schools. The mistrust manifesting itself in this
sentence might arise out of intimidating behaviour displayed by other teachers and

other personnel toward T2.

The research conducted has proposed that most studies carried out for school
development might do more harm than good. It can be asserted that lack of sincerity
underlies the intimidating potential of these studies at schools. There are negative
and positive examples regarding how the professional development concept
increases success. This makes the situation controversial (Coe, 2009). Therefore, it
should be considered that the expectation of sincerity of T2 is realistic and

reasonable.

Upon learning the opinions of teachers about the roles that should be assumed in
professional development, another question was asked to reinforce the response to
the question and clarify its contents. This question asked what kinds of the roles
teachers took on in professional development to obtain more concrete suggestions.
Looking at the responses, the content is not very satisfactory. Six out of 8 teachers
who participated in the study stated that teachers should participate in social
projects. This response is quite thought-provoking. Despite the fact that teachers
state they dislike social responsibility projects stipulated by the Ministry of National
Education within the framework of various projects (e.g. conducting the family visits
in a way which encompass the all families) when they exchange opinions with their
colleagues or write on social media, the first response made by the teachers to the
question of what should be done outside the school was participation in social projects.
It is also the first response by the authorities at the Ministry of National Education. It
can be claimed that this situation arises out of the fact that the personnel working
under the body of Ministry of National Education have adopted a similar thinking

system or that they answer the questions without thinking.
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Table 5 illustrates the responses made to the question of what kinds of school
development activities teachers can participate in. It is evident that teachers made

quite limited responses to proposing concrete suggestions.

Table 5. Views on what teachers can do for school development apart from teaching
activities

Code M T2 T3 T4 T5 Te T7 T8

Teachers should do all kinds of
work

Tethers s.hould participate in J J J J J J
social projects

Teachers should develop N
themselves

The question was general in Table 4. The second most frequent response was that
teachers should develop themselves. However, only one condition changed in this
table and teachers were asked how they could contribute to the school apart from
educational activities. The table clearly indicates that only one teacher thinks that he/

she should develop herself/himself.

T6 "It might be family-oriented... Our branch includes families socially not educationally...
Things can be done for the families. E.g. conversation, group meetings... A common project...
Education could be provided implicitly by keeping education in the background...Its purpose
is to provide guidance but education can also be provided implicitly. Education will be our
goal. The tool is different...”

With regard to the question about the educational activities that should be
performed, many of the teachers said that social projects should be implemented and
that especially projects for families should be carried out. It is a generally accepted
fact that family and environmental support are of great importance in projects
implemented for successful school development (Guhn, 2009). The first project about
family education is current parent teacher meetings and interviews and especially for

class teachers or preschool education where children require one-to-one attention,
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contact is made more frequently with parents. Nevertheless, in family education, an
area which needs to be improved, it is highly probable that efforts to develop projects
without practical, easy to understand content and a standard procedure will result in

a waste of time and money.

Figure 1 shows that 6 out of 8 teachers who participated in the study (T1, T2, T3, T4,
T5, T6) think that the basic factor in school development is the teacher. One teacher
T7 thinks that the school is the main factor in development of teachers and another

teacher T8 says that two factors are inseparable. Underlining an important point, T8

expressed that:

Teacher and school
develop together T8

School develops T7

teacher

Teacher develops T T2 T3 T4 TS T6
school

Figure 1. Teachers’ views about which factors come first in development

“If the teacher is good and the school is bad, the teacher develops the school; if the school is
good and teacher is bad, the school develops the teacher. That’s the only possible answer to

this question."

This sentence summarises the essence of school development. It is a relative concept
whether the teacher develops the school or the school develops the teacher. Taking
into consideration that teachers do not go through an intense internship period yet
gain their own skills through the experience gained over time, it is fair to say that

schools must serve as the places that develop teachers. This is because each faculty of
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education provides education with different quality, and every teacher develops
themselves at different levels and in different respects. Within this context, it is
possible to prevent the new teachers from facing problems arising out of

inexperience through the implementation of a programme for minimum

development necessary for teachers.

As seen in Figure 2, the great majority of the teachers (T1, T3, T4, T5, T6) agree on the
apprenticeship model. The majority of the teachers underlined the nature of
teaching, which develops in time. Also, many of the teachers complained about the

inefficient in-service training and the fact that these trainings are only conducted

theoretically.
School focused model T8
School based model T2
Course based model T7
Apprenticeship model T‘l T3 T4 T5 T6

Figure 2. Teachers’ choices of teacher professional development models

In this respect, T4 expresses that:

"I think apprenticeship... For instance, I have been doing something better over the years. I am
becoming better than last year. I have been teaching for 14 years. I look at my first years. It is
definitely experience... Ok, you can participate in the seminars, do other things. They are also

beneficial but what matters is definitely experience... Years are so important...”
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The studies performed reveal that the teacher development models are beneficial. For
instance, a study conducted in England identified that a school-centred development
model is better for teachers (Mc Dougal & Suires, 1997). However, studies carried out
have illustrated that the apprenticeship model is the most important source in
transmitting professional accumulation to the next generation (McCormack, Gore, &
Thomas, 2006). Like most of the teachers whose opinions were asked, T4 advocates
for the apprenticeship model and states that teaching is a profession that develops
through experience. It might be considered that the attitude of T4 is a result of his/her
experience but teachers who are new in the profession share the same opinion. This
perception might result from the fact that even the experience gained within a short
time can be translated into action in the teaching profession. It is not surprising that
the teachers who are aware how much the experience contributes to the educational

environment share the same opinion.
Perspectives of the teachers on in-service training problems

This topic was evaluated with two questions. The first related to what kinds of in-
service trainings were demanded. The details of responses are summarised in Table

6.

Table 6. Teachers” INSETE course demands

Code T1 T2 T3 T4 T5 Té6 T7 T8
Courses related to branch N N N N N
Courses that can help teachers in J J J J J

class, like classroom management

Courses that can enhance the J J
quality of teaching, like elocution

INSETE: In-service training

In Table 6, it is clearly seen that the training demands of the teachers are divided in
two. While the first group demanded training related to their branches, another

group demanded training related to class management and so on. Two teachers, who
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are in the minority, demanded training aimed at enhancing the quality of education.

These two teachers gave examples of courses on diction, visual arts and music.
T3 underlined some overlooked points:

“In my opinion, there are many things necessary for teachers; however, they are not given to
us. Diction might be a good example. We received music lessons. What could have been
taught instead of teaching us to play two childrens songs with a flute? We might have been
taught to use our diagram instead. This is also mentioned in our target gains. Using your
breath correctly. This year I had a hoarse voice. I went to the doctor and he said that I did not

use my breath right. These might sound so simple yet I think we should have such courses. ”

Some of the teachers achieve outputs which are below what is expected within this
system. Professional development opportunities provided by the Ministry are
inadequate for teachers who develop themselves above the average with respect to
the requirements of their profession. The courses opened by the Ministry of National
Education for teachers to develop themselves in the basic characteristics of the
profession disappoint teachers who have already developed themselves in the
relevant fields. Besides, the limited advanced professional development
opportunities results in the perception that this profession is monotonous and closed

to development.

The information in Table 7 was compiled from the opinions of the teachers
concerning the shortcomings observed during in-service training. The majority of the
teachers participating in the study commented in a limited manner on most of the
questions. However, they made more comprehensive responses to this question

compared to the other ones.

The most frequent response in Table 7 is the poor quality of the in-service
organisation. Yet another complaint is that the in-service trainings are only
theoretical and the trainers are incompetent. This response and other responses
underline the fact that the in-service trainings are not implemented properly in the

Republic of Turkey. They are far from ideal and are inefficient.
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Table 7. Teachers” views on INSETE problems in TURKEY

Code T T2 T3 T4 T5 T6 T7 T8

Only theoretical \ \ N

Seen as ineffective by teachers \

Inadequate to supply teacher demands \ \

Forced to join INSETE

All courses not found in every city \ V

Limited number of subjects \ v

Requirement analyses not completed N

regularly

Staff who give INSETE not expert on N N N
the subject of the course

Crowding on these courses

Joining INSETE not enforced V

INSETE planned very badly & N \ \ \
without seriousness
INSETE: In-service training

Underlining the importance of being systematic, T3 expressed that:

"I guess there is an organisational drawback. When we participated in the training, the
professor was not informed about it. He did not even know that he would participate in such
an event. He was called that day and came the next day hurriedly. This is so sad because we
go there prepared, allocate our time. I thought that it would be intense and we would learn
new things. New information... We would leave there loaded with information. But frankly it
was shocking... You spare time, make the effort, go there but there is no trainer. The
organisation is poor and it does not have intense content either. It felt like it was just done to
tick the boxes and was not organised meticulously... And I just heard that it happens each and

every year."

As can be understood from the opinion of T3, the in-service trainings are not
conducted as desired. The trainers are not chosen carefully, and this results in
involvement of incompetent individuals in these trainings. This gives rise to the
perception that in-service training doesn't contribute to the teachers. Both the trainers
and those who assign these trainers contribute to the negative perception of the

trainings and cast doubt on the benefits of in-service training.
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3.3 Solutions offered by the teachers for professional development problems at the

schools

The last part of the study aimed to learn the solutions offered by the teachers for
school development. The purpose of obtaining these responses is to learn whether
the teachers who have complaints about the absence or insufficiency of professional

development can offer solutions. The responses made are given in Table 8.

Table 8. Teachers’ solution suggestions for school development

Code T1 T2 T3 T4 T5 T6 T7 T8
Social activities should be

N
enhanced

Physical infrastructure should be
ies v VoA
maintained

Class populations should be
y J y
decreased

People without teacher
qualifications must not be v
appointed as teachers

Inspectors must be experts in the J
inspected area

INSETE should be systematic &
qualified

Team work should be encouraged J
in school

Management should relax strict N
attitudes toward teachers

Management should be qualified J
in public relations & education

Pupils should be divided into level J
classes

Education should be related with
further education levels

New education models should be
investigated thoroughly & then v v
implemented

Parents should be educated N

Businessmen should support J
schools by providing funds

Branch classes should be created N

INSETE: In-service training
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In Table 8, it is seen that there are many problems with school development. The
interview results show that crowded classrooms and insufficient physical conditions

at the schools are the primary barriers to school development.

Within this context, T5 stated: “Firstly, this mentality has to change... Management should

be leaders. Also teachers should work with intrinsic motivation. ”

T7: “First of all, I would like to touch upon the buildings and the equipment of the school.
School gardens and buildings should be similar to private schools. Why do our children

receive education in worse buildings and bad classrooms?”

T7 expressed that the school buildings have many insufficiencies including
appearance, educational materials and internal equipment. T7 also stated in the
interview that private schools create the image that "They provide high quality
education” with visual appearances and one of the most serious issues for state
educational institutions is that they cannot create the same trust and are not able to
provide the same opportunities. Today, it is considered that physical equipment and
infrastructure are very important, and the extent that lessons taught in classrooms
with broken desks and students shivering with cold are assimilated by the students
is debated. If a student is shivering from cold, they will firstly think about being
warm and will not be able focus on the class. Additionally, drawing a computer
screen instead of teaching using a computer programme directly deprives the
students of the opportunity to practice what is taught and eliminates the opportunity
for experimental learning. This problem and similar problems are related to
improving the physical equipment and the expectation of having a forward-thinking

education system without contemporary physical equipment is not realistic.

T6: “...Focus should be placed on the education, educator and supervision should be

performed properly and the inspectors should be competent”

The studies in the literature suggest that inspection affects the school development in
a positive way (Ehren & Visscher, 2008). However, these studies have not
investigated the impact on the teachers of the inspectors supervising the different
branches. T6 highlighted the fact that supervisors should be chosen from the relevant

fields. T6 stated that the inspectors who examine an irrelevant area (renamed



Studies in Educational Research and Development, 2018, 2(1) 23

education inspectors) created a negative impact on teachers. Therefore, it should be
taken into consideration that the supervisors who received education in the relevant

field should perform supervision.

