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The aim of this study was to develop a valid and reliable scale to determine the
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that the scale produces valid and reliable measurements. It is thought that this scale
will contribute to new studies on the implementation of the curriculum.
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Ogretmenlerin Program Uygulama Yaklasimlari Olgeginin Gelistirilmesi:
Gegerlik ve Giivenirlik Calismasi

Makale Bilgisi Oz
DOI: 10.14812/cufej.932497 Bu.(;ahsmamr? arnau ingilizceﬂ 6§rgtm.enulerinin prograim. uygu!ama yaklaslml,?rml
belirlemeye yonelik gegerli ve glivenilir bir 6lgme araci gelistirmektir. Ortaokulda gorev
Makale Gegmisi: yapan 181 ingilizce gretmeni aragtirmanin galisma grubunu olusturmaktadir. Olgegin
Gelis 31.10.20 kapsam gegerligi icin uzman gorusleri alinirken, yapi gegerligi icin agimlayici faktor
Dizeltme  15.05.21 analizi (AFA) uygulanmistir. Yapilan analizler sonucunda 37 maddeden olusan ve
Kabul 31.07.21 “programa baghlik”, “sinav odakl uyarlama”, “6grenci odakl uyarlama” ve “programin
tasarlanmasi” seklinde isimlendirilen dért faktérli bir yapiya ulasiimistir. Olgegin
Anahtar Kelimeler: guvenirligini belirlemeye yonelik her bir faktor igin hesaplanan Cronbach alfa

katsayilari 0.82 ile 0.90 arasinda degismektedir. Olgegin madde-toplam korelasyonu ve
alt dlgekler korelasyonu igin yapilan analizler 6lgek maddelerinin ayirt edici oldugunu
gostermektedir. Bu bulgular isiginda olgegin gecerli ve glvenilir dlgiimler Greten bir
6lgme araci oldugu soylenebilir. Arastirma kapsaminda gelistirilen 6lgme aracinin
programin uygulanmasi ile ilgili yeni calismalara katki saglayacagi distunilmektedir.

Olgek Gelistirme
Programin Uygulanmasi,
ingilizce Ogretim Programi,
Gegerlik,

Giivenirlik

Introduction

In Turkey, curricula are prepared by the Board of Education under the Ministry of National Education
(MNE) and implemented in the whole country with a centralist approach. Regardless of the quality of
the curricula prepared in the center, teachers, with their own knowledge, skills, attitudes and behaviors,
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are better able to identify the best learning experiences for their students (Doll, 1970). Related studies
also show that curricula in use are mostly shaped by teachers' own attitudes, beliefs, preferences,
perceptions and competencies (Ben-Peretz, 1990; Bimen, GCakar, & Yildiz, 2014; Meidl & Meidl, 2011).
The fact that teachers substitute their own ideas and competencies for the basic ideas in the curriculum
while implementing it in the classroom causes diversity in the implementation of the curriculum
(Gokgek, 2008). For this reason, it is necessary to determine the views of teachers on the curriculum and
how they reflect their views while implementing it in their classroom (Akpinar, 2011).

Although the curricula are prepared by experts in the center, it is often stated in the studies that
they are not effective as expected. In order to understand the reason for this situation, it is necessary to
examine the implementation of the curriculum in more detail. An evaluation about the curriculum
materials and learning products is not correct without examining how and to what extend theachers
implement the curriculum in their classroom (Fullan & Pomfret, 1977). No matter how perfectly
prepared a curriculum is, teachers, who are implementers of the curriculum cannot implement it
effectively unless they comprehend the philosophy of the curriculum and the understanding it is based
on (Seker, 2007). Moreover, local differences in student interests, needs and characteristics create
difficulties in implementing the curriculum as planned in every school and in every classroom (Blimen,
Cakar, & Yildiz, 2014). Therefore, teachers can transform the official curriculum prepared with a
centralized approach into a different form while applying them in their classrooms. This situation reveals
the concept of "operational curriculum", one of the curriculum types defined by Posner (1992).
Although the official curriculum has been prepared beforehand, the communication between teachers
and students with the curriculum constitutes the curriculum in use, in other words, operational
curriculum (Shawer, Gilmore, & Banks-Joseph, 2009). Operational curriculum can be described as a
translation of official curriculum into a plan for instruction. Although the same curriculum is
implemented in every school and classroom, it has always been a matter of curiosity that students in
some classes learn better than other classes. Moreover, we need to understand how different curricula
emerge from the implementation of the same official curriculum (Shawer, 2010). At this point, we need
to know more about curriculum implementation approaches that have an effect on transforming the
official curriculum into a different version in implementation.

When the literature on curriculum implementation approaches is examined, it is seen that teachers
either adhere to the curriculum or make adaptations on it (Ben-Peretz, 1990). Researchers who examine
the fidelity approach focus on the implementation of official curriculum by teachers in classroom. Those
with adaptation approach state that the curriculum changes can be reflected in schools, but the
curricula should be adapted appropriately to the school (Bimen, Cakar & Yildiz, 2014). A third approach,
emphasizing the will of the teacher in the implementation of the curriculum, was added by Synder,
Bolin, and Zumwalt (1992) to the approaches to fidelity and adaptation. According to this third
approach, teachers act like curriculum development experts who make significant changes in the
curriculum and build it based on student experiences. The curriculum is a product of teacher and
student experiences. Shawer (2003), as a result of his study on teachers who teach English as a foreign
language, stated that teachers approach the curriculum in different ways such as curriculum
transmitters, curriculum developers and curriculum makers while implemening it in their classes (cited
in Shawer, Gilmore, & Banks-Joseph, 2008). Accordingly, teachers who transfer the curriculum adhere to
the curriculum materials one-on-one in the implementation of it, while those who develop the
curriculum make adaptations in the curriculum materials such as skipping, removing, providing
additional resources and activities in line with the student needs and interests. Those who make the
curriculum determine the exercises to be carried out in the classroom based on the student experiences
and their own attitudes, beliefs and experiences.

Snyder, Bolin, and Zumwalt (1992) stated that teachers adopted three different curriculum
approaches, namely fidelity, mutual adaptation, and enact in the implementation of the curriculum, and
defined teacher behaviors belonging to each approach. Teachers who adopt the fidelity approach in the
implementation of the curriculum are transmitters who only provide the curriculum materials. These
teachers convey the objectives and content of the official curriculum as they are given. They follow the
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student textbook and the teacher's guide book in teaching and do not present new material or content
other than these curriculum materials. They transfer the content of the textbook unit by unit, page by
page. They focus solely on content and rarely complete missing elements, without responding to
classroom dynamics. In teaching, they stick to the activities in the textbook or teacher's guide book.
Since they teach based on a textbook, it is usually clear what and how to teach in the next lesson. In the
classrooms of these teachers, learning is mostly for passing the exam or the lesson. Teachers who adopt
the mutual adaptation approach are adapters who make arrangements in the curriculum and they have
a more active role while implementing it in their classrooms. They skip some chapters in the textbook,
add topics that are not in the textbook, bring materials/activities outside the scope of the curriculum. In
short, they become curriculum developers using a variety of resources in addition to curriculum
materials. Student experiences are important resources in teaching. Teachers who enact curriculum act
like curriculum development experts who make decisions about the curriculum and make significant
changes on it. In this approach, the curriculum is created jointly by teachers and students. Curriculum
knowledge is no longer a product, but structures composed of experiences created by teachers and
students. In this approach, teachers often plan instruction without referring to printed curriculum
materials.

When the studies on the implementation of the curriculum in Turkey are examined, there is no
research directly aimed at determining the teachers' approach to curriculum implementation. However,
three different teacher profiles were determined by Tokgdz (2013) based on the similarities and
differences of teachers in the implementation of the curriculum and these profiles were named as
curriculum followers, curriculum extenders and curriculum adapters. According to this classification,
those who follow the curriculum adhere to the curriculum materials as in other classifications in the
literature, while those who adapt the curriculum make up for the deficiencies in the curriculum
materials with other resources or their own experiences. Those who expand the curriculum in this
classification focus on student success and therefore, while implementing the curriculum in their
classrooms, they prioritize knowledge transfer in order to increase the success of students in national
exams and improve their exam performance.

On the other hand, while there are direct studies in the foreign literature on determining teachers'
approaches to curriculum implementation and examining the effects of these approaches on teachers
and students (Shawer, 2010; Shawer, Gilmore, & Banks-Joseph, 2008; 2009; Snyder, Bolin, & Zumwalt,
1992), in Turkey it is noteworthy that the literature on the implementation of the curriculum is limited
with the level of implementation of the constructivist activities generally adopted in the renewed
curriculum, and the determination of the teachers' views on the implementation of the curriculum and
the problems they experience (Adigizel, 2009; Aydemir, Aykag, & Ulubey, 2012; Giirel, & Demirhan-
iscan, 2020; Karacaoglu, & Acar, 2010; Sarac, & Yildirim, 2019; Tekbiyik, & Akdeniz, 2008; Yasar, 2012). It
is thought that the scale developed within the scope of this research will contribute to further studies
for the implementation of the curriculum, such as determining the teacher approaches in large sample
groups and examining the effects of teachers' curriculum implementation approaches on students,
teachers and schools. Based on this deficiency in the literature on the implementation of the curriculum
in Turkey, in this study, it is aimed to develop a valid and reliable measurement tool that helps to
determine the curriculum implementation approaches adopted by English teachers while applying the
relevant curriculum in their classes.

Method
Research Model

This research is a scale development study. During the scale development process, the literature on
teachers' curriculum approaches while implementing the curriculum was reviewed and the scale items
were determined. After expert opinion was taken on these items, a pilot scale form was created. Then,
factor analysis was performed by conducting the trial application of the candidate scale on the
appropriate sample, and the experimental form was obtained. In this direction, this study was designed
by adopting the experimental process (Yurdugil, 2012).
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Study Group

This study was limited to the seventh grade English curriculum in order to determine the teachers'
curriculum implementation approaches. So, it was aimed for all teachers to answer the scale items by
considering the same curriculum. The reason for the preference of the seventh grade curriculum was
that the education in the seventh grade is less exam-oriented compared to the education in the eighth
grade. Thus, it was aimed that teachers rate the expressions in the scale items without under the
pressure of exams, taking into account the applications they make in general.

Since the research was limited to the English teachers teaching in the seventh grade of secondary
school, the number of teachers to be reached has become limited. However it is necessary to reach a
certain number of teachers in order to carry out the validity and reliability studies of the items in the
scale. Therefore, in order to facilitate data collection, it was tried to reach all teachers with the
convenience sampling method. In this context, a total of 66 secondary schools, including 57 state
schools and 9 private schools, located in Tepebasi and Odunpazari central districts of Eskisehir province
were attended and 181 English teachers who were teaching in seventh grade and volunteering to
participate in the study were included in the study. 153 of the teachers (84.5%) in the study group were
female and 28 (15.5%) were male. 162 of these teachers (89.5%) were working in public school and 19
(10.5%) were in private schools.

Actions Taken Before Data Collection

Within the scope of the research, while writing scale items, both the literature on teachers'
curriculum implementation approaches (Ben-Peretz, 1990; Blimen, Cakar, & Yildiz, 2014; Celiker-Ercan,
2019; Cobanoglu, 2011; Drake, & Sherin, 2006; Dusenbury, Brannigan, Falco, & Hansen, 2003; Kabaoglu,
2015; Kaya, Cetin, & Yildirim, 2012; Shawer, Gilmore, & Banks-Joseph, 2008; Snyder, Bolin, & Zumwalt,
1992; Tokgdz, 2013), and the features of the current English curriculum were taken into consideration.
Moreover, the qualitative data obtained from long-term observations and interviews conducted by the
researcher with teachers in classrooms to determine their curriculum implementation approaches were
used while forming scale items.

The relevant literature on the curriculum implementation approaches of teachers is mainly discussed
in foreign studies, and studies on this issue in Turkey are quite limited. Therefore, with the assumption
that teachers' curriculum implementation approaches in the group to which the scale will be applied
may differ from the literature abroad, such a qualitative study was needed before writing the items of
the scale. In this direction, a qualitative study was conducted with a total of 14 English teachers working
in low, medium and high achievement level secondary schools and also private schools in Tepebasi and
Odunpazari districts of Eskisehir province with the maximum variety sampling technique. In this study, it
was aimed to determine the curriculum implementation approaches of teachers by examining how they
applied the seventh-grade English curriculum in their classes through long-term observation, teacher
and student interviews. As a result of the analysis of the data obtained, it was seen that the teachers in
the study group had three different approaches: curriculum fidelity, curriculum adaptation, curriculum
design. In each three approaches, teachers make student-based and exam-based implementations
which emerge more clearly especially in curriculum adaptation approach. The characteristics of the
teacher with each approach are briefly explained below.

