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Abstract

Revolution history research involves many elements—such as the teacher, student, course
curriculum, and textbook—presenting the solutions in the context of the current situation. With the
research question “What are the opinions and suggestions of teachers of the Secondary Education
Turkish Republic Revolution History and Kemalism course about the new curriculum?”, this research
examines the fulfillment of the 2018 Secondary Education Turkish Republic Revolution History and
Kemalism Course Curriculum by the case study methodology. In this context, a questionnaire
consisting of 18 open-ended questions covering the basic components of the curriculum, such as
objectives, content, instructional methods, and evaluation was developed. The questionnaire was
administered online in two academic semesters to 25 history teachers working in public and private
secondary education institutions affiliated with the Ministry of National Education (MEB) in Cankiri
who were teaching the Turkish Republic Revolution History and Kemalism course. In the current
research, the following conclusions were drawn: the duration of weekly course hours limits the
fulfillment of course goals and learning outcomes, depth of content presentation, and instructional
methodologies used; teachers have primarily favorable opinions about the objectives, but they
identify some factors that limit the achievement of the objectives; teachers draw attention to the
borders of the course, newly added topics, and the chronology in the determination, organization,
and dealing with the content; although it is stated that more than one teaching method can be used
in the instructional process, generally direct teaching is used; the traditional and alternative
approaches are preferred together by indicating variety in the evaluation; teachers explain mainly
methodological phenomena in the strengths of the curriculum, however they make explanations that
focusing on content component, in comparison of the curriculum with the previous curricula, and on
the weakness of the curriculum.

Keywords: history education, Turkish Republic Revolution History and Kemalism, opinions of
teachers

Introduction

History teaching played a key role in the nation-state building process in the early
years of the Turkish Republic. In light of this, new courses and curricula have been prepared
to train young people who adhere to the principles of revolution. Revolution history is at the
beginning of these courses. The idea of “revolution history” emerging as a part of historical
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identity, the natural function attributed to the course as part of citizenship education, and
the aim of protecting Turkish youth against the rising totalitarian regimes and other
ideologies in Europe were the three important reasons for the emergence of the Revolution
History course (Yilmaz, 2006).

Since the initial years of the Republic, like the changes in the name of the revolution
history course, revisions have been made in its curricula. The Secondary Education Turkish
Republic Revolution History and Kemalism Course Curriculum was last changed in 2018 with
decision number 45 of the Board of Education (MEB, 2018a). With this decision, the
curriculum numbered 228 in 2010 (MEB, 2010) and the curriculum numbered 68 in 2017
(MEB, 2017) was abolished, and the new curriculum was implemented as of the 2018-2019
academic year.

Since the 1990s, systematic research has been conducted in history education in
Turkey (Safran, 2014). Research with history instructors from primary to higher education
holds a special place and importance because teachers are the most important stakeholders
of the educational environment, like students, curriculum, and textbooks related to
teaching. Studies in the literature identify the problems experienced by teachers during
history instruction (Bal, 2011; Sadik Yilmaz and Avci, 2018; Yildiz, 2003), the developed
history course curricula, and teachers’ opinions (Aktas, 2020; Aktekin and Ceylan, 2012;
Turan, 2018; Simsek, 2016, 2017), as well as the instructional methods and techniques
suggested by the curriculum, assessment tools and methods, and teachers’ views and
approaches in using them (Karakus, 2020; Kaya, Giiven, Akkus and Giinal, 2013; Oztas, 2017).
Teaching revolution history is a part of history teaching because it deals with some unique
problems of recent history (Yilmaz, 2005). According to Recep Peker, who is one of the
people teaching the revolution history course first, how to teach the revolution history that
aims both “instilling the Turkish main belief in the youth” and, accordingly examining the
conditions preparing the foundation of the Republic of Turkey and the fundamental ideas of
the Republic is an important issue (Baykara, 1981; Kaymakci and Er, 2009). Research about
teachers of revolution history reflects identifies unique situations and problems related to
teaching within context of the course (Cencen and Akca Berk, 2014; Doganer, 2005;
Emiroglu, 2005; Metin and Oz, 2019; Oztiirk, 2005; Sertkaya, 2005; Sever, 2017; Sunay and
Tasgin, 2020; Simsek and Giler, 2013; Tangll, Tosun and Kocabiyik, 2014; TTKB, 2020). In
the current studies, it is seen that the variables about teaching are in interaction with each
other. For example, students might have difficulties with the course concepts (Yelbas, 2011),
and these difficulties can influence their approach to the course with the affective
characteristics, such as attitudes regarding the course, motivation, and anxiety (Kilinckaya,
2013). In addition, the primary problems related to the course could be that it is considered
a regime course, but they might also be related to the textbook, teacher, individual
differences of the students, or levels of student development and beliefs (Akbaba, 2008).
Furthermore, it was identified that direct teaching of the content using a traditional method,
and the limited use of methods such as research, examination, field trips, and observation in
secondary education revolution history courses had roles in student expectations for this
course in higher education (Doganer, 2005). In the teaching of revolution history, based on
the curriculum at the relevant education level, presentation of the content determined in
line with the objectives to students with appropriate teaching methods and techniques, and
their gain the cognitive, affective, psychomotor characteristics, achievement of field-specific
skills and competencies at the desired level, and determination the opinions of the teachers
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who play executive roles in the appropriate evaluation of them become even more
important in terms of identifying and solving the difficulties experienced in this period.

A curriculum is “a mechanism of experiences that covers all the activities related to
the teaching of a course that is planned to be taught to the individual at school or out of
school” (Demirel, 2012, p. 6). “Objectives,” “content,” “instructional methods,” and
“evaluation” are the four basic components of a curriculum. These four basic components
interact with each other, and a decision about one of them depends on the others. For this
reason, a curriculum is required to answer the following questions: “What should be done?”,
“What should the subject area contain?”, “Which instructional strategies, resources, and
activities will be used?” and “Which methods and measurement tools will be used to
evaluate the results?” (Demirel, 2012: 53). Each revision made about curricula shapes the
preparation and teaching of the course instructors. It is thought that this research would be
valuable to guide researchers, instructors, and curriculum developers and allow them to
make revisions by determining the current status based on the research question “What are
the opinions and suggestions of teachers of the Secondary Education Turkish Republic
Revolution History and Kemalism course about the new curriculum?”

Method

Research Design

In this research carried out with the case study methodology, the status of the
fulfillment of the 2018 Secondary Education Turkish Republic Revolution History and
Kemalism Course Curriculum was examined with the second dimension of Demirel’s
Analytical Program Evaluation Model (Demirel, 2012) by getting the opinions of the
stakeholders of the curriculum, who are the history teachers using the curriculum and
teaching the secondary education Turkish Republic Revolution History and Kemalism course.

A case study can be conducted by either a “qualitative or quantitative approach”
(Yildirnm and Simsek, 2005: 77). This case study, which aims at a “holistic interpretation of
the environment and events that are the subject of the study” (p. 277), was conducted in a
naturally formed environment. Therefore, the status of the new curriculum in practice was
investigated qualitatively with “situation analysis” (Blyukoztirk, Kihg Cakmak, Akgin,
Karadeniz, and Demirel, 2014: 249) by focusing on the teachers using the program.
Data Collection Instrument

One of the data collection instruments that can be used in descriptive qualitative
research is a “questionnaire” (Blylikoztirk et al., 2014: 248). Open-ended questions can be
used in a questionnaire to allow participants to answer the questions freely, thus obtaining
broader and more detailed information on the subject (Blyukoztirk et al., 2014). In this
study, a questionnaire consisting of 18 open-ended questions and covering the four
components of a curriculum was developed by the researcher.

Initially, 21 questions were prepared, and the number of questions was reduced to
14 questions by rearranging them in accordance with the opinion of an expert in the field of
revolution history/education. Expert opinion is one of the most important phenomena to
ensure internal validity by eliminating bias. For this reason, the expert opinion form and the
guestionnaire consisting of 14 open-ended questions were sent to 3 experts in the field of
social studies/history education. Each expert examined the content and face validity of the
guestions by considering the expert opinion form in terms of relevance to the aim, scope,
clarity, and intelligibility of the questions, need for rearrangement, need for addition or

Turkish History Education Journal, May 2022, 11(1), 21-43




Opinions of teachers on the 2018 secondary education Turkish Republic Revolution

removal, appropriateness of the response time (30—45 minutes) and other issues, and then
gave their feedback to the researcher. After examining all feedback and making the
necessary adjustments, the researcher sent the finalized form of the questionnaire with 18
guestions and the expert opinion form to one of the three experts whose opinions were
previously gathered. The validity of the questionnaire was ensured after getting opinions on
the appropriateness of the 18-question data collection instrument by examination by an
expert again and the questionnaire form was finalized.

Implementation of a questionnaire via computer is a preferred method in recent
years (BlUylkoztlirk et al., 2014), and it facilitates access to participants in different
environments. The questions were transferred to the electronic environment with an
internet page in a way that would not limit the teachers’ explanations, and an address link
was created. In this study, the questions in the implemented questionnaire form are in
Appendix 1. They were implemented online in two academic semesters, 2020-2021 spring
and 2021-2022 fall, to history teachers who teach the Turkish Republic Revolution History
and Kemalism course.

In this qualitative research, the precautions considered for validity and reliability
(Yildinnm and Simsek, 2005) are as follows: (1) to get feedback from the experts by “peer
debriefing” for providing the appropriateness of the questions used in this research—both
technically and what was investigated—and the appropriateness of the codes for data
analysis; to confirm whether the data is dependent on a period by “prolonged engagement”
by pursuing the research for two academic semesters and collecting data until data
saturation; to prevent subjective assumptions or misunderstanding in the data by “member
check” by sharing general meanings extracted from the data with a research participant was
the precautions taken to ensure credibility (internal validity). (2) using “purposive sampling”,
not including all history teachers in the study, but specifying with only the teachers who
teach the Turkish Republic Revolution History and Kemalism course, and presenting the
explanations of the teachers by “direct quotations” were the precautions taken to ensure
transferability (external validity) of the conclusions. (3) In the data collection process, asking
guestions online and electronically recording the process as “being the same for the
participants” and the researchers “ensuring that the coding does not change according to
time and person” at the beginning of the data analysis were the precautions taking to ensure
dependability (internal reliability). (4) “keeping of data,” which was electronically obtained,
and providing a “detailed description” of the research procedure were the precautions taken
to ensure confirmability (external reliability).

Study Group

This research aims at determining the opinions of teachers using a qualitative
approach, the sample was determined by “purposive sampling.” In the research, maximum
variation sampling was preferred to provide various information about the case, so that it
was aimed to reach history teachers who teach Turkish Republic Revolution History and
Kemalism courses in different styles of schools (e.g., private and public), various types of
high schools (e.g., general high school, vocational high school, science high school, etc.), and
in various regions (e.g., province, district, etc.). The study group was determined with
describing the case in a wider framework by revealing a pattern and providing clues about
the population, without the aim of generalization (Biylikoztiirk et al., 2014). 25 history
teachers working in public and private secondary education institutions affiliated with the
Ministry of National Education (MEB) in Cankiri province and were teaching the Turkish
Republic Revolution History and Kemalism course participated in the research. 28% (N=7) of
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the teachers participating in the research were female, and 72% (N=18) were male. The
majority of the teachers (64%, N=16) had more than 15 years of professional experience.
The teachers with 6-15 years of professional experience followed (24%, N=6), and the
percentage of teachers with 0-5 years of professional experience was 12% (N=3).

Within the scope of the research, “Ethical Permission” was obtained from Hacettepe
University Ethics Commission (Hacettepe University Senate Ethics Commission, 23.02.2021).
After obtaining the ethical permission, to be able to administer the questionnaire to history
teachers working in secondary education institutions affiliated with the MEB and teaching
the Turkish Republic Revolution History and Kemalism course in 12t grade, it was submitted
together with the Ethical Permission taken from Hacettepe University and other necessary
documents to the Cankiri Provincial Directorate of National Education. Then the research
was started by obtaining “Permission for Implementation” (27.04.2021, E-57270673-605.01-
24671902). The ethical issues such as obtaining permission of the participants with consent
form by stating the aim of the research, stressing participants could withdraw from the
research at any time, and ensuring the participants would not be harmed physically,
mentally, or psychologically by the questionnaire to be implemented in the research, and
expressing that the information of the participants will be kept confidential and the data will
be used only for scientific purposes were considered (Fraenkel and Wallen, 2000). In the line
with these issues, the participants participated in this research by electronically approving
the research consent form.

Analysis of Data

A data file was created for each teacher by coding the data containing the opinions of
each teacher as T1 (Teacher 1), T2 (Teacher 2) ... T25 (Teacher 25). Data files prepared for
data analysis were subjected to content analysis, which is “a systematic, repeatable
technique in which some words of a text are summarized with smaller content categories
with codings based on certain rules” (Blylikoztlrk et al., 2014: 240). Sampling, developing
categories, determining the unit of analysis, and quantification steps were followed in the
content analysis (Bailey, 1982 as cited in Yildirrm and Simsek, 2005). In the sampling stage,
all of the answers given by 25 teachers to the 18 questions in the questionnaire form were
included in the analysis. In developing the categories stage, a coding table for the analysis of
teacher opinions was constructed by considering the four basic components of the
curriculum (Appendix 2). In determining the unit of analysis stage, the entire answer (word,
phrase, sentence, or paragraph) given by the teacher to a question was included in the
analysis as an analysis unit. Finally, in the quantification stage, in addition to the qualitative
findings emerging in the teacher opinions, quantitative findings (number) were also
presented. Thus, the findings of the status of the new curriculum in practice were presented
descriptively by determining the opinions about the curriculum.

Findings

Opinions of Teachers on the Objectives of the Curriculum

The first question within the scope of the “objectives,” which is the first component
of the curriculum, focuses on determining the opinions about the Secondary Education
Turkish Republic Revolution History and Kemalism course goals. The remaining 4 questions
aim to identify the opinions about the scope and quantity of the learning outcomes, their
clarity, the domains and levels of Bloom’s Taxonomy, and the explanations such as
limitations and warnings in the learning outcome statements.
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The first question posed to the teachers was, “What are your ideas about the goals of
the new curriculum?” While 17 of the 25 teachers gave favorable responses, 3 teachers
answered with “no opinion” or “I have no idea,” and 5 teachers gave unfavorable answers.
Some of the favorable opinions given about the goals of the curriculum were as follows: “I
think that it meets the objectives for students to grasp national values, reflect them on their
lives, and raise responsive citizens by gaining national consciousness.” (T4). “Favorable. They
are intended to understand the present day by learning historical events.” (T9). “Actually,
the goals were well-defined. However, | think it is necessary to reduce the time problem for
the course to provide them.” (T12). “I find them favorable in terms of national history,
national identity and raising moral, virtuous, disciplined, patriotic and loyal youth.” (T19).

It is seen that the teachers who express favorable opinions find the course goals
favorable generally in reflecting the national history, national identity, and national values.
However, although their opinions are favorable, the short duration of the course made
limitations in students gaining these values was also stated by 2 of the teachers. Some of the
unfavorable opinions of teachers on the goals of the curriculum are as follows: “They are
unfavorable because of shortenings in the course goals aiming to raise a Kemalist youth and
following his ideas.” (T20). “Goals are too theorized; there is no implementation.” (T21).

The teachers mostly stated their favorable or unfavorable approaches to the course
goals and they explained history and knowledge of historical methodology, historical
thinking skills, the nature of the science of history, and citizenship attitudes and behaviors of
the 2018 curriculum and aimed that students gain in a limited way.

In another question, the teachers were asked about their opinions on the scope and
guantity of the learning outcomes in the new curriculum. While 12 teachers thought the
scope and quantity of the learning outcomes were sufficient, 6 teachers thought they were a
bit much. Conversely, 4 teachers found the scope and quantity of the learning outcomes
insufficient, 1 teacher stated the imbalance in scope and quantity, 1 teacher did not
respond, and 1 teacher gave an irrelevant answer.

Teachers who thought that the scope and quantity of the learning outcomes were
sufficient gave responses composed of short expressions, such as “Good and sufficient.”
(T1), “I think 33 learning outcomes in the 2018 curriculum are sufficient.” (T11), “The scope
and quantity of the learning outcomes are appropriate.” (T15), and “The learning outcomes
and their quantity are sufficient.” (T17). On the other hand, the teachers who found the
scope and quantity of the learning outcomes excessive made explanations by referring to
their reasons. Some of these responses are as follows: “They are excessive according to the
duration of the course hours.” (T2). “The learning outcomes are too much; two hours weekly
are not enough.” (T10). "I think that there are too many learning outcomes for the 12 grade
Revolution History course; for this reason, it is impossible to gain all of them.” (T12). “I think
the scope and, accordingly, the learning outcomes are broad. | have to express that the
topics of the units and related learning outcomes common with CTDT [Contemporary
Turkish and World History] course make focusing on the topics and learning outcomes of the
National Struggle, Young Turkish Republic, reforms, and Kemalism difficult.” (T14).

In these explanations, some teachers stated that the quantity of the learning
outcomes was excessive when they compare them with the course hours, while others
stated that it was excessive without specifying the duration of the course hours. The
opinions of some of the teachers who explained that the scope and quantity of the learning
outcomes were insufficient are as follows: “I think that much more place should be given to
the heroes of the National Struggle.” (T4). "Not enough. In particular, | think that the
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preparation process of our War of Independence was not given enough weight and that it
did not adequately reflect the attitude of the Istanbul Government towards the National
Struggle movement.” (T5). “Some of the topics can be given a place in more detail, such as
the War of Independence, the Life of Atatlrk.” (T8).

The teachers who stated that the scope and quantity of the learning outcomes were
insufficient thought that some topics should be covered more in the course content by
emphasizing mainly the relationship between learning outcomes and content. About this
guestion, 1 teacher pointed out the unbalanced distribution by explaining that the scope and
qguantity of the learning outcomes are larger in some topics and smaller in others. In
addition, she stated that the historical background of the topics was not given. This teacher’s
response is as follows: “Unfortunately, there is no balance; some of the topics were given
too much and some of them were too little. For example, it was supposed to be the topic of
the intellectual movement in the revolution history and the Committee of Union and
Progress had to be given in more detail. Tripoli was stated as the first war, in which Mustafa
Kemal participated during his military life. What the Tripoli War was could have been
explained in more detail. If the child is wanted to make an analysis and synthesis,
preliminary knowledge is required for this.” (T25).

The teachers were asked about their opinions on the clarity and explanations of the
learning outcomes in the new curriculum. 16 teachers stated that the learning outcomes in
the curriculum were clear, and 11 teachers stated that the explanations of the learning
outcomes facilitated the comprehensibility of the learning outcomes. Some of the responses
were “Learning outcome statements were given clearly and understandably.” (T4) and
“Explanations about the learning outcome statements have a positive effect on
understanding the learning outcome.” (T18). On the other hand, 9 teachers made comments
about the clarity and explanations of the learning outcomes, such as “It should be more
understandable. We have problems about them as the teachers having professional
experience of more than 15 years.” (T23) and “It could be clear.” (T24). They stated that
learning outcome statements and explanations must be clearer.