Discussion

This study aiming to identify the professional development problems of teachers and
schools clearly indicates that there are many challenges ahead of development.
Similarly, in the literature, studies carried out show that there are many challenges

awaiting solutions in the professional development of teachers.

The first finding obtained in this study is that teachers think that the in-service
trainings are not conducted in a planned and serious manner. The second finding is
that in-service trainings only encompass theoretical information and the educators
are incompetent. This results in a loss of trust in in-service training. The third finding
is teachers only weakly believe that the errors in the system will be corrected. Fourth
one is that teachers consider the management to be barriers and find them
incompetent. The fifth finding is that teachers don't believe that preventing
incompetent managers from taking managerial positions is likely. The 6th and last
finding is that the absence of ideal conditions at the schools adversely affects the

quality of the education.

The first finding of the study indicates that the in-service trainings conducted in
Turkey are not satisfactory in terms of quality and content, are not conducted in a
serious manner and are disorganised. Actually, some studies revealing similar
findings about quality problems of in-service training in Turkey are available. These
studies report a serious problem that those who develop, implement and evaluate
the in-service training programs are not educational experts and the current in-
service training developers, implementers and evaluators are not educated in the
respective fields (Aytag, 2000, Ozaydm & Colak, 2011). The findings obtained within
the scope of this study suggest that this problem remains unchanged today.

The in-service trainings, the primary factor that helps teacher development, are not

application-oriented and do not spur development. This is an on-going problem that
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has been encountered with in-service trainings before (Ersoy, 1996; Schlager & Fusco,
2003). The studies conducted reveal that the programmes should be developed by
individuals competent in the field and then with the teachers in order to overcome
in-service training problems (Aydin, 1987). However there are studies which have
found that the school development of management provides nothing to help teachers
develop themselves within their own schools (Nuri & Dagli, 2014). This situation
indicates serious problems with in-service educational activities both within the

school and outside the school.

Research on teachers in preschool education have shown that teachers who perceive
the school culture positively have more self respect, higher occupational satisfaction
and fewer health problems (Wong & Zhang, 2014). As a result to solve problems in
teaching, which is a high-stress job, as much as professional development and school
development are important, it is necessary that school culture be perceived
positively. Management are at the focal point of all these development activities. The
fact that management does not have managerial qualities, vision and communication
skills is considered a factor that impedes professional development of the teachers.
Preliminary studies indicate that management with leadership qualities carries the
development of the schools forward (Rhodes & Brundrett, 2009; Leithwood & Jantzi,
2000). Some teachers who faced suppressive behaviour and psychological violence
were concerned over being labelled, and over facing pressure. This justifies the
evaluation because development is a concept that can be achieved with free thought,
exchange of opinions, discussing needs, and sharing the information in a free
environment (Aysevener, 2017). It cannot be expected that teachers develop
themselves freely at schools where unqualified management who use destructive
language are present (Arslantas & Ozkan, 2014). Therefore, selecting management in
line with competence and questioning whether they have leadership skills or not are
necessary in terms of paving the way for professional development activities.
However, because of the general characteristics of the practices in place so far, it
appears that teachers do not believe that unqualified managers can be eliminated
from the system. To this end, the managers who are knowledgeable, who have
communication and leadership skills should be assigned in the long run and those
who are unqualified should be assigned to different positions. Thus, the trust of the

teachers in the sensitivity shown in selecting the managers will be restored.
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The last finding obtained is that the poor physical conditions at schools adversely
affect teacher development. Teachers stated that high student population negatively
affects the quality of the education and teachers have to exert more energy and be
more devoted in order to enhance the decreasing quality of education. The general
expectations of the teachers include providing service under healthy educational
conditions and finding opportunities to develop themselves. Within this context,
decreasing the number of students in classes, enhancing the working conditions of
the teachers and other physical conditions, selecting management who are skilful
and attach importance to the development of school and teachers are among the
measures that need to be taken. However the development of technology in school
buildings is affected by political decisions and the urbanization process (Ibrahim,
Osman & Bachok, 2014). As a result lowering the number of students in classes
involves topics within the scope of policy-makers, such as building more schools or
increasing the capacity of pre-existing schools. Additionally important
responsibilities fall on managememnt to improve the working conditions in schools.
Researchers have shown that management do not affect self-development of teachers
and school development (Hosgoriir, 2014). However there are many data sources
that can be used to change the working atmosphere and encourage school
development. Resources such as inputs, processes, context and process outputs can
be assessed and are resources that can be used for school development (Ikemoto &
Marsch, 2007). All of these efforts indicating the school’s total development acitivities
suggest the need for qualified leadership. Upon identifying these, it is necessary to
translate a contemporary and efficient in-service training into action. On the other
hand, an interactive communication channel between management, ministry and
teachers free from intense bureaucracy should be established and accordingly, the

problems should be identified within a short time.

One of the most significant limitations of this study is that it encompasses two school
types and it is carried out at pre-school and primary and middle school levels.
Therefore, no information about the extent of the similarity between the problems at
high school level has been obtained. However, previous research showed that the
same problem exists at that education level (Gonen & Kocakaya, 2006; Tekin & Ayas,
2006). So these research findings indicate that these problems exist at other education

levels.
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Even though interviews were held with a total of eight teachers from two different
school types and the opinions of participants from the schools with the best and
worst working conditions were included through extreme or deviant case sampling,
it was found that teachers agree on many points regarded as problems. This situation
indicates that these problems are recognised by different individuals, independent of

their condition and positions.

With results in parallel to the results of previous studies, though this study is helpful
in providing a significant idea about the source of the problem, there is a question
mark as to how much this teacher development problem in the Turkish education
system can be generalised as it was identified from a sampling of only eight
individuals. Different types of generalisation can be used with quantatitive and
qualitative studies. Firestone (1993) defined three generalisation types for known
case to case translation as statistical generalisation, analytic generalisation and
transferability. The appropriate type for our study is analytic generalisation. Analytic
generalisation begins from the current situation and sample and means that similar
results may exist for groups in similar conditions (Polit & Beck, 2010). This study
found that in schools with opposite environments of comfortable, non-coercive and
supportive conditions and coercive, intimidating and psychological violence levels,
teachers working at preschool level, class level and physical education teachers
complained about in-service training and that there were no opportunities to develop
at the school. This shows that the working conditions did not affect their opinions on
the lack of quality of in-service training or on the lack of opportunities for teachers to
develop themselves. At this point, the sampling method becomes important for
generalisation. Extreme or deviant case sampling includes participants working in
the best and worst conditions and is a sampling method that allows researchers to
obtain results about the end-member situations and compare them (Teddlie & Yu,
2007). Within the scope of this study teachers from schools with the best and worst
working conditions in the region had the same opinions of teacher professional
development, so it may be considered that the perception in schools with moderate

conditions will be similar.

While many previous studies have obtained parallel results to the problems

identified in our study (Gonen & Kocakaya, 2006; Erisen, 1998), a comprehensive
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study of the in-service training problems in Turkey has been performed (Aytag,
2000). It was stated that the lack of solutions to this problem was rooted in the lack of
a quality educational policy (Bagc1 & Simsek, 2000). As a result, the most important
finding of this study is the perceptions of teachers in schools without serious
difficulties and good working conditions. Combining the findings of this study with
those from studies completed without using the deviant case sampling method, it
appears that teachers in all working conditions are aware of the problem and draw
attention to common failures. This situation indicates that teachers under different

working conditions see the problem in similar ways.

Future research involving qualitative studies of political bureaucrats determining
educational policies will be helpful to change approaches to teacher professional
development, in spite of the obtained findings, and to determine the true reasons for
failure of development. Additionally repetition of results obtained for education
managers will be helpful to determine the opinions of managers who have their own

complaints and for consideration in studies working toward a solution.
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The impact of Jigsaw and STAD on social
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Abstract

The aim of this study is to compare two cooperative learning methods, jigsaw and
student teams achievement divisions (STAD), in terms of their effects on social studies
pre-service teachers” academic achievement. The study group of the research consisted
of 40 students who attended teaching principles and methods course at Artvin Coruh
University College of Education Department of Social Science Education. Data was
collected during 12 weeks implementation and with Academic Success Test (AST) which
was developed by the researcher and was analyzed with independent samples t-test and
one way analysis of variance (ANOVA). The findings of the research show that STAD is
more effective than jigsaw on social studies pre-service teachers’ academic achievement.

Research also includes the recommendations for future applications.

Keywords: Cooperative learning, jigsaw, STAD, academic achievement, teacher

education

Introduction

Today’s education should make students overcome the difficulties that they would
face in work environment and everyday life. For this reason, “students not only need
knowledge but also communication skills, problem solving skills, creative and
critical thinking skills in the years ahead” (Zakaria & Iksan, 2007, p. 36). Therefore, it

seem that teacher centered, traditional methods which are criticized for not attaching
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enough importance to problem solving and critical thinking skills (Hannafin & Land,
1997), give their place to the learning methods which consider different thinking
techniques and participation. Cooperative learning is one of these methods that is
student centered and aimed to improve social skills. In teacher centered classes
“students become passive recipients of knowledge and resort to rote learning. The
majority of work involved teacher-talk using either a lecture technique or a simple
question and answer that demand basic recall of knowledge from the
learners” (Zakaria & Iksan, 2007, p. 35). In cooperative learning groups on the other
hand, “students are employing their social skills to help all group members to
achieve and to maintain effective working relationships within the group” (Johnson,
Johnson, Holubee, & Roy, 1984, p. 8).

In traditional learning groups students usually study individually and the system is
competitive (Slavin, 1977). In individualistic and competitive models students are
evaluated independently and generally with comparing with each other. This system
is being criticized for many years. On the other hand new research shows that
cooperative teaching techniques provides much more academic achievement and
social development than traditional methods (Slavin, 1978). “An individualistic goal
structure is one in which students are given individual goals, and by using a
criterion-referenced evaluation system students are assigned individual rewards.
Whereas student interdependence is required in the cooperative structure, students
behave quite independent of each other in an individualistic structure.
Individualistic structures usually use a criterion-referenced evaluation
system” (Sherman, 1991, p. 5); however in cooperative learning “by sharing their
knowledge with each other in small groups working toward a common goal,
students can benefit from distributed cognition, where the strengths of one student
complement the needs of another, and each increases her knowledge base” (Coke,

2005, p. 385).

In “cooperative learning, that has been widely researched and used in classrooms
around the world since the 1970s” (Vaughan, 2002, p. 359). Cooperative “teams are
evaluated and/or rewarded on the basis of how much each member improves;
because each student's achievement increases the success of the total team members

work toward a common goal (Ascher, 1986, p. 2). An effective communication occurs
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among the members work together and students force their minds with thinking and
discussing (Bayrakceken, Doymus, & Dogan, 2013). “Cooperative learning groups
are based on positive interdependence among group members, where goals are
structured so that students need to be concerned about performance of all group

members as well as their own” (Johnson et al., 1984, p. 9).

Jigsaw and STAD are among the most well-known (Kagan, 1989) and most widely
used (Leming, 1985) structures of cooperative learning. Also according to Slavin and
Karweit (1979), these two methods are among the most extensively researched and
according to Zetty (1992), well-researched and highly touted cooperative learning

methods.

In accordance with the findings above, the research problem is stated as “what are
the effects of jigsaw and student teams achievement divisions (STAD) on social

studies pre-service teachers” academic achievement.

Method

The independent variables of the study are two of the cooperative methods, jigsaw
and STAD; and the dependent variable of the study is social studies pre-service
teachers’” academic achievement level. To measure the effects of these two
cooperative methods on dependent variable pretest-posttest, no control group design
was chosen. In this type of design, pretest is given to group or groups before the
experimental process start. After finishing the experimental process the same test is

given as the posttest (Sonmez & Alacapinar, 2011, p. 56).
Research Design

In the study a quasi-experimental design was used. It is common situation that
educators do not prefer true experimental design in their researches. Because,
randomly selection of classes and students that are necessary for the research, is
almost impossible (Cohen, Manion, & Morrison, 2000). Karasar (2005) also took

attention to the difficulties of the studies conducted in ministerial schools in Turkey
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and creating equal experimental groups. In such situations quasi-experimental

designs were preferred.
Study Group

The study group of the research consisted of 40 students who attended teaching
principles and methods course at Artvin Coruh University College of Education
Department of Social Studies Education. The class was divided to two homogenous
experimental groups: jigsaw (n=20) and STAD (n=20) implementation groups. The
homogeneousness of two groups was determined according to the grade point

averages of the previous year.
Data Collection Tool

Academic Achievement Test (AAT), which was developed by the researcher, was
used in the study. To measure the validity and reliability of the test, a pilot study
which is a 50 question test was conducted with 150 students, who took the methods

and principles of instruction course before.