Teachers who have curriculum fidelity approach adhere to the official curriculum and curriculum
materials. These teachers only include materials prepared in line with curriculum in their lessons and
apply the activities in these materials without making any adaptation. In addition, as the curriculum
suggests, they also include communication-oriented activities such as listening and speaking and
consider process evaluation during evaluation processes. On the other hand, since these teachers
adhere to the curriculum and curriculum materials, they ignore student needs and interests, paying
attention to the implementation of only the objectives, content and activities in curriculum materials.

Teachers who have curriculum adaptation approach make adaptations on curriculum and on the
objectives, content, activities etc. in the textbooks prepared within the scope of the official curriculum.
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Teachers make these adaptations either to meet student needs and interests or to prepare students for
exams. Teachers, who have a student-based adaptation approach, use curriculum materials in their
classrooms, and make changes in the activities in these materials in line with the interests, needs and
requests of the students. These teachers can skip the activity when the activity in the book is not
suitable for the level of the student, they can simplify the activity or change it with another activity. In
addition, these teachers bring materials and activities to the classroom in addition to the activities in the
textbook in order to attract students' attention and increase motivation to the lesson. In short, these
teachers make changes in the curriculum and textbooks by taking student characteristics into account.
On the other hand, the main purpose of the change made by teachers with an exam-based adaptation
approach is to prepare students for the exam. Teachers who adopt this approach pay attention to the
fact that the relevant curriculum and curriculum materials will be taken into account in national exams,
and thus the content and objectives in these materials are given in detail and they ignore activities
related to communication skills such as listening and speaking as they are not evaluated in the exam.
For this reason, they often skip these activities in the textbook or ignore the communicative purpose of
the activity by focusing only on the grammar patterns and words used in these activities. In the said
program, it is emphasized that English is not taught as a lesson, but seen as a communication tool.
However, these teachers consider English as a lesson that should be memorized by including detailed
grammar lectures in order to prepare students for the exam. Since they do not tolerate students’
mistakes, they usually correct them immediately. Morever, contrary to what is stated in the curriculum,
since they focus more on lecturing in their lessons, they mainly use Turkish in their classes.

Teachers who have curriculum design approach do not apply the official curriculum and curriculum
materials in their classroom. Depending on the curriculum implementation policy of the institution
(private school) they work for, these teachers usually use another source in their lessons. The objectives
and themes they include in the course are different from those specified in the curriculum materials.
These teachers usually shape their in-class activities with their students in line with student needs and
interests.

While determining the scale items, the findings of qualitative study previously carried out by the
researcher was considered and statements were written on the planning of teaching, the materials
used, the objectives, content, teaching-learning activities, assessment and evaluation. Finally 62
statements written for the scale were presented to five experts, who have studies on educational
sciences, for the content validity. In line with the expert opinions regarding the representation level and
clarity, seven of the items that were irrelevant or unnecessary to the subject to be measured were
removed from the scale form, and some statements were rewritten to be more understandable. After
the expert opinion, the scale form was sent to five different English teachers who were teaching at the
seventh grade of secondary school, and opinions were taken regarding the clarity and appropriateness
of the scale items. Finally, the scale form was sent to two different experts in the field of Turkish
education to check language and understandability. In line with the feedback from English teachers and
experts, the spelling mistakes in the scale items were corrected and some expressions that were not
understood by the teachers were rewritten taking into account the suggestions. After the corrections in
the scale items, each statement in the 5-point Likert scale was rated as (1) Never, (2) Rarely, (3)
Sometimes, (4) Frequently, (5) Always. The final scale form with 55 items was created and the
application phase of the scale started.

Data Collection and Analysis

In this study, the final scale form consisting of 55 items was applied to 181 English teachers who
were teaching in the seventh grade of secondary school. During the application process, the researcher
went to the schools and gave the scale to the teachers and asked them to answer the scale
appropriately by informing them about the subject. The collection of research data took two months in
November-December of the 2018-2019 academic year, and the time needed to anwer the scale was
about 15-20 minutes. In the process of scale development, it is important to carry out validity and
reliability studies of the developed scale in order to obtain a measurement tool that produces valid and
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reliable measurements. In this study, the validity was ensured by content validity and construct validity
analyzes and the reliability was ensured by internal consistency methods.

Findings
Findings Regarding the Validity of the Scale

In this part, the finding regarding the content and construct validity of the scale were presented. An
exploratory factor analysis (EFA) was conducted to examine the construct validity of the scale developed
within the scope of this research. Before EFA application, necessary assumptions such as missing values,
sample size, homogeneity, normality and linearity were examined to determine the suitability of the
data set to factor analysis. First of all, the average values were assigned to the items with missing values
and the data set was made ready for analysis. Kaiser Meyer Olkin (KMO) and Bartlett test results were
taken into consideration to test the suitability of the sample size to apply factor analysis. KMO = 0.817,
X2 = 5353.073, sd = 1485 and Bartlett (p = .000 <0.01) values obtained as a result of EFA showed that
the sample was sufficient to perform EFA. Levene test results were used to test the homogeneity of the
data. Levene test results showed that the dependent variables in the data set have equal variance in the
independent variable groups, that is, they are homogeneous (p> 0.05). Kurtosis/skewness values were
considered in the examination of the normal distribution. Although kurtosis values between + 1.0 are
generally accepted as perfect, values between + 2.0 are also accepted in most cases (George & Mallery,
2016). However, it is stated that variables with kurtosis in the range of + 3.0 come from a typical normal
distribution (Kalayci, 2010). The kurtosis/skewness values of the data obtained within the scope of this
study are among the acceptable values, so the data meet the normal distribution assumption.

While determining the factor pattern of the scale, principal component analysis was applied and
maximum variability (varimax), one of the orthogonal rotation methods, was used as the rotation
method. Factor is the name given to a cluster of items with high correlation (Cokluk, Sekercioglu, &
Buyukozturk, 2014). As a result of the first EFA, it was seen that the expressions in the scale were
distributed meaninglessly under 13 factors with eigenvalues higher than 1. Deciding on the number of
factors based on eigenvalues may not always give reliable results (Green & Salkind, 2005). Therefore, in
determining the number of factors, the percentage of additional variance explained by the factors and
the results of scree plot were taken into account.

When the contribution of the factors to the explanation of the total variance falls below 5%, it is
decided that the previous factor is the last factor (Can, 2013). In this direction, it was seen that the
contribution of the factors after the fourth factor to the total variance was less than 5%. The scree plot
makes the relative importance of each factor more apparent by transforming the eigenvalues into a
graph (Field, 2009). In scree plot, the breaking point, where the slope of the line changes dramatically, is
used to determine the number of factors. The lines between the points before the last point where the
line begins to take a horizontal shape indicate the factor number. In this direction, the scree plot given
in Figure 1 shows that the items in the scale are gathered under 4 factors.
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Figure 1. Scree plot showing the number of factors

The number of factors was determined as four, considering the scree plot and the individual
contribution of the factors to the total variance. Determining the number of factors as four is also
meaningful in terms of being compatible with the expected number in the theoretical structure
determined in the writing of the scale items. Therefore, EFA was repeated with four factors. As a result
of the repeated analysis for four factors, it was seen that the contribution of the factors to the total
variance was 15.64% for the first factor, 13.54% for the second factor, 12.73% for the third factor, and
8.72% for the fourth factor. The total contribution of these four factors to the common variance is
50.62%. In EFA studies, the lower limit of the factor explaining total variance is accepted as 40% (Kline,
1994, cited in Karadag, 2009). Therefore, the total variance value explained by the sub-factors is
sufficient. Table 1 shows the variance amounts explained and the eigenvalues of the 4 factors in the
scale at the beginning and after the rotation.

Table 1.
Eigenvalues and variance percentages of the factors in the teachers' curriculum implementation scale

Factor Initial Eigenvalues Total Factor Loads Total Factor Loads After Rotation
Total Variance  Cumulative Total Variance  Cumulative Total Variance  Cumulative
% % % % % %
1 7,756 20,962 20,962 7,756 20,962 20,962 5,785 15,635 15,635
2 6,005 16,229 37,191 6,005 16,229 37,191 5,009 13,539 29,174
3 2,732 7,385 44,576 2,732 7,385 44,576 4,709 12,728 41,901
4 2,236 6,044 50,620 2,236 6,044 50,620 3,226 8,718 50,620
5 1,429 3,862 54,481
6 1,75 3,717 58,198

In this study, the acceptance level for the factor load values of the items in the scale was determined
to be 0.50. Factor load value is a coefficient that explains the relationship of items with factors, and it is
expected that the load values of the items in the factors they belong to are high (Kleine, 2014). When
the literature is examined, there is a common opinion that the factor load value should be at least 0.30.
However, it is necessary to consider the sample size while deciding on the factor load value (Field,
2009). Although there are many opinions regarding these values, Kim-Yin (2004, Cited in Sencan, 2005)
explained the factor load values that should be taken into account for certain sample sizes when
deciding whether to exclude an item from the scale. Accordingly, if the sample size is less than 350, the
factor load is 0.30; if it is at least 200, factor load is 0.40; if it is at least 120, the factor load is 0.50; if it is
at least 85, the factor load should be 0.60, and if it is at least 60, the factor load should be 0.70. Within
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the scope of this study, since the sample size is 181, determining the factor load value as 0.50 was
considered appropriate. As a result of the analysis, a total of 18 items that do not meet the acceptance
level of the factor load value and that show overlapping despite meeting this value were removed from
the scale. As a result of excluding these items from the analysis, the factor pattern obtained from 37
items, the factor load values and common factor variances of these items are given in Table 2.

Table 2.
Factor pattern of the the teachers' curriculum implementation scale
Subscales Common
Row Iltem Curriculum Student-based Exam-based Curriculum Factor
Design Adaptation Adaptation Fidelity Variance
Factor Load Factor Load Factor Load Factor Load

1 6 ,796 ,663
2 11 ,786 ,667
3 21 ,748 ,653
4 14 ,732 ,660
5 8 ,703 ,629
6 2 ,694 ,576
7 55 ,676 ,470
8 41 ,669 ,511
9 1 ,557 ,393
10 38 ,718 ,533
11 35 ,691 ,508
12 34 ,689 ,492
13 36 ,685 ,501
14 19 ,596 ,572
15 53 ,570 ,357
16 37 ,556 ,317
17 9 ,552 ,347
18 7 ,537 ,334
19 18 ,530 ,409
20 20 ,510 ,410
21 13 ,507 ,448
24 23 ,689 ,520
25 47 ,651 ,449
26 39 ,631 ,440
27 10 ,627 ,458
28 54 ,608 ,410
29 46 ,602 ,481
30 5 ,594 ,448
31 48 ,566 ,460
32 26 ,755 ,665
33 24 ,755 ,666

34 45 ,723 591
35 25 ,643 ,674
36 29 ,615 ,502
37 17 ,507 ,446

As a result of EFA, it was seen that each item was theoretically under its own factor. Factors were
named by examining the items in each factor. Factor loadings of 9 items under the first factor vary
between 0.56 and 0.80. The statement “/ plan my lesson independent from curriculum materials” which
is the item 6 under this factor has the highest factor load. When the other items under the first factor
are examined together with this item, it is seen that these statements in these items indicate the
teachers who do not depend on the textbooks provided by the Ministry of Education in their classroom
practices and implement in-class activities with the help of sources which are quite different from
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curriculum materials. For this reason, the first factor was named as “curriculum design”. The concept of
design here is more oriented towards teaching activities of the teacher. In other words, the teacher
designs her teaching in a different way from the official curriculum by making use of her own teaching
experiences and materials which are quite different from the ones provided by MNE. The factor loads of
12 items under the second factor ranged from 0.51 to 0.72. The statement “In my class, | include
additional activities in which the student will be active, such as playing games, watching videos, listening
to songs, and competing, apart from the ones in curriculum materials”, which is the item 38 under this
factor, has the highest factor load. When the other items under the second factor are examined
together with this item, it is seen that these statements in these items indicate the teachers who use the
materials provided by the Ministry of National Education while applying the curriculum in their
classrooms, but make adaptations in line with the student profile while applying them in their
classrooms. Thus, the second factor was named as “student-based adaptation”. Factor loads of 10 items
under the third factor ranged from 0.57 to 0.71. The statement “While studying on the objectives, | put
more emphasis on the skill areas which are assessed in national exams”, which is the item 16 under this
factor, has the highest factor load. When the other items under the third factor are examined together
with this item, it is seen that these statements in these items indicate the teachers who use the
materials provided by the Ministry of National Education while applying the curriculum in their
classrooms, but make adaptations in these materials to prepare students for the exams. Therefore the
third factor was named as “student-based adaptation”. In the fourth factor, which is the last, there are 6
items with factor loads ranging from 0.51 to 0.76. The statement “/ apply the activities in the curriculum
materials in my class as it is stated, without making any changes”, which is the item 26 under this factor,
has the highest factor load. When the other items under the fourthfactor are examined together with
this item, it is seen that these statements in these items indicate the teachers who strictly adhere to the
curriculum materials provided by MNE while implementing the curriculum. For this reason, the fourth
factor was named “curriculum fidelity”. The final edited version of the scale with the items under each
factor is given in Appendix-1.

