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Abstract

The secondary school teacher education system in Turkey is at the beginning of a period of revision. This paper describes the findings of a longitudinal qualitative study focusing on the opinions about the pedagogical courses of preservice teachers who participate in Five (3.5+1.5) Year Integrated Secondary School Teacher Education Program. The data collected through the interviews. The preservice teachers approved the new program, which was seen as adequate but they complained about the design and the implementation of the program. The students had generally positive view about the courses, although there were differences among them. 

Introduction

Reconstruction of education faculties in Turkey was commenced in December 1994, with the scope of Turkish Higher Education Council (YOK) and World Bank Project. With the arrangement of the compulsory education as eight-year rather than five year, YOK and Ministry of National Education were confronted with the need of the mathematics teachers for 6-8 and 9-11 levels and then split 6-11 level teacher education programs as the elementary (6-8 level) and secondary (9-11 level) schools programs. The teacher education program was revised in 1999. The purposes of these changes are: the need for elementary school mathematics teachers for 6-8 levels, the need for secondary school mathematics teachers for 9-11 levels, to increase the quality of teachers, to enhance the teaching and learning process, to get teachers to better place in the special teaching methods of mathematics, to give more rational structure to faculties, to strengthen the education side of the teacher training programs. The secondary school mathematics teacher-training program was raised to graduate level. Two different programs were formed for being secondary school mathematics teacher: The Five-Year Integrated Programs (3.5+1.5) and Non Thesis Masters Program (4+1.5). Last 1.5 year part is same for both 3.5+1.5 and 4+1.5 programs. The program model is described in more detail in YOK (1998).

After the reconstruction of the secondary school teacher education program, it becomes apparent that it is necessary to take into consideration the pre-service teachers’ evaluation of the program. Consequently, we felt that it is important to explore such question as how do preservice teachers view the new program? The aim of the study reported here is to look at the views on pedagogical courses of pre-service teachers as exemplary groups of professionals in order to extract implications for teacher training programs.

Method of Research

Context and Participants

The study was conducted with 14 secondary school preservice teachers attending the Five Year (3.5+1.5) Integrated Secondary Mathematics Teacher Education Program at Gazi University. Students enter The Five-Year Integrated Programs through the Interuniversity Student Placement Exam results. They are granted M.S. degree without thesis upon graduation. Of this program 3.5 year is spent on taking the mathematics courses and 1.5 year on pedagogical courses. Each year consists of two semesters. There are 12 must courses and two elective courses in last three semesters. After graduation they can be secondary school mathematics teacher (see YOK, 1998).
Fourteen volunteers from a total size of 15 secondary school preservice teachers who had just completed their 7th semester of the program and started to take the courses related to the educational science and subject education courses participated to the study. Eight were female and six were male. Eleven of the participants had some previous teaching experience, either as a private tutor or a teacher in “dershane” (private institutions preparing students for the exams, especially for the University Entrance Exam), ranging in duration from two weeks to one year. The age of the participants ranged from 21 to 23, with the mean 22.

Instruments

Demographic Data Instrument 

This instrument including 15 questions was prepared to get the participants personal, parental, and educational background demographic information.

Belief Instrument 
This instrument consists of two parts. First part was developed to investigate pre-service teachers’ beliefs on mathematics, mathematics teaching, and teaching profession. This part consists of 22 questions, seven of them is about beliefs on mathematics, one is about their general expectations and acquisitions of mathematics courses that they took past 3.5 years, eight is about beliefs on teaching mathematics, seven is about teaching profession. Second part was developed to determine the pre-service teachers’ expectations and acquisitions about the last three semester courses of the five-year integrated teacher education program. This part includes one question. The question in this part differed from semester to semester according to courses taken but there was no difference in content. The question asks either the pre-service teachers’ expectations or acquisitions from the semester courses depending on the time of the interviews. In this paper, we will focus on the results of the second part question 

Procedure

This study is part of a longitudinal study that aims to investigate the development in secondary school preservice teachers’ beliefs on mathematics, mathematics teaching and teaching profession, and their opinions about the pedagogical courses prior and after taking them. Here, preservice teachers’ opinions about each pedagogical course were presented and interpreted.