Within the scope of the validity studies of the achievement test, making factor
analysis for each item in the item pool, degree of difficulty and index of
distinctiveness of each item were determined. Degree of difficulty of the items was
found as between .11 and .97, and index of distinctiveness of the items was found as

between .04 and .61.

Accordingly, it is understood that some items in the item pool are not convenient to
the indexes of item difficulty and distinctiveness these items were extracted from the
achievement test. Average item difficulty of the test, which consists of the remaining
30 items, was determined as .53. This result shows that the test has an average
difficulty. The average distinctiveness of the test is calculated as .32. Thus, a fair level
of distinctiveness was determined. Besides, it was determined that all the items in
the achievement test are at an acceptable level. In accordance with the expert
opinions and item analysis results, it can be said that the validity of the 30 question

achievement test is high.
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To calculate the reliability of the study, Kuder-Richardson-20 reliability coefficient
was used. At the end of the analysis the reliability coefficient was stated as .68 and

reached to the result that the achievement test is reliable.
Data Collection

After applying the AAT to both jigsaw and STAD groups as pretest, teaching
principles and methods course was committed in both two experimental groups for
12 weeks by the researcher. At the end of the implementation process AAT was
applied to the experimental groups as posttest. The implementation processes of

jigsaw and STAD methods in experimental groups were explained below.
Implementation of Jigsaw

For implementing the method, students were separated into five original groups.

Each group has 4 members.

Titles 1 0G 2" 0G 3" 0G 4* 0G 5th 0G
1%t subtitte —— Al B1 C1 D1 E1
2" subtitle ——» A2 B2 C2 D2 E2
3 subtitte ——» A3 B3 C3 D3 E3
4t subtitte ——» A4 B4 c4 D4 E4

Figure 1. Jigsaw original groups and distribution of titles

After assigning the original groups, subtitles were distributed to each member of the
original groups as in Figure 1. Subtitles they are responsible of and related materials
were given to the each member of the groups. Then, members left from the original

groups and were assigned to the expert groups as in Figure 2. Each subtitle was in

one expert group’s expertise area.
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15t Expert group: Al, B1, (1, D1, E1
2"d Expert group: A2, B2, (C2, D2, E2
374 Expert group: A3, B3, (€3, D3, E3
4t Expert group: A4, B4, C4, D4, E4

Figure 1. Creating jigsaw expert groups

After giving or suggesting necessary recourses by the researcher, each expert group
got ready to their subtitle in union until the next class. These preparations involve

both individual and group studies in homes, dormitories, and libraries.

The expert groups came to class with materials that they studied individually or
together on. They had 30 minutes to study the materials they brought, discuss,
combine the studies and review. At the end of this time, each expert group finished
and reported their study on the subtitle they specialized on, with a report. During all

the studies researcher worked as a guide in case of possible questions, problems.

After finishing the studies in expert groups, participants returned their original
groups and each original group member share her study that she prepared in the
expert group with a presentation. 30 minutes were given to original groups for this

part of the study including the time for question-answer and discussing.

At the last step of the implementation in jigsaw group, all the participants took a four
question, multiple-choice quiz. The answers were given to the participants, right

after the quiz. And then they were given 20 minutes to correct their deficiencies.
Implementation of the STAD

Like in jigsaw group, the implementation process of the method was explained in
details to the STAD group by the researcher in the first hour of the course. And like
in jigsaw group, titles were divided in subtitles and committed starting with the
second week of the semester and during 12 weeks. Considering AAT pretest results

the participants heterogeneously grouped in fours same as in jigsaw group.
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After distributing the students to groups, researcher made a 40 minutes presentation.
During 12 weeks implementation process, researcher used techniques like direct
instruction, question-answer, and visual presentation dependently on the
characteristics of subjects. Following the researcher’s presentation, participants went
to the groups they assigned and started to “team study”. For this study to provide
interdependency in group, one work sheet was given to each two participants.
Groups have 40 minutes to complete their studies. During all the studies researcher

worked as a guide and answer the questions if nobody could in the group.

Finishing team studies, participants took a four question quiz. Also for each
participant, 5 points below was accepted as her “starting point”. By comparing the
starting point and quiz score, “individual improvement score” was determined. And
with the sum of individual improvement scores of each member in teams, the “team
scores” were provided. Lastly, to appreciate the successful team, team scores were

announced to whole class.
Data Analysis

Data were analyzed with SPSS and using independent samples t-test and one way

analysis of variance (ANOVA).

Findings

For understanding if any significant difference between pretest points to make test of
normality first and because number of participants is lower than 50, to determine
distribution of data, Shapiro-Wilk test was made (Shapiro & Wilk, 1965). The results
of Shapiro-Wilk test showed that pretest point averages of both two groups have a
normal distribution. Thus, to compare jigsaw and STAD groups’ pretest point

averages independent samples t-test was used.
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Table 1. Independent samples t-test results regarding Jigsaw and STAD groups” AAT

pretest point averages.

Variable Group N Mean SD df t p

Academic Jigsaw 20 15.95 2.35

Achieve- 38 0.60 0.547
STAD 20 15.50 2.32

ment

As stated in Table 1, at the end of the independent groups t test it was determined
that there is no significant difference between social studies pre-service teachers’

academic achievement pretest points (t@ss)= .60, p>.05).

To determine the effects of jigsaw and STAD on social studies pre-service teachers’
academic achievement, one way analysis of variance (ANOVA) was used. For this
purpose, a statistical process was applied by taking the mean difference of pretest

and posttest points of social studies pre-service teachers in jigsaw and STAD groups.

Table 2. Analysis of variance results regarding the effects of Jigsaw and STAD

methods on academic achievement.

Significant
Group SS df MS F )
Difference
Between Jigsaw-
140.62 1 140.62
groups pretest-
Within posttest<
oune 438.35 38 11.53 12.19 0.001
sl STAD-
Total 578.97 39 pretest-
posttest

As seen in Table 2, at the end of the ANOVA it is determined that there is significant
difference regarding the mean difference of jigsaw and STAD groups’ academic

achievement pretest and posttest points (F, 35y=12.19, p<.005).
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The study reached to the conclusion that using jigsaw and STAD is effective on pre-
service teachers’ academic achievement. To understand that which group was more
effective, Tukey test, which is one of the PostHoc test, was done. At the end of the
analysis, jigsaw group’s pretest-posttest mean difference (X=1.10, S5s=3.66) was found

lower than STAD group’s pretest-posttest mean difference (X=4.85, 5s=3.09), (p<0,05).

Discussion, Conclusion and Implications

Academic achievement which is the dependent variable of the study was increased in
STAD group significantly at the end of the study. This situation verifies Slavin’s
(1991, p. 90) statement that “STAD are most appropriate for teaching well-defined
objectives with single right answers. Because, both Academic Achievement Test that
was applied pretest and posttest in teaching principles and methods course the
experimental process applied in, and the quizzes are consisted of single answer,

multiple choice questions.

The results of this study that compares jigsaw and STAD in terms of their effects on
academic achievement overlaps with Slavin’s (1980) results he reached with six
different studies that to improve the basic skills in mathematics and language lessons
STAD is more effective than jigsaw. In another study (Zetty, 1992) that compares
jigsaw and STAD different results were found. In that study jigsaw was found more
effective than STAD.

This study that shows the positive effects of STAD, gave similar results with
Tiantong & Teemuangsai (2013), Jalilifar (2010) and Brooks's (2009) studies that
conducted with university students. Also Slagle’s (2009) study, which done by trying
STAD in secondary school social studies course, has similar results overlap the
results with this study. The results of this study, support the results of the studies
(Amornsinlaphachai, 2014; Ibraheem, 2011; Efe, 2011; Gengcosman, 2011; Conring,
2009; Ozsari, 2009; Tarim & Akdeniz, 2008; Alkaya, 2006; Bilgin, 2004; Vaughan, 2002)
that tried STAD in elementary and secondary schools. But they do not support the
results of Erdogan (2008), Gelici & Bilgin (2007), Ergin (2007); Yildirim-Kayabas
(2007) and Slavin (2007)' studies.
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On the other hand, jigsaw is less effective than STAD on pre-service teachers’
academic achievement and this situation is consistent with the studies (Arslan, 2012;
Fies, 2008; Ross, Seaborn, & Wilson, 2002; Holliday, 1995; Webb, 1992) in the area that
jigsaw was compared with and could not found any significant effect. But in the
literature there are also studies (Simsek, Orten, Topkaya, & Yilar, 2014; Huang, Liao,
Huang, & Chen, 2014; Evcim & Ipek, 2013; Jurhill, 2011; Oner, 2007; Avsar & Alkis,
2007; Simsek, 2007; Acar, 2006; Wang, 2006; Sonmez, 2005) that jigsaw is more
effective than the methods compared with in terms of academic achievement and
their results are not consistent with this study. With its results the research suggests
to prepare curriculums that would pave the way for cooperative methods to take

places in schools and teacher education adequately.
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Understanding interaction between

reading performance and message
awareness, lexical awareness, and
phonological awareness

Kerem Coskun!, Yucel Oksuz?, Melek Baba Oztiirk3, Adem Ici¢, Mesale Akturks,

Abstract

This research seeks to understand the interaction between reading performance and
awareness of message, lexical, and phonological among seven years old children. The
present research was designed in case-study, one of the qualitative research traditions.
The research sample consisted of 22 seven-year-old children. The participant children’s
performances were observed and written-up notes were kept. Data were inductively
analyzed. As a result of the data analysis, it was discovered that the children had a slight
difficulty with recognizing larger structural units (sentences and words) but had
considerable difficulty with smaller units (phonemes, syllables, and letters). Qualitative
findings of the study were dealt with the Piagetian Theory and the Gestalt Theory.
Findings of the research can be interpreted as that lexical and phonological awareness is

more influenced by reading performance under Turkish language teaching context.

Keywords: Early literacy instruction, phonological awareness, lexical awareness,

message awareness

Introduction

Reading can be described as the process of translation of visual codes into
meaningful language and aspect of language acquisition (Whitehurst & Lonigan,
1998). In other words, reading can be defined as a connection-forming process in

which children link written words to their pronunciations and meanings (Ehri, 1991;
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1995). Reading is one of the components of language development. Therefore,

reading is closely related to development.

Learning to read and write is such the most abstract aspect of the language
acquisition that formal reading instruction begins in the concrete operational period
in which children should reach necessary development stage to learn to read and
write. Although there is a strong consensus among the academics when the formal
reading instruction must commence, there is no consensus about how children are
taught learning to read. In other words, reading instruction is too controversial.
There are two main approaches in reading instruction. These are Phonetic Based
Reading Instruction (PBRI) and Whole Language Approach (WLA). The PBRI claims
that printed characters (graphemes) correspond to phonemes (sounds) so reading
instruction must depend on direct instruction for the letters and sound (Adams &
Osborn, 2006). According to the PBRI, there are two crucial elements in learning to
read: understanding of spoken words” properties (phonology) and their written form
(orthography) (Talcott, McLean, Rees, Green, & Stein, 2000). In the PBRI, it is

considered that phonological awareness is so important for learning to read.