Findings Regarding the Reliability of the Scale

The reliability analyzes of the scale developed in this study were examined with Cronbach's Alpha
value, item-total correlation and subscales correlation within the scope of internal consistency
reliability. It is accepted that the scale is reliable when the Cronbach alpha coefficient is 0.70 and above
(Durmus, Yurtkoru, & Cinko, 2011). The Cronbach Alpha coefficients calculated for the sub-dimensions
of the scale developed within the scope of this study vary between 0.82 and 0.90. Cronbach's Alpha
coefficients calculated for all sub-factors of the scale are given in Table 3.

Table 3.
Cronbach alpha reliability coefficients of teachers' curriculum implementation approach subscales
Factors Items Cronbach Alfa Coefficient
1 Curriculum Design 9 .903
2 Student-based 12 .861
Adapotation
3 Exam-based Adaptation 10 .847
4 Curriculum Fidelity 6 .821

If the item-total correlation coefficient is below 0.30 or negative, it indicates that there is a problem
with the related items (Field, 2002, cited in Sencan, 2005). As a result of the item-total score correlation
analysis, the correlation coefficients were between 0.55 and 0.83 for the "curriculum design" sub-
dimension; between 0.52 to 0.74 for the "student-based adaptation" sub-dimension; between 0.57 and
0.72 for the "exam-based adaptation" sub-dimension and between 0.62 and 0.83 for the "curriculum
fidelity" sub-dimension, it was found to be positive and statistically significant for all items (p<0.01;
p=0.00). This shows that the scale provides item-total correlation reliability within the scope of its sub-
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dimensions. The item-total correlation coefficients of all items in the sub-dimensions of the scale are
given in Table 4.

Table 4.
Pearson product-moment correlation analysis results made to determine the item-total correlations of
teachers' curriculum implementation approaches scale*

ITEMS ITT(Emt ITEMS ITT(Eer ITEMS |TT(ZI/|ALr

ltem 1 0,546** ltem 8 0,769** ltem21  0,828**

C”gei;”g':m Item 2 0,766** ltem 11 0,834%* ltem4l  0,709%*

ltem 6 0,812*%* ltem 14 0,800** ltem55  0,676%*

ltem 7 0,602** ltem 19 0,743** ltem36  0,709**

student-based ltem 9 0,515%* Item 20 0,605** ltem37  0,568**

Adaptation ltem 13 0,651** Item 34 0,626** Item 38 0,621**

Item 18 0,646** Item 35 0,675** ltem53  0,583**

ltem 5 0,608** Item 39 0,656** ltem 48 0,567**

Exam-based ltem 10 0,644** Item 40 0,723** ltem54  0,653**
Adaptation Item 16 0,703** Item 46 0,615%*
Item 23 0,698** ltem 47 0,668**

Curriculum ltem 17 0,682** Item 25 0,765** ltem29  0,617**

Fidelity ltem 24 0,773** Item 26 0,833** ltem 45 0,714%*

n=181,**p<0.01

* Since there was no total score to be obtained from the entire form, item-total score correlations were
calculated as item-subscale total score.

Pearson product-moment correlation analysis was performed to determine the relationship between
the subscales in the scale within the scope of subscales correlation. Correlations between subscale
scores range from -0.11 to -0.47. As a result of the analysis, it was observed that the correlation in all
other subscales was statistically significant (p<0.01; p=0.00), except for the correlation between the
student-based adaptation subscale and the curriculum fidelity subscale. A total score cannot be
obtained from this scale, and theoretically, no relationship is predicted between all factors in the scale.
While there is a relationship between some factors in the scale, since there is no relationship between
some of them on both the theoretical and data basis, varimax, one of the vertical rotation methods, was
used instead of oblimin while determining the factor pattern of the scale. The correlation coefficients of
the subscales with each other are given in Table 5.

Table 5.
Pearson's product-moment correlation analysis results for the subscales correlation of the teachers'
curriculum implementation approaches scale

Curriculum Student-based Exam-based Curriculum
Design Adaptation Adaptation Fidelity
CurriculumDesign 1 0,36** -0,18%* -0,47*%*
Student-based Adaptation 1 0,21%** -0,11
Exam-based Adaptation 1 0,23**
Curriculum Fidelity 1
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Conclusion, Discussion & Suggestions

In the study, it was aimed to develop a scale that makes valid and reliable measurements to
determine the curriculum implementation approaches of teachers. The EFA results for determining the
validity of the assessment tool showed that the scale consisted of four dimensions: "curriculum fidelity",
"exam-based adaptation"”, "student-based adaptation" and "curriculum design". As a result of the
analyzes conducted to determine the reliability of the scale, it was seen that the Cronbach alpha
coefficients calculated for each factor ranged from 0.82 to 0.90. It is accepted that the scale is reliable
when the Cronbach alpha coefficient is 0.70 and above (Durmus, Yurtkoru, & Cinko, 2011). Analyzes for
the item-total correlation and subscales correlation of the scale on the basis of subscales also show that
the scale meets the reliability conditions.

In naming the sub-dimensions of the scale, the literature on curriculum implementation approaches
(Ben-Peretz, 1990; Biimen, Cakar, & Yildiz, 2014; Celiker-Ercan, 2019; Cobanoglu, 2011; Drake & Sherin,
2006; Dusenbury, Brannigan, Falco, & Hansen, 2003; Kabaoglu, 2015; Kaya, Cetin, & Yildirim, 2012;
Shawer, Gilmore & Banks-Joseph, 2008; Snyder, Bolin & Zumwalt, 1992; Tokgoz, 2013) and qualitative
research findings made by the researcher prior to the writing of the scale items were used. As a result of
EFA, it is seen that each item theoretically takes place under its own factor and the resulting factor
structure is in accordance with the theory related to the subject. In this study, the curriculum
implementation approaches of the teachers were determined by considering their commitment to the
curriculum. Commitment to the curriculum is the implementation of the curriculum designed by
experts, remaining faithful to the original (Bumen, Cakar, & Yildiz, 2014). Within the scope of the
research, the concept of commitment to the curriculum was handled as commitment to the curriculum
materials (textbook, teacher's guidebook and student workbook) prepared in line with the official
curriculum. When curriculum materials are mentioned, textbooks usually come to mind, but textbooks
constitute only one element of curriculum materials (Ben-Peretz, 1990). Textbooks, which form a
component of the curriculum, have an important place in determining the curriculum implementation
approaches of teachers (Shawer, 2010). Textbooks define the official curriculum as they determine
which subjects will be taught in what order and the time to be devoted to each subject (Freeman &
Porter, 1989; Yildirnm, 2006) and therefore represent the official curriculum (Elliott, 1990). Textbooks
are prepared and distributed in line with the official curriculum. Moreover, within the scope of the
curriculum developed with a centralized approach in Turkey, the textbooks prepared by the Ministry of
National Education are distributed to all students and teachers are expected to use only these books.
For this reason, teachers who adopt the approach of curriculum fidelity apply the content and activities
in these books one-to-one and do not include any other resources or activities, while teachers who
adapt the curriculum tend to make changes in the content and activities in these books or to use
additional resources and activities in line with the interests, needs and expectations of the students.
Thus, while determining the curriculum implementation approaches of the teachers, it will be useful to
examine how teachers include the textbooks prepared by the Ministry of National Education in their
classrooms, apart from whether they behave in accordance with the philosophy of the curriculum.

Within the scope of this research, when the items with the highest factor loading under each
dimension of the scale are examined, it is seen that each dimension is in accordance with the theoretical
framework. While the dimension of curriculum fidelity includes statements that teachers carry out their
practices in the classroom by adhering to the English curriculum and curriculum materials without
making any changes; In the dimensions of student-based and exam-based adaptation approaches, there
are statements indicating that teachers take curriculum materials into account while implementing the
curriculum in their classroom, but they also make adaptations in these materials focused on student
characteristics or exam success. Finally, in the dimension of curriculum design, there are statements
indicating that teachers’ in-class practices differ from the official curriculum and that they do not use
curriculum materials during their teaching. The naming as “curriculum design” is made to emphasize
that the official curriculum and the curriculum materials provided by MNE are not used. In fact, the
design process here mostly belongs to the teaching process. In other words, under the approach of
curriculum design, the teacher does not create a curriculum design, but with the flexibility given to him
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by the private institution he works for, he can design his teaching-learning processes in the classroom in
a very different way from it is stated in the official curriculum.

For the expressions in the scale under four dimensions, a 5-point Likert-type ranking was used as (1)
Never, (2) Rarely, (3) Sometimes, (4) Frequently, (5) Always. Items 1, 2, 8 and 29 in the scale are reverse
scored. Although a total score cannot be obtained from the entire scale, the scores obtained from the
subscales show the level of teachers' having the approach expressed in the sub-scale. While the
minimum score that teachers can get from the curriculum fidelity subscale is 6, the highest score is 30.
While the minimum score they can get from the student-based adaptation subscale is 12, the highest
score is 60. While the minimum score they can get from the exam-based adaptation subscale is 10, the
highest score is 50. Finally, while the minimum score that teachers can get from the curriculum design
subscale is 9, the highest score is 45. The increase in the scores obtained from the sub-scales indicates
that the tendency of teachers towards the said approach also increases.

The results of the validity and reliability analyzes of the scale show that a scale has been developed
that produces valid and reliable measurements that help determine the curriculum implementation
approaches of secondary school English teachers. It is thought that this developed scale will primarily
contribute to the literature on the implementation of the curriculum, and with the help of this scale, the
curriculum implementation approaches of the teachers will be determined in large groups and will pave
the way for further research on the effects of these approaches on teachers, students and schools. The
application of this scale with English teachers who teach in different city and classroom levels will
contribute to the validity and reliability of the scale. In addition, the application of the scale items by
adapting them to different subject areas will guide the researches on the curriculum implementation
approaches of the teachers in different courses. Confirmatory factor analysis could not be performed in
this study due to the limited number of participants. For this reason, examining the test-retest reliability
by performing confirmatory factor analysis in further studies is considered important in strengthening
the data for the validity and reliability of the scale.