Demographic and Belief instruments were developed by the researchers. The first draft of the questions including 32 questions was submitted to a two-member validation panel composed of a research assistant in mathematics education and the lecturer in mathematics education, respectively. Their judgments regarding the extent to which the questions were spread to cover the topics mentioned above, language level, clarity and content-specificity were used to select the final questions for the pilot study. Some questions were revised, changed or dropped. The 22 questions were piloted on four pre-service teachers attending to The Non-Thesis Masters Program (4+1.5) in Secondary Science and Mathematics Education Department at the University other than the one used in the main study in fall semester of 2002-2003 academic years. Using these questions one participant was interviewed and written responses to the same questions were taken from the other three. The difference in methods grows out of the aim of determining the method of data collection. Following issues were also checked during the piloting: (i) whether the questions focused on issues and topics relevant to the questions; (ii) whether the questions made sense to the interviewees; (iii) whether the questions were related to their circumstances and experiences; (iv) whether the flow of the questions was appropriate; (v) whether the questions created any ethical issues; (vi) whether the timing was appropriate; (vii) whether the method of data collection was appropriate. As a result, the number of the demographic questions rose from 7 to 15 and the number of belief questions rose from 15 to 23. In addition, semi-structured interview format was decided to be used in the main study, as written responses were not clear enough to understand the participants’ beliefs.
The main study began at the beginning of the spring semester of 2002 – 2003 academic years. Demographic Data Instrument was administered to 39 preservice teachers enrolled in OFD 408 course (The Methods of Science and Mathematics Teaching I) given at the beginning of their eighth semester. Data collected through DI was used to gather the demographic information of the preservice teachers and then to select the preservice teachers, who have not previously taken any pedagogical courses. According to these data fifteen preservice teachers were asked to participate in the study. Only one refused to attend. So these 14 pre-service teachers were considered as the sample of the study and participated in a sequence of four in-depth interviews. Belief instrument and optional probes were used to structure the interviews at Time 1 (March-April, 2003, at the beginning of the eighth semester); Time 2 (May-June, 2003 at the end of eighth semester); Time 3 (December, 2003-January, 2004 at the end of the ninth semester); Time 4 (May, 2004 at the end of the tenth semester, just before graduation from the program). The in-depth interviews elicited their accounts of their beliefs and change in their perceptions about the program, if any. Although the interviews for this study were primarily structured by prepared interview questions in advance, some unstructured questions were seen as necessary and asked by the interviewer spontaneously. The first researcher conducted all the interviews and they were mainly conducted in classroom settings at the Faculty of Education in Gazi University. Rarely they were conducted at the participant’s home. Each interview took approximately 30, 20, 20, and 40 minutes subsequently. At time 1 it was observed that pre-service teachers got excited at the beginning of the interviews but later and other times of the interviews they enjoyed being interviewed. Upon the completion of each interviews, the first researcher transcribed them in two weeks time. 

Data analysis was qualitative. Similar responses were identified to form clusters and categories of responses with similar themes. Frequencies of different clusters and categories were used for interpreting and reporting the findings. 

Results and Discussion

Table 1 below gives the distribution of the opinions about the effectiveness of the courses prior to and after taking them. Responses given by a participant may fall into both effective and ineffective categories which result into category frequencies exceeds the sample size. Although it was found that the courses didn’t change the pre-service teachers’ initial opinions, there was clear distinction between effective and ineffective ones from point of view of the students.

This data led to the conclusion that OFD406, OFD408, OFD509 and OFD501 courses were perceived as the most effective courses at the beginning of the term, and this belief didn’t change much through the term or there was little change. The participants valued the first two courses mainly because of the necessity and the applicability of the knowledge learned in these courses to the teaching profession. Representing this sentiment, a pre-service teacher (PT 7) at time 2 for OFD 406 (Instructional Planning and Evaluation) said that

“We made presentations about articles. Becoming efficient teacher and teaching of mathematics were discussed. Very beneficial for us… Each teacher should know how to evaluate students” (PT 7-Time 2)

Even OFD 408 (Methods of Science/Mathematics Teaching I) course was valued by most of the participants; participants attending to the one of two sections of the course given by different lecturer expressed that peer teaching like a traditional teaching was not impressive and everybody learned their own subject that they presented.

“Nothing changed for me. I just learned what I presented.” (PT3-Time 2 (Section-2))

The last two courses were valued because of the content of the courses. For example, repeating high school 1 curriculum in OFD 509 (Textbook Analysis) helped them to revise the topics covered in that level. 

