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As in many other nations, the Turkish education system has undergone many significant
curricular and structural reforms in the last decade. This study was designed to learn
from teachers about the quality of professional development programs that were
designed to support national reforms. Ten years into a period of intensive national
reform, teachers reported that professional development activities only moderately
satisfied them. We speculate that ‘reform fatigue’ may be partially responsible for
relatively low teacher enthusiasm for mandatory, centrally designed training. Failure to
adjust teacher development designs to meet established teacher preferences could
undermine ambitious and expensive programs of national education reform.

Introduction

The effectiveness of centrally mandated reform initiatives have long been criticised by
teacher educators and classtroom teachers. Extensive research on school effectiveness and
on improving instructional practices, with special attention to teacher professional
development, has taught us a great deal about the possibilities and limitations of this
centralised approach to retooling teachers to meet the demands of an innovation
(McConnell, Delate & Newlon, 2011; Shah, Sultana, Hassain & Ali, 2011; Smith, 2005).
The research literature confirms that professional development programs not only help
teachers in enhancing and deepening their knowledge and skills, but also in creating a
frameshift in their minds, which generally have a resistance to educational change (Taylor,
Yates, Meyer & Kinsella, 2011). Researchers conclude that teachers who took in-service
training implemented more effective instructional practices, and gave more importance to
teaching practices (Guskey, 1985; de Jager, Reezigt & Creemers, 2002; Kealey, Peterson,
Gaul & Dinh, 2000). The literature of educational change has firmly established that
significant reform movements on a national level will either succeed or fail depending on
the quality, quantity and timing of the professional development support provided to
teachers (Guskey, 2003; Newmann, King & Youngs, 2000).

Despite the importance of individual teachers in reform processes, teachers rarely take
part in helping to design and frame the educational change process (Torres, 1996). Mostly,
educational reforms are put into action and then teachers are informed via short seminars
or in-service training courses (Avalos, 2000; Van Driel, Beijaard & Verloop, 2001).
Certainly, if curriculum reforms are to be achieved with the help of teachers, teacher
education needs to be reviewed and renewed in the light of reform initiatives, as teachers
and local school leaders are the keys to successful education reform (Avalos, 2000; Minor,
Onwuegbuzie, Witcher & James, 2002). Similarly, Guskey (2002: 381) highlighted the
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importance of professional development, stating that “High-quality professional
development is a central component in nearly every modern proposal for improving
education”. Since professional development programs are the key elements in the success
of any educational reform, the quality of learning opportunities for school staff is a key
topic in both policy debates and educational research (Wilson & Berne, 1999). In sum,
since individual school teachers are the ultimate implementers of school reforms, they
must be both well prepared and continually supported if the reforms are to be
implemented in a meaningful way.

A reform may look wonderful on paper or in a national plan, but its eventual success
depends on faithful and creative interpretation and successful adaptation to constraints
and opportunities present in each school and classroom.

The situation in Turkish education

The past two decades have been turbulent for primary school education in Turkey
(Grossman, 2013). Beginning in 1997, Turkish primary and secondary education has
undergone several massive, nationally mandated and centrally administered reforms. In
1997, the primary school system was changed from a 5-year compulsory education system
to an 8-year compulsory education system. This dramatic reform, along with a campaign
to eliminate dropouts and encourage girls to get at least a primary school education, was
intended to create a new Turkish generation with better skills, qualified to fill 21st Century
jobs.

In 2003, the national mathematics and science curricula were replaced with completely
new maths and science curricula based on a constructivist theory of learning, in response
to disappointing PISA (Programme for International Student Assessment) and TIMSS
(Trends in International Mathematics and Science Study) exam results (Gur, Celik &
Ozoglu, 2012; Koc, Isiksal & Bulut, 2007). In response to suggestions and requirements
of the World Bank and the European Union, and to low results in these international
science and mathematics examinations, serious modifications have been made to
education in Turkey. The educational paradigm has shifted toward constructivism (in
contrast to rote learning), influenced by the strong winds of liberty, individualism, and
postmodernism movements (Aksit, 2007; Incikabi, 2012). The role of the Turkish teacher
has shifted from being director and lecturer towards serving as learning guide and coach.
Pupils play more active roles in classroom activities. Teachers now seek to situate
students’ academic experiences in authentic contexts and promote their critical thinking.
Use of technology and concrete curriculum materials, and highlighting the needs of
learners in instructional planning have emerged as new trends in Turkish primary school
education, as they have in many other parts of the world.

