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Abstract 
Purpose: This study aimed at determining the professional development needs of school administrators and teachers working 

in Mamak, Ankara and to what extent they needed these trainings were reported in this study. 

Design/Methodology/Approach: A two-stage path needs analysis model used for the study. First, the nominal group technique 

was implemented. Second, according to the results, the professional development training needs were turned into targeted 

surveys for each participant group. The data collected from school administrations and teachers working in Mamak. 

Findings: The school administrators need leadership; pre-school teachers need picture analysis; primary school teachers need 

creative drama; middle-school teachers need integration with the digital world; high-school teachers need first-aid; special 

education teachers need techniques for changing problematic behaviors, and guidance and psychological counseling teachers 

need solution-oriented therapy training.  

Highlights: The findings have revealed that while school administrators and teachers need core skills related to their fields. 

They mostly need contemporary training subjects so they can keep up with the times. The training which is commonly needed 

by the school administrators, pre-school, primary, middle, and high school teachers is first-aid training and the main reasons 

of this need can be examined in depth through further studies. It was shown in the results that the nominal group results and 

the surveys differed for all groups. In conclusion, a single needs analysis approach was insufficient for identifying professional 

development needs, and it is necessary to utilize one or more techniques together. Policymakers and/or practitioners may 

develop projects and activities, related to the priority subject areas of this study, aimed at improving schools. 

Öz 
Çalışmanın amacı: Bu araştırmanın amacı Ankara’nın Mamak ilçesinde görev yapan okul yöneticileri ile öğretmenlerin mesleki 

gelişim ihtiyaçlarının belirlenmesi ve bu eğitimlere ne düzeyde ihtiyaç duyduklarının tespit edilmesidir.  

Materyal ve Yöntem: İki aşamalı ihtiyaç belirleme tekniğinden yararlanılmıştır. Öncelikle, nominal grup tekniği uygulanmıştır. 

Sonrasında, elde edilen sonuçlara uygun şekilde her bir katılımcı grubu için ayrı ayrı anketler hazırlanmıştır. 

Bulgular: Okul yöneticileri en fazla liderlik; okul öncesi öğretmenleri resim analizi; ilkokul öğretmenleri yaratıcı drama; ortaokul 

öğretmenleri dijital dünyayla entegrasyon; lise öğretmenleri ilkyardım; özel eğitim öğretmenleri problem davranış değiştirme 

teknikleri; rehberlik ve psikolojik danışma öğretmenleri çözüm odaklı terapi eğitimlerine ihtiyaç duymaktalardır.  

Önemli Vurgular: Araştırma bulgularına göre okul yönetici ve öğretmenlerinin, alanlarının gerektirdiği temel becerilere ihtiyaç 

duydukları görülmüştür. Buna karşın çağa ayak uydurabilmek adına, en fazla çağdaş yaklaşımlar konusunda kendilerini 

geliştirmeyi istemektelerdir. Okul yöneticileri, okul öncesi, ortaokul ve lise öğretmenlerinin ortak olarak ihtiyaç duydukları konu 

ilkyardımdır. Bu durumun temel nedenleri, ileriki araştırmalarla derinlemesine incelenebilir. Bulgular, tüm gruplar açısından 

anket ve nominal grup çalışmalarından farklı sonuçlar elde edildiğini göstermiştir. Buna göre mesleki gelişim ihtiyaçlarının 

belirlenmesinde yalnızca bir yaklaşımın yeterli olmadığı anlaşılmaktadır. Bu doğrultuda bir ya da birkaç tekniğin birlikte 

kullanılması gerekmektedir. Araştırma sonuçlarına uygun şekilde, politika yapıcılar ve/veya uygulayıcılar okulları geliştirmek 

amacıyla, öncelikli alanlara yönelik projeler ve yetiştirme etkinlikleri geliştirebilirler.  
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INTRODUCTION  

Teachers are the working input of the school system. They are of vital importance when it comes to improving the quality of 
education both in terms of individual representation as well as the representation of their occupation (Durkheim, 2016). Since 
teachers are the implementers of numerous actions within the framework of the macro-policy of the educational system, it can 
be stated that teachers in a sense constitute the load-bearing columns that support the system itself. On the other hand, school 
administrators are also an important facet of the educational system and as individuals make decisions required for education 
institutions to reach specific goals; implement planning processes, organization, and coordination; oversee the division of labor, 
make cooperation and motivation possible by establishing efficient communication with the educational staff as well as are the 
people who carry out the performance management of school staff. Therefore, continuous professional development of school 
administrators who lead teachers is extremely important in terms of both establishing organizational efficiency and making it 
possible for teachers to work effectively and satisfactorily. Considering this, identification of the professional development needs 
of school administrators and teachers within the educational system and the planning of trainings which embody the current 
approaches of education are important. As a result, in this study, two approaches were used to identify the professional 
development needs of educators, and the results from these findings were presented comparatively. 

The Concept of Professional Development 

Each educational system that claims to be successful needs to embody continuous change and transformation to live up to 
these claims truly. Thus, there is a greater need to rapidly transform teachers’ professional efficiency and professional 
development demands to continue with their occupational practices as well as to adapt to them new conditions. For example, 
teachers are expected to develop both individually and professionally to meet the requirements of the current age as well as to 
increase the performance of their institutions (Aydın, 2011a; Omar, 2014). Over time, the professional development process can 
lead to the transformation of teachers’ beliefs and teaching practices, which allows them to focus on changes that will ultimately 
increase the success of their students’ (Martin et al., 2019). From this point of view, professional development can be defined in 
the most general terms as the development of teacher skills and efficiencies which produce important educational results for 
students (Hassel, 1999; as cited in Pharis et al., 2019).  