Phonological awareness is defined as the skill to be aware of the sound structure of
the spoken language. Phonological awareness encompasses analysis (segmenting a
word into its units) and synthesis (combining the constituent segments into the
whole word) (Schneider & Naslund, 1992). Phonological awareness helps children to
segment word into different parts. There are two ways in helping children to acquire
phonological awareness. First one is the synthetic phonics approach. It teaches
students to sound out and blend letters to form words. The latter one is the analytic
approach that teaches children to divide words into their constituent letters and
sounds (Crowley, 2014; Ehri, 2006). Phonological awareness can be measured and
defined several different ways. Tasks designed to measure the construct range from
recognition of rhyme (Does fish thyme with dish?), sound--word matching (Does fish
begin with /f/?) and to isolation of single sounds from words (What is the first sound
in fish?), blending (What does /f-i-sh/say?), deleting phonemes (Say fish without /f/),
and other even more complex manipulations, such as children’s secret languages
(Stahl & Murray,1994). Because of the fact that phonological awareness entails

manipulating spoken words, the alphabetic principle is crucial to have efficient
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phonological awareness. Alphabetic principle is the notion that letters stand for

specific sounds. (Ehri, 1995; Stahl, Hester, & Stahl, 1998).

The alphabetic principle has crucial roles for phonological awareness. Because, it is
impossible to distinguish sound-letter relationship without alphabetic principle.
Development of alphabetic principle consists of four stages. The pre-alphabetic stage
is the first stage. Children use cues to recognize words but can’t use letters and
sounds. The partial alphabetic stage is the second phase. It refers to that children
acquire some phonologic awareness and knowledge of letter names and can match
initial and final sounds to read or spell words. Even though they lack adequate
knowledge of letter names to decode new words, they can remember how to read
words by connecting some of the letters and sounds. Children can learn to read
words through cues of an initial and final letter at the partial alphabetic stage. For
example, reading the word “pencil” by identifying the /p/ and /1/ sounds in its spoken
language and linking these to the letters /p/ and /l/ in its written language, just as
paying no attention to /e/, /n/, /c/, and /i/ letters (Ehri, 1995). However, children may
confuse similarly spelled words such as towel and tower (Ehri & Wilce, 1987). The
full alphabetic stage is the stage at which children develop automatic word
recognition. When children achieve automatic word recognition, they don’t think
about words in a text, just concentrate on the meaning of the text in the full
alphabetic stage indicates that children have learned the major grapheme-phoneme
correspondences. They have already acquired the ability to divide words into
constituent units and blend them. At the full alphabetic stage, they can decode
familiar words efficiently and establish complete connections between written forms
of the letters and the phonemes in their spoken language. In addition to that, the full
alphabetic readers learn the skills that help them recognize and sound out the words
that they previously could not read. The consolidated phase emerges after children
have retained full alphabetic stage completely. As they are familiar with letter
patterns that recur in the different words, grapheme-letter connections are
consolidated into larger units. This consolidation makes children more adept to more

accurately decode and function morphemes and syllables that are multi-letter units
(Ehri, 1995; 2003; 2005; Juel, 1983; Stahl, Hester, & Stahl, 1998; Stahl & Murray, 1994).
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Phonetic skills are very important because of the fact that it improves phonological
recoding which helps children to recognize sounds represented by the letters in the
written word and blend them. A large body of research proved that phonological
awareness and alphabetic principle have a positive impact on reading success, and
predict children’s later reading and comprehension skills. In addition to that,
phonetic skills in the pre-school period are more predictive word recognition skills in
the first-grade year. Therefore, it can be concluded that phonetic skills and alphabetic
skills are the precursor of acquisition of the reading skill in the primary school period
(Adams, 1990; Brown & Deavers, 1999; Caravolas, Hulme, & Snowling, 2001;
Cardoso-Martins, 1995; Hatcher, Hulme, & Ellis, 1994, Hulme, Snowling, &
Stevenson, 2004; Muter, Hulme, Snowling, & Taylor, 1998; Wagner, Torgesen, &
Rashotte, 1994).

Whole Language Approach (WLA) is another instructional way to teach children to
read. The WLA can be based on Gestalt theory and Piagetian part and whole
perception. Gestalt theory claims that whole is different from its components and
sum of components is not equal to the whole. In other words, the perception of the
whole is radically different from the perception of its components (Rock & Palmer,
1990). Furthermore, it suggests that perceptual system ignores details of the parts,
focuses on the larger units because the whole is more predictable than the detail.
Word and letter relationship is an excellent proof of the Gestalt theory (Navon, 1977).
Gestaltist researchers observed that readers are not affected by omission of the letter
in texts or words that they read (Johnson, 1975; Warren, 1978). Piaget’s idea that
whole precedes the parts, is another contributor to the WLA. The children, who have
already begun the formal reading instruction, are in the concrete operational period.
In this period children use such general schemas because of the syncretistic
understanding that they first perceive and understand the whole without analysis of
the parts. This non-analytical habit stems from ego-centrism. When a child confronts
an unfamiliar word, he assimilates the unknown word as a function of the general
schemas that precludes him to analyze the word syllable by syllable or letter by letter
(Piaget, 2005). Piaget’s theory of the cognitive development indicates that children
will only perceive the word as a whole that is compatible to the general schemas, not
focus on the letters when they try reading an unfamiliar word whose one letter is

missing.
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The WLA stresses the importance of focusing on the meaningfulness of language. In
other words, the WLA doesn’t suggest that individual sound-letter relationship is
taught initially. It advocates refuse to give individual sound-letter relationship in
isolation initially (Stahl & Miller, 1989). They also believe that acquisition of reading
as written language and acquisition of oral language break out and develop
concurrently. Therefore, they note that acquisition of reading occurs as easily and
naturally as the acquisition of language (Whitehurst & Lonigan, 1998). According to

WLA speaking, writing, listening and reading are interdependent and interrelated.

The main aim of the WLA is to bring children into literacy through natural ways by
removing the gap between children’s own language competencies and written
language (Stahl & Miller, 1989). In the WLA, skilled reading is a psycholinguistic
guessing game in which reader deduces unfamiliar words from their contexts.
Instruction in reading begins when children have adequate ability to think with
words (Whitehurst & Lonigan, 1998). Because of the fact that children can more
accurately identify words in context than isolated sound-letter relationship context
(Goodman, 2005). For instance, in reading a text “the cowboy rode a ...” the reader can
predict that the next word is “horse” and notice initial “4” to confirm his prediction.
Therefore, teachers must encourage their students to make word-level predictions

and use context aids (McKenna & Piccard, 2006).

If the WLA is implemented thoroughly, it instills love of literature, problem-solving
and critical thinking skills. It has some advantages compared to the PBRI. These
advantages include creating strong-concept of print, more positive attitude toward
reading and word recognition. In addition, the fact that the WLA exposes readers to

rich texts read aloud by teachers increases vocabulary growth (Stahl & Kuhn, 1995).

Teaching to read is a very controversial issue but there is a general rule that children
first recognize larger and more obvious units such as messages, words, and syllables
as they develop, they will notice smaller, more abstract units such as onsets, rimes,
and phonemes (Murray, 2006). This rule roughly displays what method must be
employed in teaching to read initially. Reading instruction begins to influence
children’s awareness of larger units within two years of reading instruction. After
two years children develop sensitivity to the consistencies within the grapheme-

phoneme system (Treiman & Kessler, 2005).
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Learning to read depends on language characteristics. There are two types of
language: transparent language and opaque language. There is always one to one
correspondence between letters and sounds in transparent languages. In other
words, every letter represents only one sound. Therefore, it is so easy to decode that
it is easier to learn to read in transparent languages than in opaque languages.
Contrary to the transparent languages there is not one to one correspondence
between letters and sounds in opaque languages (Snowling & Gobel, 2011; Stahl,
Hester &Stahl, 1998). Turkish is a transparent language in which every sound is

represented by one specific letter.

In the Former Turkish Literacy Curriculum, reading instruction depends on the
sentence analysis. First, children read aloud the sentences with the teacher. Second,
the sentences used to be segmented into constituent words and the words were
divided into their syllables and letters. After the students have come to notice the
letters in the sentence, they construct different words with the same letters. This
application depended on the WLA. This instructional application, based on the
WLA, was rescinded in 2005 and the PBRI has been employed to teach reading. In
the New Turkish Literacy Curriculum, phonemes of the letter are taught, and
orthographic representations of the letters are introduced with various activities. The
children’s initial attempts of reading consist of two or three letters. As classroom
teachers teach more phonemes with their letters, children can combine more letters to
form words. While teachers are teaching the phonemes, they care to connect the
phonemes and their letters with children’s daily life and pre-existing knowledge. In
the PBRI, children are expected to build up new words by combining the letters
(Akyol & Temur, 2008; Bilir, 2005).

The objective of the Research

In the relevant literature it is emphasized that phonological awareness is a better
indicator of reading performance, comprehension, and fluency. Demont & Gombert
(1996) concluded that phonological skill improves recoding and decoding skills
among primary school children. Suggate (2016) reported that training of
phonological awareness improves comprehension skill of primary school children.
De Jong & Van Der Leij (2002) found that phonological awareness is associated with
word decoding in first grade. Cain, Oakhill, & Bryant (2000) concluded that
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phonological awareness developed children’s reading performance. Bus & IJzendorn
(1999) found that phonologic awareness is an important skill in early reading as
result of the meta-analysis. Stanovich & Siegel (1994), Wolf & Bowers (1999)
emphasized that reading disabilities are related to phonologic awareness and
processing. Moreover, Hogan, Catts, & Little (2005) found that phonologic awareness
in kindergarten predicts word reading performance in 2nd grade of primary school.
Hulme, Hutcher Nation, Brown, Adams, & Stuart (2002) concluded that phonological
awareness is a good indicator of reading in kindergarten and primary school period.
The present research aims to understand the influence of reading performance on
message awareness, lexical awareness, phonological awareness, and explain through

the Piagetian Theory and the Gestalt Theory.

Method
Design of the Study

Research in the social sciences aim to predict and control variables (1), understanding
and interpreting a phenomenon under its natural settings (2), emancipating human
beings (3) (Habermas, 1972). While predicting and controlling emphasizes
quantitative research tradition, understanding and interpreting highlight qualitative
research tradition. Purpose of the present study is understanding and interpreting
participant children’s letter recognition so qualitative research tradition was
employed to design the study. Case study, one of the qualitative research traditions
was employed in the study. Case study enables the researcher to investigate a
bounded system (a case) over time through detailed in-depth data collection.
Furthermore, the case study is very convenient for the researchers to use multiple
sources of data collection such as observation, audio-visual materials, interview
(Bassey, 1999; Creswell, 2007). Performance patterns of the participant children were
sought to reveal in the present study. Therefore, participant observation was used to

collect data.
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Selection of the Participants

In the study, the purposeful sampling strategy was used to include the participant
children. Selection criterion depends on the criteria of learning the number of letters
according to the National Turkish Literacy Curriculum within 5 months. Before the
data collection, primary schools were visited, and class teachers were met in order to
get approval and decide classroom case met the criterion. Therefore, 22 children who
had received kindergarten instruction were included in the sample. All of them were
seven years old and native Turkish speakers. After consent from the participant
children’s family was provided, the study was commenced. In addition, pseudonyms
such as “Participant Children 1, Participant Child 2” were given to all of the participant

children to keep their names secret and obey the ethical rules.
Development of Tasks as Data Collection Instrument

Before tasks were determined the relevant literature was reviewed to decide what to
ask the participant primary school children (Ehri, 2003; Metsala & Walley, 1998;
Seidenberg & McClelland, 1989; Stanovich, Cunningham & Cramer, 1984). As a result
of the literature review, it was decided that the task form consists of message
awareness, lexical awareness, and phonological awareness. The task form was
developed and designed by the researchers. The task form was investigated by
experts of Turkish language, primary school teachers. The task form was revised
along with the expert review. Finally, the task form includes 3 items for message
awareness, lexical awareness, and phonological awareness. These components are
concerning with message awareness, lexical awareness, and phoneme awareness. In
other words, these components were arranged from larger units to smaller units. The
teacher taughte, 1, t, i, n,r, m, u, k, 1, y, s, d, 6, b. Therefore, in each of the parts, the
researchers cared to use the letters, words, phonemes that the children had been

familiar with.

