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ABSTRACT

EXPLORING CHANGES ON SCIENCE TEACHERS’
CONCEPTIONS ABOUT PROFESSIONAL
DEVELOPMENT

The purpose of this qualitative case study was to explore changes on science
teachers’ conceptions about professional development. How teachers’ perceptions, ex-
periences, and approaches about their professional development background, and plans
for the future have been changed through the time of eight years were explored. The
first phase of the study was conducted in the 2010-2011 educational year with 14 pri-
vate school teachers. Data were collected with semi-structured interviews and analyzed
using constant comparative method. After the open, axial and selective coding, four
main themes (a) identity, (b) department, (c) school context and (d) national con-
text, emerged that described teachers’ conceptions about professional development.
The second phase of the study was conducted in 2019 with three teachers purpose-
fully selected among the participants of the first phase. Interview questions for the
second phase were revised based on the four themes from the first phase. After the
teachers were individually interviewed, the data gathered were analyzed in the light
of themes which arose from the first phase. The results showed important changes in
teachers’ conceptions about professional development. Conclusions and implications of

the findings are discussed.
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OZET

FEN BILIMLERI OGRETMENLERININ, MESLEKI
GELISIMLERI KONUSUNDAKI FIKIRLERININ
DEGISIMININ INCELENMESI

Nitel aragtirma desenlerinden durum caligmasi olarak planlanan bu aragtirma-
nin amaci, fen bilimleri 6gretmenlerinin, mesleki geligimlerine ait fikirlerindeki gigimi
kegfet-mektir. Aragtirmaya katilan fen ogretmenlerinin, mesleki geligimleri ile ilgili an-
layiglarinin, deneyimlerinin, mesleki gelisim ge¢mislerine ve gelecek planlarina yaklagim-
larinin, 8 yillik bir stire icerisinde nasil bir degisimden gectigi incelenmigtir. Caligmanin
birinci agamast 2010-2011 egitim 6gretim yilinda, 14 6zel okul 6gretmeni ile gerceklestir-
ilmigtir. Arastirmada elde edilecek veriler i¢in yar1 yapilandirilmig goriismeler plan-
lanmig ve siirekli karsilagtirmali yontem kullanilarak veriler analiz edilmistir. Acik,
eksensel ve secici kodlama sonucunda, ogretmenlerin mesleki geligime ait fikirleri ile
baglantili olan dort ana temaya, (a) kimlik, (b) boliim-ziimre, (c) okul yapisi ve (d)
ulusal yapi, ulagilmigtir. Caligmanin ikinci asamast 2019 yilinda, birinci agamaya
katilan 14 ogretmen arasindan ii¢ tanesi secilerek gerceklestirilmistir. Birinci asamanin
analizi sonucu olusan temalar dikkate alinarak, goriigme sorular1 gelistirilmistir. Sonuc-
lar, 6gretmenlerin mesleki geligimlerine dair fikirlerinde 6nemli degigimleri igsaret etmistir.

Sonuclar ve bulgulardan edinilen ¢ikarimlar tartigilmistir.
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1. INTRODUCTION

Science is one of the major subject areas that has a dramatic impact on the fu-
ture goals of a society. However, in the last decades, there have been concerns about
decreasing interests of students in science education and quality of science education
(Simon, Campbell, Johnson and Stylianidou, 2011). In their review of literature about
the attitudes toward science, Osborne, Simon and Collins (2003) claim that “one of the
major causes of concern is the enduring ‘swing away from science’ in many countries”
(p-1050). Thus, educational systems go through reform movements to find alterna-
tive solutions to these concerns about science education. Science teachers, who are
the subject and object of the change, are at the center of these reform movements.
Based on the review of various research studies by Osborne et al. (2003), one of the
components interplaying with attitude to science is science teachers’ perceptions about
their own subject. According to Mellville and Wallace (2007), the key concerns of
science education are related to how science teachers construct knowledge of science in
terms of subject knowledge, pedagogical knowledge and relationship between science
and society. Teachers’ lack of subject matter knowledge or insecurity about teaching
science may prevent them from maintaining a positive attitude towards the nature
of science teaching and student learning (Buczynski and Hansen, 2010). Therefore,
science teachers’ professional development (PD) has become a significant research and
political agenda in that it may provide solutions to these general concerns about science

education.

PD is a necessity for the development of inquiry-based science education. PD
opportunities designed considering the key steps of reform movements can ensure the
improvement of the quality of science teaching, curricula and student learning (van
Driel, Meirink, van Veen and Zwart, 2012). In this regard, it is obvious that the
quality of PD programs dramatically influences these goals that are intended to be
achieved. Additionally, Guskey (2002) claims that there are three major goals for
arranging PD programs. These are “change in the classroom practices of teachers,

change in their attitudes and beliefs, and change in the learning outcomes of students”



(p.381). According to Harrison, Hofstein, Eylon and Simon, (2008), teachers should
gain insight into their existing classroom practices by reflecting and learning from
new practices to build up further experiences and to be able to increase the effect of
PD. For the successful implication of PD programs, Guskey (2002) stresses on three
principles. First, he claims that change is not an easy and rapid process. On the
contrary, teachers’ change needs time. Second, it is important to make sure that
teachers receive constructive feedback about their students’ learning progress. Third,

an active follow-up and support system is important to keep teachers in this cycle.

Guskey’s first claim that the change of science teachers is a long-term, ongoing
process necessitates a thorough discussion of teacher identity. As members of society,
throughout their profession, teachers interact with various incidences to change them-
selves and to be changed by factors surrounding them (Orug, 2013). In line with this,
individual teachers’ perceptions about themselves as a teacher, their meaning-making
and decision-making processes play pivotal roles in the change process (Hong, 2010).
According to Hong (2010), when it is realized that how individual teachers have differ-
ent reactions to the same situation, it makes more sense to understand one’s individual

meaning-making and value system.

Teaching is not a profession in which all the content knowledge, pedagogy and
rationalized myths are acquired during pre-service university education. It is a jour-
ney that starts with the pre-service education and undergoes dynamic change once a
teacher enters the class and meets the students. After that moment, reality gains a
different meaning. Spencer, Harrop, Thomas and Cain (2018) refers to this stage as
reality shock, which is a combination of challenges that forces teachers to expand their
capabilities (Harrison, Dymoke and Pell, 2006). A teacher who enters the class with
his/her identity, which includes personal history, social interactions, psychological and
cultural factors (Cooper and Olson, 1996), experiences ongoing changes as a result of

interactions within school and with broader communities.

Even though the profession itself is called teaching, the idea of teacher as a

life-long learner is widely accepted (Borko, 2004; Harrison et al., 2006). Teacher ed-



ucation and the development of professional identity are dynamic processes that are
not restricted to pre-service education but continue during the profession (Harrison
et al., 2008). Significant reform movements from traditional learning approaches to
constructivist approach in education in the last couple of decades also makes it evident
that continuous PD of teachers is unavoidable (Supovitz and Turner, 2000). Since
the rapid changes in education systems and science force them to change their way of
understanding and acting as teachers, PD becomes a prerequisite to maintain the con-
tinuous development of professional identity (Orug, 2013). As a result, the professional
identity of a teacher is negotiated through experience during the developmental stages

of teaching (Sachs, 2005 as cited in Orug, 2013).

Therefore, instead of putting the blame on teachers, an urgent need to understand
teachers’ views, perceptions and expectations about PD and IST programs should be
considered. In the last decade, there has been a renewed interest in PD and IST
programs in Turkey. Besides the increasing number of IST programs designed by
MONE, the contribution of non-governmental organizations to the teachers’ PD is
considerable. Moreover, recent studies show that there is a promising development
about peer collaboration among the teachers (Yirci, 2017). By keeping these positive
movements about teacher PD programs in Turkey in the last decade in mind, this
research study aims to explore the changes on science teachers’ conceptions about PD.
Considering the fact that the participants of this research study are teachers from
private schools in Istanbul, Turkey; exploring the changes on participants’ conceptions
about PD in these last eight years would also help us gain a better picture of the
changes about the professional identity of the teachers from different developmental

stages.



2. LITERATURE REVIEW

In this chapter, a review of the literature that aims to uncover the goal of the
study is presented. First, teaching as a profession is defined. Second, professional
development (PD) is analyzed under the subtitles of the definition of PD, reasons
for PD, change on the models of PD, the importance of PD for Science teachers and
PD options in Turkish Educational System. Third, In-Service Training (IST) will
be described. Definition of IST, options that are included in IST, the importance of
IST, and IST options in Turkish Educational System are discussed. Fourth, previous
research on teachers’ views about PD and IST are explored. Then, professional identity
development of teachers in general and specifically science teachers were presented.

Finally, influencing factors such as school context and national context were outlined.

2.1. Teaching as a Profession

Understanding the nature of teaching as a universal profession can lead to a bet-
ter understanding of the importance of PD of teachers. An outsider can mistakenly
perceive that the teaching profession is one of the simplest professions. However, like
Grossman, Hammerness, and McDonald (2009) pointed out “teaching is complex work
that looks deceptively simple” (p.273). Teaching, unlike many other professions, is
vulnerable to the pressure of high expectations from society. It is not only the trans-
mission of knowledge from one to another but has also an important moral and ethical
purpose (Day, 1999). Spencer, Harrop, and Thomas (2018) state that “teaching is not
only a cognitive act, nor the enactment of competences, but involves the whole person”
and “teaching is a holistic gestalt of skills, understandings and values” (p.36). The di-
versity of teachers’ experiences, educational backgrounds, and personalities evolves and
increases with age and experience, which in turn shapes their professional outlook as

well (Lawler, 2003).

There are many different reasons such as the country of residence, background,

economic circumstances, the inner satisfaction and challenges endemic to that pro-



fession, all interplaying with one’s choice of being a teacher (MacBeath, 2012). The
majority of teachers, regardless of whether their choice to become a teacher is a con-
scious one, express a need for being a member of a community which appreciates,
recognizes and provides a professional judgment as well as giving teachers a sense of
independence and autonomy (MacBeath, 2012). This also supports the idea of the
teacher as a whole person. Korthagen and Vasalos (2005) propose the onion model
to show the various levels that represent the teacher as a whole person. Their model
suggests that teachers’ behavior supported by competencies which are promoted by
teachers’ beliefs, identity and personal mission. The model also accepts the beliefs,

identity and mission as the core of the teacher.

Regarding all these levels, Spencer et al. (2018) claim that teachers develop
throughout their profession by reflecting on their own teaching and students’ learn-
ing with the contribution of their moral and ethical purposes. Moreover, Korthagen,
Kessels, Koster, Lagerwerf and Wubbels (2001) support that developing an identity
and a mission as a teacher, making decisions and taking actions are not things that

are instantly learned. Instead, they need time to develop gradually.

In this broad sense of professionalism in teaching, it can be clearly seen that the

essence of professionalism has various links. According to Ingersoll and Collins (2012):

“To some, the essence of a profession is advanced training, and hence the way
to best professionalize teaching is to upgrade teachers’ knowledge and skills through
enhanced training and professional development. For others, the essence of a profession
lies in the attitudes individual practitioners hold toward their work. In this view, the
best way to professionalize teaching is to instill an ethos of public service and high
standards-a sense of professionalism-among teachers. For even others, the focus is on
the organizational conditions under which teachers work; in this view, the best way to
professionalize teaching is to improve teachers’ working conditions. As a result of this
wide range of emphases, it is often unclear whether education critics and reformers are

referring to the same things when they discuss professionalization in teaching (p.200)”.



Teaching as a profession interplays with many factors and continuously develops
throughout the profession. According to the OECD (2017) report, the most important
three factors that influence the attractiveness and the quality of the teaching profession
are working conditions, salaries and professional development opportunities. In the
report, it is stated that it is significant to increase the standards and quality of the
education system as a whole to attract high-quality teachers in the profession (OECD
2017).

It is clear that providing efficient and well-planned professional development op-
portunities is one of the important factors that have a significant impact on the teaching
profession. In the following section, PD will be investigated by taking into considera-

tion its definition, purpose, applications and importance.

2.2. Professional Development

Oxford Living Dictionaries (2018) broadly defines professional development as
“the development of competence or expertise in one’s profession; the process of ac-
quiring the skills needed to improve performance in a job”. Although this definition
provides a general perspective about the term professional development (PD), it is
inevitable to feel a need to clarify the term PD in terms of education and teaching pro-
fession. This need is also related to the intertwined interpretation of “life-long learning,

teacher learning, professional learning and professional development”.

Wells (2013) prefers to use term professional learning since she claims that train-
ing and development are planned by outsiders while professional learning is something
that teachers are actively involved in. She states that professional learning of a teacher
is the long-term, well-planned experiences and opportunities to support the growth of
a person in the profession. Simon et al. (2011) also argue that presenting the inter-
pretation of the term teacher learning and professional development is a requirement
to be clear about the perspectives through these terms. As Simon and her colleagues
mentioned in their research, Hoban (2002) rejects the term professional development

since it shows a linear way of learning which is inclined to solidify existing practice.



As an alternative, Hoban (2002) claims that teachers are seeking new ways to change

their existing practices within a professional learning cycle.

Fraser, Kennedy and Mckinney (2007) show a clear difference between the term

teacher learning and professional development.

“Teachers’ professional learning can be taken to present the process that, whether
intuitive or deliberate, individual or social, result in a specific change in professional
knowledge, skills, attitudes, beliefs or actions of teachers. Teachers’ professional de-
velopment, on the other hand, is taken to refer to the broader changes that may take
place over a longer period of time resulting in qualitative shifts in aspects of teachers’

professionalism”.

Since this study aims to explore the change on teachers’ views about PD over a
relatively longer period of time, the term PD is found more relevant to the purpose and
context of the study. Briefly, OECD (2014) defines the PD as a series of activities to
develop not only skills and expertise but also other characteristics of a teacher. Guskey
(2002) states that “professional development programs are systematic efforts to bring
about change in the classroom practices of teachers, in their attitudes and beliefs, and
in the learning outcomes of students”. Moreover, Greensfeld and Elkad-Lehman (2006)
define PD as a long-term, continuous process in which experimentation and interaction

with other teachers are fundamentals during a teacher’s career.

On the other hand, Day’s (1999) broad definition of professional development can
be employed for this research study because it is not only restricted with a well-planned

PD but also involves natural processes within and outside of the school.

“Professional development consists of all-natural learning experiences and those
conscious and planned activities which are intended to be of direct or indirect benefit to
the individual, group or school, which contribute through these, to the quality of educa-
tion in the classroom. It is the process by which, alone and with others, teachers review,

renew and extend their commitment as change agents to the moral purposes of teaching;



and by which they acquire and develop critically the knowledge, skills and emotional in-
telligence essentials to good professional thinking, planning and practice with children,

young people and colleagues throughout each phase of their teaching lives”.

This definition by Day (1999) approaches teacher as a professional in the center
of the process while also exploring the impact of the experiences of teacher on the
students and colleagues as the counterparts of this process. As a result, this definition is
found more appropriate for this study as the central definition of teachers’ professional
development. To conclude, PD, regardless of the variation in its content and format,
aims to bring a fresh breath to the in-class practices of teachers, their beliefs and
attitudes continuously, either in a well-planned or natural way to improve the quality

of education and students’ learning.

2.2.1. The Importance of and Reasons for Professional Development

As Grundy and Robinson (2004) state, teaching is never complete; it is always
developing and changing. Although the particular needs and the ways vary accord-
ing to the circumstances including physical settings, economic status, personal and
professional backgrounds, professional development (PD) is a crucial need for teach-
ing. High-quality PD programs may be influential to develop teachers’ knowledge and
transform their teaching (Borko, 2004). Besides, PD is not only a series of activities

but also an intrinsic development for teachers (Guskey, 2002).

Dean (2006) argues that PD is one of the significant factors that can impact the

quality of education at school by giving a degree of autonomy to teachers:

“If we want to improve the quality of teaching and learning in schools, then teach-
ers must come to be seen as professionals who are able to exercise some degree of au-
tonomy. I suggest some degree of autonomy as, unlike other professionals, giving the
teachers the ability to be able to work together as a community so they can improve the

quality of education in a school”.



Even though the common belief is that teaching well is possible only through
learning by experience, Ball and Forzani (2009) argue that being a good teacher requires
a carefully designed learning. While new educational approaches strongly support the
idea of learning without direct instruction of teachers, Ball and Forzani (2009) state
that it is a risky idea without active guidance of the teacher. Satisfactory guidance by a
teacher is crucial to minimize the possibility of learning by chance. Because teachers are
the key figures of high-level student learning, PD opportunities for teachers should be
taken into consideration to improve teaching quality (Kuijpers, Houtveen and Wubbels,
2010). Therefore, it must be taken into consideration that for teachers, as Borko (2004)
stated, learning occurs not only in a PD course or seminar but also in their everyday
classroom settings in their school community. For this reason, it is valuable to gain
insight into how an individual teacher learns and the social systems in which they are

participating.

As Guskey (2002) stated, the success of a school directly depends on the quality
of the teachers and administrators. He claims that professional development programs,
regardless of their content and format, are mostly planned for a common goal, which is
the improvement of student learning. Although teachers themselves desire high-quality
student learning, many teachers can face various obstacles to reach that desired level
(Garet et al., 2001). This makes PD programs an important requirement to improve

the quality of teaching.

PD is one of the most important tools to help teachers empower their reflective
approach to their teaching and learning (Grieve and McGinley, 2010). According to
TALIS (2008), PD experiences have an impact on how teachers implement the new
teaching and learning methods in their classes by motivating, informing and support-
ing teachers. The majority of the PD programs are collaborative efforts which aim
to develop, implement and share experiences, practices and knowledge, which focus
on students’ need and learning (Schlager and Fusco, 2003). A direct outcome, the
improvement of the quality of the teachers, can be observed on the performance and
learning level of the students (Darling-Hammond, 2000). This continuous deepening

of knowledge and skills is a central part of the profession, which puts more emphasis
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on understanding content knowledge, and how students learn this content knowledge

in a better way (Garet et al., 2001).

2.2.2. How Has the Context of PD Changed Throughout the Years?

A review of literature into the reasons for professional development (PD) reveals
that teachers’ beliefs and practices are fundamental to develop high-quality standards
in education. In this regard. In this section, various approaches and activities about

PD are presented. Moreover, the recent changes in PD approaches are discussed.

The most familiar approach, which was widely accepted and implemented for
more than a century about teacher education and learning, is the transmissive ap-

proach. According to Johnson and Golombek (2002):

“For more than a hundred years, teacher education has been on the notion that
knowledge about teaching and learning can be ‘transmitted’ to teachers by others. In
the knowledge transmission model, educational researchers, positioned as outsiders to
classroom life, seek to quantify generalizable knowledge about what good teaching is and
what good teachers do. Teachers have been viewed as objects of study rather than as

knowing professionals or agents of change”.

For a long while, a majority of these programs failed because teachers were used
to be viewed as the objects of the study. Guskey (2002) states that the two main
reasons for this failure are poor understanding of teacher motivation and lack of deep

understanding of internal and external factors in the process of teacher change.

In the last few decades, a considerable amount of research and literature has
emerged on the structural features of professional development activities. Despite the
recognition of PD as the most important requirement to improve education, the liter-
ature discusses the ineffectiveness of the programs (Guskey, 2002; Tamg and Dikilitag,
2018). Among these, the most commonly criticized type is the traditional type of PD
activities (Garet et al., 2001). Traditional PD approach, also called the Conventional
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Approach (Tanig and Dikilitag, 2018) or Transmissive Approach (Kennedy, 2005), is a
top-down method. Institutes, courses, conferences and workshops are some examples
for the traditional form of PD activities, which are generally externally driven programs
(Garet et al., 2001). According to Van Driel et al. (2001), traditional PD programs
can be successful to improve teachers’ content knowledge and to present ideas behind
the current innovations in education. However, these traditional forms of PD programs
have been criticized for its failure to lead to a significant change in teachers’ classroom
practices due to insufficient time, activities and content (Garet et al., 2001). Moreover,
an externally delivered program concentrates on technical aspects of the job rather
than focusing on values, beliefs and attitudes (Fraser et al., 2007). As a result, there

is no support for teachers’ professional autonomy.

Most of the PD programs aim to change teachers’ attitudes, beliefs and percep-
tions about teaching and their own classroom practices, which will result in better
student learning. However, many PD programs, especially the traditional one, has a
lack of consideration in terms of the process of teacher change (Guskey, p.382). This
common concern leads to a renewed interest in and more awareness of reform type
of PD which is also called inquiry-based or socio-constructivist approach (Tamg and

Dikilitag, 2018).

Unlike traditional PD approach, reform type PD supports the bottom-up struc-
ture. In this new approach, teachers have a chance to generate their own knowledge, set
specific goals, determine the sources and the activities, and manage their time (Turhan
and Arikan, 2009). Reform type PD activities that are mostly self-directed include
study groups, mentoring, coaching, peer observing and discussion boards (Garet et al.,
2001). According to the categorization and organization of PD models by Kennedy
(2005), these PD activities are called transitional PD.

A better version of the transitional model is transformative model, which enables
teachers to create a strong link between theory and practice; allowing them to inter-
nalize the concepts and reflections, construct new knowledge, and gain awareness of

political and professional context (Kennedy, 2005). While the transitional model can
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support either transmissive or transformative model, the transformative model pro-
vides teachers with the autonomy to be able to take action for their own learning and

growth (Fraser et al. 2007).

2.2.3. Importance of PD for Science Teachers

Educational reform movements in science education are investigated in the light
of literature in order to be able to specifically explore the importance of professional

development (PD) programs for science teachers.

Educational reform movements are the milestones to improve education and
schools to be able to achieve a higher level of student learning. To meet the chal-
lenges of today’s society, educational systems undergo progressive reform movements
and informed decisions are made based on the research (Aksit, 2007). PD programs in
science education are also developed in relation to reform movements and desired to
improve the implementation of science education (van Driel et al., 2012). Traditional
science content and teaching approaches do not meet the needs and expectations of
present-day students. It was realized that the traditional approach in science edu-
cation contributes to students’ low interest and engagement in science subjects (van
Driel et al., 2001). Teacher centered-traditional model has been transformed into stu-
dent centered-constructivist model, which includes modern approaches such as inquiry-
based science, science for all, science for public understanding, context-based science
and science/technology /society (van Driel et al., 2012). These approaches support the

scientific literacy of students and the nature of science.

However, efforts to reform and innovate the curriculum to meet this need in
science education has been criticized because of the top-down implementation of the
reform. Many scholars claim that the significant measure of achievement of a reform
movement is the effect on student learning as a result of teaching practices (Fishman,
Marx, Best, and Tal, 2003; van Driel et al., 2001; Guskey, 2002; Millar and Osborne,
2008). A significant shift from traditional teaching practices in science to inquiry-

based science to promote critical thinking has been a big challenge for teachers. At
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this point, how teachers have to adapt their teaching practices with regard to reform
movement needs critical attention. Moreover, it is also pointed out by many researchers
that changing teachers’ ideas, teaching and learning styles, beliefs and attitudes is
not an easy and rapid process. Mayer et al. (2005, cited in Wells, 2013) underline
the importance of teacher inquiry and research as critical to school reform. Boyle,
While and Boyle (2004) claim that teacher PD has to be accepted as the focus of such
reform movements. Without continuous, quality PD programs, it is likely to face with
challenges not only in students’ learning but also in the successful implementation of
reform movements (Aksit, 2007; Guskey, 2002; Fishman et al., 2003; van Driel et al.,
2001).

However, efforts to reform and innovate the curriculum to meet this need in
science education has been criticized because of the top-down implementation of the
reform. Many scholars claim that the significant measure of achievement of a reform
movement is the effect on student learning as a result of teaching practices (Fishman,
Marx, Best, and Tal, 2003; van Driel et al., 2001; Guskey, 2002; Millar and Osborne,
2008). A significant shift from traditional teaching practices in science to inquiry-
based science to promote critical thinking has been a big challenge for teachers. At
this point, how teachers have to adapt their teaching practices with regard to reform
movement needs critical attention. Moreover, it is also pointed out by many researchers
that changing teachers’ ideas, teaching and learning styles, beliefs and attitudes is
not an easy and rapid process. Mayer et al. (2005, cited in Wells, 2013) underline
the importance of teacher inquiry and research as critical to school reform. Boyle,
While and Boyle (2004) claim that teacher PD has to be accepted as the focus of such
reform movements. Without continuous, quality PD programs, it is likely to face with
challenges not only in students’ learning but also in the successful implementation of
reform movements (Aksit, 2007; Guskey, 2002; Fishman et al., 2003; van Driel et al.,
2001).

When it comes to the reform movements in science education in Turkey, an
overview of the results of PISA 2006 Science Competencies, which is very close to

the reform movements in education in Turkey that was announced in 2005 (Talim Ter-
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biye Kurulu, 2005), can give us a broader picture of the situation. By referring to
the competency levels on Science in Figure 2.1 below and comparing these levels with
Turkish students’ percentage at each proficiency level on the science scale, it can be
clearly seen that Turkish students’ achievement level on science is significantly below
the average. Among the 57 countries who participated in this survey of the knowledge
and skills, Turkey was the 46th in the achievement level in science. Another important
finding from these results can be discussed by looking at the percentage of students
at each proficiency level. Based on these results, 12.9% of the Turkish students were
below level 1, which is the lowest achievement level, 33.7% of the students were in level
1, 31.3% of the students were in level 2, 15.1% of the students were in level 3 and 6.2%
of the students were in level 4. Only 0.9 percent of the students were able to reach
level 5, while there were no students at level 6, which is the highest achievement level.
When these results are compared with the results of 2012, a slight increase on level 2,
3, 4 and 5 can be observed. However, the overall achievement level of the country in
science education is significantly below the OECD level (PISA, 2006). Reflecting on
these percentages, it was stated in the report (2006) that “The number of students at
the very low proficiency is also an important indicator-not necessarily in relation to the
development of future scientific personal but in terms of citizens’ ability to participate

fully in society and in the labor market” (p.3).

After a general overview of science education in Turkey, science teachers’ com-
petencies and classroom practices can be criticized by the curriculum developers or
authorities. However, instead of blaming teachers for the lack of success, curriculum
developers’ and authorities’” perception about teachers, students and the culture has
to be taken into consideration (Tobin and Dawson, 1992, cited in van Driel et al.,
2001). Before developing and implementing reform movements, conditions and current
situations about teachers, students and the culture of the society has to be analyzed.
High-quality PD programs, to which teachers can have equal access, needs to be de-

veloped as well as the reform initiatives.

High-quality PD programs which take into account both the factors that motivate
teachers to participate in PD and the process of teacher change (Guskey, 2002) is a
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requirement for successful reform. As Harrison et al. (2008) state, an effective PD
can provide a teacher with valuable reflection and enable them to learn about how to

implement new practices in their teaching or shape their existing classroom practices.



E Percentage of
u students able to
% answer ions at
2 | each level or above What students can typically do
3 (OECD average) at each level on the science scale
1.3% of students | At Level 6, students can consistently identify, explain and apply
across the scientific knowledge and knowledge about science in a variety
OECD can of complex life situations. They can link different information
answer questions | sources and explanations and use evidence from those sources
at Level 6 to justify decisions. They clearly and consistently demonstrate
advanced scientific thinking and reasoning, and they demonstrate
willingness to use their scientific understanding in support of
solutions to unfamiliar scientific and technological situations.
Students at this level can use scientific knowledge and develop
arguments in support of recommendations and decisions that
707.9 centre on personal, socic-economic, or global situations.
9.0% of students | At Level 5, students can identify the scientific components of
across the OECD | many complex life situations, apply both scientific concepts and
can answer knowledge about science to these situations, and can compare,
questions at least | select and evaluate appropriate scientific evidence for responding
at Level 5 to life situations. Students at this level can use well-developed
inquiry abilities, link knowledge appropriately and bring critical
insights to situations. They can construct explanations based on
633.3 evidence and arguments based on their critical analysis.
29.3% of students | At Level 4, students can work effectively with situations and
across the OECD | issues that may involve explicit phenomena requiring them to
can answer make inferences about the role of science or technology. They
questions at least | can select and integrate explanations from different disciplines
at Level 4 of science or technology and link those explanations directly to
aspects of life situations. Students at this level can reflect on their
actions and they can communicate decisions using scientific
558.7 knowledge and evidence.
56.7% of students | At Level 3, students can identify clearly described scientific
across the OECD | issues in a range of contexts. They can select facts and knowledge
can answer to explain phenomena and apply simple models or inquiry
questions at least | strategies. Students at this level can interpret and use scientific
at Level 3 concepts from different disciplines and can apply them directly.
They can develop short statements using facts and make decisions
4841 based on scientific knowledge.
80.8% of students | At Level 2, students have adequate scientific knowledge to
across the OECD | provide possible explanations in familiar contexts or draw
can answer conclusions based on simple investigations. They are capable of
questions at least | direct reasoning and making literal interpretations of the results
at Level 2 of scientific inquiry or technological problem solving.
4095
94.8% of students | At Level 1, students have such a limited scientific knowledge
across the OECD | that it can only be applied to a few, familiar situations. They
can answer can present scientific explanations that are obvious and follow
questions at least | explicitly from given evidence.
at Level 1
3349

Figure 2.1. Students Proficiency Levels in Science (PISA, 2006).