In 2012, the structure of K-12 schooling was again changed, from an 8-year compulsory
education system to a 4+4+4 system. As well, massive infusions of classroom technology
have been introduced nationally, with 12,800 primary and secondary school students using
tablet computers in pilot schools that also have smart boards installed in each classroom.



444 Teachers’ evaluation of professional development in support of national reforms

Following a nationwide pilot study, the Turkish Ministry of National Education (MNE)
plans to distribute and install 570,000 smart boards and provide one tablet computer to
every student (12 million total) in Turkey (MNE, 2013).

To ensure the adaptation and adoption of the reformed curricula and methods by
teachers, the number of professional development programs offered by MNE increased
significantly. While there were 450 in-service training activities with 17,808 participants
offered in 1996, this number was increased to 21,128 activities with 479,436 participants
in 2011 (MNE, 2013). However, the quality of the professional development programs is
crucial as well as the scale. There are few studies of the effectiveness of in-service training
programs in Turkish literature. Most of this research uses case study design. Until now,
much of the research on the effectiveness and appropriateness of in-service training
programs in Turkey has concentrated on particular courses or seminars. There are no
published studies that focus on characteristics and qualities of effective teacher in-service
training programs in Turkey during a time of dramatic national reform in a comprehensive
way (e.g. Catmali, 2006; Oztaskin, 2010; Yalin, 2004).

The SWOT analysis (strengths, weaknesses, opportunities and threats) conducted by the
MNE In-Service Training Department confirmed that the weaknesses of the department
include: inadequacy of needs assessment; lack of follow-up and assessment studies; not
presenting motivating features for teachers and directors; lack of short, medium and long-
term planning due to the lack of communication among ministry departments; and lack of
effective training implementation because of the density of target populations and
insufficiency of resources. Additionally, the threats to the department’s ability to achieve
its mission include size of target population, limitation of economic and human resources,
lack of coordination among institutions, the perception of in-service training programs as
a 'holiday' by target populations, geographical conditions and difficulty of transportation
to training centres (MNE, 2011). Thus, there is plenty of room for improvement in the
design and delivery of centrally mandated professional development activities in Turkey.

Effectiveness of professional development programs

According to the professional development literature, the characteristics of effective in-
service training programs include: engaging collective participation; involving participants
from the same department and grade; compliance with standards; meaningful assessment
component; continuing with improvement efforts; cooperation between post-secondary
institutions and school districts; intensive; sustained and job-embedded; and content focus
on teachers’ knowledge of subject matter (Borko, 2004; Cohen & Hill, 1998; Desimone,
Porter, Garet, Yoon & Birman, 2002; Desimone, 2009; Eylon & Bagno, 1997; Yoon,
Duncan, Lee, Scarloss & Shaply, 2007; Varela, 2012). In addition, it is generally known
that highly effective in-service training programs are the ones that are grounded in
teachers’ needs (Avalos, 2011; Darling-Hammond & McLaughlin, 1995; OECD, 2010).
Promoting the professional autonomy of teachers while designing a professional
development model is one of the most important characteristics of successful training
programs. Ball (1996) and Clark (1992) concluded that teacher determination of the shape
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and the course of their own professional development is essential in the design of any
training model. Furthermore, the American Society for Training and Development
endorsed a list of essential qualities for effective training and development, including
integrating appropriate technology into programs; encouraging connectivity and
collaboration; presenting content not as a discrete event — should be an event exemplified
by real classroom cases; focusing on learning styles and preferences; and meeting teachers’
training needs (Arneson, Rothwell & Naughton, 2013).

Any professional development program aiming to improve teacher and student learning
and performance requires an evaluation process as an integral part (Delvaux et al., 2013;
Linn, Gill, Sherman, Vaughn, & Mixon, 2010). Owing to its importance and necessity,
there are a significant number of studies in the literature that focus on the evaluation of
in-service teacher training programs. Some studies documented strong critiques of typical
professional development programs, but the most widely cited result was the need to
enhance teachers’ content knowledge and pedagogical knowledge (Guskey, 2003). Wade’s
(1985) meta-analysis that reviewed 91 journal articles concluded that professional
development programs were moderately effective in terms of effect levels, reaction,
learning, behaviour, and results. By contrast, Kealey, Peterson, Gaul and Dinh (2000)
concluded that implementation failure was still a common problem. In sum, the
consensus of the literature is that in-service training programs often fail to achieve their
objectives and fail to be delivered as planned (Guskey, 1986; Fullan, 1991).