Making professional development possible in line with its objectives is possible through a systematic process in which teachers 
participate and are contemplative. As Aydın (2016) states, the concepts of education and development are the results of a positive 
approach. Identification of the gaps between existing and required performance with the participation of teachers, and in the 
process removing these gaps through functional educational programs, is among the most important aspects of professional 
development. In this respect, the individual first needs to do his/her job well, then a needs analysis should be carried out with a 
proactive understanding as a way of identifying their future skills and efficiencies. In fact, it would be incorrect to leave teacher 
development only to teachers. It is both a right of the teachers to receive professional development training to improve 
themselves and their careers as well as their duty to participate in such training to increase both individual and institutional 
performance.  

Professional development has two main foundations in terms of teachers. These are pre-service training which involves 
undergraduate study prior to beginning their professional life and in-service training or professional development activities which 
should continue throughout teachers’ careers (Işık, Çiltaş, & Baş, 2010). While the paradigm regarding pre-service training is 
“giving training in case it is required”, the paradigm reflected by in-service training is “giving training when it is required”. It should 
be pointed out that in-service training is of vital importance in terms of institutional and individual development, regardless of the 
overall quality of the pre-service training (Aydın, 2011b), because even average in-service training programs can increase the self-
efficacy of teachers (Tzivinikou, 2015). In-service training is a process which continues throughout life and should be the cultivation 
and education of a teacher from the first day of their career until their final day of teaching (Başaran, 1969). According to Aydın 
(2014), one of the aims of in-service training is to create a learning culture within the school. Importantly, the creation of a learning 
culture requires the school to be a learning organization. At this point, individuals who are willing to learn, will without a doubt, 
play an important and helpful role in the creation of this culture. 

The idea of neoteric professional development requires teachers to make continuous efforts to participate in, learn from, and 
institute the skills and efficiencies they acquire. For example, one-off and/or short-term professional development processes are 
far less effective (Pharis et al., 2019). Instead, teachers’ professional development “should be regarded as a continuous, a limitless 
process which is open to change and development and it should be made possible for teachers to perceive this process as a life-
style” (Tutkun & Aksoyalp, 2010, 369). Expecting teachers to continue their professional lives only with their previous knowledge 
and skills causes the teaching profession to fall behind as a specialty and to decrease the quality of the education system (Kaçan, 
2004). Preventing stagnation and decline in educational systems is possible when teachers continuously renew and develop 
themselves through in-service training and/or professional development activities they attend throughout their careers. 

Professional Development Needs Analysis Techniques  

Professional development needs are the gaps that exist between the competencies employees already have and those 
competencies they need to gain to work effectively and satisfactorily in both the present and future. Needs analysis is a process 
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that can be utilized to identify the differences between employees’ current and expected competencies (Omar, 2014). In this 
respect, doing needs analysis makes it possible for teachers to receive training that is more suitable and applicable for the structure 
of their classes (Bayrakçı, 2009). Needs analysis techniques consist of surveys, interviews, focus groups, nominal groups, work 
analysis as well as performance form observation and documentation (Aydın, 2011a). Each technique has both advantages and 
disadvantages; therefore, a variety of techniques should be utilized together to identify the appropriate professional development 
needs of teachers. 

The assumption that teachers need training due to specific insufficiencies that they may have led to “centralized, top-down 
training policies” within professional development programs (Yaylacı, 2013). So, in-service training is generally determined by top-
level administrators who do not consider the individual needs of teachers and instead focus on items that fit their own agenda 
(National Board Resource Center, 2010; Summey, 2013; as cited in Crompton, Olszewski & Bielefeldt, 2016). Whereas in the 
process of doing these analyses, it should be made clear that these trainings are not a wish list, instead they depend on reality 
rather than assumptions and should not solely reflect the views of administrators (Aydın, 2011a). In fact, teachers can contribute 
a great deal to the development of trainings as a part of the identification and planning process of in-service training (Campbell & 
Kane, 2000; John & Gravani, 2005). For example, preparing training content without consulting teachers or identifying their needs 
can result in a program carried out “in an imposed manner, without asking for the demands and views of the teachers” and this 
situation disenables the activities during the seminar period (Genç & Aydın, 2015). The teachers who criticize the professional 
development process express themselves by saying, “It is like we are all being given the same medication regardless of what kind 
of illness we have!” (National Board Resource Center, 2010, 26). Teachers’ negative views regarding seminar period activities are 
based on their view that they are receiving training that they do not need (İlğan, 2013). However, for an effective professional 
development to occur, teachers need to “identify targets for themselves, select activities, and participate in the process actively” 
(Horsley, 2007; as cited in Bümen et al., 2012, 37). In this regard, doing needs analysis for professional development activities that 
meet the needs of teachers is extremely important in terms of both their willingness to participate in the program as well as 
making sure these activities reach the targeted level of success and do so in a productive manner. 