16



17

Proficiency levels in science

Below Level 1 Level 1 Level 2 Level 3 Level 4 Level 5 Level &
Finland 0.5 3.6 13.6 291 322 17.0 39
Estonia 1.0 b.7 21.0 33.7 262 10.1 1.4
Hong Kong-China 1.7 7.0 16.9 28.7 29.7 13.9 21
Canada 2.2 7.8 19.1 28.8 277 12.0 2.4
Macao-China 1.4 5.9 26.0 357 228 5.0 03
Korea 2.5 8.7 212 31.8 25.5 9.2 1.1
Chinese Taipei 1.9 9.7 18.6 273 27.9 12.9 1.7
Japan 3.2 5.9 18.5 27.5 27.0 12.4 26
Australia 3.0 9.8 202 277 246 11.8 28
Liechlenstein 26 103 21.0 28.7 252 10.0 22
Netherlands 23 10.7 21.1 269 25.8 11.5 1.7
New Fealand 4.0 9.7 19.7 25.1 2319 136 4.0
Slovenia 18 11.1 23.1 276 225 10.7 22
Hungary 2.7 123 26.0 31.1 21.0 b2 0.6
Germany 4.1 113 21.4 279 23.6 10.0 1.8
Ireland 3.5 12.0 24.0 29.7 21.4 8.3 1.1
Czech Republic 3.5 12.1 23.4 278 21.7 9.8 1.8
Swilzerland 4.5 11.6 21.8 28.2 23.5 9.1 1.4
Austria 4.3 12.0 21.8 283 23.6 B.8 12
Sweden 3.8 12.6 252 29.5 21.1 b8 1.1
United Kingdom 4.8 11.9 21.8 259 21.8 10.9 29
Croalia 3.0 14.0 293 31.0 17.7 46 0.5
Poland 32 13.8 275 29.4 19.3 b.1 0.7
Belgium 48 12.2 20.8 276 24.5 9.1 1.0
Latvia 36 13.8 29.0 329 16.6 3.8 03
Denmark 43 14.1 26.0 29.3 19.5 b.1 0.7
Spain 4.7 14.9 7.4 30.2 17.9 4.5 0.3
Slovak Republic 5.2 15.0 28.0 28.1 17.9 52 [1X:]
Lithuania 4.3 16.0 27.4 29.8 17.5 4.5 0.4
leeland 5.8 14.7 259 28.3 19.0 5.6 0.7
Norway 5.9 15.2 273 28.5 171 5.5 0.6
France b6 14.5 228 272 209 72 0.8
Luxembourg 6.5 15.6 25.4 28.6 18.1 5.4 0.5
Russian Federation 5.2 17.0 302 28.3 15.1 3.7 0.5
Greece 7.2 16.9 28.9 29.4 14.2 32 02
United States 7.6 16.8 242 24.0 183 7.5 1.5
Portugal 5.8 18.7 28.8 28.8 14.7 3.0 0.1
Italy 73 18.0 276 274 15.1 42 0.4
Israel 14.9 212 240 208 13.8 4.4 0.8
Serbia 11.9 26.6 323 21.8 b.b 0.8 0.0
Chile 13.1 26.7 09 20.1 G4 1.8 0.1
Uruguay 16.7 25.4 29.8 19.7 6.9 13 0.1
Bulzaria 18.3 243 252 18.8 103 26 0.4
Jordan 16.2 28.2 30.8 18.7 5.6 0.6 0.0
Thailand 116 335 332 16.3 4.0 0.4 0.0
Turkey 129 33.7 313 15.1 b2 0.9 0.0
Romania 16.0 309 31.8 16.6 42 0.5 0.0
Monlenegro 17.3 33.0 31.0 149 3.6 0.3 0.0
_Mexico 18.2 328 30.8 14.8 32 03 0.0
Argentina 28.3 27.9 156 13.6 4.1 0.4 0.0
Colombia 26.2 34.0 272 10.6 1.9 02 0.0
Brazil 279 331 138 11.3 3.4 0.5 0.0
Indonesia 20.3 413 275 55 1.4 0.0 a
Tunisia 277 35.1 25.0 10.2 1.9 0.1 0.0
Azerbaijan 19.4 53.1 22.4 4.7 0.4 0.0 a
Qatar 47.6 31.5 13.9 5.0 1.6 0.3 0.0
Kyrgyrstan 58.2 282 10.0 29 0.7 0.0 a

Figure 2.2. Percentage of Students at Each Proficiency Level on The Science Scale
(PISA, 2006).

Current reform attempts in science education require the deepening of science
teachers’ content knowledge and subject-specific teaching practices that match with

how students learn (Dogan, Pringle and Mesa, 2015). Regarding the content specific
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knowledge, Borko (2004) states that:

“To foster students’ conceptual understanding, teachers must have rich and flex-
wble knowledge of the subjects they teach. They must understand the central facts and
concepts of the discipline, how these ideas are connected, and the processes establish

new knowledge and determine the validity of claims (p.5)”.

PD programs improve science teachers’ content knowledge and pedagogy and in-
crease not only their confidence to teach science but also their skills to foster positive
attitudes through the nature of science teaching and student learning (Buczynski and
Hansen, 2010). Moreover, Boyle et al. (2004) state that PD programs that focus on
subject matter content and how students learn that content is more effective in increas-
ing student achievement level. Kennedy (1998) supports this argument by stating that
PD programs which focus on the subject matter of teachers are more likely to increase

student learning than programs which concentrate on teacher behaviors.

In their research study with science teachers from two different countries to in-
vestigate the processes that are required to help Science teachers to develop expertise
specifically in teaching science, Harrison et al. (2008) claims that not only the pre-
service training before starting the teaching profession but also continuous PD program
during the career is significant to develop the educational system and practices of teach-

ers.

2.2.4. Professional Development in Turkish Education System

Since the foundation of the Republic in 1923 till now, pre-service teacher train-
ing system has undergone important changes (C)zer, 2004; Tarman, 2010; Simsek and
Yildirim,2001). Professional journey of Turkish teachers starts with pre-service edu-
cation in the faculties of education in higher education institutions. Upon taking the
university entrance exams, placement of prospective teachers is done by the Higher Ed-
ucation Council (HEC) to the faculties of education based on candidates’ choice and

their exam results. To become a pre-school, primary or high school teacher, a four-
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year undergraduate level degree and/or teaching certificate is required. During the
pre-service training, candidate teachers take various courses about classroom manage-
ment, the teaching profession, subject-specific areas, pedagogical formation, curriculum
development and improvement, and general culture, all of which are planned and ap-
proved by HEC (Tarman, 2010). Besides the theoretical courses, pre-service teacher
training programs are supported by observations, school experience, and intern teach-

ing practices at schools.

After completing university education, candidate teachers have the chance to
work in public and private schools in Turkey. Starting from 2002, those who would like
to have a career in public schools are to tale Public Personnel Selection Examination
(Kamu Personeli Se¢gme Smavi, KPSS), which is intended to cover the area of general
culture, general skills and educational sciences (Giiven, 2010). Selection of teachers
based on central examination is often criticized in terms of its reliability and efficacy

(Eraslan, 2006, cited in Giiven, 2010).

On the other hand, in private schools, candidate teachers go through multiple
steps before recruitment. Majority of private schools accept candidate teachers via
personal job applications. If a candidate teacher can find a chance to be invited for an
interview, he/she is interviewed by a committee which includes school administrators
and the head of the department. Most of the time, after a successful interview, teachers

are expected to plan and deliver a demo lesson to show their skills.

The Ministry of National Education (MONE) also introduced probationary train-
ing of intern teachers in state schools. Probationary training includes three sub-
programs, which are basic training that covers subjects related to civil services; prepara-
tory training which contains information of the organization of the MONE; and prac-
tical training which provides teacher candidate professional practice (Ozer, 2004). An
experienced teacher is assigned to each candidate teacher as a mentor from the same
department. Although mentoring is a very important and effective way for the pro-
fessional development of teachers, this program in Turkey is not a comprehensive one.

At the end of this one-year-period, intern teachers are assessed through written and
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oral exams. In the oral exam, teachers are expected (a) to be able to understand and
summarize a topic, expression and reasoning skills, (b) to communicate effectively, have
self-confidence and persuasion skills, (¢) to be open-minded for scientific and technolog-
ical developments and (d) to be able to speak comfortably in public and gain teaching
skills. These are assessed by a committee that is assigned by MONE (Basic Law of
National Education, 2014).

In the current Turkish Education System, teachers’ PD programs are planned
and organized by the department of In-service Training Office (Ogretmen Yetistirme
ve Geligtirme Genel Miudiirliigii) of MONE. Most of these programs are planned as
short-term courses or seminars which are usually held at the beginning or at the end of
the educational year. In the last decade, after considering the limitations, concerns and
problems about PD of teachers, some actions have been taken. For example, School-
Centered Professional Development (Okul Temelli Mesleki Gelisim) were activated in

some pilot schools with a project between MONE and European Union Commission in

2002, (Biimen, Ateg, Cakar, Ural and Acar, 2012).

Besides the PD programs of MONE, various non-governmental organizations such
as ‘ORAV’ (Ogretmen Akademisi Vakfi), ‘ERG’ (Egitim Reformu Girisimi) and ‘Intel’
have been developing PD programs for teachers. Starting from 2008, Teachers Academy
Foundation has been “the first NGO in Turkey focusing on the personal and professional
development of teachers” (ORAV, 2017). Although there have been some positive
changes, the literature about the PD of Turkish teachers generally highlights similar
concerns and problems: (a) goal setting without consideration of teachers’ PD needs,
(b) insufficient content and context of PD to meet the needs of teachers, (c) lack of
qualified instructors in the programs, (d) lack of budget to improve the quality of
PD programs, (e) lack of motivational factors, and (f) lack of evaluation or follow-up
systems (Seferoglu, 2004; Giiven, 2010; Biimen et al., 2012; Elgicek and Yasar, 2016;
Ozer, 2004; Uysal, 2012; Bayrakci, 2009).

Seferoglu (2004) states that to have qualified teachers in the national education

system, not only the pre-service training of teachers but also the PD during the pro-
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fession must be supported in various ways. To achieve this goal, he suggests that
instead of organizing PD programs with ‘experts’ whose subject areas are not relevant
to teaching, asking for teachers’ opinions, needs and ideas would make a significant
change, which is claimed to positively influence the teachers taking initiative for their

own development.

2.3. In-Service Training (IST)

In this part of the literature review, in service training (IST) will be investigated
under four subtitles by concentrating on definitions of IST, the content of IST programs,
the importance of IST programs and IST programs in Turkish Education System. Since
IST programs make up the majority of teacher professional development in Turkish
Educational System, particular attention will be given to the IST programs for teachers

in Turkey also with reference to the limitations and strengths of the system.

2.3.1. Definition of IST

According to Turkish Language Institution, in-service training is defined as “train-
ing which is provided during the working schedule to improve the professional knowl-
edge and skills of workers-training during the work” (TDK, 2019). When this general
definition is redefined within the context of educational science, in-service training of
teachers can be referred as the series of activities delivered for teachers after they
receive their certification and start to hold a formally assigned position in a school
setting (Bayrakgi, 2009). These activities are usually examined under PD programs.
While PD programs are long-term, ongoing processes, IST programs are short-term
and single-subject activities. Yalin (2001) claims that IST -as a requirement for life-
long learning- provides knowledge, skills and attitudes which lead teachers to be more

successful, productive and happy in their profession.

Bayrake¢i (2009) makes a distinction between the terms of “teacher training and
teacher development”. According to the author, training is building specific teaching

skills by addressing certain immediate needs. On the other hand, development is the
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long-term process of reflection, investigation and change. This clarification is helpful

to understand the slight difference between IST and PD.

2.3.2. What Does the Term IST Include?

It seems that there is a significant difference between national and international
literature’s handling of in service training (IST) methods and models. IST approaches
in international literature remarkably differ from those in national literature. Thus,
it is important to highlight these distinctions in detail. In this section, IST models
from the international area will be reviewed, while national IST model will be detailed

under the title ‘IST in Turkish Education System’.

Regarding definitions of IST provided in the previous section, IST requires teach-
ers to be involved in training activities mostly in teachers’ current school settings or
the districts that they live in. In their research study to investigate the effect of IST on
student motivation, Cherubini, Zambelli and Boscola (2002) stated that IST practices
should be practical and placed in teachers’ real activities. Based on this understand-
ing, IST programs are not complex systems which require the participants, namely

teachers, to bring their experiences and personal contributions.

Vukelich and Wrenn (1999, cited in Bayrak¢i, 2009) state that IST should be
consistent and sustainable; focus on a single subject; take participant teachers’ needs
into consideration; encourage teachers’ active engagement in finding answers to real-life
problems; support collaborative work; and allow for self-reflection of teacher partici-
pants. Based on these clarifications about IST; mentoring, study groups, peer observa-
tions and evaluations, designing action research studies and coaching can be accepted
as valuable IST implementations in a school or an organization (Biimen et al., 2012).
As discussed before under the title of PD, these forms of IST are not different from
high-quality PD programs. This also shows how IST programs serve as an effective

tool for teachers’ continuing growth and development.
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2.3.3. What Is the Importance of IST?

In service training (IST) programs are as important as pre-service programs to
immerse teachers into continuous PD throughout the profession (Ozer, 2004). Saban
(2000) claims that pre-service training of teachers is an essential part of teacher edu-
cation but not enough alone to be able to cope with the progressively changing roles,
missions and everyday practices of teaching. He suggests that IST is a requirement to
support teachers’ needs to help them grow through their profession. As mentioned in
the previous section, the importance of PD, the goal of IST programs is to increase
the effectiveness of teachers in their classroom practices and to contribute to student

performance (Balta, Arslan and Duru, 2015; Bayrakei, 2009; Saban, 2000; Ozer, 2004).

In line with the reasons given so far, IST is a requirement for teachers to adapt
to the ongoing changes. However, it is highly possible for traditional, top-down IST
programs to fail in terms of their goals, since they are often too broad, which is un-
desired. These traditional programs show a similarity to the traditional teaching ap-
proaches that are based on listening rather than doing. Speck and Knipe (2001; cited
in Bayrakgi, 2009) argue that teachers are tired of the training programs that they
attend often in compliance with formal authority. Giving teachers a chance to be the
owners of their own training and development will increase their willingness to actively

participate in these programs and increase the efficacy (Saban, 2000).

Another important aspect which makes the effect of IST programs invaluable
and long-term is the presence of an evaluation system to follow up the impacts of
training on the participants (Uysal, 2012). This will also help plan such programs more
effectively. For example, Tarrou et al. (1999) state that follow-up evaluation studies
are remarkable as they provide perspectives which lead to revisions, improvements and

information about the strength and weaknesses of the programs (cited in Uysal, 2012).
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2.3.4. IST in Turkish Education System

In Turkey, in-service training programs are developed and planned by “Direc-
torate for In-service Training Office” (Hizmeti¢i Egitim Daire Bagkanhgi). This in-
stitution has been operating under The Ministry of National Education (MONE). At
present, IST programs are planned annually by both national and local authorities
concerning general educational issues and needs of the whole country. Participating in
IST programs either at home or abroad is compulsory by the laws such as the Civil
Servants’ Law No. 657 (Devlet Memurlar1 Kanunu, 1965, a.214) and the National
Education Principal Law No.1739 (Milli Egitim Temel Kanunu, 1973, a.48).

IST programs in Turkey include conferences, seminars, courses, certificate pro-
grams, bachelor’s degree completion programs, and graduate programs planned by
In-service Training Office. The department decides on the location of the programs,

selection of instructors and trainees in subject fields or abroad in fields (Ozer, 2004).

According to the findings of the study conducted by Bayrake (2009), it is found
that the most important problems of IST in Turkey are (a) lack of professional stuff, (b)
lack of collaborative partnership between teachers, (c) lack of provision for feedback and
(d) lack of a systematic in-service training model. The author claims that there is no
systematic research or survey conducted in order to understand teachers’ training needs
for their professional development (Balta, Arslan and Duru, 2015). In terms of content
and style of the IST programs, he states that most of the training programs depend on
passive listening to the expert or trainer instead of being an active participant. This
common concerns about IST programs in Turkey are also mentioned by various studies
(Saban, 2000; Yalin, 2001; Hosgoriir and Diindar, 2003; Azar and Karaali, 2004; Tekin
and Ayas, 2008).

2.4. Teachers’ Views about IST and PD

To have a better understanding of teachers’ view about in service training (IST)

and professional development (PD), reviewing both international and national research
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studies provides one with a wider perspective. For this reason, first, the results derived
from international literature will be explained. Later, Turkish teachers’ views about

IST and PD will be presented.

Besides the concerns about renewing contract or desire to strengthen resumes,
a majority of teachers are willing to attend PD programs to become better teachers
(Guskey, 2002). According to Guskey, becoming a better teacher means increasing
students’ academic performance. He states that although teachers are simply expecting
practical ideas from PD to apply in their classroom, they also believe that long-term
PD is an effective way to expand their students’ achievement. As a result, the impacts
of PD program on student performance and their classroom practices are critical for

teachers’ participation (McMillan, McConnell and O’Sullivan, 2016).

As discussed in the previous parts of the literature review, PD of teachers aims to
change classroom practices, beliefs, and attitudes of teachers and thereby, the learning
levels of students (Guskey, 2002). However, this change is not easy or instant. On
the contrary, it needs progression and seems to be achievable when sufficient time and
resources are allocated and long-term professional development is available (van Driel
et al., 2000). For this reason, teachers prefer long-term, ongoing PD programs more
than short-term workshops, seminars or courses (Boyle et al., 2004; Garet et al., 2001;
Tanig and Dikilitag, 2018). According to a study conducted by Boyle et al. (2004),
peer observations and sharing practice are the most popular long-term PD activities
mentioned by teachers. They found that teachers who participate in a long-term PD

program change at least one aspect in their teaching practices.

Teachers state that they cannot reflect on or implement their learning in their
classrooms because most PD programs do not address teachers’ needs and show rele-
vance to teachers’ previous classroom practices (Tamg and Dikilitag, 2018; Elgigek and
Yasar, 2016). Top-down PD programs that are planned by authority instead of em-
ploying a bottom-up process is another common concern (Wells, 2014). Teachers prefer
bottom-up approach which makes them active, collaborative and reflective members

of their own professional development (Tanig and Dikilitag, 2018). Elcigek and Yasar
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(2016) state that top-down approach to PD also causes teachers to develop negative at-
titudes against PD programs. In this regard, programs disregarding teachers’ feedback

are not only a waste of time but also a waste of resources.

Another important point which is frequently expressed by teachers is the culture
of development in the community (McMillan et al., 2016; Wells, 2014). Developing
a collaborative culture that encourages teachers to provide feedback to colleagues,
to receive constructive feedback from their colleagues and to involve in an active,
sustainable learning community is highly effective on teachers’ positive attitudes toward
PD. In their research study, Simon et al. (2011) also stated that the opportunity to
observe peers and be observed by them are highly valued by teachers. They found that
a school culture which supports peer observation and feedback is mostly successful in
creating a collaborative community. Providing this culture in the school gives teacher
empowerment, which reduces the resistance of teachers to change (Wells, 2014; Grieve
and McGinley, 2010). The collaborative culture among teachers constructs a powerful
learning environment within the community (Meirink, Meijer, Verloop and Bergen,

2009).

In most aspects, Turkish teachers’ views about IST and PD show strong simi-
larities with teachers from the international arena. Turkish teachers are tired of PD
programs which are planned by the authorities by concentrating on what teachers need
to know instead of what they already know and how this prior knowledge can be im-
proved (Bayrakei, 2009; Tekin and Ayag, 2008). It is not surprising to face with high
resistance of teachers because of the repetition of current knowledge of teachers instead
of asking their needs (Azar and Karaali, 2004; Uysal, 2012; Giiven, 2010; Ozer, 2014).
Moreover, Bayrakgt (2009) states that there is no pre-research conducted to identify
teachers’ needs and preferences in terms of their professional development. Turkish
teachers need to be given autonomy in order to be responsible for their own learning

and growth (Saban, 2001; Uysal, 2015; Aygtin and Bostan, 2019).

The lack of professional staff to plan and lead the PD programs for teachers is

another major problem (Bayrakgi, 2009; Azar and Karaali, 2004, Aygiin and Isiksal-



27

Bostan, 2019; Ozer, 2004). IST programs are the most famous PD activity for teachers
in Turkey, which is planned by MONE. Trainers who lead the IST programs are also as-
signed by MONE. Teachers believe that not only expertise in the subject area but also
the presentation and leading skills of the trainers have a significant impact on the effec-
tiveness of IST program (Azar and Karaali, 2004; Yalin, 2001). The conflict between
the expectations about the constructivist approach in teaching and the employment
of traditional approach in IST of teachers leads to questions and concerns among the
teachers. As a result, Turkish teachers expect to be a part of active, hands-on, inter-
active and inquiry-based PD programs. Saban (2001) states that even though there
is an increase in the number of IST programs, holding these programs out of school
environment decreases its positive impacts. In his article, he supports sustainable,
systematic, school-base IST models such as coaching, mentoring, study groups, peer
assessment and action research. The majority of the studies in the literature stress on
teachers’ need for active, collaborative and inquiry-based PD options in schools (Balta,
Arslan and Duru, 2015; Uysal, 2012). Teachers believe that collaboration among the
teachers by sharing experiences and opinions has a big impact on the PD of teachers

(Yirel, 2017).

One of the biggest barriers to PD of teachers is the limited time for self-development
due to heavy curriculum, routine expectations of schools and lack of opportunities pro-
vided by schools (Altun and Cengiz, 2012; Ozer, 2004). According to the results of a
research study designed by Altun and Cengiz (2012), teachers are aware of the connec-
tion between the school improvement and PD of a teacher through strong collaboration
among the teachers. However, teachers believe that limited improvement of schools and
inadequate facilities prevent the development of collaborative school culture, which also

negatively affects the PD of teachers.
2.5. Teachers’ Professional Identity
So far, the literature review includes teaching as a profession, professional devel-

opment (PD) and in-service training (IST), and science teachers’ conceptions about

PD and IST are presented. The goal was trying to figure out the important pieces
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of this puzzle by considering various factors. However, there is still a piece which
makes the puzzle complete. This piece is the teachers’ decision making and meaning-
making processes. All in all, teachers, as the base of this puzzle, are the ones who
interact with all the other components. Thus, their sense of self, decision-making and
meaning-making processes determine their professional practices, beliefs, values and
actions (Luehmann, 2007; Sutherland, Howard and Markauskaite, 2010). This is called
professional identity. In this title, the literature about teachers’ professional identity

in general and science teachers’ professional identity specifically will be presented.

When teachers’ opinions, views and experiences are asked for the same situation,
it is highly possible for them to express different opinions or views. They can have
different reactions to the same action. Therefore, it is important to know how and
why teachers’ decision-making and value systems are different. Hong (2010) states
that a teacher’s perception of his/her classroom practices and school experiences, how
he/she internalizes external conditions, how his/her teaching career changes his/her
self-perception as a teacher cannot be explained by examining external factors. As a
result, a teacher’s definition of himself/herself as a teacher and teaching as a profession

is important to investigate.

Teachers’ professional identity has been a separate and important research area
since the 1970s (Beijaard, Mijer and Verloop, 2004). At the very beginning, researchers
defined the identity as one’s self which is fixed, stable, unchanging and not impacted
by the external environment (Allport, 1955 as cited in Hong, 2010). Later on, these
initial views were replaced with the relational aspect. The relational aspect of identity
claims that identity is not something fixed and stable, just the opposite, is something
dynamic, continually changing in relation to the external environment (Cooper and
Olson, 1996; Watson, 2006). Professional identity of a teacher can be changed, posi-
tively or negatively, by classroom practices, the interaction with colleagues, the school

context and other external factors (van Veen, Sleegers and van de Ven, 2005).

According to Watson (2006), the assumption of “who we think we are influences

what we do” is the main idea which makes the professional identity crucial. This idea
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also supports the mutual connection between teachers’ professional identity and their
actions. Moreover, Luehmann (2007) states that the professional identity of a teacher
includes more than what he/she knows and believes. It includes his/her philosophy,

desires, obligations, actions, interaction with others, values and ethics.

Trying on a new identity is not an easy and quick process. It needs time and
experience (Luehmann, 2007; Orug, 2013). As it is discussed before, the change in a
teacher’s beliefs, values and practices are difficult and time-consuming (Guskey, 2002).
When people face a change, which can affect their self-image and personal identity, they
intrinsically develop some strategies to cope with these changes (Nias, 1989 as cited
in Beijaard, Verloop and Vermunt, 2000). The reason why people react to changes is
that they do not readily perceive themselves in another way. It is highly possible and
natural for teachers as a human, to show reactions against radical changes around their
environment. As a result, the professional identity of a teacher needs to be considered
when the goal is to lead to a change in teachers’ practices. Teachers’ perspectives about
their roles, teaching and learning have an influence on their well-being, work ethics,
and work efficacy (Rus, Tomsa, Rebega and Apostol, 2013). Thus, as Beijaard et al.
(2000) stated teachers’ professional identity impacts their professional development,
willingness to cope with reform movements and implications of innovations for their

own teaching practices.

2.5.1. Professional Identity of a Science Teacher

Science teachers need to intertwine the practice of science and the practice of
science teaching (Varelas, House and Wenzel, 2005). To be able to achieve this, it
is important to understand how science teachers develop meanings for their identities
as scientists and science teachers. Moreover, a subject area which experiences rapid
changes forces teachers to deal with the challenges of these trends. As mentioned
previously, how science teachers cope with these changes in their subject area, how
they bring innovation to their class, how they perceive and imply reform are strongly

related to their professional identity.
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According to Parsons and Bailey (2019), students’ science literacy and science
identity development are two main concerns for reform movements in science education.
As discussed earlier in this review of the literature, a significant decrease in students’
achievement level in science and their interest in science-related careers lead countries
to step back and think about the quality of science education and science teachers’
classroom practices. Therefore, learning environments and classroom practices that
support students’ scientific literacy and identity development are to be taken into

consideration to shape reform actions.

Students’ science identity development needs facilitator teachers who implement
science teaching practices to deepen students’ understanding of the nature of science
and to increase engagement in scientific literacy and science-related career paths. As
a result, science teachers’ identities, science teaching and learning practices are given

importance along with their professional development.

Effective science teaching should create a connection between students’ real life
and what they are learning. Thus, science teachers’ science histories, their understand-
ing of science, attitudes toward science and science teaching all influence students’
learning and science identity development. However, Luehmann (2007) claims that
the number of reform-minded science teachers is very limited to implement this new
vision of science to classroom practices. She also states that teacher pre-service edu-
cation programs are not well-designed to prepare reform-minded science teachers for
the profession. In her research study, she presented common challenges by trying to

understand the professional identity development of science teachers.

Consequently, (a) the lack of reform-based science education history of science
teachers, (b) the disconnection between the theoretical education at university level
and the actual practice of teaching and (c) traditional school setting which provides
limited opportunities for teachers are found to be the main reasons of these challenges
(Luehmann, 2007). Since professional identity development is a dynamic process, all
these factors mentioned above impact science teachers’ professional identity develop-

ment as well.
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In their exploratory study, Beijaard et al. (2000) highlight the combinations of
concepts such as teacher as subject matter expert, pedagogical expert and didactical
expert to understand teachers’ professional identity. When these three concepts are
considered for science teachers, the perceptions about science teachers’ professional
identity can also be clarified. First, it is still agreed that teachers need a deep un-
derstanding of the subject area. However, there is also a growing need for teachers
who can facilitate and manage meaningful student learning. Second, moral and eth-
ical components of teaching as the pedagogical side of the profession are found more
important than the didactic and subject matter sides of the profession by teachers
(Beijaard and De Vries, 1997 as cited in Beijaard et al., 2000). Third, with the shift
from traditional teaching styles to student-centered style in the last decades, teachers’
didactical expertise was re-shaped. Control ever learning transferred from teacher to
learner. As a result, teachers are the ones who initiate, guide and influence students’

learning and thinking processes.

2.6. Influencing Factors

Studies present that teachers’ professional identity development is a dynamic
process which is formed and reformed with the interactions among cultural components
(Vareles et al., 2004; Buchanan, 2015). Since the external environment is an important
component of understanding teachers’ professional identity, studies about the two most
important components of this interaction, school context (teaching environment) and

national context, will be reviewed in this section.

2.6.1. School Context

School, where teaching takes place, is an important context in which teachers’ pro-
fessional identity develops (Buchanan, 2015). Beijaard et al. (2000) state that school
culture leads the working standards of the participants who share ideas, standards and
values. They also list the components of the school culture as the expectations of the
participants, students, administrators, colleagues, the curricula that are applied and

the physical settings. Thus, the interactions among these components can determine
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the way a teacher perceives his/her professional identity.

According to the model proposed by Mockler (2011), teachers’ professional iden-
tity formation and mediation include three main domains, namely, personal experience,
professional context and external political environment. The domain of professional
context is related to the school culture and the system that teachers hold positions.
Professional context or school context, interacting with other domains, impacts teach-

ers’ professional learning and their activism.

School culture is also a powerful context for understanding teacher change. As
Guskey (2002) mentioned, expectations and approach of the school to the change have
the power to shape teachers’ perceptions about change. Hamilton (2018) claims that
teacher beliefs and identity interact with school context and national context, which

lead to a change in teachers’ pedagogical practices and belief systems.

2.6.2. National Context

One of the domains that are presented in Mockler’s (2011) identity formation
is the external political environment. Mockler (2011) defines the external political
environment as ‘the discourses, attitudes and understandings surrounding education
that exist external to the profession’, especially through media and government policies.
These policies have an impact on teachers’ personal development and activism. Since
educational systems are designed by policy makers in relation to the governments of

countries, it is hard to evaluate educational systems without politics.

In the Turkish Education System, all the components of the system are controlled
by the Ministry of Education, which is under the supervision of the government. This
highly centralized structure is claimed to be one of the biggest problems in the Turkish
education system by the prospective teachers in a research study conducted by Yilmaz
and Altinkurt (2011). The reason why the system itself creates problems is often
explained with the close interaction between political ideologies and the educational

system. The main problem is the political leaders who have the power in this rational
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educational system (Eres, 2004). According to Gedikoglu (2005), Turkey has never
had a chance to develop an educational system which is independent from prevalent
political ideologies. Changes in the political and governmental systems always lead
to changes in educational, which hampers consistency and sustainability. Thus, the
educational system has been a jigsaw puzzle by teachers, students, parents and all the

other components of this system.

In a study by Yilmaz and Altinkurt (2011), other major problems of the national
education system mentioned by the teachers are given as central exams, lack of facilities
in schools, traditional education system, quality of teachers and teacher education,
inequality to reach education and teacher placement system. One of these problems,
central exams, is one of the biggest challenges for teachers. Although the constructivist
approach was accepted and implied in curriculums, there is still a tendency to adopt
and employ traditional teaching and learning experiences due to the pressure of end-of-
year exams and entrance exams. Students often believe that the main goal of education
is to be successful in these central exams. This line of thought does not match with

the philosophy of constructivist education (Yilmaz and Altinkurt, 2011).

Economic conditions are another problem for teachers. Even though there might
be exceptions in some private institutions, Teacher salaries are at the poverty level
(Giil, 2008). A continuous struggle for survival may have adverse effects on every
aspect of teachers’ professional life. In the Turkish education system, this has been a

major problem for teachers.