The literature on the effectiveness and importance of teacher professional development
programs documents two strong but contradictory claims. On the one hand, teachers
surveyed find much to criticise about typical in-service programs. On the other hand,
strong, well-designed and well-implemented programs of professional development are
rated positively by participating teachers. To illustrate, it was found by Grieve and
McGinley (2010) that successful completion of a continuing professional development
program in Scotland led teachers to rate the program favourably in terms of improving
learning, integrating theory into practice, and increasing pedagogical skills. Birman,
Desimone, Porter and Garet (2000) surveyed more than 1000 teachers who participated in
a US Federal Government sponsored in-service training program. Results indicated that
in-service training activities, including study groups, teacher networks, research projects,
and teacher resource centres, were more effective as they were more compact, consistent
and they encouraged active participation. In addition, collective participation is regarded
as an essential feature of an effective training program by teachers; participation of
teachers from the same department, subject or grade level was more likely to be evaluated
positively because these features foster active involvement and interconnection among
teachers (Birman et al.,, 2000). In this context, in-service training courses focusing on a
specific subject area rather than generic content were rated as effective by teachers
(Birman et al., 2000; Borko, 2004; Cohen & Hill, 1998; Desimone, 2011). Similarly,
professional development activities that were consistent with established policies and
teachers’ professional experiences were found to be more effective and memorable
(Birman et al., 2000).
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However, Barnett (2002) reported that inadequacy of follow-up programs after in-service
training courses was one of the most crucial problems of professional development
programs, and suggested follow-up activities for one- or two-day seminars, which are not
sufficient to improve teacher knowledge and skills by themselves. Furthermore, a study of
207 teachers in 30 schools, in 10 districts in 5 states in the USA indicated that professional
development elements such as those involving activities that were aligned with standards,
assessing teacher outcomes, continuing improvement efforts, and cooperation between
post-secondary institutions and school districts, were strongly associated with higher
quality by teachers (Desimone et al., 2003). In the Yoon et al. (2007) review, in-service
training programs that were evaluated as positive had these defining qualities: they were
perceived as intensive, sustained, job-embedded, and focused on the teachers’ subject
matter knowledge. Similatly, Eylon and Bagno (1997) concluded that to be effective, the
duration of the in-service training should be sufficient to acquire mastery of the
innovation. From another perspective, Joyce and Showers (1980) pointed out that “to be
most effective, training should include theory, demonstration, practice, feedback and
classroom application” (p. 379). An action research study conducted to document the use
of professional development knowledge in classroom settings showed that there was
limited evidence of teachers’ use of the ideas acquired in in-service training programs in
their classroom settings (Linn et al., 2010). Sparks (2002) asserted that no one could
promote school effectiveness without focused and un-fragmented professional
development efforts. Furthermore, Day (1997) claimed that there were no systematic,
coordinated, and conceptualised training programs in many countries of the European
Union (EU). Additionally, he criticised the programs as top-down and short-course
dominated. In 2007 the European Union (EU, 2007) also reported that only 11 states
offered systematic in-service training programs, and most of these had problems in terms
of coherence and continuity.

Purpose

Synthesising ideas from the literature on professional development of teachers, the
influence of professional development on teacher change and reform success has been
well documented (Johnson & Fargo, 2010; Guskey, 2003; Opfer & Pedder, 2011). It is
possible to conclude that teacher satisfaction and student learning increase, hence, the
possibility of success for reforms increased if professional development activities are close
to home, meet needs and expectations, and contribute to teachers’ curricular
understanding and self-efficacy (Avalos, 2011). Parallel with this, it was found that
intensive, inquiry-based in-service training programs had positive effects on teacher
attitudes towards reform, their skill at adapting to reform, and their understanding and use
of reform-based practices (Supovitz, Mayer & Kahle, 2000).