While explaining the clarity of the learning outcome statements, it is seen that the
teachers evaluated all 33 learning outcomes in the 2018 curriculum by considering the clarity
holistically, not each learning outcome statement. In addition, 1 teacher (T25) draws
attention to the targeted student group and states that the learning outcomes and their
explanations should vary according to the different types of schools in which the students
are educated. Compared to the learning outcomes, the low number of teachers finding the
learning outcome explanations clear may be due to their negative experiences in evaluating
these explanations during the teaching process.

Another important phenomenon about the objectives is which characteristics the
objectives aim to help students gain in the cognitive, affective, and psychomotor domains
and their levels in these domains. In this context, 4 teachers expressed “normal,”
“successful,” “sufficient,” and “positive” for the question “What are your opinions on the
learning outcomes in the cognitive, affective, and psychomotor domains in the new
curriculum?” 14 teachers assessed the learning outcomes in terms of appropriateness for
the cognitive, affective, and psychomotor domains. Alternatively, some teachers emphasized
the cognitive domain and spoke about the necessity and appropriateness of affective and
psychomotor domains. Some of these explanations are as follows:

“Different from the previous curriculum, the learning outcomes are considered not
by topic but by title, and | think that this makes it difficult to gain the learning outcomes for
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the students because the students always have problems in making connections between
the topics. This means that | think they have difficulties in the learning outcomes in the
cognitive domain.” (T12). “Due to the nature of the course, learning outcomes are centered
in cognitive and sometimes affective domains.” (T14). “I believe that since history courses
are mainly verbal courses, they address the learning outcomes in cognitive and emotional
domains more. They are a bit weak in psychomotor skills." (T19).

Four teachers gave responses on student preparation or associating with daily life in
a general manner, and 3 teachers left this question unanswered as “no comment” or “no
answer.” It can be said that the teachers assessed the domains and levels of the learning
outcomes disconnected from each other in their explanations of the domains of Bloom's
taxonomy.

Opinions of Teachers on the Content of the Curriculum

For the questions about “content,” the 1%, 2", 4" and 6™ questions were about
determining the content (scope), the 3™ question concerned the arrangement of the
content, and the 5" question was about dealing with the content. The first two questions
about determining the content were about discovering the teachers’ opinions on whether
there are topics that should be added to the new curriculum and whether there are any
topics that should be removed. In this context, about the topics that should be added to the
curriculum, 9 teachers thought that the topics were sufficient and that there are no topics
that should be added to the curriculum content. These teachers gave their answers as “no,”
“not,” “adequate,” “the topics are sufficient,” and “I think not,” briefly stated. Additionally, 2
teachers gave irrelevant answers to this question, 3 did not answer, and 11 teachers
expressed their opinions that topics should be added to the curriculum content. Some of the
opinions are as follows: “Revolutions made in the economic field can be made wider.” (T3).
“l think that the Revolution History course should be started with the reforms of the last
period of the Ottoman State. | believe that this is important for the difference between
reform and revolution to be grasped.” (T4). “The rebellions that broke out during the trials of
the multi-party regime should be added.” (T10). “Where are we going to give start this
course? Did dress code innovation only begin with the Republic? Where will we put Mahmut
II’'s innovations? Therefore, topic integrity should be ensured. All this should not be left to
the personal opinion and own world of the teacher. It should take its place in curricula and
textbooks.” (T11). “Especially caught my attention that since there are too many learning
outcomes in the revolution history course, | think the removals about the topics of the
Atatirk period were too much. For this reason, | think that these should be reintroduced.”
(T12). “The importance is given to rural development and Village Institutes.” (T16). “The last
period of the Ottoman State, starting from the beginning of the XIX. century to the mid-XX.
century.” (T17). “The rebellions that prevented the transition to the multi-party period
should be added to the content again.” (T20). “For example, if capitulation is to be told, |
would like its historical background to be briefly explained. Because the revolution history is
not separate from the Ottoman history, and thus both the background can be provided, and
the target can easily be built.” (T25).

The teachers who expressed their opinions about adding a topic drew attention to 3
points. These were: (1) Including the topics of Turkish history of modernization into the
curriculum to ensure the integrity of the topics, (2) the topics of preventing the transition to
multi-party political life that existed in the 1981 (MEB, 1981), and 2010 (MEB, 2010)
curricula, the Sheikh Said Rebellion, and the Menemen/Kubilay Incident, be added again in
the 2018 curriculum, and (3) from the rural development to the establishment of heavy
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industry in the Atatiirk Period (1923-1938) and their impact on the country’s economy is
needed to be given more place. Furthermore, together with the addition of the topics
related to the determination of the content, three teachers (T4, T11, T17) drew attention to
where the boundaries of the course should start.

On the topics that should be removed from the content, 9 teachers briefly stated that
there were no topics needing to be removed by responding “no,” “not now,” “not,” and 5
teachers did not answer. Instead of removing a specific topic, 2 teachers explained that the
content could be simplified, and the number of topics could be reduced for vocational high
schools. Additionally, 9 teachers stated that the following topics could be excluded from the
curriculum’s content. Some of the opinions are as follows: “I think that the Cold War and
Softening Period, and topics after them can be removed in the Revolution History course in
12t grade, or the number of learning outcomes in these topics should be made less.” (T12).
“The Cold War Period.” (T13). “If the units after the topics of World War Il and its effects in
Turkey and the world are removed, the period of 1914-1945 could be taught in a more
comprehensive and detailed way so that more permanent learning will take place.” (T14).
“The topics after 1960 should be removed.” (T20). “The topics after 1980.” (T21). “The topics
of the contemporary world existing in the T.C. [Turkish Republic] revolution history.” (T25).

When examining the topics that the teachers stated that should be removed, it is
seen that teachers’ responses, such as “The topics after 1960 should be removed,” “The
topics after 1980,” and “The topics of the contemporary world existing in the T.C. [Turkish
Republic] revolution history” are about the borders of the Turkish Republic Revolution
History and Kemalism course. One of the teachers thinking some topics should be removed
(T11) indicated that not each topic from the recent history should not be included in the
curriculum, especially the topics of the 8" unit could be dealt with at the university level.

In determining the content, the teachers were also asked about their ideas regarding
the newly added units and topics in the curriculum. 2 teachers said they had no idea and
gave an irrelevant answer, 2 did not give any answer, and 11 teachers had favorable
opinions about the newly added topics and units. Some of these responses were as follows:
“The addition of current topics has been good.” (T2). “I find it very successful that some of
the Contemporary Turkish and World History course topics have been added to the
curriculum... These added topics need to be compatible and integrated with the exam
topics.” (T4). “It has been better for understanding recent history.” (T9). “I find it favorable
for relating the history topics with the recent history.” (T19). It is seen that one teacher
expressed a favorable opinion by talking about the new topics and concepts added to the
existing units in the 1981 and 2010 curricula rather than the units added for the first time. “It
is sound to mention the Kut al-Amara Victory in the Iraqi Front and the Defense of Medina. It
is very nice to emphasize those who contributed in different ways to the National Struggle
period... It is good to touch on the general characteristics and political effects of fascism,
Nazism, communism, socialism, liberalism, and capitalism.” (T11).

Ten teachers who presented unfavorable opinions about the newly added topics to
the curriculum explained the reasons as being that the course’s time was insufficient, the
topics did not attract students’ attention, or too many topics were added. Some of these
responses are as follows: “They do not attract the attention of the student.” (T13). “The
scope of the new curriculum of T.C. [Turkish Republic] Revolution History and Kemalism
course has been expanded by increasing the topics and adding the CTDT [Contemporary
Turkish and World History] course units as common topics. This situation makes the teaching
of the course difficult, and the units have to be passed quickly. Especially, not enough time
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can be allocated to the topics, such as the National Struggle and Atatiirk's principles and
reforms, which are the main core of the course.” (T14). “A bit much.” (T15). “Newly added
topics have taken the course away from its nature.” (T20). Two teachers (T18, T25) who
expressed unfavorable opinions about the newly added topics drew attention to the
difficulty of providing objectivity, especially on topics related to very recent history.

In the answers to the 1%, 2" and 4% questions examined within determining the
content of the curriculum, it is seen that the teachers responded without drawing specific
attention to the phenomena, such as the relationship of the content with the objectives, its
suitability for student level, validity, reliability, scientific nature, economy, and self-
sufficiency. The phenomena such as linking topics and their comprehension, relating to life in
terms of gaining national and spiritual values, or meeting student needs are mentioned
implicitly and to a limited extent. Another significant point in this section was the
explanations of some of the teachers regarding drawing the boundaries of the course, that
is, where the topics should start and where they should end. Some of the teachers expressed
their ideas about the scope of the course considering the beginning of the course (T4, T11,
T17), and some of them about the end of the course (T11, T14, T17, T20, T21, T25).

Another point considered regarding the determination of the content was the unit
analysis. For this purpose, teachers were asked to state their opinions about whether the
time allocated for the units and learning outcomes was sufficient. 15 of the 22 teachers who
answered the question stated that the time was insufficient. One of these teachers stated
that the duration of the course hours should be increased as follows: “Two hours per week
are really short for the teaching of this course and planning should be at least 4 hours.”
(T14). Furthermore, some teachers who think that the time is insufficient also commented
on the imbalance in the number of learning outcomes and the distribution of time, and the
lack of time in general. 7 teachers who answered this question stated that the time allocated
for the units and learning outcomes was sufficient. However, 3 of these teachers stated that
the time distribution was wrong, even though the time was sufficient. The teachers’
responses are in the form of a holistic evaluation, and it is seen that they do not evaluate the
duration of lesson hours determined for each unit and learning outcomes by giving specific
examples.

The 3 question in this section was about the arrangement of the content and aimed
to determine the teachers’ ideas about the distribution, balance, integration, and sequence
of the topics in the new curriculum. The content’s arrangement is as important as its
selection and is based on the organization in line with psychological principles for the
sequence of the topics to be taught in time, the distribution of the topics, the balance, and
their relationship with each other. For example, linking all kinds of knowledge and
experience in the curriculum, using what is learned in one lesson in another lesson, the
effect of new additions or removals on the existing structure, and ordering from simple to
complex, from concrete to abstract, from easy to difficult by taking into account the level of
development of the learners are related to this part.

Of the 23 teachers who answered this question, 14 had favorable opinions on the
arrangement of the curriculum content. These teachers evaluated the relevant issues
holistically and gave the following answers, briefly: “appropriate,” “very good,” “favorable,”
and “no problem.” On the other hand, 9 teachers had unfavorable opinions on the
arrangement of the curriculum’s content and stated what these negative aspects were in
their explanations. In these statements, mostly the “chronology” and the issues related to
the new topics within the scope of the “Contemporary Turkish and World History” course
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draw attention. Some opinions are as follows: “I think it is necessary to arrange the events in
chronological order.” (T5). “Attention should be paid to the chronology; this situation is also
reflected in the books.” (T11). “Starting from the 4™ Unit, which is “Turkey and the World in
the interwar period,” almost the same topics are taught with the topics of CTDT
[Contemporary Turkish and World History], and it is repeated.” (T14). “The events and
phenomena should be ordered according to their historical flow.” (T17). “Since the topics in
the textbook are thematic, the order is problematic... There is a linking problem, it is due to
including too much content.” (T25).

In this section, which is about dealing with the content, teachers were expected to
evaluate the chosen and organized content within the framework of qualifications and skills
specific to the field, values, and competencies. 21 teachers answered this question, and 13
teachers briefly described dealing with the content within the framework of qualifications
and skills specific to the field, values, and competencies as “good,” “there is no problem,”
appropriate,” and “it is linked with the learning outcomes.” In this question, 5 teachers
stated the detail in dealing with the content and their unfavorable opinions on strengthening
it further. One of these teachers explains the effect of the content in his negative approach
as follows: “Because the topics are covered in a short time and without going into details, |
have to state that there are some points that we lacked in developing adequate analysis,
synthesis, evaluation and interpretation skills in our students.” (T14). On the other hand, 3
teachers emphasize the importance of putting the skills, qualifications, competencies, and
values specified in the curriculum into practice for the process of gaining students: “When
the program is examined overall, it is observed that it has a structure associated with daily
life. However, if the teacher does not present his/her skills and abilities to the students in his
classes at this stage, the practicality of the curriculum in this context will be disputable.”
(T4). “Understanding the skills, including accessible values, and applying them to life is
clearer.” (T9). “The applicability is more important than their existence. | think they exist, but
they cannot be implemented.” (T25).

These teacher statements about dealing with the content mostly show that although
they did not specifically refer to the qualifications and skills specific to the field, values and
competencies, they took into account the emphasis in the curriculum, and also showed that
some of them had concerns about its applicability.

Opinions of Teachers on the Instructional Methods in the Curriculum

In the question about the “instructional methods,” teachers were asked to explain
which instructional methodologies and technigues the new curriculum encourages using.
While the teachers were answering this question, they stated that more than one
instructional method could be used together in revolution history instruction based on the
new curriculum, traditional and alternative methods could even be used together. Some
examples of teachers stating that more than one method can be used together are: “Direct
teaching, question-answer and discussion.” (T14), “Examination, research, analysis” (T16),
“Expression, research, on-site learning.” (T17), and “Discovery, induction, the student's
discovery of knowledge.” (T23). Among these methods, while 10 teachers clearly stated that
they turned to the “direct teaching” method, 3 teachers indirectly mentioned the use of the
traditional teacher-centered direct teaching method in the Turkish Republic Revolution
History and Kemalism course by expressions such as “shortage of duration and the topics
being too many and detailed,” “intense information overload,” and “teacher-centered.”

In their explanations, the teachers mentioned question-answer, research, learning by
discovery, dialogue, inquiry, case study, discussion, role-play, brainstorming, examination,
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analysis, reasoning, interpretation, induction, association, on-site learning methods and
techniques, and what students have expected directly or indirectly in the instructional
process. 1 teacher (T24) indirectly mentioned what students were expected with a “student-
centered” statement.

“Question-answer” is the interactive technique most mentioned by the teachers (10
teachers). Similarly, the “research” method is the second most discussed method among the
methods and techniques (5 teachers). In addition to these methods, although mentioned
much less (2 teachers), using students’ questioning and critical skills in the instructional
process is mentioned. In the explanations of the teachers, as well as the use of methods,
techniques, and skills in the activities of the instructional process, a few of them (4 teachers)
emphasizing the use of materials draws attention. These materials are clearly stated both as
“pictures, maps and videos” and “visual and audio” materials.

Teachers emphasized student activities based on the student-centered and
constructivist approach making students active, and discovering learning, and drew
attention to the support of instruction with technology, reading texts, and biographies. The
teachers’ approaches to the instructional process while implementing the curriculum are as
follows: “Teaching the topics certainly via textbook and being followed on EBA [Educational
Informatics Network].” (T3).

“I aim to make my students equipped about the Kemalism topic by using more
additional resources.” (T5). “I pay attention to the topics that may arise in the exams. | try to
draw attention to the Atatlirk’s life, the War of Independence and what he did after it, and
the importance of him.” (T8). “I teach by completing the missing topics by making students
take notes.” (T10). “Because history is an abstract field, | especially try to concretize the
topics with examples more. In this way, | think the student can clarify the topics more.”
(T12). “Implementing the activities.” (T16).

In the instructional process, it is seen that teachers’ approaches towards the
textbook, additional resources, materials in the EBA, using concrete examples, emphasis on
daily life, taking notes, and implementing the activities. Teachers considered student
participation when implementing methods. While teachers mentioned the methodological
issues in their responses, they also touched on the relationship between objectives, content,
and instructional methods. Chronological order, timelines, newspapers, worksheets,
biographies and anecdotes of important figures, stories, autobiographies, virtual trips to
Anitkabir, museums, battlefields, excerpts from sources and opinions, poetry, and apothegm
which are mentioned in the implementation of the curriculum, are also important for
historical thinking skills and specified in some of the objectives and for textbook, authors
were pointed limitedly by teachers to be used in this process. Without stating the
observation, examination, analysis, and questioning methods emphasized in the curriculum,
the effects of using visual and auditory materials on students’ historical thinking skills, and
when and for what purpose they would be used in the lessons, they were mentioned for this
process in a general manner.

Opinions of Teachers on Evaluation in the Curriculum

In the question about the “evaluation” component of the curriculum, teachers were
asked to explain what kind of methodologies and techniques the new curriculum
encouraged using in the evaluation process. As in the answers about the instructional
methods, in this part, the teachers reported using more than one method and technique
together. Some of these expressions are as follows: “Classical [open-ended], true-false, fill-
in-the-blank and test.” (T9). “Oral examination, written examination, multiple-choice,
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guestion-answer, role play, discussion.” (T12). “The scope of the topics being wide and
detailed brings the test techniques to the fore. Multiple choice, T-F [True-False], matching
test questions provide more content validity; besides them, 1-2 open-ended classical
guestions could be added.” (T14). “Open-ended questions and discussion.” (T23).

When the evaluation phenomena mutually referred to in secondary education
programs (both in the Turkish Republic Revolution History and Kemalism course and other
courses) are considered, teachers point to variety in evaluation. By using traditional
assessment methods with the terms “classical, classical written examination, written
examination” (4 teachers), “test” (4 teachers), and “oral examination” (1 teacher), the
teachers implicitly stated the use of open-ended and multiple-choice questions for
evaluation. In addition, they explicitly mentioned the use of the product- or result-oriented
guestions as short-answer, multiple-choice, fill-in-the-blank, true-false, and open-ended
guestions (7 teachers).

Among the answers of the teachers to this question, it is also seen that there were
alternative assessments. For example, they expressed using teaching methods, such as
research, discussion, and role play in the evaluation, and they indirectly drew attention to
process-oriented evaluation (2 teachers). Some teachers who participated in the research
drew attention to alternative assessment methods that are performance-based, measure
whether skills are gained, consider individual differences, and emphasize variety in
evaluation (4 teachers). Examples of these teachers’ statements are “With a style not
drawing definite boundaries, but guiding.” (T15) and “By making multidimensional,
measurement and evaluation processes should be able to reach all students.” (T19).

These statements also show that the evaluation is in harmony with the educational
process and that the relation of instructional methods used in this process and the methods
used for evaluation with each other. In her answer to the question, one of the teachers who
participated in the study criticized the fact that this part was left to teachers by not being
included concrete examples in the curriculum, and she stated the necessity of in-service
training for the evaluation dimension of the pedagogical content knowledge of history
teachers regarding this course: “The fact that concrete examples are not included in
assessment and evaluation reveals a technique that is left to the skills of the teachers. In this
regard, to train better equipped teachers, it is needed that in-service training seminars
should be given, and necessary training work should be carried out.” (T4).

Unlike the other teachers, 1 teacher participating in the research expressed the use
of questions supported by visual elements, as recommended for textbook authors in the
curriculum, and 1 teacher did not answer at all. In the implementation of the program, about
the evaluation 1 teacher explained he gave attention “To answer the questions for unit
evaluation.” (T16), and he drew attention to the evaluation issues in the textbooks written in
line with the curriculum by “There should be more examples of questions for analytical
thinking.”