When all these problems are taken into consideration, one can criticize the trust
of teachers and other components of the system. Cetin (2017) claims that in a system
which relies on insecurity and control, blames the teachers and students instead of the
system itself is the biggest and the only barrier to a successful, equal and transparent

education system.
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3. SIGNIFICANCE OF THE STUDY

Human creativity, curiosity and ability to ask questions have brought the un-
preventable changes through the years. Especially in science and technology, there
have been remarkable developments that have significant effects on the social and cul-
tural life of societies. Perpetual changing processes force people to constantly cope
with these developments. Moreover, this developmental process can be a cycle since it

causes people to ask questions that may initiate new paths for further investigations.

Societies need citizens who are scientifically literate and can interpret, discuss,
analyze, apply, investigate, and contribute to these developments (Eskicumali, 2003).
Adaptation to and internalization of these changes requires an individual to be edu-
cated. Balay (2004) mentions that people have to learn to update themselves to survive
in an ever-changing world. As a result, education, which is a reconstruction tool for

humans and society, gains big importance for countries.

As expected, these improvements and changes in science necessitate change within
the educational system. These educational changes are generally called educational re-
forms. One of the basic reasons for reform in science education is to improve education
in an effective way for improvement in students’ learning outcomes (Aksit, 2007). Driel,
Beijaard and Verloop (2001) state that traditional teaching approaches in science edu-
cation have been criticized. Science education should be presented as a way of knowing
natural phenomena, instead of a rigid body of facts, theories, and rules (van Driel et
al., 2001). Traditional science content and teaching approaches do not meet the needs
and expectations of present-day students. It was realized that the traditional approach
in science education contributes to students’ low interest and engagement in science

subjects (van Driel et al., 2001).

Another important point is the awareness of the requirement of effective science
education for society. People who are scientifically literate can follow these scientific

developments, discuss their positive and negative effects, and benefit from science in
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their daily lives (van Driel et al., 2001). All these abilities are strongly related to
effective science education. The extent to which these societal needs are met in terms
of science education depends on the quality of science teachers. Quality teachers are
those who constantly learn and grow. In this regard, how a science teacher improves

himself/herself as a teacher and person is highly important (Simon et al., 2011).

In the past decade, Turkey has gone through a significant reform in science edu-
cation in an attempt to keep up with the pace in an ever-changing global world. Due to
its poor performance in international assessment programs such as PISA and TIMMS
in science, mathematics, reading, and understanding, Turkey decided to re-examine
the education system. A remarkable movement relating to primary school science ed-
ucation took place in the Turkish education system in 2005 (Talim Terbiye Kurulu,
2004-2005). These were followed by other reforms in secondary level physics, chemistry
and biology subjects in 2007 (Talim Terbiye Kurulu, 2007). These movements led to
positive and negative reactions to a reconsideration of certain points. Since these re-
forms were closely tied to their implementers, lots of questions have been asked through
the years. Politicians, educational experts, academicians, school administrators are not
only the decision makers, but they might also be affected by educational reforms, which
may lead to resistance to change. Additionally, teachers, students, and their parents

are directly affected by reforms.

It has been argued that teachers are both subjects and objects of the change
within the educational systems (Villegas-Reimers, 2003; Avalos, 2011). Therefore,
teachers play a pivotal role in the process as they implement reform movement, eval-
uate results and act as a bridge between students and reforms, which makes the PD
of science teachers inevitable and of utmost importance. Science teachers’ PD is a re-
quirement for the development of professional identity and the ability to keep up with
the recent trends of education. Moreover, since the only source of change is experience
(Orug, 2013), teachers’ change through the different developmental stages of their pro-
fession and how these changes are influenced by PD programs gains importance. Thus,
teachers develop throughout their profession by reflecting on their own teaching and

students’ learning with the contribution of their moral and ethical purposes (Spencer
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et al., 2018). This continuous process of change takes time and effort and have an in-
fluence on teachers’ decision making, meaning making process (Wubbels, 2001). This
gradual change of the development of professional identity needs time and interaction
with multiple components of the system (Guskey, 2002). Professional identity of a
teacher can be changed, positively or negatively, by classroom practices, the interac-
tion with colleagues, the school context and other external factors (van Veen, Sleegers

and van de Ven, 2005).



37

4. STATEMENT OF THE PROBLEM

The purpose of this qualitative case study is to explore the change on science
teachers’ conceptions about professional development (PD). Science teachers from rep-
utable private k-12 schools in Istanbul were interviewed in two different time periods
to identify the changes on their views about PD in a time of eight years. In line with
this goal, the present study consists of two phases. Besides the first phase which was
designed in 2010-2011, the second phase in 2019 provides evidence for these changes
in science teachers’ perceptions as a follow up study. With the analysis of data from
these two phases, teachers’ perceptions, experiences and approaches about their PD
background has been investigated. Additionally, how their professional identity devel-
oped after eight years and their plans for the future were shaped is also considered.
Finally, teachers’ views about PD programs and opportunities in Turkey and the effects
of these programs on their professional development are explored. In the light of these

aims, the following research questions and sub-questions were explored.

What are the conceptions of science teachers about professional development?

(i) in phase 17
(ii) in phase 27

How do the three science teachers’ conceptions about their professional develop-

ment change after eight years?

(i) What is the relation between professional identity development and the change
of the conceptions about PD?
(ii) How does school context affect the conceptions about PD?
(iii) How does national context affect the conceptions about PD?

(iv) How does teachers’ view change about the quality of the PD programs?
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5. METHODOLOGY

This research study consists of two phases. The first phase was conducted in the
2010-2011 educational year. The second phase was conducted in 2019. Due to the
differences between these phases in terms of the design, participant selection, instru-
mentation and procedure, each will be presented separately. First, research design,
participant selection, instrumentation and procedure for the first phase are given. The

same layout is also followed for the second phase of the study.

5.1. Phase-1

5.1.1. Research Design

A qualitative approach was employed in the first phase of this study. The pur-
pose of the first phase was to understand private school science teachers’ conceptions
about professional development. According to Merriam, the design can be called a
qualitative case study if there is a bounded system (Merriam, 2009). Since the first
phase specifically concentrated on the science teachers who were employed in private
schools, this bounded system was investigated in order to gain an insight into the case

under study.

5.1.2. Participants

The first phase of this research study was conducted with the participation of
14 science teachers. Middle school science teachers and physics, chemistry and biology
teachers from four different private k-12 schools were the participants of this first phase.

More details about these participants can be found in Table 5.1 below.
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Table 5.1. Demographic Information of the Teachers.

Year of
Participant Pseudonyms | Gender | Subject Area Experience
Participant 1 - Beril Female | General Science 5)
Participant 2 - Ceren Female Biology 39
Participant 3 - Cise Female Chemistry 20
Participant 4 - Teoman Male General Science 8
Participant 5 - Nermin Female | General Science 3
Participant 6 - Nazan Female Physics 13
Participant 7 - Yagmur Female | General Science 9
Participant 8 - Merve Female | General Science 8
Participant 9 - Kenan Male Physics 22
Participant 10 - Ozgiir Male Chemistry 6
Participant 11 - Nevin Female Biology 7
Participant 12 - Nora Female Physics 16
Participant 13 - Zuhal Female Biology 15
Participant 14 - Emel Female Chemistry 13

Table 5.2. Frequency of the Participants by Gender, Subject Area and Years of

Experience.
Gender Female Male
Subject Area | 11 3
Years of
Experience General Science Physics Biology Chemistry
5 3 3 3
(0-5) (5-10) (10 +)
2 5 6

There are several reasons why this research study was carried out with science

teachers employed in private schools.
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First, the researcher was also a science teacher. Being familiar with the science
curriculum in middle and secondary schools in Turkey, the researcher, as an insider,
had her own ideas, experiences and observations about in which ways these curricula
need improvement and how teachers’ personal attributions and extra strategies play a
role to fulfill students’ level of knowledge. Working in a private school and participat-
ing in in-service training and professional development programs, the researcher was
personally aware of particular concerns of science teachers about the changes in the
curriculum. Although the motivation behind this study was based on the researchers’
background knowledge of these, the main concern was to understand the problem from
the participants perspective, not just from the researcher’s personal and professional
perspective. This is also known as an emic perspective, in other words, an insider’s
perspective (Merriam and Tisdell, 2015), which is claimed to be more relevant in terms

of understanding the culture, experiences and approaches.

Secondly, the reason for selecting private school science teachers as the partic-
ipants were these schools’ approach to the professional development of teachers. In
Turkey, especially in Istanbul, there is often fierce competition among private schools
to gain a competitive edge and attract students. They try to make a difference for
their students and families not only in the area of education but also in students’
social lives. To achieve this, private schools give extra importance to their teachers’
professional development. They try to offer various types of training programs, semi-
nars, workshops and so on, for their teachers. Therefore, private school teachers’ point
of views can show us a different and important perspective about teachers’ professional

development.

Snowball sampling technique was used for the selection of the participants. Mer-
riam (2009) states that snowball sampling is one of the most common types of pur-
poseful sampling. As Yildirim and Simsek (2005) argue, the snowball technique is an
efficient way to determine information-rich individuals for the aim of the research. The
researcher first began to interview some of her colleagues who, at the time of the study,
was working as science teachers in different schools. The participants’ relationship to

the researcher were taken into consideration during the selection. Close friends of the
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researcher, who have previous opinions about her perception of professional develop-
ment were not included as participants. The first participant was asked to recommend
other participants either from their school or from other schools and the same pro-
cedure was followed throughout the data collection process. Pseudonyms were used
in order to keep the anonymity of the participants and all the information that may

reveal their identities and tape recordings were kept secure for ethical considerations.

5.1.3. Instrumentation

In the first phase, semi-structured interviews were conducted with 14 science
teachers. There were 11 main questions in the interview. The researcher had also some
supplementary questions or drilling questions to reveal the most important points if
interviewees do not mention these parts in their first answers. the interview ques-
tions were formulated by concentrating on the main guiding question of this research
study “What do science teachers do to provide an effective professional development
for themselves and how do they benefit from the in-service training programs for this
aim?”. After formulating the first questions that the researcher wanted to ask, the
interview questions were put in an understandable and coherent order. The researcher
also investigated existing literature and previous studies aimed to evaluate in-service
training programs in Turkey (Yaln, 2001; Hoggoriir and Diindar, 2003). Although
Likert-type surveys were used in these studies for data collection, the researcher specif-
ically looked through which types of questions were asked to the participants. Then
those questions were expanded and shared with some of the colleagues to evaluate the
clarity. The interview questions were discussed and analyzed through the course of
“Advanced Methods of Qualitative Research”. Additionally, the questions were shared
with academics whose field of study was qualitative research methods, and classmates,
who were Ph.D. students. After lots of feedback and discussions, a pilot interview with
a female middle school science teacher from a private school was planned. During the
interview, it was confirmed that most of the interview questions were easily understood
and clear to answer. The interview questions of the first phase of the study can be
found in Appendix C. There were a few additions that were made after the interview

by considering the advice and reaction of interviewees. All those steps were noteworthy
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to improve the reliability and validity of the instruments.

5.1.4. Procedure

The procedure that followed the first phase of the study is explained with specific

reference to the details of data collection and data analysis steps.

5.1.4.1. Data Collection. Semi-structured interviews were conducted with 14 science

teachers from private middle schools in Istanbul, Turkey. By providing an informed
consent form and asking the permission of each participant, semi-structured interviews
were audio-recorded and transcribed verbatim. Each interview took from half an hour
to forty minutes. Both consent forms and interview questions were in Turkish, the
native language of the participants. English versions of these instruments can be found

in Appendix C.

The goal of the consent form was to give information about the research and to
ask for their voluntary participation in the study. In the consent form, some sub-titles
such as researcher, research topic, some details of interviews, potential benefits of this
study to the participants and society, volunteering, security and confidentiality, and
the methods that will be used through the interview were explained to the partici-
pants. Participants’ consents were asked for the usage of a recording device. These
consent forms were sent to the participants prior to meeting with them. Once they felt
confident and wanted to be a volunteer participant of this research, meeting date and
place was arranged by also taking into consideration their shifts, schedules, lifestyles
and living conditions. The interviews took place in places where the participants could
conveniently reach. Additionally, a suitable place for clear recording was chosen. An-
other important point was holding the interviews anywhere except the schools that
the participants worked at the time. There are some reasons for doing so. First, the
subject is not directly related to the schools but with the teachers. Secondly, there
was the risk factor that teachers may have felt uncomfortable answering some of the

questions in their own schools due to stress, anxiety or pressure.
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5.1.4.2. Data Analysis. For data analysis, all the interviews that were recorded with

the permission of the participants were transcribed to Microsoft Word documents. Af-
ter completing the transcription process, all documents were printed. All the teachers
who participated in this study were given pseudo names in order to ensure confiden-

tiality.

After completing transcriptions, in the light of researchers’ notes and memos,
without any predetermined categories or themes, data analysis started by reading raw
data to get familiar with the picture. Creswell (2012) claims that the data analysis
process starts during the data collection so that the researcher can have a general idea
about further data collection. By keeping this in mind, memos and notes obtained dur-
ing the data collection process were seriously investigated. It is highly important to be
as knowledgeable as possible about data to be able to find the similarities and common
expressions among different participants. During the third cycle of the reading of the
transcriptions, the researcher started coding by underlining important expressions and
phrases and taking some short notes. During this simple coding system on the papers
and with the help of pre-readings, it was not hard to find out repeated phrases which
were expressed with different words but with the same underlying meaning. After this
hands-on analysis, a second analysis was started to work on the Atlas.ti, which is a
useful program for qualitative research studies. All the transcriptions were uploaded
to the program and the researcher repeated the coding one more time. By this way,
there was a chance to review and compare the previous coding and to re-evaluate all
the information that data provided. It was easier and more beneficial to move forward

in terms of the distribution of the codes with the help of Atlas.ti.

According to Merriam (2009), data analysis allows us to make sense out of data
by consolidating, reducing and evaluating what participants have said and how the
researcher has interpreted them. In order to understand the participants’ meanings,
the constant comparative method was employed in this research study as the data
analysis method (Creswell, 2012; p.424), Constant comparative method was developed
by Glaser and Strauss (1967, cited in Merriam, 2009, p.199). Creswell (2012) defines

it as follows: ‘Constant comparison is an inductive (from specific to broad) data anal-
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ysis procedure in the research of generating and connecting categories by comparing
incidents in the data to other incidents, incidents to categories, and categories to other

categories” (p.434). The overall intent is to “ground” the categories in the data.

Corbin and Strauss (2007) suggest three phases of coding - open, axial, and selec-
tive. In line with this, data were broken down into manageable pieces by considering
the similarities and differences. Data which repeats similar nature were grouped under
the same conceptual title. This process is called open coding since it labels any unit

of data that might be relevant to the study (Merriam, 2009; p.200).

Further analysis was done by axial coding, which is the process of evaluating the
conceptual titles of open coding and organizing them under categories (Corbin and
Strauss, 2007; p.27). According to Creswell’s (2012) explanation of axial coding, the
researcher chooses one of the open coding theories to place as a central point and creates
relations with other categories which arise from the analysis. He suggests showing this

on a diagram which is called a coding paradigm.

The final process of coding was selective coding which helped verification of the

findings from axial coding (Creswell, 2012; p.426; Merriam, 2009; p.200).

5.2. Phase-2

5.2.1. Research Design

For the second phase of this research study, again a qualitative inquiry design
was chosen because the aim is to obtain a deep understanding of how science teach-
ers’ conceptions about PD has changed in eight years. Qualitative research enables
researchers to explore how participants construct the world around them (Creswell,
2003; Glesne, 2005), explore their inner experiences (Corbin and Strauss, 2015), and
how meanings are formed and transformed (Merriam and Tisdell, 2016). Therefore,
qualitative methods are appropriate to tap the meanings that science teachers assign

to their PD experiences.
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The second phase of this study is a qualitative case study. The case study involves
individuals rather than groups and investigates these individuals in a deep meaning
context (Creswell, 2012). According to the definition of Merriam and Tisdell (2016), a
case study describes and analyzes a bounded system in-depth and the unit of analysis
is not the topic of the investigation. In this study, each participating science teacher

is considered as a separate case.

5.2.2. Participants

The participants were selected purposefully to be able to have a wider understand-
ing of the problem of this research. Merriam (2009) states that purposeful sampling
is the attempt of the researcher to select the participants from which most details can
be explored. Three participants of the first phase of this research study, which was
conducted by the researcher in the 2010-2011 educational year, was contacted again
for the second phase of the study. Although the first phase was carried out with four-
teen science teachers from middle and high school, only three of them were invited
to participate in this research by taking into consideration multiple factors such as
conscious willingness to become a teacher, experience, pre-service education history,
working in the same school and changing to an administration role. These criteria will
be explained in detail for each one of these three participants. According to Beijaard et
al., (2000), teaching experience is one of the influencing factors in the development of
teacher’s professional identity. Thus, understanding the effect of the year of experience
is only possible by comparing experienced and novice teachers. They claim that an
expert teacher has more extended and well-organized knowledge, which in turn leads to
better problem solving, and management skills compared to a novice teacher (Beijaard,
et al., 2000). For these reasons, the participants of the second phase are selected based
on year of experience. Berliner (1988) described the developmental stages of teacher
expertise in five stages. These are novice, advanced beginner, competent teacher, pro-
ficient teacher and expert teacher. Based on his evaluation of data, Berliner (1988)
claims that there are differences between novice and expert teachers in terms of their
interpretation of classroom experiences, perceptions of the importance of events, daily

routines, predictions about classroom actions, judgments about typical and atypical
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events and evaluations about students’ works and academic tasks.

The first participant of the second phase, Nermin, is a female, middle school
science teacher. She was in the third year of her profession when the first interview
was planned on November 21, 2010. She graduated from a reputable Anatolian Teacher
High School. This means that her pre-service education is significantly different than
other participants. Being a teacher was her desire since her childhood. She states
that attending to an Anatolian Teacher High School was a consciously planned goal
for her to become a teacher. She also states she only preferred teaching in the Faculty
of Education of various universities while she was given other alternatives upon taking
the university entrance exam. In her first year of teaching, she started to work in a
private k-12 school. She had been working in the same school during the first phase of
the research and still working in the same private school, in Istanbul, Turkey. She is
now in the 11th year of her profession. She is selected for the second phase of this study
in order to explore the transition from advance beginner stage to proficient stage in
teaching. She was an advanced beginner teacher within the third year of experience and
became a proficient teacher with 11 years of experience. Another reason for selecting
Nermin as a participant is her long pre-service teaching education starting from high
school. Her conscious choice of being a teacher and planning a long educational path for

this goal can contribute to a better understanding of professional identity development.

The second participant, Yagmur, is a female, middle school science teacher. She
graduated from one of the oldest high schools in Istanbul, Turkey. She did not graduate
from the Faculty of Education. After the university entrance exam, she attended the
Faculty of Arts and Sciences in the Physics department. She became a teacher by
completing a teaching certificate program. She states that she decided to be a teacher
when she was in grade four because of the positive influence of her homeroom teacher.
Through the years, she never changed her mind and was sure about her choice. In the
first year of her profession, she started to work in a private school. She changed school
in the middle of the year because of tough working conditions and started to work in
her current school. She was in the ninth year of her profession and was working in her

second school when the first interview was conducted on January 27, 2011. She is still



A7

working in the same private school, in Istanbul, Turkey. She became the coordinator
of the middle school science teachers in the same school in the 2012-2013 educational
year. She is in the 16th year of her profession and still holding the same position.
She is selected for the second phase of this research study since she was already a
proficient teacher by the time the first interview was conducted and became an expert
teacher during the second phase. To be able to understand the transition between
these stages, her experiences and expressions were seen valuable. A second reason for
selecting her as a participant for the second phase is the change in her position. Her
experiences in this leadership position as head of the middle school science department
can provide a different perspective about identity development. Another reason is her
passion for teaching even though her major degree is not in teaching. This different
path in her teaching background can provide other implications for professional identity

development.

The third participant, Zuhal, is a female, high school biology teacher. She grad-
uated from a private high school. Being a teacher was not her conscious choice. She
states that she never planned to be a teacher. Even though she did not have any in-
terest in her major when she started the Faculty of Education, she feels lucky that she
became a teacher. She claims that students were not offered a qualified and mindful,
expert-led counseling about university choices at the time. In her first year of teaching,
she started to work in a private school. She was in the 15th year of her profession when
the first interview was planned on March 1, 2011 and it was her third school. Later,
she started to work in another private school in Istanbul, Turkey. She is in the 23rd
year of her profession. She was selected for the second phase of this study since she was
an expert teacher with 15 years of experience during the first phase. With 23 years of
experience in teaching, she can show us the differences between a novice and an expert
teacher. 23 years of experience in science teaching is also valuable to be able to see the
big picture in terms of national context. She is also the one who has employed in four
different private schools as a teacher. Her observations would be valuable in terms of

gaining a deep understanding of different school contexts.
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5.2.3. Instrumentation

Data for this research study were collected by means of semi-structured inter-
views. Face to face semi-structured interviews is an effective way to collect in-depth
data that provide the researcher with the opportunity to reach valuable insights, based
on participant responses to the questions. Semi-structured interviews are the mixtures
of more and less structured open-ended interview questions (Merriam, 2009). The in-
terview questions of this research study were developed in line with the themes which
arose from the analysis of the first phase of the research study. The themes emerged
from the first phase study is shown in Figure 5.1. According to the data analysis
and findings of the first phase, ‘teachers’ conceptions about PD are examined under
four main themes. These four themes were named as ‘Identity’, ‘Department’, ‘School

Context’ and ‘National Context’.
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Figure 5.1. Themes and Sub-themes of Phase-1.

Based on these themes from the first phase of the study, seven questions were
developed. There were also supplementary questions in case the researcher needs more

details. Interview questions for the second phase of the study can be found in Appendix

D.
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The first question of the interview aims to obtain more details about participants’
understanding and expressions of their own identity as a science teacher. This ques-
tion is also one of the most common questions to make a smooth and soft beginning
to the interview. The goal of the second, third and fourth questions of the interview
are to understand participants’ general conceptions about PD. Question five with sup-
plementary questions concentrates on the themes of department and school context.
Participants’ perceptions about their colleagues, support systems and limitations in
their school context are investigated through this question. Question six is aimed to
understand participants’ opinions, views and approaches about the national context.
That is, how they relate the educational system in their country and in the world with
politics and how this relation impacts the reform movements in education is explored
through it. The last question of the interview aims to understand the participants’
opinions about their own change as a science teacher for the last ten years of their
profession. At the end of the interviews, if there are some points that show remarkable
changes in comparison to the first interview, the researcher can ask them to evaluate

this change by reminding participants about their first expressions.

The researcher had a chance to use the questions in a flexible way, which meant
that no predetermined wording or order was needed. To take into consideration the
sensitivity of ethical issues, a participant consent form was developed. Before each
interview, participants were briefed about the purpose of the study and a consent form

was given to them for permission for recording.

Additionally, before beginning the interviews demographic information was col-
lected about the participants. This demographic information included gender, date of
birth and age, high school and university they graduated from, their subject areas,

tenure, and the type of school that they currently work.

5.2.4. Procedurel

In this section, a detailed procedure of the second phase of the research study is

described under two subtitles, which are data collection and data analysis.
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5.2.4.1. Data Collection. The data for the second phase were collected by conduct-

ing semi-structured interviews with middle school science teachers working in private
schools. In addition to the semi-structured interviews, the researcher also used memos
as a data collection method to ease the initial process of data analysis (Creswell, 2012).
Through the interviews and after the interviews, the researcher took notes to remember
and analyze the most important points. These notes as a first moment analysis tool

were intended to simplify the data analysis process.

The researcher developed an informed consent form for the participants to give
information about the purpose of the research and to document their voluntary par-
ticipation in the study. In the consent form, some issues regarding information about
researcher, research topic, some details of interviews, benefits of this study to the par-
ticipant and society, volunteering, security and confidentiality, and the methods used
through the interview were briefly explained to the participants. Participants’ consents
were asked for the usage of an audio recording device. The researcher sent these con-
sent forms to the participants before planning a meeting with them. Once participants

felt confident and wanted to volunteer, meeting date and place was determined.

The interviews were planned with science teachers by taking into consideration
their shifts, schedules, lifestyles and living conditions. Interviews took place in a con-
venient location for the participants. Additionally, a suitable place for clear recording

was chosen.

It was of particular importance to plan the interviews anywhere except the schools
that participants worked currently. There were some reasons for this situation. First,
the research subject is not directly related to the schools but with the teachers. Sec-
ondly, the teachers may have felt uncomfortable answering some of the questions in

their school settings.

Both consent forms and interview questions were in Turkish, mother tongue of
the participants. English versions of these instruments can be found in the Appendix.

After the interviews, audio recordings were transcribed verbatim.
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5.2.4.2. Data Analysis. The data of the second phase of the study were analyzed by

employing the themes that emerged from the first phase. That means three participant
teachers’ expressions were investigated in the light of identity, department, school con-
text, national context. By comparing their expressions from the first phase with the
expressions from the second phase, the researcher sought to understand the potential

changes in their perceptions.

For the credibility and reliability of the results, one of the eight procedures that
were proposed by Creswell (2008), member checks were used. Findings from the second
phase of the study were shared with the participants to make sure about the accuracy
of the analysis. Merriam states that even though the researcher uses different words of
expressions, participants should be able to find her/her expressions in the researchers’
sentences. To ask participants’ feedback and final comments increased the validity and

reliability of the results.

5.3. Role of the Researcher

In the present research study, researcher has multiple roles. First of all, researcher
was the one who developed the interview questions and went through multiple revisions
based on experts’ feedback. Second of all, researcher collected and analyzed data
for each two phases of the study. During the process of data collection, researcher
maintained a confidential setup to run the interviews. Third, researcher was also a
moderator during the interview process to ask supplementary questions when needed.
After the interviews, researcher was a transcriber to prepare data for coding. To be
able to investigate participant science teachers’ conceptions about PD, researcher had

the role of a coder to find out main themes and sub-themes.
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6. FINDINGS

The findings are presented for the first and second phases of the study respectively.
6.1. Findings of Phase-1

The findings from phase one are presented under four main themes. First, teach-
ers’ conceptions about professional development (PD) and in-service training (IST) are
presented as the umbrella term so that one can develop a general understanding of the
findings of this study. Based on the data analysis, it was found that teachers’ views
about PD and IST are related to four main themes. The following headings were de-
rived from these emerging themes: identity, department, school context, and national

context. For each theme, related categories are also presented accordingly.
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Figure 6.1. Themes and Sub-themes of the Phase-1.

Integral codes of these sub-themes can be seen in Table 6.1. Frequency of each

code will be presented accordingly during the analysis of each sub-themes.



Table 6.1. Themes, Sub-themes and Codes of Phase-1.

Themes

Sub-themes

Codes

Identity

Professional Identity

Being a researcher

Being good at content knowledge
Having good pedagogic knowledge
Being a good communicator

Being open-minded

Being able to develop resources
Being a hard worker

Being universal

Being good at establishing authority
Being a person who can empathize
Being curious

Being creative

Being able to speak the same language as students
Being a role model

Being fair

Being funny

Being patient

Being responsible

Being honest

Being able to self-criticize

Feelings

Love

Passion
Happiness
Motivation
Appreciation
Enthusiasm
Excitement
Self-esteem

Peace

Department

Community and

Individuality

Working alone
Team-department

Experience

Approach to Colleagues

Collaboration

School
Context

Support Systems and

Limitations

Private school and high expectations
Impact of the administrators
Workload

Autonomy

Money

National

Context

Relation of Education

and Politics

Continuous change and limited improvement
The contradiction between government
and private school

Pessimism

23
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6.1.1. Teachers’ Conceptions About PD and IST

Teachers conceptions about PD and IST brought up five sub-themes that were
entitled as life-long learning, beyond academic discipline, matching teachers’ need and
PD, quality concerns and impact on student learning. Codes for each sub-theme and

frequency of these codes can be found in Table 6.2.

Table 6.2. Sub-themes, Codes and Frequency of the Codes for Teachers’ Conceptions
About PD and IST.

Sub-themes Codes f
Personal willingness 10
No limit for continuous development 7
Life-long Learning | Teacher as a student 4
Staying young 3
From theory to practice-application 6
Beyond Academic The contradiction between pre-service 3
Discipline education and in-service experiences 3
Teaching skills
Matching Teachers’ | Need for training and willingness 7
Needs and PD Prejudice to IST 5
Resistance to training 4
The qualifications and competencies of trainer | 9
Techniques and methods of IST 9
Quality Concerns Quality of IST 6
The lack of organizations for teachers 6
Impact on The reflection of PD to the students 9
Student Learning Being traditional )

6.1.1.1. Life-Long Learning. When the participants were asked to define PD and ex-

plain what they understood from it, their responses showed some similarities. The

participant teachers believe that PD is a systematic and dynamic process of devel-
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opment in the profession. They stated that it is a long-term, continuous process to
fulfill the needs of a teacher that requires improvement. At that point, the teachers’
willingness to develop and embrace an open-minded perspective for development were
frequently cited by the participants. The participant teachers support the idea of hav-
ing ownership of the learning process. That is, they suggest that learning something
new and participating in PD programs become more effective when the teacher shows
personal interest in participating in the process. Teoman mentioned this by giving an
example from his own experience. He stated that being aware of personal needs and
making choices based on these needs is highly important to increase the benefit of these

programs.

“One thing that I seriously consider, as it has always been mentioned in in-
service education programs, is that these programs must be based on what individuals
need. The education must be provided on the condition that individuals believe that it
will cater to their needs. Although it was not my primary goal, that education was quite
beneficial for me as it served to my own needs. It caught my attention. I participated
in the program thinking that it might help me at some point in my career but showing a
willingness to take part in it was one reason why it was helpful. This was better than the
others. Most of the time, in-service education programs at school, you know, are based
on administrative decisions. They are more like mundane, reqular meetings. In this

regard, a program based on my own preferences is, of course, more useful” (Teoman).

The second point expressed by many teachers is a long process of learning. For
example, Zuhal defined PD as “a journey that someone maintains inside”. The partic-
ipants believe that a teacher should never feel that there is an end point and limit for

development. For example, Yagmur said:

“I consider professional development a kind of development in my career. As I
mentioned, graduating from school does not mean the process is completed. Especially in
the teaching profession, you cannot say this. It is a profession that requires dynamism.