The In-Service Trainings in Turkey  

The in-service teacher trainings in Turkey is planned both at the school and the ministerial level. Within the body of the 
Ministry of Education (MoNE) in Turkey, in-service teacher trainings are organized for teachers by the General Directorate of 
Teacher Training and Development (GDTTD). Since 2001, the GDTTD has regularly published in-service training plans. In the 2019 
in-service training plan, it is stated that the GDTTD has organized a total of 344 trainings for educators, of which 35 of these 
trainings were provided as distance education. When a detailed analysis of the plan was made, there is a wide variety of training 
intended such as foreign language, project preparation, technological developments (e.g., STEM), and drama education. However, 
when the number of teachers in Turkey is considered, it can be stated that these trainings are relatively insufficient and that there 
needs to be an increase in their frequency. For instance, 13 trainings were planned for special education teachers who were 
actively employed, and 1184 teachers participated in these trainings. When it is considered that 14,043 special education teachers 
are actively employed throughout Turkey according to the 2018-19 MoNE statistics, only 1% of the special education teachers 
were able to participate in the provided trainings. However, this number could increase because during 2020 and the global 
pandemic (COVID-19) crisis there has been an increase in online teacher training offered by MoNE. Although it is difficult for MoNE 
to reach all of the teachers throughout Turkey under normal circumstances and during regular school operations, it should be 
stated that teacher training needs are increased, and in particular, it is increased at the school level to meet the needs of school 
administrators and teachers from all grade levels. 

The period of seminar trainings is the most common practice in teachers' professional development activities in Turkey. These 
trainings had been conducted twice – at the beginnings and at the ends of each academic year – until the MoNE decided to 
increase the periods. These seminar trainings for teachers normally take place once at the beginning of the school year and at the 
end of the academic year. This system of seminar-based teacher training has taken place each year up until the 2019-20 academic 
year. To carry out these trainings the MoNE has typically given mid-term breaks to students in the months of November and April 
for five days each time. During this period while students are on break, the school administrators and teachers have to attend the 
scheduled training seminars. Though this process was interrupted due to the closure of schools during the COVID-19 pandemic, 
MoNE continues to provide teachers to diversify and develop their professional development activities, and to implement the 
innovations they gain as well. However, according to İlğan (2013), even in the past decade, seminar period activities which 
constitute the greatest content of teachers’ professional development in Turkey, are quite controversial in terms of their quality. 
Additionally, teachers define these semester break periods as a “seminar holiday”, and as a result, often regard the process merely 
as a formality (Genç & Aydın, 2015). In addition, the seminar trainings are often discounted due to the activity reports being 
disregarded (Tonbul, 2006) as well as the attendees do not always have the freedom to choose which activities are presented 
during seminar trainings (Bümen et al., 2012). This can be seen as a proof that determining the training needs is not sufficient 
alone, and that training subjects should be prepared and presented with utmost care is also an important requirement. 

Considering these views, the aim of this study is to determine the professional development training needs of school 
administrators and teachers working in the Mamak district of Ankara in Turkey. It can be seen in the literature that (Ergin, Akseki, 
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& Deniz, 2012; Özdemir, 2010; Şirin & Coşkun, 2015) the professional development needs of teachers are generally determined 
through the survey method. In addition, most studies (Akar, 2010; Demirel & Budak, 2003; Şen, 2011) are only used to evaluate 
the needs of specific teacher groups. As a result, in this study, two needs analysis techniques were utilized together, which were 
the nominal group technique and the survey technique. While the nominal group technique allows group members to voluntarily 
participate by actively stating their views within a democratic environment, the survey technique makes it possible to determine 
the general tendencies of the larger participant group (Aydın, 2011a). Therefore, this study can contribute to the literature by 
using two different techniques in combination, thus simultaneously presenting the views of school administrators as well as those 
of the teacher groups, thus allowing for a comparison of views. In this respect, the aim of this study was to identify the training 
needs of school administrators and teachers and to what extent these groups needed the identified trainings. Thus, answers to 
the following research questions were sought: 

1. What kind of training do school administrators, pre-school, primary school, middle school, high school, special education, 
and guidance and psychological counseling teachers need?  

2. To what extent do school administrators, pre-school, primary school, middle school, high school, special education, and 
guidance and psychological counseling teachers need the identified training? 

METHOD/MATERIALS  

Research Design 

The study is a descriptive study designed in the survey design. The aim of the survey model is to describe specific dimensions 
and/or characteristic traits of an analyzed group (Fraenkel, Wallen, & Hyun, 2012).  

The Study Group 

According to the determination of participation regarding needs analysis studies, it was attached importance to achieve 
maximum variety in terms of gender, school level, seniority and region. The distribution of the participants in the nominal group 
study is provided in Table 1.   

Table 1. Distribution and percentages of school administrators and teachers in the nominal group in line with different variables 

School 
Administrators 

Variable Group N % 

Gender 
Female 9 28.1 
Male 23 71.9 
Total 32 100 

Seniority 

1-5 8 25.0 
6-10 8 25.0 

11-15 8 25.0 
16-20 3 9.4 
21-25 4 12.5 
26-30 0 0 

31 and over 1 3.1 
Total 32 100 

Teachers 

Variable Group N % 

Gender 
Female 118 64.5 
Male 65 35.5 
Total 183 100 

Seniority 

1-5 11 6.0 
6-10 50 27.3 

11-15 36 19.7 
16-20 34 18.6 
21-25 38 20.7 
26-30 10 5.5 

31 and over 4 2.2 
 Total 183 100 

As it can be seen in Table 1, a total of 32 school administrators and 183 teachers participated in the nominal group of this 
study. Nine of the school administrators were female and 23 were male, while 118 of the teachers were female and 65 were male.  

In the second stage of the study, the target population was the school administrators and teachers working in Mamak. The 
distribution of participants in the second study group in line with different variables is provided in Table 2.  