All rules included in the “Directive for Scientific Research and Publication Ethics in Higher Education
Institutions” have been adhered to, and none of the “Actions Contrary to Scientific Research and
Publication Ethics” included in the second section of the Directive have been implemented.
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Tiirkge Siirimui

Giris

Tirkiye'de egitim programlari Milli Egitim Bakanhg (MEB) blnyesindeki Talim ve Terbiye Kurulu
Baskanliginca hazirlanip merkeziyetgi bir yaklasimla tim Glkede uygulanmaktadir. Merkezde hazirlanan
programlar ne kadar kaliteli olursa olsun, 6gretmenler kendi siniflarindaki 6grenciler igin en iyi 6grenme
yasantilarini kendi bilgi, beceri, tutum ve davranislari ile ¢ok daha iyi tespit edebilmektedir (Doll, 1970).
Gegmisten glinimuze yapilan galismalar da sinifta uygulanan programlarin ¢ogunlukla 6gretmenlerin
kendi tutum, inang, tercih, algi ve vyeterlilikleriyle sekillendigini gostermektedir (Ben-Peretz, 1990;
Biimen, Cakar ve Yildiz, 2014; Meidl ve Meidl, 2011). Ogretmenlerin programlari sinifta uygularken kendi
fikir ve yeterliliklerini programdaki temel fikirlerin yerine koymalari, 6gretmen gesitliligi kadar uygulanan
programlarda da cesitliligine neden olmaktadir (Gokgek, 2008). Bu nedenle 6gretmenlerin programla
ilgili gergek dislincelerini ve dislncelerinin siniftaki uygulamalarina ne sekilde yansidigini tespit etmeye
ihtiyacg vardir (Akpinar, 2011).

Egitim programlari merkezde uzman kisiler tarafindan hazirlanmasina ragmen, yapilan ¢alismalarda
programlarin beklenen derecede etkili olmadiklari cogu zaman dile getirilmektedir. Bu durumun sebebini
anlamak igin programin uygulanmasini daha detayl incelemek gerekmektedir. Ogretmenin program
uygulama yaklasimini incelemeden ve program uygulama diizeyini tespit etmeden program materyalleri
ve 6grenme Urdnleri ile ilgili bir degerlendirme yapmak dogru degildir (Fullan ve Pomfret, 1977). Bir
o6gretim programi ne kadar eksiksiz ve kusursuz hazirlanmis olursa olsun programin uygulayicisi olan
ogretmenler, program felsefesini ve temel aldigi anlayislari kavramadig slrece programi etkili
uygulayamazlar (Seker, 2007). Dahasi, 6grenci ilgi, ihtiyac ve Ozelliklerinde var olan yerel farkliliklar
programin her okulda ve her sinifta planlandigi gibi uygulanmasi konusunda sikintilar yaratmaktadir
(Bimen, Cakar ve Yildiz, 2014). Bu nedenle programin uygulayicilari olan 6gretmenler merkeziyetgi bir
anlayisla hazirlanan 6gretim programlarini siniflarinda uygularken planlanan halinden daha farkh bir
sekle donustirebilmektedirler. Bu durum da Posner’in tanimladigl program tirlerinden “uygulamadaki
program” kavramini ortaya c¢ikarmaktadir. Resmi program onceden hazirlanmis olsa da 6gretmen ve
ogrencilerin programla iletisimi gercek programi yani diger bir deyisle uygulamadaki programi
olusturmaktadir (Shawer, Gilmore ve Banks-Joseph, 2009). Uygulamadaki program, uzmanlar tarafindan
tasarlanan resmi programin sinifta hayat bulmus hali olarak tanimlanabilir. Tek bir program
uygulanmasina ragmen bazi siniflardaki 6grencilerin diger siniflara gére daha iyi 6grenmeleri her zaman
merak konusu olmustur. Dahasi, tek bir programin uygulanmasi sonucu nasil farkli programlarin ortaya
¢iktigini anlamaya ihtiyacimiz vardir (Shawer, 2010). Bu noktada, resmi programi uygulamada farkh bir
sekle donustlirmede etkisi olan program uygulama yaklasimlari karsimiza ¢ikmaktadir.

Program uygulama yaklasimlari ile ilgili literatlir incelendiginde, 6gretmenlerin ya programa bagh
kaldiklari ya da programda uyarlamalar yaptiklari gériilmektedir (Ben-Peretz, 1990). Ogretim programina
baghhk yaklasimini benimseyen arastirmacilar, program gelistirme uzmanlari tarafindan gelistirilen
o6gretim programinin sinif icinde tam olarak uygulanmasina odaklanmaktadirlar. Uyarlama yaklasimini
benimseyenler ise, 6gretim programi degisikliklerinin okullara yansitilabilecegini, ancak programlarin
okula uygun sekilde uyarlanmasi gerektigini belirtmektedirler (BiUmen, Cakar ve Yildiz, 2014). Programa
baghlk ve programin uyarlanmasi yaklasimlarina Synder, Bolin ve Zumwalt (1992) tarafindan programin
uygulanmasinda 6gretmenin iradesine vurgu yapan (enactment) lglnci bir yaklasim eklenmistir. Bu
Uclinci yaklasima gore, 6gretmenler programda 6nemli degisiklikler yapan program gelistirme uzmanlari
gibi hareket ederler ve 6grenci deneyimlerinden yola c¢ikarak programi olustururlar. Program artik
dgretmen ve 6grenci deneyimlerinden olusan bir {iriindiir. Shawer (2003) da yabanci dil olarak ingilizce
ogretimi yapan 6gretmenler Uzerinde gergeklestirdigi calismasi sonucunda 6gretmenlerin programa;
programi aktaran (curriculum transmitters), programi gelistiren (curriculum developers) ve programi
olusturan (curriculum makers) gibi farkli sekillerde yaklastigini belirtmistir (Akt. Shawer, Gilmore ve
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Banks-Joseph, 2008). Buna gére programi aktaran ogretmenler, programin uygulanmasinda bire bir
program materyallerine bagh kalirken, programi gelistirenler Ogrenci ilgi, istek ve ihtiyaglari
dogrultusunda program materyallerinde atlama, ¢ikarma, ek kaynak ve etkinlik saglama gibi uyarlamalar
yapabilmektedirler. Programi olusturanlar ise 06grenci deneyimleri ile kendi tutum, inang ve
tecribelerinden yola g¢ikarak sinifta yapilacak uygulamalari belirleyebilmektedirler.

Snyder, Bolin ve Zumwalt (1992) 6gretmenlerin programin uygulanmasinda, programin aslina
uygunluk (fidelity), karsilikli uyum (adaptation) ve irade (enact) olmak tizere Ug farkl program yaklasimi
benimsediklerini belirterek her bir yaklagima ait 6gretmen davraniglarini tanimlamiglardir. Programin
uygulanmasinda aslina uygunluk yaklasimini benimseyen 6gretmenler, program materyallerini sadece
temin eden aktaricilardir. Bu 6gretmenler gelistirilen programda yer alan amaglari ve igerigi oldugu gibi
dgrencilere aktarirlar. Ogretmenler dgretimde 6grenci ders kitabini ve 6gretmen kilavuz kitabini takip
ederler. Ogrenci ders kitabi ve 6gretmen kilavuz kitabi disinda yeni materyal ya da igerik sunmazlar. Ders
kitabi igerigini Unite Unite, ders ders, sayfa sayfa aktarirlar. Sinif dinamiklerine cevap vermeden yalnizca
icerige odaklanirlar ve eksik unsurlari nadiren tamamlarlar. Ogretimde ders kitabi ya da 6gretmen
kilavuz kitabindaki etkinliklere sadik kalirlar. Ders kitabina bagli bir 6gretim gerceklestirdikleri igin
genelde bir sonraki derste ne Ogretilecegi ve nasil 6gretilecegi bellidir. Bu 6gretmenlerin siniflarinda
0grenme sadece sinavi ya da dersi gegmeye yoneliktir. Karsilikli uyum yaklasimini benimseyen
dgretmenler program diizenlemeleri yapan program uyarlayicilaridir. Ogretmenler programdaki
diizenlemelerle programin uygulanmasinda daha aktif bir role sahiptir. Ders kitabindaki bazi béltimleri
atlarlar, ders kitabinda olmayan konular eklerler, program kapsami disindaki materyalleri/etkinlikleri
sinifa getirirler. Kisacasi, 6gretmenler program materyallerine ek olarak cesitli kaynaklar kullanan
program gelistiriciler olurlar. Ogrenci deneyimleri dgretimde 6nemli kaynaklardir. irade yaklasimini
benimseyen 6gretmenler program hakkinda karar veren ve programda o6nemli degisiklikler yapan
programcilar gibi hareket ederler. Bu yaklasimda program 6gretmen ve 6grenciler tarafindan ortaklasa
olusturulur. Program bilgisi daha onceki yaklasimlarda oldugu gibi artik bir Griin degil, 6gretmen ve
ogrenciler tarafindan olusturulan deneyimlerden olusan vyapilardir. Bu yaklasimda 06gretmenler
cogunlukla basili 6gretim programi materyallerine basvurmadan 6gretimi planlarlar.

Tirkiye’de programin uygulanmasi ile ilgili yapilan c¢alismalar incelendiginde, dogrudan
o6gretmenlerin program uygulama yaklasimlarini belirlemeye yonelik bir arastirmaya rastlanmamaktadir.
Bununla birlikte, Tokg6z (2013) tarafindan doktora tez galismasi kapsaminda programin uygulanmasinda
O0gretmenlerin benzerlik ve farklilik gosteren o6zelliklerinden yola cikarak tg farkli 6gretmen profili
belirlenmis ve bu profiller program takipgileri (curriculum followers), program genisleticileri (curriculum
extenders) ve program uyarlayicilari (curriculum adapters) olarak adlandirilmistir. Bu siniflamaya gore
programi takip edenler, programin uygulanmasinda, literatiirde yer alan diger siniflamalardaki gibi
program materyallerine bagh kalirken, programi uyarlayanlar program materyallerindeki eksiklikleri
baska kaynaklarla ya da kendi deneyimleri ile telafi edebilmektedirler. Bu siniflamada yer alan programi
genigletenler ise 6grenci basarisi 6zerine odaklanmakta ve bu nedenle programi siniflarinda uygularken,
Ogrencilerin ulusal sinavlardaki basarisini arttirmak ve sinav performansini yikseltmek amagh bilgi
aktarimina 6ncelik vermektedirler. Diger taraftan yurt disindaki literatiirde 6gretmenlerin program
uygulama yaklasimlarinin belirlenmesi ve bu yaklasimlarin 6gretmen ve 6grenci Uzerindeki etkilerinin
incelenmesi (izerine dogrudan arastirmalara rastlanirken (Shawer, 2010; Shawer, Gilmore ve Banks-
Joseph, 2008; 2009; Snyder, Bolin ve Zumwalt, 1992), Turkiye’de programin uygulanmasina yonelik
literatliriin, genellikle yenilenen 06gretim programlarinda benimsenen vyapilandirmaci etkinliklerin
uygulanma dizeyi, 6gretmenlerin programin uygulanmasi ile ilgili gérislerinin ve yasadiklari sorunlarin
belirlemesi ile kisith oldugu dikkat cekmektedir (Adiglizel, 2009; Aydemir, Aykac ve Ulubey, 2012; Girel
ve Demirhan-iscan, 2020; Karacaoglu ve Acar, 2010; Sarac ve Yildirim, 2019; Tekbiyik ve Akdeniz, 2008;
Yasar, 2012). Bu arastirma kapsaminda gelistirilen olgegin, oOzellikle Turkiye’de programin
uygulanmasinda 6gretmen yaklasimlarinin bliylk 6rneklem gruplarinda belirlenmesi ve 6gretmenlerin
program uygulama yaklasimlarinin 6grenci, 6gretmen ve okul lGzerindeki etkilerinin incelenebilmesi gibi
programin uygulanmasina yonelik ileri calismalara katki saglayacagl duslniilmektedir. Tirkiye’'de
programin uygulanmasi (zerine literatiirdeki bu eksiklikten yola ¢ikarak, bu calismada Ingilizce
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O0gretmenlerinin ilgili 6gretim programini siniflarinda uygularken benimsedikleri program uygulama
yaklasimlarini belirlemeye yardimci gegerli ve giivenilir 6lgimler treten bir 6lgme aracinin gelistirilmesi
amaglanmistir.

Yontem
Arastirma Modeli

Arastirma bir 6lcek gelistirme calismasidir. Olcek gelistirme siirecinde 6gretmenlerin program
uygulama yaklagimlarina iliskin literatir taranarak olcek maddeleri belirlenmis, bu maddeler uzman
gorusiine sunulduktan sonra aday Olgek olusturulmustur. Aday Olgegin uygun orneklem {zerinde
deneme uygulamasi yapilarak faktor analizi gergeklestirilmis ve deneysel form elde edilmistir. Bu
dogrultuda bu ¢alisma deneysel siire¢ benimsenerek tasarlanmistir (Yurdugdl, 2012).