In the light of the findings gleaned from the international and the Turkish literature, the
present study aimed to document the thoughts and opinions of Turkish primary teachers
on the broad range of in-service training programs that they have attended compulsorily.
The analysis of existing conditions and learner judgments was regarded as an essential step
in improving and aligning with the design of Turkish teacher professional development
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programs, which could play a crucial role in the improvement of conditions, adapting the
educational reforms and reform effectiveness using limited resources. In addition, by
documenting the views of teachers about in-service training programs, this study aimed to
reach more general conclusions about in-service training programs in Turkey in a time of
dramatic educational reform. As Avalos (2011) stated, despite the fact that there are
different cases and country specifications, teacher development processes are similar
across different national contexts. This study is expected to contribute to the international
literature of professional development, with special relevance for nations implementing
comprehensive reforms of large primary education systems. Two research questions
guided the study:

i.  How do primary teachers in Turkey rate the appropriateness of nationally mandated
in-service program content, instructors, organisation, training centres, participants,
and assessment methods?

ii. How do primary teachers’ reports of nationally mandated in-service training program
appropriateness and effectiveness vary by gender, subject area, and teaching
experience?

Method

The study reported here is based on a national survey of 1,730 Turkish teachers
conducted in Spring 2012. The primary aim of the study was to learn about teachers’
judgments of the quality and sufficiency of the in-service professional development
programs that they have participated in during a time of dramatic system-wide reforms.
To achieve the purpose of the research, a survey method was adopted.

Sample

The target population comprised K-8 teachers who were Classroom teachers (primary
grades), or Mathematics, Science and Technology, Social Studies, Turkish, or English
teachers in public schools in Turkey. The sample was selected by using cluster random
sampling. A sampling procedure was performed within this target population in two steps:
There are 81 cities under 26 statistical regions in Turkey which are defined according to
the SR criteria of the European Union regional classification, in order to make the socio-
economic analyses of regions (MNE, 2011). One city from each statistical region was
selected randomly to represent the region's overall population. The number of participant
schools was determined by dividing the total number of schools by 40 in each city (40
represents the lowest number of schools, from Tunceli city). Thus, 352 primary schools
from 26 cities were selected through simple random sampling. Six volunteer teachers from
each randomly selected school were invited to participate, comprising a sample of 2,112
teachers in total. Ultimately 1,730 teachers participated in the study with a return rate of
81.9%. The characteristics of participants are presented in Table 1.
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Table 1: Demographic characteristics of teachers
(categories do not add to 100% owing to some incomplete responses)

N %
Gender Female 907 52.4
Male 758 43.8
Teaching | 0-5 years 724 41.8
expetience [¢ 710 455 26.3
11-15 263 15.2
16 and more 259 15.0
Branch Classroom Teacher (Primary) 459 26.5
Math 248 14.3
Science and Technology 247 14.3
Turkish 260 15.0
English 244 14.1
Social Sciences 242 14.0

Data collection instrument

Data were collected through a scale entitled Opinions on In-Service Training Programs, which
was developed by the researchers as a 5-point Likert style scale ranging from ‘not valid for
any in-service training programs’ to ‘valid for all in-service training programs.” The total
number of the items is 50. The following steps describe the development of the survey.

First, previously conducted studies on in-service teacher training and other related
resources were reviewed, including MNE Training Courses 2011 Catalogne (MNE, 2011),
Teachers’ General Competencies Booklet of MNE (MNE, 2011), and teacher education coutses
defined by the Higher Education Council (2011). At the same time, pilot interviews with
ten K-8 teachers were conducted to determine basic themes and an item pool of the
questionnaire. Second, items were categorised, and headings were specified based on
previous studies and preliminary interviews. Two sections were determined: demographic
information, and opinions on in-service training programs. To ensure the face and content
validity, expert opinions were taken from seven academicians from Curriculum and
Instruction, Elementary Mathematics and Science, Educational Leadership and
Administration, and Educational Evaluation and Measurement departments, and seven
teachers from classroom Mathematics, Science and Technology, Social Studies, and
English areas, two experts from the In-service Teacher Training Department of MNE
Board of Education, and two district directors of the MNE. After getting expert opinions
on the test items and the general appearance of the instrument, 50 items were determined
in the opinions on the in-service training programs section. Last, after obtaining necessary
permissions from Middle East Technical University Human Subjects Ethics Committee,
and MNE, the questionnaire was piloted with 460 primary school teachers.