Overall Opinions of the Curriculum

Compared to the previous curricula, 12 of the 25 teachers gave “favorable” answers,
indicating that they found the new program better, and 13 teachers gave unfavorable
answers. In these responses, compared to previous curricula, teachers drew attention to the
favorable features relating to topic variety, usefulness, clarity, and simplicity. On the other
hand, teachers who gave unfavorable answers stated that because of the number of topics,
the content became superficial and that the time was insufficient.
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Regarding the curriculum’s strengths, 6 out of 25 teachers gave either unfavorable
answers stating it did not have any strengths, or they provided irrelevant answers not
indicating any strengths. Most of these teachers drew attention to methodological issues for
their strengths. Regarding the weaknesses of the curriculum, 1 teacher did not respond, 3
teachers stated that there were no weaknesses, and 1 teacher gave an irrelevant answer. On
the other hand, 20 teachers responded to the weaknesses of the curriculum by focusing
primarily on the content. It is seen that the teachers’ explanations focus on a large number
of topics and the period they covered in determining the content. Some teachers started the
imbalance between the learning outcomes and the course duration and the relationship
between the content and the objectives. Teachers described the insufficient course duration
allotted to teach the content as one of the curriculum’s weak points. In addition, regarding
the arrangement of the content, teachers mentioned the thematic nature of the topics and
the limitation in chronology. Other than the components of the curriculum, some teachers
explained negative experiences they encountered while implementing the new curriculum
by expressions such as the limitations of the theory in practice, students being exam-
oriented, and different student cohorts.

Regarding the other opinions and suggestions on the 2018 Secondary Education
Turkish Republic Revolution History and Kemalism Course Curriculum, 21 teachers gave
answers. The responses of 6 teachers show that, together with the statements expressing
their satisfaction with the curriculum, there is nothing more to be added. The expressions
that 15 teachers want to add are mostly those that have been previously mentioned and can
be grouped into 4 categories: The opinions about learning outcomes-the shortage of the
course duration, opinions about its rearrangement; views on learning outcomes, topics, and
scope of the content; opinions about the textbooks prepared within the framework of the
curriculum; and other opinions.

Conclusion

In this research, the answers given by 25 teachers to 18 open-ended questions
revealed the fulfillment of the curriculum within the scope of objectives, content,
instructional methods, and evaluation components, and the following results were obtained.

According to the teachers, the duration of the curriculum’s weekly course hours
limits the fulfillment of course goals and learning outcomes, depth of content presentation,
and used instructional methodologies. Most of the teachers who participated in the research
found that the 2-hour weekly course duration for the Turkish Republic History of Revolution
and Kemalism course and the 72-hour yearly total was insufficient. They stated that this
limited duration negatively affected their teaching within the scope of the course. When
evaluated within the scope of the program components, it is seen that the objectives,
content, and instructional methods were affected by this situation. Although teachers
believed that the goals were well-defined, they experienced problems, such as time
constraints in teaching goals to students; when teachers evaluated the scope and quantity of
learning outcomes, the duration of course hours was insufficient because the learning
outcomes were too much for the duration of the course hours; and they tended to use the
direct teaching method during instruction due to these time constraints. For these reasons,
they recommend increasing the duration of course hours to 3 or 4 hours per week. This
result is similar to the previous opinions of teachers regarding the weekly course hours in
the Turkish Republic Revolution History and Kemalism courses at the elementary and
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secondary education levels (Sunay and Tasgin, 2020; Simsek and Giiler, 2013; Tangill et al.,
2014; TTKB, 2020). Similarly, pre-service teachers who are educated for being history
teachers at the university mostly draw attention to the fact that 2 hours per week is
insufficient for the Atatlirk’s Principles and Revolution History course given in higher
education, and the duration should be increased (Akbaba, Demirtas, Birbudak and Kilcan,
2014). In this study, it is seen that the duration of course hours is an important variable that
limits the fulfillment of the curriculum.

Teachers have mainly favorable opinions about the objectives component of the
curriculum. However, they also point out some unfavorable situations limiting the
achievement of the objectives. The teachers who participated in the research had mainly
favorable opinions that the goals are appropriate, the learning outcome statements, and
their explanations are clear, and the learning outcomes are appropriate with Bloom’s
taxonomy. Teachers think that the course goals are favorable generally for reflecting
national history, national identity, and national values. Except for the teachers who
explained that the scope and quantity of the learning outcomes of the curriculum were
sufficient, the teachers who expressed insufficiency regarding the learning outcomes
thought that some topics should be covered more in the course content by emphasizing the
relationship between learning outcomes and content mostly, and they drew attention to the
imbalance of learning outcomes among topics and the lack of reference to the topics’
historical background. Similar to the findings in the literature (TTKB, 2020), the majority of
teachers in this study found the learning outcomes in the curriculum are clear. A small
number of teachers who did not find them clearly stated that general and stereotyped
expressions written in long sentences limit the clarity of the learning outcomes. Teachers
found the explanations of the learning outcomes as well as the learning outcomes to be
generally clear. These teachers, who did not find the learning outcome explanations clear,
drew attention to the unclarity of the limitations and warnings and also the targeted student
group similar to the clarity of the learning outcomes. In addition, they stated that the
learning outcomes and their explanations should vary according to the different types of
schools in which the students are educated. In this regard, the teacher who thought that
teachers with over 15 years of professional experience have problems with the explanations
of the learning outcomes and that they should be stated more clearly points to pedagogical
content knowledge.

The teachers did not mention the course goals’ consideration of the cognitive,
affective, and psychomotor domains and their coverage of the specific objectives of the
course, and also their direct effects on the content, instructional methods, and evaluation.
Similarly, there were no explanations stating together in which domains all 33 learning
outcomes in the curriculum (MEB, 2018) were nor at what levels they were, from simple to
complex. The fact that some of the teachers stated Bloom’s taxonomy domains of the
learning outcomes and mentioned the levels of some of them indicates that they evaluated
the domains and levels as disconnected from each other.

Teachers draw attention to the borders of the course, newly added topics, and
chronology in the determination, organization, and dealing with the content. Regarding the
topics that should be added and removed in the determined content, the teachers
considered the borders of the beginning and ending topics of the course. In this research,
some of the teachers said that there were no topics that should be added or removed from
the existing content in the new curriculum. However, expressions of some of them on
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starting the course with the topics of Turkish modernization history and removing topics
such as those after 1960, 1980, and contemporary Turkish and world history also indicated
the uncertainty about the boundaries of the end topics of the course. Although it is possible
to include the topics of recent history academically, it is not meant to include them in the
secondary education curriculum because the very recent history is in still development, its
conclusions have not emerged exactly, and questioning is at the forefront rather than
seeking an answer (Acun, 2012). In this context, it is seen that the starting and ending points
of the course are issues that need to be clarified with their reasons. In addition, the
teachers’ justification for the topics they believe should be added are to ensure the linking
and integrity among the topics and to be able to include details in the existing content of the
topics that need to be removed.

Teachers showed favorable and unfavorable opinions about the new topics and units
added to the curriculum for several reasons. Some of the teachers in the study found the
newly added topics and units positive for reasons such as being up-to-date and being recent
history. In addition to this, it is seen that the actuality phenomenon was discussed not in the
form of updating the existing content with new information, but in the form of expanding
the content by newly added topics and concepts to the existing units in the 1981 (MEB,
1981) and 2010 (MEB, 2010) curricula. In this case, it is seen that teachers’ expressions of
current issues are interpreted differently, such as “historically newer” and “making additions
to content.” On the other hand, linking the course topics with current life can be considered
as relating the events in the Republic’s history with the present and explaining the benefits
provided to the present day (Yilmaz, 2005). The reasons such as the time allocated to the
course are insufficient due to the newly added topics and units, not attracting students’
attention, adding too many topics, and difficulty in providing objectivity cause teachers to
approach these issues negatively. Although the number of learning outcomes in the new
curriculum is reduced, when the topics are added to the curriculum for the first time in line
with the new learning outcomes, the content and the duration of the course hours are
considered together, it could be said that they are limiting for the teachers. Similarly, in the
study of Sunay and Tasgin (2020), teachers thought that post-World War Il topics caused a
lack of time. In this context, it can be ensured that the topics in the 7t" and 8t units, which
are newly added to the 2018 curriculum, are associated with Atatlrk’s principles and
reforms.

Although the teachers stated that more than one teaching method could be used in
the instructional process, they generally use direct teaching. Most of the teachers expressed
that they mentioned what was expected from students directly or indirectly in the
instructional process by stating they used more than one method and technique in teaching.
This situation is important for pedagogical content knowledge, which determines which
method and how teachers will use it in a particular topic according to learning outcomes.
However, although the teachers explained that traditional and alternative methods could be
used together, they stated that they turned to the direct teaching method and generally
used it when teaching due to the insufficient duration of course hours specified in the
curriculum and the excessive number of topics. These findings are similar to the findings that
the most used methods in teaching revolution history are direct teaching, discussion, and
guestion-answer (Sunay and Tasgin, 2020). Some methods and techniques regarding the
implementation of the curriculum, where and for what purpose they will be used (for
example, as an introductory activity at the beginning of the lesson, as support for conceptual
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understanding and relating during the lesson, or as a reinforcement for learning or
improving thinking skills at the end of the lesson), the variables such as reinforcement, hints
in the instructional process, and appropriateness of mentioned methods to objectives,
student level, timing, and cost were not mentioned.

The teachers point out variety in evaluation, and they prefer process-oriented
alternative assessment approaches together with result-oriented methods and tools in the
evaluation process. While teachers explained the use of written and oral examinations
mainly in which result-oriented, short-answer, multiple-choice, fill-in-the-blank, true-false,
and open-ended questions were used, they also pointed to variety for evaluation by using
more than one result and process-oriented techniques and methods together, as in the
instructional process. In the teachers’ statements, no opinion was expressed about the
compatibility of the assessment with the learning outcomes and its appropriateness with
technical and academic standards. In addition, the necessity of in-service training was
expressed for the evaluation dimension of the pedagogical content knowledge of history
teachers of this course by criticizing that there were no concrete examples of evaluation
included in the curriculum and that this part was left to teachers.

While teachers mention mainly methodological phenomena in the strengths of the
curriculum, they make explanations focusing on the content component in comparison of
the curriculum with the previous ones and on the weakness of the curriculum. In Simsek and
Guler's (2013) study, history teachers drew attention that the problems experienced in
teaching the revolution history at the high school level are curriculum-oriented. In this
research, teachers pointed to student-centered activities that make students active in the
instructional process of the curriculum as one of the strengths of the curriculum. In addition,
compared to previous curricula, the curriculum was explained by teachers as being better
due to the variety of topics, usefulness, clarity, and simplicity. However, the multiplicity of
the topics, the superficial nature of the content, the imbalance of learning outcomes-time,
the inadequacy of the duration of course hours in the teaching of the content and the
chronological limitation of the thematic nature of the topics were described as unfavorable
features. In this study, the opinions of teachers who had unfavorable opinions based on their
reasons about chronology in the arrangement of the content are similar to the opinion that
the chronological approach is more appropriate, by half of the history teachers who
participated in Turan’s (2018) study. Additionally, the limitations of the theory in practice,
students being exam-oriented, and the situations of different student cohorts were also
stated as unfavorable reflections on the practice by the teachers.

The results of the study suggest that consideration of the various situations such as
the inability to go into detail on the topics due to the broad scope of the content and
teachers’ tendency to traditional teaching methods due to the multiplicity of newly added
units and topics is important in the determination, arrangement and dealing with the
content the curriculum developers. Especially due to the reason about the insufficient
duration of the course hours, consideration of the relevant content and time balance, the
student interests and needs, and where the topics will begin and end in a period without
entering the field of another course by drawing the boundaries of the course according to its
own main goals and philosophy, is important for the fulfilment of the objectives of the
course. In addition, for students to better understand the topics, it the necessity of; to start
the course with the reform movements in the last period of the Ottoman Empire and
provide background related to the developments in the National Struggle and the Republic
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Period by adding the topics of Turkish modernization history to the course, and putting
relations among the topics, are the other points that could be considered by the program
developers within the scope of the objectives-content relationship.

In the instructional process and evaluation, it is important to present some field-
specific examples of methods, techniques, materials and questions. With the awareness of
history and educational responsibility, teachers should not depend on books that have the
task of reflecting the curriculum; it should be provided that they can lead students to think,
research, and discuss the historical concepts by suggesting to them devices such as
publications, movies, etc. they found useful in reflecting the sense of history (Ozbaran,
1992). For this reason, it is thought that presenting concrete examples for teachers in the
curriculum aligned with the learning outcomes or topics will be beneficial for improving
teachers’ pedagogical content knowledge as well as they could be effective for encouraging
the use of process-oriented alternative methods.

The opinions of the teachers about the 2018 Secondary Education Turkish Republic
Revolution History and Kemalism Course Curriculum put forward the themes such as how
well the curriculum is understood by the teachers, how much the differences from the
previous curricula are taken into account, and to what degree the innovations in the
curriculum are assimilated as well as revealing their thoughts, feedback, and suggestions
about the curriculum. It can be said that the teachers’ explanations are limited in
theoretically dealing with the components of the new curriculum and are primarily focused
on their experiences in practice. This situation indicates teachers’ pedagogical content
knowledge. Emphasizing the aspects of the new curriculum that differ from the previous
curricula with in-service training, explaining the reasons for the need for innovations and
revisions in the curriculum, and presenting more concrete examples of methods and
materials that might be found as theoretical for teachers during the implementation of the
curriculum may be more beneficial for teachers in terms of better understanding,
assimilating, and implementing the curriculum features. In addition, in the relevant teacher
training programs, prospective teachers’ pedagogical content knowledge of revolution
history can be strengthened with micro-teaching based on all the curriculum components.

History education researchers can investigate the curriculum components and the
relationships among them in more detail within specific cases of the revolution history
context, and the findings can be considered in the later curriculum development processes.

Conflict of Interest Statement: The author declares that there is no conflict of interest.

References

Acun, F. (2012). Yakin dénem tarihinin ortadgretimde 6gretimi: Problem ve 6neriler. Turkish
History Education Journal, 1(1), 32-55.

Akbaba, B. (2008), Atatiirk ilkeleri ve inkilap Tarihi dersinin 6gretiminde karsilasilan sorunlar
(Gazi Universitesi 6rnegi). Akademik Bakis, 1(2), 177-197.

Turkish History Education Journal, May 2022, 11(1), 21-43




KORHASAN

Akbaba, B., Demirtas, B., Birbudak, T. S., & Kilcan, B. (2014). Tarih 6gretmeni adaylarinin
Atatiirk ilkeleri ve inkilap Tarihi 6gretimine yénelik gorisleri. Journal of World
of Turks, 6(2), 207-226.

Aktas, O. (2020). Ortadgretim tarih dgretim programlarina iliskin 6gretmen gorisleri. Atatiirk
Universitesi Edebiyat Fakiiltesi Dergisi, 64, 69-80.

Aktekin, S., & Ceylan, D. (2012). 9. sinif yeni tarih dersi 6gretim programi ile ilgili 6gretmen
gorusleri. Milli Egitim, 194, 253-268.

Bal, M. S. (2011). Tirrkiyede tarih 6gretiminin sorunlari ve ¢6ziim yollari konusunda 6gretmen
adayl ve dgretmen gorislerinin karsilastiriimasi. Mustafa Kemal Universitesi
Sosyal Bilimler Enstitiisii Dergisi, 8(15), 371 — 387.

Baykara, T. (1981). Tiirk devrim tarihi. Ankara: Hacettepe Universitesi.

Biyikéztirk, S., Kilic Cakmak, E., Akgiin, O. E., Karadeniz, S., & Demirel, F. (2014). Bilimsel
arastirma yéntemleri. Ankara: Pegem Akademi.

Cencen, N., & Akca Berk, N. (2014). Ortadgretim T. C. inkilap Tarihi ve Atatiirkgiiliik dersinde
“siir kullanimina” iliskin 6gretmen gorusleri. Turkish History Education Journal,
3(1), 1-23.

Demirel, O. (2012). Egitimde program gelistirme. Ankara: Pegem Akademi.

Doganer, Y. (2005). Yiiksekdgretimde Atatiirk ilkeleri ve inkildp Tarihi dersi 6gretiminde
karsilagilan problemler ve yeni yaklasimlar —Hacettepe Universitesi érnegi.
Atatlirk Arastirma Merkezi Dergisi, 21(62), 589-611.

Emiroglu, G. (2005). Tirkiye Cumbhuriyeti inkilap Tarihi ve Atatiirkciiliik ders konularinin
ogretiminde karsilasilan bazi problemler ve ¢6ziime yonelik tavsiyeler. M. Saray
ve H. Tosun (Edt.), ilk ve Orta Ogretim Kurumlarinda Tiirkiye Cumhuriyeti inkilép
Tarihi ve Atatiirkgiiliik Konularinin Ogretimi: Mevcut Durum, Sorunlar ve ¢6ziim
Onerileri (s.155-161). Ankara: Atatiirk Arastirma Merkezi.

Fraenkel, J., & Wallen, N. (2000). How to design & evaluate research in education. Boston:
McGraw-Hill.

Kaymakgl, S., & Er, H. (2009). Tiirk inkilap Tarihi ve Atatiirkciliik konularinin égretimi izerine
yapilan tezlerin analizi. Cumhuriyet Tarihi Arastirmalari Dergisi, 5(9), 165-180.

Karakus, S. (2020). Tarih 0©gretmenlerinin alternatif 6lgcme-degerlendirme sirecinde
karsilastiklari sorunlara iliskin gorusleri. Muallim Rifat Egitim Fakiiltesi Dergisi
(MREFD), 2(2), 80-96.

Kaya, R., Giuven, A., Akkus, Z., & Gunal, H. (2013). Tarih 6gretmenlerinin yeni tarih 6gretim
programlarindaki  olgme-degerlendirme etkinliklerinin  uygulama siireci
hakkindaki gérisleri (Erzurum &érnegi). Dicle Universitesi Ziya Gékalp Egitim
Fakiiltesi Dergisi, 2, 117-137.

Kilinckaya, M. D. (2013). Atatirk ilkeleri ve inkilap Tarihi derslerinde 6grencilerin sinav
kaygilari ile basarilari arasindaki iliski. Hacettepe Universitesi Egitim Fakiiltesi
Dergisi, 28(1), 235-243.

Turkish History Education Journal, May 2022, 11(1), 21-43




Opinions of teachers on the 2018 secondary education Turkish Republic Revolution

Metin, B., & Oz, M. (2019). 8. sinif T.C. inkilap Tarihi ve Atatiirk¢iliik dersi konularinin
anlatilmasinda so6zli tarih metodunun kullanimina yonelik 6gretmen gorisleri.
Bilecik Seyh Edebali Universitesi Sosyal Bilimler Enstitiisii Dergisi, 4(1), 1-20.

Millt Egitim Bakanligi (1981). Talim ve Terbiye Kurulu Baskanligi, Karar Sayisi: 76, Karar Tarihi:
27/04/1981, Tebligler Dergisi, 44(2087), 205-210.

Millt Egitim Bakanhg (2010). Talim ve Terbiye Kurulu Baskanligi, Karar Sayisi: 228, Karar
Tarihi: 10/12/2010, Tebligler Dergisi, 73(2639-EK), 1822.

Millt Egitim Bakanligi (2017). Talim ve Terbiye Kurulu Baskanligi, Karar Sayisi: 68, Karar Tarihi:
17/07/2017, Tebligler Dergisi, 80(2718-EK), 1606.