That’s why we need to continuously improve ourselves” (Yagmur).
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On the other hand, Nazan made a really interesting definition of PD. She be-
lieves that professional development is a continuous process to catch up on things that
need improvement. However, she claimed that since there are continuous change and

improvement, one cannot talk about professionalism.

“Professional development as a teacher ... I mean professionalism ... development
is continuous ... In other words, professional and development are two distinct things.
Development is the continuous process of narrowing your deficits, leveling up but we
cannot talk about professionalism when development is the case. The term professional
development, professional and development together, did not seem appropriate to me”

(Nazan).

The participant teachers claimed that being a teacher keeps them young. They
indicated that being together with a younger population brings lots of advantages as
well as challenges. They reported that they need to follow current social, cultural
and technological developments to be able to catch up with students’ world. Zeal, for

example, claimed that students are ahead of their teachers and continued:

“Say the least of it, it is needed to keep up with the times and the kids because
they are way ahead of use. Therefore, teachers need to follow the changes. Keeping up
with scientific developments is already a must. Additionally, teachers must be equipped

with the skills to keep up with other societal changes” (Zuhal).

6.1.1.2. Beyond Academic Discipline. According to teachers, PD and IST programs

are not restricted to certain areas. Another aspect that participants mentioned about
PD is its broad content. They claimed that PD is not limited to the teacher’s con-
tent knowledge but also includes a wide range of areas that might need improvement
throughout the profession. This range of areas can include pedagogical knowledge,
communication skills, technological skills, new teaching methods and strategies. For

example, Cise stated:
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“I believe that a teacher is more than professional knowledge or subject knowledge.
A teacher has an audience of at least 20 students. Therefore, teachers need to employ
both academic knowledge and other aspects including humanistic, psychological, social,
and communicative aspects. In this regard, an improvement in professional skills, in-
cluding academic knowledge and human relations, enables teachers to understand the
child and act as a member of society. A teacher must have the ability not only to be

on the same page with them but also see the bigger picture” ((ise).

By taking into consideration of this broad content of PD, when teachers were
asked to evaluate PD and IST programs, one of the most common concerns about
it was its application in the class. Teachers stated that theoretical information about
content knowledge or pedagogical knowledge is no more effective than being a reminder.
They prefer to be in more practical, applicable and hands-on experience to make sense

of PD and IST programs. For example, Beril stated that:

“First of all, especially for science education, you need to have an impact. Our
field is based on the application of knowledge so practice is fundamental. The programs
can be delivered in the form of workshops. As we always mention, discovering and
helping the child discover is important but there is no one to help us discover. I believe
in-service education s not something during which you are inactively listening to pre-
sentations or writing down some key words. Just as we encourage students to actively
engage in subject matter, these programs should do the same ... Constructivist ... [
want these programs constructivist in the true sense. It must be application oriented.
It must be based on discovery. It must widen my horizon, provide me with some new
activities. I would like to leave the place with a different booklet. I want to feel excited
about it. Following the education, I expect it will bring a fresh breath to my teaching

practices” (Beril).

This need for practical and applicable PD or IST programs is related to teachers’
concerns about pre-service education. Teachers expressed a big gap between the pre-
service education and its applicability in a real classroom environment. Most of them

claimed that their training is not enough to be able to cope with problems emerging
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during their day-to-day practices. Their line of thought is illustrated in such quotations:

“In the teaching profession, when you first graduate from faculty, you do not know
much about your field. What you know is mostly theoretical. In time you meet students
and gain experience, learn from colleagues, see how others do things differently. That’s

how you improve yourself” (Ozgiir).

The majority consider the pre-service education they received at university highly
theoretical. This explains teachers’ need for a more practical, applicable PD programs,

by which they can compensate for the lack of it.

Another aspect that goes beyond academic discipline is one’s skills as a teacher.
Although some teachers believe some skills develop with tenure and experience during
the profession, others hold the opinion that teaching skills are inherent and is closely
linked to the identity of the teacher. Zuhal states that if a teacher does not have these

skills internally, participating in various PD programs might not make a difference.

“Without classroom management or that empathy, in other words, if you don’t
know how to ‘handle’ the class, it is pointless whatever seminar you are given. Without
these, no matter what computer skills you have, it doesn’t change anything. First of
all, you must provide an environment where you can transfer knowledge within the
boundaries of the existing context. There are a lot of teachers who are well-equipped
but when they go into the classroom, they don’t even look at the kids’ faces. A teacher
must be able to do it and it is more about merit. It is something that you inherently

have” (Zuhal).

6.1.1.3. Matching Teachers’ Needs and PD. As discussed in the literature review sec-

tion, one of the most important factors which make PD and IST programs effective is
that it should be based on the individual needs of teachers. Both the previous literature
and the findings of the current study indicate that teachers show more enthusiasm and

higher interest if they are seeking for opportunities based on their interests and needs.
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They want to be the owner of the process instead of complying with a predetermined

set of objectives and content. For example, Cise stated:

“The school administration dictates you to do it. It must be based on willingness.
Teachers participate in in-service education programs, whether they are based on ‘oblig-
ing’ or ‘willingness’, for the purpose of narrowing their deficits or self-satisfaction”

(Cise).

Ceren’s comments support those of Cise. She also claimed that if someone wants

to learn, he/she will find a way to learn it.

“I participate in congress, panels, professional panels. I do it not because others
force me to do so but because I enjoy it. I do it to catch up with the new trends. But I
need to point out that if you do not believe that these will be helpful or you are forced to
attend these, it will not be beneficial. If I am curious about something, I go and learn

it at first hand” (Ceren).

Unfortunately, because of the traditional approach about PD and IST programs,
the majority of the teachers mentioned resistance to and prejudice against these pro-
grams. At that point, one of the participants, Cise’s statements are noteworthy since
she was also a teacher trainer. A teacher’s observations as a trainer about teachers as

trainees help us maintain a more balanced perspective towards the issue.

“They are all sulky because the director of the school forced them to go there.
Thewr body language makes it evident that they question who they are or what they
are doing here. In such settings, I never mention I have a PhD, work in a private
school or anything about myself except being a teacher. I tell them I am one of them,
want to be together with them and would like to share my experiences. There is a
huge resistance. The second module is indeed about coping with resistance ... That’s
why, I am trying to overcome their resistance. Things might start to change when the
resistance is broken ... It starts in the afternoon on the first day and I am often able to

overcome the resistance until the evening. However, initially they have such questions



60

in their minds: Why are we here? Why do we have to spend the weekend with you?
While they are at first quite against the fact that they will spend the weekend there,
they change their ideas at the end, which is evident from their attitudes. On Sunday,
when they are about the leave, they exchange their e-mails and build networks. Those
who are relatively older wish they had had such opportunities in the past while those
younger state that they will benefit from the program. For example, they send e-mails
and want feedback about their cases: ‘Do you remember the kid I mentioned’ ‘I want

to apply such and such methods’. ‘Do you think this material is appropriate for my
case’”” ((lise)

In Cise’s case, the end of the story was positive. She claimed that teachers’
resistance is manageable depending on the content of the program. In her case, there
was a special module just to break the resistance of teachers. However, this is not
always the case. When the PD or IST program lacks this consideration, it seems

highly unlikely to overcome barriers of resistance.

Although most of the teachers stated their own opinions and illustrated his/her
own resistance and prejudice, Ozgiir mentioned about the resistance of experienced
teachers. He said that witnessing this resistance or pessimism of other people in the

community also impact one’s view during the PD. He said:

“Everyone comments that this is not the right way to do and questions why they
need to change their traditional way of practice. I believe it might be related to peo-
ple’s characteristics. As far as I have observed, those older are more resilient though
they may be exceptions. It is also related to personal traits. The young show more
willingness as they are at the beginning of their career. This is the thing with the age.
There is always some kind of resistance among older ones, and they find such programs

unnecessary” (Ozgiir).

6.1.1.4. Quality Concerns. When it comes to the quality and effectiveness of the PD

and IST programs, teachers are expressing some common concerns such the qualifi-
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cations of the instructor or trainer who runs the program, timing, location, content
of the program, techniques used, lack of productivity and the existence of interactive
communication. Almost all participants have a desire to be active during the PD and
IST programs. To be able to achieve that, they expect the trainer or the instructor
of the program to be an expert in his/her area who can involve multiple strategies
to increase the effectiveness of the program. They also want to have more practical
information on how to implement what they learn in their own classroom practices.
With the curriculum change in 2005, during 2010-2011 educational year, implementing
constructivist classroom practices were highly important for teachers and schools. For
this reason, teachers were seeking for new strategies to enrich their classroom. The
problem was that when the main goal was to learn more about a new approach, it
does not make sense the training options are still traditional. Yagmur claimed that
observing this conflict decreases the reliance on and belief in the trainer and program.
She said:

“.. a stmple and boring PowerPoint presentation which only delivers specific
information does not affect me at all because it is a very old-fashioned one that has
nothing to do with today’s education. Those who deliver these programs are also well-
aware of this. If they themselves fail to apply what they tell in their own practices, how
can they expect me to find it valuable. Such programs are often silly and lack credibility.
I find it especially important that they need to internalize the information first. When
they do that, I find those people more credible and confident” (Yagmur).

Teachers are also tired with the repetition of the same content with the same
teaching methods. They stated that they are expected to use multiple strategies to keep
students active during the class, and they also want to be more active in such programs.
Teoman stated that even though their expectations were asked at the beginning of a
training, he did not believe that it was a sincere concern. He found this process as a

formality. Teoman said:

“You know, here is the thing. In most of these programs, there is always a direct

flow of information. Someone reads what is written on paper or shown in the presenta-



62

tion. It does not mean much to me. In our teaching profession, we always point out the
fact that the student must be active. However, in these programs, we are the students
and we are quite passive. We just sit and listen to the lecturer. Such programs do not
contribute to me. We just try to meet some standards and they pretend to be doing so.

These programs are not tailored to the needs of the teacher” (Teoman).

Another common concern about the quality of PD and IST programs is the lack
of variety of these programs to please teachers’ needs. Teachers think that without
adequate support in terms of facilities, materials, physical needs, and training; it is not
realistic to expect a successful implementation of reforms. They stated that they lack
organizational support. Due to lack of groundwork to prepare teachers for these types
of radical changes, teachers lose their confidence in the system. For example, Merve

stated:

“Our biggest problem is that we just copy and paste another system to implement
here but, in the end, if fails to fulfil its purpose. Without investing in infrastructure
and making sure that all underlying dynamics are ready, you can’t guarantee success in
any field. This is the mistake we have been doing. For years, we called ‘constructivism’
a great method, brought it, tried to employ it but we have failed to prepare the real
practitioners of it: teachers. We haven’t been able to design the materials properly. All

our attempts were futile without infrastructure. Materials and course books based on it

are still problematic. We still have the same problem: what does it mean” What does it

tell use’” Which part should I teach Where should I end’” (Merve).

6.1.1.5. Impact on Student Learning. One of the most important criteria that makes

PD and IST valuable is the impact of these programs on the students and their learning.
Participant teachers mentioned this point and elaborated on how it contributed to
a higher interest of students in their teacher and their courses. They believe that
teachers’ putting extra effort to improve themselves is always recognized by students.
An increase on teachers’ self-esteem and self-respect is found to be positively related

with students’ respect for their teachers.
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“Sometimes, though we do not forget, we ignore certain points we have and ac-
quired during our teacher training. These programs are valuable in that they are the
opportunity to remind us of those points. It helps us go back that state of soul we had
as fresh graduates. It is very important not to lose that soul in teaching profession.
It reflects on students, too because students can make a perfect distinction between a
teacher who puts effort to teach them something and an ignorant one that just conveys

the information and does nothing else” (Yagmur).

Although teachers are trying to implement new teaching methods and learning
strategies to their classes, five among 14 participants mentioned the general acceptance
of traditional teaching strategies by students. Nora stated that Turkish students expect
and understand traditional teachers more than others and she justified her point based
on culture. She claimed that the culture of authority makes traditional teachers more

effective in class. She said:

“Our students are used to the style of a traditional teacher. If teacher makes them
study in a group and arrange the seating in that way, they are confused and inclined to
think that they have learnt nothing. This belief has not changed much I believe. It is a
dilemma for me. On one hand, we want to keep up with the times, innovate teaching
and try to employ new methods. On the other hand, there is this national culture that
does not change. Maybe, the family attitude has not changed. There must be some kind
of authority dictating codes and everyone must comply with these. Here, there is the
risk of negligence when the authority is not available. That is, we have this cultural

thing and it is still prevalent” (Nora).

6.1.2. Identity

An expected and natural frame comes to the view when teachers’ self-definition
as a professional, their approach to teaching as a profession, professional development
pathways and ideas about teaching and learning are evaluated together. According to
the literature, it is called ‘identity’. It is because teachers are indeed expressing their

own identities when they are talking about all the points mentioned above. Identity
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includes all the titles that they assigned to themselves, how they define themselves
as a teacher and their existence as a human being besides their roles as teachers.
Because of these reasons, the theme identity will be investigated under two sub-themes:

professional identity and feelings.

6.1.2.1. Professional Identity. Teachers have some roles because of the nature of their

profession. These roles that come to one’s mind when he/she thinks about a teacher
become an indispensable part of teachers during their professional lives. Even though
there are certain roles that society assigns to a teacher, it is equally important to know
how teachers describe themselves. When participants were asked to define themselves
as a teacher, some common expressions emerged. How participant teachers self-defined

themselves as a professional can be seen in the table below.

One of the most common aspects of professional identity was ‘being a researcher’.
Among the 14 participants, 10 participants define themselves as a good researcher who
focuses on learning more about their subject areas and the profession. They emphasize
a deep desire to learn more in order to share with their students and/or their colleagues.

Ceren, with 39 years of experience stated:

“I am a researcher. I have never felt satisfied with I already know. I add up my
teaching all the time. When I first began teaching, there weren’t enough resources. But
I asked for books all over the country. I made us of at least 10-15 different resources

while I am teaching a particular subject” (Ceren).

Having a ‘strong content knowledge’ in the subject area is the second most com-
monly expressed aspect of identity. Teachers believe that content knowledge is an

indispensable part of the teaching profession.

“I am academically equipped. I can provide my students with satisfactory infor-
mation about their field of study. I believe I am qualified as a teacher, as a physics

teacher teaching in a private school” (Kenan).
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Table 6.3. Sub-themes, Codes and the Frequency of the Codes for Professional
Identity.

Sub-theme Codes

-

Ju—
o

Being a researcher

Being good at content knowledge

Having good pedagogic knowledge

Being a good communicator

Being open-minded

Being able to develop resources

Being a hard worker

Being universal

Being good at establishing authority

Being a person who can empathize

Being curious

Being creative

Professional Identity Being able to speak the same language as students

Being a role model

Being fair

Being funny

Being patient

Being able to self-criticize

Being responsible
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Being honest

In addition to Kenan’s statements about content knowledge, Nermin’s statement
can show us the next frequent item of identity; which is having good pedagogical
knowledge. According to the participants, being knowledgeable about the content is
not enough. Cise, who was in her 20th year of the profession, claims that teaching is
more than content knowledge; it is the combination of multiple skills and competencies.
Teachers should also know how to transfer knowledge to the students by taking their
level into consideration. Nermin called this ability to transfer knowledge as profession-

alism.

“First of all, you want to be proficient in that regard. I mean you must always
know more that the students ask for. But it doesn’t suffice alone, how you transfer
that knowledge is equally tmportant. So, from my point of view, a combination of these

two, subject knowledge and being able to transfer it successfully, is professionalism”

(Nermin,).
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The way of transferring knowledge to the students was also defined as being
able to speak the same language with students. Three teachers mentioned that a
teacher should know how to communicate with students by understanding their way
of processing information. For example, Ceren claimed that when a teacher becomes

competent at this special communication, he/she might be a qualified teacher.

“Once you speak the same ‘language’ with the students and transfer what you

know successfully, you become a teacher in the real sense” (Ceren).

Communication is a key factor for teachers. Eight out of 14 teachers defined
themselves as good communicators. Teachers’ expressions about communication can
also be a sign of establishing a good relationship with students. In their statements
about communication, having this strong relationship with students were mentioned

frequently. For example, Emel said:

“I believe the most important strength is communication with students. I am
especially successful in communicating with high school students, who are relatively
older. What do I mean by ‘strength’ It includes a balance between being friendly and
keeping the distance at the same time. I encourage them to talk to me about anything
they want. While doing this, I also keep my authority and maintain a distance that will

interfere with my teaching and cause negativities” (Emel).

Teachers also indicated that they must maintain their authority in class while
building rapport with students. The literature refers to this balance as a classroom
management skill but teacher responses revealed that they prefer to call it as estab-
lishing authority. It seems that the old social label of a teacher as an authoritarian
figure is still prevalent. Early career-stage teachers, like Nermin, define themselves as

well-disciplined. Nermin stated being disciplined is one of her strengths as a teacher.

“First of all, I am disciplined. I also try to help my students be disciplined. In

my teaching, I act accordingly” (Nermin).
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The participant responses also revealed that their ideal teacher figure is also open-
minded. They did not use this label for themselves as a personal attribute of theirs, but
they expressed open-mindedness as a crucial characteristic of a teacher. Nevin created
a connection between open-mindedness and the definition of professional development.
She said that a teacher must be open to new ideas without any resistance to improve

him /herself in his/her profession.

“Professional development means openness to continuous personal development.
One should show willingness. A teacher shouldn’t assume that I know everything and
there is mo need to further development. We need to be aware that there is always
more space to learn. We should never consider ourselves perfect. This is what I call

professionalism” (Nevin,).

The ability to develop new resources instead of heavy reliance on orthodox meth-
ods and materials throughout the years was also cited as an important criterion for
teachers. The findings suggest that while some teachers need to work on that criterion,
some teachers define themselves really proficient in developing new resources. Kemal
shared his last attempt for his professional development as the organization and devel-
opment of a physics question bank for himself and his students. He also shared this
source with his colleagues since he believes that collaboration is vital for teachers. On
the other hand, as a young teacher, Beril stated that she needs more improvement in

resource development. She said:

“First, I believe I need to allocate more time to material design and resource
development. For instance, if I have a more flexible schedule and less workload, I may
make use of this opportunity. To be honest, I have some intervals between lessons, but
I fail to use those efficiently. I think it would be better if I could use my spare time
wisely like designing extra materials that may provide my students with more varied

knowledge” (Beril).

Six out of 14 teachers defined a teacher as a hard worker. They also complained

about how this job interfered with and shaped their personal life. To be able to fulfill



68

the requirements of teaching, they usually need to allocate a significant amount of time
out of school hours, which is believed to make the profession quite challenging. For

example, Zuhal stated:

“Well, I have been working hard and relentlessly to be a ‘complete’ teacher. But I
realized that in teaching, the journey never ends. There are always new things to learn.
Ours is a ‘living” job. Sometimes I also tell my students, who sometimes underestimate
being a teacher. I tell them that they will understand what being a teacher means when
they start teaching. It may seem not that demanding at first glance but this is not the
truth. You need to improve your qualifications in every aspect. It is a multidimensional

process” (Zuhal).

Teachers believe that a teacher should be universal. According to their expres-
sions, what they mean in terms of being universal is being fluent in a second language
-particularly English, to be able to catch up with global trends. Since the participant
teachers work in private schools, they had increased interactions with their foreign

colleagues.

A second language was important for them to maintain their ties with these
people. Another reason why universality is mentioned is about their subject area. They
believe that being a science teacher increases the importance of the second language.
Due to the lack of reliable and rich resources in science in Turkish, there is a need to
investigate international resources. Zuhal claimed that without being fluent in English,
a teacher can rely on limited resources, which can decrease the depth of content. She

said:

“When approached with a globalized, international perspective, in all areas of
teaching, there are musts. For example, whatever your field of teaching is, you need to
know foreign languages because all of us need to be able to follow recent international
literature. One needs to be able to go online and read articles. When you fail to do
so, you become dependent on a few books by the same authors, who often provide a

superficial and often incorrect account of things” (Zuhal).
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To be universal and willing to search for various resources, a teacher must be
curious; which was another descriptive item for a teacher. They believe that curiosity

keeps them active in the profession. For example, Ceren said:

“Hunger for knowledge ... It is like being hungry all the time. What knowledge
can I obtain” How can I expand my knowledge’ With whom can I share what I know’
There are two sides to the coin. It is not purely a willingness to know and share. It is

also related to satisfaction of your ego, being proud of yourself” (Cise).

Merve states that being a good researcher and maintaining curiosity is also related
to creativity and productivity. According to her experiences, even though her account
of creativity and productivity needs careful planning and studying in the early stages
of the profession, she believes that this process becomes more intrinsic and natural

with experience.

“At the beginning of my career, I thought research-orientation, hard work and
productivity were my key strengths. In time, though I do not deny that planning is
still important, for example, in order to provide quality in-class activities, tenure and
experience play a role. [ realized that it is a self-evolving process, it is an intrinsic
process which is also related to ability. I can feel it: I can suddenly create things and
use my creativity in what I do, which I enjoy a lot. Creativity is one of my strengths...
Trying to work out solutions to problems... I am also curious and eager to learn and
find new methods. Other than these, my research skills can be another strength of mine

as a teacher” (Merve).

Empathy is cited as one of the central attributes not only for a teacher-student
relationship but also for any type of relationship. Teachers stated that being a person
who can empathize is crucial for the teaching profession. Yagmur shared a connection
between empathy and patience. From her expression, it is understood that once a
teacher has this ability to empathize, he/she will be more patient with students. “I
think I can show empathy. Without empathy and patience, you can’t teach” (Yagmur).
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Only two teachers defined themselves as a fun teacher. These two teachers were
middle school teachers and were working with a younger cohort of students; whose age
range was from 10 to 13. Teoman was one of them and claimed that creating this

exciting environment for students to increase the efficiency of learning. He said:

I believe I am capable of creating an entertaining learning environment, which

makes learning effective (Teoman).

Two teachers pointed out self-criticism. Zuhal stated that teachers need to be
able to self-criticize due to the common belief and acceptance among teachers that
they are competent in everything. She stated her concerns that such false beliefs can

be a possible barrier to further development of a teacher.

“A teacher must be able to self-criticize. Self-criticism is the most important thing
in teaching. It plays an tmportant role in many settings such as social relationships
but in teaching, it has a unique place. Generally speaking, teachers are a group of
people who assume they know everything and despise being criticized. This is definitely
wrong. Therefore, teachers must self-criticize, spot their weaknesses and take measures
against them. Teaching is a process and you learn how to teach effectively in the

process” (Zuhal).

“Being responsible is another characteristic mentioned by only one teacher. Al-
though most of the teachers talked about various things that can be included as a part of
the responsibilities of a teacher, only one teacher specifically focused on being responsi-
ble and how it impacts students. Nermin said: I am responsible and students are well

aware of this. They understand I teach responsibly” (Nermin).

Honesty and fairness were two attributes expressed by teachers. While two teach-
ers defined themselves as fair, only one teacher defined himself as honest. These teach-
ers expressed these attributes as their strengths. This can be seen from Nora’s and

Kenan’s statements:
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“I am honest. I put effort to behave justly” (Nora).

“I behave justly towards my students” (Kenan).

An interesting finding of the professional identity of a teacher expressed by Ceren
who was in the 39" year of her profession mentions the image of a teacher for the
students and the society. She stated that even the most personal decisions such as
being pregnant or cleaning the house were important deals to protect the image of a
teacher, which shows the sanctity of the profession. She stated the importance of a
teacher as a role model from her perspective, especially considering her early career

stages.

“I didn’t have children for a while. Why? Because I thought my students would
see me carry my baby, shop or leave the baby to my mother’s place. I cleaned my
windows at night so that they wouldn@t see me. I did all of them in order not to spoil

the teacher image in my students’ minds. This was what we used to do. We were that

careful” (Ceren).

Being a role model can change form depending on teachers’ perceptions. Merve,
as a young teacher, mentioned her academic studies and skills as her strengths, which,

she said, also had an impact on students.

“I have a student called Hande. She is a seventh grader and I am teaching her
for the first time this year. We had a very interesting conversation a while ago. As
you know, sometimes students may have some kind of special interest in one of their
teachers. For her, it was me. During break times, she often drops by and says I am her
role model. She said ‘You can speak English and you went to Spain for a conference
and made a presentation’. This was not something I mentioned in the class. She might
have seen me in a newspaper or a website. This is something I am really proud of. As
a teacher, as a researcher, as a role model for a student, it is a unique experience to

touch one of my students’ life” (Merve).
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6.1.2.2. Feelings. From participant responses, it can be clearly seen that feelings are

a significant part of their identity.

Table 6.4. Sub-themes, Codes and Frequency of the Codes for Feelings.

Sub-Theme | Codes

Love

Happiness

Passion

Motivation

Feelings Appreciation

Excitement

Self-esteem

Enthusiasm
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While they were talking about their strengths as a teacher, most of the partici-
pants mentioned that teaching is a profession which cannot be done without love. They
believe that a teacher should love not only the students but also the teaching to be

fully successful and complete in the profession. For example, Nermin said:

“I enjoy both teaching and learning” (Nermin).

In addition to Nermin’s expressions, Merve presented a stronger argument. She

believes that without love, the teaching profession is hard to achieve.

“I love my students. Without love, you can’t keep teaching” (Merve).

Besides love, happiness was the second frequent feeling mentioned by teachers.
The reasons for happiness were believed to show some variations. While Nevin asso-
ciated happiness with her team, Nora explained happiness with her interactions with

students; and Merve claimed that teaching itself is a source of happiness for her.
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“Coordination with your team is very important in professional development. If
you are happy with where you work and if you are not suffering from stress, it makes
you happy and helps you improve yourself. But in an environment where you always
feel nervous and behave cautiously all the time due to potential misunderstandings, it

has a negative effect on your professional development efforts” (Nevin).

“As well as my compulsory teacher training program, I also attended willingly
some events and made sure about my feelings about being a teacher before graduating.
I understood that teaching gave a great amount of pleasure. When I graduated, I was

sure that a career in teaching was my cup of tea” (Merve).

“I feel amazingly happy and satisfied if I can become a positive role model for a

single student ... with my behaviour, my look or anything else” (Nora).

Passion for teaching is another aspect of teachers’ feelings. Although none of the
participants use the word ‘passion’ directly, they expressed their passion for teaching
in different ways. Their passion for teaching can be seen from their account of how

they decided to be teachers. For example, Yagmur said:

“I decided to be a teacher when I was just a fourth grader. Our primary school
teacher left when I was in the fourth grade and another teacher came. That teacher
had a great influence on me. In time, I became more and more sure that teaching was

what I wanted. I have never dreamed of doing another job” (Yagmur).

Passion can be seen in different forms. For Nora, it was the outcome of her teach-
ing, which was the impact she had on student learning. Nora stated that witnessing a

student’s growth and future success is a source of personal satisfaction.

“I feel satisfied when I see that I am able to teach someone something and they
learn it. I feel even more satisfied when I see them graduate from school and build a

bright career” (Nora).
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Motivation is another intrinsic feeling which keeps teachers active during their
profession. Based on their expressions, motivation is found related to another aspect:
appreciation. Most of the teachers stated that being appreciated especially by the
administrators has a big impact on their motivation. It seems that just as students need
the recognition of teachers to move forward, teachers also need this acknowledgment
from other people including colleagues, administrators, students and their parents. For

example, Ceren said:

“You may do and achieve many things but if the environment, I mean people
around you, do not admire you, it will reduce your motiwation. Lack of support from
your friends will do the same. For example, I have never allowed my personal and
family matters to interfere with my job. I was teaching in my class only a day later
my mother passed away. I delivered my baby during the summer holiday. This was my
way of idealism. What we expect is not much. Following an achievement, all they need
to do 1s to say congratulations. This is not a big deal but for a teacher, it means a lot.

When it is not said, you are not admired, you become demotivated” (Ceren).

On the other hand, Beril pointed out another aspect of motivation which is build-
ing rapport with students. She stated that her positive relationships with her students

keep her motivated.

“There 1s a deep, intrinsic bond between you and your students. That’s the thing

that motivates you. For me, my inner motivation is important, and I have it” (Beril).

Three participants emphasized that feeling excited about teaching is important
and it brings joy to their lives. Emel said: “It has been, let me think, 13 years since
I started teaching but I feel as if I am just starting my journey. FEach term, at the
beginning of every semester, I feel very excited, as if it is my first day in teaching”

(Emel).

Enthusiasm about teaching was not directly stated by participants to define them-

selves as teachers. However, when participant teachers were asked to evaluate their
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colleagues in terms of their approach towards PD and teaching, they mentioned enthu-
siasm as a key component. From their expressions, it was understood that teachers do

not find their colleagues as enthusiastic as required.

“There are those who, like me, modestly seek and try to make use of every op-
portunity to learn from others, make others happy and happy. There are also those
who do what they do because they are obliged to do so. Some invest in professional
development to keep up with the times though I don’t think they are eager. As far as I
observe many teachers just see teaching as a normal job, which they have to do. They
see it some kind of obligation and they just do what they have to do. There might be

exceptions, but I believe such teachers constitute the magjority” (Nora).

Self-esteem was another feeling expressed by two teachers. Nermin observed an
increase in her self-esteem especially after participating in PD programs. She thought

that her self-esteem has a positive impact on her classroom practices. She said:

“For me, it worked well. I know more now; I confide in myself more. When
students ask something, I answer their questions confidently. I was able to do so before,
but I am more comfortable and confident. Going into the classroom feeling in this way

is really important” (Nermin).

The last component of the feeling theme is peace. Only two teachers talked about
the importance of peace in their profession. The participant responses revealed that
working in harmony and feeling the support and trust of their colleagues are the key

sources of peace. For example, Kenan stated:

“I like working hard. I also enjoy doing research. What really matters is the peace
of mind. What I refer to by saying peace of mind is that you should work in a team
where your experience is valued, where there is mutual trust. We are capable of making

a difference, I believe” (Kenan).
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6.1.3. Department

Because of the nature of the profession, communication and relationships are
really important for teachers. The school environments, more specifically departments,
where teachers can collaborate and communicate with others are seen a positive factor.
When the participant teachers were asked to talk about being a member of a group,
the idea of community and individuality emerged from their expressions. Moreover,

their evaluations of colleagues are also noteworthy to mention.