As it can be seen in Table 2, a total of 183 school administrators and 1239 teachers made up the second study group in this 
study. Overall a total of 6183 teachers and 398 school administrators were employed in Mamak during the period in which this 
study took place. In the study group, there were 1239 (20%) teachers and 183 (45.9%) school administrators. Therefore, it can be 
stated that there was a good level of participation in the professional development needs analysis.  
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Table 2. Distribution and percentages of school administrators and teachers in the second study group in line with different 
variables 

School 
Administrators 

Variable Group N % 

Gender 
Female 45 24.6 
Male 138 75.4 
Total 183 100 

Seniority 

1-5 8 4.4 
6-10 30 16.4 

11-15 39 21.3 
16-20 36 19.7 
21-25 32 17.5 
26-30 20 10.9 

31 and over 18 9.8 
Total 183 100 

Administrative 
Seniority 

1-5 104 56.8 
6-10 32 17.5 

11-15 19 10.4 
16-20 11 6 

21 and over 17 9.3 
Total 183 100 

School level 

Pre-school 8 4.4 
Primary school 50 27.3 
Middle school 60 32.8 

High school 65 35.5 
Total 183 100 

Teachers 

Gender 
Female 969 78.2 
Male 270 21.8 
Total 1239 100 

Seniority 

1-5 235 18.9 
6-10 348 28.1 

11-15 202 16.3 
16-20 215 17.4 
21-25 150 12.1 
26-30 59 4.8 

31 and over 30 2.4 
Total 1239 100 

The Data Collection Tools and the Collection of Data 

In the first stage of this study, the nominal group technique was applied. Although there are different views regarding the 
steps of the nominal group technique (Balcı, 2014; Claxton, Ritchie & Zaichkowsky, 1980), the most acknowledged understanding, 
which is a technique that consists of four steps that were implemented in this study, is presented by Gepson Martinko, Belina 
(1981). In this respect in the first step, the participants were asked to successively write down five training subjects that they 
believed were necessary for their personal and professional development as well as that of their colleagues. In the second step, 
they were asked to share the identified training subjects with the entire participant group. The participants were expected to 
share another training subject if their subjects had already been listed. Also, the training subjects shared by participants were 
numbered according to the order in which they were stated, and these were projected onto a screen. In the third step, the 
participants were given some time and were asked to choose five of the training subjects they saw listed on the screen and score 
the subjects from five to one in order of importance for them. In the fourth step, the scores provided by the participants were 
entered into a spreadsheet software program (e.g., Microsoft Excel) prepared beforehand, and after all the views were stated, 
the training subjects were ordered according to their degree of importance.  

Following the nominal group studies, the school administrators and teachers were sent a survey form which included the 
training subjects listed within the first stage of the study. This was done to identify the level of need for trainings that had been 
highlighted by the groups for the larger groups. For example, the participants were expected to score the trainings listed in the 
survey form according to their personal needs. The survey answer choices consisted of the following: 1. There is no need at all, 2. 
There is a need at a low level, 3. There is a need at a medium level, and 4. There is a need at a high level. Importantly, the surveys 
were sent online to each group separately and the data were obtained in this manner. In addition, for this study, ethical committee 
approval and application permission from the Ankara Provincial Directorate for National Education were received prior to 
conducting the study. The professional development needs analysis process is provided in Figure 1. 
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Figure 1. The professional development needs analysis process 

The Analysis of the Data  

The data were analyzed under sub-headings for each participant group. In the analysis of the findings, a dual approach was 
used, and the survey data obtained were evaluated by the comparison of these data with the data obtained through the nominal 
group technique within the first stage of the study. While the total scores obtained from the participants were calculated in the 
analysis of the nominal group studies, the arithmetic mean and standard deviation values were calculated in the survey data 
analysis, and the training subjects that were determined were ordered accordingly. 

As mentioned earlier, the nominal group technique was used as a pilot application, in order to ensure that the survey is 
evaluated both for its suitability for determining the professional development needs of educators, and for its scope. The reason 
is that the nominal group technique eliminates the possibility of researcher bias in the data analysis (Varga-Atkins, Mclsaac & 
Willis, 2017). The ways presented by MacPhail (2001) were followed to assure the internal and external validity of the nominal 
group technique. Accordingly, the researchers ensured that a) they were present throughout the nominal group process, and b) 
participants were included in each step. In terms of ensuring the external validity of the study, the surveys were created to 
determine the generalizability of the study. The opinions of practitioners and field experts were gained at every stage of the study. 
The views of field experts, related to the professional development needs obtained by school leaders and teachers, were consulted 
to test the validity of the study (Taherdoost, 2016). Experts compared and contrasted the training subjects in order to define their 
similarities and differences, and also for purposes of conformity with the literature. In addition, the surveys were sent to each 
participant group who was not part of the nominal group, in order to determine the comprehensibility of the surveys. Necessary 
changes were made according to their views. Since surveys do not measure a structure, Erkuş (2019) states that technical 
explanations such as the “validity and reliability” of surveys are inaccurate. As a result, the validity and reliability of the surveys in 
this study have not been assessed.   

FINDINGS 

Since it was not practical to present all the training subjects identified through the needs analysis survey, the top 10 most 
needed training subjects identified according to the survey results were provided. Through the presentation of these findings, the 
data obtained from the survey and nominal group study were compared. Furthermore, if there is no sequence number for the 
education title in the nominal group study, it means that the teachers did not give any points for that title. 

The Professional Development Needs of School Administrators 

In the nominal group study, the school administrators identified 61 training subjects. For the placement of training subjects in 
the survey developed based on the nominal group study, the arithmetic mean and standard deviation values for the first 10 
training subjects with the highest averages were calculated, and the analysis results are provided in Table 3.  