In the first task, the participant was asked to read the text and match the text to the
relevant picture. The researchers demanded that the children read the words and
correspond to the relevant pictures in the second component. Finally, the children
were asked to read and complete the missing letters (sounds) within the five selected

words.
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Entering into the Field

After official permission from local authorities, necessary approval from participant
children's parents, teacher was taken, the study was launched. The children were
such the first graders who have started formal literacy instruction for about five
months that walls of the classroom were decorated with letters, previously learned
words, numbers. When all structured interviews with the participant children were
conducted, all observation and field notes were displayed to the teacher of the

participant children in order to comply with ethics rules.
Implementation of Data Collection Tools

The researchers divided the children into five groups. Each group consisted of 4-5
children. The task form was implemented individually not whole. The tasks were
asked in order from larger units to smaller units. Just as the participants were doing
the tasks in the components, the researchers kept the notes through their
observations. The researchers observed the participant children while they were
fulfilling the tasks. Participant children’s individual performances were observed;
written-up notes were taken. Observations were analyzed according to results of the

tasks in each part.
Data Analysis

Written-up field notes of the observers about the participant children's responses to
the tasks were analyzed inductively. Each researcher’s written-up field notes were
read iteratively, and codes were identified and clustered into categories, which is the

larger concept.

Findings

Findings of the research based on inductive data analysis were indicated below.
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Message Awareness

Written-up field notes were read, and codes were identified as “Word Awareness
Within the Text”,” Adequate Awareness of the Task”, and “Adequate Awareness of the Task
with Slight Spelling Difficulty”. Those codes were clustered into “Massage Awareness”

category.

N1 AN e TR K12

Figure 1. The participant student 10’s performance on the task

“The Participant Child 22 read the text very fluently. In addition, she managed to find the
animals name within the text then matched the relevant picture.” This finding was coded

as Awareness within the Text.
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Figure 2. The participant student 7’s performance on the task
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“The Participant Child 7 read the text fluently and matched the relevant picture without
focusing smaller units such as words, syllable.” This observation note was

dimensionalized as Adequate Awareness of the Task.

A\SILAN ile TILKI

Figure 3. The participant student 11’s performance on the task

“The Participant Child 11 did not read very fluently and had a difficulty with spelling three
words. Although he did not manage to perform the task very well, he seemed to understand
the text then marked the relevant picture.” This written-up filed note was coded as

Adequate “Awareness of the Task with Slight Spelling Difficulty”

Findings related to Message Awareness Category” was interpreted as that all of the
participant children could understand what the reading text implies although a few
of them had difficulty with reading. Moreover, lack of phonetic skills did not impede
poor performers to understand the text’s meaning so findings related to “Message
Awareness Category” can be explained that reading difficulty is not a barrier in

understanding the text.
Lexical Awareness

The Participant Children were demanded to read the words and match the relevant
pictures in this task. Codes were extracted from the observation and the Participant

Children” performance on the task.
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Codes were extracted from the observation notes and determined as “Adequate Word

Awareness”, “Adequate Word Awareness with Slight Spelling Difficulty”, “Deficient

Awareness of Word”. The tasks are about lexical performance so those codes were

grouped into “Lexical Awareness” category.

Figure 4. The participant student 20’s performance on the task

“The Participant Child 20 read the words without any difficulty and matched the words to

their relevant pictures very easily”. It was coded as “Adequate Word Awareness”

Figure 5. The participant student 17’s performance on the task
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“The Participant Child 17 performed the task with slight difficulty with spelling ayakkabi
(shoes) and sandalye (chair). However, he could match the words to their relevant pictures
with little hesitation”. This finding was dimensionalized as “Adequate Word

Awareness with Slight Spelling Difficulty”

Figure 6. The participant student 3’s performance on the task

“The Participant Child 3 read the words with poor performance because of the spelling error.
The Child may have been distracted due to the spelling error and difficulty. As a result, he did
not manage to match the words to their relevant pictures.” This observation note was

coded as “Deficient Awareness of Word”

Findings of lexical awareness can be interpreted as poor reading performance
prevented the participant children to understand the meaning of the words.

Therefore, fluent reading is more critical in understanding word meaning.
Phonological Awareness

There are five words that have a missing vowel, in the last part of the task form.
After a short story was explained to the participant children by the researchers, they
were asked to read the words and find the right letters. Regularities were identified
among written-up field notes through iterative reading and codes were found. Codes

as “Adequate Phonological awareness”, “The Ability to Read the Words but not to Find
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Correct Letter”, and “Deficient Phonological awareness” were identified among the
written-up field notes. The task entailed the participant children to recognize such

letter and sound matching that the codes were clustered into “Phonological awareness.”

Figure 7. The participant student 22’s performance on the task

“The Participant Child 22 predicted the words correctly, read fluently and put the correct
letters into the blanks. Because of the appropriate orthographic representation and word
recognition ability she appeared to have adequate phonological awareness”. This data was

coded as “Adequate Phonological Awareness”.

Figure 8. The participant student 17’s performance on the task

“The Participant Child 17 was able to read the first, second and fourth words and find the
correct letters. Although he could read third and fifth words, he didn’t write the correct letters
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into the blanks. This fault may have stemmed from the insufficient orthographic
representation.” “The Ability to Read the Words but not to Find Correct Letter”

Figure 9. The participant student 9's performance on the task

“The Participant Child 9 neither could predict the words nor he was able to read the words
and find the correct letters. He has lack of word recognition skills and orthographic
representation. His phonemic awareness and word recognition skills need developing.” This

data was dimensionalized as “Deficient Phonological awareness”

Findings on “"Phonological awareness” indicated that poor orthographic representation
leads to insufficient phonological awareness. On the other hand, insufficient
phonological awareness impeded poor performers to recognize, decode words and

find correct letters. Lack of phonologic awareness leads to insufficient decoding
skills.

Discussion

The present study’s main purpose is to understand the interaction between reading
performance and message awareness, lexical awareness, and phonological awareness
among Turkish first-grade primary school children. In the research, it was observed
that the participant children with better phonological awareness performed the tasks
on the message awareness, lexical awareness, and phonological awareness. It was

also determined that the participant children who have less phonological awareness
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responded the task on message awareness satisfactorily, while they had poor
performance on lexical awareness and phonological awareness. Therefore, findings
of the research can be interpreted as that deficient phonological awareness did not
prevent the participant children to understand what the text means whereas the
participant children with deficient phonological awareness are vulnerable to poorly

perform smaller units such as words, syllables, and letters.

The poor performance of the participant children on lexical awareness and
phonological awareness tasks can be dealt with through the explanation how a child
gains phonological awareness developed by Stahl, Osborn, & Lehr (1990). According
to this idea, child first realizes and recognize larger and obvious units such as
messages and words. As children go on the formal reading instruction, they come to
notice smaller units from onsets and rimes to phonemes (Stahl, Osborn, & Lehr,
1990). Furthermore, they can’t recognize smaller and abstract units unless they
receive two years formal reading instruction (Treiman & Kessler, 2005). Findings of
the present study confirm both of the results. In the study, the participant children
who had five months formal reading instruction were good at recognizing messages
and words that were rather obvious and concrete. In contrast to the findings in
message awareness and lexical awareness, very few the participant children were
successful to accurately recognize and find the missing letters which were more
abstract and smaller units. It can be predicted that they will be able to notice smaller
units when they are instructed on learning to read for over two years. In addition to
that, the idea of gaining phonemic awareness and longitudinal effects of formal
reading instruction is valid for Turkish, which is a transparent language. Moreover,
four of them were able to recognize the relevant animals name and find within the
text. This finding can be an indicator of efficient word recognition skills and reading

comprehension.

The last task on the form was for alphabetic principle, grapheme and phoneme
correspondences. Findings of the research related to grapheme and phoneme
correspondences can be explained through alphabetic principle and phonological
awareness developed by Ehri (1999). Alphabetic principle and phonological
awareness play very crucial role in learning to read. Development of alphabetic

principle has four stages. These are the pre-alphabetic stage, partial alphabetic stage,
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and full alphabetic stage, consolidate alphabetic stage. At the stage of the pre-
alphabetic stage, children use cues to recognize words but can’t use letters and
sounds. At the partial stage, children can develop phonologic awareness but they
lack adequate knowledge of letter names. They remember how to read words by
connecting some of the letters and sounds and match initial and final sounds to read.
Children have adequate phonological awareness and ability to recognize words
automatically at the full alphabetic stage (Ehri, 1991; 1995; Stahl et al., 1998; Stahl &
Murray, 1994). The participant children could read and recognize words not the
letters and very few of them could recognize letters and their sounds. In other words,
they did not learn grapheme-phoneme correspondences, although formal reading
instruction was based on phoneme and letter correspondences. This finding indicates
that the participant children could reach partial-alphabetic stage within five months

of formal reading instruction under Turkish language contexts.

The findings in the last part of the form yielded very important results. 15 of the
participant children managed to read the words whose one letter is missing but did
not manage to find and recognize the missing letters. 5 of them neither read the word
correctly nor recognize the missing letters. Besides the majority of them could know
single letters and their sounds but did not manage to know how to use them in the
words. This result confirms several studies' results in the literature (Johnson, 1975;
Palmer, 1975; Warren, 1978). The result can be explained through the Cognitive
Development Theory by Piaget and the Gestalt Theory. The Gestalt Theory puts
forward that whole is so predictable that omission of the letters can’t prevent the
readers to read the word whose letters are deleted. In fact, a great number of the
participant child could read the words that had one missing letter. This result also
can be related to the Cognitive Development Theory developed by Piaget. In the
tasks, the participant children confronted five familiar words that had missing one
letter. Although there were missing letters, they could read very easily. Because the
participants who are in the concrete operational period, read the words by using the
general schemas. Usage of general schemas prevented them to focus on the missing
letter but helped them to predict and read the words. However, their natural
inclination to syncretistic thought precluded them to concentrate on the missing
letters and find them. In addition, their syncretistic thought may prevent the

development of alphabetic principle and phonological awareness on them. Therefore,
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the WLA seems to be a suitable way of teaching to read for the children who are the

concrete operational period.

Phonological awareness and alphabetic principle are so crucial for children’s
achievement in reading because of the fact that both of the concepts enable children
to read recognize and manipulate words and read independently (Adam, 1990).
Therefore, reading instruction must be based on the correspondences between
sounds and letters. On the other hand, general sensitivity to grapheme-phoneme and
smaller units don’t break out within two years of the formal reading instruction
(Caravolas et al., 2001). It revealed that the participant children were at the stage of
the partial alphabetic stage and did not develop any sensitivity to the grapheme-
phoneme consistencies although their teacher was teaching to read through PBRI. It
is advisable for the case that the teacher first starts teaching to read by employing the
WLA without excluding the PBRI principles until they acquire the necessary abilities

for the full alphabetic stage such as letter knowledge, grapheme-phoneme sensitivity.

In sum, this case study reveals that awareness of larger units such as sentences, word
occur earlier than phonological awareness and the participant’s developmental
characteristics (syncretistic thought and lack of analysis skills) prevent them to

recognize letters even if they are taught to read through the PBRI.