Table 6.5. Sub-themes, Codes, and Frequency of the Codes for Department.

Sub-theme Codes f
Community and | Team-department | 5
Individuality Working alone 4
Experience 4
Approach to
Collaboration 7
Colleagues

6.1.3.1. Community and Individuality. Teachers believe that harmony in the commu-

nity decreases the level of stress and increases satisfaction with the working place.
When members of the team are willing to collaborate, it has a positive effect on teach-
ers’ professional development. Nevin stated that team spirit is also a reason for hap-

piness. She said:

“Harmony with your team is crucial. If you are happy with your working envi-
ronment; if you are not suffering from stress, then you can move on. However, if you
are feeling nervous all the time or afraid of being misunderstood, then it has a negative

effect on professional development” (Nevin).

Zuhal also believes that development needs togetherness. However, she also com-
plains about how people give priority to their personal benefit rather than the benefit

of the community. This brings the second sub-theme individuality into the discussion.
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“Based on my observations, I believe many prioritize their own individual inter-
ests rather than institutional benefits. People do what they do for their own interest.
For ezample, they participate in a program because it will be nice on their C'Vs. There-
fore, people prefer individual work to teamwork. They approach things rather selfishly.
The only one that matters are their own benefits. This is not teaching, being a teacher.
Education cannot depend on this egoist approach. FEducation is being together, educa-

tion is sharing” (Zuhal).

Although the individuality of teachers might be related to their personal identity,
there might be another possible reason for this. Working in a private school might be
leading teachers to adopt a more competitive approach. Kenan was the only participant
who mentioned this indicating that private school teachers are different from those in

state schools.

“The truth s that we, as teachers working in private schools, are more profes-
stonal than those in state schools. In a private school, teachers must be really qual-
ified. Why? Because the renewal of our contracts is based on our performances. In
state schools, where they have job guarantees, as long as you don’t commit something

against the law, nothing happens. Then, one asks ‘why would I try to improve mysel,

(Kenan,).

The dynamics inside the department are also related to tenure. Based on Nermin’s
expressions, it can be seen that being a young member of a group might have both
advantages and disadvantages depending on the group dynamics. Nermin stated the
advantages of being a young member, who was able to receive help when she needed
from the other group members. However, Beril, who was also in her early stages of the
teaching profession, talked about the lack of awareness about professional development

as a group.

“This is my second year in the same institution. Are we doing anything for
professional development or how do we define it as a group’ My answer is it is not

really promising. We are not in a professional development process. It may be a
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development process but our awareness of it is really limited” (Beril).

“I am just at the beginning of my career. I have areas open to improvement. [
always ask questions to everyone. I am the most inexperienced one here so I need to

do so to learn” (Nermin).

On the other hand, for experienced teachers, being a member of a group might be
a motivation source. For instance, Cise, with 20-year experience, was a teacher trainer
beside her teaching profession. She expressed her motivation and enthusiasm about
being a leader for a group. When she talked about a PD program that she attended
before, she led the group. She said observing the trust of other participants in the
group made her delighted.

“I had really enjoyed being the group leader. Having an influence on them, en-
couraging them to act together for a purpose, earning their trust... these were really

great. The result was a success. It was a source of happiness for me” (Cise).

Being an experienced teacher also have some disadvantages in the community.
Ceren, who was in the 39th year of her teaching career, explained she was frustrated at
being the one who needed to figure out everything alone and train others. In addition
to the fact that she voiced the challenges of individuality, she also pointed out the fact

that she made an effort to share.

“I was alone. I mean, when I started teaching, there were also other teachers
who taught the same grades as me. Still, everyone was only responsible for their own
actions. There wasn’t a sense of community. Despite this, I showed a willingness to

share with others and helped them develop themselves” (Ceren).

6.1.3.2. Approaches to Colleagues. In the previous section, teachers’ opinions about
their identity were examined. Besides their self-evaluation, how they evaluate their

colleagues can provide us with an important perspective. When teachers were asked
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to evaluate their colleagues in terms of their approach to PD, there was an interesting

situation noticed.

Most of the participants divide the community of teachers into two different
groups. They stated that the teachers from the first group are willing to improve
themselves and taking the necessary steps to do so. However, they believe that the
teachers in the second group are not willing to take initiatives both for their personal
and professional development. The participants also think that the majority of their

colleagues are from this second group.

“Teachers have different attitudes toward professional development. Based on my
observations, I can say that these attitudes are also related to teachers’ identity. There
are teachers who feel happy to have an opportunity for self-development. There are also
those who see it as a burden because they will be busy at the weekend or need to work
extra. There are both lazy and hardworking people. I cannot tell you exactly. There
are differences. There are teachers who have positive opinions about it. There are also
those who see teaching just a simple profession and see such things as a burden. It is

about personality” (Nevin).

Based on Nevin’s expressions, it is evident that there is a sharp distinction be-
tween these groups. Nevin stresses on these two different groups in terms of their
approach; and also creates a connection with the identity of the teacher. “Some are
enthusiastic about teaching, but they are not the majority, I admit. Some act as if
their choice of the teaching profession was not a well-thought one. It is like they be-

come teachers because it was better than doing nothing” (Zuhal).

Zuhal also supports Nevin in terms of this division. Additionally, Zuhal believes
that the majority of the teachers are in the second group, which includes teachers who
are not willing to improve. According to Zuhal, the number of teachers who really love
the profession and are willing to improve is significantly low. The participant response

leads me to come up with another interesting finding of the study.
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What makes teacher” evaluations about their colleagues interesting is their belief
about Which group they are. When Zuhal mentioned that most of the teachers are in
the second group, she implied that she is in the first one. That means teachers believe
that they do enough for their professional development while their colleagues do not

show the same effort. Other participant teachers also support that claim.

“Well, there are those who consider professional development programs as some-
thing they attend because it will be impressive in their C'Vs. These teachers have one
goal: being administrative. There are also those who attend the programs because they
believe it may contribute to them. There are teachers, like me, who modestly expect to
benefit from these programs, who see the programs as a source of happiness. Some do
it out of obligation. Some do it because they want to keep up with. As far as I see
most are not enthusiastic about these programs. Most teachers only want to do what

is officially expected from them. They have boundaries; they don’t want to put extra

effort” (Nora).

Nora is another teacher who complains about the unwillingness of other teachers
compared to herself. She thinks that the number of teachers who are passionate about
teaching is really low. To understand how and why teachers come up with these

evaluations about their colleagues, another participant teachers’ expression might be

helpful.

“At first glance, the number of teachers who consider in-service education pro-
grams an opportunity they can benefit from is quite low. Of course, there are those who
are highly motivated, highly enthusiastic about them. I wish all thought so’. In time,
with tenure, I dont why, may be because of tiredness, may be due to burnout, some-
thing happening, they become fed up. They might have valid justifications. It might be
about something that doesn’t run well in the system. It may be because of the education
itself. If these programs were more appealing, they would feel more positive about them,
I believe. This being the case, however, there are also a lot of teachers who are really

open to learn and improve more, who try their best to be more effective in the class”

(Emel).
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As can be understood from Emel’s sentences, teachers seem to be forgetting about
their own identity as a teacher while they are evaluating their colleagues. They are look-
ing at the situation as an outsider. From their negative expressions about the teachers
in the second group, who are not willing to improve, it can be understood that they
strongly believe in the continuous growth in the profession. Their expressions clearly
point out the indispensable requirement of professional development. While they are
talking about their observations, they assume that they manage the situation wisely
and do their best for their own development. When they evaluate their colleagues,
without a mention about self-criticism, they outline a negative scenario. They also
feel sorry about their colleagues. This leads to other research questions. Is teaching a
profession which makes self-criticism harder for teachers” How frequently do teachers

self-criticize and how do they use self-criticism to improve themselves’.

6.1.4. School Context

Schools, where teachers hold their profession, are a big piece of this puzzle. When
the participants were asked to share their conceptions about factors that affect their
professional development, working conditions and expectations in their school and es-
pecially the administrators were in the first row. It is clear to see that administrators’
attitudes toward teachers have significant implications for teachers’ level of motivation.
On the other hand, working conditions including working hours, salary, assigned re-
sponsibilities, duties, extracurricular activities and the assigned number of students to
an individual teacher are just some of them in their list. This theme presents the role

of the support systems and available limitations for teachers.

6.1.4.1. Support Systems and Limitations. Most of the limitations mentioned by the

participants were concentrated on two main issues, administrators and non-humanistic

working conditions.
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Table 6.6. Sub-themes, Codes and Frequency of the Codes for School Context.

Sub-theme Codes f
Workload D
Private school and high expectations | 3
Support Systems | Impact of the administrator 2
and Limitations Autonomy 3
Money 3

The findings indicate that working conditions limit teachers’ creativity, passion
and energy. Teachers are complaining about the lack of time for planning and because
of unexpected duties that they need to manage. Moreover, the conflict between the
weekly hours for science classes and the content of science curriculum do not allow them
to enrich the quality of their practices. When considering the long-term, continuous
PD of teachers with interacting colleagues, it is easy to realize how hard to accomplish

this. For example, Nermin said:

“To illustrate, I would like to indulge in more fun activities in the class. But our
curriculum is tight that I barely keep up with it. Some lessons are quite dull, without
any kind of activities because we have a curriculum to follow. Students get bored, I get
bored. This is totally understandable. I admit that I feel bored. The weekly schedule is
too heavy. Additionally, I am not able to provide my students with diverse activities due
to time constraint. For science classes, we only have four lesson hours weekly, which
I find quite limited and insufficient. We are always in a rush. I grade my students’
projects, term papers, quizzes, experiment diaries. While doing this, I would like to
provide extensive feedback. [ would like to show them their mistakes and help them
correct. Sometimes, it becomes possible but sometimes, I fail to do so. We must have
some time to communicate with our students directly without pressure. This is about
professional development. Teaching is not confined to in-class teaching, delivering your
lesson. Teaching, in the professional sense, requires effective communication with every
single one of them. I sometimes have spare times between classes, and I want to spend

that time effectively, to do the things I have mentioned but something always comes up:
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you become the substitute because another teacher couldn’t show up” (Nermin).

Teachers feel under pressure because of the heavy workload. Besides this major
problem, administrators also increase these internal stress factors by decreasing the
motivation of teachers, if they are not supporting or appreciating teachers’ effort. Even
though teachers are adults, it is important for everybody, regardless of their age, to be
accepted, approved and appreciated. Feeling this external gratitude is a big motivation
for teachers. As a result, the function of administrators gains big importance. Yagmur

said:

“Top management is not aware of what we are doing here, let alone being admired
by them. We are all adults and in such a profession like teaching, which is a sacred
one, being admired is not something we expect. Our product is human, the kids. We
need to try our best to raise them. However, management’s indifference to our good

deeds might be one factor that decreases motivation” (Yagmur).

In this regard, it would be helpful to take Zuhal’s suggestion into consideration.
Zuhal pointed out an important fact that teachers want administrators to also engage
in professional development and would like them to be aware of its implications. She
stated that administrators who are behind the closed doors and away from the natural
environment of education will lose touch with teachers and students. Thus, she sug-
gested that administrators be a part of each PD programs for teachers to be able to

empathize with teachers.

“What affects a teacher most negatively is the school principal. A highly moti-
vated, influential principle who respects and understands the teachers, who inspire them
to have a positive effect on their commitment to the organization and their satisfaction.
On the other hand, if the administration creates problems, you do not even leave the
class because you think the less I see them, the better it is. I agree that teachers play
a huge role in shaping a school, but the primary actor is the principal. Therefore, all
principals also participate in such programs, which I have never seen. They always

have excuses; such as meetings. This is the case in all schools, not just here” (Zuhal).
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Another factor which has a negative impact on teachers in the school context is the
lack of autonomy of teachers. When teachers’ identity and expectations do not match
with the schools’” expectations, it is generally assumed that teachers are the ones who
are to sacrifice and follow the rule of schools. This creates a gap between the teacher
and the school. Even though schools are big communities that need some consistent
rules, teachers also need independence to be able to represent their uniqueness and

differences. Merve commented on as follows:

“External factors include the environment, school atmosphere, relationships, ex-
pectations and to what degree these external expectations match with school’s expecta-
tions. You would like to adopt a student-centered approach, but the school might be
demanding something different, something that will boost its reputation. Such conflicts
can be quite disappointing. Conflict of interest leads you to question, makes you disap-
pointed. You ask yourself ‘what is the right thing to do’ ‘Do I have to do this’ Sometimes
you comply with these demands. Sometimes you object to them. All in all, the dis-

crepancy between your expectations and organizational expectations is a disadvantage”

(Merve).

Although private schools expect their teachers to be highly qualified, not all of
them allocate sufficient budget for PD of their teachers. Furthermore, the participants
also indicated that they are not able to afford some of the PD programs which require
money since their salaries are just enough for them to survive. The financial constraints

were referred by three participants. For example, Beril said:

“The school I work in doesn’t motivate me. I don’t have many facilities. The
rigid hierarchy in a private school may reduce motiwation. Financial consideration
may also do so. If you feel that your labor is mercilessly exploited, you become demoti-

vated. There are a lot of factors interplaying with motivation: facilities, transportation,

food...” (Beril)
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6.1.5. National Context

When the participants were asked to criticize and evaluate the Turkish education
system, a link to politics emerged. Because of these common expressions about politics

a sub-theme, I included politics as a sub-theme.

Table 6.7. Sub-themes, Codes and Frequency of the Codes for National Context.

Sub-theme Codes

Relation of Continuous change and limited improvement

Education and | Contradiction between government and private school

co | CO | GO | M

Politics Pessimism

The participants think that although educational system should be independent of
diverse political ideologies, education is one of the systems most vulnerable to political
changes in Turkey. Because of this reason, it is crucial to hear teachers’ opinions about

these concerns. For example, Ceren and Zuhal stated that:

“Education must be isolated from politics. It shouldn’t be shaped by each govern-
ment and its politicians. Teachers, students and parents all have the right to plan their
actions according to a valid, sustainable system. You build the system in the correct

way and it sustains. Every year, a new change, it is not right” (Ceren).

“Here, things are planned, changed and implemented based on a top-down ap-

proach” (Zuhal).

6.1.5.1. Relation of Education and Politics. The system that teachers work in has a

significant impact on their conceptions about PD. Because the teachers are the real
practitioners of the curriculum, which is designed by MONE, they are dramatically
influenced by the problems in this system in their daily teaching practices. According to
the participants’ statements, there is a shared concern about the frequent changes in the

educational system. Almost all the participants indicated the danger of inconsistency
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not only on the learning outcomes of students but also on the system itself. They
also expressed a common concern about the way how these changes are introduced in
the first place. They believe that implementing a system that belongs to a different
country or culture fails to fit in a completely different culture and can end up with

detrimental consequences. For example, Ceren stated:

“No matter how wrong or right it is, it is not right to change the whole education
system that frequently. People may also adapt to incorrect practices. They find ways
to correct it. There is no justification for so many system changes in a few years. No
one has the right to sacrifice a whole generation. It is silly, beyond comprehension.
These people, the policy makes, need to stop and seriously consider how to build a solid

system of education” (Ceren).

Teachers think that a country’s educational system must be unique with close
links to its own particular needs, traditions, and characteristics. They further elab-
orated that this requires a considerable amount of time and effort. Implementing a
curriculum by directly adapting without proper groundwork and training of the staff,
the system itself would possibly experience a failure in many areas. Cise shared her

concerns as follows:

“The States gave up a behaviourist approach to education, we adopted. The States
gave up constructivist education, we just adopted. Now, we are waiting for what the
States will give up. It seems as if it is a never-ending process. They give up, we take
it. It is totally insensible to adopt something that is not unique to use or that disregard

the internal dynamics of this country. These are destined to fail” (Cise).

As it can be understood from Yagmur’s expressions these frequent changes were
often planned without proper preparation studies such as teacher training, facility
check, resource variety and readiness of the components of the system. Ozgiir supports
Yagmur by stating “there is change but no development”. Based on participants’
interpretations, the Turkish education system looks like a puzzle with lots of missing

pieces and some pieces from another puzzle.
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“If we compare now with the past, the education system in this country is being
continuously updated and changed. The whole system s like a puzzle, where the pieces
are always moved in one or another direction. It is not that we are against change, but
this is something else’. In Turkey, change fails to bring improvement. We have this
exam problem. The structure is not a solid one and there are inconsistencies. They
gust copy and paste systems from other countries, which does not seem right to me.
Without training teachers, helping them internalize the underlying philosophy, all your
attempts are in vain. You can change all the books but once they enter the classroom,
teachers will still go on doing what they always do. I don’t think Turkey is likely to

make a breakthrough considering its existing state and dynamics” (Yagmur).

“From my point of view, there is change, not an improvement. The change is not
- > N g N N 7
an organized, systemic one, either. Turkey imitates some parts from other countries

systems and combines them, which is a shared line of though among colleagues, too”

(Ozgiir).

Another concern of teachers is about the widening gap between state and private
schools. Kenan believes that there is a sharp inequality between state schools and
private schools, which decreases the quality of education. As the daughter of a teaching
couple who worked in state schools, Nevin listed various problems about state schools

such as the quality of the facilities and over crowdedness.

“I don’t think the education delivered in state schools lives up to its goals. Crowded
classes are one of the issues. In such classes, teachers cannot cater to students’ needs
in a forty-minute class hour however qualified they are. I know they lack of necessary
equipment. My parents used to teach in state schools and from my observation I can
comfortably say that education is state schools fails to reach its goals. They have to

pretend to be doing so” (Nevin).

Zuhal depicted this problem by stating another major issue that not only educa-
tors but also society can face with in the future. She thought that this widening gap

in terms of equalities and opportunities can lead to hostility among people.
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“When we take the whole country into account, we still have a very long way to
go. Here, we are just an exception, only a part of the elites considering our facilities.
But things are very different when you go out of here. During a group meeting, my
partner, who is also a teacher, had the chance to talk to a teacher who works in high
school as a biology teacher in Umraniye region. He reported that that teacher said they
use the school lab effectively, have all the materials and devices required and the classes
are quite effective. Howewver, another one in a different school told him that they did
not have a lab; they had a projector, but they needed to take turns to use it because it
is the only one. He stated that they were able to use it only a few times in a year. As
long as there are such discrepancies and inequalities, we can’t change anything. These

inequalities may also lead to hostilities among us” (Zuhal).

There was a severe pessimism about the present and future of the education in
Turkey, which can be because of teachers’ lack of trust to the system and government
who designs the system. Merve and Kenan are just two of the participants to show this
pessimism towards the system, although the rest of the participant teachers shared the

same concerns.

“No one seems to care about improving themselves and to be honest, there is not
an available system that encourage teachers to do so. The whole system is at the hands
of wrong people. I am not really optimistic about the future, either. It seems that

everything is arranged in a way that supports the existing structure” (Merve).

“I don’t think there exists a bright future for Turkey. I agree that the amount of
money spent per student seems high in relation to the overall population, but it is more

about philosophy and that philosophy is not right” (Kenan).

6.2. Findings of Phase-2

The findings of the second phase of this research study are presented elaborating
on three separate cases in the light of the themes emerging from the analysis of the

first phase. By understanding the experiences and stories of the three participants of
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the second phase, the potential changes of the science teachers’ conceptions about PD

within a period of eight years were explored.

6.2.1. Case 1

The first participant of the second phase, Nermin, is a female middle school sci-
ence teacher. She had a tenure of three years when the first interview was planned on
November 21, 2010. She graduated from a reputable Anatolian Teacher High School,
which means her pre-service education is significantly different than that of other par-
ticipants. Being a teacher was her desire since her childhood. She stated that attending
to an Anatolian Teacher High School was a consciously planned career goal for her to
become a teacher. She also stated she preferred studying teaching and thus she only
chose faculties of education of various universities in her university preference form. In
her first year of teaching, she started to work in a private K-12 school. She was working
in the same school during the first phase of the research and is still working in the same
private school in Istanbul, Turkey. She is now in the 11%* year of her profession. She

referred to her 10" year in teaching as her turning point. She said:

“As a science teacher, or just as a teacher, I started to accept myself as a teacher
in my 10th year. I went through a remarkable change in my 10th year. I can divide my
teaching experience into two periods as before the 10" year and after. I just realized
how hard being a teacher is. I just noticed how different a real teacher is then. It was

such a hard experience to be a science teacher” (Nermin, Second interview).

Her participation in this research study is significantly in that she is a key in-
formant to understand this remarkable change in a teacher’s identity and experience
during this transition from beginner stage to proficient stage in teaching. She was an
advanced beginner teacher teaching actively for three years when she was first inter-
viewed and became a proficient teacher with 11 years of experience when the second
phase was conducted. Observing and experiencing her outstanding change in terms of

professional identity development has made a big contribution to this study.
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6.2.1.1. Conceptions about PD and IST. The term PD was completely new for Ner-

min when she was asked to define it during the first interview. She felt so confused
when she tried to find a definition for PD. She defined the professional development of a
teacher considering professional identity development. Her very first answer was about
content knowledge. She claimed that PD is one’s development of content knowledge.
This might be because of her year of experience. She was in her third year in teaching
and apparently feeling so insufficient in terms of her content knowledge. She claimed
that a teacher must know more than a student can ask. She also pointed out the fact
that how and in what ways that knowledge is transferred knowledge plays a critical
role in teaching. She said: “Being able to transfer your knowledge to a student is pro-
fessionalism. Is it like being open to development’ I don’t know, I couldn’t summarize

what I am thinking” (Nermin, First interview).

After the initial confusion, she started to come up with more clear and wider
explanations by providing relevant examples. She talked about her mentor teacher in
her school and how open-minded she was. According to Nermin, her mentor teacher
in her first year was a professional teacher because she was also trying to learn from
Nermin. As a result, regardless of the year of experience and age, trying to learn from
other teachers working with you was another definition of PD for her then. She, then,

summarized PD as:

“To be open-minded about everybody, everything and new trends” (Nermin, First

interview).

Nermin seemed like a teacher who strives for creating her own learning strat-
egy. She self-criticized about her PD for the first two years of her teaching. She was
not happy about her development, which doesn’t live up to her personal goals and

expectations about the profession. She said:

“I mean, I do not find myself really successful. Compared to the majority of
teachers, I might be a good one but, in reference to myself, I am not successful. I have

still a long way to go; I am training myself. I find my mistakes and areas open to
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improvement” (Nermin, First interview).

She was trying her best to be able to reach to the point that she desired. For
example, she was asking intern teachers to observe her class and provide feedback; let-
ting intern teachers run the class so that she can learn from them; asking high school
teachers to teach her the topics that were in their curriculum. It was clear to see her
effort to benefit from the experience of her colleagues for continuous professional devel-
opment. Her personal goals at the time were improving her skills in scientific project
design, designing new resources and class materials and being active in extracurricular
activities. To be able to achieve that, she volunteered to participate in all project sem-
inars and started to collaborate with the project coordinator of the school, as well as
asking for help from her colleagues. Even though she felt happy about her productivity

in certain areas, she still believed she needed further development.

When she was asked about her future plans about her PD, she expressed that
she needed further information about implementing different teaching strategies and

developing effective classroom management strategies. She said:

“I am struggling to apply my theoretical knowledge in my teaching. I have some
future plans but, there are still some challenges ahead of me to deal with right now
such as classroom management problems and occasional failure to understand students’

psychology. I will improve day by day” (Nermin, First interview).

When it comes to evaluating the PD and IST programs, Nermin stated the defi-
ciency of these programs in multiple aspects. For her, the first and biggest problem was
the instructors of these programs who often fail to effectively transfer knowledge. She
claimed that the reason for this problem might be their lack of experience in education
and teaching profession. She expressed her unwillingness and boredom about these PD

programs by stating her reasoning. She said:

“I found PD programs important but insufficient. We have already covered all of

their content during university education. In terms of my academic knowledge, I am so
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competent. If they try to teach me theory, there is nothing in it for me. However, if they
present something practical, I can enjoy the learning process at the same time. Because
it 1is hard to successfully apply theory to practice. Someone’s help at that point becomes
valuable. There is a limited number of trainers who provide practical information. The
success 1s to a large extent dependent on the qualification of the trainer and the content

of the training” (Nermin, First interview).

Even if she is not interested in PD programs, it seems that she found her own way
for her PD, which is basically dependent on the self-realization of her needs. When she
was asked to evaluate the impact of her PD on the students, she pointed out her self-
confidence and the impact of it on her students. She claimed that her improvement and
development of self-confidence had a positive influence on her students’ respect and at-
titude towards the class. She expressed her students’ awareness about the development

of their teachers dramatically increased.

During the second interview, as stated before, she addressed her considerable
change during the 10th year of her profession. Based on her expressions, it is under-
stood that this change results from both internal and external factors. Internal factors
include her awareness about the teaching profession and development of her profes-
sional identity, which will be explored in later parts of the paper. External factors are
about the circulation of department members, changes in the academic program and

working conditions of school throughout the years.

As explained above, in Nermin’s personal PD pathway, the collaboration with
department members was the most significant factor. She specifically mentioned two of
her colleagues who helped her to improve throughout the years. When they transferred

to other schools, Nermin found herself in a completely different situation. She said:

“I was working with two precious teachers and I was learning from them though it
was not deliberate. Without them, you must do everything on your own, without any-
one’s support. Regardless of the time that you need to spend, you should do everything
alone. That’s what I realized. Suddenly, both of them left and I stayed alone. FEven
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though I knew everything, I needed to practice all of them again and lost myself in the

details. This influenced my development significantly” (Nermin, Second interview).

Her opinions about PD and IST programs show certain similarities with the first
interview. First, she still does not believe the efficacy of these programs. She claims
that in PD and IST programs, trainers explain something, and participants passively
listen. However, she believes in the effect of individual effort to learn something. For
her, the biggest attempt for her PD was running the robotic club with her students.
She states that she learned considerable information by researching, inquiring and in-
vestigating. The last PD program that she participated in was about STEM education,
which she stated contributed to her club studies. This program had two phases. The
first phase was an interactive study and the second was an online education which
was based on guiding participants to undertake research about challenging questions.
During the first phase of the program, teachers were active, on-task and productive.
She says that they were so excited about the program and highly engaged in the pro-
cess. Nermin also states that this PD program raised her awareness into her teaching

practices and provided a wider perspective.

“STEM education is very popular all over the world. It may be because of the
trainer of the educational philosophy of the institution, this PD program was very ef-
fective for me. Besides the colleagues, you should always be in contact with experienced

and expert people” (Nermin, Second interview).

Regarding her expressions about these PD programs, she was asked to evaluate
the changes in the content and context of PD programs. She stated that, during the
last ten years, teachers have been offered more alternatives. She claims that when some
of these PD programs are really effective, some of them do not have rich content. She

feels positive about having a chance to choose her own PD program. She says:

“There is a trend in Turkey about the slogans of PD programs which address
the guidance of teachers to increase student engagement. How about their content?

In the end, our school tries to choose the best ones and has a budget, so I have a
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chance to make my own choice. How about public schools? From these meetings with
public school teachers, we have an idea about the quality of these training programs.
Who runs the programs? Who prepares the content? Public schools send one of their
teachers to participate and want this teacher to train other teachers. Overall, there is a
common attempt to increase the active participation of students and assigning the role

of facilitator to the teachers in these PD programs” (Nermin, Second interview).

From Nermin’s expressions, it is understood that there has been a change in the
number and content of the PD programs. This discrepancy can be seen in the options
for PD and IST programs from Nazan’s statements about the gap between public and

private schools.

When Nermin was asked to evaluate the impact of her PD on her students during
the second interview, she focused on a different perspective. While she was addressing
the impact of PD on self-confidence and students’ respect to their teachers, this time
she concentrated on mutual learning between her and her students. She believes that
everything that helps the teacher to improve also positively influence students. She

says:

“As long as you renew yourself, students will also renew themselves. Actually,
they always renew themselves. Children are interesting, they always ask something.
Children are the ones who develop me. They are so curious, and they have amazing

minds. They keep you alive and young” (Nermin, Second interview).

6.2.1.2. Identity. Nermin’s professional identity development is one of the most re-

markable changes in her professional development. Her expressions from the first and
second interviews provide significant information about the development of professional

identity in the developmental stages of teaching.

When she was asked to define herself as a teacher in the first interview, her first

expression was about being a disciplined figure in the classroom. She addressed the
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need for discipline for students. The reason for this special attention to discipline might
be closely linked to being a new teacher and trying to maintain certain standards in
the classroom environment. She also expressed that being responsible was one of her
strengths. She claimed that students are aware of how responsible their teachers and
easily figure out whether they are ready and well-equipped for the class. Another
strength of hers was her ability to talk the same language with students, which can

also refer to an advanced level of communication and closer relationship with students.

When she was asked to talk about the things that need improvement, she stated
that she needs to employ different strategies in her teaching, design new resources
and materials, become competent regarding content knowledge and have the skills
to successfully transfer knowledge to the students; all of which are indispensable for
a beginner teacher. However, it seems that there have been major changes in her
reflection. For example, her self-definition of teaching has evolved in a way to include

a broader perspective, which is confirmed by such statements as follows:

“To be a science teacher, one must be able to observe everything in life, to think
fast and to inquire more. These should be the philosophy of your life. I think my
students can learn immensely from me. [ feel that I have a great deal of contribution
to their life. Instead of only teaching, I teach them how to learn by changing their
mindset, by showing how to inquire. I find myself as a science teacher who teaches
them how to break their barriers instead of memorizing facts. I can clearly understand
the tmportance of saying ‘life-long learner’. Indeed, you cannot be a teacher if you are
not a life-long learner. I think I am a teacher who always has a desire to learn, has a
passion to teach. If I would have lost this passion, I couldn’t have been the person I am

now” (Nermin, First interview).

It is clearly seen that her professional identity development has transformed from
basic needs into a deep internalization of the profession. As it was stated at the very
beginning, she expressed the big impact of her 10" year in the profession as a turning
point in her teaching life. Along with falling apart with her two valuable colleagues

due to their transfer, she also found herself as an individual in the department. She
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claims that this change made her realize the unique features of the teaching profession.

She states:

“I have always been good at my relationships with students. However, I think I
have improved my communication and relationship with my students. Students used to
love me but, I always belicve in the need for a unique property. I just found this. I
started to understand students from every aspect, not just academically but psycholog-
weally, too. I am now a teacher who can understand students, help them to grow, find
their own philosophy of life, and become a respected member of the society. I am a

science teacher who helps students in every aspect” (Nermin, Second interview).