Calisma Grubu

Ogretmenlerin program uygulama yaklasimlarinin belirlenebilmesi igin bu ¢alisma yedinci sinif
ingilizce &gretim programi ile sinirlandiriimistir. Béylece tiim &gretmenlerin ayni &gretim programini
distunerek oOlgcek maddelerini yanitlamasi hedeflenmistir. Yedinci sinif 6gretim programinin tercih
edilmesinin nedeni ise, yedinci siniflarda yapilan 6gretimin, sekizinci sinifta yapilan 6gretime kiyasla
daha az sinav odakli olmasidir. Boylece 6gretmenlerin 6lgek maddelerindeki ifadeleri sinav baskisi
altinda olmadan, genel olarak yaptiklari uygulamalari dikkate alarak derecelendirmeleri amaglanmistir.

Arastirma ortaokul yedinci sinifta dgretim yapan ingilizce 6gretmenleri ile sinirlandirildigindan
ulasilacak 6gretmen sayisi da sinirl hale gelmistir. Olcekteki maddelerin gecerlik ve giivenirlik
calismalarinin saglikl bir sekilde gerceklestirilebilmesi icin ise belli sayida Ogretmene ulasmak
gerekmektedir. Dolayisiyla veri toplamada kolaylk saglamak amaciyla kolayda 6rnekleme yontemi ile
tim 6gretmenlere ulasiimaya ¢ahsiimistir. Bu kapsamda Eskisehir ilinin Tepebasi ve Odunpazari merkez
ilcelerinde bulunan 57’si devlet okulu, 9’u 6zel okul olmak Uzere toplam 66 ortaokula gidilmis ve bu
okullarda yedinci siniflarda 6gretim yapan ve arastirmaya katilmaya géniillii olan 181 ingilizce 6gretmeni
arastirmaya dahil edilmistir. Calisma grubunu olusturan 6gretmenlerin 153’0 (%84,5) kadin, 28'i (%15,5)
erkektir ve bu 6gretmenlerden 162’si (%89,5) devlet okulunda, 19'u (%10,5) ise 6zel okullarda gérev
yapmaktadir.

Verilerin Toplanmasindan Once Yapilan islemler

Arastirma kapsaminda ortaokul ingilizce &gretmenlerinin program uygulama yaklasimlarini
belirlemek amaciyla olcek maddelerinin olusturulmasinda, hem 6gretmenlerin program uygulama
yaklagimlari ile ilgili literatiirden (Ben-Peretz, 1990; Bimen, Cakar ve Yildiz, 2014; Celiker-Ercan, 2019;
Cobanoglu, 2011; Drake ve Sherin, 2006; Dusenbury, Brannigan, Falco, Hansen, 2003; Kabaoglu, 2015;
Kaya, Cetin ve Yildirim, 2012; Shawer, Gilmore ve Banks-Joseph, 2008; Snyder, Bolin ve Zumwalt, 1992;
Tokgdz, 2013), hem mevcut ingilizce dersi &gretim programinin &zelliklerinden, hem de arastirmaci
tarafindan Olcek gelistirme calismasina baslamadan 6nce 6gretmenlerin  program uygulama
yaklasimlarini belirlemeye yonelik siniflarda gergeklestirdigi uzun sireli gbzlem ve goriismelerden elde
edilen nitel verilerden faydalaniimistir.

Ogretmenlerin program uygulama yaklasimlari ilgili literatiir agirlikh olarak yurt disi calismalarda ele
alinmaktadir ve Tirkiye’de bu konuda yapilan calismalar oldukga kisitlidir. Bu nedenle olgegin
uygulanacagl grupta o6gretmenlerin program uygulama yaklasimlarinin yurt disindaki literatlirden
farkliliklar gosterebilecegi varsayimi ile 6lgek maddelerinin yazimi éncesinde boyle bir nitel calismaya
ihtiya¢c duyulmustur. Bu dogrultuda maksimum cesitlilik 6rnekleme teknigi ile Eskisehir ilinin Tepebasi ve
Odunpazari ilcelerinde bulunan distik, orta, yliksek basari diizeyindeki ortaokullarda ve ayrica 6zel
okullarda calisan toplam 14 ingilizce 6gretmeni ile nitel bir ¢alisma yiritilmistiir. Bu ¢alismada uzun
siireli gbézlem, dgretmen ve dgrenci gériismeleri yolu ile dgretmenlerin ortaokul yedinci sinif ingilizce
dersi O6gretim programini siniflarinda nasil uyguladiklari incelenerek program uygulama yaklasimlari
belirlenmeye calisiimistir. Elde edilen verilerin analizi sonucunda c¢alisma grubundaki 6gretmenlerin,
programa baglihk, programi uyarlama ve programi tasarlama olmak Uzere (¢ farkh yaklasima sahip
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olduklari gorilmistir. Her bir yaklasimda 6gretmen uygulamalarinin 6grenci odakli ve sinav odakl
olmak (zere ikiye ayrildigi goriilmis, o6zellikle uyarlama yaklasiminda bu odak noktalari daha net bir
sekilde ortaya ¢ikmistir. Her bir yaklagima sahip 6gretmen 6zellikleri asagida kisaca agiklanmistir.

Programa baghlik yaklasimini sergileyen 6gretmenler, sinifta yaptigi uygulamalarda uzmanlarca
tasarlanan ingilizce dersi dgretim programina ve sdz konusu program kapsaminda hazirlanan ders
kitaplarina sadik kalmaktadir. Bu 6gretmenler derslerinde sadece MEB kaynaklarina yer vererek bu
kaynaklardaki etkinlikleri higbir uyarlama yapmadan oldugu gibi uygulamaktadirlar. Bunun yani sira,
programin onerdigi sekilde, ders kitaplarindaki dinleme ve konusma gibi iletisim odakli etkinliklere de
mutlaka yer vermekte ve degerlendirme siireglerinde siire¢ degerlendirmeyi de dikkate almaktadirlar.
Diger taraftan bu Ogretmenler programa ve MEB kaynaklarina bagl kaldiklar igin sadece MEB
kaynaklarindaki kazanim, igerik ve etkinliklerin uygulanmasini 6nemseyerek 6grenci ilgi ve isteklerini gbz
ardi etmektedirler.

Programin uyarlanmasi yaklasimina sahip Ogretmenler, ilgili O6gretim programi ve program
kapsaminda hazirlanan ders kitaplarindaki kazanimlar, icerik, etkinlikler vb. Uzerinde siniftaki
uygulamalar esnasinda degisiklik yapmaktadir. Ogretmenler bu degisiklikleri bazen 6grenci ilgi, istek ve
ihtiyaglarini karsilamak tzere 6grenci ozellikleri dogrultusunda gergeklestirirken, bazen de sistemin
O0gretmene yikledigi sorumluluklar nedeniyle sinava hazirlamaya yoénelik gerceklestirmektedirler. Bu
nedenle 6grenci odakli ve sinav odakli uygulamalarin en ¢ok farklilastigi uygulamalar programin
uyarlanmasi yaklasiminda yer almaktadir. Ogrenci odakli uyarlama yaklasimina sahip &gretmenler
siniflarinda MEB kaynaklarini kullanmakla birlikte bu kaynaklardaki etkinliklerde 6grenci ilgi, ihtiyac ve
istekleri dogrultusunda degisiklikler yapmaktadirlar. Bu 6gretmenler, kitaptaki etkinlik 6grenci seviyesine
uygun olmadiginda etkinligi atlayabilmekte, basitlestirebilmekte ya da kendi getirdigi baska bir etkinlikle
degistirebilmektedir. Ayrica bu 6gretmenler 6grenci ilgisini cekmek ve derse olan motivasyonu arttirmak
amaciyla ders kitabindaki etkinlikler disinda sinifa materyal ve etkinlik getirmektedirler. Kisacasi bu
o6gretmenler s6z konusu 6gretim programinda ve ders kitaplarinda 6grenci 6zelliklerini dikkate alarak
degisiklikler yapmaktadirlar. Sinav odakli uyarlama yaklasimina sahip 6gretmenlerin yaptiklari degisimin
temel amaci 6grencileri sinava hazirlamaktir. Bu yaklasimi benimseyen 6gretmenler merkezi sinavlarda,
ilgili program ve ders kitaplari dikkate alinacagindan, bu kitaplardaki igerigin ve kazanimlarin oldugu gibi
tim ayrintilariyla verilmesini dnemserken, sinavda ol¢iilmedigi igin dinleme ve konusma gibi iletisim
becerilerine yonelik etkinlikleri géz ardi etmektedirler. Bu nedenle genellikle ders kitabindaki bu
etkinlikleri atlamakta ya da sadece bu etkinliklerde gegen dil bilgisi kaliplarina ve kelimelere odaklanarak
etkinligin iletisimsel amacini yok saymaktadirlar. S6z konusu programda ingilizce’nin bir ders olarak
ogretilmemesi, bir iletisim araci olarak goriilmesi vurgulanmaktadir. Fakat bu 6gretmenler derslerinde
dgrencileri sinava hazirlamaya yoénelik olarak ayrintil dilbilgisi konu anlatimina yer vererek ingilizce’yi
ezberlenmesi gereken bir ders olarak gérmektedirler. Ogrencilerin yanlislarina tahammiilleri olmadig
icin genellikle hatalari aninda diizeltmektedirler. Yine programda belirtilenin aksine, derslerinde konu
anlatimina daha fazla odaklandiklarindan, siniflarinda agirlikh olarak Tiirkge kullanimina yer
vermektedirler.

Programin tasarlanmasi yaklasimini benimseyen ogretmenler sinifta yaptigi uygulamalarda ilgili
O6gretim programina ya da program kapsaminda hazirlanan ders kitaplarina basvurmamaktadirlar.
Cahstiklari kurumun (6zel okul) program uygulama politikasina da bagl olarak bu o6gretmenler
derslerinde genellikle baska bir kaynak kullanmaktadirlar. Derste yer verdikleri kazanim ve temalar MEB
materyallerinde belirtilenden farklidir. Bu 6gretmenler genellikle derste yaptirdig etkinlikleri 6grenci ilgi
istek ve ihtiyaglari dogrultusunda sekillendirmekte ve 6grenciye segme hakki tanimaktadirlar.

Taslak maddelerin olusturulmasinda, arastirmaci tarafindan énceden gergeklestirilen nitel ¢calismanin
verileri de dikkate alinarak, 6gretimin planlanmasina, kullanilan kaynaklara ve program 6gelerine (hedef,
icerik, egitim durumlari ve sinama durumlari) yénelik ifadelere yer verilmistir. Olgek icin olusturulan
taslak maddeler (62 madde), kapsam gecgerligi agisindan egitim bilimleri alaninda ¢alismalari bulunan bes
uzmana sunulmustur. Maddelerin galisilan konuyu temsil etme diizeyi ve acgikhg ile ilgili alinan uzman
gorisleri dogrultusunda, olglilmek istenen konu ile alakasiz olan ya da gereksiz oldugu distnilen
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maddeler (7 madde) taslak 6lgek formundan cikarilmis ve yine anlasilir olmayan bazi maddelerde
ifadeler daha anlasilir olacak sekilde yeniden yazilmistir. Uzman goriisii sonrasinda, taslak 6lgek formu
ortaokul yedinci siniflarda 6gretim yapan bes ayri ingilizce 6gretmenine génderilerek, maddelerin agikhg!
ve uygunluguna iliskin géris alinmistir. Son olarak dil ve anlasilirlik agisindan taslak 6lgek formu Tirkge
egitimi alaninda iki ayri uzmana goénderilmistir. ingilizce 6gretmenlerinden ve uzmanlardan gelen geri
bildirimler dogrultusunda, taslak oOlcek maddelerindeki yazim yanhslar diizeltiimis ve Ogretmenler
tarafindan anlasiimayan bazi ifadeler dneriler dikkate alinarak yeniden yazilmistir. Olcek maddelerinde
yapilan diizeltmelerden sonra, 5’li Likert tiri olgekteki her bir ifade (1) Asla, (2) Nadiren, (3) Bazen, (4)
Siklikla, (5) Her zaman olacak sekilde derecelendirilmistir. Nihayetinde, 55 maddelik nihai form
olusturulmus ve dlgegin uygulama asamasina gegilmistir.