Conclusion

The study was conducted under Turkish Language context on the children received
literacy instruction through the PBRI. The findings of the study are not convenient to
generalize because of the nature of qualitative case study inquiry. In the present
research main aim is not to reveal the children's longitudinal development of reading
acquisition or determine that transparent languages help the phonological awareness
and alphabetic skills to break out earlier than opaque languages. The study depicted
what the participant children taught reading through direct instruction of letters and
sound correspondences, could do after they had been instructed for over five
months. As a result of the research, it was concluded that poor reading performance

more interacts with lexical awareness and phonological awareness. It was also
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observed that the Turkish primary school first graders need much more time to

develop sensitivity on smaller units such as words and phonemes.
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Kuantum 6grenme modeline gore
S ERD tasarlanmis Ingilizce 6gretim programi:

Ornek bir uygulama*

Mehmet Altin1, Asuman Seda Saracaloglu?
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Ulkemizde yabanci dil 6grenimine &nem verilmekte, etkili bir 6grenim igin biiyiik bir
emek harcanmaktadir (dynEd, Fatih projesi, dil laboratuvarlari); ancak yabanci dil
olarak Ingilizce 6greniminde kazanimlara ulagsmak icin caba sarfedilmektedir. Ingilizce
ogrenimi ile ilgili bircok ¢alisma yapilmakta ve smifta uygulanabilecek bircok model,
yontem ve teknik Onerilmektedir (suggestopedia, TPR, iletisimsel dil 6gretimi vs.). Bu
modellerden biri de kuantum 6grenme modelidir. Bu ¢alismada kuantum &grenme
modelinin agiklanmast ve modele gore tasarlanmis Ingilizce 8gretim programinin
uygulanip uygulama Onerilerinin verilmesi amaglanmaktadir. Ogretim programinin
kazanimlarina uygun bicimde 7. smf Ingilizce dersine yonelik 12 ders saatlik bir
program gelistirilmistir. Kuantum 6grenme modeline uygun olarak gelistirilen program
iki program gelistirme uzmanmin goriisiine sunulmustur. Alinan doniitler ile revize
edilen program orta sosyo-ekonomik diizeydeki bir ortaokulun 7. smifinda 12 ders saati
stiresince uygulanmistir. Uygulama esnasinda dgrencilerin genel anlamda eglendikleri ve
etkinliklere katilmaya istek gosterdikleri sonucuna ulagilmistir. Bunun yan sira, 6grenci-

Ogrenci ve 0grenci-ogretmen etkilesimleri olumlu olmustur.
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Abstract

We pay much attention to foreign language learning in our country; a great deal of effort
is spent on effective learning (dynEd, Fatih project, language laboratories). However, the
level required to attain the achievements in learning English as a foreign language is not
reached. There are many studies about learning English, and there are many models,
methods and techniques that can be implemented to the class (suggestopedia, TPR,
communicative language teaching). One of these models is the quantum learning model.
In this study, it is aimed to explain the quantum learning model and to give
implementation suggestions by implementing the English curriculum designed
according to the models. A 12-hour program was developed for the 7th grade English
lesson in accordance with the achievements of the curriculum. The developed
curriculum is presented to two curriculum scientists for their suggestions. The
curriculum revised after the feedbacks was implemented in the seventh grade of a
secondary school in the middle socio-economic level during 12 lesson hour. It was
concluded that students had great fun and were willing to participate in the activities
during the practice. In addition, student-student and student-teacher interactions were

positive.

Keywords: English teaching, quantum learning

Giris

Tiirkiye'de yabanci dil olarak Ingilizce &grenimine biiyiik 6nem verilmektedir
(Demirel, 2012). Egitim programlarindaki yeri siirekli artirilmakta, dil 6greniminin
etkinligi icin ¢ok fazla vakit ve para harcanmaktadir (dynEd, Fatih projesi, dil
laboratuvarlar1). Han ve Okatan (2016), gerceklestirdikleri c¢alismada lise
ogrencilerinin Fatih projesi kapsaminda siniflara 6grenimi desteklemek amaglh
kurulan akilli tahtalari Ingilizce 6greniminde nasil kullanacaklarmmi bilmedikleri
sonucuna ulagmiglardir. Ulkemizde Ingilizce egitimine ilkokul 2. siniftan itibaren
baslayan bir 6grenci iiniversite ilk yillarinda aldig1 temel Ingilizce dersleri de goz
oniinde bulunduruldugunda &grencilik yillarinda yaklagik 13 yil Ingilizce 6grenimi
gormektedir; ancak bu yillarin sonunda istenilen Ingilizce diizeyine &grencilerin

ulasamadig1 goriilmektedir (Koru ve Akesson, 2011). Ingilizce dgrenimi ile ilgili
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smifta uygulanabilecek suggestopedia, TPR, iletisimsel dil O0gretimi gibi bircok
model, yontem ve teknik Onerilmektedir (Larsen-Freeman, 2000). Yabanci dil
egitiminde farkli egitim kademelerinde uygulanabilecegi onerilen modellerden biri

kuantum 6grenme modelidir (Hanbay, 2009).

Kuantum fizigi

Kuantum kelimesinin k&keni, aslen Ingilizce’de “quantity” kelimesidir. “Kuantum”
kavrami ilk kez Max Planck 1900 yilinda siyah cisim 1simas1 iizerinde
gerceklestirdigi arastirmada ortaya gikmistir. “Kuanta” aslen “enerji paketi/obegi”
demektir. Hayatimizda bizi cevreleyen bircok paket/6bek mevcuttur. Peynir
kaliplari, litrelik sular, arabalar vs. Ancak bunlarin hicbirinin ne biuytkliikte
olacagina dair dogal bir kanun yoktur. Usta peyniri istedigi biiyiikliikte yapip
sekillendirebilir; sucu, sularmni istedigi hacimdeki siselere yerlestirebilir; mithendisler
arabalar1 farkli biiytikliiklerde, agirliklarda ve modellerde tasarlayabilirler (Deporter
ve Hernacki, 1992).

Kuantum fizigi her yerde karsimiza ¢ikmaktadir. Cakilli bir nehir yataginda, kumlu
bir sahilde ya da yumusak c¢amurlu bir yiizeyde yiiriirken atomlarin veya
molekiillerin farkinda olamayiz; ancak atom ve molekiillerin 6beklesmis hali olan
cakillarin, kumlarin ve c¢amurun farkina varabiliriz. Bir baska Ornek ise suyu
olusturan H>O molekiilleridir. Her ne kadar H>O molekiiliiniin farkinda olamasak da
siirahiden bardaga suyu bosaltirken suyun akiskanligini, havuza girdigimizde suyun
basincini hissedebiliyoruz (Ford, 2016). Her paradigmada oldugu gibi kuantum
fiziginin de dayali oldugu temel yasalar vardir (Ekici, 2013; Ford, 2016); nedensellik,
olasilik-belirsizlik, biitiinclil mantik, Schroder’in kedisi, kaos teorisi, kelebek etkisi,

kuantum tiinelleri.

Farkli alanlarda meydana gelen gelisimler diger alanlar1 etkilemektedir. Fizik
alaninda ortaya ¢ikan kuantum paradigmas: da egitim alanmi farkli yonlerden
etkilemektedir. Ayvaz Tuncel (2011) ¢alismasinda fizik alanindaki bu paradigmanin
egitime yansimalarini agiklamistir. Oncelikle bireylerin farkli diisiinceleri

desteklenmeli ve bu diisiincelerini ifade edebilmeleri igin tesvik edilmelidir. Olaylar,
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gerceklestigi ortamlarda ve kosullarda ele alinmalidir. Her olay karsisinda bireylerin
neler hissettigi ve diisiindiigii farklilik gostermektedir. Her his ve diisiinceye saygi
ve hosgorii gosterilmelidir. Bir olayin gerceklesmesinde bir¢ok etkenin rolii vardir.
Bu etkenlerin gerceklesme nedenleri ortaya konularak bireyde diisiinme becerileri
gelistirilebilir. Kuantum paradigmasinda merkezde birey vardir. Siire¢ yasantilarla
zenginlestirilir ve bireyin etkin katilimi 6nemlidir. Ogrenenlerin, bilgileri elestirel
diisiinme becerisiyle bilimsel acidan ele alinmasi saglanmali; buna olanak veren

yasantilar diizenlenmelidir.

Kuantum 6grenme

1901 yilinda ortaya atilan Kuantum teorisinden esinlenen Amerikali Bobbi DePorter
1980°li yillarda Kuantum ogrenme modelini gelistirilmis ve uygulanmasim
gerceklestirmistir. Kuantum Ogrenme, enerjiyi 1s18a ceviren etkilesim olarak
tanmimlanmaktadir. Biitiin yasam bir enerjidir. Kuantum fiziginde iyi bilinen
formiillerden biri, “madde” c¢arpr “1s1k hizi kare” esittir “enerji”dir, E=mc2.
Kuantumu, “enerjiyi 1s18a ceviren etkilesim” olarak tanimlayan DePorter, kuantum
ogrenme modelini faaliyeti egitimde kamitlanmis Ogrenme felsefe ve yontem
bilesiminin etkilesimi olarak tanimlamaktadir. Ayrica Kuantum 6grenmenin her
ogrenme stiline sahip her yas grubundaki 6grenenlere ideal bir model oldugunu

ifade etmektedir (DePorter ve Hernacki, 1992).

Kuantum temelli bir 6gretim programinda izlenecek yol; dnceden belirlenmemekte,
bireylerin ihtiyaclarina, ilgilerine ve oOgrenme bigemlerine gore esnemektedir.
Kuantum teorisini igsellestiren bir Ogretim programi, zihin ve deney arasinda
olusturulacak olan bir baglantiy1 temel almalidir. Zihinsel olugsum, duygusal ve
duyusal olusum sayesinde farkli zeka tiirlerine katki saglar. Bu yiizden boyle bir
programda bilisin yani sira duyguya, diisiinceye, sezgiye ve yaratici diisiinme yer
almaktadir. MEB 2004 senesinde gergeklestirilen diizenlemelerle, bilimsel felsefe
olarak Kuantum teorisini benimsemistir. Boylelikle Kuantum teorisini temel alan
yeni programla, biitiinciil ve coklu diislinceyle, esnek ve sorgulayici diiglince

tarzindaki bireylerin yetistirilmesi amaglanmaktadir (Ekici, 2013).
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Kuantum 6grenme, her yastaki birey icin etkisi kanitlanmis 0grenme felsefesi ve
yontemlerine iliskin goriigler icermektedir; suggestopedia (telkin), nlp, beyin temelli
O0grenme, Ogrenme stilleri, ¢oklu zeka, duygusal zeka, biitiinciil egitim,

hizlandirilmis 6grenme (Deporter, Reardon ve Singer-Nourie, 1999).

Kuantum 6grenmenin bilesenleri

Kuantum oOgrenme, etkililigi biitiin yaglarda kanitlanmis o6grenme yontem ve

felsefelerinin birlesimidir.

CEVRE

Atmosfer
Olumiu
Giivenli, destekleyici
Rahat
Kesfedici
Eglenceli
Fiziksel Smmf
Hareket Rahat
Teneffiis Iyi aydmlatiimag
Durum degisiklikleri Gorsel
Ovunlar Miizik

Fizyoloji
Isbirligi
Katilim

DEGERLER VE INANCLAR

KAYNAKLAR

Etkilesim Ogrenmeyi
Bilgi Ogrenme Becerileri

Deneyim Hafiza

Baglant1 Okuma
Tlham Yazma
Yontemler Not alma
Modelleme Yaraticilik
Ovyunlar Ogrenme stilleri
Canlandirma Tletisim

Mecazi

Sekil 1. Kuantum 6grenmenin bilesenleri (Deporter ve Hernacki, 1992)

Kuantum Ogrenme modeli O0greneni tiim nitelikleriyle merkeze alan, bireysel
farkhiliklarim1 dikkate alan, ¢ok yonlii diisiinebilmeyi amacglayan ve bu siirecte

Ogretmenin de etkili Ogretim gelistirmesini gerektiren bir anlayisla egitim
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uygulamalarinin gerceklesmesini vurgulamaktadir. Bu yonde ders programlarmin

hazirlanmasi ve uygulanmasi yiiksek basariy1 ifade etmektedir (Deporter, 2006).
Kuantum 6grenme (Deporter ve Hernacki, 1992; Ayvaz Tuncel, 2011);

*Inanglar, prensipler, anlagmalar ve ydnergeler iligkili saglam “temeller”,
*Giiven, kisisel hisler, samimiyet ve diiriistliigiin bulundugu “ortam”,

*Ilgi cekici ve dinamik egitim programi “tasarim”1,

*Ogrenmeyi artiran destekleyici “cevre” {izerinde yapilandirilmigtir.

Temeller

Miikemmeligin sekiz anahtarina odaklanir ve bu mitkemmellik anahtarlar1 bireylerin
tutumlarinin gelismesinde de oldukc¢a onemli yere sahiptir (Ayvaz Tuncel, 2011;
Deporter, 2006; Ekici, 2013; Given ve Deporter, 2015). Bu sekiz anahtar; biitiinliik,
hatalar basariya yol agar, giizel amacla konus, hedefine odaklan, kararlilik, sahiplik,

esneklik ve dengedir.
Ortam

Ogrenenlerin dikkatlerini ceken ve onlara giiven hissi veren yaklagimlar énemli yer
tutar. Smifin etkili yonetimindeki bagvurulan yaklasimlar, dikkat toplama teknikleri
ve Ogrenenlerin 6grenme etkinliklerine etkili katilimlarinda motivasyonun
saglanmas1 “ortam”da yer alan diger degiskenlerdir. Kuantum 6grenmede ilk olarak

ogrenenlerin deneyimleri ile igerik arasinda bag kurulur (Deporter ve Hernacki,
1992; Given ve Deporter, 2015).