As can be seen in Table 3, the mean of the school administrators’ views ranged between M = 2.91 and M = 3.08. According to 
the school administrators’ responses regarding their professional development needs; leadership, foreign language, project 
management, crisis management, first-aid and problem-solving techniques were the trainings stated as being needed at a high 
level. In the nominal group study, the school administrators stated that they respectively need trainings for crisis management, 
communication, leadership, conflict management, and protocol and etiquette trainings. Among these trainings though, 
communication, conflict management, and protocol and etiquette were not listed in the top 10 needed trainings according to the 
survey results. In addition, the school administrators identified foreign language as a topic of need, which was not scored by school 
administrators who had participated in the nominal group. 
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Preparation of 
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Table 3. Arithmetic mean and standard deviation values related to the professional development needs of school 
administrators  

Trainings M SD Order of 
Importance Nominal 

1. Leadership 3.08 1.01 1 3 
2. Foreign Language  3.07 0.98 2 - 
3. Project Management 3.03 0.90 3 19 
4. Crisis Management 3.03 0.99 4 1 
5. First-aid Training 3.01 0.96 5 13 
6. Problem Solving Techniques 3.01 1.01 6 8 
7. Special Education Applications 2.98 0.90 7 7 
8. Decision Making Processes 2.98 1.01 8 19 
9. School Safety 2.95 0.91 9 15 
10. Basic Law and Administrative Law 2.95 0.91 9 19 
11. Empathic Communication 2.91 1.02 10 12 

The Professional Development Needs of Pre-School Teachers 

In the nominal group study, 36 training subjects were identified by pre-school teachers. For the placement of training subjects 
in the survey developed based on the nominal group study, the arithmetic mean and standard deviation values of the first 10 
training subjects with the highest averages were calculated, and the analysis results are provided in Table 4. 

Table 4. Arithmetic mean and standard deviation values related to the professional development needs of pre-school teachers 

Trainings M SD Order of 
importance Nominal 

1. Picture Analysis  3.53 0.74 1 6 
2. Mind and Intelligence Games 3.52 0.74 2 7 
3. Creative Drama  3.49 0.74 3 5 
4. Rhythm Training 3.44 0.77 4 11 
5. Game Therapy 3.44 0.79 5 3 
6. First-Aid Training 3.44 0.81 6 1 
7. Special Education 3.42 0.88 7 9 
8. Playing a Musical Instrument 3.37 0.83 8 - 
9. Robotic Coding 3.35 0.81 9 8 
10. STEM 3.35 0.83 10 14 

     As is seen in Table 4, the mean of the pre-school teachers’ views ranged between M = 3.35 and M = 3.53. According to the pre-
school teachers’ responses; their needs were greatest in picture analysis, mind and intelligence games, and creative drama 
trainings. In the nominal group study, pre-school teachers stated that they needed trainings in first-aid, alternative teaching 
methods, game therapy, developmental tests, and creative drama trainings. Also, it was recognized that alternative teaching 
methods and developmental tests were not among the top 10 training needs stated by pre-school teachers in the survey results.  

The Professional Development Needs of Primary School Teachers 

In the nominal group study, the primary school teachers identified 38 training subjects. For the placement of training subjects 
in the survey based on the nominal group study, the arithmetic mean and standard deviation values of the top 10 training subjects 
with the highest averages were calculated, and the analysis results are provided in Table 5. 

Table 5. Arithmetic mean and standard deviation values related to the professional development needs of primary school 
teachers 

Trainings M SD Order of 
importance Nominal 

1. Creative Drama 3.56 0.68 1 4 
2. Robotic Coding 3.56 0.70 2 14 
3. Teaching Through Games 3.53 0.69 3 1 
4. Fun Science Activities 3.52 0.66 4 11 
5. Mind and Intelligence Games 3.52 0.74 5 10 
6. Use of Musical Instruments 3.51 0.71 6 5 
7. Picture Analysis 3.50 0.72 7 13 
8. Sportive Competence 3.50 0.73 8 12 
9. First-aid Training 3.47 0.74 9 7 
10. Use of Technology 3.47 0.81 10 8 

     As is seen in Table 5, the mean of the primary school teachers’ views ranged between M = 3.47 and M = 3.56. According to the 
primary school teachers’ responses, they mostly needed trainings in creative drama, robotic coding, and teaching through games. 
In the nominal group study, primary school teachers stated that they respectively needed trainings in teaching through games, 
human relationships and communication in school, child psychology, effective classroom management, and use of musical 
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instruments. Also, it was recognized that human relationships and communication in school, child psychology, and effective 
classroom management were not among the top 10 training needs stated by primary teachers in the survey results. 

The Professional Development Needs of Middle School Teachers 

In the nominal group study, the middle school teachers identified 41 training subjects. For the placement of training subjects 
in the survey developed based on the nominal group study, the arithmetic mean and standard deviation values for the first 10 
training subjects with the highest averages were calculated, and the analysis results are provided in Table 6. 

Table 6. Arithmetic mean and standard deviation values related to the professional development needs of middle school 
teachers 

Trainings M SD Order of 
importance Nominal 

1. Integration with the Digital World 3.18 0.91 1 7 
2. Approaches Towards Gifted Children 3.15 0.89 2 19 
3. Identification of Students with Special Needs and Communication with Them 3.07 0.90 3 17 
4. Coping with Peer Bullying 3.07 0.98 4 3 
5. First-Aid Training 3.06 0.98 5 8 
6. Training to Help Students Acquire Top Level Cognitive Skills 3.05 0.90 6 18 
7. Foreign Language 3.03 0.96 7 13 
8. Contemporary Teaching Approaches 3.02 0.92 8 6 
9. Practices and Approaches Related to Inclusive Students 3.02 0.92 8 17 
10. Child Psychology 3.02 0.97 9 4 
11. Stress and Anger Management 2.98 0.98 10 2 

As is seen in Table 6, the mean of the middle school teachers’ views ranged between M = 2.98 and M = 3.18. According to the 
middle school teachers’ responses, they mostly needed trainings in integration with the digital world, approaches towards gifted 
children, and identification of students with special needs and communication with them. In the nominal group study, middle-
school teachers stated that they respectively need trainings in classroom management, stress and anger management, coping 
with peer bullying, effective communication with students, and guidance skills. It was recognized that classroom management, 
effective communication with students, and guidance skills were not among the top 10 training needs stated by middle school 
teachers in the survey results. 