Milli Egitim Bakanhgi (2018). Talim ve Terbiye Kurulu Baskanhgi, Karar Sayisi: 45, Karar Tarihi:
19/01/2018, Tebligler Dergisi, 81(2726), 1794.

Milli Egitim Bakanhg (2018b). Ortadgretim Tirkiye Cumbhuriyeti inkilap Tarihi ve
Atatiirkclilik Dersi  Ogretim Programi.  Milli Egitim Bakanligi.  Erisim:
http://mufredat.meb.gov.tr/ProgramDetay.aspx?PID=346

Oztas, S. (2017). Ortadgretim tarih derslerinde tarihi filmlerin deger egitiminde kullanimi.
insan ve Toplum Bilimleri Arastirmalari Dergisi, 6(5), 3076-3099.

Oztiirk, C. (2005). ilk ve orta &gretim kurumlarinda Tiirkiye Cumhuriyeti inkildp Tarihi ve
Atatirkgulik konularinin 6gretimi: Mevcut durum, sorunlar ve ¢6zim onerileri.
M. Saray ve H. Tosun (Edt.), ilk ve Orta Odretim Kurumlarinda Tiirkiye
Cumhuriyeti inkilép Tarihi ve Atatiirkgiiliik Konularinin Ogretimi: Mevcut Durum,
Sorunlar ve C6ziim Onerileri (s. 51-57). Ankara: Atatiirk Arastirma Merkezi.

Sadik Yilmaz, H., & Avci, H. E. (2018). Turkiye’de tarih 6gretiminde karsilasilan problemler
tizerine bir arastirma. Siirt Universitesi Sosyal Bilimler Enstitiisii Dergisi, 12, 320-
344.

Safran, M. (2014). Tarih nasil égretilir? Tarih 6gretmenleri icin 6zel égretim ydntemleri.
istanbul: Yeni insan.

Sertkaya, O. (2005). ilkdgretim okullarinda Tiirkiye Cumhuriyeti inkilap Tarihi ve Atatiirkgiiliik
dersi 6gretimindeki sorunlar ve ¢éziim dnerileri. M. Saray ve H. Tosun (Edt.), ilk
ve Orta Odretim Kurumlarinda Tiirkive Cumhuriyeti Inkildp Tarihi ve
Atatiirkgiiliik Konularinin Odretimi: Mevcut Durum, Sorunlar ve C6ziim Onerileri
(s. 263-265). Ankara: Atatlirk Arastirma Merkezi.

Sever, A. (2017). 2010 yilinda yiiriirliige giren orta 6gretim Tiirkiye Cumhuriyeti inkilap Tarihi
ve Atatiirkgiiliik dersi 6gretim programi ve égretmen goértisleri (Samsun 6rnegi).
Yayimlanmamis Yiiksek Lisans Tezi, Ondokuz Mayis Universitesi Egitim Bilimleri
Enstitdsl, Samsun.

Sunay, C., & Tasgin, A. (2020). Ortadgretim T.C. inkilap Tarihi ve Atatiirkciliik dersi 6gretim
programinin egitsel elestiri modeli baglaminda 6gretmen goriislerine goére
degerlendirilmesi. Atatiirk Universitesi Kazim Karabekir Egitim Fakiiltesi Dergisi,
41, 315-334.

Simsek, A. (2016). Taslak tarih Ogretim programi (elestiriler-6neriler). Turkish History
Education Journal, 5(1), 316-331.

Turkish History Education Journal, May 2022, 11(1), 21-43




KORHASAN

Simsek, A. (2017). 2017 Taslak tarih 9-10-11, turk kiltir ve medeniyet tarihi 6gretim
programlarinin elestirisi. Turkish History Education Journal, 6(1), 140-162.

Simsek, A., & Giiler, M. (2013). Ogretmen ve 6gretmen adayi goriislerine gore lise Atatiirk
ilkeleri ve inkilap Tarihi dersinin dgretiminde yasanan sorunlar ve ¢dziim
onerileri. Adiyaman Universitesi Sosyal Bilimler Enstitiisii Dergisi, 6(14), 543-
575.

Tangiilii, Z., Tosun, A., & Kocabiyik, B. (2014). Ortaokul 8. sinif inkilap Tarihi ve Atatiirkgiiliik
konularinin  6gretiminde karsilasilan sorunlarin sosyal bilgiler 6gretmen
gorislerine gore degerlendirilmesi. Trakya Universitesi Sosyal Bilimler Dergisi,
16(2), 233-245.

Talim ve Terbiye Kurulu Bagkanhgi (2020). Ogretim programlarini dederlendirme raporu,
<https://ttkb.meb.gov.tr/meb_iys_dosyalar/2020 _08/24113242_ogretimprogr
amlari_dr.pdf>

Turan, i. (2018). Lise tarih &gretmenlerinin &gretim programi gelistirme siireci ve
glincellenen Ogretim programina dair gorusleri. V. Uluslararasi Tarih Egitimi
Sempozyumu (10-12 Mayis). A. Simsek, S. Kaymake¢i & i. Turan (Edt.), Tam
Metin Bildiriler (s. 603-614), istanbul.

Yelbas, S. (2011). 11. sinif T.C. Atatiirk ilkeleri ve Inkilap Tarihi dersi ile ilgili 6§rencilerin
kavram yanilgilari ve bu yanilgilarin nedenleri. Yayimlanmamis Yiksek Lisans
Tezi, Gazi Universitesi Egitim Bilimleri Enstitiisii, Ankara.

Yildirm, A., & Simsek, H. (2005). Nitel arastirma yéntemleri. Ankara: Seckin.

Yildiz, O. (2003). Tirkiye’de tarih &gretiminin sorunlari ve ¢agdas ¢dziim 6nerileri. Sosyal
Bilimler Enstitiisii Dergisi, 15, 181-190.

Yilmaz, M. (2005). ilk, orta ve yiiksek dgretimde inkilap tarihi dersleri (amag, icerik, ydntem
ve degerlendirme boyutu). M. Saray ve H. Tosun (Edt.), ilk ve Orta Ogretim
Kurumlarinda Tiirkive Cumbhuriyeti Inkilép Tarihi ve Atatiirkgiiliik Konularinin
Odretimi: Mevcut Durum, Sorunlar ve Céziim Onerileri (s. 25-42). Ankara:
Atatilrk Arastirma Merkezi.

Yilmaz, M. (2006). Acis konusmalari. Y. Doganer (Ed.), Tiirk egitim sisteminde Atatlirkgliliik ve
Cumhuriyet Tarihi 6§retimi (s. 3-6). Ankara: Hacettepe Universitesi.

Turkish History Education Journal, May 2022, 11(1), 21-43




Opinions of teachers on the 2018 secondary education Turkish Republic Revolution

Appendices

Appendix 1. Questions in the Questionnaire Form

I- General Issues

1. When compared to previous curricula, what are your overall ideas about the new curriculum?
2, According to you, what are the top strengths of the new curriculum? Please explain.

3. According ta you, what are the top weaknesses of the new curriculum? Please explain.

4, In the implementation of the new curriculum, what do you pay attention to? What are your
recommendations in this regard?

II- Components of the Curriculum

A- Objectives

1. '"What are your ideas about the goals of the new curriculum?

2. What are your opinions on the scope and guantity of the learning outcomes in the new curriculum?
3. What are your opinions on the clarity of the learning outcome statements in the new curriculum?

4, “What are your opinions on the learning outcomes in the cognitive, affective, and psychomotar domains in
the new curriculum?

5. 'What are your opinions omn the explanations (2.g., limitations, warnings, etc.) of learning outcomes in the
new curmiculum?

B- Content
1. Are there any topics that should be added to the content of the curriculum? Please explain.
2. Are there any topics that should be removed from the content of the curriculumn? Pleass explain.

3. What are your ideas about the distribution, balance, integration, and seguence of the topics in the new
curriculum?

4. What are your ideas about the newly added units/topics to the curriculum?

5. 'What are your opinions on how skills spedfic to the field, values, and competencies existed in the new
curriculum?

6. What are your opinions on the adeguacy of the time zllocated both for the units and the learning cutcomes?
C- Instructional Methods

1. According to you, which instructional methodologies and technigues does the curriculum encourage using?
Please explain.

D- Measurement-Evaluation

1. According to you, what kind of methodologies and technigues does the curriculum encourage using for
evaluation? Please explain.

- Other Issues

1. Other than responses to the above questions, what are your opinions and suggestions about the Secondary
Education Turkish Republic Revolution History and Kemalism Course Curriculum?

Turkish History Education Journal, May 2022, 11(1), 21-43



KORHASAN

Appendix 2. The Coding Table for the Analysis of Teacher Opinions

COMPOMNENTS | THEMES Questions in the Questionnaire Form
1. Goals of the curriculum II- A- Objectives, 1
2. Characteristics wanted students being

Objectives gained (structure, scope and the domains
of the learning outcomes)
a. Scope and the quantity of the learning | 1I- A- Objectives, 2
outcomes
b. Clarity of the learning outcomes II- A- Objectives, 3
c. Domains and levels of Bloom II- A- Objectives, 4
Taxonomy
d. Explanations of the learning outcomes | Il- A- Objectives, 5

3. Determining the content (scope)
a. Features of the topics to be taught

(relationship with the objectives, II- B- Content, 1
suitability for student level, validity, II- B- Content, 2
Content reliability, actuality, scientific nature, II- B- Content, 4
meeting student needs, economy, I- General
relating to life, and self-sufficiency) Issues (1, 2, 3,
b. Unit analysis (topics-time) II- B- Content, & 4)
4. Arrangement of the content (balance, ! II- B- Content, 3
integration, and sequence) Ill- Other
5. Dealing with the content Il- B- Content, 5 Issues, 1

(qualifications and skills specific to the
field, values, and competencies)
6. Learning activities (introductory
activities, activities during lesson, and
Instructional activities at the end of lesson)
Methods 7. Theories of learning and instructional II- C- Instructional
approaches [methods and technigues) Methods, 1
8. Variables of instruction
(reinforcement, hint,
feedback/improvement, and student
participation)
Evaluation 9. Measurement and evaluation in the II- D- Measurement-
curriculum Evaluation, 1
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inkilap tarihi egitimi arastirmalari dgretmen, dgrenci, 6gretim programi, ders kitabi gibi dnemli
ogeleri ele almakta, mevcut durumu ortaya koyarak ¢6ziim onerileri sunmaktadir. Bu arastirma,
“Ortadgretim Tirkiye Cumhuriyeti inkilap Tarihi ve Atatirkgiiliik dersi 6gretmenlerinin yeni dgretim
programi ile ilgili gorusleri ve onerileri nelerdir?” arastirma sorusu dogrultusunda durum c¢alismasi
yontemi ile 2018 Ortadgretim Tirkiye Cumbhuriyeti inkilap Tarihi ve Atatirkgiiliik dersi 6gretim
programinin gercgeklestiriime durumunu incelemektedir. Bu kapsamda 6gretim programinin hedefler,
icerik, 6grenme-6gretme durumlari ve degerlendirme temel unsurlarini kapsayan 18 acik uglu
sorudan olusan anket gelistirilmistir. Anket, Cankiri ilinde Milli Egitim Bakanlhgi'na (MEB) bagh resmi
ve 6zel ortadgretim kurumlarinda goérev yapmakta olan ve Tirkiye Cumhuriyeti inkilap Tarihi ve
Atatlrkculiik dersini veren 25 tarih 6gretmenine iki akademik donemde g¢evrim ici olarak
uygulanmistir. Arastirmada haftalik ders saati sliresinin programin uygulanmasinda genel amaglar ve
kazanimlarin gerceklestirilmesini, icerigin sunumunda derinligi ve kullanilan 6gretim yontemlerini
sinirladigl; 6gretmenlerin hedeflerle ilgili cogunlukla olumlu goérislere sahip olmakla birlikte
hedeflerin kazandirilmasini sinirlayict bazi olumsuz durumlari isaret ettigi; 6gretmenlerin icerigin
belirlenmesi, dizenlenmesi ve ele alinmasinda dersin sinirlarina, yeni eklenen konulara ve kronolojiye
dikkat cektigi; 6grenme-6gretme siirecinde birden ¢ok 6gretim yontemi kullanilabilecegi belirtilse de
genellikle diiz anlatim yonteminin kullanildigl; degerlendirmede cesitliligin isaret edilerek geleneksel
ve alternatif yaklasimlarin birlikte tercih edildigi; 6gretmenlerin programinin glcli yanlarinda
¢ogunlukla metodolojik olgulara, 6nceki programlara kiyaslamalarinda ve programin zayif yanlarinda
ise icerik boyutu odakli agiklamalar yaptigi sonuglarina ulasiimistir.

Anahtar Kelimeler: tarih egitimi, Tirkiye Cumhuriyeti inkilap Tarihi ve Atatiirkgiilik, 6gretmen
gorisleri

Giris

Tarih 6gretimi Cumhuriyetin ilk yillarinda ulus devlet insasi stirecinde 6nemli bir islev
ustlenmigstir. Bu kapsamda devrim ilkelerine bagh gengler yetistirmek amaciyla yeni dersler
ve Ogretim programlari hazirlanmigtir. Bu derslerin basinda da inkilap tarihi gelmektedir.
Tarihsel kimligin bir pargasi olarak ortaya ¢ikan “inkilap tarihi” dulstincesi, vatandaslik
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egitiminin bir parcasi olarak derse yiklenen dogal islev ve Avrupa’da yikselen totaliter
rejimlere ve diger ideolojilere karsi Tiirk gencligini koruma gayesi inkilap Tarihi dersinin
ortaya ¢ikmasindaki Gic 6nemli neden olmustur (Yilmaz, 2006).

Cumhuriyet’in ilk yillarindan bu yana inkilap tarihi ders adindaki degisiklikler gibi
ogretim programlarinda da diizenlemeler yapilmistir. Ortadgretim Tirkiye Cumbhuriyeti
inkilap Tarihi ve Atatiirkgiiliik Dersi Ogretim Programi en son 2018 yilinda Talim ve Terbiye
Kurulu 45 sayih karariyla degistirilmistir (MEB, 2018a). Bu kararla 2010 yili 228 sayilh (MEB,
2010) ve 2017 yili 68 sayih (MEB, 2017) 6gretim programi uygulamadan kaldirilarak yeni
O0gretim programi 2018-2019 6gretim yilindan itibaren uygulamaya konulmustur.

Tirkiye’de tarih egitiminde 1990’ yillardan bu yana sistematik arastirmalar
yapilmaktadir (Safran, 2014). ilkégretimden vyiiksekdgretime kadar tarih 6gretiminde
ogretmenler ile yapilan calismalar ayri bir yere ve 6neme sahiptir clinkii 6gretmenler
Ogretimle ilgili 6grenci, 6gretim programi, ders kitabi gibi egitim ortaminin en 6nemli
paydaslaridir. Alandaki calismalar oOgretmenlerin tarih Ogretimi sliresince yasadiklari
sorunlari (Bal, 2011; Sadik Yilmaz ve Avci, 2018; Yildiz, 2003), gelistirilen tarih dersi 6gretim
programlari ve 6gretmenlerin gorislerini (Aktas, 2020; Aktekin ve Ceylan, 2012; Turan, 2018;
Simsek, 2016, 2017), bununla birlikte 6gretim programinin 6ngordigi 6gretim yontem ve
teknikleri, degerlendirme arag ve yontemleri ile kullanmaya yonelik goris ve yaklasimlarini
(Karakus, 2020; Kaya, Giiven, Akkus ve Giinal, 2013; Oztas, 2017) ortaya koymaktadir. inkilap
tarihi 6gretimi, yakin donemler tarihinin bazi 6zel problemlerini ele almasindan dolayi tarih
dgretiminin bir parcasidir (Yilmaz, 2005). inkilap tarihi dersini ilk verenlerden olan Recep
Peker’e gore “Turk ana inanis istikametini genglere asilamak” ve buna uygun olarak Tirkiye
Cumbhuriyeti’nin kurulusunu hazirlayan sartlari ve Cumhuriyet’in temel fikirlerini incelemeyi
amaglayan inkilap tarihinin nasil 6gretilecegi 6nemli bir konudur (Baykara, 1981; Kaymakci ve
Er, 2009). inkilap tarihi 6gretimini saglayan dgretmenlere yonelik arastirmalar da bu ders
kapsaminda 6gretim ile ilgili cok 6zel durumlari ve sorunlari yansitmaktadir (Cencen ve Akca
Berk, 2014; Doganer, 2005; Emiroglu, 2005; Metin ve Oz, 2019; Oztiirk, 2005; Sertkaya,
2005; Sever, 2017; Sunay ve Tasgin, 2020; Simsek ve Guler, 2013; Tangulli, Tosun ve
Kocabiyik, 2014; TTKB, 2020). Mevcut arastirmalarda ele alinan 6gretim degiskenlerinin
birbiri ile etkilesim halinde oldugu gériilmektedir. Ornegin, 6grenciler dersin kavramlari ile
zorluklar yasayabilmekte (Yelbas, 2011), bu zorluklar derse karsi tutum, motivasyon ve kaygi
gibi duyussal ozellikler ile derse karsi yaklasimlarini etkileyebilmektedir (Kilingkaya, 2013).
Bunun yaninda derse iliskin temel sorunlar dersin rejim dersi olarak goriilmesi olabildigi gibi,
ders kitabi, 6gretmen, 6grencilerin bireysel farkhliklari, gelisim ve inang dizeyleri ile ilgili de
olabilmektedir (Akbaba, 2008). Ayrica, yliksekogretimde bu derste 6grenci beklentilerinde
ortadgretim inkilap tarihi derslerinde konularin geleneksel yontem ile dogrudan aktarim
yapilmasi, arastirma, inceleme, gezi ve goézlem gibi yontemlerin sinirh kullaniminin roli
oldugu ortaya konulmustur (Doganer, 2005). inkilap tarihi &gretiminde ilgili 6gretim
seviyesindeki Ogretim programi esasinda Ogrenciye hedefler dogrultusunda belirlenen
icerigin uygun ogretim yontem ve teknikleri ile sunularak istenilen diizeyde bilissel, duyussal,
psikomotor 6zelliklerle, alana 6zgl beceri ve yeterliklerin kazandirilmasi ve bunlarin uygun
sekilde degerlendirilmesinde uygulayici rolli olan 6gretmen goruslerinin belirlenmesi, bu
slrecte yasanan zorluklarin saptanmasi ve ¢o6ziimlenmesi adina daha da 6nemli olmaktadir.