She believes that science teachers must not be the slaves of their ego. Since
science and technology develop continuously, science teachers are the ones facing with
various changes. The curricula might change or the concept that a teacher teaches
might change. Even a fact in science might change depending on advances. Nermin
believes that a science teacher must be open-minded about these changes and seek
new resources to keep up with these changes. She also thinks about the content of
the subject and mentions the importance of paying attention to the students’ actions
during the class hour. By considering safety issues during lab hours, she addresses the

active supervision of a science teacher during the class.

Nermin claims that teachers must feel the excitement of teaching to be able to
be a professional. She states that she wants to continue her profession as long as she
feels this excitement. However, she also expressed her long-term plan for leaving the

profession. She says:

“No matter what happens, I will leave teaching. I mean, I want to continue to
teach when I feel enthusiastic about it. It is not leaving teaching, because it becomes
your lifestyle, but quitting the job. If I continue to teach, one of my future plans, since
I really enjoy creating new and effective lesson plans, trying to help other teachers in

terms of developing different lessons plans” (Nermin, Second interview).
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Even though Nermin seems to be in her most productive years in the profession,
she still has a desire to leave the teaching. This might be the result of tough working
conditions which will be presented under the title of the school context. To conclude
Nermin’s story in terms of her professional identity development, trying to analyze
her statements about her self-evaluation about the last 10 years of teaching would be

valuable. When she was asked to evaluate her change in the last ten years, she says:

“I have never lost my passion. It is the only thing that never changed. If I lose
it, T will stop teaching. There are times when I feel demotivated, depressed but, I never
lost the passion. How did I change? I changed a lot. My mentor teacher used to
tell me to wait for the fifth year of teaching. I went into a change in my fifth year
in terms of my relationship and communication with students. However, in my tenth
year, I experienced this big change. I realized how big the word ‘teacher’is. The biggest
addition of this tenth year is the increase in my patience level. It is not about getting
mad at students. It is about being patient with their learning process, giving them the
time they need. This awareness is my turning point. I am trying to improve myself
and I am doing this just for myself. I need to satisfy myself first, otherwise, I cannot
feel happy. I mean I feel insufficient if I do not develop myself. I do this for myself

and it reflects on my students” (Nermin, Second interview).

6.2.1.3. Department. As the youngest member of her department, Nermin defined

herself as inexperienced. However, from her expressions, it is clear to see that she was
a lucky young teacher who received support and help from her colleagues. The most
important point to mention is how she created this culture of collaboration for herself.
Striving for help and support let her be accepted in the community. During the first
interview, she frequently mentioned her attempts to learn from experienced members
of her department. She also expressed the positive impact of this collaboration on her
profession. In the second interview, her focus on individuality can be understood after
the changing dynamics in her department. She expressed her challenges and struggles
she experienced after the transfer of two beloved colleagues who guided and supported

Nermin in various aspects.
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Although she feels sorry about their absence, she is also happy about the new
young participant in her department. She expresses the influence of a young teacher’s

positive energy on her PD. She says:

“It is a big chance to work with young teachers. There is a new teacher in our
department this year, she is so curious and eager to discover. Her energy made me
refresh. I am 34 years old, not an old teacher, however, a 25-26-year-old teacher who
is determined to be a good teacher brings positive energy to life. As long as they do
their job wisely by putting effort, I believe that young teachers have a big impact on

one’s PD” (Nermin, Second interview).

She feels lucky about her new colleague after a challenging two years with different
teachers. She expressed her frustration at the young generation of teachers. She claims
that young generation teachers do not have a sense of family. She defines them as
backstabbers and deficient in communication with an overrated self-confidence. She
feels that people can easily complain about someone else by being selfish. She feels
sorry about the ignorance of the culture of collaboration compared to previous years.
From her point of view, teachers work harder but individually rather than embracing

mutual sharing and teamwork.

6.2.1.4. School Context. Nermin has been working in the same school since she started

teaching. In the first interview, her concerns were generally about the workload and
tight curriculum. Her overwhelming schedule in her first couple of years was also a
barrier for her PD. Despite her interest in improving the quality of her classes, in terms
of activities, assessment techniques and alternative methods, the heavy curriculum of
science education and the lack of planning hours for teachers added to her challenges.
Unexpected duties such as subbing for an absent teacher or participating a last moment

meeting was frequent in her school. She said:

“To get into my class and teach is sometimes my escape. There are lots of extra

work to do. While you are dealing with these formalities, you just want to take a look
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at your plan before you enter the class. I sometimes can’t have time to do, which makes
me so anxious. I used to memorize the details of my classes one by one. After a while,
I realized that my brain is so busy, and I cannot memorize anymore. I started to use
an agenda, which was the only missing thing in my life. Now I am writing everything

down word by word” (Nermin, First interview).

After eight years, things seem more severe. Nermin is pessimistic and tired of
the workload. She complains about the current changes in their system which require

teachers to mark and assess every single student work. She says:

“I read student papers every single day. How can I be unbiased’” My mind is
always occupied because of the anxiety. Due to burnout, I just want to come home and
rest. I am not willing to go to the cinema or theatre. I just need to sleep and rest. [
used to read scientific journals, now I don’t because I don’t have energy. Whenever I
can, I just want to go out and walk to refresh. I feel that they organize everything to

prevent teachers from rest and to breath” (Nermin, Second interview).

Nermin feels that administrators, schools and system try their best to decrease
teacher efficiency and motivation. She claims that under these adverse conditions it
is impossible for teachers to develop. As well as these problems, lack of appreciation
and recognition increase the impact of these stressful issues. She states that instead
of administrators who search for mistakes and problems, teachers need leaders who

support and appreciate their effort. She says:

“I think the only factor which decreases teacher motivation and efficiency is the
lack of leadership skills of administrators. I have a strong inner, motivation. I think
administrators are the ones who affect me in a negative way” (Nermin, Second inter-

view).

Even though she expresses all these concerns, she also feels supported by the
school in terms of her requests about PD programs. She says that administrators try

their best to answer teacher needs as much as possible.
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6.2.1.5. National Context. It was the third year of the curriculum reform in science

education when Nermin started teaching. Even though her pre-service education was
based on a constructivist approach, she pointed out the effectiveness of the traditional
approach. She was not happy with the attempt of curriculum developers to simplify the
content of the science curriculum. Her main concern was the insufficient implication
of constructivist approach throughout the country. The inconsistency of classroom

practices among the teachers and schools was a big deficiency of the system. She said:

“The traditional approach, I think, is effective. We were used to this system and
I believe that this system was appropriate for this country. When I say appropriate, [
mean the contribution of the constructivist approach as well. I don’t believe that Turkey
implements the correct constructivist approach everywhere, especially in public schools”

(Nermin, First interview).

Because of the simplicity of the program, she claimed that the expectations from
students decreased, which in turn led to worsening of their cognitive level. She ques-
tioned the contribution of this system to students’ analytical and higher-level thinking
skills. She was also concerned about the gap between public and private schools and
their teachers. She was more optimistic about private schools but concerned about the

practices in public schools. She said:

“I feel really uncomfortable to use this word, but I feel that students are getting
more stupid. Maybe, it is because of this program. Qur generation was way more
conscious. Some members of this new generation are conscious, but the rest is hopeless.
The ones who attend private schools are fine. However, the ones in public schools
are not doing well. We also graduated from public schools, but the level is not the
same anymore. Teachers have a huge impact on the system as well” (Nermin, First

interview).

During the second interview, Nermin was so frustrated about the educational
system in Turkey that she frequently expressed how hopeless she was about the current

situation of science education in Turkey and how worried she was about the future of
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the country considering the importance of science education for the community. With
the significant political changes and its impact on education in the last decade, she
addresses the severe danger young population will face as they fail to criticize, analyze
and inquire. Since she is the one who participates in the meetings of national education
councils of regions, she has a chance to witness the situations in various schools. She
states the transformation of laboratories in public schools into normal classrooms, and
the uncontrollable increase in the number of religious schools are the main enemies of
science education in Turkey. She claims that proper science education is not possible

with lack of laboratory practices. She says:

“I do not feel that the future of Turkey is bright. Our students are brilliant. They
are a smart, curious, and good researcher. However, there is an imposed reality which
let them believe that math is hard, science is hard, and they cannot do well in these
subjects. If you do not provide opportunities, how will they succeed” (Nermin, Second

interview).

She believes that the central exam system is another major problem for science

education. She said:

“I tutor students from other private schools. They spend the entire year by solving
multiple choice test questions just to have a high score and find a place in a reputable
school. They have never conducted a single experiment during grade 6 and 7” (Nermin,

Second interview).

Nermin claims that students who complete the entire year without conducting
any experiment and concentrating on multiple choice test questions will not be able to
understand the nature of science. Nermin shares the example of university students in
medicine who have never used a microscope and prepared a slide. Although she seems
at ease because of her effort to apply multiple strategies to increase the quality of her
classroom practices, she feels so sorry about the future of the country and the young

population.
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6.2.2. Case 2

The second participant, Yagmur, is a female, middle school science teacher. She
graduated from one of the oldest high schools in Istanbul, Turkey. She did not graduate
from the Faculty of Education and did not master in teaching. After the university
entrance exam, she found a place in the Faculty of Arts and Sciences to study physics.
She became a teacher upon completing a teaching certificate program. She states that
she decided to be a teacher when she was in grade four because of the positive impact

of her primary class teacher.

“When I was in grade four, our teacher transferred to another school. Another
teacher came and she had a perfect influence on me. Later, when I got older, I thought
that being a teacher was the best job for me. I have never dreamt of doing any other

job” (Yagmur, First interview).

In her first year of the profession, she started to work in a private school. She
left her first school in the middle of the year because of the adverse working conditions
and started to work in her current school. She was in her ninth year and was working
in that school when the first interview was conducted on January 27, 2011. She is still
working in the same private school, in Istanbul, Turkey. She became the coordinator
of the middle school science teachers in the same school in 2012-2013 educational year.

She is in the 16th year of her profession and still holding the same position.

6.2.2.1. Conceptions about PD and IST. When Yagmur was asked to define PD dur-

ing the first interview, she defined it as one’s development in his/her profession. She
claimed that teaching is an endless journey and must continue after graduation. She

said:

“Saying ‘I am done’ in a dynamic profession like teaching is a big mistake”

(Yagmur, First interview).
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As a result, she emphasized the importance of lifelong learning for teachers and
participated in courses, seminars, master programs and certified training programs.
When she was asked to evaluate her professional development, she shared some of
her attempts to take part in different programs. However, she also complained about
workload and how this prevents her to be more active in her PD. She was also pregnant
at the time and her priorities changed direction with this new phase in her life. In the
second interview, she repeated her complains about the workload. As for her comments
on PD, she said that she reads books about subject knowledge, follows scientific and
academic journals, searches on the internet and follows courses. However, because of
the workload and long and tiring procedures to request a day off for PD, she cannot
participate in some of these programs. That is why, she prefers the ones which are
scheduled at the weekend when she has also responsibilities for her family and personal

deeds.

When Yagmur was asked what her last PD activity during the first interview
was, she mentioned her presentation in an annual teachers’ conference. She stated that
she presented one of her classroom practices and listened to four other different pre-
sentations of teachers from various schools. She only found one of these presentations
meaningful. When she was asked to elaborate on the features that make this presen-
tation meaningful, she said that while the other three of them were repetitive, this
one was an interdisciplinary study which meets the expectations and needs of multiple

intelligences.

When the same question was asked during the second interview, it was noticed
that her goal in terms of her career plan has changed within these eight years. She is
now participating in a long-term certification program of Education Reform Initiative
(ERG-Egitim Reformu Girigimi), which is a non-profit organization for teachers. The
program is about leadership. She says that her school funded this program for her. She
states that with the help of people who are in the same program, she had a chance to
get familiar with various options available for teachers in terms of her subject area and
her future goal. Her future goal is to be in a leadership position. Therefore, regardless

of certification, she is willing to attend any PD program which can help her to improve.
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When Yagmur was asked to express her opinions about the quality of PD and
IST programs, her expressions in the first and second interview show certain similari-
ties. During the first interview, she expressed her concerns about the qualifications of
the trainers and the needs and expectations of the participants in the program. She
expressed that the content and training method of the instructor is also important for
her. A PD program that heavily relies upon traditional teaching techniques was not

acceptable for her. She said:

“We participate in most of these programs hopefully as we are attracted by their
fancy titles. However, when you are introduced with the content, you are often disap-
pointed. It is not right to be prejudiced about that for me. I still should be open-minded

and show a willingness to try different options” (Yagmur, First interview).

In the second interview, she restates her concerns about the qualifications of

trainers and states:

“The instructor of the PD program must be competent and knowledgeable enough

about what he/she is teaching” (Yagmur, Second interview).

In the first interview, Yagmur claimed that PD programs make teachers refresh
and bring the spirit of the first years of teaching back. She believed that this spirit
must be consistent and available throughout the profession since it has significant

implications for students. She said:

“Teacher development has a significant impact on students, for sure! Students
are able to identify the teachers who put extra effort and the ones who act just out of

obligation. The latter is not enough today” (Yagmur, First interview).

Unlike her reflections in the first interview, she addresses a different point about
the present student population. She says that the motivation and interest level of
students has been decreasing and students are more willing to choose easier paths.

She states that this brings more challenge to a teacher’s life. Despite these challenges,
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students also appreciate the teacher’s effort to improve. She said:

“First of all, they realize that teachers also develop. Students start to think about
their development when they see their teacher has this developmental process. Since
they are inclined to suppose that teachers are perfect and they know everything, it is in-
teresting for them to experience a teacher in a developmental process. This observation

impacts their attitude on the subject” (Yagmur, Second interview).

6.2.2.2. Identity. When Yagmur was asked to define herself as a teacher, the very first

expression was about her good communication with students. Secondary to it, she
mentioned her strong content knowledge. She expressed her skills in term of being able
to empathize and show patience. Moreover, she defined herself as a teacher who is

open to change. She said:

“I think I am able to empathize. I also believe that without empathy and patience,
teaching cannot be possible. I am open to changes and developments. Since I have

these skills, I am a good teacher” (Yagmur, First interview).

During the second interview, her self-definition was different than that of the first
interview. She defined herself as a determined teacher. She says that her perseverance

is still high even though there are more challenges compared to past. She says:

“I find myself so determined as a science teacher despite everything. What I mean
when everything is lack of motivation and interest of a new generation of students. They
usually choose the easier way in everything they do. At that point, I never say never
mand if they fail to learn. Instead, I search for alternative ways to teach them in a
different way. Since their cognitive functions are different, I find myself as a teacher

who always seeks for alternative ways” (Yagmur, Second interview).

After eight years, when she was asked to explain the competencies of a science

teacher, her list has changed slightly. For her, the first important competency of a
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science teacher is content knowledge. The second one is the pedagogical knowledge.
She believes that a teacher should be aware of the differences between the students and

plan accordingly. She also addresses the importance of scientific literacy by saying:

“A science teacher should internalize 215 -century skills, be open-minded and be
in the process of development continuously. Because this profession will exist as long
as this world exists, there will always be development. Thus, a teacher should be able

to adapt to the development” (Yagmur, Second interview).

By referring to her busy working schedule, she claims that science teachers must
know how to manage their time effectively. She recommends teachers improve class-
room management strategies. Since she does believe knowledge acquired at university
is prevalent but do not stand a chance on its own, she recommends new teachers learn

about their subject area while they are actively working in the area. She says:

“I realize that I internalize most of the topics while I am teaching them. People
go through an active learning process while they are teaching something. When a new
teacher starts to improve in the profession, they should be careful about the routines and
repetitions, which are the biggest enemies of teaching. As long as they find opportunities

to develop, they shouldn’t miss them” (Yagmur, Second interview).

When Yagmur was asked to evaluate her change as a teacher for the last ten
years, the very first thing she expressed was being a mother and how this experience

impacted her teacher identity. She says:

“First of all, I became a mother in these ten years. It is a turning point in
my life. We talk about empathy, don’t we? It is a different type of empathy. I was
able to see kids’ experiences at home and whether parents can have an impact or not.
Because of that, I think I became a more tolerant and indulgent teacher. I think I have
changed a lot as a teacher after I became a mother because my students are also my

kids” (Yagmur, Second interview).
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Based on these expressions, it can be understood that feelings about the teaching
profession are quite strong for Yagmur compared to her professional identity. Upon
her strong emphasis on her feelings about teaching and students, she concentrated on
academic knowledge and strategies for effective science teaching. She believes that she
is more concentrated on the theoretical part of science education. She states that she
has been paying more attention to skills such as application, innovation, inquiry and
technology integration. She believes that by investigating the positive implications of

technology for science classes, teachers can find practical and creative solutions.

6.2.2.3. Department. When Yagmur was asked to evaluate other teachers during the

first interview, she described the situation for private and public-school teachers dif-
ferently. While she was more optimistic about her colleagues in her school, she was

hopeless about the public-school teachers. She said:

“If I am to score teachers in my school with a scale from 1 to 5, where 1 is the
minimum and 5 is the maximum, I will give them 3 or 4. There are teachers who
deserve 5 of course, but I am talking about the arithmetic average. I can say they are
3,5 but not 4. If we talk about Turkey, we need to consider public-schools and teachers’
exhaustion. I will say 1 or 2. In general, I do not think that teachers in Turkey are
open to development. I graduated, I know my subject, I have my teaching certificate, I
am teaching in a class, doing my exams, marking them! That’s it! If I deal with some
of their family problems, it is enough for being a teacher. That is how they approach
teaching. They complain about the change of a course book since they were happy with
the last one. Thus, my result will not be high, 1 or 1,5, but not 2”7 (Yagmur, First

interview).

According to her expressions, it can be understood that she tends to make a
generalization of the situation for all public-school teachers and ignore their individual
differences. She seemed quite hopeless about the teachers when it comes to state schools
and teachers employed there. She was also not fully sure about the competencies of

her colleagues as well. However, when she was asked to reflect upon the educational
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system in Turkey, she also claimed that without proper and diligent handling of the
situation, teachers can continue to heavily rely on their traditional techniques. She

said:

“Without well-planned teacher training, without allocating enough time for teach-
ers to internalize reform movements, teachers will continue what they have been already

doing regardless of the changes in course books” (Yagmur, First interview).

Her above statement shows that she was aware of the big picture, however, she
seemed worried about both sides of the story. When it comes to the second interview,
she was more positive about her department and the atmosphere. She states that the
biggest challenge for department members is the workload and lack of time when they

can come together and collaborate. She says:

“We are so lucky in terms of our collaborative culture. Solidarity, growing to-
gether and sharing... However, I still hold the same opinion, unfortunately. The sim-
plest example, we used to come together at least once in a week as the same grade level
teacher. Nowadays, the grade level leader prepares a plan and share with other teach-
ers via email. Other teachers write back their comments or additions. Teachers are
extremely busy so they cannot find time for even a single meeting. There was a time
for us to share and come up with high-quality lesson plans. Now, every teacher has
at least three levels which mean three different meetings. It is not possible. We are a
good team, but the time constraints and conditions do not let us collaborate” (Yagmur,

Second interview).
It seems that Yagmur has experienced a remarkable change in terms of workload

and working conditions during the last eight years. This issue will be explored in detail

in the following section.

6.2.2.4. School Context. Yagmur has been working in the same school at the time

of the study. Along with the changes in the educational system in Turkey, school
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context has undergone significant changes during that period of time. During the first
interview, when she was asked to identify the factors which affected her professional
development, the first thing that she mentioned was the attitude of administrators in

her school. She said:

“Lack of recognition or appreciation by your administrators is a problem. We are
adults, we do not expect appreciation especially for the teaching profession since we are
working with children. However, I can’t admat it is something that negatively impacts
your motivation. The lack of awareness of the administrators about your positive efforts

has a negative influence on you” (Yagmur, First interview).

Even though she did not explicitly mention any concern about her administrators,
it can be understood from her expressions that it was important for her. During
the second interview, she did not mention any concern about the recognition and
appreciation. In contrast, her main concern was the heavy workload and economic
conditions. She reported one of their team members was in her maternal leave and the
other science teachers had to cover for her classes. This situation seemed to cause a
sharp increase in their workload. Because of that, they were not even able to meet once
a week. She also stated that this adverse condition was also related to the economic
decisions of the school. She believes that school management usually makes choices
based on financial concerns and disregard the adverse consequences of their decisions

for teachers.

“If PD requires financing, there is no support. They do not explicitly say it. They
say they will try their best. However, you know your requests will never be approved.
So, I was astounded when I learned that they chose me for this last certificate PD
program, which was really costly. In Turkey, the budget demands for teacher training
is the easiest thing to refuse since it is an abstract issue. However. It is the best way to
improve quality and experience the positive impacts in the long-term” (Yagmur, Second
interview). Adverse working conditions and tight schedules are the issues most of the
private school teachers complained. In Yagmur’s case, it is obvious there has been a

gradual deterioration in the last eight years.
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6.2.2.5. National Context. During the first interview, when Yagmur criticized the ed-

ucation system, she expressed her opinions in general by considering teacher training,
curriculum, central assessment system and the future of the education system. Her
biggest concern was the copying of different systems without tailoring it according
to the national context. She was hopeless about the future of the Turkish education

system. It was evident from such statements.

“If we compare now with the past, the education system in this country is being
continuously updated and changed. The whole system s like a puzzle, where the pieces
are always moved in one or another direction. It is not that we are against change, but
this is something else ... In Turkey, change fails to bring improvement. We have this
exam problem. The structure is not a solid one and there are inconsistencies. They just
copy and paste systems from other countries, which does not seem right to me. Without
training teachers, helping them internalize the underlying philosophy, all your attempts
are in vain. You can change all the books but once they enter the classroom, teachers
will still go on doing what they always do. I don’t think Turkey is likely to make a

breakthrough considering its existing state and dynamics” (Yagmur, First interview).

She was also worried about the inconsistent implementation of these changes in
public and private schools. She claimed that private school teachers attempt more
to implement new teaching strategies and reform-based teaching in their classroom
practices while public-school teachers just save the day. As a result, she addressed the
importance of teacher training before introducing significant changes. Compared to
the first interview, Yagmur expressed her personal projections and expectations about
the Turkish education system, particularly about science education, during the second
interview. She thinks that instead of knowledge-based science education, comprehen-
sion, analysis and evaluation of knowledge must be the objectives. Due to Turkey’s
developing economy, she believes that innovation in education can be a solution to

economic challenges. She says:

“Turkey s a developing country. To be able to overcome economical struggles and

to take a big step forward, there must be innovative attempts. Innovative attempts are
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only possible with an innovative youth population. Thus, I think that they will improve
the curriculum based on this goal. They will decrease the theoretical part and will pay

more attention to marketing and innovation” (Yagmur, Second interview).

She does not think that the central assessment system will change. Her only
prediction about the change in the assessment system is the inclusion of open-ended
questions. However, she has reservations about the unbiased evaluation of these ques-
tions. According to her expressions, it seems that she is aware of the changing needs in
the educational system along with the change in the dynamics of the country and world.

She shows her open-minded perspective by overseeing and suggesting new possibilities.

6.2.3. Case 3

Zuhal, is a female high school biology teacher. She graduated from a private high
school. She did not consciously choose to teach. She was planning to be a dentist so
her choice before was Faculty of Dentistry. She states that she never planned to be
a teacher. Even though she did not have any interest when she attended the Faculty
of Education, she feels lucky that she became a teacher. She claims she had lacked
counseling by qualified and expert staff when she applied for university and made
preferences, which was also the case when she graduated. Even though she graduated
as a valedictorian, she was not informed about options available for top students such
as the master’s program in the same department. “If I could have attended the master’s
program, I would have continued with my academic life and would not have returned to

the teaching profession” (Zuhal, First interview).

In the first year of her teaching, she started to work in a private school. Even
though her major was biology, she started to work as a middle school science teacher.

She says that she studied so hard to be able to acquire content knowledge.

“After you graduate from the university you realize that most of the things that
you learned at university have nothing to do with what you are supposed to teach”

(Zuhal, First interview).
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Zuhal was in the 15" year of the profession when the first interview was planned
on March 1, 2011, and she was working in her third private school. Later, she started
to work in her fourth private school in Istanbul, Turkey. She is now in the 23"¢ year of
her profession. The change in her conceptions about PD, identity, department, school

context, and national context will be presented in detail.

6.2.3.1. Conceptions about PD and IST. When Zuhal was asked to define PD during
the first interview, she stated: “PD is achieving the plans for the profession”. She
stated that she never had a long-term career plan. Her main goal was to work in
reputable schools by trying her best as a teacher. She expressed that she never planned
to hold an administrative position. She believes that “teaching should take place in the
classroom”. After an eight-year time period, she still supports her previous opinions.

It is evident from her statements below:

“Professional development will continue for sure, but I have never considered
any long-term plan because of my age. Professional development will continue but I
have never thought of continuing my profession as an administrator since I began my

profession. I will continue to teach and learn as always” (Zuhal, Second interview).

From her focus on an administrative role, it can be understood that long-term
career plan or PD means a position change from being a teacher to an administrator

for her.

Her professional development attempts are following the literature about her sub-
ject area, biology and general science, following international resources and magazines
and collaborating with colleagues. She states that her learning experience with her
daughter who started university also contributes to her professional development. She

states:

“I learn a lot from my daughter. Learning from my own child is my most favorite

thing. Since my twelve graders will attend the university entrance exam, they are eager
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to learn more. As long as they ask me more, I learn more. I will continue to learn”

(Zuhal, Second interview).

When she was asked to evaluate the PD steps of a novice science teacher, her ex-
pressions show both similarities and differences compared to her perceptions eight years

ago. She used to believe that teachers can handle the teaching profession intuitively.

“I do not believe that the training programs will work. I think that teaching is
something intrinsic so one’s intuition plays a key role. You either have it or not”

(Zuhal, First interview).

What she meant by these intrinsic skills of teaching was her disregard of the
impacts of PD and IST programs. However, the second interview with her yielded
findings that suggest there is a remarkable change in her views about the development
of teachers, depending on their developmental stage in teaching. During the second in-
terview, she stated that the first five years of teaching should be evaluated in a different
way. Since she believes that the pre-service education is neither enough nor useful for
beginning teachers to be able to cope with actual classroom practices, teachers need
to focus on being competent in their subject area and gaining classroom management

skills in their first five years.

“The first five years of a new teacher is a period during which they get to know
and find out more about himself/herself. You will learn from the beginning, prepare
yourself and improve your qualifications. The first five years are marked by trial and
error. Then, your classroom management will be more stable. From five to ten years,
you will improve in all aspects. Then, you can enjoy more with your students. This is
the best thing that experience brings to you. You will not suffer, and neither will your

students” (Zuhal, Second interview).

She suggests some compulsory induction programs for the beginning teachers.
She thinks that these training programs can range from using proper language for

communicating with parents to what to write on report cards. She strongly believes
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that PD or IST programs about pedagogic knowledge are very important for beginning
teachers. She addresses specific PD programs regarding the developmental stages of

the teachers.

“PD programs can be planned in relation to every five years of teaching depending
on teachers’ needs. The first five years and from five to ten years are not the same so
my needs are not the same, either. For example, I need more detailed, experimental

and international experiences” (Zuhal, Second interview).

Although Zuhal believes the importance of PD programs, she has some concerns
about the quality of them. Her concerns show some similarities with her expressions
from the first interview. Her major concern was about the training programs designed
by MONE. She claims that providing the same training options for teachers with
different qualifications, expectations, needs and working conditions is a mistake and
will fail to meet the goals. Offering the same content for a teacher at the beginning of
the career and one who has been in teacher for years decreased the efficacy of programs.

She states:

“A teacher who works in a public school has different needs than one who works in
a private school. For example, they want us to transfer our resources to other teachers.
It is ok, no problem for me! I have a lot of resources right now. I can share but who will
benefit from it? None of these teachers know English. There must be a collaboration,

however, the language of the materials is not the same” (Zuhal, Second interview).

By giving this example, she tries to explain the conflict in terms of expectations

and actual conditions.

Regarding the impact of PD of teachers on student learning, Zuhal was asked to
evaluate her students’ attitude towards science. Eight years ago, she said that “You
just start to say ‘we’ instead of ‘I’. Your classroom management is changing”. During
the second interview, she mentioned about the students with different levels of interest

towards biology. She thinks that the ones with higher levels of interest will seek for



115

various sources and will keep learning even after school. However, she says:

“I can get the attention of students with lower levels of interest inside my own
classroom. Because of this, my efficacy should be at the highest level during the class

to be able to reach everybody” (Zuhal, Second interview).
It is obvious to see that her perspective has improved in a more inclusive way.

The central focus of her perception about PD has changed from classroom management

to student learning outcome.

6.2.3.2. Identity. During the first interview, when Zuhal was asked to define herself as

a teacher, the first thing she mentioned is her strong classroom management skills. For
her, effective classroom management was being a ‘power/authority figure’ for students.
She stated that it is not something you can achieve with words. She claimed that it is

achieved by the body language of a teacher. She said:

“If you do not have the skill of handling the class, even though you participate
in various seminars, none of them will work. It is like a superiority. It is a personal

trait” (Zuhal, First interview).

Her second strength was her content knowledge. Unlike her points in the first
interview, she stated content knowledge was her first priority. She believed that if a
teacher is good at his/her subject area he/she can transfer that knowledge. However,
in the second interview, she stated that not every teacher who is really good at content
knowledge is a good teacher. She claims that the first important competency of a

teacher is communication skills. She said:

“You can reach out and touch someone and transfer your knowledge as long as
you have successful communication skills. Because ‘to know’, ‘to transfer’ and ‘to teach’
are not the same. You internalize it in time. You also understand better as you see

lots of examples“ (Zuhal, Second interview).
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During the first interview, one of her remarkable definitions about the identity of
teachers was related to self-criticism skills of teachers. She mentioned the importance
of self-criticism in teaching. According to Zuhal, since teachers are the ones who claim
that they know everything, it is not a pleasure for them to be criticized by someone else.
However, she believes that teachers should self-criticize and take actions to maintain

growth in the profession.