Gakmenogln & Clark 449

An exploratory factor analysis was performed on pilot test data from 460 volunteer
teacher respondents. The factor analysis yielded six factors that accounted for 79% of the
variance in opinions on in-service trainings programs. The six factors were labelled:
instructors, training centres, assessment of training, contents of training, participants and organisation.
Including all items that had item loadings greater than .30 yielded 42 items. Each factor
was analysed separately to ensure the reliability of the scores. The Cronbach’s alpha
coefficients ranged between .90 and .98. The Cronbach’s alphas for the subscales of the
instrument have been found to be exceptionally high. Since this is not a routinely expected
result for an initial development of a measurement tool, the rationale behind such high
alphas needs to be elaborated. At first we suspected a consistent answering bias/tendency.
However, when reversed items were considered, we concluded that there was no way for
participants to avoid dealing with the inconsistency of reversed items. Reversed items
increase the inter-item reliability of the scales (Nunnally & Bernstein, 1994).

Data collection and analysis

Following the pilot study, the project proposal was submitted to the MNE Educational
Research and Development Department (ERDD) to get support for the study. ERDD
agreed to sponsor by mailing questionnaires in sealed envelopes to each participant in the
sample. Gathered data were screened for missing values and for incorrect data entry.
Second, to provide construct validation evidence for the scale, a factor analysis was
conducted, resulting in six factors with item loadings greater than .30, which account for
67% of the variance. The Cronbach’s alpha coefficients of factors ranged between .70 and
97.

Teachers’ reports of their opinions about in-service training programs are presented as
rating means and standard deviations. The range of the scale (which was 4) was divided by
the number of scale points (which was 5), and the range of each unit in the scale was .80.
Therefore, the 5-point scale was interpreted so that a rating from 1-1.80 indicates ‘not
valid for programs’, 1.81-2.60 indicates ‘valid for few training programs’, 2.61-3.40
indicates ‘valid for half of training programs’, 3.41-4.20 indicates ‘valid for most of
training programs’, and 4.21- 5.00 indicates ‘valid for all training programs’.

To document the effect of gender, teaching experience and subject area on a teacher’s
ratings of the appropriateness of in-service training programs, a 2x4x6 Factorial
MANOVA was employed. To prevent the excessive inflation of Type I and Type Il error
rates, multivariate analysis was preferred to univariate analysis (Haase & Ellis, 1987). The
present study involves seven dependent variables namely participants (who participated in),
content (what was taught), zustructors (who taught), organisation, training centres, and assessment of
in-service training programs, and three independent variables which are gender (female,
male), teaching experience (0-5 years, 6-10 years, 11-15 years, 16 and more years), and subject
area of teachers (Classroom, Mathematics, Science and Technology, Social Studies,
Turkish, English).
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Table 2: Opinions of teachers on in-service training programs

M SD
Participants ~ They were highly motivated. 324 1.01
They were active during the training. 3.01  1.05
The participants taught common subject matters. 2.66 1.08
Content Content was understandable for me. 3.56 .99
Content was up to date. 324  1.06
Contributed to my professional performance. 311 1.05
Demand was within acceptable levels. 3.11 .96
Met participants’ theoretical needs. 3.09 1.05
Exemplified by real classroom situations. 3.00 1.06
Increased teachers’ interest in and attention to the subject. 293  1.07
Content provided personal benefits besides teaching. 283 1.14
Content met teachers’ needs for application. 273 1.03
Instructors ~ Presented content clearly. 3.18 1.03
Gave satisfactory answers to content related questions. 311 1.04
Used time effectively. 3.08 1.05
Incorporated participants’ pre-existing knowledge. 3.05 1.04
Used appropriate materials. 3.04 1.07
Set an appropriate pace. 3.03  1.02
Encouraged participants’ evaluation. 299 1.16
Employed appropriate teaching methods. 294 1.02
Had effective classroom management skills. 292  1.06
Encouraged active participation. 291 1.04
Increased participants’ learning interest. 2.82 1.05
Made connections between subject area and coutse content. 282  1.04
Organisation Announcements of program participation were done on time. 342  1.15
The places of the courses were appropriate. 325 1.14
Announcements done throughout programs were appropriate. ~ 3.12  1.06
The dates of the courses were appropriate. 3.05 1.16
The information given before the courses was sufficient. 2.91 1.12
Z)Cr.ne necessities were provided like notebook, pen, computer 249 124
Training Halls were appropriate for learning in terms of lighting. 3.18 1.12
centres Halls were appropriate for learning in terms of width. 317 113
Coordinators’ approach to problems was appropriate. 3.08 1.02
Coordinators provided effective execution of training. 3.04 1.02
Halls were appropriate in terms of technical equipment. 291 1.08
Halls were appropriate for learning in terms of temperature. 282 1.19

Food and refreshments offered during the courses were
191 113

enough.