Ogretim programi, “okulda ya da okul disinda bireye kazandirilmasi planlanan bir
dersin Ogretimiyle ilgili tim etkinlikleri kapsayan yasantilar diizenegidir” (Demirel, 2012: 6).
“Hedefler”, “icerik”, “6grenme-6gretme siireci” ve “degerlendirme” bir 6gretim programinin
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dort temel unsurudur. Bu doért temel oge birbiri ile etkilesim halindedir ve biri hakkindaki
karar digerlerine baglidir. Buna gore bir 6gretim programinda “Ne yapilmadir?”, “Konu alani
neler icermelidir?”, “Hangi 6gretim stratejileri, kaynaklari ve aktiviteleri kullanilacaktir?” ve
“Sonuglarin degerlendiriimesinde hangi metot ve 6lglim araglari kullanilacaktir?” (Demirel,
2012: 53) sorularinin cevaplanmasi esastir. Ogretim programlari ile ilgili yapilan her bir
degisiklik dersi veren Ogretmenlerin derse yonelik hazirhgini  ve 6gretimini
sekillendirmektedir. Bu arastirmanin, “Ortadgretim Tirkiye Cumhuriyeti inkilap Tarihi ve
Atatirkgulik dersi 6gretmenlerinin yeni 6gretim programi ile ilgili gorlsleri ve onerileri
nelerdir?” arastirma sorusu ile mevcut durumun belirlenerek diizenlemelerin yapilabilmesi
adina arastirmacilara, ogreticilere ve program gelistiricilere yol gostermesi acisindan énemli
oldugu dislntlmektedir.

Yontem

Arastirma Deseni

Durum calismasi yontemi ile ylrttilen bu arastirmada, 2018 Ortadgretim Tlrkiye
Cumhuriyeti inkilap Tarihi ve Atatiirkgiilik Dersi Ogretim Programinin gergeklestirilme
durumu, Demirel’in Analitik Program Degerlendirme Modelinin ikinci boyutu ile programdan
yararlananlarin (Demirel, 2012), yani programi kullanan ortadgretim Tirkiye Cumhuriyeti
inkilap Tarihi ve Atatirkcilik dersini veren tarih 6gretmenlerinin gérisleri alinarak
incelenmektedir.

Durum calismasi “nitel veya nicel yaklasimla” yapilabilir (Yildirim ve Simsek, 2005: 77).
“Calismaya konu olan ortam ve olaylarin bitlinciil yorumunu” (s. 277) hedefleyen bu durum
calismasi kendiliginden olusmus dogal bir cevre icinde gergeklestiriimistir. Boylece, yeni
o0gretim programinin uygulamadaki durumu, programi kullanan 6gretmenlere odaklanilarak
“durum analizi” (Blylkoztirk, Kihg Cakmak, Akglin, Karadeniz ve Demirel, 2014: 249) ile nitel
olarak arastiriimistir.

Veri Toplama Araci

Tanimlayict  (betimleyici) nitel arastirmalarda kullanilabilecek veri toplama
araclarindan biri de ankettir (Buyukozturk vd., 2014: 248). Katilimcilarin sorulara serbestce
cevap verebilmeleri, béylece konu hakkinda daha genis ve ayrintili bilgi elde edilebilmesi i¢in
ankette acik uclu sorular kullanilabilir (Blyukoztirk vd., 2014). Bu arastirmada, arastirmaci
tarafindan 6gretim programinin dort unsurunu kapsayan ve acik uglu 18 sorudan olusan
anket gelistirilmistir. ilk olarak 21 soru hazirlanmis, sorular inkilap tarihi/egitimi alaninda bir
uzman gorisi dikkate alinarak yeniden diizenlenerek 14 soruya indirilmistir. Uzman gors
yanhligin giderilerek i¢ gecerligin saglanmasinda en dnemli olgulardandir. Bu sebeple 14 acik
uclu sorudan olusan anket, uzman gorlstu formu ile birlikte sosyal bilgiler/tarih egitimi
alaninda 3 uzmana gonderilmistir. Her bir uzman, uzman gorisii formunu dikkate alarak
sorularin kapsam ve gorlnils gecerligini sorularin amaca uygunlugu, kapsami, aciklik ve
anlasilirhgl, yeniden diizenlenme gereksinimi, ekleme ya da ¢ikarma gereksinimi, cevaplama
slresinin uygunlugu (30-45 dakika) ve diger durumlar agisindan incelemis ve donutlerini
arastirmaciya iletmistir. Arastirmaci tim dondutleri inceleyip gerekli diizenlemeleri yaptiktan
sonra gorisleri alinan tic uzmandan birine 18 soru olarak son haline getirilen anket formunu
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ve uzman gorist formunu tekrar iletmistir. Tekrar bir uzman tarafindan incelenen 18 soruluk
veri toplama aracinin uygunluguna dair goruslerin alinmasiyla anket gecerligi saglanmis ve
son haline getirilmistir.

Bilgisayar yoluyla anket uygulama son yillarda tercih edilen bir yontem olup
(Buyukoztirk vd., 2014), farkli ortamlarda bulunan katilimcilara erisimi kolaylastirmaktadir.
Sorular internet sayfasi Uzerinden 6gretmenlerin agiklamalarini sinirlandirmayacak sekilde
elektronik ortama aktarilmis ve bir adres baglantisi olusturulmustur. Bu arastirmada,
uygulanan anket formundaki sorular Ek 1’deki gibi olup, Tiirkiye Cumhuriyeti inkilap Tarihi ve
Atatirkgulik dersini veren tarih 6gretmenlerine 2020-2021 bahar ve 2021-2022 gliz olmak
Uzere iki akademik dénemde ¢evrim i¢i olarak uygulanmistir.

Bu nitel arastirmada gecerlik ve glivenirlik kapsaminda alinan énlemler (Yildirim ve
Simsek, 2005) soyledir: (1) “Uzman incelemesi” ile arastirmada kullanilan sorularin
arastiriilmak istenenle ve teknik olarak uygunlugunun saglanmasina ve veri analizinde
kodlarin uygunluguna dair uzmanlardan doéndtler alinmasi; verilerin dénemsel olup
olmadiginin teyidi icin “uzun sireli etkilesim”le arastirma slresinin iki akademik dénem
surdurilerek verilerin doyuma ulasana kadar alinmasi; 6znel varsayimlar ya da veride yanhs
anlasilmanin 6nlenmesinde verilerden ¢ikarilan genel anlamlarin arastirmaya katilan bir
katilimci ile paylasilarak “katilimci teyidi” inandiricilik (i¢ gegerlik) kapsaminda alinan
onlemlerdir. (2) “Amagsal ornekleme” ile c¢alismaya tim tarih 6gretmenlerinin dahil
edilmeyerek, yalnizca Tirkiye Cumhuriyeti inkilap Tarihi ve Atatiirkcilik dersini veren
O0gretmenler olarak Ozellestirilmesi ve o6gretmenlerin yapmis olduklari agiklamalarin
“dogrudan alintilarla verilmesi” sonuglarin aktarilabilirligi (dis gecerlik) kapsaminda alinan
onlemlerdir. (3) Veri toplama sirecinde sorularin cevrim ici sorulmasi ile elektronik olarak
kayit edilmesi surecinin “katilimcilar icin ayni sekilde olmasi” ve veri analizinin en basinda
arastirmacinin  “kodlamanin zamana ve kisiye gore degismediginin temini” tutarlik (ig
glvenirlik) kapsaminda dikkate alinan dnlemlerdir. (4) Elektronik olarak elde edilen “verilerin
saklanmasi” ve arastirma slrecinin “detayli bir sekilde tanimlanmasi” teyit/tekrar edilebilirlik
(cis glivenirlik) kapsaminda alinan 6nlemlerdir.

Calisma Grubu

Nitel yaklasimla 6gretmen gorislerini belirlemeye yonelik olan bu arastirmada
orneklem, “amagsal érneklem” ile belirlenmistir. Arastirmada durum hakkinda gesitli bilgi
saglayacak maksimum cesitlilik 6rnekleme tercih edilmis, boylece farkli okul tiirlerinde (6zel,
resmi), farkl lise tiirlerinde (genel lise, meslek lisesi, fen lisesi vb.), farkl bélgede (il, ilce vb.)
Turkiye Cumhuriyeti inkilap Tarihi ve Atatirkgiilik dersini veren tarih 6gretmenlerine
ulasmak hedeflenmistir. Genelleme amaci olmadan, orlintl ortaya ¢ikararak durumun daha
genis cercevede betimlenmesi ile evren hakkinda ipuclari saglayacak (Buyukoztirk vd., 2014)
sekilde calisma grubu belirlenmistir. Arastirmaya, Cankiri ilinde Milli Egitim Bakanhgi’'na
(MEB) bagl resmi ve 6zel ortadgretim kurumlarinda gérev yapmakta olan ve Tirkiye
Cumbhuriyeti Inkilap Tarihi ve Atatiirkgiilik dersini veren 25 tarih dgretmeni katilmistir.
Arastirmaya katilan 6gretmenlerin %28’i (7 kisi) kadin, %72’si (18 kisi) erkektir.
Ogretmenlerin biyik kismini %64 (16 kisi) ile 15 yil (st mesleki deneyime sahip
ogretmenler olusturmaktadir. Bunu %24 (6 kisi) ile 6-15 yil mesleki deneyime sahip
O0gretmenler takip etmekte olup, 0-5 yil arasi mesleki deneyime sahip 6gretmenlerin
arastirmadaki orani %12°dir (3 kisi).
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Arastirma kapsaminda Hacettepe Universitesi Etik Komisyonu’ndan arastirma “Etik
izni” alinmistir (Hacettepe Universitesi Senatosu Etik Komisyonu, 23.02.2021). Etik izin
alindiktan sonra MEB’e bagh ortadgretim kurumlarinda gorev yapan ve 12. sinifta Tlrkiye
Cumhuriyeti inkilap Tarihi ve Atatiirkclilik dersini veren tarih &gretmenlerine anket
uygulanabilmesi icin Hacettepe Universitesi’'nden alinan Etik izin Belgesi ve diger ilgili ve
gerekli belgelerle Cankiri il Milli Egitim Midurliigi’ne basvurulmustur ve “Uygulama izni”
(27.04.2021, E-57270673-605.01-24671902) alinarak arastirmaya baslanmistir. Katilimcilara,
arastirma amacindan bahsedilerek gonulli katilim formu ile izinlerinin alinmasi, istedikleri
zaman arastirmadan gekilebilecekleri vurgulanmasi, arastirmada katilimcilarin uygulanacak
anket ile fiziksel, zihinsel ve psikolojik zarar gérmeyecegi temin edilmesi ve katilimcilara ait
bilgilerin gizli tutulacagi ve verilerin yalnizca bilimsel amagh olarak kullanilacag belirtilmesi
seklinde etik olgular g6z 6nilinde bulundurulmustur (Fraenkel ve Wallen, 2000). Bu olgular
dogrultusunda, katiimcilar arastirma gonilli katihm (onam) formunu elektronik ortamda
onaylayarak arastirmaya katilmislardir.

Veri Analizi

Her bir 6gretmenin goérislerini iceren veri 01 (Ogretmen 1), 02 (Ogretmen 2) ... 025
(Ogretmen 25) sekilde kodlanarak her égretmen icin veri dosyasi olusturulmustur. Veri
analizi icin hazirlanan veri dosyalari “belirli kurallara dayali kodlamalarla bir metnin bazi
sozcliklerinin daha kiiglk icerik kategorileri ile 6zetlendigi sistematik, yinelenebilir bir teknik”
olan igerik analizine tabi tutulmustur (Buyikoztirk vd., 2014: 240). icerik analizinde
orneklem secme, kategorileri gelistirme, analiz birimini saptama ve sayisallastirma
basamaklari izlenmistir (Bailey, 1982, akt. Yildirm ve Simsek, 2005). Orneklem se¢cme
basamaginda 25 6gretmenin anket formundaki 18 soruya vermis oldugu cevaplarin tamami
analize katilmistir. Kategorileri gelistirme basamaginda 6gretim programinin dort temel 6gesi
dikkate alinarak 6gretmen gorisleri analizi kodlama gizelgesi olusturulmustur (Ek 2). Analiz
birimini saptama basamaginda 6gretmenin bir soru i¢cin verdigi cevabin tamami (kelime, s6z
Obegi, climle, ya da bir paragraf) analiz birimi olarak analize katilmistir. Son olarak
sayisallastirma basamaginda 6gretmen gorislerinde ortaya gikan nitel bulgular yaninda nicel
bulgular (miktar) da ortaya konulmustur. Boylece, 6gretim programi ile ilgili gorisler
belirlenerek programin uygulamadaki durumuna iliskin bulgular betimsel olarak
sunulmustur.

Bulgular

Programin Hedeflerine Yonelik Ogretmen Goriisleri

Ogretim programinin ilk unsuru olan “hedefler” kapsamindaki ilk soru 2018
Ortadgretim Tirkiye Cumbhuriyeti inkilap Tarihi ve Atatiirkgiiliik Dersi Ogretim Programinin
genel amaci ile ilgili gorusleri belirlemeye odaklanirken, diger 4 soru o6gretmenlerin
kazanimlarin kapsami ve miktari, anlasilirhgi, Bloom Taksonomisi alanlari ve dizeyleri ile
kazanim ifadelerindeki sinirlama ve uyari gibi aciklamalara dair goruslerinin belirlenmesini
amaclamaktadir. ilk olarak 6gretmenlere “Yeni 6gretim programin genel amagclari hakkindaki
dislnceleriniz nelerdir?” sorusu sorulmustur. Bu soruya 25 06gretmenin 17’si olumlu
actklama yaparken, 3 6gretmen “fikrim yok”, “hicbir diisiincem yok” seklinde, 5 6gretmen ise
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olumsuz yanit vermistir. Programin genel amaglariyla ilgili bildirilen olumlu gorislerden
bazilari séyledir: “Ogrencilerin milli degerleri kavramasi, yasamlarina yansitmasi ve milli
biling kazanarak duyarli vatandaslar yetistirme amaclarini karsiladigini diisiiniiyorum.” (04).
“Olumlu. Tarihi olaylari dgrenerek giinii anlamalarina yonelik.” (09). “Aslinda amaglar iyi
belirlenmis ancak bunlari verebilmek igin stre sikintisini azaltmak gerektigini distiniiyorum.”
(012). “Milli tarih, milli kimlik, ahlakli, erdemli, disiplinli, vatansever ve vatanina bagli genclik
yetistirme acisindan olumlu buluyorum.” (019).

Olumlu goris belirten 6gretmenlerin genel olarak dersin genel amaclarini milli tarih,
milli kimlik ve millT degerleri yansitmasi bakimindan olumlu bulduklari gérilmektedir. Ancak
gorisleri olumlu olsa da ders siiresinin kisitl olmasinin bu degerlerin 6grenciye
kazandiriimasinda sinirhliklar olusturdugu da 2 6gretmen tarafindan ifade edilmektedir.
Ogretmenlerin programin genel amagclarina dair olumsuz gériislerinden bazilari séyledir:
“Atatirk¢l ve onun izinden yiriyen bir genclik yetistiriimesine yonelik ders amaglarinda
kisaltmalar olmasi bakimindan olumsuz.” (020). “Amaglar teoride kalmis, uygulamasi yok.”
(021).

Ogretmenler 2018 programinda dersin genel amaclaryla ilgili belirtilen, dgrenciye
kazandirilmasi istenen tarih ve tarih metodolojisi bilgileri, tarihsel dlisinme becerileri, tarih
biliminin dogasi, vatandashk tutum ve davranislari sekilde genel amaglardan sinirl sekilde
bahsederek ¢ogunlukla bu amaglara iliskin olumlu ya da olumsuz yaklasimlarini
belirtmislerdir.

Bir diger soruda 6gretmenlere yeni 6gretim programindaki kazanimlarin kapsami ve
miktari hakkindaki gortsleri sorulmustur. 12 6gretmen kazanimlarin kapsamini ve miktarini
yeterli bulurken, 6 6gretmen ise fazla oldugunu disiinmektedir. 4 6gretmen kazanimlarin
kapsami ve miktarini yetersiz bulurken, 1 6gretmen kapsam ve miktarda dengesizligi
belirtmis, 1 68retmen yanit vermemis, 1 6gretmen ise ilgisiz cevap vermistir.

Kazanimlarin kapsam ve miktarinin yeterli oldugunu diisiinen dgretmenler “lyi ve
yeterli.” (01), “2018 programinda yer alan 33 kazanim bence yeterli.” (011), “kazanimlarin
kapsami da miktari da uygun.” (015), “kazanim ve miktari yeterli.” (017) gibi kisa ifadelerden
olusan vyanitlar vermislerdir. Buna karsin kazanim kapsam ve miktarini fazla bulan
ogretmenler gerekcelerine deginerek aciklama yapmislardir. Bunlardan bazilari soyledir:
“Ders saati siiresine gore fazla.” (02). “Kazanimlar cok fazla, haftalik iki saat yeterli
gelmemektedir.” (010). “12. sinif inkilap Tarihi dersi icin ¢ok fazla kazanimin oldugunu,
bundan dolayi o kazanimlari hepsinin verilmesinin imkansiz gibi bir sey oldugunu
dustntyorum.” (012). “Kapsamin ve buna bagli olarak kazanimlarin genis oldugunu
distindyorum. CTDT [Cagdas Tirk ve Dilinya Tarihi] dersiyle ortak olan tnite konularinin ve
buna bagh kazanimlarin Milli Miicadele, Geng¢ Tiirkiye Cumhuriyeti, inkilaplar, Atatirkglliik
konularina ve kazanimlarina odaklanilmasini zorlastirdigini ifade etmek durumundayim.”
(014).

Bu aciklamalarda bazi 6gretmenler kazanim sayisini ders saati ile kiyasladiginda
kazanim miktarinin fazla oldugunu aciklarken, bazilari ise ders saati siliresini belirtmeden
bunun fazla olusunu ifade etmistir. Kazanim kapsam ve miktarinin yetersiz oldugunu
aciklayan ogretmenlerin bazilarinin gorisleri ise soyledir: “Milli Miicadele Kahramanlarina
cok daha fazla yer verilmesi gerektigini diisiintiyorum.” (04). “Yeterli degil. Ozellikle Kurtulus
Savasimizin hazirlik sirecine yeterince agirlik verilmedigini ve Milli Miicadele hareketine
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karsi istanbul Hilkumetinin tutumunu yeterince yansitmadigini diisiiniilyorum.” (05). “Bazi
konulara daha ayrintili yer verilebilir. Kurtulus Savasi, Atatiirk’iin Hayati gibi.” (O8).

Kazanim kapsam ve miktarinin yetersiz olusunu dile getiren 6gretmenler daha ¢ok
kazanim-igerik iliskisine vurgu yaparak ders igeriginde bazi konularin daha fazla ele alinmasi
gerektigini disinmektedir. Bu soruda 1 6gretmen ise kapsam ve miktarin bazi konularda
fazla, bazilarinda az olusunu belirterek konulara gore dengesiz olusuna dikkat cekmis, ayrica
konularin tarihsel arka planina deginilmedigini ifade etmistir. Ogretmenin yaniti sdyledir:
“Denge yok maalesef, bazi konular asiri fazla bazi konular ¢ok az verilmis. Mesela inkilap
tarihinde fikir akimlari konusu olmasi gerekiyordu, ittihat ve Terakki’nin daha ayrintili
verilmesi gerekiyordu. Mustafa Kemal’in ilk katildigi savas Trablusgarp denip geciyor askerlik
hayatina dair. Trablusgarp Savasi nedir daha detayl anlatilabilirdi. Cocuktan analiz sentez
yapilmasi isteniyorsa bunun icin én bilgi gerekiyor.” (025).