In the second interview, instead of using the term self-criticism, she preferred to
use ‘being open to modification’. She claims that it is hard to change people with
fixed ideas. She thinks that these teachers resist changing their classroom practices

and make life harder for students. She says:

“When you observe your environment, the ones who interact with students are
those who are open to change and have higher communication skills. If he/she is not
one of them, he/she hides away from students, abstains from eye-contact with people

and lives in solitude” (Zuhal, Second interview).

Zuhal’s opinions about being open-minded and curious about the developments
in the profession show certain similarities to her previous opinions. While she stated
that teachers should keep up with today’s world to be able to understand the young
generation, she still holds the opinion that competency in English is important. She
frequently emphasized the importance of English both in the first and second inter-
view. The reason for this might be the medium of instruction. Since the medium of
instruction in high school is English especially in private schools, she addresses lan-
guage factor multiple times. Moreover, during the first interview, she expressed that
she found it particularly challenging to teach biology in Turkish for the first time. It
was her professional development goal to improve these skills in terms of getting used

to Turkish instruction and tailor her teaching based on exam performance.

6.2.3.3. Department. During the first interview, Zuhal did not refer to the department

and the relationships with the members of the department. She evaluated her colleagues
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in terms of their perception of PD and IST. She claimed that there was a small group of
teachers who were passionate about teaching. She stated that for some of the teachers
teaching is just an easy profession with holidays and reasonable working hours. She also
mentioned that for another group of teachers, the personal benefit is more important

than community interest.

“In terms of advantages and disadvantages, personal benefits are stronger for
people. So they would rather work individually instead of collaborating. However, this
is not teaching or education. FEducation is a team work which includes feelings. If you

don’t do it with passion, you won’t be able to do it properly” (Zuhal, First interview).

Besides people’s selfish characteristics, her other major concern was the admin-
istrators, who will be analyzed in the following part. However, during the second
interview, when she was asked about the factors affecting the professional development
of a teacher, she mentioned her colleagues as having the second biggest impact on her

professional development.

“The second important thing is your colleagues that you work with, their qualifi-
cations and their support. They support your psychology. It is not just about education.
You need support not only as a teacher but also as a human. Good relationships, friend-
ship, a place that you feel peaceful will bring you one step forward” (Zuhal, Second

interview).

She states that especially the individual branches of science such as physics, biol-
ogy and chemistry usually have smaller departments consisting of two or three teachers.
In her current school, she is working with a younger teacher in the biology department.
She says that she tries her best to help her and her professional development. On the
other hand, by referring to her previous experiences with her colleagues, she expresses

her disappointment. She says:

“It 1s good to learn from your personal experiences, especially from backstabbers.

The thing that you left behind always adds one more thing to you. You learn something
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new and you make new decisions” (Zuhal, Second interview).

It can be understood from Zuhal’s expressions that the relationship among the
members of the department can have positive and negative impacts on teachers’ pro-
fessional life. This shows the intersected harmony of the personal and professional

identity of teachers.

6.2.3.4. School Context. Zuhal did not use to work in her current school eight years

ago. Thus, her expressions, feelings, approaches toward school context show significant
changes. During the first interview, she had strong opinions about leadership positions

in a school. For example, she said:

“Administrators are the only ones who affect teachers in a negative way. If the
administrator s someone who is motivated, inspiring and unprejudiced, not only your
loyalty increases but you also work more passionately. If the case is just the opposite,
you do not leave your class and avoid contact with them. The less I see administrators,
the better it is for me. Therefore, teachers are definitely the ones who create schools,

but administrators play a more important role” (Zuhal, First interview).

It was evident that she was frustrated about the school, especially the admin-
istrators. It was clear that she was not feeling safe. She addressed the importance
of administrators’ open-mindedness and empathy. She underlined the importance of

autonomy and the freedom of expressions for teachers.

“I should not think and worry when I need to express my feelings to any of my
administrators. I should not have any fears about the renewal of my contract. There
should have been a transparent and open leadership system so that you can comfortably

state your ideas” (Zuhal, First interview).

One of her suggestions in the first interview administrators’ unwillingness to par-

ticipate in PD and IST programs. She claimed that administrators should be trained in
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terms of empathy, communication, presentation and public speaking. She also added
that administrators should not be behind the closed doors. She expected them to be

active and effective.

In contrast to her point of view in the first interview, she is more optimistic and
positive about her current school. She says that the school takes her needs into account
and provides support in case she demands anything for her professional development.
When she started talking about leadership teams, she stated that all leadership mem-
bers are inside the school and share the same physical environment throughout the

day.

“For example, the thing that I like most is that you can open the superintendent’s
door and say good morning. You can open the academic coordinator’s door and say
good morning. If you don’t, no worries, he is always waiting in front of the main gate
and says good morning to all students who get out of the school bus. All administrative
team waits there to say good morning or to ask how you are doing. If they have anything
to say to teachers, they have this short conversation with them. Of course, this makes
you feel important and valued. In one way or another, you want to be noticed. You

feel important and you work happily” (Zuhal, Second interview).
Zuhal expresses commitment to her school by addressing all these factors. She

believes that they have a common culture of collaboration at school, which brings

happiness and peace.

6.2.3.5. National Context. Zuhal, as a biology teacher, states that biology is one of the

most important branches of science, but it is also the pawn. She believes that biology
must bring a global perspective to students’ mind. However, changing the curriculum
depending on the ideologies of the leaders of the country makes the content of the
lesson become more incomplete. Eight years ago, the biology curriculum was just an
adaptation of another international system. Zuhal believes that the lack of English is

a big handicap for teachers in terms of being able to use international resources. She
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stresses the importance of language and pre-service education for teachers in a national

context.

During the first interview, Zuhal was demotivated and pessimistic about the
education system in Turkey. Her main concern was the widening gap between public
and private schools. She claimed that as long as there are inequities in education,
there will be limited achievable steps. She was also worried about the growing hostility

among people because of the lack of opportunities. For example, she said:

“We represent an elite population here, even in terms of our facilities and op-
portunities. On the other hand, based on what we learned from common meetings
with public school teachers, some schools have laboratories. Students come to labs and
teachers design everything there, so effective education takes place. However, there are
schools with no laboratories. There is a projector, but you need to sign up to use it

because the entire school uses the same projector” (Zuhal, First interview).

Eight years later, during the second interview, she seems to have a wider perspec-
tive. She expresses her concerns about the centralization of curricula and assessment
strategies in such a big country where there are significant regional differences and
gaps. She says: It is impossible for us to provide the same education from Agri to
Izmir in this country. We need to consider this variety. It is not just about science.
Each region has their own needs and conditions, so they need to be evaluated based
on these differences. There is a huge gap between them. When you have this huge
gap, it is so absurd to have a central assessment system. Even in Istanbul, there are
remarkable differences. Do you think that the opportunities that this school offers are

the same as those of other schools (Zuhal, Second interview)?

Her ideas about centralization in curriculum and assessment strategies in Turkey
are in line with the studies in the literature review. This one-fit-all approach brings
about major problems for students’ academic lives and teachers’ professional lives.
With the latest political changes, MONE tries to develop a system which highlights

the learning objectives for each subject. Their reasoning for stressing on learning



121

objective is trying to maintain equality for central assessment system. However, Zuhal

states that the details of these changes have not been shared with teachers yet.

6.2.4. Comparison of Three Cases

A detailed analysis of the cases of Nermin, Yagmur and Zuhal in previous sections
a critical comparison of these cases to gain a holistic perspective into them. This
comparison is especially valuable in that one can understand different and similar
perspectives of teachers about PD in Turkey and in different school contexts. It can
also present details about the changing needs of teachers along with the changing

developmental stages of the teaching profession.

These teachers are working in reputable private schools in Turkey that have been
offering educational services at least for 20 years. The impact of school context, which
is one of the most important factors on teachers’ decision making and meaning-making
processes, can be evaluated by comparing the cases of these teachers. Although the
participants work in different schools, they are all work in the same national context,
implement the same curriculum, prepare their students for the same central exam
though there exist slight institutional differences. Understanding their approaches
towards national context is important to realize the similarities and differences of their

reactions under the same conditions.

Furthermore, these teachers went through various developmental stages during
this research study. The purposeful selection of these teachers depending on their tenure
provides an understanding of the development of professional identity. The comparison
of their self-definitions about teaching and how these definitions shift within that eight-
year period is meaningful to understand their perceptions about teaching and being a

teacher.

First of all, how these three teachers decided to be a teacher can provide us with
preliminary information about their professional identity. While Nermin and Yagmur

have consciously planned academic goals and always desired to be a teacher, Zuhal’s
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career path was different but she found herself teaching profession by chance. Even
though Zuhal did not have a special interest to be a teacher, she is also happy being
a teacher and expressed her love for teaching both in the first and second interviews.
Nermin is the only teacher who has the longest pre-service education about teaching
starting from her high school years due to the type of the school that specifically focus
on raising teachers. Yagmur, who had dreamt to be a teacher since grade 4, did not
study in the Faculty of Education at university. She became a teacher upon completing
an alternative teacher certification program after graduation. The reasons behind this
situation were not identified and explained by Yagmur. Overall, regardless of their
pre-service academic background, all three teachers frequently reported that they are

enthusiastic about their jobs and express their love and passion for the profession.

When Nermin, Yagmur and Zuhal were asked to define themselves as a science
teacher, Nermin’s self-definition was a lot different than those of others. This is strongly
related to the change of her developmental stage in teaching. While she was in her
third year during the first interview, she had been teaching for eleven years when the
second interview was held. During the second interview, Nermin highly focused on
the change of her perspective about teaching by addressing the fifth and tenth years
of her profession. She expressed these years as her milestones in terms of her shifts
in teaching. Such remarkable expressions were not expressed by Yagmur and Zuhal,
who had been teaching for 16 and 23 years respectively. Since they did not go through
this noteworthy period of teaching from early career to expertise, their self-definitions
in the second interview were more consistent with the first ones. Both Yagmur and
Zuhal addressed the importance of content knowledge, pedagogical knowledge and
communication with students as well as developing a rapport during the first and second
interviews. They also focused on the need for professional development by pointing
out the ever-changing nature of science education. They stressed the importance of
scientific literacy and open-mindedness by referring to these PD attempts. However,
this self-definition shows a significant variance in Nermin’s case. While she defined
herself as a disciplined and responsible teacher who can talk the same language with
students in the first interview, in the second interview she described herself as a good

observer, quick thinker, inquirer, life-long learner, and a passionate teacher who is
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competent at increasing students’ curiosity to learn, which are reported to be achieved
by establishing good relationships with students. Nermin’s case clearly shows how a
beginner teacher survives and handles the multiple demands of teaching by trying to
create consistent classroom management responsibly. In addition, it is clearly seen how
the professional identity of a teacher develops with experience. The effect of tenure
on a teachers’ competency in many areas can be seen in Zuhal’s case. She refers to
this by stating: 'If I was playing with my students before, now I am dancing with
them’. She finds herself at the peak of her profession without disregarding the need

for development.

In the development of professional identity, teachers’ learning process and PD are
effective. Nermin, Yagmur and Zuhal described similar concerns and opinions about
PD and IST options of teachers in Turkey. First of all, all three of them strongly believe
in the importance of and need for PD and IST programs for teachers. They state that
these programs are meaningful in that they remind teachers of their previous knowl-
edge about teaching, update them about current changes in the education and foster
collaboration and sharing among the teachers. However, contrary to their generally
positive attitude for PD and IST, they find these programs ineffective because of some
common concerns. First, they state that the majority of these programs are not run
by competent trainers or instructors. They all stated that most trainers or instructors
of the PD programs are not qualified enough to make teachers active and engaged in
the learning process. They believe that having the title of ‘expert’ or ‘professional’ is
not enough alone to be a teacher trainer in the real sense. This partially explains their

lack of trust for and prejudice against PD and IST programs.

Another point is that they all stated the importance of being the owner of their
own learning. They strongly believe PD and IST programs have a greater influence if
they are designed based on teachers’ needs. Unlike Nermin and Yagmur, Zuhal claimed
that these needs must be met depending on the developmental stage of teachers. Zuhal,
as an expert teacher, believes that her needs are totally different from those of an early
career teacher. Thus, she claims that not all PD and IST programs are suitable for

her. In this stage of her profession, she specifically concentrates on her subject area by
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considering international programs and the different applications in these programs.
On the other hand, Yagmur has different ideas. Because of her future plans to be in a
leadership position, she is not only concentrating on subject-specific PD programs but
also on certification programs about leadership. These individual examples of teachers
show the various needs of teachers depending on their goals and developmental stages

in teaching.

All three teachers find themselves lucky in terms of working in private schools,
which offer various PD and IST options for teachers or try to support them financially
if teachers demand to participate in such programs. Although the financial support can
be limited because of the economic challenges of private schools, they believe that they
are still privileged to be private school teachers as it is not possible, if not impossible,
for public school teachers. They all addressed the inequalities about teacher training
and opportunities provided between public and private school. Even though they
do not explicitly blame public school teachers for obvious lack of opportunities, they
also find them irresponsible and unwilling to take actions for students. Public school
teachers have job guarantee as they are civil servants working for MONE. Therefore,
the participants believe there is not much pressure on them to engage in such activities.
They also expressed their concerns about how this flexibility decreases the quality of
the system. They believe that unless a public-school teacher is personally passionate
and diligent, he/she puts the minimum effort to develop himself/herself. On the other
hand, private school teachers have to consider their annual contract renewals and meet
high expectations from school administrators and parents. As a result, as well as their
internal desire to develop in the profession, there is an external pressure that leads

them to invest in PD.

When it comes to their evaluation of school context in terms of collaborative
culture among the members, working conditions and opportunities, Nermin, Yagmur
and Zuhal not only express some similar concerns but also describe a change in their
perspective throughout the years. All three teachers have the positive approach about
a collaboration among department members. They both mentioned the positive influ-

ence of collaboration and open communication on the motivation of a teacher. Except
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Yagmur, Nermin and Zuhal tend to share some of their challenging experiences with
their colleagues. While Nermin started the profession with two experienced and highly
supportive colleagues, she experienced some negative situations with her colleagues
after their transfer to other schools. She complained about especially the young gener-
ation of teachers who she finds selfish and ambitious. She believes that if the outcome
of education is students’ learning, teachers must collaborate and take action together
to achieve that goal. In the second interview, she was optimistic about her partner,
who is also an early career teacher and willing to share, to learn and to help. Like
Nermin, Zuhal also shared a similar story. She believes that she learned a lot from
‘backstabbers’ but had a chance to work with a young, enthusiastic teacher for the last
few years. Zuhal claims that working with a collaborative colleague and feeling peace-
ful lead teachers move forward. In Yagmur’s expressions, there was not any negative
comment about the culture of collaboration among the members of department and
school. This might be related to her role in the department since she started to hold
the position of head of the science department for middle school. When we consider the
integrative role of department heads, Yagmur’s focus on positive and cooperative com-
munity in the department and school gain a different insight. Because she complains
about extreme working conditions in her school at the same time. Especially in the
second interview, it is realized that her concerns significantly increased. Even though
she mentioned about a new attempt to apply a school-wide interdisciplinary planning
system by including all subject areas, she has also hesitations about the feasibility of

it due to very limited time for collaboration.

Nermin also shares the same concerns with Yagmur in terms of time constraint,
stressful working conditions and workload. Nermin talked about their responsibility to
read and assess all student papers to provide feedback, which comes with the current
changes in their system. She discussed how challenging it is to manage time to live up
to these expectations. She worries about the fairness of her assessments because of her
constantly busy mind. As a result, both Nermin and Yagmur state that it is the biggest
barrier in front of their professional development and collaboration with colleagues. On
the other hand, Zuhal did not specifically mention this time restrictions in the second

interview. During the first interview, she shared her frustration about being a grade
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12 teacher mostly due to insufficient weekly class hours of biology subject. Also, high
school biology teachers were teaching more than one grade level in her school. At that
time of the study, she was teaching grade 10, 11, 12 and also two different sub-branches
in grade 12. She said that each grade level requires specific preparation and particular
attention, which force them to work extra even after school. She suggested fewer class
hours for biology teachers. However, during the second interview, she did not mention
any of these concerns. Even though the reasons why she did not mention any of her
previous concerns about workload and timing were not asked and identified in the
second interview, the change in her concerns can be explained by some factors. Since
Zuhal started to work in another school after the first interview, the school may have
a role. This might be also related to various factors such as year of experience, the
policy of the school about scheduling or dynamics in the department. Compared to her
reactions about her former school, her positive attitude about the new one supports

these claims.

As mentioned at the very beginning, these three teachers are working in dif-
ferent schools but under the same national context. No matter how unique policies
their schools have, they must cover the same curriculum which is the same all around
the country and their students enter the same central exams as all the students in
Turkey. When their opinions were asked about the national context during the first
interview, Nermin, Yagmur and Zeynep expressed the same pessimism and hopeless-
ness about national education system by considering the impact of political ideologies
on the educational system, centralization, inconsistent changes in the system without
prerequisite preparation of the components, and inequalities in public and private insti-
tutions. Surprisingly, Nermin, as a new teacher, was worried about the constructivist
approach in Turkey because of the insufficient and incorrect application of the system
by teachers. Moreover, she used to support the traditional approach and recommended
a professional mixture of constructivist and traditional approach for Turkish students
and teachers. Yagmur expressed her concerns about the rapid changes and ‘copy-paste’
adaptations of different systems to the Turkish education system. By keeping herself
and her school out of the system, she proposed a decline in the quality of the education

in Turkey. On the other hand, besides all her concerns, Zuhal was the only one who
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was also hopeful about the education system. She claimed that a group of people try
to take some positive actions, especially about pre-service teacher education in some

universities.

When it comes to the second interview, Zuhal mentioned the problems about
the centralization of curricula and assessment strategies. She said that this highly
centralized system puts all the components such as students, teachers, parents and
administrators in a restricted mechanism. She talked about some new attempts that
MONE has been working on currently to change the education system. However, this
time, she did not share any positive feelings and instead complained about uncertainty:.
Nermin was more pessimistic than Zuhal. She said that there is no hope for science
education and the future of this generation. She claimed that the entire system was
designed to prevent students’ curiosity, thinking and inquiry skills. She claimed that
Turkish students are intelligent and capable, but it is underestimated due to the unfor-
tunate design of the curricula and assessment system. She even does not believe there
is a possibility for any positive short or long-term plan with the current change of the
minister of education, who is a well-known academician and educator. She says that it
is easy to understand the current situation in Turkey by reading newspapers and mag-
azines. On the other hand, Yagmur just detailed her predictions about the future of
education in Turkey. She expressed the need for an innovative education system to be
able to find a sustainable solution for the economical concerns. She also believes that
instead of memorization of factual knowledge, analysis and evaluation of knowledge
will be more valuable in the future education system. However, she does not expect
any change in central exams. Even if there is a possibility of including open-ended
questions, she is not hopeful about the fair evaluation of these type of assessments.
Overall, all these three passionate and enthusiastic teachers are not projecting a bright

future for the Turkish education system and feeling sorry about the next generations.

6.2.5. Interpretations of the Changes of Conceptions about PD

The first research question of this study was answered during the analysis first

phase and second phase of this study. After this detailed description of two phases,
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the second research question and its supplementary questions will be answered by
considering the overall analysis of data as researchers’ interpretations about the changes

of conceptions about professional development (PD).

e The change of three science teachers’ conceptions about PD after eight years.

Based on the analysis of present data, it is realized that change of conceptions
about PD is related to the identity of teacher, department that teachers work in and
relationships among the members of the department, school context, and the national
context of the country. Participant teachers believe that PD is a continuous, long-
term and dynamic process to fulfill the needs of a teacher that requires improvement
throughout the profession. When three science teachers’ perceptions about PD are
compared with their expressions from the first phase to explore the change, considerable
similarities are found between these two phases. First of all, it is found that the
concept of PD is mostly understood as the implementation of short-term in-service
training programs. This shows that traditional PD model is still the most common
type of PD program. Even though participant teachers have some certain attempts for
transitional and transformative PD models such as peer learning, mentoring and class
observation, they do not recall this as PD. For participant teachers, PD is series of
learning opportunities that takes place out of school which includes seminars, courses,
annual conferences, workshops or certificate programs. This perception about PD is
found to be the same in both phases of this study. Second of all, after eight years,
they express the similar concerns about PD programs. These concerns can be listed as
lack of ownership of the learning process, lack of autonomy about PD, and traditional

top-down approach about PD.

e The relation between professional identity development and the change of the

conceptions about PD.

Participant teachers’ professional identity development shows significant varia-
tions depending on the years of experience. Thus, experience is found to be one of

the most important factors interplaying with the development of professional identity.
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It is realized that with the increasing years of experience, teachers’ focus shifts from
management issues to learning and teaching concerns. Regardless of their pre-service
experiences by including the decision-making process to become a teacher, all three
teachers are enthusiastic about their jobs and express their love and passion for the
profession. However, when teachers were asked to define themselves as science teachers,
their expressions from first and second interviews provided an important finding about

the professional identity development in different years of teaching profession.

After eight years, Nermin’s self-definition was a lot different than those of others.
She described herself as a good observer, quick thinker, inquirer, life-long learner, and
a passionate teacher who is competent at increasing students’ curiosity to learn, which
are reported to be achieved by establishing good relationships with students. This
significant change on professional identity reflects on her conceptions about PD. Thus,
while her personal PD attempts were about content knowledge and classroom prac-
tices during the first phase, after eight years, these efforts were linked to her personal
interests such as coding, robot design and STEM (Science, Technology, Engineering
and Mathematics) activities. On the other hand, both Yagmur and Zuhal addressed
the importance of content knowledge, pedagogical knowledge, communication with stu-
dents, developing a rapport, the need for professional development, the importance of
scientific literacy and open-mindedness during the two interviews. Their professional
identity development demonstrates a consistent similarity to their change of percep-
tions about PD. Their perspectives about PD change along with their changing needs
in their profession. For example, while Yagmur concentrates on PD programs about
leadership since she is willing to her position in school, Zuhal is interested in interna-
tional educations programs since she wants to learn different approaches about science

education.

e The influence of school context on the conceptions of PD.

The school context has been found to have considerable influence on teachers’ PD.
The culture of collaboration in school, working conditions and facilities affect teachers’

involvement in the PD programs. In the present study, since the participant teach-
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ers work in private schools, it is found that private school teachers face with harder
conditions compared to public-school teachers in terms of expectations, roles and du-
ties. All three teachers mention the general concerns about working in a private school
such as workload, time constraints and recognition and appreciation of administrators.
After eight years, both Nermin and Yagmur highlighted the time constraint, stressful
working conditions and workload as their biggest barrier in front of professional de-
velopment and collaboration with colleagues. Since Zuhal started to work in another
school after the first interview, her approach was more positive about her new school.
While her biggest concerns were about administrators during the first interview, with
the change in school context she expressed her positive feelings and approach toward

administrators and school atmosphere.

e The influence of national context on the conceptions about PD.

Based on the participant teachers’ expressions, it is found that science as a com-
pulsory subject in education needs to be evaluated by taking into consideration the
national curricula, assessment strategies, and science teacher training. There is limited
research designed to understand the problems of science education and science teach-
ers. It is also realized that teachers experience conflict between proposed educational

approaches and assessment strategies.

Nermin, Yagmur and Zuhal expressed the same pessimism and hopelessness about
national education system by considering the impact of political ideologies on the edu-
cational system, centralization of the system for all components, inconsistent changes
in the system without prerequisite preparation of the components and inequalities in
public and private institutions. These common problems that are listed by teachers
significantly decrease their trust to the system. Moreover, these teachers have an op-
portunity to participate quality PD programs because of their schools’ special effort
to provide current PD opportunities to their teachers. However, they are highly pes-
simistic about the programs which are offered by the Ministry of Education. They do

not believe in the efficacy of these programs.
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e The change of teachers’ view about the quality of PD programs.

During the second phase of this study, it is found that there have been some
positive changes in PD programs in the last decade. The positive shift of these programs
seems to be in their content and trainers. Especially, private school teachers have a
higher chance to reach these opportunities. Even though most of these PD programs are
still traditional seminars, courses, certification programs or conferences, it is expressed
by participants that their quality is higher, and trainers are better. Additionally,
teachers’ being given a chance to choose the programs to attend also increases its

positive influence on private school teachers.

On the other side, there is a significant need to expand transitional PD (Kennedy,
2005) opportunities for teachers. The idea of PD out of school, or after working hours
needs to be changed to a PD idea during the school hours, inside the class or school
by interacting with multiple components such as students, colleagues, counselors, ad-

ministrators or coordinators.
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7. DISCUSSION

The current study was designed for two main goals. The first was to understand
the conceptions of science teachers about professional development (PD). The second
was to understand the change of three science teachers’ conceptions about their PD
after eight years. For this purpose, a qualitative case study was conducted in two
different time periods. The first phase was completed during the 2010-2011 educational
year by planning semi-structured interviews with 14 science teachers from different
private schools in Istanbul, Turkey. The second phase of the study was designed in
2019 by conducting a second semi-structured interview with three of the teachers from
the first phase. In this section, the results of the current study are discussed in the
light of the findings and literature. In the final section, limitations of the study and

the recommendations and implications for further studies are presented.

The studies about PD revealed that it is not only externally planned activities
during the educational year but also a natural development of teachers. PD is not
only a series of activities but also an intrinsic development for teachers (Guskey, 2002).
As Grundy and Robinson (2004) state, teaching is never complete; it is always de-
veloping and changing. During this learning process of teachers, they interact with
multiple components such as students, colleagues, parents and administrators that
have an impact on teacher learning. Therefore, it must be taken into consideration
that for teachers, as Borko (2004) stated, learning occurs not only in a PD course or
seminar but also in their everyday classroom settings in their school community. For
this reason, it is valuable to gain insight into how an individual teacher learns and
the social systems in which they are participating. Present study supports this idea
of continuous learning process of teachers. After eight years from the first phase of
this research study, participant teachers expressed their learning and development in
different perspectives. However, it is also realized that current PD programs in Turkey
do not have a significant impact on this learning process. Since majority of these pro-
grams are still short-term, traditional PD activities, teachers only have a chance to

experience and get familiar with recent developments in education. According to Van
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Driel et al. (2001), traditional PD programs can be successful to improve teachers’
content knowledge and to present ideas behind the current innovations in education.
However, these traditional forms of PD programs have been criticized for its failure to
lead to a significant change in teachers’ classroom practices due to insufficient time,
activities and content (Garet et al., 2001). It is also found in this research study that
participant teachers expressed their change by interacting with students, colleagues,
administrators or national context. In contrast, PD programs were not mentioned as

a main source of change.

PD is a life-long learning process as stated by Borko (2004) and Harrison et al.
(2006). According to the expressions of the participant teachers, PD of a teacher is
not an independent aspect of the teaching profession. It starts with the beginning
of the teaching profession and continues throughout the profession. Based on the
participants’ expressions, the reason for that is especially the gap between the pre-
service education and in-service experiences of teachers. Teachers desperately need
to create a link between their theoretical knowledge about education and teaching
and the practical applications of these theories. This gap and its impact on teacher
development can be seen in Nermin’s experiences. As a beginner teacher, her main
concerns were about content knowledge and the ways to transfer of knowledge to the
students. Nermin’s case shows that teachers’ daily practices are beyond their academic
background. This makes PD a necessity for the advance of these practices. Spencer et
al. (2018) claim that teachers develop throughout their profession by reflecting on their
own teaching and students’ learning with the contribution of their moral and ethical
purposes. Moreover, Korthagen et al. (2001) support that developing an identity and
a mission as a teacher, making decisions and taking actions are not things that are
instantly learned. Instead, they need time to develop gradually. The findings of this
study also support the relation between the development of professional identity and

perceptions about PD.

Dean (2006) argues that improving the quality of teaching and learning in a school
can be possible by accepting teachers as professionals and providing some degree of

autonomy for their own learning and developmental process. The lack of autonomy
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was one of the biggest concerns stated by the participants in terms of their PD. Turkish
teachers need to be given autonomy and asked for their feedback in order that they feel
responsible for their own learning and growth (Saban, 2001; Uysal, 2015; Aygiin and
Bostan, 2019). Teachers’ personal willingness to develop and embrace an open-minded
perspective for development was mentioned by ten participants of this study during the
first phase. The participant teachers support the idea of having the ownership of the
learning process. That is, they suggest that learning something new and participating
in PD programs become more effective when the teacher shows personal interest in
participating in the process. This can be seen as the autonomy of the teacher in terms

of being the owner of learning process.

The majority of the teachers in the study complained about the traditional top-
down approach of PD programs, which is the most commonly criticized type of PD
approach (Garet et al., 2001). Traditional PD approach, also called the Conventional
Approach (Tanmig and Dikilitag, 2018) or Transmissive Approach (Kennedy, 2005), is a
top-down method. Institutes, courses, conferences and workshops are some examples
of a traditional form of PD activities, which are generally externally driven programs
(Garet et al., 2001; Wells, 2014). Therefore, teachers do not have a chance to decide
on their learning process. Teachers state that they cannot reflect on or implement
their learning in their classrooms because most PD programs do not address teachers’
needs and show little relevance to teachers’ previous classroom practices (Tanig and
Dikilitag, 2018; Elgigek and Yasar, 2016). When it comes to the participant science
teachers’ experiences, it was realized that teachers have been exposed to these tradi-
tional PD programs by school administrators or MONE, which is often met with lack
of motivation, resistance and prejudice. Previous studies that were conducted among
Turkish teachers show that top-down approach to PD causes teachers to develop neg-
ative attitudes against PD programs (Elgigek and Yagar, 2016; Tamg and Dikilitag,
2018). Programs disregarding teachers’ feedback are not only a waste of time but also
a waste of resources. Teachers prefer a bottom-up approach, which makes them ac-
tive, collaborative and reflective members of their own PD (Tamg and Dikilitag, 2018).
Although research studies show the positive influence of bottom-up approach, present

system in private schools is not suitable for these type of PD activities. Except the
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personal attempts for collaboration among the department members, there is no sup-
porting mechanism or plan were expressed by participants. Reform type PD methods
such as study groups, coaching, mentoring and peer observing were never mentioned by
participants. School contexts with high workload, tight schedules and time restrictions
prevent the development of these opportunities for teachers. The understanding of PD

in Turkish education system still seems bounded with traditional methods.