Verilerin Toplanmasi ve Analizi

Bu calismada 55 maddeden olusan nihai 6lgek formu ortaokul yedinci siniflarda 6gretim yapan 181
ingilizce ®gretmenine uygulanmistir. Uygulama siirecinde arastirmaci okullara giderek &lcegi
o6gretmenlere vermis ve konu ile ilgili bilgilendirme yaparak 6lgegi uygun bir sekilde yanitlamalarini
istemistir. Arastirma verilerinin toplanmasi, 2018-2019 egitim-6gretim yili Kasim-Aralik aylarinda iki ay
siirmistiir ve dlgegin yanitlanma siiresi 15-20 dakikadir. Olgek gelistirme siirecinde, gecerli ve giivenilir
Olciimler Ureten bir 6lgme araci elde edebilmek igin gelistirilen Olcegin gecerlik ve glvenirlik
calismalarinin yapiimasi 6nemlidir. Bu arastirma kapsaminda gelistirilen olgegin gecerligi icerik (kapsam)
gecerligi ve yapi gecerligi analizleri; glvenirligi ise i¢ tutarliik yontemleri ile saglanmaya calisiimistir.

Bulgular
Olgegin Gegerligine iliskin Bulgular

Bu ¢alisma kapsaminda gelistirilen 6lgegin gecerligi kapsam ve yapi gegerligi araciligiyla incelenmistir.
Kapsam gecerliligi ile ilgili yapilan ¢alismalara verilerin toplanmasindan 6nce yapilan islemler kisminda
deginilmistir. Bu nedenle bu bdéliimde 6lgegin uygulanmasi sonrasinda yapi gegerligine iligkin yapilan
calismalara yer verilmistir.

Bu arastirma kapsaminda gelistirilen 6lgcegin yapi gecerligini incelemek icin agimlayici faktor analizi
(AFA) yapilmistir. AFA uygulamasindan 6nce, veri setinin faktor analizine uygunlugunu belirlemek igin,
kayip degerler, orneklem biylklGgli, homojenlik, normallik ve dogrusallik gibi gerekli sayiltilar
incelenmistir. Oncelikle kayip degerler iceren maddelere ortalama degerler atanarak veri seti analize
hazir hale getirilmistir. Orneklem buyukligiinin faktérlestirmeye uygunlugunu test etmek igin ise Kaiser
Meyer Olkin (KMO) ve Barlett testi sonuglari dikkate alinmistir. AFA sonucunda elde edilen KM0=0.817,
X’=5353.073, sd=1485 ve Bartlett (p=.000<0.01) degerleri AFA vyapilabilmesi i¢in drneklemin yeterli
oldugunu gostermistir. Verilerin homojenliginin test edilmesinde ise Levene test sonuglarindan
faydalaniimistir. Levene test sonuglari veri setindeki bagimli degiskenlerin bagimsiz degisken gruplarinda
esit varyansa sahip oldugunu, yani homojen oldugunu gostermistir (p>0.05). Normal dagilimin
incelenmesinde ise basiklik/carpiklik degerleri dikkate alinmistir. Genellikle +1.0 arasindaki basiklik
degerleri mikemmel kabul edilmekle birlikte, ¢ogu durumlarda +2.0 arasindaki degerler de kabul
edilmektedir (George ve Mallery, 2016). Bununla birlikte basiklik degeri +3.0 araliginda olan
degiskenlerin de tipik bir normal dagilimdan geldigi ifade edilmektedir (Kalayci, 2010). Bu c¢alisma
kapsaminda elde edilen verilerin basiklik/carpiklik degerleri kabul edilebilir degerler arasinda
oldugundan veriler normal dagihm sayiltisini karsilamaktadir.

Olgegin faktdor desenini belirlerken, faktérlestirme ydntemi olarak temel bilesenler analizi ve
dondiirme yontemi olarak dik dondirme yontemlerinden maksimum degiskenlik (varimax) kullaniimistir.
Faktér, kendi aralarinda yiksek korelasyon gosteren maddelerin olusturduklari kiimeye verilen isimdir
(Cokluk, Sekercioglu ve Buyikoztiirk, 2014). Yapilan ilk AFA sonucunda Olgekte yer alan ifadelerin, 6z
degeri 1’den yiiksek 13 faktér altinda anlamsiz bir sekilde dagildigi gorilmistiir. Oz degerlere bakarak
faktor sayisina karar vermek her zaman givenilir sonuglar vermeyebilir (Green ve Salkind, 2005). Bu
nedenle faktor sayisinin belirlenmesinde yamag birikinti grafigi (scree plot) ile faktérlerin agikladiklari ek
varyansin ylzdesi dikkate alinmistir.
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Faktorlerin, toplam varyansin agiklanmasina getirdigi katki %5’in altina dustiglinde bir onceki
faktoriin son faktor oldugu yoniinde karar verilir (Can, 2013). Bu dogrultuda, dérdiinci faktérden sonraki
faktorlerin toplam varyansa yaptiklar katkinin %5’ten daha az oldugu gorulmdistir. Yamag birikinti
grafigi ise 6z degerleri grafige donustirerek her bir faktoriin goreceli 6nemini daha belirgin hale getirir
(Field, 2009). Yamag birikinti grafiginde ¢izgi egiminin carpici bir sekilde degistigi kirllma noktasi faktor
sayisinin belirlenmesinde kullanilmaktadir. Cizginin yatay bir sekil almaya basladigi son noktadan 6nceki
noktalar arasinda kalan gizgiler faktor sayisina isaret etmektedir. Bu dogrultuda Sekil 1’de verilen yamag
birikinti grafigi, 6l¢ekte yer alan maddelerin 4 faktor altinda toplandigini gostermektedir.

Oz deger

T

T = U Y1
1357 9111315171921 2325

(IR 5 W PO 3, S . R R
27 29 31 33 35 37 39 41 43 45 47 49 51 53 55

Bilesen sayisi

Sekil 1. Faktér sayisini gésteren yamag birikinti grafigi

Yamag birikinti grafigi ve faktorlerin toplam varyansa yaptiklari bireysel katki dikkate alinarak faktor
sayisi dort olarak belirlenmistir. Faktor sayisinin dort olarak belirlenmesi, 6lcek maddelerinin yaziminda
belirlenen teorik yapida beklenen sayi ile uyumlu olmasi bakimindan da anlamlidir. Bu nedenle AFA dért
faktorli olacak sekilde tekrarlanmistir. Dort faktor icin tekrarlanan analiz sonucunda, faktorlerin toplam
varyansa yaptiklari katkinin birinci faktor icin %15.64, ikinci faktor icin %13,54, Gglnci faktor icin %12,73
ve dordiincl faktor icin %8.72 oldugu gorilmistir. Bu dort faktorin ortak varyansa yaptiklari toplam
katki ise %50.62'dir. AFA calismalarinda faktorlerin toplam varyansi agiklama oraninin alt siniri %40
olarak kabul edilmektedir (Kline, 1994, Akt., Karadag, 2009). Bu nedenle alt faktorlerin agikladigi toplam
varyans degeri yeterlidir. Tablo 1’de Olcekte yer alan 4 faktoriin baslangicta ve dondirme sonrasinda
sahip olduklari 6z deger ile agikladiklari varyans miktarlari verilmistir.

Tablo 1.
Ogretmenlerin program uygulama yaklasimlari 6lcedinde yer alan faktérlerin 6z dederleri ve varyans
ylizdeleri

Dondirme Sonrasi Toplam

Faktor Baslangic Ozdegerler Toplam Faktor Yakleri Faktér Yikleri
Toplam Var;ans Kun;:latlf Toplam Var;/Aans Kum(;:latlf Toplam Var;’ans Kun’;:latlf

1 7,756 20,962 20,962 7,756 20,962 20,962 5,785 15,635 15,635
2 6,005 16,229 37,191 6,005 16,229 37,191 5,009 13,539 29,174
3 2,732 7,385 44,576 2,732 7,385 44,576 4,709 12,728 41,901
4 2,236 6,044 50,620 2,236 6,044 50,620 3,226 8,718 50,620
5 1,429 3,862 54,481

6 1,75 3,717 58,198
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Bu g¢alismada &lgekteki maddelerin faktor yiik degerleri igin kabul diizeyi 0.50 olarak belirlenmistir.
Faktor yik degeri maddelerin faktorlerle olan iliskisini agiklayan bir katsayidir ve maddelerin, ait
olduklar faktorlerdeki yiik degerlerinin yiksek olmasi beklenir (Kleine, 2014). Literatir incelendiginde
faktor yik degerinin en az 0.30 olmasi gerektigine iliskin yaygin bir géris vardir. Bununla birlikte, faktor
ylk degerine karar verirken érneklem biyiikligiini de dikkate almak gerekir (Field, 2009). Bu degerlere
iliskin pek ¢ok gorus yer almakla birlikte, Kim-Yin (2004, Akt., Sencan, 2005), bir maddenin 6lgekten
¢ikarilip ¢ikarilmayacagina dair karar verirken belli 6rneklem buyuklikleri igin dikkate alinmasi gereken
faktor yiik degerlerini sdyle agiklamistir. Orneklem biytklGgi an az 350 ise faktér yiiki 0.30; 6rneklem
buyuklGgl en az 200 ise faktor yiikii 0.40; 6rneklem blyUkIGgu en az 120 ise faktor yukid 0.50; 6rneklem
blyUklGgi en az 85 ise faktor yiki 0.60 ve 6rneklem bulyiikligi en az 60 ise faktor yiuki 0.70 olarak
alinmalidir. Bu galisma kapsaminda orneklem sayisi 181 oldugu igin faktoér yik degerinin 0.50 olarak
belirlenmesi uygun goridlmustir. Yapilan analiz sonucunda, faktér yik degeri kabul diizeyini
karsilamayan ve bu degeri karsiladigi halde binisiklik 6zelligi gosteren toplam 18 madde olgekten
cikariimistir. Bu maddelerin analizden ¢ikarilmasi sonucunda 37 maddeden elde edilen faktor deseni, bu
maddelerin faktor yuk degerleri ve ortak faktér varyanslari Tablo 2’'de verilmistir.

Tablo 2.
Ogretmenlerin program uygulama yaklasimlari 6lcedinin faktér deseni

Alt Olgekler Ortak

S;\Ilrj MaNclde Programin Ogrenci Odakli Sinav Odakh Programa Faktor
Tasarlanmasi Uyarlama Uyarlama Baglilik Varyansi

Faktor Yikii Faktor Yikii Faktor Yiikii Faktor Yuki

1 6 ,796 ,663
2 11 ,786 ,667
3 21 ,748 ,653
4 14 ,732 ,660
5 8 ,703 ,629
6 2 ,694 ,576
7 55 ,676 ,470
8 41 ,669 ,511
9 1 ,557 ,393
10 38 ,718 ,533
11 35 ,691 ,508
12 34 ,689 ,492
13 36 ,685 ,501
14 19 ,596 ,572
15 53 ,570 ,357
16 37 ,556 ,317
17 9 ,552 ,347
18 7 ,537 ,334
19 18 ,530 ,409
20 20 ,510 ,410
21 13 ,507 ,448
24 23 ,689 ,520
25 47 ,651 ,449
26 39 ,631 ,440
27 10 ,627 ,458
28 54 ,608 ,410
29 46 ,602 ,481
30 5 ,594 ,448
31 48 ,566 ,460
32 26 ,755 ,665
33 24 ,755 ,666
34 45 ,723 591
35 25 ,643 ,674
36 29 ,615 ,502
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37 17 ,507 ,446