Tasarim

Dersin tasarimi, igerigin etkili kilinmasindaki ¢alismalara ve icerigin cergevesinin
yapilandirilmasma odaklanmaktadir. Egitim programi, ogrenenin ilgisini ve etkin

katiliminm1 desteleyecek bicimde tasarlanmalidir. Bilginin kiigiik parcalara ayrilarak
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Ogretilmesi ve smifin birden fazla duyuya hitap edecek bicimde diizenlenmesini

kapsamaktadir (Deporter ve Hernacki, 1992; Given ve Deporter, 2015).
Cevre

Beyin, cevresinden siirekli uyaranlar1 alir ve odaklanabilmek igin siirekli farklh
noktalar1 segmektedir. Kuantum 6grenme, bazi faktorlere odaklanarak aktif 6grenimi
destekleyen firsatlar yaratir; oturma diizeni, merak uyandiran, igerigi giiclendiren
cevre degiskenleri, aydinlatma, sicaklik, temizlik, durum yonetimini ve odaklanmay1
saglayacak miizikten yararlamilmasi gibi. Cevreyle ilgili bu 0Ozellikler fiziksel,
atmosfer ve sinif olarak ii¢ baslik altinda toplanmistir (Deporter ve Hernacki, 1992;

Given ve Deporter, 2015).

Kuantum 6grenmenin ilkeleri

Kuantum o6grenmede bes ana ilke vardir. Bu ilkeler, kuantum 0&grenmenin

gerceklesmesinde onemli yere sahiptir (DePorter, Reardon ve Nourie, 1999):

*Dersin tasarimi, smif ve beden dili 6grenme ortaminda yer alir. Uygun bir sif
ortaminda yeterli 151k, konuya ve 6grenen dikkatine uygun renkler, olumlu tutum

gelistiren gorseller, bitki ve rahatlatici miizik bulunur.

*Yapilacaklar, amacina uygun olmalidir. Sinif orkestra gibidir ve dersler uyumlu bir

diizende isler.

*Bilgileri iligkili yapilarla kavrarsak 6grenmede basarili olabiliriz. Bilgiler, 6nceki

bilgilerle iliskilendirilirse 6grenmede kalicilik saglanabilir.

'C)grenmede, her zaman risk vardir. Ancak smif ortami eglenceli hale getirilirse
ogrenme daha kolay gerceklestirilebilir. Ogrenen, bu ilkeyi takip ederse kendini

giivende hisseder ve bagarili olur.

*Bir sey Ogrenilecek degerdeyse kutlanilmaya da degerdir ¢linkii yerinde dontitler

o0grenmeye yonelik olumlu tutumlar da gelistirir.
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Kuantum o0grenme diizeni

Kuantum o6grenme ilkeleri dogrultusunda hazirlanan ve bir 6gretmenin smnifinda
kuantum Ogrenmeyi uygularken dikkat edecegi O0grenme diizeni vardir (Ayvaz

Tuncel, 2011; Deporter, Reardon ve Singer-Nourie, 1999; Ekici, 2013).
Yakalama

Ogrenenlerin merak duygularimi uyandirmak icin dikkat cekici bir giris yapilir ve

konuya ait detayl bilgi vermeden 6nce 6grenenler hedeflerden haberdar edilir.
[liskilendirme

Ogrenenlerin, 6nceki bilgileriyle yeni bilgileri iliskilendirmelerine yarayacak ve

konuya giris niteliginde bir etkinlik yaptirilir.
Etiketleme

Ogrenenlerin konuya dikkatleri toplandiktan sonra 8grenenlerin yasamlariyla iliskisi
tartisilir. Bu asamada 6grenenler 6grendikleri yeni bilgiyi etiketlemeye, siralamaya,

smiflamaya ve tanimini yapmaya ¢alisir.
Gosterme

Ogrenenlere, 6grendikleri bilgileri farkli durumlara uyarlayacaklari etkinlikler
sunulur. Ogrenenler, bildiklerini yeni durumlarda kullanabildiklerini gordiikge

gliven kazanirlar.
Tekrarlama

Bilgiler, 6grenenlerin bilgiyi iyice kavramalarim1 saglayacak bigcimde etkinliklerle
tekrarlanir. Bilgilerin tekrar edilmesi O0grenenlerdeki sinir baglarini saglamlastirip

kalic1 6grenmeyi saglar.
Kutlama

Ogrenilen bilgi degerli oldugundan dgrenme olay1 kutlanir. Ogrenenin emegi, titiz
calismalar1 ve basarisi 6diillendirildiginde 6grenmeye ve 6gretmene karsi olumlu bir

tutum gelistirir.
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Kuantum 6grenmede beceri ve teknikler

Okullar, 6grenenlerde bagariy1 artiran ama bilgi icerikli olmayan teknikler vardir. Bu
teknikler, akademik beceriler ve yasam becerileri bashklar1 altinda toplanabilir

(Deporter ve Hernacki, 1992).

Tablo 1. Kuantum 6grenmede kullanilan beceri ve teknikler

Akademik beceriler Yagsam becerileri

Calisma stratejileri
Kuantum yazma

Hizli yazma teknigi Miikemmelligin sekiz

Salkimlama teknigi anahtari
Kuantum okuma Tletisim ve arkadaslik
Kuantum hafiza Yaratici problem ¢6zme
Canlandirma teknigi Liderlik becerileri
Hliskilendirme teknigi Kendine giiven
Simiflama teknigi Sorumluluk
Temel hafiza sistemi teknigi Motivasyon
Kuantum not alma Acik hava dersleri

Zihin haritas: teknigi

Not ay teknigi

Ornek programin gelistirilmesi ve uygulanist

Kuantum 06grenme modelinin daha iyi anlasilmasi ve uygulama esnasindaki
sikintilarin belirlenip diizeltmelerin yapilabilmesi igin Ornek bir programin
gelistirilmesine karar verilmistir. Ogretim programimin kazanimlarina uygun
bigimde 7. sif Ingilizce dersine yonelik 12 ders saatlik bir dgretim programi
gelistirilmistir. 2016-2017 egitim Ogretim doneminde ders kitab1 olarak okulda
kullanilan Birincioglu Kaldar (2016)'in kitabindaki okuma pargalari ve dinleme

metinlerinden faydalanilmistir. Kuantum Ogrenme modeline uygun olarak
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gelistirilen program iki program gelistirme uzmaninin goriislerine sunulmustur.
Alman doniitler ile revize edilen program orta sosyo-ekonomik diizeydeki bir

ortaokulun 7. sinifinda uygulanmaya baglanmaistir.

Smif, 6grenciler gelmeden havalandirilmis ve derse uygun aydinlatma saglanmastir.
Smuftaki siralar 27 6grencinin de 6gretmeni ve dersi kolaylikla takip edebilecekleri
“U” diizenine gore diizenlenmistir. Siralara Ogrencilerin rahat hissetmeleri icin
minderler yerlestirilirmistir. Sinif kapisi ve girisi siislenmistir. Renkli bitki ve ¢igekler
sinifin farkli koselerine konulmustur. Sinifin derse uygun gorsellerle

renklendirilmistir. Derste kullanilacak barok miizik hazir hale getirilmistir.

Ders 0gretmeninin modeli daha iyi kavrayabilmesi amaciyla programin ilk iki ders
saati arastirmaci tarafindan uygulanmis ve model 0gretmene anlatilmistir. Dersin
ogretmeni de program gelistirmede doktora egitimi gormekte olup hem dil egitimi
hem de 6grenme-6gretme kuramlar: konusunda bir uzmandir. Arastirmaci, 6gretim
programinda kullanilmas: planlanan sonraki 10 saatlik dersle ilgili materyalleri,
gorselleri, odiilleri, gorsel-isitsel araglar vd. dersin 0gretmenine dosya, kutu ve hafiza
kart1 ile teslim etmistir. Dersin 0gretmeni, ders esnasinda ve sonunda kisa notlar
alarak hem programi hem de o6grenci performanslarini degerlendirmistir. Ayrica
ogrenciler de her dersin sonunda arastirmaci tarafindan hazirlanan kendilerine ait

giinliiklere dersle ve kendi performanslar1 hakkindaki goriislerini yazmiglardir.

Bulgular, Sonug, Tartisma ve Oneriler

Ornek uygulama esnasinda 6grencilerin tutmus oldugu giinliikler iki uzman
tarafindan igerik analiziyle incelenmistir. Analiz sonucunda elde edilen bulgular

Tablo 2’de verilmektedir:
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Tablo 2. Ogrenci giinliiklerinin igerik analiz sonuglari

f %

Eglenceli etkinlikler 54 14,59
Katilima isteklilik 41 11,08
Renkli malzemeler 35 9,46
Giizel zaman 32 8,65
Rahatlik 27 7,30
Hos miizik 24 6,49
Hareketli 21 5,67
Keyifli 21 5,67
Mutlu 18 4,86
Neseli 17 4,60
Renkli simif 16 4,32
fyi zaman 14 3,78
Dinlendirici 13 3,51
Diger 11 2,97
Isbirlikli calisabilme 8 2,16
Stirprizli 7 1,89
Rahatsiz edici miizik 6 1,62
ideal sinif 5 1,35
Toplam 370 99

Tablo 2 incelendiginde Ogrencilerin, genel anlamda eglendikleri (%14,59) ve
etkinliklere katilmaya istek gosterdikleri (%11,08) anlasilmaktadir. Etkinliklerin

cogunlukla begenildigi ve 6grencilerin dersten keyif aldig1 anlasilmaktadir.

Uygulama oOgretmeninin programin uygulanmasi esnasinda ve sonrasinda

programla ilgili 6nerilerde bulunmustur:

*Ogrencilere bir sonraki etkinligin materyalleri gosterilmemeli, giinkii o anki etkinlik
ve materyallere olan ilgi azalmaktadir. Ogretmen, zamani gelince materyalleri

cikarmalidir.

*Yonerge verilirken 6grencilerin anladiklarindan emin olmak i¢in yonerge birkag kez

tekrarlanmalidir.

*Soru-cevap etkinliklerinde, anlamayan ve dogru yapamayan 6grenciler i¢in cevaplar

O0gretmen tarafindan tekrar edilebilir.
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*Barok miizik akilli tahta haricinde farkli bir cihazda calistirilabilir. Etkinlikler i¢in
gerekli olan diger video ve ses dosyalarmi akilli tahtada calisinca medya oynaticilar
sorun ¢ikartabilmektedir. Ayrica ders esnasinda miizikten gerildiklerini ve
dikkatlerinin dagildiklarin1 soyleyen birkac oOgrenci olmustur. Ders esnasinda

¢alinmasi i¢in 6grencilerin segecegi fon miizikler tercih edilebilir.

*Afis, poster hazirlama, resim ¢izme, diyalog yazimi ve rol oynama gibi etkinlikleri
tamamlamak Ogrencilerin ¢ok vaktini aldigindan bu etkinliklere en az ders saati

verilmelidir.

*Etkinlikler bitince konular 6gretmen tarafindan tekrar edilirse bilgiler daha da

pekisebilir.

*Ogrencilerin oturmalar1 icin verilen minderler ve diger renkli arac-geregler
ogrencilerin ¢ok hoslaria gitmis; ancak bu malzemelerin muhafazasi sorunu ortaya
cgikmistir. Bu yiizden her dersin sonunda esyalarin yerlestirilebilecegi bir dolap
gerekmektedir. Ayrica 6grencilere bu egyalarin yerlestirilmesi ve koruma gorevleri

paylastirilabilir.