The quality of the PD and IST programs in terms of content, instructor or trainer,
timing, techniques and methods are the other factors that were mentioned by the
participants. The comparison of data from the first and second phases shows a positive
change on the implementation of different PD programs but no change on the IST
programs, which are provided by MONE. However, there is a need for literature to be
able to understand the current developments in teacher training and PD programs. The
availability of these new programs is limited for all teachers because of the economical
and regional factors, but the participants of this research study, who are teachers in
reputable private schools in Istanbul, have a higher chance to attend these programs.
Based on their experiences, these positive changes were recognized. However, when
it comes to the national context, PD is mostly understood as the implementation
of IST programs, which are the main programs to meet the needs of public-school
teachers. Participant teachers’ evaluations and the national literature also outline
similar concerns about the IST of Turkish teachers. These common problems are
(a) goal setting without consideration of teachers’ PD needs, (b) insufficient content
and context of PD to meet the needs of teachers, (c¢) lack of qualified instructors in
the programs, (d) lack of budget to improve the quality of PD programs, (e) lack of
motivational factors, and (f) lack of evaluation or follow-up systems (Seferoglu, 2004;
Giiven, 2010; Biimen, Ates, Cakar, Ural and Acar, 2012; Elcicek and Yasar, 2016; Ozer,
2004; Uysal, 2012; Bayrakei, 2009). As a result, PD is still a new area open to research

and development for Turkish teachers and researchers.

The second goal of this research study is to understand the change in science
teachers’ conceptions about their PD after eight years. It is realized that change of

conceptions about PD is related to the identity of teacher, department and relationships
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among the members of the department, school context and national context of the
country. As a result, all of these factors will be discussed by creating links between the

literature and findings of this study.

Teaching as a profession is a complex one which requires an understanding of
multiple aspects to see the big picture. To be able to understand science teachers’ per-
ceptions about PD and the change in their perceptions, teachers’ professional identity
and the development of this identity must be addressed. Because their sense of self,
decision-making and meaning-making processes determine their professional practices,
beliefs, values and actions (Luehmann, 2007; Sutherland, Howard and Markauskaite,
2010), exploring identity provides a deeper understanding. Hong (2010) states that
a teacher’s perception of his/her classroom practices and school experiences, how
he/she internalizes external conditions, how his/her teaching career changes his/her
self-perception as a teacher cannot be explained by examining external factors. As a
result, a teacher’s definition of himself/herself as a teacher and teaching as a profession

is important to investigate.

When participant science teachers were asked to define themselves as teachers,
their answers led to two main findings. First, because of their science teacher identity,
definitions such as ‘being a researcher’, ‘being curious’, ‘being creative’ and ‘being uni-
versal’ emerged from their expressions. Second, general definitions which can also be
considered for different subject area teachers such as ‘being good at content and ped-
agogical knowledge’, ‘being a good communicator’, ‘being open-minded’, ‘being hard
worker” and ‘being good at establishing authority’ were found as common expressions.
When students’ science literacy and science identity are considered as two main con-
cerns of the reform movement of science education, science teachers’ identities, science
teaching and learning practices are given importance along with their professional de-
velopment (Parson and Bailey, 2019). Although ‘being a researcher’ was the most
common definition which was stated by ten out of fourteen during the first phase, the
other definitions which specifically show identity about science teaching were not sig-
nificantly frequent. It is found that the content and pedagogical knowledge along with

the feelings about profession were more common among the teachers. However, in the
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second interviews, especially Nermin and Yagmur focused on the competencies of a
science teacher by referring to the observation, investigation, thinking, inquiry skills

and being scientifically literate and competent.

It is also found that identity is a dynamic process which changes and develops
throughout the profession. Two phases of this study gave a chance to observe these
changes in two different time period of teaching profession. According to Beijaard et
al., (2000), teaching experience is one of the influencing factors in the development of
teacher’s professional identity. Thus, understanding the effect of the year of experience
is only possible by comparing experienced and novice teachers. To be able to achieve
this comparison, Berliner’s (1998) five developmental stages, which are a novice, ad-
vanced beginner, competent teacher, proficient teacher and expert teacher, were noted
in the selection of participants for the second phase. Berliner (1988) claims that there
are differences between novice and expert teachers in terms of their interpretation of
classroom experiences, perceptions of the importance of events, daily routines, pre-
dictions about classroom actions, judgments about typical and atypical events and
evaluations about students’ works and academic tasks. The findings of this study
confirm Berliner’s claims. While the first participant of the second phase, Nermin,
showed a remarkable change in terms of her conceptions about professional identity
development and PD, the second and third participant of the second phase did not go
through such a big change. While Nermin, as a beginner teacher during the first phase,
mostly concentrated on classroom management and content knowledge concerns, her
expressions turned out to be a more in-depth and broad analysis of her profession.
She expressed her change throughout the years by providing various examples from
departmental factors, school context and national context. On the other hand, the
change process for Yagmur and Zuhal was mostly related to the school context which
includes the dynamics inside the working environment. Such things were not expressed
by Yagmur and Zuhal, who were in their ninth and 15" years respectively. Since they
did not go through this noteworthy period of teaching from early career to expertise,
their self-definitions in the second interview were more consistent with the first ones.
Both Yagmur and Zuhal addressed the importance of content knowledge, pedagogical

knowledge and communication with students by developing rapport, during the first
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and second interviews. They also focused on the need for professional development
by outlining the ever-changing nature of science education. They pointed out the im-
portance of scientific literacy and open-mindedness by referring to these PD attempts.
However, Nermin’s self-definition shows a significant difference. While she defined
herself as a disciplined and responsible teacher who can talk the same language with
students in the first interview, she described herself as a good observer, fast thinker,
inquirer, life-long learner, passionate teacher who is competent at increasing students’
curiosity to learn by establishing good relationships with students in the second inter-
view. Nermin’s case clearly shows how a beginner teacher survives and handles the
multiple components of teaching by trying to create consistent classroom management
responsibly. According to the review of literature by Kagan (1992) about the early
career of teaching, it was concluded that early career teachers tend to be authoritarian
and obsessed with classroom control to discourage misbehavior. Later it is seen how
the professional identity of a teacher develops with the experience. The effect of years
of experience on a teachers’ competency in many areas can be seen in Zuhal’s case.
She describes this self-confidence and expertise in teaching with her phrase: ‘If I was
playing with my students before, now I am dancing with them’. She finds herself at
the peak of her profession without disregarding the need for development. As a result,
as Kagan (1992) stated, teachers’ degree of how performance is guided by experience,
how teachers come up with accurate predictions and how they concentrate on classroom

practices and student learning differ depending on the developmental stages.

Besides the close relationship between perceptions about PD and professional
identity, the influencing factors such as department, school context and national con-
text are found to be highly influential. Therefore, these factors are intertwined by
the participant teachers. According to the literature, another important point which
is frequently expressed by teachers is the culture of development in the community
(McMillan et al., 2016; Wells, 2014). A collaborative culture that encourages teachers
to provide feedback to colleagues, to receive constructive feedback from their colleagues
and to involve in an active, sustainable learning community is highly effective on teach-
ers’ positive attitudes toward PD. In their research study, Simon et al. (2011) also

stated that the opportunity to observe peers and be observed by them are highly val-
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ued by teachers. They found that a school culture which supports peer observation and
feedback is mostly successful in creating a collaborative community. These type of PD
activities among the members of the community are called as reform type activities or
transitional PD (Kennedy, 2005). Unlike traditional PD programs, these PD activities
have a bottom-up structure and directly emerge from the needs of the teachers. How-
ever, these types of activities are found to be very rare in the case of the participants
of this study. Although participants expressed a certain culture of the community, it is
not more than planning the lessons for grade levels or sharing resources and materials.
None of the participants, except Nermin, mentioned any example of peer observation,
mentoring and coaching process. Nermin was the only teacher who mentioned this
mutual collaboration during the first phase of the study. However, when it comes to
the second interview, she also did not mention any type of transitional PD activities.
According to results, it is noticed that private schools do not provide enough time for
teachers to collaborate with colleagues for PD reasons because of the busy teaching

schedules and extra duties.

Another reason for lack of peer observations, mentoring and coaching can be re-
lated to the identity of the Turkish teachers regarding self-criticism and openness to
criticism. Only two teachers during the first phase addressed the importance of self-
criticism for the teaching profession. However, they also claimed that Turkish teachers
are not open-minded about being criticized by someone else and being able to self-
criticize. On the other hand, Nermin shared her attempt for peer observation during
the first interview. For example, she asked intern teachers who came to her school for
observation to observe her classes and provide feedback for her. She also gave them
chances to run laboratory classes to learn new strategies from them. Zuhal, the third
case of the second phase, was one of those teachers who expressed her concerns about
the self-criticism. She believes that teachers are the ones who claim to know every-
thing and not flexible about criticism. However, she did not share any example from
her experiences about self-criticism. Yagmur talked about criticism from a different
perspective. Even though she did not refer to her self-criticism, she mentioned the
criticism of her students when she planned an ordinary class hour. Since her students

used to participate in her interactive and creative classes, she faced with their criticism



140

in case of an ordinary class hour.

On the other hand, the second reason for the lack of transitional PD activities
among the Turkish teachers is related to the overwhelming working conditions of private
schools. High expectations from teachers were frequently stated by the participants.
It is also noticed that the seriousness of these concerns found to be increased in the
second phase of the study. Even though teachers complained about the workload
and insufficient time, these concerns seemed to significantly accelerate during the last
eight years. It is also supported by the literature that one of the biggest barriers
to PD of teachers is the limited time for self-development due to heavy curriculum,
routine expectations of schools and lack of opportunities provided by schools (Altun and
Cengiz, 2012; Ozer, 2004). According to the results of a study designed by Altun and
Cengiz (2012), teachers are aware of the connection between the school improvement
and teachers’ PD through strong collaboration among the teachers. However, teachers
believe that limited improvement of schools, inadequate facilities, high expectations and
workload prevent the development of collaborative school culture, which also negatively
affects the PD of teachers. For example, Yagmur mentioned about a new attempt to
apply a school-wide interdisciplinary planning system including all subject areas. She
was very curious about the possibility of this but had reservations due to lack of
collaboration. She also addressed time constraint, which negatively influences the time
allocated for meetings. Nermin also shares the same concerns with Yagmur in terms of
time constraints, stressful working conditions and workload. With the current changes
in their system, Nermin talked about their responsibility to read and assess all student
papers to provide feedback. She discussed how challenging it was to have enough time
to live up to expectations. She worries about the fairness of her assessments because
of her constantly busy mind. As a result, both Nermin and Yagmur state that it is
the biggest barrier in front of their professional development and collaboration with
colleagues. On the other hand, Zuhal did not specifically mention this time restrictions
in the second interview. During the first interview, she shared her frustration about
being a grade 12 teacher. Weekly class hours of biology subject is quite limited and
high school biology teachers were teaching more than one grade level. At that time,

she was teaching grade 10, 11, 12 and also two different sub-branches in grade 12. She
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said that each grade level requires different preparation and particular attention, which
forced them to work extra even after school. However, during the second interview,
she did not mention any of these concerns. Even though the reason for the decrease in
her concerns about workload and timing were not asked and identified in the second
interview, since Zuhal started to work in another school after the first interview, there
are some possible explanations. This might be related to various factors such as year of
experience, the policy of the school about scheduling or dynamics in the department.
Compared to her reactions about her previous school, her positive attitude towards the

new school can explain the variance.

School, where teaching takes place, is an important context in which teachers’
professional identity develops (Buchanan, 2015). According to the findings of this
study, administrators have a great influence in the school context and can be a big
source of motivation for teachers. During the first and second phases, administrators’
role and how their attitude impact the motivation of the teachers were expressed by
the teachers. Zuhal was one of the teachers who had a chance to observe two different
administrative teams since she was employed in two different schools. While her ex-
pressions about administrators were highly pessimistic during the first interview, it was
observed that she was optimistic in the second interview. It is also found that when
teachers feel recognition of and appreciation from their administrators, they show a
higher tendency to involve in PD programs and are more open to change. This culture
of appreciation, collaboration and recognition is important to understand how teach-
ers change. As Guskey (2002) mentioned, expectations and approach of the school to
change have the power to shape teachers’ perceptions about change. Moreover, Hamil-
ton (2018) claims that teacher beliefs and identity interact with school context and
national context, which lead to a change in teachers’ pedagogical practices and belief

systems.

Guskey (2002) states that PD programs are the organized efforts to cause a
change in teachers’ classroom practices, their attitudes and belief systems, which are
all influential in student learning. However, he also claims that these change processes

are not easy or rapid since trying on a new identity is not an easy and quick process.
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It needs time and experience (Luehmann, 2007; Orug, 2013). Change has the power to
affect one’s self-image and personal identity. Thus, a person can intrinsically develop
some strategies to cope with these changes (Nias, 1989 as cited in Beijaard, Verloop
and Vermunt, 2000). The reason why people negatively react to changes is that they
do not readily perceive themselves in another way. This is found to be the reason
for teachers’ reactions when it comes to the national context of the Turkish education
system. The participants evaluated the Turkish education system in various aspects
such as teacher training options, curriculum development, equality among the schools

and regions, budget and physical facilities.

Based on the data analysis, the theme national context led to the emergence
of the sub-theme ‘relation of education and politics’. Teachers are highly concerned
about the power of politics over education. An education system which shows rapid
and inconsistent changes in relation to the changes in politics and relies on insecurity
and control adversely affects teachers’ trust and belief in the system. Moreover, putting
the blame on the teachers and students instead of the system itself is the biggest and
the only barrier to a successful, equal and transparent education system (Cetin, 2017).
According to the results of this study, teachers believe that there is continuous change
but limited improvement in the Turkish education system. Eight teachers from the
first phase of the study addressed frequent changes in central exams and curriculum
as one of the biggest problems of their teaching and students’ future. Unprofessional
integration and adaptation of an international program from a different system without
considering cultural and social components of the Turkish education system is noticed

as the central issue of this concern.

Another sub-theme was about the gap between government and private schools.
Even though the participants of this study had never experienced the conditions in a
public school, they were able to compare based on their personal experiences in regional
meetings or interactions with public school teachers. Only one teacher in the first phase
of the study had a chance to start her profession in a state school. After transferring
from a state school to a private school, she expressed her awareness about the change

of the conditions in many ways. Teachers in private schools need to improve themselves



143

continuously to be able to survive in a highly competitive environment. Renewal of the
contracts annually is a forcing mechanism for private school teachers. However, except
for some unprofessional attempts of teacher evaluation in public schools, there is no
consistent and constructive system of teacher evaluation in state schools. Moreover,
with regard to high expectations of private schools, teachers employed there also try
to provide various PD opportunities for their teachers. Unfortunately, there is still a
need for further studies that will explore the gaps between public and private schools

and teachers in Turkey.

7.1. Limitations and Implications for Future Research

The goal of this research study is to explore the change in science teachers’ con-
ceptions about PD and IST. The qualitative case study that was designed for this aim
includes two phases to understand the change during the period of eight years. Based
on the limitations of the study which were outlined above, there are some recommenda-
tions for further studies which can provide additional input about the similar research

topics.

This present study was designed with private school science teachers. When
considering the lack of studies designed with private institutions, this study provides a
contribution to the literature. As it was described in the results, there is a remarkable
distinction between public and private school and public and private school teachers in
many areas. As a result, trying to understand the perceptions of public-school teachers
about PD would provide another perspective to explore the problem in the national
context. In further research studies, a comparison between private and public-school

teachers can demonstrate the distinctions in terms of opportunities, benefits and needs.

With the sharp increase in the number of private schools in Turkey after some
political challenges, the situation in private schools started to show some inequities
as well. Additionally, by considering the differences among the private schools, this
study can include science teachers from different private schools which have inconsistent

standards to meet the expectations of families from various economic status. While
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the private schools with very high standards try to provide higher opportunities both
for teachers and students, schools with limited opportunities have harder conditions
for teachers by trying to keep the standards high just for the students and parents.
This brings more challenges to teachers’ life. It would be a valued contribution to see

the big picture of teachers’ working conditions in Turkey.

The present study is limited to provide details about the other subject areas and
how their teachers experience PD in their profession. The participants in this research
study were science teachers. Thus, the study only reflects science teachers’ perceptions
about PD. Additionally, conducting the interviews with 14 science teachers during the
first phase and three science teachers for the second phase prevents the generalizations
of findings for all science teachers in private schools. As a result, findings can be valid
for this research study or for similar studies. Moreover, there was no other voice involve
in this study such as students, colleagues of participant teachers, administrators or
teacher trainers. A contribution to the literature can be made by designing this research
study with teachers from different subject areas. The perception of mathematics, social
studies or literature teachers about PD and IST can provide various perspectives about

the current PD and IST programs in Turkish teacher training system.

Another limitation of the study was about data collection procedure. Data of this
research study was collected by conducting semi-structured interviews with participants
in two different time periods. Also, no observation was made in a school or class en-
vironment. Data collection procedure of this study is limited to two semi-structured
interviews. Participants of the first phase were interviewed during the 2010-2011 edu-
cational year. For the second phase of the study, participants were interviewed during
the 2018-2019 educational year. For this type of qualitative case study, data collection
methods can be enriched by including classroom observations, reflective journals and
multiple interviews in various periods. Spending more time with the participants can

provide extensive information about the participants and the research area.

This study was designed with teachers from different private schools. Although

this gives a chance to observe the changes among private schools, limits to study in
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terms of gathering an in-depth understanding of the variety of teachers’ conceptions
and identity under the same school contexts. Thus, the researcher is able to gather
information about the context of these schools and their impact on teachers’ perception.
However, designing the study with teachers from the same school can show us a different
picture. Exploring teachers who work in the same national and school context would
be a rich source about the identity of the teachers. As it was discussed in the review
of literature, teachers react in a different way to the same situation because of their
personal and professional identity. By considering the limited research about teachers’
professional identity, investigating teachers from the same school would be valuable to

gain in-depth information.

Finally, during the research, it was found that there is a limited number of research
studies about private schools in Turkey. The studies which were designed to investigate
the needs of teachers and schools or the problems in the educational system in Turkey
were generally carried out in public schools with public school teachers and students.
This provides limited information about the school and national context in private
schools. For further research studies, exploring the various research topics in private

schools can be a new area for the national literature.
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APPENDIX A: THE CONSENT FORM-TURKISH
VERSION

KATILIMCI iZIN FORMU
Arastirmact:
Ben Sezin Saglam Karacal. Bogazici Universitesi Ortadgretim Fen ve Matematik Alan-
lar1 Egitimi Boliimii'nde yiiksek lisans ¢aligmami ytirtitmekteyim.
Arasgtirma Konusu:
Katihminz bekledigim bu arastirma, tez cahsmam olup, “Tiirkiye’deki Fen Ogretmen
lerinin, Profesyonel Geligimlerine Bakiglarindaki Degisimi Kesfetmek” baghklidir.
Goriismenin Detaylar::
Aragtirma igin sizinle, yaklagik yarim saat ile kirk bes dakika arasinda stirecek olan bir
goriigme yapmak istiyorum.
Aragtirmanin Katilimciya/Topluma Faydalar::
Thirkiye’de ¢aligan bir Fen Bilimleri ogretmeni olarak katiliminiz, aragtirmay1 anlam-
landirmak agisindan ¢ok onemlidir. Katilimimiz Thirkiye'deki hizmet igi egitim pro-
gramlarinin etkisini, verimliligini anlamak, bu programlar gelistirmek icin alternatif
oneriler sunmak ve 6gretmenlerin profesyonel geligime bakig agilarin1 6grenmek agisindan
degerlidir.
Goniilliiliik:
Bu aragtirmaya katiliminiz tamamiyla goniilliiliik esasina dayanmaktadir. Aragtirmaya
katilip katilmamak tamamiyla sizin tercihinizdir. Oncesinde katilmay: tercih etm-
enize ragmen, ilerleyen donemlerde katilmama karari alabilirsiniz. Bu durumda beni
bilgilendirebilir ve kararimizi paylasabilirsiniz. Verdiginiz karar dogrultusunda sizinle
yapilan tiim goriisme ve bilgi paylagimi arastirmanin disinda birakilacaktir. Sormak
istediginiz tiim sorular ve diger paylagimlar i¢in verecegim iletigim bilgilerim yoluyla
bana ulasa-bilirsiniz. Arastirmayla ilgili detayli bilgi almak istemeniz durumunda
ulagabileceginiz, bu aragtirmanin danigmanligini yapmakta olan Doc. Dr. Fatih Cagla-
yan Mercanin iletigim bilgilerini de sizinle paylagiyorum.

Gizlilik ve Givenlik:
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Gortigmeler sirasinda kendinizle ilgili baz kisisel bilgileri paylagmanizi isteyecegim.
Verdiginiz bu bilgiler tamamiyla gizli tutulacak, sadece bu arastirma icin kullanilacak
ve bagka herhangi bir kurum ya da kurulusla paylasilmayacaktir. Arastirma tamam-
landiktan sonra, sizden almig oldugum tiim bilgiler yok edilecektir.

Goriisme Sirasinda Kullanilacak Yontem ve Teknikler:

Goriigme sirasinda vereceginiz her bilgi arastirma i¢in biiytik 6nem tagimaktadir. Bu
sebeple, izin vermeniz durumunda, ses kayit cihazi kullanmak istiyorum. Ses kayit
cihazi sizin izniniz olmadikca kullanilmayacaktir. Ayrica kaydedilen tiim goriismeler
bagka bir amacla kullanilmayacak, aragtirmanin tamamlanmas ile birlikte silinecektir.

Yardimlariniz icin gimdiden tesekkiir ederim.

Sezin Saglam Karacal Doc. Dr. Fatih Caglayan Mercan
Gsm: 0 535 4467368 Tif: 0212 3597274
E-mail: sezinsaglam@gmail.com E-mail: fatih.mercan@boun.edu.tr

KATILIMCI 1ZNI

Strdiirtilmekte olan aragtirma ile ilgili tiim bilgileri okudum. Arastirma ile ilgili,
aragtirma oncesinde sormak istedigim sorulari sordum ve tatmin edici yanitlar1 aldim.
Aragtirmaya goniillii olarak katilmak istiyorum. Roportajlar sirasinda ses kayit cihazi
kullanilmasina izin veriyorum/vermiyorum.

Katilmeimin Adi-Soyadi  :

Katihmeimnm Imzasi P

Tarih S Y
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APPENDIX B: PHASE-1-INTERVIEW
QUESTIONS-TURKISH VERSION

Goriigme saati(Baglangig:  / Bitis: ) Tarih:

Table B.1. Roportaj 1.

Cinsiyet KADIN ERKEK
Dogum Tarihi / Yas

Mezun Oldugunuz Lise

Mezun Oldugunuz Universite

Bransiniz

Deneyim Yiliniz

Cahigtigimz Okul OZEL DEVLET

ROPORTAJ SORULARI

(i) Neden Ggretmenlik? Ogretmen olmaya nasil karar verdiniz?
(ii) Su ana kadarki deneyimlerinizden yola gikarak, bir 6gretmen olarak kendinizde
glicli gordiigliniiz yanlardan bahseder misiniz?
(iii) Yine deneyimlerinizden yola gikarak, bir 6gretmen olarak kendinizde geligmeye
acik buldugunuz yanlardan bahseder misiniz?
(iv) Gelisime agik olan yonlerinizi geligtirmek igin planlarimz oldu mu?
— Olduysa neler?
— Bu planlar1 uygulamaya gecirebildiniz mi? Evetse, su ana kadar neler yaptiniz?
— Somut ornekler verebilir misiniz?
— Gelecek planlarimizdan bahseder misiniz?
(v) Sizce profesyonel geligim ne demek?
(vi) Su ana kadar olan profesyonel geligiminizi nasil degerlendirirsiniz?
(vii) Profesyonel geligiminiz i¢in en son yaptiginiz ¢aligma nedir? Kisaca anlatabilir

misiniz?
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(viii) Katildiginiz profesyonel geligim caligmalarinin 6grencilerinizi etkiledigini diigiiniiyor
musunuz? Ogrencilerle etkilesiminizde bir degisim oldu mu?
(ix) Profesyonel geligiminizde, hizmet i¢i egitimlerin nasil bir etkisi oldugunu diigiintiyor-
sunuz?
(x) Hizmet igi egitimlerle ilgili ne diigiiniiyorsunuz?
— Neleri begeniyorsunuz?
— Neleri begenmiyorsunuz?
— Ne hissediyorsunuz?
— Unutamadiginiz bir egitim var mi? Hangi 6zellikleri nedeni ile unutamadiniz?
Bu egitimden ogrendiklerinizi uygulamaya aktardiniz mi?
(xi) Profesyonel geligiminizi olumsuz etkileyen faktérler nelerdir?
— I faktorler (isteksizlik, evli ve gocuklu olma vb.) dig faktorler (para, zaman).
(xii) Egitim sistemleri de geligim igerisindeler. Sizce Tiirkiye‘de ya da diinyada bu

gelisimin devami nasil olabilir? Gelecekte nasil bir egitim gekli 6ngoriiyorsunuz?
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APPENDIX C: PHASE-1-INTERVIEW
QUESTIONS-ENGLISH VERSION

Interview Time (Start:  / End: ) Date:

Table C.1. Interview Questions.

Gender FEMALE MALE
Date of Birth / Age
High School

University

Subject

Year of Experience

School Type PRIVATE PUBLIC

INTERVIEW QUESTIONS

(i) Why being a teacher? How did you decide to be a teacher?
(ii) By taking into consideration your experiences so far, could you please talk about
your strengths as a teacher?
(iii) By taking into consideration your experiences so far, could you please talk about
the things that need improvement as a teacher?
(iv) Did you have any plans to improve the things that need improvement? what do
you think that you need to do?
— If yes, what were your plans?
— Did you achieve any of these plans? If yes, what did you do?
— Can you provide examples?
— What are your future plans?
(v) What is professional development for you?
(vi) How will you evaluate your own professional development?

(vii) What was the last attempt that you did for your professional development? Can



(xii)
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you please explain briefly?

Do you think that the professional development programs that you attend effect
your students? Is there any change in your interaction with your students?
How does in-service training affect your professional development?

What do you think about in-service training programs?

— What do you like?

— What don’t you like?

— What do you feel?

— Is there any training that you cannot forget? What are the reasons which
make it unforgettable? Did you apply the things that you learned from this
training to your classes?

What are the factors that affect your professional development in a negative way?

— Internal factors (unwillingness, being married, having a child, etc.

— External factors (Cost, time, etc.)

Educational systems have undergone through ongoing changes. What do you
think about the future changes in Turkish educational system? What type of

educational changes or reforms you expect / predict in the world or in Turkey?
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APPENDIX D: PHASE-2-INTERVIEW
QUESTIONS-TURKISH VERSION

Goriigme saati(Baglangig:  / Bitis: ) Tarih:

Table D.1. Roportaj 2.

Cinsiyet KADIN ERKEK
Dogum Tarihi / Yas

Mezun Oldugunuz Lise

Mezun Oldugunuz Universite

Bransiniz

Deneyim Yiliniz

Cahigtigimz Okul OZEL DEVLET

(i) Bir fen 6gretmeni olarak kendinizi nasil goriiyorsunuz?
— Bir fen 6gretmeninin yeterlilikleri neler olmali?
(ii) Bir fen 6gretmeni olarak geligiminizi desteklemek i¢in su ana kadar neler yaptinz?
— lleride neler yapmay1 planliyorsunuz?
(iii) Sizce, bir fen dgretmeninin geligimi igin neler gereklidir?
(iv) Bir fen 6gretmeni olarak, aklimzda en gok kalan egitimden bahsedebilir misiniz?
— Katildiginiz profesyonel geligsim programlarimin ogrencilerinizi etkiledigini
diigiiniiyor musunuz? Ogrencilerin fene yonelik tutumlarinda bir degisiklik
oldu mu?

(v) Profesyonel gelisiminizi etkileyen etmenler var midir? Varsa, nelerdir? (Ornegin
i¢ etmenler, isteksizlik, evil olma, cocuk sahibi olma gibi. Dig etmenler, para,
zaman, caligma sartlar1 gibi.)

(a) Calhigmakta oldugunuz okul, profesyonel geligim igin ne gibi olanaklar sagliyor?
Bu olanaklar1 yeterli ve etkili buluyor musunuz?
(b) Ziimre ile ilgili ne diistiniiyorsunuz? Okulunuzda birlikte caligma, yardimlagma

kiiltiirii olduguna inaniyor musunuz?
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(c) Tirkiye’de fen egitiminde, gelecekte olabilecek degigimlerle ilgili neler diigilinii-
yorsunuz? Diinyada ya da Tiirkiye'de, fen egitimi alaninda, ne gibi degigim
ve reform galigmalar1 6ngoriiyorsunuz?

(vi) Gegtigimiz on yila baktigimzda, fen 6gretmenleri igin planlanan profesyonel geligim
programlarinda ve hizmet-igi egitimlerde ne gibi degisimler gozlemliyorsunuz? Bu
degisim ve gelisimi degerlendirebilir misiniz?

(vii) Fen Ogretmeni olarak, son 10 yilda siz nasil degistiniz?
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APPENDIX E: PHASE-2-INTERVIEW
QUESTIONS-ENGLISH VERSION

Interview Time (Start:  / End: ) Date:

Table E.1. Interview Questions 1.

Gender FEMALE MALE
Date of Birth / Age
High School

University

Subject

Year of Experience

School Type PRIVATE PUBLIC

(i) How would you describe yourself as a science teacher?
— What should be the competencies of a science teacher?
(ii) What did you do so far to support your growth as a science teacher?
— What are your future plans?
(iii) What do you think that a science teacher should do to improve?
(iv) As a science teacher, can you please talk about the training that you remember
the most?

— Do you think that the professional development programs that you attend
has an impact on your students? Is there any change on their attitude
toward science class?

(v) Are there any factors that affect your professional development? If yes, what are
they? (For example, internal factors such as unwillingness, being married, having
a child, etc. External factors, such as money, time, working conditions, etc.)
(a) What type of opportunities does your school provide to teachers? Do you
find these opportunities enough and sufficient?

(b) What do you think about department? Do you have a culture of collabora-
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tion in your school?

(¢) What do you think about the possible changes in science education in Turkey
in the near future? What type of changes or reform movements about science
education do you predict in Turkey and in the world?

(vi) When you look at the last decade, what kind of changes do you observe about the
PD and IST programs that have been planned for teachers? Could you evaluate
these changes?

(vii) How do you change as a science teacher in the last ten years?