Yapilan AFA sonucunda her maddenin teorik olarak kendi faktoéri altinda yer aldig1 gorGlmustir. Her
bir faktorde yer alan maddeler incelenerek faktorler isimlendirilmistir. Birinci faktor altinda yer alan 9
maddenin faktor yikleri 0.56 ile 0.80 arasinda degismektedir. Bu faktor altinda yer alan altinci madde
olan “Dersimi MEB kaynaklarindan bagimsiz planlarim” ifadesi en yiiksek faktor yiikiine sahiptir. Bu
madde ile birlikte birinci faktor altinda yer alan diger maddeler incelendiginde, bu maddelerin,
O0gretmenlerin siniflarinda gergeklestirdikleri uygulamalarda MEB tarafindan temin edilen ders
kitaplarina bagh kalmadiklarini, aksine MEB kaynaklarindan tamamen farkl kaynaklari dikkate alarak
yaptiklari uygulamalar ifade ettigi gorilmektedir. Bu nedenle birinci faktor “programin tasarlanmasi”
olarak adlandirilmistir. Buradaki tasarlama kavrami daha c¢ok 6gretmenin Ogretim etkinliklerine
yoneliktir. Yani Ogretmen siniftaki uygulamalarinda program materyalleri kapsaminda MEB
materyallerine hi¢ yer vermeyerek tamamen farkli kaynaklar ve kendi deneyimleri dogrultusunda
ogretimini sekillendirerek resmi 6gretim programindan farkh bir sekilde 6gretimini tasarlamaktadir.
ikinci faktér altinda yer alan 12 maddenin faktér yiikleri 0.51 ile 0.72 arasinda degismektedir. ikinci
faktor altinda yer alan otuz sekizinci madde olan “Dersimde, MEB kaynaklarindaki etkinlikler disinda,
oyun oynama, video izleme, sarki dinleme, yarisma gibi 6grencinin aktif olacagi ek etkinliklere yer
veririm” ifadesi en yUksek faktor yikiine sahiptir. Bu madde ile birlikte ikinci faktor altinda yer alan diger
maddeler incelendiginde, bu maddelerin 6gretmenlerin siniflarinda programi uygularken MEB tarafindan
temin edilen kaynaklari kullandiklar, fakat bu kaynaklari uygularken 6grenci profili dogrultusunda
uyarlamalar yaptiklari yoniinde ifadeler oldugu goriilmektedir. Bu nedenle ikinci faktér “6grenci odakli
uyarlama” olarak adlandinilmistir. Uglincii faktdr altinda yer alan 10 maddenin faktor yiikleri 0.57 ile 0.71
arasinda degismektedir. Ugilincii faktor altinda yer alan on altinci madde olan “Kazanimlar icerisinden,
merkezi sinavlarda agirlikh olarak olglilen beceri alanlarina dersimde daha fazla yer veririm” ifadesi en
ylksek faktor yikine sahiptir. Bu madde ile birlikte Gglincli faktor altinda yer alan diger maddeler
incelendiginde, bu maddelerin, 6gretmenlerin programi uygularken MEB tarafindan temin edilen
kaynaklari kullandiklarini, fakat bu kaynaklarin uygulanmasinda 6grencileri sinavlara hazirlamaya yonelik
uyarlamalar yaptiklarini ifade ettigi gorilmektedir. Bu nedenle glincl faktor “sinav odakl uyarlama”
olarak adlandirilmistir. Son faktér olan dordiincii faktorde ise faktoér yukleri 0.51 ile 0.76 arasinda
degisen 6 madde yer almaktadir. Dérdiincii faktor altinda yer alan yirmi altinci madde olan “Dersimde
MEB kaynaklarindaki etkinlikleri, higcbir degisiklik yapmadan, belirtildigi sekilde uygularim” ifadesi en
yiiksek faktor yukine sahiptir. Bu madde ile birlikte dordiincii faktor altinda yer alan diger maddeler
incelendiginde, bu maddelerin, programin uygulanmasi sirasinda 6gretmenlerin MEB tarafindan temin
edilen kaynaklara siki sikiya bagh kaldiklarini ifade ettigi gérilmektedir. Bu nedenle dérdinct faktor
“programa baghlik” olarak adlandiriimistir. Her bir faktor altinda yer alan maddeler ile birlikte Glcegin
dizenlenmis son hali Ek-1’de verilmistir.

Olgegin Giivenirligine iliskin Bulgular

Bu calismada gelistirilen 6lgme aracinin givenirlik analizleri i¢ tutarlik glvenirligi kapsaminda
Cronbach Alfa degeri, madde-toplam korelasyonu ve alt 6lgekler korelasyonu ile incelenmistir. Cronbach
alfa katsayisinin 0.70 ve Ustu oldugu durumlarda 6lgegin glvenilir oldugu kabul edilmektedir (Durmus,
Yurtkoru ve Cinko, 2011). Bu c¢alisma kapsaminda gelistirilen Olgegin alt boyutlari icin hesaplanan
Cronbach Alfa katsayilari 0.82 ile 0.90 arasinda degismektedir. Tablo 3’te 6l¢cegin tim alt faktorleri icin
hesaplanan Cronbach Alfa katsayilari verilmistir.

Tablo 3.
Ogretmenlerin program uygulama yaklasimlari alt élgeklerinin Cronbach alfa giivenirlik katsayilari
Faktorler Madde Sayisi Cronbach Alfa Katsayisi
1 Programin Tasarlanmasi 9 .903
2 Ogrenci Odakli Uyarlama 12 .861
3 Sinav Odakl Uyarlama 10 .847
4 Programa Baglilik 6 .821
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Madde-toplam korelasyon katsayisinin 0.30’un altinda ya da negatif olmasi, ilgili maddelerde bir
sorun olduguna isaret eder (Field, 2002, Akt., Sencan, 2005). Yapilan madde-toplam puan korelasyonu
analizi sonucunda korelasyon katsayilari, “programin tasarlanmasi” alt boyutu igin 0.55 ile 0.83; “6grenci
odakli uyarlama” alt boyutu igin 0.52 ile 0.74; “sinav odakli uyarlama” alt boyutu igin 0.57 ile 0.72 ve
“programa baghlk” alt boyutu icin 0.62 ile 0.83 arasinda, tim maddeler i¢gin pozitif ve istatistiksel olarak
anlamli bulunmustur (p<0.01; p=0.00). Bu durum, olgegin alt boyutlari kapsaminda madde-toplam
korelasyonu giivenirligini sagladigini géstermektedir. Olcegin alt boyutlarinda yer alan tim maddelerin
madde-toplam korelasyon katsayilari Tablo 4’te verilmistir.

Tablo 4.
Ogretmenlerin program uygulama yaklasimlarini belirleme &lceginin madde toplam korelasyonlarini
belirlemek amaciyla yapilan pearson moment ¢arpim korelasyon analizi sonuglari*

MADDE NO MT-r MADDE NO MT-r MADDENO  MTr

Madde 1 0,546** Madde 8 0,769** Madde 21 0,828**

Programin Madde 2 0,766** Madde 11 0,834+ Madde 41  0,709%*

Tasarlanmasi

Madde 6 0,812** Madde 14 0,800** Madde 55  0,676**

Madde 7 0,602** Madde 19 0,743** Madde 36 0,709**

Bgrenci Odakl Madde 9 0,515** Madde 20 0,605** Madde 37  0,568**

Uyarlama Madde 13 0,651%* Madde 34 0,626%* Madde 38 0,621%*

Madde 18  0,646** Madde 35 0,675** Madde 53  0,583**

Madde 5 0,608** Madde 39 0,656** Madde 48 0,567**

Sinav Odaki Madde 10 0,644** Madde 40 0,723** Madde 54 0,653**
Uyarlama Madde 16  0,703** Madde 46 0,615%*
Madde 23 0,698** Madde 47 0,668**

Programa Madde 17 0,682** Madde 25 0,765** Madde 29 0,617**

Baglilik Madde 24  0,773** Madde 26 0,833** Madde 45  0,714%*

n=181,**p<0.01

* Formun tamamindan elde edilecek toplam bir puan olmadigindan madde-toplam puan korelasyonlari madde-
alt 6lcek toplam puani olarak hesaplanmistir.

Alt élgekler korelasyonu kapsaminda 6lgekte bulunan alt dlgekler arasindaki iliskinin belirlenmesi igin
Pearson Moment ¢arpim korelasyon analizi yapilmistir. Alt 6lgek puanlari arasindaki korelasyonlar -0.11
ile -0.47 arasinda degismektedir. Yapilan analiz sonucunda 6grenci odakl uyarlama alt o6lgegi ile
programa bagliik alt olcegi arasindaki korelasyon hari¢ diger tim alt olgeklerdeki korelasyonun
istatistiksel olarak anlamh oldugu goértlmustir (p<0.01; p=0.00). Bu Olcekten toplam bir puan
alinamamaktadir ve teorik olarak dlgekteki tiim faktérler arasinda bir iliski dngdriilmemektedir. Olgekte
yer alan bazi faktorler arasinda iliski gértlirken bazilari arasinda hem teorik hem de veri temelinde iligki
olmamasindan dolayi 6lgek gelistirme siirecinde, olcegin faktor desenini belirlerken oblimin yerine dik
dondiirme yéntemlerinden varimax kullanilmistir. Tablo 5’te alt 6lgeklerin birbiri ile olan korelasyon
katsayilari verilmistir.
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Tablo 5.
Ogretmenlerin program uygulama yaklasimlari élcedinin alt 6lcekler korelasyonu icin pearson moment
carpim korelasyon analizi sonuglari

Tasarlama Ogrenci Odakli Sinav Odakh Baghlik
Tasarlama 1 0,36** -0,18* -0,47**
Ogrenci Odakli 1 0,21** -0,11
Sinav Odakl 1 0,23**
Baghhk 1

Sonug, Tartisma ve Oneriler

Arastirmada Ogretmenlerin program uygulama yaklasimlarinin belirlenmesine yonelik gecerli ve
givenilir dlglimler yapan bir dlgek gelistirilmesi amaclanmistir. Olcegin gecerlik ve giivenirlilk analizleri
sonucunda 5’li likert tipinde 37 maddeden olusan bir 6lgme araci gelistirilmistir. Olgme aracinin
gecerliligini belirlemeye yonelik AFA sonuglari dlgegin, “programa baghhk”, “sinav odakli uyarlama”,
“Ogrenci odakli uyarlama” ve “programin tasarlanmasi” olmak Uzere doért boyuttan olustugunu
gostermistir. Olgegin giivenirligini belirlemeye ydnelik yapilan analizler sonucunda her bir faktér icin
hesaplanan Cronbach alfa katsayilarinin 0.82 ile 0.90 arasinda degistigi goriilmustiir. Cronbach alfa
katsayisinin 0.70 ve Ustl oldugu durumlarda olgegin givenilir oldugu kabul edilmektedir (Durmus,
Yurtkoru ve Cinko, 2011). Ayrica alt olcekler bazinda 6lgegin madde-toplam korelasyonu ve alt 6lgekler
korelasyonu icin yapilan analizler de 6lgegin glivenirlik kosullarini sagladigini géstermektedir.