The Professional Development Needs of High School Teachers 

In the nominal group study, high school teachers identified 43 training subjects. For the placement of training subjects in the 
survey developed based on the nominal group study, the arithmetic mean and standard deviation values of the top 10 training 
subjects with the highest averages were calculated, and the analysis results are provided in Table 7. 

Table 7. Arithmetic mean and standard deviation values related to the professional development needs of high school teachers 

Trainings M SD Order of 
importance Nominal 

1. First-aid Training 3.34 0.75 1 13 
2. Special Education Methods 3.30 0.82 2 6 
3. Stress and Conflict Management 3.24 0.75 3 9 
4. Understanding Generation Z 3.24 0.88 4 16 
5. Motivation Training 3.20 0.82 5 5 
6. Information on the New Exam System (12th grade) 3.20 0.85 6 7 
7. Coping with Conflicts between Students (Managing Anger and Mediation) 3.18 0.79 7 2 
8. New Teaching Methods and Techniques 3.17 0.77 8 4 
9. Vocational Guidance related to the University Entrance Exam 3.16 0.81 9 9 
10. Coping with Addictions 3.11 0.79 10 16 

As is seen in Table 7, the mean of the high school teachers’ views ranged between M = 3.11 and M = 3.34. According to the 
high school teachers’ responses, the trainings that they need most are first-aid, special education methods, stress and conflict 
management and understanding Generation Z. In the nominal group study, high school teachers stated that they respectively 
need trainings in values training, coping with conflicts between students, assessment and evaluation, new teaching methods and 
techniques, and motivation. Also, it was seen that values training, assessment and evaluation, and new teaching methods and 
techniques were not included within the high school teachers’ top 10 training subjects. 

The Professional Development Needs of Special Education Teachers 

In the nominal group study, the special education teachers identified 35 training subjects. For the placement of training 
subjects within the survey based on the nominal group study, the arithmetic mean and standard deviation values of the top 10 
training subjects with the highest averages were calculated, and the analysis results are provided in Table 8. 

As seen in Table 8, the mean of the special education teachers’ views ranged between M = 3.17 and M = 3.42.  The special 
education teachers mostly needed trainings in changing problem behaviors, acquisition of language and speech skills for students, 
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and behavioral education for students with autism. In the nominal group study with special education teachers, to a certain extent, 
a variety of different findings were obtained in comparison to other findings within this study. For example, special education 
teachers stated that they respectively needed trainings in changing problem behaviors, daily life skills, sex education, preparation 
of individual education programs, and communication skills. 

Table 8. Arithmetic mean and standard deviation values related to the professional development needs of special education 
teachers 

Trainings M SD Order of 
importance Nominal 

1. Changing Problem Behaviors 3.42 0.84 1 1 
2. Acquisition of Language and Speech Skills for Students  3.30 1.03 2 6 
3. Behavioral Education for Students with Autism 3.29 0.97 3 7 
4. Awareness on Special Education Needs of Students  3.25 1.03 4 13 
5. Family Education 3.24 0.98 5 10 
6. Social Learning Method 3.23 1.03 6 9 
7. Puberty Characteristics of Handicapped Individuals 3.20 1.01 7 11 
8. Sex Education 3.19 1.06 8 3 
9. Joint Education for Different Handicap Types 3.17 1.00 9 9 
10. Education for Individuals with Multiple Handicaps 3.17 1.05 10 14 

The Professional Development Needs of Guidance and Psychological Counseling Teachers 
In the nominal group study, the guidance and psychological counseling teachers identified 60 training subjects. For the 

placement of training subjects based on the nominal group study, the arithmetic mean and standard deviation values of the top 
10 training subjects with the highest averages were calculated, and the analysis results are provided in Table 9.   

Table 9. Arithmetic mean and standard deviation values related to the professional development needs of guidance and 
psychological counseling teachers 

Trainings M SD Order of 
importance Nominal 

1. Solution Oriented Therapy 3.27 0.95 1 4 
2. Attention Tests 3.21 0.96 2 17 
3. Objective Tests Training 3.17 0.98 3 7 
4. Approaches Related to Raising Psychological Endurance in Students 3.13 0.81 4 15 
5. Implementation of Positive Psychology in Schools 3.13 0.92 5 8 
6. Intervention in Cases of Crisis such as Suicide, Death, and Grief 3.11 0.95 6 10 
7. Game Therapy 3.11 0.99 7 4 
8. Sex Education for Students Who Need Special Education 3.10 0.96 8 10 
9. Counseling Skills and Techniques  3.10 1.02 9 1 
10. Creative Drama 3.08 1.04 10 12 

As is seen in Table 9, the mean of the guidance and psychological counseling teachers’ views ranged between M = 3.08 and M 
= 3.27. They stated that the trainings they needed most were solution-oriented therapy, attention tests, and objective tests. In 
addition, approaches related to raising psychological endurance in students and implementation of positive psychology in schools 
were other training subjects stated as being needed at a high level. In the nominal group study, teachers stated that they 
respectively needed trainings in counseling skills and techniques, diagnosis and support of mental, psychological, and behavioral 
problems, peer-bullying, solution-oriented therapy, and communication skills. 