Ogretmenlere yeni 6gretim programindaki kazanimlarin anlasihirligi ile kazanim
acitklamalari  hakkindaki gorisleri sorulmustur. 16 0Ogretmen 6gretim programindaki
kazanimlarin anlagihr oldugunu, 11 0Ogretmen kazanim agiklamalarinin kazanimlarin
anlasilirhgini kolaylastirdigini belirtmektedir. Bazi yanitlar “Kazanim ifadeleri agik ve anlasilir
sekilde verilmistir.” (04), “Kazanim ifadelerine dair aciklamalar kazanimi anlamada olumlu
etkisi vardir.” (018) seklindedir. 9 égretmen ise kazanim anlasilirhgr ve aciklamalari ile ilgili
“Daha anlasilir olmali. Bu konuda 06zellikle 15 yil Gzeri meslekte calisanlar olarak problem
yasiyoruz.” (023) ve “Daha net olabilir.” (024) seklinde aciklamalar yapmakta, kazanim
ifadeleri ve agiklamalarin daha anlasilir olmasi gerektigini belirtmektedir.

Ogretmenlerin kazanim ifadelerinin anlasilirhgini aciklarken belirli bir kazanim
ifadesinin anlasilirhgini ele alarak degil, 2018 6gretim programindaki 33 kazanimin tamamini
bitiincil olarak degerlendirdikleri gériilmektedir. Ayrica 1 6gretmen (025) égrenci hedef
kitlesine dikkat ¢cekmekte ve 6grencilerin egitim gordikleri farkli okul tiirlerine gére kazanim
ve aclklamalarin farkh olmasi gerektigini belirtmektedir. Kazanimlara kiyasla kazanim
acitklamalarini anlasilir bulan 6gretmen sayisinin az olmasi, 6gretmenlerin 6gretim silirecinde
bu aciklamalari degerlendirmede yasadiklari olumsuz deneyimlerden kaynakli olabilir.

Hedeflerle ilgili bir diger 6nemli olgu ise hedeflerin bilissel, duyussal ve psikomotor
alanlardaki hangi o6zellikleri kazandirmaya donik olusu ve bu alanlardaki dizeyleridir. Bu
kapsamda “Yeni Ogretim programindaki bilissel, duyussal ve psikomotor alanlardaki
kazanimlarla ilgili gorisleriniz nelerdir?” sorusunu 4 6gretmen “normal”, “basarih”, “yeterli”
ve “olumlu” seklinde ifade etmektedir. 14 6gretmen bilissel, duyussal ve psikomotor
alanlarina uygunluk olarak kazanimlari degerlendirmekte, bazi 6gretmenler bilissel alan
vurgusu vyaparak duyussal ve psikomotor alanlar icin gereklilik ve uygunluk hakkinda

aciklamalar yapmaktadir. Bu agiklamalardan birkaci soyledir:

“Kazanimlar eski programdan farkl olarak konu konu degil de baslhk baslik ele
alinmakta bu da kazanimlarin 6grencilere verilmesini zorlastirmakta oldugunu diistiniyorum
¢linkli 6grenci slrekli konular arasinda baglanti kurmakta sikinti yasiyor. Bu da bilissel
alanlarda kazanimlarda zorlandiklarini diisiiniiyorum.” (012). “Dersin 6zelligi dolayisiyla
kazanimlar bilissel ve yer yer de duyussal alanlarda yogunlasmaktadir.” (014). “Tarih
derslerinin sozel ders agirlikh olmasi sebebiyle bilissel ve duygusal alanlardaki kazanimlara
daha cok hitap ettigi kanaatindeyim. Psikomotor beceriler konusunda biraz zayif kaliyor.”
(019).
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Dort 6gretmen genel ifadelerle 6grenci 6n hazirligl, glinlik hayatla iliskilendirme
konularinda yanitlar vermis, li¢ 6gretmen ise bu soruyu “yorum yok”, “yanitim yok” seklinde
cevapsiz birakmistir. Ogretmenlerin, kazanimlarin Bloom taksonomisi alanlarindaki
actklamalarinda alan ve duzeyleri birbirinden kopuk olarak degerlendirdikleri séylenebilir.

Programin igerigine Yonelik Ogretmen Gériisleri

“icerik” ile ilgili sorularda 1., 2., 4. ve 6. sorular icerigin belirlenmesi, 3. soru icerigin
diizenlenmesi ve 5. soru icerigin ele alinisi ile ilgilidir. icerigin belirlenmesiyle ilgili ilk iki soru,
o0gretmenlerin mevcut durumdaki yeni programa eklenmesi ve ¢ikarilmasi gereken konularin
olup olmadigi hakkindaki gorislerini kesfetmeye yoneliktir. Bu baglamda programa
eklenmesi gereken konulara dair konularin yeterli oldugunu ve program igerigine eklenmesi
gereken bir konu olmadigini disiinen 9 6gretmen vardir. Bu 6gretmenler cevaplarini “hayir”,
“yoktur”, “yeterli”, “konular yeterli”, “bence yok” seklinde kisaca belirtmislerdir. Bu soruya 2
O0gretmen ilgisiz cevap vermis olup, 3 6gretmen yanit vermemis, 11 6gretmen program
icerigine konu eklenmesi gerektigi gorislerini belirtmislerdir. Bazi goérusler soyledir:
“Ekonomik alanda yapilan inkilaplar daha genis olunabilir.” (03). “inkilap Tarihi dersine
Osmanli son donem reformlarindan baslanmasi gerektigini diistiniyorum. Reform ile inkilap
farkinin kavratilmasi bakimindan bunun énemli oldugunun kanisindayim.” (04). “Cok partili
rejim denemeleri sirasinda ¢ikan isyanlar eklenmeli.” (010). “Bu dersi ne zaman
baslatacagiz? Kilik kiyafette yenilik sadece Cumhuriyetle mi basladi? 2. Mahmut yeniliklerini
nereye koyacagiz? Bu ylzden konu bitinligi saglanmalhdir. Tim bunlar 6gretmenin kisisel
goéris ve diinyasina birakilmamalidir. Programlarda ve kitaplarda yerini almali.” (011).
“Ozellikle dikkatimi ceken inkilap tarihi dersinde ¢ok fazla kazanim oldugu icin Atatiirk
donemi ile ilgili konularda gikarimlarin ¢ok oldugunu distiniyorum o ylizden bunlarin tekrar
konulmasi gerektigini disiniyorum.” (012). “Kirsal kalkinmaya verilen énem ve Koy
Enstitiileri.” (016). “Osmanl Devleti’nin son dénemi, XIX. yy baslarindan baslayarak XX. yy
ortalari.” (017). “Cok partili déneme gecisi engelleyen isyanlar icerige tekrar eklenmeli.”
(020). “Mesela kapitiilasyon anlatilacaksa tarihsel arka planinin kisaca anlatilmasini isterdim.
Cunkl inkilap tarihi Osmanh tarihinden ayri bir tarih degil, hem boylelikle alt yapi saglanip
hedef kolay insa edilebilir.” (025).

Konu eklenmesine dair goris bildiren 6gretmenler 3 noktaya dikkat ¢cekmektedir.
Bunlar, (1) Turk modernlesme tarihi konularinin da programa dahil edilmesi ile konu
bitlinliglinin saglanacagini, (2) 1981 (MEB, 1981) ve 2010 (MEB, 2010) programlarinda yer
alan cok partili siyasi hayata gecisi engelleyen Seyh Sait isyani ile Menemen/Kubilay Olayi
konularinin 2018 programina tekrar eklenmesini ve (3) Atatirk Doneminde (1923-1938)
kirsal kalkinmadan agir sanayinin kurulusuna ve bunun llke ekonomisine yansimasina daha
genis olarak yer verilmesi gerekliligidir. Ayrica t¢ 6gretmen (04, 011, 017) igerigin
belirlenmesine dair konularin eklenmesi ile birlikte, dersin sinirlarinin nereden baslamasi
gerektigine dikkat cekmektedir.

vy “"

icerikten cikarilmasi gereken konularda da 9 6gretmen “hayir”, “su an yoktur”, “yok”
sekilde kisaca yanitlayarak cikarilmasi gereken konu olmadigini belirtmis, 5 6gretmen yanit
vermemistir. 2 06gretmen ise 0Ozel olarak bir konu c¢ikarilmasi vyerine sadelestirme
yapilabilecegi ile meslek liselerinde konularin azaltilabilecegini aciklamistir. 9 6gretmen ise
asagidaki konularin program igeriginden c¢ikarilabilecegini belirtmekte olup, bazi goérusler
soyledir:  “12. siniflardaki inkilap Tarihi dersinde soguk savas ve yumusama dénemi ve
sonrasl konularin gikartilabilecegini ya da kazanim sayisini bu konularda daha az hale
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getirilmesi gerektigini diisiiniyorum.” (012). “Soguk Savas dénemi.” (013). “2. Diinya Savasl,
Tirkiye ve Dlinya'da etkileri konusundan sonraki Gniteler ¢ikarilirsa 1914-1945 donemi ¢ok
daha kapsamli ve ayrintili bir sekilde islenerek ¢ok daha kalici izli 6grenmeler
gerceklestirilebilecektir.” (014). “1960 sonrasi konular cikarilmali.” (020). “1980 sonrasi
konular.” (021). “Tirkiye Cumhuriyeti inkilap tarihinde yer alan ¢agdas diinya konulari.”
(025)

Ogretmenler tarafindan c¢ikarilmasi gerektigi belirtilen konular incelendiginde
o0gretmenlerin “1960 sonrasi konular c¢ikariimali”, “1980 sonrasi konular” ve “Tlrkiye
Cumbhuriyeti inkilap tarihinde yer alan ¢agdas diinya konulari” seklindeki yanitlarinin Tirkiye
Cumbhuriyeti inkilap Tarihi ve Atatiirkciilik dersi sinirlar ile ilgili oldugu goériilmektedir.
Cikarilmasi gereken konu oldugunu diisiinen 6gretmenlerden biri (011) ise yakin tarihteki
her konuya mifredatta yer verilmemesi gerektigini, 6zellikle 8. tnite konularinin Gniversite
diizeyinde ele alinabilecegini belirtmistir.

icerigin belirlenmesinde égretmenlere programa yeni eklenen initeler ve konular
hakkindaki distinceleri de sorulmustur. 2 6gretmen fikri olmadigini sdylemis ve ilgisiz yanit
vermis, 2 0gretmen yanit vermemistir. 11 6gretmen yeni eklenen konular/tnitelerle ilgili
olumlu goéruslere sahiptir. Bunlardan bazilari séyledir: “Glncel konularin eklenmesi iyi oldu.”
(02). “Cagdas Tiirk ve Diinya Tarihi dersi konularinin bir kisminin miifredata eklenmesini
oldukca basarili buluyorum... Bu eklenen konularin sinav konulari ile uyumlu olmasi ve
bitiinlesmesi gerekiyor.” (04). “Yakin tarihin anlasiimasi icin daha iyi oldu.” (09). “Yakin
gecmis ile tarih konularinin iliskili hale getirilmesi agisindan olumlu buluyorum.” (019).

Bir 6gretmenin ise ilk kez eklenen Unitelerden ziyade 1981 ve 2010 programlarinda
var olan Unitelere yeni eklenen konu ve kavramlardan bahsederek olumlu gorus bildirdigi
gortlmektedir. “lrak Cephesi’'ndeki Kut'lGl-Amare Zaferi'ne ve Medine Miidafaasina
deginilmesi yerinde bir ifade. Milli Micadele sirecine farkli sekillerde katkida bulunanlarin
vurgulanmasi oldukga gilizel... Fasizm, Nazizm, kominizm, sosyalizm, liberalizm ve
kapitalizmin genel 6zelliklerine ve siyasi etkilerine deginilmesi giizel.” (011).

Programa yeni eklenen konularla ilgili olumsuz goéris bildiren 10 6gretmen ise ders
icin slrenin yetersiz olmasi, 6grencinin ilgisini ¢ekmemesi, fazla konu eklenmesi gibi
gerekgeler aciklamislardir. Bunlardan bazilari sdyledir: “Ogrencinin ilgisini cekmiyor.” (013).

“Tirkiye Cumhuriyeti inkilap Tarihi ve Atatiirkciliik dersi yeni 6gretim programi konu
olarak arttirilarak ve CTDT [Cagdas Tiirk ve Diinya Tarihi] dersi lniteleri ortak konu seklinde
eklenerek kapsami genisletilmis durumdadir. Bu durum agik¢asi dersin islenisini
zorlastirmakta tniteler hizli gecilmek zorunda kalinmaktadir. Ozellikle dersin ana damari olan
Milli Miicadele ve Atatiirk ilke ve inkilaplari konularina yeterince zaman ayrilamamaktadir.”
(014). “Biraz fazla.” (015). “Yeni eklenen konular, dersi kendi dogasindan uzaklastirmis.”
(020).

Yeni eklenen konularla ilgili olumsuz gériis bildiren 2 6gretmen (018, 025) ise
ozellikle ¢ok vyakin tarihe iliskin konularda objektiflik saglamanin zorluguna dikkat
cekmislerdir. Ogretim programin icerigin belirlenmesi kapsaminda incelenen 1., 2. ve 4.
sorulara ait yanitlarda 6gretmenlerin icerigin hedeflerle iliskisi, 6grenci diizeyine uygunluk,
gecerlik, guvenirlik, bilimsellik, ekonomiklik, kendi kendine yeterlilik olgularina 6zel olarak
dikkat cekmeden yanitladiklari goriilmektedir. Konularin iliskilendirilmesi, anlasiimasi; milli
ve manevi degerler kazandiriimasi bakimindan yasama vyatkinlik; o6grenci ihtiyaclarini
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karsilama gibi olgulara kapali olarak ve sinirli oranda deginilmektedir. Bu bolimdeki bir diger
onemli nokta ise bazi 6gretmenlerin dersin sinirlarinin gizilmesi, yani konularin nereden
baslamasi ve nerede bitmesi gerektigi ile ilgili aciklamalaridir. Ogretmenlerin bazilari dersin
baslangici (04, 011, 017) bazilar ise dersin bitisi (011, 014, 017, 620, 021, 025) ile ders
kapsamina dair duslincelerini dile getirmiglerdir.

icerigin belirlenmesi ile ilgili ele alinan bir diger nokta lnite analizidir. Bu amagla
o0gretmenlerden Uniteler ve kazanimlar igin ayrilan siirenin yeterli olup olmadigi ile ilgili
gorislerini belirtmeleri istenmistir. Soruya yanit veren 22 6gretmenin 15’i slirenin yetersiz
oldugunu ifade etmistir. Bu 6gretmenlerden biri ders saati sliresinin artirilmasi gerektigini
soyle belirtmektedir: “Haftalik 2 saatlik ders siiresi bu dersin islenisi icin gercekten azdir ve
en az 4 saat olacak sekilde planlama yapilmalidir.” (014). Siire yetersiz gériisiindeki baz
ogretmenler de kazanim sayilari ile siire dagiimindaki dengesizlik durumu ve genel olarak
slre yetersizligi seklinde agiklamislardir. Bu soruya cevap veren 7 6gretmen ise Uniteler ve
kazanimlar igin ayrilan sirelerin yeterli oldugunu ifade etmistir. Ancak bu 6gretmenlerden
3l siire yeterli olsa da siirenin dagiliminin yanlis oldugunu belirtmistir. Ogretmenlerin
yanitlari batlncil degerlendirme seklinde olup, her bir nite ve kazanim igin belirlenen ders
saati sliresini 6zel 6rnekler vererek degerlendirmedikleri gérilmektedir.

Bu bolumdeki 3. soru igerigin diizenlenmesi ilgili olup 6gretmenlerin yeni 6gretim
programindaki konularin dagilimi, dengesi, birbirleriyle iliskisi ve siralanisi hakkindaki
dusiincelerini belirlemeyi amaclamaktadir. icerigin diizenlenmesi icerigin secimi kadar
onemli olup 6gretilmek istenen konularin zaman siiresince siralanisini, konularin dagilimi,
dengesi, birbirleriyle iliskisinin psikolojik prensipler dogrultusunda organize edilmesini esas
alir. Ornegin program icindeki her tiirlii bilgi ve deneyimin birbiriyle baglanmasi, ya da bir
derste Ogrenilenin diger derste kullanilabilmesi, yeni eklenen ya da cikarilanlarin mevcut
yaplya etkisi, 6grenenlerin gelisim dizeylerinin de dikkate alinmasiyla basitten karmasiga,
somuttan soyuta, kolaydan zora seklinde siralanisi bu kisimla ilgilidir.

23 6gretmen bu soruya cevap vermis olup, bu 6gretmenlerin 14’( program igeriginin
dizenlenmesinde olumlu gorislere sahiptir. Bu 6gretmenler ilgili olgulari topluca
degerlendirmis “uygun”, “gayet iyi”, “olumlu”, “sikinti yok” seklinde kisaca agiklamistir.
Ogretim programi iceriginin diizenlenmesinde 9 d6gretmen ise olumsuz goériise sahip olup, bu
olumsuzluklarin neler oldugunu aciklamalarinda belirtmistir. Bu aciklamalarda en c¢ok
“kronoloji” ve “Cagdas Tiirk ve Dinya Tarihi” dersinin kapsamindaki yeni konular ile ilgili
durumlar dikkat cekmektedir. Bazi gorisler soyledir: “Olaylarin kronolojik siraya gore
diizenlenmesinin gerekli oldugunu distintiyorum.” (05). “Kronolojiye dikkat edilmeli bu
durum kitaplara da yansimistir.” (011). “4. Unite iki savas arasi donemde Tiirkiye ve Diinya
Unitesinden itibaren CTDT [Cagdas Tirk ve Diinya Tarihi] konulariyla hemen hemen ayni
seyler islenerek tekrara disilmektedir.” (014). “Olaylar ve olgular tarihsel akisina uygun
siralanmali.” (017). “Kitaptaki konular tematik oldugu icin siralama sikintili oluyor... Baglanti
sikintisi var bu da icerikte bogulmaktan kaynaklaniyor.” (025).

icerigin ele alinisi ile bu bélimde &gretmenlerin belirlenen ve diizenlenen igerigi
alana o6zgu yeterlilik ve beceriler, degerler ve yetkinlikler cercevesinde degerlendirmeleri
beklenmektedir. Bu soruya 21 6gretmen cevap vermis olup, icerigin alana 6zgl yeterlilik ve

UH

beceriler, degerler ve yetkinlikler gercevesinde ele alinisini 13 6gretmen “iyi”, “problem

yoktur”, “uygundur”, “kazanimlarla baglantih” seklinde kisaca ifade etmektedir. Bu soruda 5
O0gretmen igerigin ele alinisinda ayrinti durumunu ve biraz daha gliglendirmeye iliskin
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olumsuz goruslerini belirtmistir. Bu 6gretmenlerden biri olumsuz yaklasiminda igerigin
etkisini soyle aciklamaktadir:

“Konularin islenisi az zamanda, ayrintiya girilemeden yapildigi igin 6grencilerimizde
yeterli analiz, sentez, degerlendirme ve yorumlama becerilerini gelistirmekte eksik kaldigimiz
noktalar oldugunu ifade etmek durumundayim.” (014)

Ug dgretmen ise programda belirtilen beceri, yeterlilik, yetkinlik ve degerlerin
ogrencilere kazandirilmasi slireci igcin hayata gegirilmesinin O6nemine sdyle vurgu
yapmaktadir: “Genel olarak program incelemesi yapildiginda giinlik hayat ile iliskilendirilmis
bir yapida oldugu gozlemlenmektedir. Ancak sayet 6gretmen bu asamada kendi becerisini
yeteneklerini derslerinde 6grencilere sunmazsa programin bu baglamda uygulanabilirligi
tartisilir olacaktir.” (04). “Becerilerin anlasilmasi, daha kolay degerlere yer verilmesi ve
hayata tatbik edilmesi daha anlasilir.” (09). “Yer almasindan ziyade uygulanabilirligi dnemli,
bence yer aliyor lakin uygulanamiyor.” (025).