Olgegin alt boyutlarinin isimlendirilmesinde program uygulama yaklasimlari ile ilgili literatiirden (Ben-
Peretz, 1990; Bimen, Cakar ve Yildiz, 2014; Celiker-Ercan, 2019; Cobanoglu, 2011; Drake ve Sherin,
2006; Dusenbury, Brannigan, Falco, Hansen, 2003; Kabaoglu, 2015; Kaya, Cetin ve Yildirim, 2012;
Shawer, Gilmore ve Banks-Joseph, 2008; Snyder, Bolin ve Zumwalt, 1992; Tokg6z, 2013) ve arastirmaci
tarafindan oOlgcek maddelerinin yazilmasi 6ncesinde gerceklestirilen nitel arastirma bulgularindan
faydalanilmistir. AFA sonucunda, her maddenin teorik olarak kendi faktéra altinda yer aldigi ve ortaya
cikan faktér yapisinin konu ile ilgili teoriye uygun oldugu gorilmektedir. Bu galismada 6gretmenlerin
program uygulama yaklasimlari programa baghlk dlzeyleri dikkate alinarak belirlenmistir. Programa
baglilik, uzmanlar tarafindan tasarlanan 06gretim programinin aslina sadik kalarak uygulanmasidir
(Bimen, Cakar ve Yildiz, 2014). Arastirma kapsaminda programa baglilik kavrami, tasarlanan program
dogrultusunda hazirlanan program materyallerine (ders kitabi, 6gretmen kilavuz kitabi ve 6grenci
¢alisma kitabi) baglilik olarak ele alinmistir. Program materyalleri denildiginde genellikle ders kitaplari
akla gelmektedir, fakat ders kitaplari program materyallerinin sadece bir 6gesini olusturur (Ben-Peretz,
1990). Ogretmenlerin program uygulama yaklasimlarinin belirlenmesinde programin bir bilesenini
olusturan ders kitaplari 6nemli bir yer tutmaktadir (Shawer, 2010). Ders kitaplari, hangi konularin hangi
sira ile 6gretilecegini ve her bir konuya ayrilacak sureyi belirledikleri icin resmi 6gretim programini
tanimlar (Freeman ve Porter, 1989; Yildirnrm, 2006) ve bu nedenle resmi 6gretim programini temsil
ederler (Elliott, 1990). Gelistirilen programlar dogrultusunda ders kitaplari hazirlanir ve dagitilir. Dahasi
Tirkiye’de merkeziyetgi bir anlayisla gelistirilen 6gretim programlari kapsaminda MEB tarafindan
hazirlanan ders kitaplari tim 6grencilere dagitilir ve 6gretmenlerin yalnizca bu kitaplari kullanmalari
beklenir. Bu nedenle programa baghlik yaklasimini benimseyen 6gretmenler bu kitaplardaki icerik ve
etkinlikleri bire bir uygulayip, ekstra baska bir kaynak ya da etkinlige yer vermezken, programi uyarlayan
o6gretmenler, Ogrenci ilgi, istek, ihtiyac ve beklentileri dogrultusunda bu kitaplardaki icerik ve
etkinliklerde degisiklik yapma ya da ek kaynak ve etkinlikler kullanma egilimindedirler. Bu nedenle
ogretmenlerin program uygulama yaklasimlarini belirlerken programin felsefesine uygun davranis
sergileyip sergilememeleri disinda MEB tarafindan hazirlanan ders kitaplarina siniflarinda nasil yer
verdiklerinin de incelenmesi faydali olacaktir. Bu arastirma kapsaminda 6lgegin her bir boyutu altinda en
ylksek faktor yikiine sahip maddeler incelendiginde, her bir boyutun teoriye uygun oldugu
goérilmektedir. Programa baglilik boyutu, dgretmenlerin program uygulamalarinda ingilizce dersi
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Ogretim programina ve MEB kaynaklarina bagh kalarak ve higbir degisiklik yapmadan siniftaki
uygulamalarini yirittiklerine dair ifadelere yer verirken; 6grenci odakli ve sinav odakli uyarlama
yaklasimlari boyutlarinda, 6gretmenlerin siniftaki program uygulamalarinda MEB kaynaklarini dikkate
aldiklarini, fakat bununla beraber 6grenci Gzellikleri ya da sinav basarisi odakli bu kaynaklarda
uyarlamalar yaptiklarini belirten ifadeler yer almaktadir. Son olarak programin tasarlanmasi boyutunda,
ogretmenlerin siniftaki program uygulamalarinda resmi 6gretim programindan farkli uygulamalara yer
verdiklerini ve MEB kaynaklarini kullanmadiklarini belirten ifadeler yer almaktadir. Burada programin
tasarlanmasi olarak yapilan isimlendirme, 6gretim programina ve 6gretim programi kapsaminda MEB
kaynaklarina basvurulmadigini vurgulamak amaciyla yapilmistir. Aslinda tasarlama sireci daha ¢ok
Ogretim slirecine aittir. Yani programin tasarlanmasi yaklasimi altinda 6gretmen bastan bir program
tasarisi olusturmamakta, fakat bununla birlikte, calistigi 6zel kurumun kendisine verdigi esneklik ile
birlikte 6gretimde resmi 6gretim programindan gok farkli bir sekilde bir tasarim gergeklestirebilmektedir.

Dort boyut altinda olgekte yer alan ifadeler icin (1) Asla, (2) Nadiren, (3) Bazen, (4) Siklikla, (5) Her
zaman olacak sekilde 5’li Likert tipi bir derecelendirme kullaniimistir. Olgekte yer alan 1., 2., 8. ve 29.
maddeler ters puanlanmaktadir. Olgegin tamamindan toplam bir puan alinamamakla birlikte alt
Olceklerden alinan puan, 6gretmenlerin s6z konusu alt dlgekte ifade edilen yaklasima sahip olma
diizeyini géstermektedir. Ogretmenlerin programa baglilik alt lceginden alabilecekleri minimum puan 6
iken en yiiksek puan 30’dur. Ogrenci odakl uyarlama alt 6lgeginden alabilecekleri minimum puan 12
iken en yiksek puan 60’tir. Sinav odakli uyarlama alt 6lgeginden alabilecekleri minimum puan 10 iken en
ylksek puan 50’dir. Son olarak 6gretmenlerin programin tasarlanmasi alt Olgeginden alabilecekleri
minimum puan 9 iken en yiksek puan 45’tir. Alt 6lceklerden alinan puanin artmasi 6gretmenlerin s6z
konusu yaklasima egilim gosterme dizeylerinin de arttigini ifade etmektedir.

Olgege iliskin yapilan gecerlik ve giivenirlik analizleri sonuglari, ortaokul ingilizce &gretmenlerinin
program uygulama yaklasimlarini belirlemeye yardimci gecerli ve glivenilir élglimler {retilen bir 6lgme
aracinin gelistirildigini gostermektedir. Gelistirilen bu 6lgegin, dncelikle programin uygulanmasi ile ilgili
alanyazina katki saglayacagi ve bu 6lcek yardimiyla 6gretmenlerin program uygulama yaklasimlarinin
genis kitlelerde belirlenerek bu yaklasimlarin 6gretmen, 6grenci ve okul Uzerindeki etkilerinin
incelenmesine yonelik ileri arastirmalarin 6niinii acacagi distintlmektedir. Bu dlgegin farkl sehir ve sinif
kademelerinde &gretim vyapan ingilizce 6gretmenleri ile uygulanmasi 6lgegin gegerligine ve
givenilirligine yonelik verilere katki saglayacaktir. Bunun yani sira 6lgek maddelerinin farkli konu
alanlarina uyarlanarak uygulanmasi da o6gretmenlerin farkh derslerdeki program uygulama
yaklasimlarina yonelik arastirmalara yon verecektir. Bu arastirmada katilimci sayisi sinirliligi nedeniyle
dogrulayici faktor analizi gerceklestirilememistir. Bu nedenle ileri arastirmalarda dogrulayici faktor
analizi yapilarak test tekrar test glivenirliginin incelenmesi 6lcegin gecerligine ve glvenirligine yonelik
verileri guglendirmede 6nemli goriilmektedir.

“Yiiksekogretim Kurumlari Bilimsel Arastirma ve Yayin Etigi Yonergesinde’ yer alan tim kurallara

uyulmus ve yonergenin ikinci boéliminde yer alan “Bilimsel Arastirma ve Yayin Etigine Aykir
Eylemlerden” higbiri gergeklestirilmemistir.
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EK1

Ogretmenlerin Program Uygulama Yaklagimlari Olgegi

Sira no

Madde no

Asla

Nadiren

Bazen

Sikhikla

Her zaman

Programin Tasarlanmasi

[y

[+)]

Dersimi MEB kaynaklarindan bagimsiz planlarim.

11

Dersimde MEB kaynaklarina basvurmadan, farkli bir kaynak kullanirim.

21

Dersimde kullandigim igerik MEB kaynaklarindaki igerikten farkhidir.

14

Dersimde yer verdigim kazanimlar MEB kaynaklarinda yer alan kazanimlardan
farkhdir.

Dersimde MEB kaynaklarini takip ederim.

Dersimi planlarken MEB kaynaklarini** kullanirim.

55

Olgme ve degerlendirme etkinliklerini MEB kaynaklarindan  bagimsiz
gerceklestiririm.

41

Dersimde yaptirdigim etkinlikler, MEB kaynaklarinda bulunan etkinliklerden
farkhdir.

Dersimi planlarken ingilizce dersi 6gretim programini* kullanirim.

Ogrenci Odakli Uyarlama

10

38

Dersimde, MEB kaynaklarindaki etkinlikler disinda, oyun oynama, video izleme,
sarki dinleme, yarisma gibi 6grencinin aktif olacagi ek etkinliklere yer veririm.

11

35

Dersimde yaptiracagim etkinlikleri 6grenci ilgi, istek ve ihtiyaci dogrultusunda
Ogrenci ile birlikte sekillendiririm.

12

34

Kelime 6gretiminde 6grencilerin eglenerek 6grenmelerini saglayacak 6grenci
odakli etkinliklere yer veririm (oyun, yarisma, kelime keseleri hazirlama vb.).

13

36

Dersimde yaptiracagim etkinliklerde 6grenciye secme hakki tanirim.

14

19

Dersimde, ingilizce dersi 6gretim programinda verilen tema disinda, 6grenci
profiline gore baska temalar da kullanirim.

15

53

Olgme ve degerlendirme etkinliklerini diizenlerken dgrencilerin ileride giinliik
hayatlarinda isine yarayabilecek kazanimlarin 6lgtilmesine 6ncelik veririm.

16

37

Sinifta 6grenme glcligl yasayan ya da seviyesi diisiik olan 6grenciler igin farkh
etkinlikler dizenlerim.

17

Dersimde, MEB kaynaklarinin yani sira, 6grencinin dikkatini cekecek ek kaynak
ve materyallere yer veririm (Orn; sunu (slayt), puzzle, video, flash kart, renkli
karton, eglenceli ¢alisma kagitlari vb.).

18

Siniftaki etkinliklerde 6grencilerin kendi planlarini olusturmalarina miisaade
ederim.

19

18

Dersimde, 6grenci istegi ve ihtiyaci dogrultusunda, MEB kaynaklarindaki icerigin
disinda ek kelime ya da dil bilgisi kaliplarina yer veririm.

20

20

Dersimde, MEB kaynaklarindaki igerigin yani sira, 6grencinin ilgisini gekmeye
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yonelik glincel konulara ya da gtindelik hayata iliskin 6rneklere yer veririm.

21

13

Dersimde, ingilizce dersi 6gretim programinda yer alan kazanimlar disinda,
ogrenci ilgi ve ihtiyaci dogrultusunda, farkl kazanimlara da yer veririm.

Sinav Odakli Uyarlama

22

16

Kazanimlar igerisinden, merkezi sinavlarda agirlikli olarak 6lgiilen beceri
alanlarina dersimde daha fazla yer veririm.

23

40

Ogrencileri merkezi sinava hazirlamak amaciyla sinifta dil bilgisi konu anlatimina
ve pekistiriimesine yonelik ek alistirmalar yaparim.

24

23

Dersimde, MEB kaynaklarinda yer alan bilgilerden merkezi sinavda gikmasi
muhtemel olanlara agirhk veririm.

25

47

Dersimde yaptirdigim etkinliklerde sinavda gikacak kisimlari vurgularim.

26

39

Ders kitabindaki etkinlikler 6grencileri merkezi sinava hazirlamaya yetersiz
kaldigi icin sinifta ek alistirmalar yaptirirnm (coktan segmeli test, calisma kagidi
vb.).

27

10

Dersimde, MEB kaynaklarinin yaninda, 6grencileri merkezi sinava hazirlamaya
yardimci ek kaynaklar kullanirim (Orn; calisma kagidi, fotokopi, test vb.).

28

54

Degerlendirme siireglerinde merkezi sinavlara hazirlik amaciyla goktan se¢gmeli
sorulara yer veririm.

29

46

Ogrencileri merkezi sinavlara hazirlamak amaciyla dersimde dil bilgisi anlatimina
agirhk veririm.

30

Dersimi bir ist kademeye gecis sinavina hazirlayici olacak sekilde planlarim.

31

48

Dersimde gergeklestirdigim 6gretim, merkezi sinavi ya da dersi gegmeye
yoneliktir.

Programa Baglilik

32

26

Dersimde MEB kaynaklarindaki etkinlikleri, higbir degisiklik yapmadan,
belirtildigi sekilde uygularim.

33

24

Ders kitabini, tinite Unite, sayfa sayfa, sirasi ile eksiksiz bir sekilde islerim.

34

45

Ogrenci profiline uygun olmasa bile, mecburiyetten dolayi MEB kaynaklarindaki
tim etkinlikleri degistirmeden aynen uygularim.

35

25

Dersimde MEB kaynaklarindaki etkinlikleri sirasi ile yaptirdigim igin bir sonraki
derste ne 6gretecegim ve hangi etkinlikleri yaptiracagim bellidir.

36

29

Ogrenci seviyesine uygun olmadiginda ders kitabindaki etkinliklerde atlama ya
da degisiklik yaparim.

37

17

Dersimde, MEB kaynaklarindaki igerigi hicbir degisiklik yapmadan kullanirim.
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