Assessment  Assessment was fair. 334 1.15
In the assessment, questions were clear. 317  1.07
In the assessment, questions covered whole content. 313  1.06
Learning was assessed at the end of the course. 312 1.16

More than one assessment method was used. 274 111
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Results

To answer the research question “How do teachers rate the appropriateness and
effectiveness of in-service program content, instructors, organisation, training centres,
participants, and assessment methods?”, teachers’ ratings of their training experiences are
presented in terms of means and standard deviations. Participating teachers rated all
factors as ‘valid for half of the training programs’. The means of each factor are:
participants (M=2.97), content (M=3.07), instructors (M=2.99), organisation (M=3.04),
training centres (M=2.87), and evaluation (M=3.10). Teachers’ opinions on previous
training programs are presented in Table 2.

According to the teachers, for more than half of the training programs content was
understandable for teachers (M=3.56, SD=.99) and participation announcements were
done on time (M=3.42, SD=1.15), but in only few training programs, some necessities like
notebook, pen, computer were provided (M=2.49, SD=1.24), and food and refreshments
offered during the courses were sufficient (M=1.91, SD=1.13). Teachers rate all other
items as ‘valid for half of the training programs’.

To explore differences in the opinions of teachers with respect to gender, subject area,
and teaching experience a MANOVA was employed. The MANOVA analysis results in
significant multivariate main effects for gender; Pillai’s trace=.02, F(6, 1481)=3.92, p<.05,
and teaching experience Pillai’s trace=.04, F(18, 4449)=3.30, p<.05, but no significant
multivariate main effect for subject area, Pillai’s trace=.03, F(30, 5926)=1.40, p=.07, and
the interaction effects of gender and subject area, Pillai’s trace=.02, F(30, 7425)=1.17,
p=.24; gender and experience Pillai’s trace=.02, F(18, 4449)=1.47, p=.09; subject area and
experience Pillai’s trace=.04, F(90, 8916)=.73, p=.97; and gender, subject area and
experience Pillai’s trace=.06, F(90, 8916)=1.01, p=.45. Owing to significant multivariate
test results, a further examination of univariate test results for each dependent variable
was made. Although there are some significant effects of gender and teaching experience,
they do not rise to the level of practical significance as the effect sizes are small.

Discussion

A prominent feature of the education discourse relating to educational change and
reforms has been the call for heightened attention to professional development of
teachers. As Fullan (1991: 315) indicated, “Continuous development of all teachers is the
cornerstone for meaning, improvement, and reform”, scholars agree on the place of in-
service training programs and supporting teacher knowledge and skills, and developing the
capacity in undertakings of large-scale educational reforms (Fullan & Hargreaves, 1992;
Guskey, 2003; Newmann et al, 2000). Professional development supports reforms
through two strategies: strategies for instructional change and organisational change
(Fullan, 1991). How well professional development programs activate new strategies, how
much they are responsive to teachers’ needs, and how much they build on and extend
teachers’ existing knowledge and skills are major focuses of nation-wide reform initiatives.
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The Turkish Government’s endorsement of educational reforms as a vehicle for curricular
and pedagogical change to achieve desired student performance in international
examinations is generally consistent with international patterns. However, the findings of
this study also indicate only moderate satisfaction by teachers. In the literature, the
inclusion of participants from the same subject area and holding similar positions are
identified as effective professional development program characteristics (Birman et al.,
2000). For half of the Turkish training programs, participants are highly motivated, and
they are from the same subject area. The literature proposes that effective professional
development programs have some common features: practicality associated with their
classroom activities (Fullan & Miles, 1992), having follow-up tests after program
completion (Ball, 1996), focusing on teacher needs, involving real life problems (Vukelich
& Wrenn, 1999), promoting active participation (Desimone et al,, 2002), integrating
feedback mechanisms (Abdal-Haqq, 1996; Varela, 2012). According to the respondents,
half of the training programs’ contents were rated as up-to-date, contributed in a
professional sense, were at an acceptable challenge level, met the Turkish teachers’
theoretical needs, were presented in real classroom situations, increased teachers’ interest
and attention to the subject, provided teachers with personal benefits besides teaching,
and met teachers’ practice needs. In general, the results show that Turkish participants
mostly rate positive program descriptors as ‘valid for half of in-service training programs’.
That is, for at most half of the rated training programs, teachers expressed positive
opinions about their fellow participants, content, instructors, organisation, training centres
and evaluation of in-service training programs. A fifty-percent failure rate of expensive
training programs is not a satisfying performance standard.