Ogretmenlerin bu aciklamalari icerigin ele alinisinda cogunlukla ézel olarak alana 6zgii
yeterlilik ve beceriler, degerler ve yetkinliklere deginmeseler de programdaki vurgusunu
dikkate aldiklarini, ayrica bazilarinin uygulanabilirlikle ilgili kaygilarini da géstermektedir.

Programda Ogrenme-Ogretme Siirecine Yonelik Ogretmen Goriisleri

“Ogrenme-6gretme siireci” ile ilgili soruda 6gretmenlerden yeni 6gretim programinin
hangi 6gretim yontem ve tekniklerinin kullanimini tesvik ettigini agiklamalari istenmistir.
Ogretmenler bu soruyu cevaplarken yeni program esasinda inkilap tarihi 6gretim siirecinde
birden ¢ok 6gretim yonteminin birlikte, hatta geleneksel ve alternatif yontemlerin bir arada
kullanilabilecegini belirtmislerdir. Birden fazla yontemin bir arada kullanilabileceginin ifade
edildigi bazi 6rnekler séyledir: “Diiz anlatim, soru-cevap ve tartisma” (014), “inceleme,
arastirma, analiz” (016), “Anlatim, arastirma, yerinde 6grenme” (017), “Bulus, tiimevarim,
dgrencinin bilgiyi kendisinin kesfetmesi” (023). Bu yéntemler arasinda 10 &gretmen “diiz
anlatim” yontemine yoneldiklerini agik sekilde belirtirken, 3 6gretmen “slirenin azligi ve
konularin ayrintili ve ¢ok olusu”, “yogun bilgi bombardimani” ve “6gretmen merkezli”
ifadeleri ile dolayli olarak Tiirkiye Cumhuriyeti inkilap Tarihi ve Atatiirkcilik dersinde
geleneksel 6gretmen merkezli diiz anlatim yonteminin kullanimini belirtmislerdir.

Ogretmenler agiklamalarinda soru-cevap, arastirma, bulus yoluyla 6grenme, diyalog,
sorgulama, ornek olay, tartisma, drama, beyin firtinasi, inceleme, analiz, akil yliritme, yorum
yapma, timevarim, iliskilendirme, yerinde 6grenme yontem ve teknikleri ile Ogretim
sirecinde 06grencilerden dogrudan ya da dolayli olarak beklenenlere acik sekilde
deginmektedirler. 1 6gretmen (024) ise “6grenci merkezli” aciklamasi ile dolayli olarak
deginmistir.

“Soru-cevap” ogretmenler tarafindan en cok (10 6gretmen) bahsedilen etkilesimli
tekniktir. Benzer sekilde “arastirma”, yontem ve teknikler arasinda en fazla (5 6gretmen)
bahsedilen ikinci yontemdir. Bu yontemlere ek olarak 6grencilerin sorgulama ve elestirel
becerilerinin de 0Ogrenme-6gretme sirecinde kullanimina az da olsa (2 0Ogretmen)
deginilmistir. Ogretmenlerin aciklamalarinda 6grenme-dgretme siireci etkinliklerinde
yontem, teknik ve becerilerin kullanimi ile birlikte az bir kisminin (4 6gretmen) materyal
kullanim vurgusu da dikkat ¢ekmektedir. Bu materyaller hem agik sekilde “resim, harita ve
video” olarak hem de “gérsel ve isitsel” materyaller olarak belirtilmigtir.
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Ogretmenler, 8grenciyi aktif kilan 6grenci merkezli yapilandirmaci yaklasimi esas alan
ogrenci etkinlikleri ve bulus yoluyla 6grenmeye vurgu yapmakta olup, 6gretimin teknoloji,
okuma parcalari ve biyografilerle desteklenmesine dikkat cekmektedir. Ogretmenlerin
programi uygularken 6grenme-6gretme suireci ile ilgili yaklasimlari ise soyledir: “Mutlaka
ders kitabindan islenmesine ve EBA’dan [Egitim Bilisim Ag] takip edilmesine.” (03).
“Atatirkgllik noktasinda 6grencilerimi daha fazla ek kaynaklar kullanarak donanimli hale
getirmeyi amaghyorum.” (O5). “Sinavlarda ¢ikabilecek konulara dikkat ediyorum. Atatiirk’iin
Hayati, Kurtulus Savasi ve sonrasinda yaptiklari, onun 6nemi Uzerinde dikkat ¢ekmeye
calisiyorum.” (08). “Eksik konulari tamamlayarak not aldirarak isliyorum.” (010). “Ozellikle
tarih soyut bir alan oldugu icin konulari daha ¢ok 6rneklerle somutlagtirmaya galisiyorum. Bu
sekilde 6grencinin konulari daha netlestirebilecegini distiniyorum.” (012). “Etkinlikleri
uygulama.” (016).

Ogrenme-dgretme siirecinde égretmenlerin ders kitabi, ek kaynaklar, EBA’da yer alan
materyaller, somut 6rnekler kullanimi, ginlik hayat vurgusu, not aldirma ile etkinlikleri
uygulama yaklasimlari gorilmektedir. Yontem uygulamalarinda 6grenci katilimini géz éniine
almaktadirlar. Ogretmenler yanitlarinda metodolojik olgulardan bahsederken hedefler, icerik
ve oOgrenme-6gretme siireci iliskisine de deginmektedirler. Ogretim programinin
uygulanmasinda bahsedilen, tarihsel diisiinme becerileri icin de énemli olan, kazanimlarin
bazilarinda ve ders kitabi yazarlari icin belirtilen kronolojik siralama, tarih seridi, gazete,
calisma kagitlari, onemli sahsiyetlerin biyografiler ve anekdotlar, oykil, otobiyografi,
Anitkabir, miize, savas meydanlarina sanal geziler, kaynak ve goruslerden alintilar, siir, 6zIG
sozlerin Ogretmenler tarafindan bu siregte kullanilabilecegi sinirli sekilde belirtilmistir.
Ogretim programinda vurgulanan gézlem, inceleme, analiz, sorgulama ydntemleri, goérsel ve
isitsel materyal kullanimin 6grencilerin tarihsel disliinme becerilerine etkisi ile bunlarin
derste ne zaman ve ne amagla kullanilacagl belirtilmeden bu siregte genel olarak
bahsedilmistir.

Programda Degerlendirmeye Yonelik Ogretmen Goriisleri

Ogretim programinin “degerlendirme” unsuru ile ilgili soruda dégretmenlerden yeni
ogretim programinin degerlendirme silrecinde ne tir yontem ve tekniklerinin kullanimini
tesvik ettigini aciklamalari istenmistir. Ogrenme-6gretme siirecindeki yanitlar gibi bu
bélimde de 6gretmenler birden fazla yontem ve teknigin birlikte kullanimini belirtmiglerdir.
Bu ifadelerden bazilar séyledir: “Klasik, dogru-yanls, bosluk doldurma ve test.” (09). “SézIi,
yazili, coktan se¢meli, soru cevap, drama, tartisma.” (012). “Konu kapsaminin genis ve
ayrintili olusu test tekniklerini 6n plana c¢ikarmaktadir. Coktan se¢meli, D-Y [Dogru-Yanls],
eslestirme test sorulari kapsam gecerliligini daha ¢ok saglamakta, bunlarin yaninda 1-2 tane
acik uclu klasik soru eklenebilmektedir.” (014). “Acik uglu sorular ile tartisma.” (023).

Ortadgretim programlarinda (Tiirkiye Cumhuriyeti inkilap Tarihi ve Atatirkgiiliik dersi
ve diger dersler) degerlendirmeye dair ortak olarak deginilen olgular ele alindiginda
ogretmenler degerlendirmede cesitlilige isaret etmektedir. Ogretmenler geleneksel
degerlendirme yontemlerini “klasik, klasik yazili, yazili” (4 6gretmen), “test” (4 68retmen) ve
“s0zIU” (1 6gretmen) terimleri ile degerlendirmede dolayli olarak acik uclu sorular ve ¢coktan
sec¢meli soru kullanimini belirtmislerdir. Bununla birlikte kisa cevapli, coktan se¢meli, bosluk
doldurma, dogru-yanls sorulari ve acik uclu sorular olarak da acik sekilde Urilin ya da sonug
odakh sorularin kullanimina deginmislerdir (7 6gretmen).
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Ogretmenlerin bu sorudaki yanitlari arasinda alternatif degerlendirmelerin oldugu da
gorilmektedir. Ornegin arastirma, tartisma ve drama gibi 6gretim ydntemlerinin
degerlendirmede de kullanimini ifade etmis, dolayh olarak sire¢ odakl degerlendirmeye
dikkat cekmislerdir (2 o6gretmen). Arastirmaya katilan Ogretmenlerden bazilari ise
performansa dayali, becerilerin de kazandirilip kazandirilmadigini dlgen, bireysel farkliliklari
dikkate alan, degerlendirmede gesitliligi vurgulayan alternatif degerlendirme yontemlerine
dikkat cekmislerdir (4 6gretmen). “Kesin sinirlar ¢cizmeyen, yol gdsteren tarzda.” (015) ve
“Olcme ve degerlendirme islemleri ¢cok yonli yapilarak tim dgrencilere ulasabilmeli.” (019)
bu 6gretmenlerin ifadelerine 6rneklerdir.

Bu ifadeler ayni zamanda degerlendirmenin egitim sireci ile bltinlik igerisinde olusu
ve bu silirecte kullanilan 6gretim yontemleri ile degerlendirmede kullanilan yéntemlerin
birbiri ile iliskisini de gdstermektedir. Arastirmaya katilan 6gretmenlerden biri soruya verdigi
yanitta 6gretim programinin somut O6rneklere yer vermeyerek bu kismin 06gretmene
birakilmasini elestirmis, tarih 6gretmenlerinin bu derse iliskin pedagojik alan bilgilerinin
degerlendirme boyutunda hizmet ici kurslarin gerekliligini soyle belirtmistir: “Olgme
degerlendirme konusunda somut orneklere yer verilmemesi, 6gretmenlerin becerisine
yetenegine birakilan bir uygulama ortaya koymaktadir. Ogretmenlerin bu konuda daha
donanimli olmalarini saglamak icin hizmet ici egitim seminerleri verilmesi ve gerekli egitim
calismalarinin yapilmasi gerekmektedir.” (04).

Arastirmaya katilan 1 0Ogretmen, diger ogretmenlerden farkli olarak 6gretim
programinda ders kitabi yazarlari icin onerildigi gibi gorsel 6gelerle desteklenen sorularin
kullanimini ifade etmis, 1 O0gretmen ise yanit vermemistir. Programin uygulanmasinda
degerlendirme ile ilgili olarak 1 6gretmen “Unite degerlendirme sorularini yanitlamaya.”
(016) dikkat ettigini aciklamakta, “Daha cok analitik diisinmeye yénelik soru érnekleri
olmall.” ifadesiyle program dogrultusunda vyazilan ders kitaplarindaki degerlendirme
olgularina dikkat cekmektedir.

Programin Biitiinii Hakkindaki Goriisler

Yirmibes 6gretmenin 12’si dnceki programlarla kiyasladiginda yeni programi daha iyi
buldugunu isaret eden olumlu, 13 6gretmen olumsuz yanit bildirmistir. Bu yanitlarda
o0gretmenler dnceki programlara kiyasla konu gesitliligi, kullanishlik, anlasilirhk ve sadelik gibi
olumlu 6zelliklerine dikkat ¢ekmislerdir. Olumsuz yanit veren 6gretmenler ise konularin fazla
olmasi sebebiyle icerigin ylzeysellesmesi ve sire yetersizligi seklindedir.

Programin glcli yanlariyla ilgili 25 6gretmenden 6’si gliclii yani olmadigini belirten
olumsuz ya da glicli bir yani belirtmeyen ilgisiz cevap verirken, 6gretmenlerin ¢ogu glgli
yanlarinda metodolojik olgulara dikkat c¢ekmislerdir. Programin zayif yanlar ile ilgili 1
o6gretmen yanit vermemis, 3 6gretmen zayif yoni olmadigini belirtmis, 1 6gretmen ise ilgisiz
cevap vermistir. 20 6gretmen ise programin zayif yonlerinde c¢ogunlukla icerik boélimiine
odaklanarak yanit vermislerdir. Ogretmenlerin aciklamalarinin igerigin belirlenmesinde
konularin c¢okluguna ve kapsadigi zaman araligina odaklandigi gorilmektedir. Bazi
ogretmenler kazanim-siire dengesizligi ile icerigin hedefler ile iliskisini belirtmis, icerigin
verilmesinde ders siiresinin yetersizligini programdaki zayif noktalardan birisi olarak
nitelemislerdir. Ayrica icerigin diizenlenmesinde konularin tematik olusu ve kronolojik
sinirhliktan bahsetmislerdir. Bazi 6gretmenler ise programin ogeleri disinda teorinin
uygulamadaki sinirhligi, 6grencilerin sinav odakh olusu ve farkli 6grenci gruplarina dair
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aciklamalarla yeni programin uygulanmasinda karsilastiklari olumsuz deneyimleri dile
getirmislerdir.

2018 Ortadgretim Tiirkiye Cumhuriyeti inkilap Tarihi ve Atatiirkctliik Dersi Ogretim
Programina iliskin diger goriis ve onerilere 21 6gretmen yanit vermistir. 6 6gretmene ait
cevaplar programla ilgili memnuniyeti dile getiren ifadelerle birlikte eklenecek baska bir sey
olmadiginin belirtilmesidir. 15 6gretmenin eklemek istedigi ifadeler ise cogunlukla daha 6nce
dile getirilen ifadeler olup 4 kategoride toplanabilir: Kazanim-ders saati sire yetersizligi ve
bunun diizenlenmesi ile ilgili gorisler; kazanim, igerik konu ve kapsamina dair gorisler;
program cercevesinde hazirlanan ders kitaplarina dair gorusler ve diger goruslerdir.

Sonug

Bu arastirmada 25 6gretmenin 18 acik uclu soruya vermis olduklari yanitlar programin
hedefler, icerik, O0grenme-O6gretme silireci ve degerlendirme unsurlari kapsaminda
gerceklestiriime durumunu ortaya koymus ve su sonuglara ulasilmistir.

Ogretim programinda haftalik ders saati siiresi 6gretmenlere goére programin
uygulanmasinda genel amaglar ve kazanimlarin gergeklestirilmesini, icerigin sunumunda
derinligi ve kullanilan 06gretim yontemlerini sinirlamaktadir. Arastirmaya katilan ¢ogu
dgretmen Tirkiye Cumhuriyeti inkilap Tarihi ve Atatiirkcilik dersi icin haftalik 2 saatlik ders
suresi ile yil icin 72 saatlik toplam ders siiresini yetersiz bulmakta ve bu kisith strenin ders
kapsamindaki 6gretimlerini olumsuz etkilediklerini belirtmektedirler. Program unsurlari
kapsaminda degerlendirildiginde hedefler, icerik ve 06grenme-6gretme sirecinin bu
durumdan etkilendigi gériilmektedir. Ogretmenler, genel amaclarin iyi belirlenmis oldugunu
diuslinseler de bunlarin 6grencilere kazandirilmasinda sire sikintisi yasanmasi, kazanim
kapsam ve miktarini degerlendirdiklerinde kazanimlarin ders saati siresi icin fazla olmasiyla
ders saati sliresinin yetersiz kalmasi, yine slirenin azlhig sebebiyle 6gretimde diiz anlatim
yontemi kullanimina yoénelme gibi sorunlar yasamaktadirlar. Bu sebeplerle ders saati
slresinin haftallk 3 veya 4 saate cikarilmasini 6nermektedirler. Bu sonug, daha once
ilkégretim ve ortadgretim seviyesindeki Tiirkiye Cumhuriyeti inkilap Tarihi ve Atatiirkciliik
derslerinde 6gretmenlerin haftalik ders saatine iliskin gorisleri ile benzerdir (Sunay ve
Tasgin, 2020; Simsek ve Giler, 2013; Tangili vd., 2014; TTKB, 2020). Benzer sekilde
Universitede tarih 06gretmenligi egitimi alan 06gretmen adaylari da biylk oranda
yiksekogretimde verilen Atatiirk ilkeleri ve inkilap Tarihi dersleri icin haftalik 2 ders saati
slresinin az olduguna ve sirenin artirilmasi gerektigine dikkat cekmektedir (Akbaba,
Demirtas, Birbudak ve Kilcan, 2014). Bu arastirmada ders saati sliresinin 6gretim programinin
tam olarak gerceklesmesini sinirlayan énemli bir degisken oldugu goriulmektedir.

Ogretmenler &gretim programinin hedefler unsuru ile ilgili cogunlukla olumlu
goruslere sahiptirler, ancak hedeflerin kazandirilmasini sinirlayici bazi olumsuz durumlari da
isaret etmektedirler. Arastirmaya katilan 6gretmenler cogunlukla genel amaglarin uygun,
kazanim ifadelerinin ve agiklamalarinin anlasilir ve kazanimlarin Bloom taksonomisine uygun
oldugu seklinde olumlu gériislere sahiptir. Ogretmenler genel olarak dersin amagclarinin milli
tarih, milli kimlik ve milll degerleri yansitmasi bakimindan olumlu oldugunu
disinmektedirler. Program kazanimlarinin kapsam ve miktarinin yeterli oldugunu séyleyen
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ogretmenler disinda, yetersiz olusunu dile getiren 6gretmenler daha ¢ok kazanim-igerik
iliskisine vurgu yaparak ders igeriginde bazi konularin daha fazla ele alinmasi gerektigini
disinmekte, kazanimlarin konular arasinda dengesizligine ve konularin tarihsel arka planina
deginilmedigine dikkat cekmektedirler. Alanyazindaki (TTKB, 2020) bulgulara benzer sekilde
bu arastirmada 6gretmenlerin bliylik cogunlugu 6gretim programindaki kazanimlari anlasilir
bulmaktadir. Anlasilir bulmayan az sayidaki 6gretmen ise uzun ciimlelerle yazilan, genel ve
kaliplasmis ifadelerin kazanim anlasilirhgini  sinirladigini - diisinmektedir. Ogretmenler
kazanimlar gibi kazanim agiklamalarini da genel olarak anlasilir bulmaktadir. Kazanim
actklamalarint anlasilir bulmayan 6gretmenler ise sinirlihk ve uyarilarin net olmayisi ile
kazanimlarin anlagilirhgindaki gibi 6grenci hedef kitlesine dikkat c¢ekmektedir. Ayrica
ogrencilerin egitim gordikleri farkh okul tiirlerine gére kazanim ve agiklamalarin farkl olmasi
gerektigini de belirtmektedirler. Bu konuda kazanim agiklamalariyla ilgili 15 yil Gzeri
deneyime sahip 6gretmenlerin sorun yasadigini ve daha agik belirtilmesi gerektigini diisiinen
ogretmen pedagojik alan bilgisini isaret etmektedir.