DISCUSSION AND CONCLUSION 

In this study a two-stage path needs analysis model was used to determine the professional development needs of school 
administrators and teachers working in Mamak as well as to what extent these groups needed the specific types of training they 
reported through this study. As a result of the data analysis, it was determined that the school administrators stated that they 
need “crisis management” training the most common within the nominal group study. Ng and Szeto’s study (2016) carried out 
with 32 newly appointed school administrators in which they found similar results to this study findings, that school administrators 
do not have the competency skills and knowledge for managing crises. The school administrators needed to develop themselves 
regarding the law, and in this respect, they stated that they need training in the matters of law to be provided by lawyers. In fact, 
the same was found in this study that the school administrators also stated that they needed training in basic law and 
administrative law. In addition, Bravender and Staub (2018) state that school administrators new in their careers should be 
provided crisis management training through simulations to help them make more effective decisions in future crisis situations. 
Also, the results of Karakuş and İnandı’s study (2018) show that school administrators who receive in-service training on crisis 
management view themselves as more competent in managing crises. This type of training may be more important than ever due 
to the COVID-19 crisis and the sudden changes experienced by schools during the global pandemic. It should be clear how critical 
it is for school administrators to receive adequate and effective training in crisis management.  
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Another remarkable finding was related to foreign language training which was not scored in the nominal group studies but 

did rank as the second most important need for school administrators as a part of the survey results. Similarly, this might be 
related to the project management process which was also highly demanded by school administrators. In fact, it is known that 
there is an increasing demand for international projects in schools such as European Union funded projects (Kesik & Balcı, 2016), 
which could explain for the high demand of foreign language training among school administrators. Therefore, providing foreign 
language training in line with the preparation, acquisition, and fulfillment of such projects might ultimately satisfy the needs stated 
by school administrators. 

In this study, it was seen that picture analysis and rhythm training which represent new tendencies in pre-school training; mind 
and intelligence games which aim at developing certain tangible skills of students through games; creative drama; rhythm and 
game therapy training, were all stated as being the most needed trainings by pre-school teachers. Likely, this reflects the teachers’ 
need for educating their students in line with contemporary tendencies. For example, the most frequently mentioned training 
needed by pre-school teachers was picture analysis which demonstrated the importance of presenting children with opportunities 
for expressing things not easily expressed verbally. In addition, Yüksel et al. (2015) state that the use of picture analysis can be 
beneficial for the learning and development of children. According to Toran and Yağan Güder (2020), pre-school teachers state 
that they more often participate in training related to their needs; therefore, it can be suggested here that top-level school 
administrators give priority to the training subjects most desired by teachers. Furthermore, this is important because it appeared 
from the responses by teachers in this study that they strive to develop their students in a multifaceted manner. 

Next, in the dimension of the study related to primary school teachers, it was seen that creative drama and robotic coding 
were considered as their important needs for teacher training. In addition, primary school teachers stated that teaching through 
games was also an important professional development need. As shown in the present study findings, contemporary teaching 
approaches regarding skills such as critical thinking, cooperative learning, efficient use of information and communication 
technologies, creativity and communication, which are defined as 21st century education skills (Partnership for 21st Century 
Learning, 2019), were given importance by pre-school and primary school teachers. In terms of primary school teachers, it can be 
stated that these teachers were up to date in identifying their training needs as well as were aware of the needs for educating 
students through contemporary means. For example, in a study carried out by the MoNE, Department of Research and 
Development of Education (2008), it was determined that classroom teachers successively need trainings in areas such as new 
pedagogic approaches, coping with stress, developing assessment and evaluation tools, education for special education students, 
teaching through games according to individual student differences, and use of new education technologies. In the time since that 
study took place, the needs of teachers’ have transformed into the use of top-level technological skills such as robotic coding. This 
is of course related to the expectations of each generation of students that teachers provide education regarding the latest 
technologies. Therefore, it can be stated that changes which take place over the years need to be matched by the training that 
teachers currently receive. In this respect, the teachers wish to have training regarding the use of technology in line with the 
requirements of the current technological needs showed similarities to other studies in the literature (e.g. Ergin, Akseki, & Deniz, 
2012; Fok et al., 2005; Gokmenoglu, Clark, & Kiraz, 2016). 

Furthermore, similarly to the training needs of pre-school and primary school teachers, it was understood that the need of 21st 
century skills was also a priority of middle-school teachers as well. Clearly, digital competencies have an important place in the 
interest areas of middle school teachers regarding teaching processes (Aksoy & Taşkın, 2019). As a result of this study, it was found 
that integration with the digital world as the highest rated training need according to middle school teachers’ responses. Following 
this, middle school teachers stated that they need trainings for providing a more effective teaching process for the students with 
special needs. Gokmenoglu, Clark, and Kiraz (2016) also found that teachers need trainings in numerous subjects of teaching 
students who need special education.  

It was a crucial finding of this study that high school teachers stated they mostly need for first-aid training. In addition, first-
aid training was listed as the top 10 training subjects needed by school administrators as well as considered important among pre-
school, primary, and middle school teachers. Importantly, the reason for the greater need by high-school teachers of first-aid 
training in comparison to other grade levels should be analyzed. In Alikasifoglu et al. (2004), 42% of the students state that they 
get into physical fights and some students expressed that these fights end in injuries. Therefore, this professional development 
need for teachers should be evaluated and more importance be given to violence management within schools. Another important 
training need for high school teachers is related to preparing students for university placement exam. In Turkey, this exam is an 
important threshold for individuals to realize vertical mobility within the society. As a result, teachers strive to prepare students 
to score as possible on the university placement exam so that the students can earn a spot into the best higher-education 
institutions. Thus, this can be stated as the basis for high school teachers’ need of training in motivation, new teaching methods, 
and techniques as well as arguing for a new and improved university exam system.  