Turkish teachers’ opinions about in-service training did not differ with respect to
particular demographic characteristics. Results show that teaching experience has a
statistically significant effect on teachers’ opinions about participants, content, instructors,
organisation, training centres, and evaluation of previous training programs. However, the
effect size of teaching experience on teacher judgments is very small. Similatly, gender has
a statistically significant effect only on the organisation and evaluation of training
programs, and also a small effect. Subject area did not have a statistically significant effect
on teachers’ judgments. In the light of these findings, it is possible to conclude that there
is a consensus of opinion of Turkish teachers about the evaluation of in-service training
programs which does not differ by years of teaching experience, gender or subject matter
specialisation.

The present study contributes to our understanding of in-service teacher training in
several ways. First, in the literature, much of the research on in-service teacher education
focused on the relationship between features of professional development programs and
their outcomes for teachers who participated voluntarily - volunteers who were highly
motivated to learn or to change (Supovitz & Zeif, 2000). Thus, the outcomes of studies of
in-service training programs that are compulsory for teachers were unclear (Bobrowsky,
Marx & Fishman, 2001). In Turkey, teachers generally attend compulsorily and 68.7% did
not participate willingly in professional development programs designed by MNE (Ozer,
2001; 2004). Thus, this study makes a case for getting information about in-service
training programs from teachers who did not attend programs voluntarily.
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It was important to further explore what supports need to be in place to sustain national
reform efforts. As another contribution to the literature, this study aimed to shed light on
the reported efficiency of in-service training programs. While the Turkish context is
distinctive, the broader claim that engaging classroom teachers respectfully and
significantly in planning and implementing major educational reforms stands as a
universally helpful reminder, even a cautionary note, since without high quality in-service
teacher education, it is difficult to attain success with educational reforms and to
overcome educational deficits (Guskey, 2003; Opfer & Pedder, 2011). The present study
presents a menu of ways in which large scale, mandatory, reform-driven in-service training
programs can be made more effective (e.g., grouping teachers by subject matter taught,
don't oppress the teachers by requiring in-service training during school vacation time).
These findings help central authorities to understand from participants’ ratings what
teachers need or prefer before, during, and after in-service training programs. Therefore,
knowledge about teachers’ experiences gained from this study can provide useful guidance
to others designing effective and appropriate in-service teacher education program models
that are intended to support large-scale national reforms.

Conclusion

To sum up, several waves of national education reform have transpired over the past 10-
20 years, and each one of these reform initiatives changed teachers’ classroom roles and
practices. Despite all these efforts and changes, the findings of this study indicated that
the quality of in-service training programs is well below the desired standard. The Turkish
government may have a well-planned set of educational reforms on paper. However,
without considering the needs of teachers, and placing teacher concerns at the centre, the
reform efforts will remain incompletely implemented. The findings suggest that the
outcomes of massive national educational reforms will be limited or even undermined to
the extent that teacher judgments about the quality of in-service training are not taken into
account.

“... across the world, educational reform is itself a huge priority” Hargreaves (2000). As a
result of several research projects, educational researchers have learned more about
processes of system-wide changes, effective implementation strategies, and necessary
actions to be taken and investments to be made to reach success. Scholars acknowledge
that success of large-scale reforms depends heavily on the quality of teacher professional
development and of teachers’ receptivity to in-service training program designs. It is also
known that exploration of the concerns of primary school teachers involved in
implementing innovations is essential for designing and evaluating professional
development programs. In short, although in-service training is seen as a major
mechanism to support reforms, and despite the fact that a significant amount of time,
money, and effort are devoted to in-service training and education in Turkey, only the half
of the training programs were rated by teachers as adequate. This should trigger a serious
strategic reassessment by the Turkish MNE and by other central education authorities in
nations implementing large scale reforms of primary education. Given the large public
investment in professional development and educational reforms, there is much to gain
from taking teachers’ judgments seriously.
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