*Ogrenciler igin hazirlanan giinliiklerin pilot uygulama sonunda yiprandig
goriilmiistiir. Giinliikler 6grencilere verilmeden once ciltlenebilir. Ayrica baz1 glinler
glinliiklerini evde unutan 6grenciler oldugundan giinliiklerin aksamadan tutulmas:

icin giinliikler her ders sonunda dagitilip tekrar toplanabilir.

Ogretmen ve 6grencilerin ihtiyaclarina cevap verebilecek, 6gretimde basariy1
artirabilecek, 6grencide 6z-yeterligi gelistirecek ve kaygiy1 azaltacak modellerden
biri de kuantum 6grenme modelidir (Deporter ve Hernacki, 1992). Kanadls, Unal ve
Karakus (2015) kuantum 6grenme modeliyle yaptiklar1 meta-analiz ¢alismada
kuantum 6grenmenin bagariy1 artirmada normal 6gretim programlarina gore daha
etkili oldugu sonucuna ulasmislar ve 6grenme yasantilarinin kuantum égrenmeye
gore diizenlenmesi gerektigini belirtmislerdir. Ayrica ayni calismada, 6gretmenlerin
bu modeli ilk, orta ve lise kademesinde ¢esitli derslerde kullanarak basariy1
artirabileceklerini 6ne stirmiislerdir. Demir (2006) de yaptig1 calismada kuantum
ogrenme modelinin ortadgretim diizeyinde 6grenci basarisina olumlu yonde katk:

yaptig1 sonucuna ulagmstir.
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Ek
Ornek ders plani
Sinif: 7
Ders/{inite: ingilizce/Planets (Unit 10)
Ders stiresi: 40+40

Kullanilan arag¢-geregler: minder, bitki, fotograf, akilli tahta, video, miizik, ders kitab1

(English Route 7), resim kagidi, renkli kalem, yapistirici
Kazammlar

* Popiiler bilimle ilgili yapilan konusmalarin konusunu belirler.
* Genel gercekler tizerine sorular sorar.

¢ Genel gercekler hakkinda konusur.

* Genel gergekler konusunda kisa ve temel yazilar yazar.

* Yeni bilgileri gorsellerle iligkilendirir.

e Akranlariyla Ingilizce olarak iletisim kurmakta istekli olur.
Ders oncesi hazirlik

Simf, 6grenciler gelmeden havalandirilir ve derse uygun aydinlatma saglanir.
Smuftaki siralar 6grencilerin 6gretmeni ve dersi kolaylikla takip edebilecekleri “U”
diizenine gore diizenlenir. Smifin kapis1 ve giris siislenir. Siralara 6grencilerin rahat
hissetmeleri i¢in minderler yerlestirilir. Renkli bitkiler siuf farkli koselerine
yerlestirilir. Sinif, derse uygun gorsellerle renklendirilir. Derste kullamilacak barok

miizik derse hazir hale getirilir.
Yakalama (10 dk)

*Ogrencilere, konusu Mars'ta gecen bir filmden bir sahne izlettirilir. Bu filmi daha
once izleyip izlemedikleri, konusunun ne oldugu ve olaylarin hangi gezegende

gectigi sorulur.
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Mliskilendirme (10 dk)

*Ogrencilere, Mars ve diinyanin gorselleri gosterilir. Tki gorsel arasinda ne gibi

farkliliklar oldugu sorulur. Mars, hakkinda ne bildikleri sorulur.
Etiketleme (20 dk)

‘Ogrencilere, Mars’la ilgili bir parca dinleyecekleri sdylenir. Ogrencilere, ¢ konu
bashig verilir ve dinledikleri parcanin konusunun hangisi oldugunu sec¢meleri

istenir.

Listen to the dialogue and mark the topic of the discussion?
a. Life on Venus
b. Spaceships

c. A journey to Mars

*Ogrencilere, parcay1 tekrar dinleyecekleri sdylenir. Pargayla ilgili verilen ifadeleri

dogru-yanlis olarak isaretlemeleri istenir. (Ders kitabs, s. 122, etkinlik 9)

Listen again and write true (T) or false (F).

1. The robot’s name is Curiosity Rover.

2. The girl thinks humans will travel to Mars soon.
3. There is no atmosphere on Mars.

4. There is evidence of water on Mars.

5. The boy thinks saving our planet is more important than going to Mars.

*Ogrencilere parga ile ilgili sorular sorulur ve parga son kez dinletilir. Istenilen

bosluklar: parcaya gore doldurmalari istenir. (Ders kitabi, s. 122, etkinlik 10)
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When did they launch Curiosity Rover?

Gosterme (10 dk)

'C)grencilerden ikiserli olarak ¢alismalar: istenir. Herbir 6grenciye uzayla ilgili dort
tarkli gorsel dagitilir. O gorsellerden yola ¢ikarak arkadasina bir hikaye anlatmalar:

istenir.
Tekrarlama (20 dk)

‘@grencilerden ikiserli olarak calismalar: istenir. Resim kagitlar1 ve boya kalemleri

verilir. Birlikte konusu uzay olan bir film afisi hazirlamalar: istenir.
Kutlama (10 dk)

Hazirlanan afisler, tahtaya yapistirilir. Herbir 6grencinin hangi afisi daha ¢ok
begendikleri konusunda oy kullanmalari istenir. En ¢ok oy toplanan afis alkislanir ve

siifin panosuna asilir.
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English curriculum designed according to quantum learning
model: A sample implementation

Mehmet Altin, Asuman Seda Saracaloglu

Introduction

A great importance is given to English learning as a foreign language in Turkey
(Demirel, 2012). The place of language learning in curriculums is constantly
increased, and a lot of time and money is spent for the effectiveness of language
learning. A student who started elementary school in the first year of elementary
school in Turkey has been studying English for about 13 years when the student
takes into consideration the basic English courses received in the first years of
university; however, it seems that at the end of these years, students cannot reach the
required level of English (Koru ve Akesson, 2011). Many models, methods and
techniques are proposed, such as suggestopedia, TPR, communicative language
teaching, which can be applied to the class of English learning (Larsen-Freeman,
2000). One of the proposed models that can be applied in different levels of education

in foreign language education is the quantum learning model (Hanbay, 2009).
Quantum Learning

Inspired by the quantum theory introduced in 1901, Bobbi DePorter from the United
States developed and implemented the quantum learning model in the 1980s.
Quantum learning is defined as the interaction that turns energy into energy.
DePorter (DePorter ve Hernacki, 1992) describes the quantum learning model as the
interaction of a combination of proven learning philosophy and methodology in
activity education. The way to follow in a quantum-based curriculum is not
determined in advance, but formed according to the needs of the individual, their
memories and their learning styles. A curriculum that internalizes quantum theory
should be based on a link between mind and experiment. Mental formation
contributes to different kinds of intelligence through emotional and sensory

formation. Therefore, in such a curriculum, emotion, thought, intuition and creative
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thinking take place besides cognition. The Ministry of Education of Turkish Republic
adopted the quantum theory as scientific philosophy in the arrangements realized in
2004. Thus, with the new curriculum based on quantum theory, it is aimed to train
individuals with a holistic and multi-thinking, flexible and inquisitive thinking style
(Ekici, 2013).

Quantum learning includes opinions about proven learning philosophy and methods
influenced by individuals at all ages; suggestopedia, nlp, brain-based learning,
learning styles, multiple intelligence, emotional intelligence, holistic learning,

accelerated learning (Deporter, Reardon ve Singer-Nourie, 1999).
Quantum learning scheme

There is a learning scheme that is prepared in the direction of quantum learning
principles and that a teacher should pay attention when applying quantum learning
in his class (Ayvaz Tuncel, 2011; Deporter, Reardon ve Singer-Nourie, 1999; Ekici,
2013).

I.A remarkable introduction is made to raise the curiosity of the learners and learners

are informed about the targets before giving detailed information about the subject.

II.The learners will be able to relate the new information to the previous information

and have an activity to enter the topic.

III.Once the attention of the learners has been gathered, the relation of the learners to
their lives is discussed. At this stage, learners try to label, sort, classify and define

new knowledge they learn.

IV.Learners are presented with activities to adapt the information they learn to
different situations. Learners gain confidence when they see that they can use what

they know in new situations.

V.The information is repeated with activities so as to provide a thorough
understanding of the learners' knowledge. Repetition of information ensures that the

nervous links in learners are strengthened and learned permanently.
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V1.Since the learned knowledge is valuable, the learning event is celebrated. The
learning of the learners develops a positive attitude towards learning and teaching

when rigorous studies and success are rewarded.
Development and Implementation of Sample Curriculum

It has been decided to develop a sample program so that the quantum learning
model could be better understood and the problems during implementation could be
identified and corrected. A 12-hour curriculum was developed for the 7th grade
English course in accordance with the achievements of the curriculum. Reading
materials and reading texts in the textbook of Birincioglu Kaldar (2016) used at
schools during the education period of 2016-2017 were used. The curriculum
developed in accordance with the quantum learning model wass presented to two
curriculum experts. The curriculum revised according to the feedbacks was

implemented at the 7th grade of a secondary school at middle socio-economic level.

The class was ventilated before students arrived, and proper lighting was provided.
The order in the class was arranged according to the "U" order that 27 students could
easily follow the teacher and the lesson. Colourful cushions were placed to make the
students feel comfortable. Class door and entrances were adorned. Colourful plants
and flowers were placed on different corners of the class. The classroom was colored

with appropriate visuals. Baroque music to be used was made ready.

In order that the lesson teacher could understand the model better, the first two
lesson hours of the curriculum were applied by the researcher, and the model teacher
was explained. The researcher delivered materials, visuals, awards, audiovisual tools
etc. to teacher by file, box and memory card. During the course, the teacher took
short notes during and after the lesson and evaluated both the curriculum and
student performances. At the end of each lesson, the students also wrote their own
diaries prepared by the researcher and wrote their opinions about their

performances.
Conclusion, Discussion and Suggestions

The diaries held by the students during the sample curriculum were examined by

two experts with content analysis. It was understood from the findings that the
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students enjoyed themselves in general terms and showed a willingness to
participate in the activities. It was understood that the activities were mostly enjoyed,

and students enjoyed the lesson.

The practice teacher made suggestions about the curriculum during and after the

implementation of the curriculum:

*The material for the next activity should not be shown to the students because the
interest in the activity and the material at that moment was diminishing. The teacher

should show materials on time.

*The instruction must be repeated a number of times to make sure that students

understand when the instruction was given.

*For question-and-answer activities, the answers could be repeated by the teacher for

students who did not understand and cannot do right.

*Baroque music could be played on a different device rather than the smart board.
Other video and audio files needed for the event could be a problem for media
players when they worked on the smart board. There were also a few students who
told me that they were distracted from the music during the lesson and that their
attention was scattered. The background music to be selected by the students might

be preferred for playing during the lesson.

*Since it took a lot of time to complete activities such as posters, posters, drawing
pictures, dialogue writing and role playing, these activities should be given at least a

few hours.

*Information could be further reinforced once the activities were repeated by the

subject teacher.

*The students liked the cushions and other colored equipment very much; but the
problem of the preservation of these materials arose. Therefore, at the end of each
lesson, a cupboard was needed where the items could be placed. In addition,

students might be allocated these items and their protection duties.
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*The diaries prepared for the students were seen to be worn out at the end of the
pilot implementation. The diaries could be bound before being given to students.
Also, since some days students forgot their diaries at home, diaries could be
distributed and re-collected at the end of each lesson in order to keep the diaries out

of the way.

One of the models that will be able to respond to the needs of teachers and students,
improve the achievement in teaching, develop self-efficacy in the student and reduce
anxiety is the quantum learning model (Deporter ve Hernacki, 1992). Kanadli, Unal
ve Karakus (2015) reached the conclusion at the end of their meta-analysis study on
the quantum learning model that quantum learning is more effective in improving
the performance than in normal curriculums, they stated that learning experiences
should be organized according to quantum learning. They also suggested that in the
same study, teachers could increase the success of using this model in various lessons
in elementary, middle and high school. Demir (2006) reached the conclusion that the
quantum learning model contributes positively to the success of the student at the

secondary level.