Ogretmenler, dersin genel amaclarinin bilissel, duyussal ve psikomotor alanlari
dikkate alma ve amaclarin derse ait 6zel hedefleri kapsama durumuna, ayrica icerige,
metotlara ve degerlendirme yodntemlerine dogrudan etkisine deginmemislerdir. Benzer
sekilde ogretim programindaki (MEB, 2018b) 33 kazanimin tamaminin hangi alanlarda
oldugunu ve basitten karmasiga hangi diizeylerde oldugunu birlikte ifade eden agiklamalara
rastlanmamistir. Ogretmenlerin bir kisminin kazanimlarin Bloom taksonomisi alanlarini, bir
kisminin ise dlizeylerini belirtmesi alan ve dizeyleri birbirinden kopuk olarak
degerlendirdiklerine isaret etmektedir.

Ogretmenler icerigin belirlenmesi, diizenlenmesi ve ele alinmasinda dersin sinirlarina,
yeni eklenen konulara ve kronolojiye dikkat cekmektedirler. Ogretmenler belirlenen icerikte
eklenmesi ve c¢ikarilmasi gereken konular dogrultusunda dersin baslayls ve bitis
konularindaki sinirlari ele almaktadirlar. Bu arastirmada ogretmenlerin bir kismi yeni
programdaki mevcut icerige eklenmesi ve c¢ikarilmasi gereken konular olmadigini
soylemektedir. Ancak bir kisminin dersin Tirk modernlesme tarihi konularindan baslatiimasi
ile 1960 sonrasi, 1980 sonrasi ve ¢agdas Turk ve diinya tarihi konulari seklinde ¢ikarilmasina
yonelik ifadeleri de dersin bitis konularinin sinirlariyla ilgili belirsizligi isaret etmektedir. Yakin
donem tarihi konularina akademik olarak yer vermek mimkiin olsa da ¢ok yakin tarih henliz
gelisme asamasinda oldugu, sonuglari tam olarak ortaya ¢ikmadigl ve cevap arama yerine
soru sorma On planda oldugu icin ortadgretim mifredatina dahil edilmesi anlamli degildir
(Acun, 2012). Bu dogrultuda dersin baslangic ve bitis noktalarinin gerekgeleriyle
netlestirilmesi gereken bir konu oldugu gorilmektedir. Ayrica, 6gretmenlerin eklenmesi
gereken konularla ilgili gerekgeleri konular arasinda baglanti ve butinligi saglamak oldugu
gibi, cikarilmasi gereken konularda da mevcut icerikte detaylara deginebilmek seklindedir.

Ogretmenler farkli gerekcelerle programa yeni eklenen konular ve Unitelerle ilgili
olumlu ve olumsuz yaklasimlarda bulunmaktadir. Arastirmadaki 6gretmenlerin bir kismi yeni
eklenen son konu ve (niteleri glincel olma ve yakin tarihte olma gibi gerekcelerle olumlu
bulmaktadir. Bununla birlikte gilincellik olgusunun mevcut icerigin yeni bilgilerle
glincellenmesi seklinde degil, 1981 (MEB, 1981) ve 2010 (MEB, 2010) programlarinda var
olan Unitelere yeni eklenen konu ve kavramlarla icerigin genisletiimesi seklinde ele alindigi
da gorilmektedir. Bu durumda 6gretmenlerin glincel konular ifadelerinin “tarihsel olarak
daha yeni” ve “igerige ekleme yapilmasi” gibi farkh sekilde yorumlandigi gérilmektedir. Diger
yandan dersin igerigindeki konularin glincel hayatla iliskilendirilmesi Cumhuriyet tarihinde
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yasananlarin gunimdizle iliskilendirilerek ve ginimiize sagladigi faydalarin anlatiimasi
(Yilmaz, 2005) olarak ele alinabilir. Yeni eklenen konu ve Uniteler nedeniyle derse ayrilan
surenin yetersiz kalmasi, 6grencilerin ilgisini gekmemesi, fazla konu eklenmesi, objektifligin
saglanmasinda zorluk gibi gerekceler de 6gretmenlerin bu konulara olumsuz yaklasmalarina
neden olmaktadir. Yeni programda kazanim sayisi azaltilsa da 6gretim programina yeni
kazanimlar dogrultusunda ilk kez eklenen konularin, icerik ve ders saati siliresi birlikte ele
alindiginda 6gretmenler igin sinirlayici oldugu sdéylenebilir. Benzer sekilde Sunay ve Tasgin’in
(2020) gahismasinda 6gretmenler 2. Dlinya Savasi sonrasi konularinin siire yetersizligine yol
actigini distinmektedirler. Bu dogrultuda 2018 programina yeni eklenen 7. ve 8. linitelerdeki
konularin Ataturk ilke ve inkilaplari konulariyla iliskilendirilmesi saglanabilir.

Ogretmenler dgrenme-dgretme  siirecinde  birden ¢ok &gretim  ydntemi
kullanilabilecegini belirtseler de genellikle diiz anlatim yéntemini kullanmaktadir.
Ogretmenlerin bircogu dgretimde birden fazla ydntem ve teknik kullandiklarini ifade ederek
o0gretim surecinde 6grencilerden dogrudan ya da dolayh olarak beklenenlere agik sekilde
degindiklerini agiklamaktadirlar. Bu durum o6gretmenlerin kazanim boyutunda belirli bir
konuda hangi yontemi nasil kullanacagini belirleyen pedagojik alan bilgisi agisindan
onemlidir. Ancak 06gretmenler geleneksel ve alternatif yontemlerin bir arada
kullanilabilecegini agiklasalar da 6gretim programinda belirtilen ders saati siiresinin yetersiz
olusu ve konularin fazla olusu gerekgesiyle diz anlatim yodntemine yodneldiklerini ve
ogretimde genellikle bunu kullandiklarini dile getirmislerdir. Bu bulgular, inkilap tarihi
ogretiminde en ¢ok kullanilan yontemlerin anlatim, tartisma, soru-cevap oldugu bulgularn
(Sunay ve Tasgin, 2020) ile benzerdir. Programin uygulanmasi hususundaki bazi yontem ve
teknikler, bunlarin siirecin neresinde ve ne amagla (6rnegin, dersin basinda giris etkinligi
olarak, derste kavramsal anlama ve iliskilendirmeyi destekleyici olarak ya da ders sonunda
O0grenmeyi pekistirici ya da diisinme becerilerini gelistirici olarak) kullanilacagi, 6gretim
slrecindeki pekistirecg, ipucu gibi degiskenler ile bahsedilen yontemlerin hedefler, 6grenci
diizeyi, zamanlama, maliyet icin uygunlugundan da bahsedilmemistir.

Ogretmenler degerlendirmede cesitliligi isaret etmekte, degerlendirme siirecinde
sonu¢ odakli yontem ve araglar ile birlikte sitre¢ odakli alternatif degerlendirme
yaklasimlarini da tercih etmektedirler. Ogretmenler daha ¢ok sonuc¢ odakli kisa cevapli,
¢oktan se¢meli, bosluk doldurma, dogru-yanlis sorulari ile agik uglu sorularin kullanildigi yazih
ve sozli sinav kullanimini agiklarken, 6grenme-6gretme slirecinde oldugu gibi birden fazla
sonug ve slrec¢ odakh teknik ve yontemi bir arada kullanimi ile degerlendirmede cesitliligi
isaret etmektedir. Ogretmenlerin ifadelerinde degerlendirmenin kazanimlarla uyumlulugu ile
teknik ve akademik standartlara uygunluguna dair goris belirtilmemistir. Bununla birlikte
ogretim programinda degerlendirmeye dair somut orneklere yer verilmeyip bu kismin
ogretmene birakilmasi elestirilerek, tarih 6gretmenlerinin bu derse iliskin pedagojik alan
bilgilerinin degerlendirme boyutu i¢in hizmet ici egitimin gerekliligi ifade edilmistir.

Ogretmenler programinin giicli  yanlarinda c¢ogunlukla metodolojik olgulara
deginirken, dnceki programlara kiyaslamalarinda ve programin zayif yanlarinda icerik boyutu
odakh aciklamalar yapmaktadirlar. Simsek ve Giler’'in (2013) calismasinda tarih
ogretmenleri, lise diizeyinde inkilap tarihi 6gretiminde yasanan sorunlarin miifredat odakli
olduguna dikkat ¢cekmektedir. Bu arastirmada ogretmenler, programin 6grenme-6gretme
siirecinde 6grenciyi aktif kilan 6grenci merkezli etkinlikleri programin giicli yanlari arasinda
gostermektedirler. Ayrica, 6gretmenler tarafindan programin onceki programlara kiyasla
konu cgesitliligi, kullanishhk, anlasilirhk, sadelik agisindan daha iyi oldugu ifade edilmistir.
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Ancak konularin c¢oklugu, icerigin ylzeysellesmesi, kazanim-siire dengesizligi, icerigin
verilmesinde ders saati sliresinin yetersizligi, konularin tematik olusu ile kronolojik sinirlilik
olumsuz oOzellikler olarak nitelenmistir. Bu g¢alismada igerigin diizenlenmesinde kronoloji ile
ilgili gerekcelere dayali olumsuz goriis bildiren 6gretmenlerin goérigsleri, Turan’in (2018)
calismasina katilan tarih 6gretmenlerinin yarisinin kronolojik yaklasimin daha uygun oldugu
gorusl ile benzerdir. Ayrica teorinin uygulamadaki sinirlihgl, 6grencilerin sinav odakli olusu
ve farkh 6grenci gruplarindaki durumlar da 6gretmenler tarafindan uygulamaya olumsuz
yansimalar olarak belirtilmistir.

Bu arastirmada elde edilen sonuglara dayanilarak igerik kapsaminin genis
tutulmasindan dolay! konularda ayrintiya girilememesi ve yeni eklenen lnite ve konularin
¢oklugundan dolayi 6gretmenlerin geleneksel 6gretim yontemlerine yonelmesi gibi cesitli
durumlarin igerigin belirlenmesi, dizenlenmesi ve ele alinmasinda program gelistiricilerce
dikkate alinmasi onerilebilir. Ozellikle ders saati siiresinin yetersiz kalmasi sebebiyle ilgili
icerik ve slire dengesi, 6grenci ilgi ve ihtiyaglarinin gézetilmesi ile dersin kendi temel amag ve
felsefesine gore sinirlarinin gizilerek konularin nerede baslayip nerede son bulacagi, ilgili
baska bir dersin alanina girilmeden bir zaman diliminde bitirilmesi dersin hedeflerinin
gerceklesmesi icin 6nemlidir. Ayrica, 68rencilerin konulari daha iyi kavrayabilmesinde dersin
Osmanli  Devleti’'nin son doénemlerindeki 1slahat hareketlerinden baslatilarak, Turk
modernlesme tarihi konularinin da derse eklenmesiyle Milll Micadele ve Cumhuriyet
Donemindeki gelismeler ile ilgili alt yapi saglanmasi ve konular arasinda baglanti kurulmasi
gerekliligi de hedefler-igerik iliskisi kapsaminda program gelistiriciler tarafindan géz 6nine
alinabilecek diger noktalardir.

Ogrenme-6gretme siireci ile degerlendirmede, dgretim yéntem, teknik, materyaller
ve sorularin alana 6zgl bazi 6rneklerinin sunulmasi 6nemlidir. Tarih bilinci ve egitici
sorumlulugu ile 6gretmenlerin, 6gretim programini yansitma gorevi Ustlenmis kitaplara
bagimli kalmamalari, 6grencilere tarih anlayisini yansitmada yararli buldugu yayin, film vb.
aygitlari 6nererek onlari tarih kavramlari Gzerine diisiindiirmeye, arastirmaya ve tartismaya
sevk edebilmesi saglanmalidir (Ozbaran, 1992). Bunun icin &gretim programinda
ogretmenler icin kazanimlar ya da konular dogrultusunda somut o6rnekler sunulmasi
ogretmenlerin pedagojik alan bilgilerini gelistirmek agisindan faydali olacagi gibi slire¢ odakh
alternatif yontemlerin  kullanimini  tesvik etme acgisindan da etkili olabilecegi
distnilmektedir.

2018 Ortadgretim Tiirkiye Cumhuriyeti inkilap Tarihi ve Atatirkcilik Dersi Ogretim
Programi ile ilgili 6gretmen gorisleri, 6gretmenlerin program hakkindaki dusinceleri,
dondtleri ve onerileri kadar, programin 6gretmenler tarafindan ne kadar anlasildigini, dnceki
programlardan farkliliklarinin ne kadar dikkate alindigini, programdaki yeniliklerin ne kadar
benimsendigi gibi durumlari da ortaya koymaktadir. Ogretmenlerin acgiklamalari, yeni
ogretim programinin unsurlarini teorik olarak ele almada sinirli olup, daha cok uygulamadaki
deneyimlerine odakl oldugu soylenebilir. Bu durum 6gretmenlerin pedagojik alan bilgilerine
isaret etmektedir. Hizmet ici egitim ile yeni programin onceki programlardan ayrilan
yonlerinin vurgusunun yapilmasi, programda yapilan yenilikler ve dizenlemelere duyulan
ihtiyacin gerekcelerinin acgiklanmasi, programin uygulanmasinda 6gretmenler icin teorik
bulunabilecek yontem ve materyaller ile ilgili daha somut 6rnekler sunulmasi gibi programin
niteliklerinin daha iyi anlasilmasi, benimsenmesi ve uygulanmasi acisindan 6gretmenlere
daha faydali olabilir. Ayrica ilgili 6gretmen yetistirme programlarinda 6gretim programi
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unsurlarinin tamamini esas alan mikro ogretimler ile 6gretmen adaylarinin inkilap tarihi
pedagojik alan bilgileri gli¢lendirilebilir.

Tarih egitimi arastirmacilari, 6gretim programi unsurlarini ve aralarindaki iligkileri
inkilap tarihi baglamina 6zgl durumlar kapsaminda daha detayh arastirabilir, bulgular daha
sonraki program gelistirme stireclerinde géz 6niinde bulundurulabilir.

Cikar Catismasi Beyani: Yazar ¢ikar ¢atismasi olmadigini beyan eder.
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Ekler

Ek 1. Anket Formundaki Sorular

|- Genel Konular

1. Onceki G&retim programianyla mukayese edildifinde yeni Géretim programinin geneli hakkinda
disinceleriniz nelerdir?

2. Yeni 8&retim programinin sizce en glicld vanlan nelerdir? Acklayiniz.
3. Yeni Ogretim prograrmimin sizce en zayif yanlan nelerdir? Apklayiniz.

4, Yeni 8gretim programinin uygulanmasinda nelere dikkat ediyorsunuz? Bu konuda tavsiyeleriniz nelerdir?

II- Programin Unsurlan

A- Hedefler

1. Yeni Ggretim programin genel amaclar hakkindaki disinceleriniz nelerdir?

2. Yeni 8gretim programindaki kazanimlanin kapsami ve miktan hakkindaki gérisleriniz nelerdir?
3. Yeni 8gretim programindaki kazanim ifadelerinin anlasilirhé ile ilgili gériisleriniz nelerdir?

4, Yeni dgretim programindaki bilissel, duyussal ve psikomotor alanlardaki kazamimilarla ilgili gbrisleriniz
nelerdir?

5. Yeni Sgretim programindaki kazanim ifadelerine dair apklamalarla {Srnegin sinirlilik, wyar vio.) ilgili
gdrisleriniz nelerdir?

B- ierik
L. igerik bakimindan &gretim programina eklenmesi gereken konular var midir? Aciklayiniz.
2. icerik bakimindan &gretim programindan cikartilmas: gereken kanular var ricir? Aciklayiniz.

3. Yeni 8gretim programdaki konulann dagilimi, dengesi, birbirleriyle iligkisi ve siralanisi hakkindaki
disinceleriniz nelerdir?

4, Bgretim programina yeni eklenen initelerkonular ile ilgili disinceleriniz nelerdir?

5. Alana dzgl beceriler, degerler ve yeterliklerin 8gretim programinda nasil yer aldigina iliskin gdrisleriniz
nelerdir?

6. Uniteler ve kazammlar icin aynilan siirelerin yeterliligi hakkindaki girisleriniz nelerdir?

C- Ogrenme-Ogretme Siireci

1. Ogretim programi sizce hangi 6gretim yBntem ve tekniklerinin kullanimin tesvik etmektedir? Aqklayimiz.
D- Olcme-Degerlendirme

1. Ogretim programi sizce ne tir degerlendirme yantem ve tekniklerinin kullanimini tegvik etmektedir?
Aciklayinz.

1ll- Diger

1 Yukarlda__',rer alan sorular disinda Ortadgretim Tiirkive Cumhuriyeti inkilap Tarihi ve Atatirkcildk Dersi
Ogretim Programina iliskin gdriis ve dnerileriniz nelerdir?
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Ek 2. Ogretmen Goriisleri Analizi Kodlama Cizelgesi

UNSURLAR TEMALAR Anket Formundaki Sorular
1. Programin genel amaclan II- A- Hedefler, 1
2. O@rencilere kazandinlmak istenen
Hedefler dzellikler (kazanimlann yapisi,
kapsami ve alanlar)
a. Kazanimlarin kapsami ve miktari II- A- Hedefler, 2
b. Kazanimlarin anlagihirhg II- A- Hedefler, 2
¢. Bloom Taksonomisi alanlar ve Il- A- Hedefler, 4
dizeyleri
d. Kazanim agiklamalan Il- A- Hedefler, 5
3. igerigin belirlenmesi
a. Ogretilecek konulann ézellikleri
(hedeflerle ilgililik, 68renci dizeyine IIl- B- igerik, 1
uygunluk, gecerlik, glivenirlik, II- B- igerik, 2
icerik gincellik, bilimsellik, 63renci II- B- igerik, 4
ihtiyaclarim karsilama, ekonomiklik, I- Genel
yasama yatkinlik, kendi kendine Konular (1, 2, 3,
yeterlilik) 4)
b. Unite analizi (konular-siire) II- B- igerik, 6
4. igerigin diizenlenmesi (denge, IIl- B- igerik, 3 lll- Diger, 1
bagimhlk, siralanis)
5. igerigin ele alimsi (alana dzgl Il- B- igerik, 5
yeterlilik ve beceriler, degerler ve
yetkinlikler)
6. Ofrenme yasantilan (giris
etkinlikleri, gelisme etkinlikleri, sonug
Ogrenme- etkinlikleri)
Ogretme 7. Ofrenme teorileri ve dgretim II- C- Ogrenme-
siireci yaklagimlar (yontem ve teknikler) Ogretme Sireci, 1
8. Ogretim degiskenleri (pekistirec,
ipucu, donit/dizeltme, 68renci
katilim)
Degerlendirme | 9. Programda &lgme ve degerlendirme | II- D- Olgme-
Degerlendirme, 1
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