Among special education teachers it was recognized from their statements that besides a need for training in behavior 
management, they also needed training in family education. In Karasu, Aykut, and Yılmaz’s study (2014), teachers who are working 
with mentally handicapped students expressed that they successively need training in teaching methods and approaches, behavior 
and classroom management, sex education, and family education. According to Konuk Er, Girgin Büyükbayraktar, and Kesici 
(2016), special education teachers need training about sexuality education for students and handling such issues when they face 
them. The researchers state that students and graduates of mentally handicapped education express that sex education is an 
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extremely important issue in their field (Dedeoğlu, Durali & Tanrıverdi Kış, 2004). Despite this, it was recognized that sex education 
is provided within the scope of “Puberty and Sex Education” lessons as an elective course within the special education 
undergraduate teaching program published by the Higher Education Council (2020). However, due to sex education training being 
listed among the top 10 training subjects needed by special education teachers, and similar emphasis being made by guidance 
and psychological counseling teachers the sex education lesson should be a mandatory part of teacher education instead of being 
an elective course.  

The guidance and psychological counseling teachers stated that they mostly needed training in solution-oriented therapy. In 
fact, it is concluded in studies within the literature (Arslan & Akın, 2016; Nedim Bal & Kaya, 2017) that the therapy method is 
effective in terms of reducing many of the problems that students experience. The guidance and psychological counseling teachers 
expressed that any application to be made in order to understand the value of their field better is important. In addition, the 
importance of teachers in-service training is underlined in the literature dealing with the professional development of guidance 
and psychological counseling teachers (Bengisoy & Özdemir, 2019). As a result, the training needs of guidance and psychological 
counseling teachers should be taken into consideration as a guide in terms of the implementation of specific training needs. 

Similar to the criticisms directed at professional development studies in different countries, teachers in the seminar period 
define themselves not as a carrier of knowledge, skills, and experiences, but as passive recipients of the trainings (Quiroz & Secada 
2003; as cited in Passmore & Hart, 2019). In addition, a professional development program which is provided in a rapid-fire and 
intense manner because the aim is to present as many subjects as possible within a limited amount of time can cause 
disappointment and frustration among teachers, which is similar to the feelings administrators and teachers have regarding their 
professional development expectations (Pharis et al., 2019). However, in an age in which change and transformation take place in 
such a speedy manner, professional development should become a part of educators’ daily activities and should be an inseparable 
part of school culture (Bubb & Earley, 2007; as cited in Tuli, 2017). Therefore, as Aydın (2011b) states, a system which handles 
teachers’ in-service training at the central, local, and school levels as well as universities should contribute to this process for all 
the needs of educational institutions, school administrators, teachers, and students and their families. 

In this study, an approach which deals with how and through which processes the needs of school administrators and teachers 
at the district level can be identified as presented. In this respect, it will be possible to identify the needs of these two important 
stakeholders within the educational system depending on their personal participation and views as well as the ongoing 
development of in-service training programs. As these participatory processes are followed, it should allow school administrators 
and teachers to attend these training activities more often as well as implement what they have learned. Finally, in the findings 
of this study it was shown that the results of the nominal group study and the surveys differed for all groups who had participated. 
Therefore, this proves that a single technique is insufficient for professional development needs analysis and that many differing 
techniques should be utilized in combination to understand better and address this important issue. In future studies, an analysis 
can be carried out regarding to what extent school administrators and teachers see themselves as adequately trained and qualified 
in the identified training subjects as well as what level of need exists for these types of training to occur. In addition, it may be 
possible to conduct in-depth research on the most needed topics in each participant group. For example; it is seen that school 
administrators need leadership the most. Points, such as what deficiencies they see in themselves regarding leadership, can be 
determined with surveys/questionnaires to be developed. This study may use a starting point for policymakers to plan trainings 
based on the need of school leaders and teachers. In accordance with these results, policymakers and/or practitioners may 
develop projects and activities, related to the priority subject areas of this study, aimed at improving schools. However, this 
research is limited to the views of school administrators and teachers working in one district of Ankara. Therefore, it includes the 
views of people working in schools with a similar socio-economic status. For this reason, it may be suggested to apply the surveys 
more widely.  

In conclusion, the aim of this study was to identify the training needs of school administrators and teachers and to what extent 
these groups needed the identified trainings. The results of the study have enabled a comparison between the educational needs 
of school leaders and teachers at all levels. The findings have revealed that while school administrators and teachers need core 
skills (e.g. leadership) related to their fields. They mostly need contemporary training subjects (e.g. foreign language education, 
communication with the digital world, and robotic coding) to keep up with the times, but most importantly, the school 
administrators, pre-school, primary, middle and high school teachers all need first-aid trainings. This may explain the current 
situation of the schools and indicate the necessities of educators in terms of changing behaviors of students. In addition, pre-
school, primary and the guidance and psychological counseling teachers all need creative drama, which can be used to respond 
to students’ needs in a more engaging manner. Furthermore, it is discovered that the nominal groups and the group to which the 
survey was applied have different priorities when it comes to professional development needs. This may indicate that the methods 
by which the majority's views will be obtained need to be followed in order for the trainings need to be planned to be widely 
accepted. 
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