“We found opportunity to compensate our weakness especially in high school mathematical concepts” (PT11- Time 4)

At the first interview, pre-service teachers stated that they did not take any courses related to high school mathematics curriculum and they felt themselves insufficient in teaching high school mathematics. At the last interview some pre-service teachers stated that OFD509 and OFD502 (Analysis of Secondary Education Textbooks) courses filled this gap. 

Even visual materials learned during OFD 501 were found to be inapplicable in schools in Turkey; they thought that visual materials could attract students’ attentions. In contrast, OFD402, OFD410 and OFD507 courses were considered to be least effective courses of the program. The reasons expressed by most the pre-service teachers for the school experience courses (OFD410 and OFD 507) were making only observations, not attending to the appropriate schools (attending to the elementary schools rather than secondary schools), not having enough solidarity between teacher educators and the supervisor school teachers, and unwillingness of the supervisor school teachers to be observed. 

“We gained little from this semester. Just we observed” (PT13- Time 2)

In OFD 402 (Introduction to Teaching profession), participants wanted the content of the course, such as properties of effective teaching and good teacher, to be related with the mathematics teaching. Also, they mentioned the ineffectiveness of the peer teaching as it was conducted as the traditional teaching. 

“I had expected to learn about being mathematics teacher. But we learned history of teacher education and relation with other disciplines [such as psychology, sociology]” (PT5-Time 2)
In general, pre-service teachers’ complaint focused on the point of too much emphasis on theoretical sides but inadequate practice opportunities. For example, courses OFD408 and OFD406 offered more practical exercises and in class discussions were determined as the most effective courses. 

Several ways of reforming teacher education programs are suggested by this study. Issues to be addressed include: (1) teacher educators should modify their classroom practices such as less theory but more discussions related to the reality; (2) strong links among the supervisor school teachers, teacher educators, and pre-service teachers should be developed in terms of sharing views related to the theory and the real classroom situations; (3) the role of the supervisor school teachers where the teaching practice take place should be clearly defined including his/her positions with regard to giving feedback in terms of pre-service teacher practices.

Table 1: The distribution of the opinions about the effectiveness of the courses
	
	
	Before course
	After course

	
	
	effective
	ineffective
	effective
	ineffective

	Eight semester courses of program
	Introduction to Teaching Profession (OFD402)
	6
	8
	3
	12

	
	Development and Learning (OFD404)
	10
	5
	10
	6

	
	Instructional Planning and Evaluation in Secondary Education (OFD406)
	11
	3
	12
	2

	
	Methods of Science/Mathematics Teaching I (OFD408)
	12
	2
	11
	3

	
	School Experience in Secondary Education I(OFD410)
	6
	8
	7
	10

	Ninth semester courses of program
	Instructional Technology and Material Development (OFD501)
	12
	2
	11
	5

	
	Classroom Management (OFD503)
	11
	3
	9
	5

	
	Methods of Science/Mathematics Teaching II (OFD505)
	9
	5
	10
	5

	
	School Experience in Secondary Education II (OFD507)
	7
	7
	4
	10

	
	Elective OFD 509) (Textbook Analysis)
	-
	-
	12
	2

	Tenth semester courses of program
	Analysis of Secondary Education Textbooks (OFD502)
	7
	6
	10
	4

	
	Guidance (OFD504)
	10
	4
	9 
	5

	
	Practice Teaching in Secondary Education (OFD506)
	14
	1
	10
	5

	
	Elective (OFD 508) (Algebraic Concepts and Equations)
	-
	-
	5
	5

	
	Elective (Computer Assisted Instruction)
	-
	-
	4
	-


References

YOK, (1998). Eğitim Fakülteleri Öğretmen Yetiştirme Programlarının Yeniden Düzenlenmesi
Benbow, R. M. (1996). The relationship between preservice elementary teachers’ mathematics beliefs and early teaching experiences. Ph. D. Thesis, Indiana University. 

Waggett, D. L. (1999). A study of patterns in pedagogical beliefs of preservice science teachers over three semesters of instruction and associated practica. Ph. D. Thesis, Graduate College, The University of Iowa, Iowa City, Iowa. 

King, E.A. (2001). Science teachers’ beliefs about teaching and reform: case studies from a restructured high school. Ph. D. Thesis, Georgia state University, Atlanta.

Pittmann, D. T. (2002). A study examining the role of teacher beliefs and how these beliefs affect the teaching of mathematics. Ph. D. Thesis,  George Mason University.
